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Abstract
The purpose of this practitioner research was to improve inclusion in music education practices by
examining how Dalcroze-based music-and-movement teaching can foster the agency of students
with special needs. In this study, the understanding of agency draws upon a feminist interpretation
of phenomenological philosophy. It emphasizes the embodied dimensions of agency, such as the
dialectical relationship between subjectivity and the body, and the ways the bodily perspective
describes how our engagement in the world is affected by our practical aims. The feminist view
pays close attention to the agency of marginalized individuals. Dalcroze pedagogy is an approach
to musical learning that applies body movement in interactive group activities, integrates
movement with listening and improvisation and aims to root musical understanding in perception
and bodily experience. It also focuses on educational aims and holistic growth.
To generate the data for the study, the researcher organized a teaching experiment at a special
school. The data consisted of the music-and-movement lessons, video recordings of all the lessons,
semi-structured interviews with all participants, field notes, and a research diary. The data were
analyzed with different qualitative analysis methods. The research consists of four sub-studies,
which have been reported in international refereed journal articles. The first article discusses the
potential of music-and-movement teaching practice for students in a special school. The second
article examines the methodological challenges and reflections related to an analysis of the
development of agency. The third article examines the development of agency of one participating
student, and the fourth article discusses the changes in agency observed in the whole student
group.
In the research, a clear change in agency was observed in one student, manifesting in advanced
body skills, improved self-confidence and an ability to participate in group activities. Within a
group as a whole, the music-and-movement activities allowed the students to develop their agency
at both the individual and social levels. The dissertation argues that Dalcroze-based music-andmovement education offers tools for educators to support the agency of students with special needs
through embodied engagement and non-verbal interaction, thus enhancing inclusion in music
education.

Keywords: agency, Dalcroze, music education, music-and-movement, special education

Sutela, Katja, Dalcroze-pedagogiikkaan pohjautuvan musiikkikasvatuksen
mahdollisuudet erityisoppilaan toimijuuden vahvistamisessa. Opettajatutkimus
erityiskoulussa
Oulun yliopiston tutkijakoulu; Oulun yliopisto, Kasvatustieteiden tiedekunta
Acta Univ. Oul. E 190, 2020
Oulun yliopisto, PL 8000, 90014 Oulun yliopisto

Tiivistelmä
Tämä opettajatutkimus pyrkii kehittämään inkluusiota musiikkikasvatuksen käytännöissä tutkimalla, miten Dalcroze-pedagogiikkaan pohjautuvan musiikkiliikunnan avulla voidaan tukea erityistä tukea tarvitsevien oppilaiden toimijuutta. Tämä tutkimus lähestyy toimijuuden käsitettä
fenomenologian feministisen tulkinnan kautta. Se korostaa toimijuuden kehollisia ulottuvuuksia, kuten subjektiviteetin ja kehon dialogista suhdetta, sekä kiinnittymistämme maailmaan toiminnan tavoitteiden kautta. Feministinen tulkinta huomioi myös marginalisoitujen ryhmien toimijuuden. Dalcroze-pedagogiikka on musiikkikasvatuksen lähestymistapa. Se yhdistää kehon
liikkeen ja musiikin vuorovaikutuksellisten harjoitusten avulla, jotka aktivoivat oppilaan kuuntelua, luovuutta ja keksimistä. Se perustuu kokonaisvaltaiseen ihmiskäsitykseen ja tähtää kokonaisvaltaiseen kasvuun.
Aineiston tuottamista varten tutkija organisoi vuoden mittaisen opetuskokeilun erityiskoulussa. Aineisto koostui videoiduista musiikkiliikunnan tunneista, haastatteluista, kenttämuistiinpanoista ja tutkimuspäiväkirjasta, jotka analysoitiin käyttäen erilaisia laadullisen tutkimuksen analyysimenetelmiä. Väitöstutkimus rakentuu neljästä osatutkimuksesta, jotka on raportoitu refereeartikkeleina kansainvälisissä julkaisuissa. Ensimmäinen artikkeli kuvaa Dalcroze-pedagogiikkaan pohjautuvan musiikkiliikunnan mahdollisuuksia erityistä tukea tarvitsevien oppilaiden
parissa. Toinen artikkeli tarkastelee niitä metodologisia haasteita, joita ilmeni toimijuuden kehittymisen analysoinnissa. Yhden oppilaan toimijuuden kehittymisessä havaitut muutokset kuvataan tarkemmin kolmannessa artikkelissa, ja neljännessä artikkelissa tarkastellaan toimijuuden
kehittymistä koko oppilasryhmän osalta.
Tutkimuksessa yhden oppilaan toimijuudessa havaittiin huomattavia muutoksia. Ne ilmenivät oppilaan kehollisten taitojen, itseluottamuksen ja osallisuuden kehittymisenä. Ryhmän kaikille oppilaille musiikilliset harjoitukset tarjosivat mahdollisuuksia kehittää toimijuutta niin
yksilönä kuin suhteessa ryhmän jäseniin.
Tämä tutkimus osoittaa, että Dalcroze-pedagogiikkaan pohjautuva musiikkikasvatus tarjoaa
keholliseen osallistumiseen ja non-verbaaliin vuorovaikutukseen liittyviä pedagogisia keinoja
vahvistaa erityistä tukea tarvitsevien oppilaiden osallisuutta ja toimijuutta, mikä puolestaan edistää inkluusiota musiikkikasvatuksessa.

Asiasanat:
toimijuus

Dalcroze,

erityispedagogiikka,

musiikkikasvatus,

musiikkiliikunta,

Omistettu Antille, Siirille ja Selmalle
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Introduction
The purpose of education referred to in this Act is to support pupils’ growth
into humanity and into ethically responsible membership of society and to
provide them with knowledge and skills needed in life. (Basic Education Act
628/1998, p. 1)

This dissertation examines how music education practice that applies body
movement can support participation and foster the agency of students with special
needs in a school context. It also addresses questions about inclusive music
education more broadly. The Finnish Education Law (Basic Education Act
628/1998) and the National Core Curriculum for Basic Education 2014 (Finnish
National Board of Education [FNBE], 2016) aim to ensure equal rights and
opportunities for all students, regardless of their knowledge, skills and background.
As the number of students with special needs is rising (Lakkala et al., 2019; Official
Statistics of Finland, 2018), there is a need for continuous pedagogical
development of how different learners and special needs are taken into
consideration in both the classroom and teacher education.
It is widely agreed among scholars from different disciplines that participating
in music-making benefits individuals in many ways (for a synthesis of research on
children and young people, see Hallam, 2015; for senior citizens, see Lehmberg &
Fung, 2010; MacDonald, Kreutz & Mitchell, 2012). For individuals with special
needs, music-making provides opportunities for social bonding, self-determination
and transition to community life (Adamek & Darrow, 2012; Dahan-Oliel, ShikakoThomas & Majnemer, 2012; Hammel & Hourigan, 2011). However, studies report
a lack of competence and skills related to teaching music to students with special
needs. For example, the special education professionals Kimberly McCord and
Emily Harbin Watts (2010), who studied music educators’ use of assistive
technology to teach students with special needs, report that over a quarter of
respondents had not had any training in the previous five years and were uninvolved
in individual educational plans (IEPs), and only 9% considered themselves
competent enough to teach students with special needs. Other studies (Cassidy &
Colwell, 2012; Salvador, 2010; Whipple & VanWeelden, 2012) reveal that while
music teacher education programs aim to provide teacher students with the
experience and knowledge to teach students with special needs, many music
teacher educators still lack competence in that area.
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1.1

From teaching experiences to practitioner inquiry

This research project is motivated by my own experiences of teaching music at a
special school for 10 years and teaching in the music education program at the
University of Oulu for 17 years. Over the years, music teaching through Dalcrozebased music-and-movement activities helped me to understand my students and
myself as embodied beings who are constantly shaped by bodily experiences,
feelings and encounters. In addition, I have learned how these experiences
contribute to individual agency.
My music teaching career at a special education school started in 2002. Before
that, I had taught piano at a Suzuki music school and music at a comprehensive
school and upper secondary school. As a newly graduated music teacher, it was
quite challenging for me to start teaching music at a special school. Though I tried
to use different teaching methods to promote students’ participation in musicmaking, I constantly dealt with comments such as “I can’t do it” or “this is too
hard.” Soon, I realized that I did not have sufficient knowledge or skills to teach
students with special needs (i.e., learning difficulties, mild disabilities, autism or
emotional and behavioral difficulties). This led me to pursue studies in special
education in order to gain deeper understanding of special needs and learning
difficulties.
While teaching at a special school, I was also teaching music-and-movement
classes part-time in the Music Education Program at the University of Oulu. Those
teaching experiences guided me to start using body movement exercises with
students with special needs. I realized that music-and-movement activities gave
every student an opportunity to participate in music-making by using their body as
a musical instrument. Movement enabled participation without instrumental skills
or understanding of music theory. The students seemed to learn in a holistic way
through bodily interaction and experience. On the top of that, their self-confidence
and interaction skills were supported. Little by little, I increased the amount of
music-and-movement exercises in my teaching, guiding students to learn about
music and themselves through their own bodies. I increasingly adopted ideas from
the Dalcroze approach and gained a pedagogical understanding that musicking
through body movement can enable all to participate in music learning. In addition,
in my teaching, I noted that music-and-movement exercises enabled students to
participate in a meaningful way, which supported development of a variety of skills,
not only those related to music-making.
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As I continued teaching at the special school, my experiences inspired me to
examine the pedagogical possibilities to support students’ musical participation and
learning through doctoral study. I noticed that the bodily aspects of musical learning
were poorly considered in pedagogical decisions for students with special needs
and embodied approaches to music learning, fostering agency and participation in
the music classroom remained largely unexplored. I decided to focus on examining
the ways in which music-and-movement teaching, as a music education approach,
can foster the agency of students with special needs as well as possible observable
changes in agency. The larger aim of the study was to gain new insights into how
music education could be developed to achieve a more participatory and inclusive
practice.
I chose inquiry as stance (Cochran-Smith & Lytle, 2009) as a starting point for
my study. Utilizing experiences from years as a music teacher in a special school,
I adopted “a view of the practitioner as a knowledge generator and agent for
change” (Cochran-Smith & Lytle, 2009, p. 118). I hoped that this research could
suggest ways in which music educators might benefit from this kind of research
knowledge and the findings could be applied to practitioners’ work in music
classrooms.
As I was fully engaged in this study as a researcher and practitioner, throughout
the research I examined and evaluated my role in the creation of knowledge as well
as my biases, beliefs and personal experiences. In doing so, I challenged myself to
take responsibility and recognize my own situatedness (in relation to the setting;
the students; the questions asked; and the data that were collected, analyzed and
interpreted) within this research (see, e.g., Berger, 2015). Throughout the research,
I noticed that different aspects of my background were affecting the research
process. As a white, middle-class, female academic, it was sometimes difficult to
relate to the lives of the students I was researching. I reflected on whether my
position as an outsider would become a barrier to my research and whether I would
be incapable of getting close to the participating students and thus examining their
agency. Veronica Crossa (2012) introduced the term relational positionality to
describe how researchers’ identities are molded by multiple flexible relations and
the ways they affect the research process. According to Crossa (2012, p. 115), it is
not the fact that I am a white, middle-class woman that affects the research, but that
“these multiple selves differentially affect and are affected by relationships and
engagements with others who are busy negotiating their multiple identities in their
interactions with me.” My relational positionality and embodiment were both a
17

challenge and a strength in this research process. Their possible influence on the
research process is discussed in detail in Sub-chapters 4.1.2, 5.2 and 6.2.
1.2

Research task

This practitioner research project (Cochran-Smith & Lytle, 2009; Feldman et al.,
2018; Saleh & Khine, 2011) aimed to increase inclusion in music education and
develop an understanding of inclusive music pedagogy. For this purpose, the study
examined the possibilities of Dalcroze-based music-and-movement teaching to
foster agency, especially the bodily dimensions of agency that are manifested in the
musical interaction, among students with special needs in the context of a lowersecondary-level special school. The data were generated through a year-long
teaching experiment consisting of 21 music-and-movement lessons, which resulted
in video recordings of all the lessons (N = 21), semi-structured interviews with all
the participants, field notes and a research diary. Here, an inclusive music pedagogy
is understood as enabling meaningful participation and musical interaction for
students with special needs. This was taken as a starting point when organizing the
music-and-movement teaching experiment for students aged 15–16 in a special
school.
The research involved discussion about the methodological challenges and
possibilities associated with analyzing the agency of students with special needs.
This was done in order to better understand the complexity of recognizing and
fostering agency in non-verbal and embodied musical interaction. The research task
was examined through the lens of four research questions. The research questions
of the sub-studies allowed me to elaborate on the main research task from different
viewpoints:
1.
2.
3.
4.

What is the potential of the Dalcroze approach for students with special needs?
(see Article I)
What kind of agency development can be identified in autism spectrum
disorder students’ interactions and bodily expressions? (see Article III)
What is the role of the body movement in the interactive process of developing
the agency of students with special needs? (see Article IV)
How may the researcher’s own embodiment affect the narrative analysis? (see
Article II)

The fourth question was motivated by the methodological challenges faced during
the data analysis (as discussed in Sub-chapter 4.5.2 of this dissertation). It focused
18

on the ways in which embodied understanding can be considered a valid tool in
qualitative research.
1.3

Theoretical premises

My research is motivated by studies in the fields of music education and philosophy
that have explored the embodied aspects of human musicality and the meaning of
bodily knowledge in musical experience (Bowman, 2004; DeNora, 2000; Elliott &
Silverman, 2014; Juntunen & Westerlund, 2011; Maróti et al., 2018; Odom, 1991).
It builds on studies suggesting that music or movement activities can influence the
social development of children (Kirschner & Tomasello, 2010; Ritblatt et al., 2013).
To date, there have been only a few Dalcroze-inspired studies in which agency is
the key concept (Greenhead, 2016; Juntunen, 2015). Instead, research has mainly
focused on how Dalcroze teaching develops musical abilities and understandings
(see, e.g., Crumpler, 1982; Rose, 1995) or how participants have experienced the
Dalcroze teaching (Habron, Jesuthasan & Bourne, 2012; van der Merwe, 2015).
The research is inspired by the ontological and epistemological premises of
phenomenology. The phenomenological perspective affords an embodied and
relational point of view on human beings, and thereby on agency, that abandons the
Western focus on language and representation (e.g., Campbell, Meynell & Sherwin,
2009; for more on the context of music learning and experience, see, e.g., van der
Schyff, 2016). Phenomenology also sheds light on how individuals know the world,
themselves and others through bodily exploration of life worlds. Applied in the
music education context, it helps to interpret how an embodied understanding of
music can be gained through bodily exploration of the musical world, which in the
Dalcroze approach occurs through movement and bodily interaction with others
(Juntunen, 2004; Juntunen & Hyvönen, 2004).
In the research, my understanding of agency is built upon the feminist
interpretation of phenomenology (especially Merleau-Ponty’s ideas), which I apply
to interpret how students’ agency can be recognized, manifested and potentially
developed in music education. Emerging in the early 2000s, the feminist
interpretation of phenomenology (see Campbell et al., 2009) explores conventional
notions of agency though feminist and phenomenological lenses, understanding
agency as fundamentally embodied (Campbell et al., 2009; Merleau-Ponty
1945/2014). Examining embodiment and relationality that extend beyond the
historical, conceptual and political enactment of agency, feminist scholars argue
that “the self is not radically autonomous, but is importantly relational” (Meynell,
19

2009, p. 7). These scholars focus on the bodies that are not considered to be capable
of autonomous agency because of their dependence and relationality. This view
abandons the conventional ethos of capable agents and serves as a foundation for
the understanding of bodies and embodiment in this study. In line with this
approach, I view the ways in which students’ agency can be recognized, manifested
and fostered in music classrooms through the lens of Dalcroze-based music
education, which focuses on not only the holistic growth of individuals but also on
interactive student participation through body movement and learning from
experience (Juntunen & Hyvönen, 2004). To sum up, in this study, the feminist
interpretation of phenomenology provides tools for understanding agency as
embodied and relational and for analyzing and interpreting students’ body
movements as manifestations of their agency.
1.4

Research context

The aims and design of the Finnish education system make Finland an interesting
context in which to examine not only the agency of students with special needs but
also issues of inclusion in music education. Based on the country’s success in PISA
exams (Kupiainen et al., 2009; Kämppi et al., 2012) and its presence in wider
international discussions, Finland is regarded as having one of the best school
systems in the world (Sahlberg, 2015). It is praised as much as for its high quality
as for its equality. To elucidate why this particular context offers important insights
into inclusion, I first outline the Finnish educational system and how it is committed
to the ideals of inclusion (see Sub-chapter 1.4.1). Following this, I offer a brief
description of music education within the Finnish system (see Sub-chapter 1.4.2)
as one means by which inclusive ideals are to be achieved.
1.4.1 Finnish education system
The Finnish educational system is based on the principles of democracy and equity
(Kumpulainen & Lankinen, 2012). The Finnish Ministry of Education and Culture
(2014) aims to ensure that educational services are equally and equitably accessible
to everyone. A comprehensive school system (peruskoulu) was established in the
1970s (Sahlberg, 2015) to offer free education for all students, from the elementary
level to university studies. This comprehensive school system offers every student
an opportunity to succeed in learning according to their own abilities (Lakkala et
al., 2019). To ensure all children have access to education, issues of democracy and
20

inclusion have been stressed in both the Finnish Education Law (Basic Education
Act 628/1998) and the National Core Curriculum for Basic Education 2014
(FNBE, 2016).
In striving to provide educational opportunities for learning and participation,
Finland has significantly invested in developing a socially coherent system of basic
education that strives for inclusion (Lakkala et al., 2019). The concept of inclusion
can be generally understood as part of a human rights agenda that aims to achieve
equity in, and access to, education (Messiou, 2017; Opertti, Walker & Zhang,
2014). It is an umbrella term that covers values in the curriculum related to equality
in education and supporting marginalized and excluded groups (United Nations
Educational, Scientific and Cultural Organization, 2017).
In Finland, inclusion is implemented by supporting students with special needs
and integrative teaching arrangements (Sahlberg, 2015). Support for growth,
learning and school attendance can be grouped into three categories: general
support, intensified support and special support (FNBE, 2016). In addition, support
can be provided in a general or a special education class or in a special school.
General, intensified or special support is provided to pupils individually at local
schools. However, a pupil can be transferred to a special education school if the
support given by a local school or a region’s special education group is not
sufficient. A multi-professional team comprised of a special teacher, psychologist,
speech therapist and medical doctor assists in the evaluation and transfer process.
A common understanding and co-operation between the pupil, guardians and
school authorities is regarded as important for this process (FNBE, 2016; Lakkala
et al., 2019).
Special schools provide individualized education for students based on their
individual needs through specific staff, designs and resources. Usually, there are 4–
10 students per class, which is taught by a classroom teacher and a teaching
assistant. Students have personal study plans, and they do not attend any classes in
mainstream schools. Recently, there has been a trend of placing students with
special needs in regular classroom, but there are still special schools for those
students whose needs cannot be met in a regular classroom (Kivirauma et al., 2006;
Takala, 2010).
Reforms in Finnish compulsory education have led to gradual increases in the
number of students with intensified or special needs, who are often taught in
general education groups (Lakkala, et al., 2019). In 2017, 9.7% of all students in
basic education received intensified support, and 7.7% received special support. In
addition, 37% of the students who received special support were fully enrolled in
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either a special school or in special education groups (Lakkala et al., 2019; Official
Statistics of Finland, 2018). This leads us, both practitioner and researchers, to
question how these special needs are taken into consideration in the classroom and
in teacher education. In the context of music education, the increased number of
students with special needs challenges music educators and the ways in which
music is taught as a school subject.
1.4.2 Music education in Finnish Basic Education
In Finnish Basic Education (FNBE, 2016), music education is part of the
curriculum in comprehensive school, and music lessons are provided through
grades 1–9. Most students receive one music lesson a week for eight years. In
addition, a selection of optional courses may be offered based on local decisionmaking. For example, arts, craft, home economics and physical education may be
the subject of six weekly lessons in grades 1–6 and five weekly lessons in grades
7–9.
The Finnish national music core curriculum seeks to enable the participation
of all learners by emphasizing action and experience and to support the
development of musical skills and understanding, holistic growth and the ability to
interact and work with others (FNBE, 2016). Students’ agency and thinking are
fostered by reflecting on and rehearsing musical skills. According to the music core
curriculum (FNBE, 2016), musical knowledge and skills should be obtained by, for
example, singing, playing, listening, moving, composing and improvising. The
teaching content includes music from different cultures, Western classical music,
pop music, folk music and, in the lower grades, children’s music. The goals of
music education are to help students find their own subjects of interest in music,
support them in engaging in musical activities, give them tools to express
themselves musically and support their overall growth (FNBE, 2016). The content
and goals of music curricula are inspired by and align with the praxial philosophy
of music, which emphasizes the importance of knowing-through-action and bodily
action in musical knowing and learning (see Juntunen & Hyvönen, 2004; Juntunen
& Westerlund, 2011; Westerlund, 2003).
Though music education in Finland is considered equal and accessible to
everyone and “different needs are taken into account in music teaching and
practices” (FNBE, 2016, p. 490), it is worth pondering how individual needs and
possibilities for participation are taken into account in the pedagogical approaches
music educators choose in their daily work. Even mainstream lower secondary
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music education faces challenges, especially motivating students and offering
positive experiences (see Cogdill, 2014). Students’ beliefs about their capabilities
and abilities may impact their participation in the music classroom, especially when
they have special needs. Recognizing and being aware of special needs in the music
classroom can help music educators foster students’ participation and agency.
In primary schools, music is taught by classroom teachers. At the secondary
level, which is the context of this study, music is taught by music subject teachers
who have completed a master’s degree in music education. Three universities offer
the degree after five and a half years of graduate studies: The University of Oulu,
the University of Jyvaskyla and the Sibelius Academy of the University of the Arts
Helsinki. Applicants are selected based on their aptitude for teaching and the
versatility of their musical skills.
Like other teachers, music teachers have extensive autonomy to make choices
regarding the methods and content of teaching within the core curriculum, and they
are not evaluated through formal and external measures (Juntunen, 2017; Kallio,
2015). Teachers also have the freedom to choose which assessment methods they
use. This leaves them with a responsibility to meet the needs of all students while
simultaneously striving to obtain the learning outcomes defined in the core
curriculum.
1.5

Structure of the dissertation

This dissertation includes a report on the research process, the main findings of the
sub-studies, and a theoretical exploration and synthesis of the research as a whole.
The sub-studies—three published articles and one article submitted for publication
(see Articles I–IV)—form the main part of this dissertation and complement the
main research objective by introducing a variety of perspectives on the
manifestation and development of agency as well as the methodological challenges
faced during the teaching experiment.
The dissertation consists of seven chapters. Chapter 1 introduces the research.
Chapter 2 outlines the relevant research and scholarly discussions that form the
foundation of this research. Chapter 3 concentrates on the theoretical framework of
the study, examining the concept of agency in general and through the lenses of
Maurice Merleau-Ponty’s thinking and the feminist interpretation of
phenomenology. Chapter 4 discusses the methodological choices that are relevant
to this study, including the methodological challenges and ethical reflections
experienced during the course of the study. Chapter 5 sums up the main findings of
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each sub-study. This chapter expands upon what was covered in the articles
regarding the four research questions as well as the theoretical background of the
study. Chapter 6 offers a discussion of the research findings on a wider theoretical
and conceptual level. It also summarizes the main contributions of this dissertation
to the field of music education, offering some reflections on how music educators
may use music-and-movement teaching to foster the agency of students with
special needs. It also sums up the methodological challenges and possibilities
associated with this kind of practitioner inquiry and reflects on questions of
trustworthiness and limitations of this study. Finally, Chapter 7 reflects on how
these research findings could be applied to develop more inclusive music education
practices. In addition, it discusses the potential of future research on music
education for students with special needs.
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2

The project in relation to earlier research

This chapter provides a summary of earlier studies that are relevant to this
dissertation. The literature review is guided by the research task and research
questions of this study and aims to identify the main questions regarding agency in
the school context. More specifically, it answers the following question: Which
research studies focusing on agency have been conducted in the school context,
especially within music education and/or among students with special needs? The
focus is on scholarly (peer-reviewed) articles and book chapters (published in
edited collections) written in English and published during the period of 1993–
2018. The main criteria for including and evaluating studies in this review are
reliability and relevance to the research task and methods of this study as well as
relevance to the development of music education practice.
The first sub-chapter of the review focuses on studies that find the agency of
students with special needs is often unrecognized in educational settings and
discuss the challenges that learners with special needs face in the development of
agency (see Sub-chapter 2.1). The second sub-chapter focuses on studies that
consider the social understanding of agency in the context of music education (see
Sub-chapter 2.2). The third sub-chapter presents some of the research related to
how marginalized individuals are recognized in music education contexts (see Subchapter 2.3). The final sub-chapter examines how questions of participation and
agency have been addressed in Dalcroze studies (see Sub-chapter 2.4). The
literature review as a whole suggests that the notion of agency is widely studied
and conceptualized but is far from unproblematic, especially among students with
special needs, who challenge conventional ways of being, acting, communicating
and learning. Furthermore, this literature review revealed that with regard to
methodological choices, no earlier studies applied the phenomenological approach
or focused on the researcher’s embodiment when examining the agency of students
in special education in music.
2.1

(Un)recognized agency in the school context

By including equity as a cornerstone of the educational system (FNBE, 2014) and
striving to provide every student with opportunities to succeed in learning
according to their own abilities (Lakkala et al., 2019), the Finnish educational
system recognizes different learners and their needs. However, there are scholars
in both the Finnish and international contexts who argue that the agency of students
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with special needs is often denied in educational situations, as they are considered
to be unable to communicate or interact with their peer groups and others according
to conventional norms (Davis & Watson, 2000; Kaikkonen & Laes, 2013).
Similarly, their ability to make choices is often unrecognized (Wehmeyer & Palmer,
2003).
Special education scholars John Davis and Nick Watson (2000) remind readers
that children with disabilities can be competent participants in decision-making
processes if their participation is properly planned, if they are provided with
opportunities to interact with peers and reflexive adults on an equitable basis and if
their participation is not dependent on short-term assessment of competency by
adults. Similarly, the inclusion scholars Jude MacArthur, Sarah Sharp, Berni Kelly
and Michael Gaffney (2007) call for reflection on how educators’ own teaching
practices and pedagogical choices as well as the wider structural features of the
school contribute to the enablement or disablement of all students’ agency. These
studies emphasize the teacher’s responsibility to provide students with
opportunities for meaningful participation and to recognize and value students’
agency.
The processes of developing agency, gaining independence and making
educational and vocational choices are all affected by impairments of mental, social
or physical abilities. Several studies indicate that students with special needs have
fewer interactions with their peers and more difficulties in establishing
relationships than other students, and hence they are at great risk of dropping out
of school, leisure activities, work life and society at large (Frostad & Pijl, 2007;
Koster et al., 2010; Kvalsund & Bele, 2010; Nepi et al., 2013). In their study,
scholars Neil Perdue, David Manzeske and David Estell (2009) highlight the role
of peer interaction in students’ individual growth. They suggest that having few
friends in school negatively impacts social and emotional well-being and has
implications for students’ motivation and overall sense of belonging. Furthermore,
the results of Estell and Perdue’s (2013) research indicate that peer support is
associated with higher levels of affective engagement in school. Similarly, Pauline
Garcia-Reid (2007) shows that positive peer relations, and positive emotional
support from friends in particular, can promote the development of school
engagement and academic attainment. These findings align with those of Lorella
Terzi (2005), who shows that experiences of exclusion during childhood and youth
lead to an extremely high risk of experiencing social exclusion in adulthood.
To conclude, these studies highlight the role of positive peer interaction in
students’ growth and participation in school and society at large. In addition, the
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studies emphasize the role of a positive classroom environment and good
relationships as motivations for inclusive education (see McCoy & Banks, 2012).
What is missing, however, are suggestions for everyday pedagogical practices, how
positive peer interaction can be facilitated in classrooms, how the manifestation
and development of students’ agency could be supported in pedagogical interaction
and how students with special needs could be entrusted to achieve their own selfempowerment and agency.
2.2

Social understanding of agency in recent music education
research

The notion of agency has been discussed by and debated among music education
scholars for some time (DeNora, 2010; Karlsen & Westerlund, 2010; Karlsen,
2011; Karlsen, 2012; Laes, 2015). In general, agency is understood as an
individual’s real or experienced capacity to act in a collaborative interaction
(Karlsen & Westerlund, 2010; Rikandi, 2012). The notion of agency is close to the
concept of identity, as agency can be seen as a way of “enabling individuals to reach
beyond their current identities and look forward to what they might like become in
the future” (MacDonald, Hargreaves & Miell, 2017, p. 16). The ways in which the
concept of musical agency differs from the general notion of agency are not strictly
articulated. When defining musical agency, researchers adopting a sociologically
oriented approach to music education emphasize individuals’ ability to use music
to regulate and modify their actions (DeNora, 2000; Karlsen 2011, 2012; Small,
1998). The music education scholar Sidsel Karlsen (2011, p. 110) aggregates
different views of agency in music education research, noting that all fields share
the idea that “musical agency, one way or the other, has to do with individuals’
capacity to act in relation to music or in a music-related setting.” Furthermore,
music is considered to be “an important medium through which negotiations of
identity and agency can be made” (Karlsen, 2012, p. 134). However, Karlsen and
Väkevä (2012, p. xvii) state that music education aims at more than just enhancing
musical agency, which is only one way to find one’s own place in a shared reality.
The notion of agency is referenced in music sociologists’ work as well. For
example, Christopher Small (1998), Tia DeNora (2000, 2005) and Kari BattRawden (Batt-Rawden & DeNora, 2005) explore agency as an individual’s ability
to use music or act in and through music. They understand music as way to modify
individuals’ actions when they are negotiating their positioning in the world (see,
e.g., Karlsen, 2011). For DeNora (2000, p. 47), music is a resource that enables
27

people to “substantiate themselves as social agents.” In her study, Karlsen (2011)
combines the works of Small (1998), DeNora (2000) and Batt-Rawden and DeNora
(2005) by making a distinction between individual and collective actions and
practices. According to Karlsen (2011), the individual dimension includes the use
of music for self-regulation, self-protection, thinking and shaping self-identity and
matters of “being” (Karlsen, 2011, p.111). In contrast, the collective dimension
consists of the ways individuals use music to regulate and structure social
encounters, coordinate bodily actions, affirm and explore collective identity,
“[know] the world,” and establish a basis for collaborative musical action (Karlsen,
2011, p. 118).
The music education philosopher Heidi Westerlund (2002, p. 25) argues that
musical agency can be understood as “transformational agency” through which
individuals can “change their own experience and social environment.” Randall
Allsup, Heidi Westerlund and Eric Shieh (2012, p. 461) state that music education
should provide tools for students to become “critical authors of their present and
imagined future lives.” Similarly, Woodford (2005) and Gould, Countryman,
Morton and Rose (2009) have called for teachers to foster learners’ political and
social agency through democratic approaches to teaching and learning and
thoughtful consideration of the musical material used in such approaches. To sum
up, according to the abovementioned music education philosophers, music
education can be a powerful platform for the development of students’ agency,
which can extend outside the music classroom.
There are some empirical studies that examine how agency can be understood
and fostered in music education. For example, Inka Rikandi (2012) examines the
concept of agency in the context of music teacher education, where the
development of students’ musical and pedagogical agency is examined through the
learning community of an instrument course (keyboard skills). The results of the
study suggest that the different positions of the student (researcher, teacher, colearner) in the music learning community enable both creative knowledge creation
and agency-building. Sari Muhonen (2016) examines collaborative creation
through song-crafting practice and creative agency within school music education.
Based on the findings of the study, Muhonen calls for music educators to engage in
tactful emotional and social scaffolding and co-composing in order to support
students’ experience of creative agency. Both studies underline the importance of
viewing all students as capable music creators and musicians in learning
communities, as this enables meaningful teaching–learning situations that support
the creative agency of both the student and teacher. In these studies, the
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instrumental value of music or music education for the development of agency is
considered to be less important, and agency is regarded as collectively enhanced
and manifested through shared music-making.
Agency has also been studied in the context of music education for children
and young people, such as the Swedish El Sistema children’s string orchestra
(Kuuse, 2018). According to Anna-Karin Kuuse (2018), children’s agency is
developed through the co-construction of discipline, empowerment through
powerful movements and lyrics, creative spaces for bodies, strong feelings and
music. Karlsen (2014) explores the musical agency of immigrant students in lower
secondary schools in Finland, Sweden, and Norway. In her study, the notion of
agency includes aspects like the shaping of identity, self-regulation, social
understanding, creation of cohesion and affirmation of competence. Both studies
highlight the ways in which music holistically affects individuals and becomes a
medium for identity negotiations and frames for action. Furthermore, these studies
call for music educational contexts that foster mutual respect and possibilities for
inclusion and democracy, regardless of children’s social background and ethnicity.
To conclude, music education scholars have widely examined the notion of
agency. However, there is still a need to explore, for example, the relationship
between agency and embodiment in musical (inter)action. In addition, the
perspectives of marginalized students on the possibilities to manifest and develop
agency in different music educational contexts require further attention. The
abovementioned studies do not take into account or reflect on how the agency of
marginalized individuals should recognized or considered in music learning. In the
next sub-chapter, I will review earlier studies that focus on the agency of
marginalized individuals in music education settings.
2.3

Agency of marginalized individuals in music education
research

The agency of marginalized individuals, democracy and accessibility have been
recently recognized as issues in music education research. Music education scholar
Tuulikki Laes’s (2015) study focuses on the experiences of third-age learners in a
formal music school context. The results of the study stress the role of music
educators as musical experts and pedagogical, emotional and social problemsolvers who can contribute to the musical agency and empowerment of participants.
In her dissertation, Laes (2017) focuses on the Resonaari music school, which
promotes accessible and inclusive music education within the Finnish music school
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system. However, the Resonaari music school also questions the ethos of inclusive
education, as segregation still occurs in the Finnish music school landscape and
thus excludes the potential for many students to achieve musical agency. Despite
of this problematized view of inclusion, Laes and Schmidt (2016, p. 137) call for
“equality of difference,” which means that the development of musical agency
“should be seen as equally meaningful for everyone despite the possible inability
to have identical possibilities.” In two different studies, Laes (2015, 2017) stresses
the ways in which the agency of students with special needs can remain
unrecognized and thus be hindered within the music education system.
The term agency is not widely used in music education for students with special
needs. However, the notions of peer interaction, participation and decision-making,
which relate to the notion of agency, have been highlighted in several music
education studies. These studies suggest that participation in music provides
opportunities for social bonding, self-determination and transition to community
life (Adamek & Darrow, 2012; Dahan-Oliel et al., 2012; Hammel & Hourigan,
2011). The long-term special needs music educators and scholars Mary Adamek
and Alice-Ann Darrow (2012) call for the integration of problem-solving, goalsetting and decision-making skills into every area of education. They suggest that
music education practices and musical interaction offer opportunities for students
with special needs to practice and develop these skills, which benefit them in social,
educational and employment settings. Adamek and Darrow (2012) argue for, and
give practical examples of, the importance of assertiveness, creativity, flexibility,
self-esteem and socialization for successful transition from school to adult life.
These skills form a fruitful basis for individuals’ development of agency, meaning
that they are of utmost importance and should be examined carefully when
planning, practicing and researching music education.
In line with Adamek and Darrow (2012), studies have suggested that
interactive group musical activities can be especially beneficial for students with
special needs. Interactive musical exercises provide opportunities for social
reciprocity and turn-taking, imitation, empathy, joint attention and shared affect,
which are often impaired in special needs individuals, such as those with autism
spectrum disorder (Overy & Molnar-Szakacs, 2009; Scott, 2017; for more on music
therapy contexts, see Altenmüller & Schlaug, 2015; Geretsegger et al., 2014).
Colwyn Trevarthen (2000), a professor (emeritus) of child psychology and
psychobiology, suggests that music can help individuals with autism to develop
motor skills and timing, which can help them engage in emotional communication
(see also Kirscher & Tomasello, 2010; Overy & Molnar-Szakacs, 2009; Srinivasan
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& Bhat, 2013, Tryfon et al., 2017). Katie Overy and Istvan Molnar-Szakacs (2009)
recommend music as stimulation for improving social skills and language skills, as
it communicates social and affective information and creates a feeling of being
together. This feeling provides opportunities for positive peer interaction, which
supports the development of self-esteem, social skills, communication and
individual decision-making.
2.4

Agency in Dalcroze studies

Here, I review so-called Dalcroze studies, which are studies that examine music
teaching practices that apply ideas associated with the Dalcroze approach. Several
studies suggest that Dalcroze teaching can support the development of social and
communication skills as well as awareness of personal identity and agency (e.g.,
Abril, 2011; Davidson, 2009; Juntunen, 2015; Van Der Merwe, 2015; Wang, 2008).
In her case study, Karin Greenhead (2016) explores how the Dalcroze approach and
her application of it, which she calls Dynamic Rehearsal, can develop performers’
agency by engaging students in the embodied nature of music and putting students
in touch with their own sensations, thus bringing them into the present. Her case
study suggests that this kind of musical activity can support students’ ensemble
skills, aural perception and creative decision-making.
In a different case study, in which a music teacher experimented with the
potential of music-and-movement exercises to foster student participation and
creative engagement, music education scholar Marja-Leena Juntunen (2015; see
also 2018) reports that Dalcroze-inspired music-and-movement activities enhanced
social cohesion and inclusion in the examined group of lower secondary students.
The classroom activities included music-and-movement exercises that served as
preparatory activities for composing music and movement (integrated into a music
video). In the study, music-and-movement exercises enhanced students’ musical
understanding and skills and developed their musical agency and social interaction
with others. Participating students felt that music-and-movement exercises helped
them to feel comfortable in the group. This, in turn, contributed to social integration
and inclusion in the music classroom (Juntunen, 2015). The project as a whole
(including the video-making) offered students the experience of ownership of a
creative product and enhanced their sense of agency. It also made their agency
visible to both themselves and the teacher. The results of the study are supported
by the study of Van Der Merwe (2015), which shows that students learned about
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themselves in relation to others through Dalcroze-inspired music-and-movement
activities.
As these studies indicate, the Dalcroze approach is a music teaching practice
that focuses on not only individual learning of music and skills from and through
experience but also interactive student participation, that is, the social aspects of
music education (see Juntunen 2016, 2020; Juntunen & Hyvönen, 2004). In musicand-movement activities, which are often done in pairs or in small or big groups,
learning takes place in interactive processes. Interaction in and through music and
movements can generate different ways of understanding music, oneself and others.
Adopting a phenomenological lens, the Dalcroze approach focuses on what it
means to be and interact in the world with others. The ability to interact with others
is a very important part of the skillset called for by Adamek and Darrow (2012).
In addition to music education, the Dalcroze approach has been used in music
therapy, dance, somatia, theatre and gerontology (see, e.g., Altenmüller & Scholz,
2016; Habron, 2014; Mathieu, 2010). According to the Dalcroze practitioner and
scholar John Habron (2014, p. 104), the Dalcroze approach and improvisational
music therapy “share music making as the primary means of working towards
change.” Thus, the educative and therapeutic aspects of Dalcroze-based music
teaching are dialogically intertwined, and together they promote learning and
holistic growth. Although the possibilities of the Dalcroze approach for students
with special needs have been recognized (Kessler-Kakoulidi, 2009; Weintraub,
1993), the only study I could find on Dalcroze-based music education for children
with special needs was conducted by the Dalcroze teacher Bethan Habron-James
(2013). The findings of her study highlight the therapeutic aspects of Dalcrozebased music-and-movement activities, which stress the meaning of bodily musical
activities to support emotional understanding and foster social relationships.
What the abovementioned Dalcroze studies do not examine is how Dalcrozebased music education may foster the overall agency of students, especially
students with special needs, who often need support in their (inter)actions and
communication. Hence, there is a need for further research to examine the specific
possibilities of Dalcroze teaching to support agency, communication skills and
interaction.
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3

Theoretical foundation

The theoretical framework of this research draws upon the notion of agency and is
based on the feminist interpretation of Maurice Merleau-Ponty’s (1908–1961)
phenomenological philosophy. This embodied understanding sees the body as a
relational and active source of (inter)action and not just a social artefact, in line
with the sociologically oriented understanding of agency. In this chapter, I will first
shortly explore the different definitions of agency (see Sub-chapter 3.1). Then, I
will provide a brief overview of key strands of Merleau-Ponty’s thinking, critiques
of the Cartesian mind–body split, the lived body subject and intersubjectivity (see
Sub-chapter 3.2). I will end by exploring some of the ways in which the feminist
interpretation of phenomenology might be used to enrich Merleau-Ponty’s thinking
and define the concept of agency (see Sub-chapter 3.3).
3.1

Towards an embodied notion of agency

The concept of agency is similar to the concepts of self, identity, subjectivity and
autonomy (Korsgaard, 2009; Mackenzie & Stoljar, 2000). It has been scrutinized
widely across disciplines related to education, such as sociology (e.g., Bandura,
1986; Giddens, 1984), sociocultural and activity theory (Vygotsky, 1978) and
philosophy (e.g., Pippin, 2008; Thalberg, 2014; it is also embedded in Dewey’s
pragmatism).
In general, agency refers to a capacity for intentional action. According to
sociologist Anthony Giddens (1984), agency is a conscious activity performed
within certain structures, systems and rules, which are the result of the individuals’
activities and define what individuals can do. In other words, agency can be
understood as a social capacity to act differently within those structures (Giddens,
1984). However, the structure–agency debate (the relation of structures and agency)
is not the only way to address agency in the social sciences. For example, Mustafa
Emirbayer and Ann Mische (1998) attempt to conceptualize agency in its own right
rather than as the opposite of structure. They understand agency as a temporal
phenomenon within changing contexts, defining it as
the temporally constructed engagement by actors of different structural
environments—the temporal-relational contexts of action—which, through
interplay of habit, imagination, and judgement, both reproduces and transforms

33

those structures in interactive response to the problems posed by changing
historical situations. (Emirbayer & Mische, 1998, p. 970)
Eminbayer’s and Mische’s understanding of agency resonates with the ideas
developed in John Dewey’s 1922 published Human Nature and Conduct
(Boydston, 1988), which suggests that individuals evaluate their actions through
organism–environment transactions. However, the sociological paradigm mainly
sees the body as a social artefact and not as an active source of social processes. It
also stresses cognition and autonomy as bases for individual agency.
In pragmatism, also called the philosophy of action, agency is understood as
actualized habits of action (Kilpinen, 2000; Määttänen, 2010). Habits, guided by
perception, commemoration and anticipation, bind cognition to bodily capabilities
and certain action environments. According to scholar Pentti Määttänen (2015),
habits cannot be literally internal because they are modes of interaction between
organisms and their environments. This understanding of action questions
Cartesian dualism, abandoning the dichotomy of the internal and external in human
action, and suggests the existence of an entity. Pragmatism is supported by leading
scholars in cognitive science and neuroscience (Gallagher, 2000; Isoda, 2016;
Lakoff & Johnson, 1999; Metcalfe & Terrace, 2013). They have been interested in
the tension between the mental processes which underlie human agency and those
that support the need to internalize the thoughts of others. Thus, they have
attempted to break down the boundaries between the self and other, and share the
idea that agency is, first and foremost, an embodied capacity for action.
Phenomenological traditions examine the link between embodiment and action
(Husserl, 1988; Merleau-Ponty, 1945/2014; for the Finnish context, see Heinämaa,
1996; Klemola, 2004). The philosopher Maurice Merleau-Ponty (1908–1961)
developed the concept of the body-subject as an alternative to the Cartesian mind–
body split. In the next sub-chapter, I will briefly describe Merleau-Ponty’s thinking,
according to which the human body, consciousness and the world are mutually
connected.
3.2

Maurice Merleau-Ponty’s thinking as a springboard for defining
agency

In his most acclaimed work, Phenomenology of Perception (1945), Merleau-Ponty
presents the central themes of his philosophy and criticizes Cartesian dualism and
the conception of the subject that divides the mental (interior) and physical
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(exterior). For Merleau-Ponty, there is no separation between the mental and
physical: “the world is not what I think, but what I live” (Merleau-Ponty,
1945/2014, p. lxxx). This quote highlights his understanding of the role of the
experiential body, or the lived body-subject, in consciousness.
For Merleau-Ponty (1945/2014, p. ixxii), subjectivity is embodied: “I am the
absolute source … who brings into being for myself.” Emphasizing “I can” over “I
think,” Merleau-Ponty understands action unequivocally as original intentionality,
that is, our subjectivity as being toward the world through the body. The body is
the lens through which we plan our actions and make decisions. It is the point of
view through which the world presents itself to us in perception, prior to any
reflection or thought (Merleau-Ponty, 1945/2014).
Subjectivity is ontologically intersubjective. It never exists in isolation, but in
relation to others. Merleau-Ponty rejects any notion that subject and object, ideality
and materiality or mind and matter exist as different substances. These separations
are not permanent at the level of fundamental ontology. The sociologist Nick
Crossley (1995, p. 143) interprets intersubjectivity as a way in which body-subjects
“belong to and are part of the same world.” Phenomenologists have used the notion
of intersubjectivity to investigate the nature of the subject’s experience of being in
the world with others (Gallagher, 2017; Gallagher & Zahavi, 2012; Merleau-Ponty,
1945/2014). It refers to a shared perception of the surrounding world between bodysubjects. Individuals’ intentions are not hidden, but expressed through bodily
actions and thus are made visible to others in the form of behaviors (Merleau-Ponty,
1945/2014). For Merleau-Ponty, subjectivity is “worldly and publicly available”
(Crossley, 1995, p. 143), which implies that agency can be observed.
By shifting the perspective from the individual body-subject towards others
and the world, Merleau-Ponty emphasizes the experience of sameness with others
through shared gestures towards a shared object. Merleau-Ponty (1945/2014)
describes this inter-connectedness with others and the world and the ways in which
it happens through the body as follows: “I understand the other person through my
body, just as I perceive ‘things’ through my body” (pp. 191–192). This highlights
the essentiality of bodily actions, gestures and postures for understanding others
(see Gallagher & Zahavi, 2012).
Merleau-Ponty uses the term “habit” to refer to the “knowledge in our hands”
(Merleau-Ponty, 1945/2014, p. 145), or the body-subject’s ability to understand the
surrounding world and habituate oneself to new situations. He calls our immediate
awareness of our own body the “body schema” (Merleau-Ponty, 1945/2014, p.
100), which provides pre-reflective knowledge about the location of our body parts.
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Dance scholar Leena Rouhiainen (2003) interprets the body schema as “the mode
by which we are intertwined with the world in any given situation” (p. 107) with
other body-subjects, with whom we share “intermundane space” (Crossley, 1995,
p. 144). For Merleau-Ponty, intersubjectivity is an intertwining of flesh, an
interpenetrating of sentient and sensible beings (Crossley, 1995).
However, Merleau-Ponty’s thinking has been criticized by some feminist
scholars for his lack of specificity about which kinds of bodies he analyses and his
implicit, uncritical supposition of the male body as the norm (see Butler, 2006;
Young, 1980). In addition, Merleau-Ponty and the creators of the other
aforementioned understandings of agency do not pay much attention to the ways in
which the social status of an individual, as an autonomous agent, can be threatened
by material forces, such as inequality of opportunity and political exclusion, and
thus impair development of the capacity for autonomy (Mackenzie, 2019).
Other feminist scholars (see, e.g., Fisher, 2000; Preston, 1996; Weiss, 2015)
argue that despite obvious gaps in his analysis, Merleau-Ponty’s account of the
body could actually guide us to an understanding of significant aspects of human
existence related to distinctions, such as race, class and gender. As Gail Weiss
(2015) states, Merleau-Ponty’s phenomenology of embodiment suggests that
abilities of bodies, the gender or race are not fixed or innate, but are dynamic
phenomena that have the potential to overturn accepted notions of normativity.
At its best, the interaction between phenomenology and feminism can provide
powerful analytic perspectives (de Beauvoir, 1972; Heinämaa, 1996), highlighting
philosophical questions about the meanings, actions and beings of marginalized
bodies. In the next sub-chapter, I introduce the feminist stream of
phenomenological thought, which highlights the embodied perspective on
subjectivity and the ways in which we perceive, act, experience and engage in the
world in and through our bodies (Mackenzie, 2009).
3.3

Agency in feminist interpretation of phenomenology

Feminist scholars have noted that fostering the agency of marginalized individuals
requires concepts of agency that are less politically exclusive and more
theoretically creative (Meynell, 2009). They recognize the importance of relational
support for opportunities for autonomous agency (e.g., Mackenzie, 2019;
Mackenzie & Stoljar, 2000). Feminist scholar Catriona Mackenzie (2019) refers to
feminist relational ethics when highlighting the meaning of interpersonal and social
relationships in individual agency, which is both constrained and shaped by
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intersecting social determinants, such as those of ability and class. Indeed, the ethos
of the radically independent and autonomous individual has positioned
marginalized groups (e.g., women, people with disabilities), whose culturally
mediated activities and bodily needs interfere with independent actions, as
antithetical to ideal autonomous agents (Meynell, 2009). As long as bodily
circumstances (understood as impairments and disabilities) are considered relevant
to agents’ capacities and activities, the agents are not seen as competent or able to
contribute to contemporary society. The ways in which the development of
individual agency is constrained or enabled by social norms, relationships and
structures require further examination (Mackenzie, 2019).
The relational nature of action, through which the individual is closely tied to
the surrounding social and cultural environment through the body, is often
neglected in definitions of agency. Legal theorist Martha Fineman (2005, 2008)
talks about the autonomy myth, in which individuals are independent, selfinterested and rational citizens. Fineman’s thoughts are supported by feminist
scholars, who claim that the ways in which embodiment, personal relationships and
communities influence individual decision-making and actions have been ignored.
Liberal political thought addresses free will and rationality as natural capacities of
all human beings. Simultaneously, however, liberal political thought has created
the myth of a rational, self-interested economic agent (Meynell, 2009). Fineman
(2005, 2008) proposes a different approach: seeing an individual as a “vulnerable
subject” based on their vulnerability and dependency rather than their
independence and autonomy. Mackenzie (2019, p. 147), however, does not reject
the value of autonomy altogether; she understands it as “both the capacity to lead a
self-determining life, and the status of being recognized as an autonomous agent
by others.” Philosopher Diana Meyers (2004) examines the concept of autonomy
and understands it as an ongoing process of developing many competencies related
to interaction, emotions and decision-making. She calls these agentic skills
“autonomy competency” (Meyers, 2004, p. xvii), through which relational and
embodied selves become autonomous through developing autonomy in and
through relationships of interdependence and dependence.
In feminist theories, the concepts of embodiment and agency have gained
considerable attention for political and historical reasons (Meynell, 2009). For
example, the work Embodiment and Agency (Campbell et al., 2009) examines the
ways in which diverse, marginalized bodies are agentic and how human agency is
embodied. Mackenzie (2009) refers to Merleau-Ponty and Shaun Gallagher (1995)
when explaining the notion of the individual’s bodily perspective. She addresses
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the dialectical relationship between subjectivity and body and the ways in which
the bodily perspective describes how our engagement in the world is affected by
our practical aims. According to Mackenzie (2009), the bodily perspective
integrates both the bodily schema (the non-conscious, non-intentional processes
that determine our ability to move knowledgeably in the world) and bodily image
(the perceptual experience of one’s body).
An awareness of one’s body is crucial for the development of an organized
bodily schema and a more complex sense of self (Mackenzie, 2009). Feminist and
race theorists (e.g., Fanon, 2008; Weiss, 2015; Young, 1980) have pointed out that
the bodily schema and bodily image are affected by various social and cultural
factors, that is, our daily interactions with the surrounding society. Weiss (2015)
suggests that for Judith Butler (2006) and Iris Marion Young (1980), MerleauPonty’s “I can” statement is an expression of not only embodied agency but also
cultural agency. That is, “I can” can never exclusively be a function of our bodily
capacities but must also relate to gender, class, race, ability and other spatial and
social privileges that some bodies receive, and others do not.
Agency and intersubjectivity are mutually dependent, agency, too, is relational.
Agency is mediated by, and responsive to, one’s relationship with other people,
one’s social situation and social and cultural representations and practices,
including those related to gender, ethnicity and disability (Mackenzie, 2009). If an
individual’s social relations and interactions with others are oppressive due to
stigmatized bodily or cultural differences, one’s agency will be affected based on
both how the individual regards bodily possibilities and how the individual
responds to and is responded to by others (see, e.g., Fanon, 2008; Weiss, 2015).
Early feminist and disability theorists argued that disability subjectivities are
socially constructed and often labelled in our society (see, e.g., Asch & Fine, 1988;
Susman, 1994; Synnott, 1992; Thomas, 2007; Wendell, 1996). They see disability
or impairment as the effect of environment and cultural representations that are
hostile to some bodies and not to others. The feminist theorist Judith Butler (2011,
p. xiii) talks about “abject beings,” who cannot be incorporated into social norms
and inhabit the border between the acceptable and unacceptable. The disability
theorist Tobin Siebers (2001) claims that the disabled body can be unrecognizable
to disabled individuals if performativity is privileged over living corporeality.
According to Siebers (2001, p. 749), the “body has its own forces” and “the body
is alive,” meaning that the body has the capability to transform and influence social
languages and vice versa. Despite this capability, the construction of the self may
be more complicated for individuals who are marginalized, as they face more
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challenges related to communication, social and cultural practices and
representations. In becoming autonomous subjects, individuals who look, act, or
express themselves differently compared to individuals filling the normative
standards may face neglectful or even hostile attitudes towards them (Siebers,
2001).
In her essay “Misfits: A Feminist-Materialist Disability Concept,” disability
and feminist theorist Rosemarie Garland-Thomson (2011) introduces the concept
of misfitting, referring to disability as a “misfit” between the body and the
environment. According to her, “a misfit occurs when world fails flesh in the
environment one encounters” (Garland-Thomson, 2011, p. 600), whether this takes
the form of an illness or injury, a flight of stairs or a boardroom full of misogynists.
The concept of the misfit aligns with Merleau-Ponty’s thinking, according to which
perceptual experiences arise in and through the dynamic interaction between the
body and the world, and neither the body nor the world can be the sole source of
experiences (Weiss, 2015). According to Garland-Thomson (2011), misfitting is
very personal experience that is accompanied by different unsettling emotions, such
as embarrassment, anxiety, insecurity and even fear. However, she stresses that
what might look like a misfit to others may actually be a fit.
Typically, emotions have been considered something that requires strong
control by the rational mind. Kym Maclaren (2009) draws upon phenomenological
thought to address the role of emotion in the development of one’s subjectivity.
Maclaren (2009, p. 26) maintains that emotions are located “in our embodied
engagements with the world and others.” According to her, emotions and autonomy
are essentially integrated. She bases her ideas on the work of the emotion theorists
Michael Stocker and Elizabeth Hegeman (1999), Luiz Pessoa (2008, 2009) and the
neuroscientist Antonio Damasio (1994), who emphasize the role of emotion in
directing attention, motivating action and making good judgements in the situations
in which we find ourselves (see Burrow, 2009). Understanding emotions as key
components of agency, epistemology and ethics challenges mind–body dualism and
provides a fertile ground for theories of embodied agency.
To sum up, insights from the feminist interpretation of phenomenology can
help us recognize the factors of agency development in a given society at a given
time that reach beyond the normative conceptions of a capable agent. Analyzing
subjectivity, intersubjectivity and emotions in relation to actions, social and cultural
practices and representations of marginalized bodies using the feminist perspective
on phenomenological thought supports the attempts of this research to challenge
the notion of agency.
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4

Implementation of the research

In this chapter, I will outline the methodological choices made for this research.
The first sub-chapter describes practitioner inquiry as a methodological site within
which this qualitative research project was situated (see Sub-chapter 4.1), followed
by a description of the heart-activist practitioner inquiry (see Sub-chapter 4.1.1)
and an examination of the role of the researcher’s own embodiment in data
production and analysis (see Sub-chapter 4.1.2). The second sub-chapter presents
ethical reflections on the methods employed in this project (see Sub-chapter 4.2).
The third sub-chapter discusses the teaching experiment (see Sub-chapter 4.3), and
the fourth sub-chapter describes the methods of data production (see Sub-chapter
4.4). Finally, the analysis of the data is described (see Sub-chapter 4.5).
4.1

Practitioner inquiry

The methodological framework of this study draws upon the practitioner research
tradition (Cochran-Smith & Lytle, 2009; Feldman et al., 2018; Saleh & Khine,
2011). During the research process, I worked simultaneously, although part-time,
as a teacher, and my teaching formed the context for the study. As a teacherresearcher, I wanted to examine how my teaching practice could be developed to
enable the participation of all students in a music classroom. More specifically, I
wanted to develop an inclusive music education pedagogy to foster the agency of
students with special needs. My experiences as a music teacher at a special school
and at a university encouraged me to see my own music teaching as a form of
research, as it combined both action and research, placing creativity at the center
of the process. For me, drawing upon Saleh and Khine (2011, p. 1), research is a
“viable way to develop creative practices that have the capacity to transform
teaching as a profession.” This study aligns with the principles of practitioner
research, which highlight that teacher-researchers can “develop local knowledge
by posing questions and gathering the data” and aim at ensuring “educational
opportunity, access, and equity for all students” (Noffke & Somekh, 2009, p. 40).
This study also has similarities to action research, as I wanted to address the issues
I learned about during my years as a music teacher and to take action based on the
findings (Merriam & Grenier, 2019). However, the participants in the study did not
actively help me design the study or analyze or present the findings, even though
they were fully engaged in data collection.
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Practitioner research is a tradition rather than a method. This means that the
researcher has to choose methods of data collection and analysis. The studies apply
ethnography, case study and narrative methods as these methods are regarded as
suitable for each specific research question and they enabled a “thick description”
(Geertz, 1973) of social reality, or the shared attribution of meanings that were
created in and through social interaction.
Ethnographic methods were used to collect empirical material. On a general
level, ethnography (Madden, 2017; Pole & Morrison, 2003) supports the idea of
“walking a mile in another’s shoes” and was suitable for my attempt to understand
the first-hand experiences of my students and how participation in music-andmovement interaction may support the development of their agency (see Pole &
Morrison, 2003, p. 16). The methodological choice to produce the data through a
music-and-movement teaching experiment resonated with the theoretical premises
of the study, according to which individuals’ intentions are not hidden, but are
expressed through bodily actions (Crossley, 1995; Merleau-Ponty, 1945/2014)
implying that agency can be observed. Furthermore, in line with ethnographic
studies, I felt that it was important to produce the data in a natural context, where
I, as a researcher, was understood as an essential part of the data production process
(see, e.g., Coffey, 1999; Flick et al., 2004, p. 8). Yet, the study is not ethnographic
per se, as it does not present a sociocultural interpretation of the data (Merriam &
Grenier, 2019) or “[re-create] for the reader the shared beliefs, practices, artifacts,
folk knowledge, and behaviors of some group of people” (LeCompte & Preissle,
1992, pp. 2–3).
Throughout the research project, I pondered how to conceptualize the teaching
experiment. In the beginning, I called it an intervention (see Article I), but this term
did not seem to fit the research, even though a clear change in the manifestation
and development of students’ agency was my research goal. The term intervention
has a positivist connotation, implies that students’ agency could be measured
somehow. Then, the term was changed to teaching experiment in order to describe
the specific time period in which I collected data and experimented with musicpedagogy-based ways to support the development of agency among students. Still,
it seems that neither of the terms—intervention or teaching experiment—were the
best choice for phenomenologically oriented teacher-practitioner research, as both
terms are used in more positivist-oriented research. Retrospectively, it could be
considered whether “action” would have been a more appropriate way to describe
the process that involved students engaging in and through musical activities. In
addition, the concept of action could have led to a discussion of the tradition of
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practitioner research versus that of action research in education (Feldman et al.,
2018).
The study adopts a case study methodology. My own teaching practice formed
as a case, and the development of one student was treated as a single case (see
Article III). The development of one student differed from that of others and thus
he was chosen as a case student. This allowed me to first perform an “intensive
analysis of a single unit” and then aim “to understand a larger class of similar units”
(Seawright & Gerring, 2008, p. 296) in the context of music education. Applying a
case study (Stake, 1995) as a research method motivated me to make use of a wide
range of data (video recordings, observations, interviews, a research diary, field
notes). In this research, the case study called for an in-depth examination of the
music-and-movement teaching practice in special school. Stake (1995) presents
two types of case studies: intrinsic and instrumental. My study can be interpreted
as instrumental as it aims to gain insights into and deepen the understanding of the
possibilities of music-and-movement teaching practice among students with special
needs, not only in my own teaching context but also on a more general level (Stake,
1995).
Narrative analysis was applied as a method in the third sub-study (see Article
III). It was used to analyze classroom events during the teaching experiment, which
were documented in the video and interview data and the research diary, and to
synthesize a description of the case student’s development of agency (see
Polkinghorne, 1995).
4.1.1 Practitioner research with heart
After the first music-and-movement lesson in September 2015, I wrote in my
research diary,
All in all, the first meeting was full of my joy that this is now true, and this is
really happening. The joyous atmosphere of the music-and-movement was real
here [in a special school], too. I was especially glad for those students who
participated fully. I felt that I want to give them the best I can in my teaching.
When a qualitative study includes a personal passion for change and is guided by
the issues of marginalized people, like my study, it is worth discussing heart-activist
practitioner inquiry (He & Ayers, 2009), also called personal-passionatepractitioner inquiry (He & Phillion, 2008). Heart-activist practitioner inquiry brings
forth questions of equality, equity, freedom and social justice. It recognizes the
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necessity for confronting dogma by providing space to raise difficult questions. It
also aims to highlight people who are routinely forgotten and not seen or heard.
Beyond mere observation or interviews, this type of study seeks answers to research
questions through being and doing-with. When conducting the study, I, as a teacherresearcher, brought my passion and love for music education, my vision of fairness
and justice in pedagogical practices and my own values and experiences (see He &
Phillion, 2008). This research, as a form of heart-activist practitioner inquiry, aimed
to recognize, foster and possibly develop the agency of students with special needs
through Dalcroze-based music education.
4.1.2 The researcher’s embodiment in qualitative research
The teaching experiment was first and foremost an embodied activity (Coffey,
1999), and it was actualized during the school year through a music-and-movement
teaching experiment, as the interaction in teaching situations mostly took place
through music and movement, without words. According to the qualitative scholar
Laura Ellingson (2017), the researcher’s embodiment is an integral dimension of
all research processes in qualitative and critical inquiries (see Sparkes & Smith,
2012). The researcher’s lived body and lived experiences during and after the
fieldwork form a basis on which the researcher’s understanding is built and
contribute to the analysis process (see Article II). Ellingson (2017, p. 1) defines
qualitative research as an “already embodied communicative process” through
which the researcher is able to conduct high-quality research based on her
embodied experiences, feelings and encounters and to expand her capacity to spark
social change. Indeed, Perry and Medina (2011, p. 63) suggest that “the body is our
method, our subject, our means of making meaning, representing, and performing.”
My embodied experiences and feelings were formulated in my research diary
after the first interviews with the teacher and teaching assistant:
Especially after the first interviews, I strongly felt how committed these
teachers are to their own students and how they take into consideration the
individual needs and backgrounds of every student, despite all of the difficulties
they face. In the teachers’ talk, you could feel that they were always on the
students’ side.
They can also be observed in an entry made after an emotional outburst by the case
student in November 2015:
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After the previous lesson, I was shocked by Noah’s reactions. On the one hand,
it was very interesting, but on the other hand, I was somehow disappointed in
him (as he used such racist words), and maybe my image of him as a victim of
impairment changed. It was just my own idea, but now I realize that I was
victimizing him and didn’t think that he could have such a negative reaction.
The qualitative researcher Liora Bresler (2019) notes that theories and methods can
serve as an external compass, but to find our own paths of discovery, we need an
internal compass. Our inner voice is not always recognized and verbalized, but is
first and foremost embodied and sensed (Bresler, 2019). Still, we do not always
know how to proceed or what to do with our research. My unknowing and lack of
understanding during the research process led me to question my own
professionalism as a teacher and my ways of thinking and understanding as a
researcher. In particular, my unknowing emerged in the situations, where my earlier
knowledge of the ways how to teach certain musical topics or how to enable every
student’s participation was no longer valid. However, according to Bresler (2019),
unknowing is an important element of qualitative inquiry. This unknowing made
me reflect on my biases and my often emotionally charged experiences of teaching
students with special needs in order to recognize how they may influence the ways
I encounter challenging situations during the music-and-movement lessons, plan
the lessons or analyze the data. Janesick (2000, p. 386) describes the importance of
cultivated bodily senses for a qualitative researcher using the metaphor of dance
practice: “Like the dancer and the choreographer, the qualitative researcher must
be in tune with the body: The eyes must be taught to see, the ears must be taught to
hear, and on so on.” Indeed, the qualitative researcher has to become aware of their
emotional reactions and false interpretations. By being tuned into one’s own
embodiment as a researcher and human being and basing one’s understanding (or
lack thereof) on prior lived experiences, ethnographic field work can create “a
whole other dimension from which to understand and engage” (Sparkes & Smith,
2012, p. 69) with the research as a whole.
4.2

Ethical reflections

In this research project, ethical considerations were handled according to standard
research practice (Finnish Advisory Board on Research Integrity, 2012). First,
permission for the research permission was requested from the school principal,
who was the representative of the municipality. Then, an invitation, information
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and consent forms were given to the participants and their guardians. The overall
idea of the study was explained, and the participants were assured of their
anonymity and ability to withdraw from the study. Still, a question arose: how could
I make sure that students fully understand what they are consenting to?
Furthermore, are traditional procedures and conventional requirements for research
ethics sufficient when I am immersing myself in the teaching experiment as an
embodied human being? In spring 2015, I visited the school to tell participants
about my project and give them a music-and-movement lesson. I explained to the
participants that their engagement and participation was crucial to the success of
the study.
Addressing ethical concerns is crucial, especially when conducting research
with students with special needs (Howe & Miramontes, 1992; National Disability
Authority, 2009). Ethical principles require any research that includes human
subjects to be conducted and framed in a way that takes into account and, most
importantly, respects the human rights of the involved individuals. The United
Nations Convention on the Rights of Persons with Disabilities (2006) sets out the
recognized human rights principles for people with special needs or disabilities.
The central themes are as follows: “respect for the inherent dignity, individual
autonomy—including the freedom to make one’s own choices—and independence
of persons” (National Disability Authority, 2009, p. 7). Furthermore, students
should be guarded from potential exploitation and harm, and their right to being
included in research and make decisions within the research should be emphasized
(National Disability Authority, 2009). In this study, I aimed to achieve equality in
learning processes by highlighting students’ active role in music-and-movement
lessons and the content of these lessons. Students’ constructive initiatives and
suggestions were taken into account while planning and executing musical
exercises. Furthermore, drawing on embodied ethics (Ellingson, 2017), which
encompasses researchers’ responsibility to try to understand the participants, I
aimed to “honor the complexity and evolving circumstances in which they live and
in which they understand their identities” (Ellingson, 2017, p. 48).
Bresler (1996, p. 18) draws upon Denzin and Lincoln (1994) when stressing
the role of ethical considerations as a basis for qualitative researcher’s commitment
to “a reflective stance on the research process and on its intellectual, political, and
emotional outcomes, including the power relationships between researcher and
researched.” As Bresler (1996) states, these reflections are not resolvable a priori,
but are considered throughout the whole research process. Ethical reflections
involving students with special needs in my research and the power relationship
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between the participants and me challenged me as a researcher and an educator. For
example, the music-and-movement interactions evoked many emotions (joy,
embarrassment, sadness) in both the participants and myself, and these emotions
had to be handled with discretion. On one hand, I was worried about taking the
students too far from their comfort zone, as some students faced challenges in their
socio-emotional development. On the other hand, I enjoyed how our relationship
developed and deepened during the teaching experiment. I felt that I really cared
for the students and their development and learning, and I felt that many students
cared for me, too. To many students, I was more than just a teacher. I was never an
objective presence, but situated in relation to the students, applying Bresler’s (1996,
p. 19) notion that “it is only through connection with others that one is able to see
or hear others in their own terms.” This resonates with the “ethics of being-with”
presented by Le Jevic and Springgay (2008, p. 70):
Being-with constitutes the fabric of everyday life and the ethical encounter.
Through bodied encounters, body/subjects create lived experiences together
and nurture one another’s ethical relationality. In other words, all
bodies/subjects involved in the research inquiry are active participants whose
meaning making exists in the moment of encounter.
In what follows, through the ethics of being-with, learning with and creating
musical experiences with, I further reflect on how I aimed to ensure that my
teaching experiment and research were conducted ethically.
First, one of the main principles of the teaching experiment was that I would
not force anyone to participate in the music lessons or activities. After the first
lesson, I wrote in my research diary,
As we discussed with Sarah (the 9th grade teacher) after the lesson, I stressed
that I don’t want to start telling off the students if something like that will occur.
I think that for the development of students’ agency, it is important to let
students to take responsibility for their own choices during the lessons. If I
control them too much and take things where I want them to be, where is
students’ agency? I aim to plan exercises that enable their own decisionmaking and freedom to become visible.
I wanted the students to participate with a positive attitude. Still, I was concerned
about the voluntariness of students’ participation since the lessons were part of their
class schedule. This concern raised questions and considerations in my own
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reflections during the teaching experiment. However, if a student would have
wanted to participate in the lessons but not in the study, it would have been possible.
Second, I felt ethically responsible since some of the musical exercises evoked
strong feelings in participants. I encouraged the students to reflect on how they
experienced the musical activities, even if they faced verbal challenges, as
reflection on performed activities is a central part of Dalcroze teaching practice
(Juntunen, 2016). If the student was not encouraged to talk in a group, I and other
adults were available for discussion after the lesson. Still, I sometimes felt
uncomfortable when I considered whether I was “playing with their feelings”
through these intense, albeit empowering, music-and-movement activities. The
emotional aspects of the teaching experiment made me ponder the danger of getting
too close and coping with a variety of feelings, but it also encouraged me to see
emotions as epistemologically productive in the analysis process (see, e.g.,
Longhurst et al., 2008; Stodulka, 2015).
Third, the video camera raised ethical questions. The most crucial thing to
consider when making video recordings, according to Cotton, Stokes and Cotton
(2010), is to strictly control who has access to video data. Some of the students
were concerned about who would have access to the video recordings in which they
appeared. I explained that the video was primarily for me and that some parts might
be shown in scientific presentations, at conferences or to my research group, if
necessary. Most of the time, the students forgot that the camera was present during
the music-and-movement activities or did not pay attention to it and moved freely
around the classroom. However, there was a risk of reactivity (see Cotton et al.,
2010), as students might have acted differently since they knew they were being
filmed. Indeed, some of the students played with the camera by talking, whispering
or making funny faces when they passed it, as if the camera was another participant
in the class. However, I considered these little incidents and smiles to be signs of a
relaxed attitude towards the camera. In addition, these incidents brought me joy
during the video analysis process, as they were living memories of shared moments
during the school year.
Based on the understanding that “an ethics of embodiment is complex and
dynamic, open to challenge and revision” (La Jevic & Springgay, 2008, p. 71), the
researcher is expected to be attentive, flexible and “committed to ongoing
consideration of not just embodied well-being or material circumstances but even
dynamic embodied identities and categories” (Ellingson, 2017, p. 47). The ethics
of being-with were materialized in the embodied pedagogical, often messy and
complex encounters in which the participants’ feelings and actions were
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intertwined with my own feelings and actions. During reflection after the
experiment, I understand that some of the encounters could have been handled
differently, but the ethical and pedagogical decisions were made based on the
knowledge at hand and good intentions.
4.3

The teaching experiment

A teaching experiment was arranged to explore the possibilities of Dalcroze-based
music-and-movement practice among students with special needs, especially to
support these students’ agency, and thereby to produce data for the study. According
to Steffe and Thompson (2000), a teaching experiment is intended to obtain an
understanding of the learning process and development students achieve over a
certain period of time. It consists of a sequence of teaching episodes that involve
one or more students, a teaching agent, a witness of the teaching episodes and
methods of recording the episodes (Steffe, 1983). The teaching experiment in this
study took place in a lower secondary special school in Northern Finland from
September 2015 to March 2016 and consisted of 21 weekly lessons. Eleven
students, two teachers and two teaching assistants participated in the experiment.
The teaching experiment is described in detail in the following sub-chapters.
4.3.1 Preparing the teaching experiment
The special school in question includes 61 students in 11 classes, 12 special
education teachers and 11 teaching assistants. The school staff aims to build
capacity in order to develop students’ self-esteem and self-initiative. Students are
guided to take responsibility for their actions and choices. The goal is to guarantee
that students have the opportunity to take advantage of their right to study according
to their own abilities and skills and to enable students to pursue postgraduate study
and employment. In spring 2015, four months before the teaching experiment
started, I requested permission from principal of the special school, who was also
a representative of the municipality. When permission was granted, I invited
teachers and their classes to voluntarily participate in my study. Two teachers were
interested in the research project, and their students (N = 13 from two classes) and
teaching assistants agreed to participate. After discussions with the classroom
teachers, it was decided that the two classes (8th and 9th grades) would be taught
together, despite some doubts about how students would get along with each other.
The participating teachers did not have prior experience with music-and-movement
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lessons or collaboration between these two classes. However, the teachers and I
were confident that these two classes could study music together if they were
guided to get to know each other better and assisted in developing trust and respect
for each other.
I met all the participants, students, teachers and teaching assistants in spring
2015 in a demo lesson. I wanted to meet the participants before the actual teaching
experiment began in order to get to know them and introduce them to the teaching
approach. During the demo lesson, I carefully explained the aim and content of the
teaching experiment and students’ role in my study. This enabled all participants to
psychologically prepare themselves for the teaching experiment. I also told them
how much I appreciated their collaboration.
4.3.2 Participants in the teaching experiment
The participants in the teaching experiment included five 9th grade students, six
8th grade students, two classroom teachers and two teaching assistants (see Table
1 for pseudonyms). In the 9th grade, there were five boys and one girl at the
beginning of the teaching experiment. One student changed schools during the
school year. The unbalanced gender division and the girl’s hostile behavior toward
her classmates caused a lot of challenges in the class. The 8th grade class consisted
of four girls and three boys, who got along quite well. One student did not want to
participate in the music-and-movement activities or the teaching experiment, but
he was present during the lessons for a couple of months. Students in both classes
had a variety of diagnoses. According to the teachers, the 9th grade students had
neuropsychiatric symptoms, mild disabilities, traumatic backgrounds with
developmental delay and autism, hypersensitivity and perception challenges,
whereas the 8th grade students had autism, hyperactivity, ADHD, psychological
difficulties, mild disabilities and challenges related to concentration, learning and
language.
The 9th grade teacher, Sarah, and the 8th grade teacher, Pauline, were longtime professional special educators who had worked at the school in question for a
long time and had known most of their students for several years. The 9th grade
teaching assistant, Tina, started working with Sarah’s class the same autumn as the
teaching experiment started, and her main task was to help one student to
participate in Sarah’s class. The 8th grade teaching assistant, Rose, had worked
with Pauline for several years. Both of the teacher–teaching assistant pairs worked
as a collaborative team. At the beginning of the teaching experiment, I did not give
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any specific instructions for the participating adults regarding their roles. However,
over the course of the year, they wanted to take actively part in the lessons, both to
support some students’ participation and to be part of the playful and fun musicmaking.
Table 1. Participants in the teaching experiment and the study.
Participant

Status

Students: 8th grade (N = 6)
Alex

Student

Cathy

Student

Ellen

Student

Gaby

Student

Holly

Student

Noah

Student

Students: 9th grade (N = 5)
Beth

Student

David

Student

Isaac

Student

Jim

Student

Kenny

Student

Teachers (N = 2)
Pauline

8th grade teacher

Sarah

9th grade teacher

Teaching assistants (N = 2)
Rose

8th grade teaching assistant

Tina

9th grade teaching assistant

4.3.3 Dalcroze-based music education as a teaching approach
The choice of a Dalcroze-based music-and-movement approach was supported by
earlier studies, which suggested that such an approach has a variety of positive
impacts on interaction, learning and personal development (e.g., Abril, 2011;
Davidson, 2009; Juntunen, 2015; Van Der Merwe, 2015; Wang, 2008; this is
discussed in detail in Sub-chapter 2.4). In addition, during my years as a music
teacher at a special school, I discovered how music-and-movement activities can
support students’ participation, musical learning and understanding when more
“traditional” ways of music teaching had not worked. For example, students that
had faced challenges in following instructions and concentrating on cognitive tasks
got frustrated, as they had faced serious challenges in learning to play instruments
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and participating in shared music-making. Therefore, they were excluded from
participation and learning within the music classroom.
The teaching experiment was based on the pedagogical ideas of Èmile JaquesDalcroze (1865–1950), who explored the possibilities of body movement in music
teaching and learning. He developed an approach that aims to make musical
understanding more rooted in bodily experiences and perceptions (JaquesDalcroze, 1921/1980; Juntunen, 2016). It implies a way of learning that is based on
direct experience and intuitive, nonverbal knowledge of the body (Odom, 1991). In
Dalcroze teaching, the teacher and students act and interact in and through music
with their gestures, movements and voice, which enable participation without
requiring a certain level of musical or motor skills (see, e.g., Juntunen, 2015). The
Dalcroze approach emphasizes the body as a primary mode of knowing and the role
of the body in learning music (Juntunen, 2004, 2016). It also aims to develop socalled life skills (Abril, 2011; Davidson, 2009; van der Merwe, 2015; Wang, 2008).
The teaching experiment consisted of 45-minute music-and-movement lessons
once a week for seven months (September 2015–March 2016). Lessons were added
to students’ weekly school hours. Lesson plans (see Appendix and one example in
Table 2) were not strictly planned in advance, but evolved based on students’
participation, interest, responses and development as well as my own reflections as
a teacher. At the beginning of the teaching experiment, I had a toolbox of musicand-movement exercises since I had been teaching music-and-movement activities
for several years at the University of Oulu and at the special school.
Though I did not have a clear lesson plan in the beginning, I did have an idea
of the direction for development and a set of goals. First, I wanted to concentrate
on forming the group and making everyone feel comfortable in it. I knew which
exercises usually worked to break the ice within a new group. I also knew how the
exercises could be performed to allow everyone to participate in a meaningful way.
The main goals of the teaching experiment were to support students’ interaction,
collaboration, bodily skills and expression along with particular musical topics in
the lessons. I usually planned the following lesson based on my reflections on the
previous lesson and had a basic structure for each lesson: first, some kind of warmup exercise, then a process based on the musical topic of the lesson and finally a
relaxation exercise. Usually, all exercises were musically related to each other. As
Table 2 shows, I used a lot of lead–follow exercises because they gave the students
an opportunity to take initiatives, create new gestures and movements to express
their agency and thus be seen and recognized in front of others.
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Table 2. Lesson plan for 10 September 2015. Topic of the lesson: 4/4 metrics.
Exercise

Duration

Form

Warm-up exercise:

~15 min

Circle

~5 min

Chain

~5 min

Circle

~10 min

Circle

~10 min

Group of four

A lead–follow exercise (rehearsed a week prior), in which one
student has to guess who is leading the movement (this time, we
included two leaders, as students suggested).
2nd warm-up exercise, movement with music in a chain:
One student leads the chain and demonstrates movements for others
to follow. When the leader wants to quit, they move to the end of the
chain.
Stretching:
One student demonstrated a stretching movement for others to
follow.
4/4 exercise:
The first (1/4) beat is tapped on the thighs, the second (2/4) is
clapped with both hands, the third (3/4) is clapped with a neighbor,
and the fourth (4/4) is clapped with both hands, which are up
together.
Relaxing exercise:
One student demonstrates a movement for others to follow.

The lessons included musical topics, such as harmony and metrics. Some of the
topics were related to certain kinds of activities, such as learning a song or a song
with movement, and some were related to content, such as folk songs and dances.
Topics were approached in the music-and-movement exercises, which were mostly
performed in pairs or in a group. Exercises usually started and ended in a circle, as
this helped to control the group and ensure everyone was “on board.” Structure was
important, as it helped students predict what was going to happen next, giving them
a sense of safety and control in the new situation. Also, performing the exercises in
a circle helped students to see each other, supporting the feeling of being together.
It seemed that repetition within certain pedagogical structures (i.e., always
returning to the circle) created a safe space (see Davis & Florian, 2004; Meltzer,
2018) for students, as they could anticipate what would happen in the lessons even
though the exercises required a lot of spontaneity, improvisation and free
expression.
Dalcroze teaching is always a process (Juntunen, 2002). It starts with students’
individual abilities and skills and proceeds according to their responses. Hence, the
teacher needs to be flexible and aware of the students’ ideas and responses. In the
Dalcroze approach, students are encouraged to first get to know themselves and
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their faculties (Jaques-Dalcroze, 1921/1980). In this teaching experiment, I felt that
it was important for students to feel comfortable moving and interacting and to
know themselves as moving actors. I spent a lot of time with warm-up and
relaxation exercises in order to help the students better know their own bodies.
Based on earlier studies (Griffiths et al., 2017; Iannaccone et al., 2016; Wichstrøm
& von Soest, 2016), many teenage students can have low self-esteem regarding
their bodies, causing them to be unsure or shy. Hence, it is crucial to give students
time to explore the possibilities and restrictions of their own body and body
movements.
As noted previously, the exercises and lessons comprising the teaching
experiment evolved according to students’ needs, responses and initiatives along
with my own reflections. If the students came up with an idea for how an exercise
could be executed, I changed the exercise accordingly. Similarly, if there was
something worrying the students or they were tired, we spent a little more time
talking or stretching. During the teaching experiment, I learned that music learning
does not take place when the environment is not safe and encouraging. As Juntunen
and Westerlund (2011) note, Jaques-Dalcroze (1921/1980) intuitively knew what
studies later confirmed: joy supports students’ learning. Thus, the presence of joy
and development of new ways of executing musical exercises played an important
role in the teaching experiment. I came to realize that my plans (both the lesson
plans and research plan) had to be flexible and that the whole process was nonlinear,
as my relationship with the participants and ideas evolved during the teaching
experiment.
To give an example, I will describe one lesson in which joyful interaction
allowed students to develop ideas and learn in a fruitful way. At the end of the
experiment (3 March 2016), there was a lesson in which I allowed students to
collectively decide on the content of the lesson. After a short discussion, they
decided on a movement improvisation exercise (in which one student demonstrates
four beats of movement and the others repeat it in the following four beats) as a
warm-up exercise, a chain dance (in which one student leads a chain and makes
variations that others follow) as the main content and a tennis ball massage (in
which one students lays down on the floor and another student provides a back
massage with a tennis ball) as a relaxation exercise. During the chain dance, one
student, Alex, was inspired by the music (the Kill Bill soundtrack, which was
chosen by him) and left the tail of the chain to enact the dance movements from the
movie by himself. When we finished the chain dance, I encouraged Alex to teach
us the movements. He was very enthusiastic about this, and we learnt the
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movements together in a circle. We all laughed and enjoyed the movements and the
music. Then, Alex performed the tennis ball massage exercise with a student who
had not been able to do the exercise before. Alex was very supportive of this
student. It felt like recognizing him as a skillful dancer had created a pathway for
new forms of interaction and commitment to peers.
Naturally, not all the lessons were as successful as this one. There were
moments in which some students disturbed the flow of the lesson, laughed at each
other, excluded others from collaboration and refused to participate in the exercises.
However, I wanted to respect each student’s decision-making, and thus I did not
force anyone to participate in the exercises. If students had a bad morning or felt
uncomfortable doing some of the exercises, they could sit on a bench and just watch
and listen, or they could perform the exercise in their own way. For example, some
boys were shy about performing the tennis ball massage, so they first engaged in
the relaxation exercise by stretching by themselves on the floor. Usually, everyone
at least partially participated in the exercises (except one student, who systemically
refused to participate at all).
The classroom teachers and teaching assistants supported the participation of
those who were too shy or unable to participate alone. However, during the school
year, the roles of the teachers and teaching assistants diminished as the students
became more active and encouraged to participate with their peers. The interactive
nature of the music-and-movement exercises supported students’ participation and
peer interaction as they required initiative, face-to-face contact, decision-making
and responsibility.
4.4

Data production

The primary data included video recordings of all the music-and-movement lessons
(N = 21) and semi-structured interviews with all participants (for the students, in
groups and individually, and for the teachers and teaching assistants, in pairs and
individually). The secondary data included my field notes and spontaneous
reflections written right after each lesson as well as the research diary, which was
more analytical and contained deep reflection on the interaction, teaching and
learning and my thoughts and feelings during the lessons. When writing the
reflections, I usually watched video recordings of the lesson in order to remember
the details (e.g., stimulated recall). Sociometric tools, photos taken by the students
with tablets and students’ drawings enriched my understanding of the data.
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Table 3. Overview of the primary and secondary data.
Description of the

Sub-study I

Sub-study II

Sub-study III

Sub-study IV

Field notes

Research diary

Video recording

Video recording

Research diary

(50 pages)

(16 h)

(16 h)

(50 pages)

Video recording

Teacher and

All interviews

Teacher and

(16 h)

teaching assistant

(12 h)

empirical data
Primary material

teaching assistant

interviews

interviews

(~7 h)

(~7 h)
Secondary material

No secondary

No secondary

Photos (290)

material used

material used

Sociometric tools

Photos (290)

Interviews with the
specialist and
student therapist
(50 min)

Table 3 summarizes the empirical material that was gathered and chosen for each
sub-study. In sub-study I, the field notes, research diary and interviews with the
teachers and teaching assistants were chosen as the primary materials because I was
in the early stages of the research and had not yet analyzed the video data. I focused
on first impressions and understandings of the experiences shared during the
teaching experiment with the help of the teacher and teaching assistant interviews
(see Sub-chapter 4.4.2) and my own reflections in the field notes and research diary
(see Sub-chapter 4.4.3). In sub-study II, the research diary and video recordings of
the music-and-movement lessons were chosen as the primary materials, as the
focus of the sub-study was my own embodiment (as experienced during the
teaching processes recorded in the videos and my reflections after the lessons)
when watching the video recordings and analyzing the data.
In sub-study III, in order to understand one case student’s development of
agency, the teacher and teaching assistant interviews and video recordings of the
lessons (see Sub-chapter 4.4.1) were chosen as primary materials. In addition,
photos (see Sub-chapter 4.4.1), sociometric tools (see Sub-chapter 4.4.4) and
interviews with the specialist in special education and the student’s therapist served
as secondary materials to enrich the overall picture of the case student. In sub-study
IV, the video recordings and all interviews (including those with students) were
chosen as primary materials, as the focus was on all students’ agency. In next subchapters, the data that were used will be described in detail.
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4.4.1 Video recordings and photos
All the lessons (N = 21) were recorded with a video camera. The camera was placed
in the corner of the classroom in order to capture classroom events. Utilizing video
recording in a qualitative research process can be more than just a tool for
documenting what happens; in an ethnographic study focusing on children, it
enables description and interpretation of children’s actions in their natural
educational setting (see Svendler Nielsen, 2012). As a researcher, utilizing video
recording enabled me to be fully present and devote all my attention to collecting
and producing data without pausing to write notes. Especially since I adopted the
double role of a teacher-researcher, it would have been impossible for me to see
and remember all the responses in the classroom.
In addition to the video recordings, one student was chosen every lesson to take
photos with a tablet in order to capture possible hidden angles. Every student had
a chance to be the photographer. The turns were not decided in advance, but the
task was available to whichever student volunteered on a particular day.
Watching the video data was both challenging and instructive. It revealed that
many encounters and interactions occur without the music educator noticing. It also
made me see myself in pedagogical interactions from an outside perspective.
Observing my behavior enabled me to make familiar strange, which is regarded as
a strength of observational methods that involve researching one’s own practice
(see Briesch et al., 2015; Cotton et al., 2010). Video recordings have the advantage
of enabling data to be produced for events occurring in natural settings rather than
an artificial context (Briesch et al., 2015; Cotton et al., 2010). They also allow the
data to be less influenced by the teacher-researcher’s own agenda. The challenges
of analyzing video recordings are discussed in Sub-chapters 4.5.2 and 4.5.3. The
ethical issues of video recordings are presented in Sub-chapter 4.2.
4.4.2 Interviews
All teachers and assistants were interviewed three times during the teaching
experiment: in pairs at the beginning and in the middle of the teaching experiment
and individually at the end of the experiment in spring 2016. The total interview
length was 12 hours. In line with Seidman’s (2006) semi-structured interview
format, every interview served a different purpose and had unique characteristics
(see Kallio et al., 2016). The interviews took place in the participants’ own
classrooms in order to make them feel comfortable.
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The first interview, which was conducted in September 2015, focused on
teachers’ and assistants’ first impressions of the music-and-movement lessons and
background information on their classes and students. The second interview, which
was conducted in December 2015, focused on details about experiences and
observations related to, for example, each student’s development and growth. The
third interview was conducted with individual participants at the end of the teaching
experiment in April 2016. It seemed that, when interviews were conducted in pairs,
the teaching assistants let the classroom teachers talk more, but in the individual
interviews, the teaching assistants talked more. The third interview was also an
opportunity for teachers to reflect on their experiences with the teaching experiment
and their observations regarding the development of each student. The interactions
with the teachers and teaching assistants in the interviews could be described as
“wandering together with” (Kvale, 1996, p. 4), which has been defined as the
original meaning of conversation. It felt as though we were “travel companions in
the exploration of experience” (Gemignani, 2014, p. 127).
The students (N = 11) were interviewed at two time points: in a group at the
beginning of the teaching intervention and individually at the end of the teaching
experiment. Both separate group interviews lasted around 30 minutes. Individual
student interviews lasted between 7 and 20 minutes. Following Kamberelis and
Dimitriadis (2011, p. 559), who consider the focus group interview to be a “key site
where pedagogy, politics, and inquiry intersect,” my plan was to produce data that
“yield particularly powerful knowledge and insights’ into students’ experiences.”
The focus group interview focused on discussing students’ group dynamics, social
relationships and the thoughts about music and music learning. I showed the
students’ drawings of themselves “with music” in order to activate discussions in
the interview situation. However, it seemed that only a few students were able and
wanted to share their thoughts and experiences in front of their peers, and some of
them felt uncomfortable or too shy to say anything. The focus group interviews
indicated the complexity of the ways in which students positioned themselves in
relation to each other.
For that reason, I chose to interview each student individually at the end of the
teaching experiment, focusing on each student’s experiences with the music-andmovement exercises, especially the intimate nature of these exercises. I was also
interested in how each student had experienced, for example, the element of touch
or participating through body movement and being seen as a body by others. The
video recordings helped me guide the conversation and assist students in
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remembering what had happened during the lessons (for more on stimulated recall,
see Gass & Mackey, 2000; Lyle, 2003).
However, interviewing participants individually brought new challenges, as
many of the students answered the questions with only few words or mumbled such
that I could not understand what they said. I was not always sure whether this was
due to a lack of comprehension or active resistance. In addition, during the
individual interviews, some of the students were distracted by other factors, like
the recent death of the school’s student counsellor or their own health issues.
However, there were some students (N = 3) who were willing and able to talk about
their experiences in depth. These methodological challenges exposed the
complexities of doing research among students with special needs, posing ethical
concerns regarding the conditions I set for students to enter the academic discourse
(e.g., Krog, 2011). Furthermore, these methodological challenges guided me to ask
myself the following question: How can I, as a researcher, learn to understand
students’ experience and interpret their participation and expressions of agency in
the analysis phase? The challenges also guided me to analyze agency based on the
video materials. As the goal was to examine agency via students’ actions and
interactions, the main data for the analysis were the video recordings and
observations made by the teachers and teaching assistants in interviews.
One student, Noah, drew my attention in the beginning of the teaching
experiment, as his behavior differed much from that of the others. He was
diagnosed with autism spectrum disorder and had challenges with social
interaction, communication and repetitive and restricted behavior. At the beginning
of the teaching experiment, he was hardly able to participate at all. Yet, soon he
started to make remarkable progress. During the course of the year, I decided to
focus on examining his development, and he became so called case-student (see
Article III). Because of his autism spectrum disorder condition, I needed additional
expert statements to understand his behavior and actions. For that purpose, I
interviewed Noah’s therapist in January 2016. The interview lasted 50 minutes. She
had known Noah for some years, and she helped me understand him and his
behavior more deeply. On top of that, I discussed my interpretation and
understanding of Noah after the experiment with a specialist in special education,
who did not know him personally but who had professional experience with autism
spectrum disorder. He was able to support and question my analysis and thus
strengthen the reliability of the interpretation.
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4.4.3 Field notes and research diary
The field notes and research diary formed a basis for my reflections on the teaching
experiment. The field notes were often quickly and spontaneously written down,
and they included thoughts based on my experiences of music-and-movement
lessons, emotions, feelings and intuition. They were “the primary sensory record
generated by fieldwork” (Ellingson, 2017, p. 133) and an attempt to transform my
instant, bodily experiences into written form. For example, when struggling to
understand the case student’s behavior in a particular exercise, I wrote down my
reflections and interpretation of what I assumed had happened. Ellingson (2017)
calls this phase, in which ethnographers inscribe field notes through their bodies, a
process of becoming.
After writing down my first impressions, I recorded my observations and
thoughts regarding students’ participation and development during the lesson in
temporal sequence in order to understand the success of the lessons as a whole. The
research diary expanded the field notes and elaborated upon them as the video
recordings were used to stimulate recollection when writing in the diary after each
lesson (see, e.g., Gass & Mackey, 2000; Lyle, 2003). When writing in the research
diary, I aimed to reflectively think about the teaching methods I used and the
epistemological engagement that underlaid them. The decision to write a research
diary was grounded in my epistemological stance on phenomenological thought
and a commitment to make the research process as transparent as possible, which
both affected the interpretations that were generated.
4.4.4 Sociometrics and drawings
Sociometrics were conducted at the beginning and end of the teaching experiment
in order to complement the understanding of group dynamics and relationships
between the students (Avramidis et al., 2017; Cillessen, 2009). Students were asked
to rank their classmates by name in order of whom they would like to hang out
with. As the sample was so small in both classes, the closest classmates were
favored, as expected.
In September 2015, the students were asked to draw pictures of themselves
“with music.” The aim of the task was to both give students another way to express
themselves in the lesson and to give me tools to formulate interview questions.
These drawings were especially helpful in the first interview, as the students could
convey their thoughts without the need for verbalization by drawing a picture of
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themselves with music. In this way, students’ drawings served as inspiration for
conversations in the focus group interview.
4.5

Methodology for data analysis

The biggest challenge associated with analyzing and interpreting agency and
changes in agency among the participating students was understanding how the
agency of students with special needs is manifested and can be observed in the
music-and-movement lessons. I became intimately familiar (Warren & Karner,
2009) with the data during data production, as I reread my field notes, the research
diary and the transcribed interviews and I watched the video recordings of the
lessons. Using NVivo for coding and thematization of the data enabled me to
visualize connections among the messy ideas, patterns and themes. As the data
associated with this research project were very complex, I used different qualitative
analysis methods and different parts of the data to answer the research questions. I
used recursive comparative analysis and a literature review to answer the first
research question (see Article I), which explored the potential of the Dalcroze
approach for students with special needs. To answer the second research question
(see Article III), which examined the development of the agency of one student, I
used video analysis as a springboard for narrative and thematic analysis. To answer
the third research question (see Article IV), which asked about the role of body
movements in interactive processes related to the development of agency, thematic
and video analysis were utilized. Finally, to answer the fourth research question,
which arose during the process of analyzing the second research question, video
analysis and narrative and thematic analysis were used.
Hermeneutic phenomenology (van Manen, 1990) was a useful approach to
analyzing the data as it allowed both data-driven analysis and interpretation of the
data in relation to theory. It served as a tool for revealing the data as I experienced
it as a teacher-researcher and a human being through my own life world. I was
attuned to the ontological nature of the phenomenon (i.e., what agency is) but aimed
to discover taken-for-granted understandings (e.g., what is expressed verbally; see
van Manen, 1990). When using hermeneutic phenomenology to analyze the data, I
accepted the difficulty of bracketing and the fact that there may be many other
perspectives on the data. Narayan Kafle (2011, p. 191) states, “Like when we turn
a prism, one part becomes hidden and another part opens.” Indeed, when analyzing
the data, I was interested in showing how complex meanings are derived from
direct experiences (see Merriam & Grenier, 2019).
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Though lived experiences (at least verbal expressions of them) were not at the
center of this research, I was interested in what kinds of meanings were constructed
in music-and-movement interactions in life worlds. While working with the
students, I constantly and carefully observed and listened to their responses with
all my senses, thereby forming a preliminary understanding of how the students
related to each other and what meanings may be constructed in interactions. Later,
by watching and analyzing the video data, I could re-live those moments and
deepen my understanding of how participation and interaction as well as
overcoming (or not overcoming) a variety of challenges faced in those situations
enabled, made visible and supported (or did not support) the development of agency
in the participating students. Then, thematization and coding of the data were used
to interpret the data more profoundly. The overall process of data analysis was
conducted by applying the hermeneutic cycle, which consists of reading, reflective
writing and interpretation (see Laverty, 2003). In the following sub-chapters, the
choice of data for each sub-study and the analysis processes will be described in
more detail.
Table 4. Methods of analysis related to the research questions.
RQ I

RQ II

RQ III

RQ IV

Recursive comparative

Video analysis

Video analysis

Video analysis

analysis

Narrative analysis

Narrative analysis

Thematic analysis

Thematic analysis

Narrative analysis

4.5.1 First research question: Literature review and recursive
comparative analysis
When exploring the potential of the Dalcroze approach for students with special
needs and the ways in which music-and-movement could support the participation
of all students in the music classroom, a preliminary analysis was conducted based
on Cooper and McIntyre’s (1993) recursive comparative analysis, whereby the
teacher and teaching assistant interview data were analyzed. Simultaneously, I
reflected on my experiences and observations in the teaching experiment (in the
field notes and research diary). In article I, the preliminary observations and
conclusions are presented after a review of the literature on special needs students
in music education and Dalcroze pedagogy. The field notes, research diary and
teacher and teaching assistant interviews were chosen as the empirical material of
the sub-study because, as a novice researcher, I felt that this data could bring forth
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descriptive reflections on the experiences of the teachers and teaching assistant
during the teaching experiment and the potential of the Dalcroze approach for
students with special needs. However, I considered the students’ interviews to be
partly unsuccessful and the video data to be unfinished (as the teaching experiment
was in progress during the first sub-study). Hence, I chose to focus on the teacher
and teaching assistant interviews and my own reflections.
First, the interview transcripts were coded and thematically analyzed. I read
the transcripts as a whole and then explored which concepts might describe the
overall theme that was discussed in the interviews. According to Van Manen (1990,
p. 93), this can be called “the wholistic reading approach.” I left the descriptions of
students’ backgrounds out of the analysis process, as I felt they were not relevant
for the research questions. Then, I marked certain sentences that revealed
something about the theme. The codes were “group dynamics,” “closeness,”
“distance,” “pedagogical challenges,” “interaction,” “roles within a group,”
“emotions,” “participation,” “recognition” and “identity.” First-person
phenomenological descriptions (e.g., the teachers’ and teaching assistants’ voices
and my own reflections on what I experienced in the research diary) guided me to
approach the core of the phenomenon of agency by making certain themes visible.
For example, the following is an excerpt from the interview with a classroom
teacher, Sarah:
She [Beth] likes to be in a group and to be recognized in a positive way. Yeah,
that’s really good. That she has had an experience … for example, when she
had that suggestion for the next movement … that it continued … that she got
that idea through. It was a big thing for her in that situation.
This excerpt was coded with the codes “participation” and “recognition.” Then, I
aimed to understand what this excerpt and the codes reveal about the situation as a
whole. To me, it showed how recognition of students’ initiatives affected their
participation in the lesson.
At the same time, I conducted a literature review. The analysis was guided by
the data, but reading literature helped me to refine the descriptions of the themes.
The process became a dialogue involving reading, categorizing, testing and
refining, and it helped me to develop preliminary conclusions regarding the data at
hand. The following themes were formulated:
1.
2.

Ready for action
Someone there for you
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3.
4.
5.
6.

Contextualization of action and participation
How recognition affects action
Safe atmosphere enabling action
Action within a group

As the analysis process developed, I compared it with the video recordings and
their transcripts in order to find similarities and differences. However, the article
itself turned out to be mainly theoretical as the data production process was still in
progress. Looking back at this phase in the research process, I understand that I was
still at a very early stage as a researcher and did not yet know how to deepen the
interview analysis. Still, this phase created a fruitful base for the analysis.
4.5.2 Intertwining of the second and fourth research questions:
Video analysis as a springboard for narrative and thematic
analysis
Very soon after the intervention started, I paid attention to notable changes and
development in one participating student, Noah. Those observations led me to
choose him as a case student (see Article III) and look at his development more
closely. At the beginning of the experiment, he had difficulties communicating and
interacting with me and other students. I tried to find different ways to enable his
participation in musical interaction. First, he received constant support for
participation from the classroom teachers and teaching assistants, as he had
difficulties following instructions. He had a habit of wandering around the
classroom, and it was challenging to get his attention. However, I tried to plan the
lessons in a way that enabled all students, including Noah, to participate.
In an attempt to understand his notable development in the lessons, I tried to
interview him in March 2016, but this was not very successful. He answered many
questions with short “mmm”s, or I could not understand what he was saying. He
did not want to see himself in the video (in other students’ interviews, I used the
video recordings and drawings to stimulate recall at the beginning), but he wanted
to see the videos and photos he took in one music-and-movement lesson with the
iPad. I could not use his interview data for the sub-study, and hence I had to use
other data to understand him more fully.
In order to interpret Noah’s development of agency in the music-andmovement lessons, I started to watch the video recordings and performed initial
coding of his bodily (inter)actions during the lessons. Video data enabled
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observation of his actions and interactions as well as the ways in which he
participated and reacted in musical interactions and how he was enabled to take
responsibility for working in pairs or in a group in the lessons. I watched the videos
right after the lesson and wrote down my experiences and reflections on what had
happened with him and others when the experiences were still fresh in my memory.
Dialogue between the observed (i.e., the video) and experienced (i.e., research
diary) supported my perceptions during the music-and-movement lessons. The
teacher and teaching assistant interviews and the interviews with the special
education specialist and Noah’s therapist were used to enrich the interpretation of
Noah’s actions and interactions.
I wrote down intuitive impressions of his actions in the video, using words like
“openness,” “closeness,” “touch as an impulse,” “being outside,” “partial
participation,” “safety through touch,” and “awakening” to describe what I saw.
The initial coding of his actions and interactions during the teaching experiment
was performed using qualitative analysis software (NVivo, developed by QSR
International). The initial data-driven codes—“bodily passivity,” “bodily activity,”
“rambling,” “touching,” “bodily interaction,” “responsiveness” and “initiative” as
indicators of agency—were inspired by, but not similar to, those developed by
Rainio (2010). In her study, Rainio used three types of orientation in analyzing
agency: passive, responsive, and initiative (constructing, supporting,
deconstructing, and resisting). During the video data analysis, Noah’s development
of agency was analyzed based on his participation in music-and-movement
activities, interaction with others and ways of responding to others’ initiatives or
taking the initiative. For example, when Noah’s action was passive (sitting or
standing still, not paying attention to the center of the action), I clicked and dragged
the selected timespan in the video. Doing so, I found out the percentage of his
passivity during the lesson. Then, a percentage of each code (bodily passivity,
bodily activity, rambling, touching, bodily interaction, responsiveness and
initiative) formed a bigger picture of his actions during music-and-movement
lessons. Based on the increase in the percentages of bodily interaction and
initiative, the initial video analysis revealed that Noah’s behavior gradually
changed from non-participation to interaction and from bodily passivity to activity
as the school year proceeded. This development resonated with Sheets-Johnstone’s
(1999) idea that agents make sense of the world through movement.
Initial coding reflected the embodied understanding of agency, which was
manifested in action and as a matter of “I can” (see Merleau-Ponty 1945/2014, p.
159). Furthermore, as Noah expressed himself nonverbally through gestures,
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movements, positions and stances in music-and-movement lessons, Carrie
Noland’s (2009, p. 2) idea that “gestures are a type of inscription, a parsing of the
body into signifying or operational units” supported my understanding of the codes
as indicators of agency. According to Noland (2009, p. 39), “gestures are more
vulnerable to dehiscence than scriptural signs.”
This phase of the analysis was rather laborious, but it helped me to learn to
“read” Noah’s (inter)activity and find certain patterns in his participation and bodily
movements as they gradually evolved from non-participation to interaction and
from bodily passivity to activity. However, as a researcher, I felt that using
percentages as indicators of agency was not sufficient to describe what really
happened in the bodily movements, encounters and interactions during the lessons.
Video analysis was just a springboard for obtaining a deeper understanding of the
socially constructed meanings of significant moments in which the student’s
agency was clearly expressed and developing. This line of thought resonates with
the basic notions of qualitative research, according to which reality is not a
measurable or fixed phenomenon, as it is assumed to be in quantitative, positivist
research (Merriam & Grenier, 2019). Moreover, as I was interested in knowing how
students interact with their social world and how their agency is manifested in this
context, the analysis was based on an interpretive perspective.
At this stage, I turned to the interview data to obtain support from the teachers,
teaching assistants and therapist who knew Noah for a long period of time. Their
descriptions and perceptions of Noah supported my observations based on the
video data. As an outcome of the cycles of re-reading, reflection, discussions with
the co-authors and re-writing, the chronological phases of Noah’s agency
development were formulated as follows: (1) the passive outsider and observer, (2)
the gradually daring explorer, (3) the interactive participant and (4) the active
leader. These phases were presented in narrative form to illustrate the key phases
of Noah’s development.
In the very early stages of the analysis of changes in Noah’s agency, I started
to reflect on how aspects of my own embodiment may have been infused in the
narrative analysis (see Article II). The feelings of disappointment when I was
unsuccessful in attempts to enable his participation, feelings of confusion when he
had a fit of rage and feelings of joy when I perceived presentiments of connection
with him were brought forth again when I was analyzing the data. Occasionally, it
was difficult to let go of those feelings when I was watching the video and trying
to be objective.
On 29 November 2015, I wrote in my research diary,
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Similarly, when we are doing stretching exercises back to back, I feel how he
is leaning on me. For some reason, it feels very good that he trusts me and has
the courage to lean on me. However, when watching the video recording, I can
see that he immediately runs away as we finish the exercise.
Many different encounters and exercises done in pairs or groups during the musicand-movement lessons evoked lot of emotions related to Noah’s disability,
vulnerability and inaccessibility. I felt that we both affected each other and that our
musical, bodily interaction gradually changed both of us—me as a teacher and
researcher and him as an (increasingly) participating student. When talking about
researcher’s position in ethnographically oriented research, there is a possibility of
not only empowerment but also vulnerability (John-Steiner, 2000), and thus the
researcher’s subjectivity can be seen as a resource for narrative analysis (Hasu,
2005). To interpret the role of my own embodiment in the process of data collection
and analysis, I and the other authors decided to focus on the moment-to-moment
interactions that emerged during the lessons and the ways in which interaction
between me and the students molded my experience and understanding. My
experiences and intuitions during the teaching experiment helped me to develop a
sense of where to focus and what to follow in the data (first, one student’s
participation). We regarded the transcriptions of the research diary, field notes and
the video recordings as narrative texts that represent “ways of knowing and
communication” (Riessman, 1993, p. 1).
During analysis of these narrative texts, we were more focused on the content
of research diary and field notes than on the performance, structure or interaction
of the texts. For further analysis, we chose to perform thematic analysis (Clarke,
Braun & Hayfield, 2015; Riessman, 1993). Four themes were identified: clarity of
the experience, empathy, valence and balance. They formed another narrative: that
of Noah’s development of agency. This development was illustrated by a narrative
description of the actual classroom events. These narrative descriptions formed a
plot that was interpreted, discussed and then theorized from the perspective of the
research question.
4.5.3 Third research question: Deeper immersion in thematic and
video analysis
To answer the question regarding the role of body movements in interactive
processes for the development of agency, I used the teacher and teaching assistant
67

interview data. In addition, I used the transcribed student interviews. At this stage,
I wanted to use all the data in order to understand how students’ positions, actions,
interactions and stances affected the manifestation—and possibly development—
of agency. The analysis process was inspired by Attride-Stirling’s (2001) thematic
network analysis, which I partly followed. Thematic network analysis facilitates
the structuring and depiction of themes as basic themes, organizing themes and
global themes (Attride-Stirling, 2001). For me, this method of analysis made the
themes accentuated and clear.
I analyzed student interviews according to codes identified in the first substudy (Cooper & McIntyre, 1993). As mentioned before, the student interviews
were not successful. Only five student interviews could be analyzed using
comparative analysis, as the others’ answers were too short (e.g., “mmm,” “yes,”
“quite all right”) or I could not understand them. Then, the codes were integrated
based on their similarities to the chosen extracts, forming basic themes (i.e., ready
for action, someone there for you, contextualization of action and participation,
how recognition affects action, safe atmosphere enabling action, action within a
group).
At this point, all the interview data was integrated (approximately 12 hours)
and the organizing themes (Attride-Stirling, 2001) were formulated using basic
thematization: (1) awareness of one’s position in a lesson (content, schedule) and
(2) as a part of the group and space; (3) presence; (4) touch and closeness; (5) selfregulation; (6) seeking attention; (7) being recognized; (8) participation; (9) action
and decision-making; (10) courage; (11) breaking a protective wall; (12) obstacles
and crossing boundaries; (13) being in sync; (14) collective spirit; (15) safe
atmosphere; (16) trust; (17) expression of oneself; and (18) otherness and different
roles. These organizing themes were further condensed into four groups based on
the theoretical foundation of embodied notions of agency: (1) “I can” through
music-and-movement, (2) embodied situated relations, (3) emotions and
recognition as catalysts in action and (4) finding autonomy and empowerment.
For analysis of the agency development of all participating students, we
reformulated the initial coding of the video data as follows: (1) students’ passivity
(passive sitting, turning back and following the lesson or something else on the
side), (2) activity (moving freely or according to the teacher’s instructions),
intersubjectivity (moving and participating through interaction with others), (3)
interaction with objects (touching the walls, communicating with and through
instruments, music and other tools), (4) responsiveness (participating by
responding to others’ initiatives by moving, nodding or answering questions) and
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(5) initiative (supporting, developing, contributing or resisting others’ suggestions
and actions) as indicators of students’ agency.
Some parts of the video data were difficult to code. Human interactions are
ambiguous, and it is challenging for a researcher to interpret other people’s actions
and responses. On some occasions, passivity looked like active refusal on video,
but it was almost impossible to know the reasons for the individual’s passivity.
However, in this study, passivity was interpreted as a manifestation of agency and
as a decision not to participate. Although I thought I knew what was happening
during the lessons, interpretation of the video material and further
conceptualization of the material into codes was difficult. Expressions of the
participants’ actions were captured in the video recordings, but naturally, the
meanings that the participants constructed were not visible. Thus, the coding of
video material was used for conceptualization of what seemed to be essential in
order to understand how agency is manifested and, possibly, developed in musicand-movement activities and processes.
Furthermore, although the analysis process as a whole was mainly data-driven,
it was theory-bound in the sense that it was influenced by Merleau-Ponty’s
phenomenological theory, especially concepts such as the body, embodiment,
action and intersubjectivity and their feminist interpretations (i.e., relationality,
contextualization, situatedness, emotions, autonomy). For example, the concept of
relationality can be seen as relating to the notion of intersubjectivity. Relationality
and intersubjectivity were visible in the basic themes like (2) awareness of one’s
position as part of the group and space, (4) touch and closeness, (6) seeking
attention, (7) being recognized, (8) participation, (11) breaking the protective wall
and (12) obstacles and crossing boundaries. Similarly, the concept of autonomy can
be seen as related to the notion of action. This became visible in the basic themes,
like (1) awareness of one’s position in a lesson, (5) self-regulation, (8) participation,
(9) action and decision-making, (11) breaking the protective wall, (12) obstacles
and crossing the boundaries and (17) expression of oneself.
Comparative (Cooper & McIntyre, 1993), narrative (Smith, 2007;
Polkinghorne, 1995) and thematic analysis (Clarke et al., 2015) provided a robust
and systematic framework for coding the data and identifying patterns across the
dataset in relation to the four research questions. The phenomenological starting
point created an orientation for the interpretations of the patterns. In addition, the
aforementioned analytical methods provided empirical material for
phenomenologically oriented interpretation. When social science methods (e.g.,
interview, observation, participation) are applied to phenomenology, Van Manen
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(2014, p. 311) suggest that this research be called “human science
phenomenology.”
To conclude, whilst this study cannot be called phenomenological per se, a
phenomenological orientation guided the whole research process as a way of
approaching and questioning the appearance and phenomenon of agency.
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5

Findings of the four sub-studies

In this chapter, I summarize the main findings of the four sub-studies (see Subchapters 5.1–5.4), which are reported in three separately published peer-reviewed
journal articles and a fourth article that is currently submitted for publication. These
articles are included in original publications I–IV of this dissertation. As stated in
Sub-chapter 1.2, the research task of this study is to increase inclusion in music
education and develop an understanding of inclusive music pedagogy. The aim is
to develop an inclusive music pedagogy that enables meaningful participation and
musical interaction for students with special needs and to examine how Dalcrozebased music-and-movement teaching may foster students’ agency. The first substudy (see Article I) describes the potential of Dalcroze-based music-andmovement activities within music education among students with special needs.
The second sub-study (see Article II) examines the researcher’s embodiment and
ethnographic sensitivity as methodological tools for analyzing and interpreting the
manifestation and development of agency in music-and-movement interactions
during lessons. The third sub-study (see Article III) presents the development of
agency in one participating student. The fourth sub-study (see Article IV) examines
the possibilities of body movements and music-and-movement exercises to
promote students’ agency within a group.
5.1

Summary of the findings of sub-study I

Sub-study I examines how Dalcroze-based music-and-movement activities can
support students’ agency in music teaching and learning. The aim of the sub-study
was to explore how using the pedagogical ideas of the Dalcroze approach may
promote inclusion in music education and enable the participation of students who
are not able to participate in more conventional music activities because of, for
example, a lack of music reading or instrumental skills. In the article, the potential
of Dalcroze approach was examined based on a literature review. The reflective
and analytical process was informed by the research data collected in this study,
including teacher interviews, a research diary and field notes.
The findings of the sub-study suggest that Dalcroze-based music-andmovement activities offer all students equal opportunities to experience music,
participate in music-making, interact and develop and express musical knowledge
and skills. Experiences of “being able to” and “being part of” help students to
interact with others. Pedagogically guided holistic musical and bodily interactions
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as well as closeness with other participants offer alternative ways to express
emotions and thoughts in a safe atmosphere among individuals who often face
challenges in social interaction and lack an ability to express themselves verbally.
For example, holding hands in a circle or doing body percussion exercises in pairs
gives students new ways to safely be in contact with their peers. In addition, the
sub-study notes that including students in decision-making regarding music lessons
further supports their active participation in other contexts.
In the concluding remarks of the article, music educators are encouraged to
recognize the potential of Dalcroze-based music-and-movement activities in
special music education. A safe learning environment, recognition by others, a
feeling of belonging and an ability to actively participate in music-making through
movement foster students’ agency by supporting and valuing opportunities for
interaction. It is suggested that applying music-and-movement exercises in other
teaching and learning situations during the school day may support students’ overall
participation.
5.2

Summary of the findings of sub-study II

Sub-study II examines and discusses the embodiment of the researcher, especially
how the researcher’s embodiment is part of and influences the analytical process
during and after data production. When the researcher is also a teacher, the roles
cannot be fully separated. This calls for sensitivity to power relations, ethics,
emotions and different aspects of embodiment and, more importantly, for critical
reflection on how these factors may influence the study.
The teaching experiment organized in this study was a profoundly embodied
activity for the researcher, as it included bodily participation through movement
and in group activities; bodily interaction with other students, including hugs and
group activities; continuous embodied presence; strong emotional experiences,
such as passion, failure and success; and other emotions and feelings. The analysis
process involved repeated immersion in those interactions, emotions and
experiences and an attempt to verbalize the learning and development that took
place during the music-and-movement teaching experiment. In the article, we
highlight the diversity of interpretations and articulations of the researcher’s
embodied experiences, concentrating on how the narratives of the researcher and a
participating student influenced each another in this study.
The following four themes were identified when uncovering this interrelational and embodied interpretative process:
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1.
2.
3.
4.

Clarity of experience
Empathy
Valence (of experience)
Balance (of power relations and roles)

Clarity of experience relates to the ways in which embodied interactions during
teaching offered opportunities for the researcher to communicate with the student
in an honest way. Moments of flow, fun and deep commitment to exercises were
identified when the teacher-researcher and student were working as a pair. Empathy
was described as an entering into another’s situation. This does not involve
imagining that one is the other, but imagining oneself in the context of the other.
The other is the other and should be respected as such. Valence, like empathy, was
associated with the variety of emotions that the teacher-researcher was confronted
with in and through embodied musical interaction. It relates to the researcher’s
reflective ability rather than objectivity (Ahern, 1999). Thus, it calls for reflection
on the possible effects of the validity and reliability of the research. The two
concurrent roles of the researcher as a participating teacher and an observing
researcher unavoidably blended during data production. Balance between the roles
of the teacher and researcher, and between the teacher and the students, raised many
ethical questions related to biases, personal experiences and power. This theme
addresses the critique of practitioner research by questioning how the aims and
methods of teaching balance with the research. Moreover, they guide one to ponder
whether these blended roles are really “an advantage and a potential window into
rich and enhanced insights about the practice” (Cochran-Smith & Lytle, 2009, p.
46).
In the findings, we reflect on how misunderstandings and failures were
possible in interactions with students as perceptions of action and embodied
experiences are subject to reinterpretation. This “dissonance” (Bresler, 2016) led
us to ask the question related to the research task: How my inevitably subjective
experiences and the discordance of my observations and interpretations of the data
can bring up important issues that, in turn, can help to foster students’ agency and
thus, increase inclusion in music education. In addition, we reflected on how
working to overcome the boundaries of conventional ways of communicating may
result in a better understanding of others’ experiences.
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5.3

Summary of the findings of sub-study III

Sub-study III reports on the understanding and interpretation of the development
of agency in one participating student, Noah. He was chosen as a case student based
on his notable development, which was observed in the first half of the teaching
experiment. The research task of this sub-study was to examine how Noah, who
had autism spectrum disorder and needed support for communication and
interaction, was able to manifest and improve his agency through music-andmovement exercises during the teaching experiment.
Noah’s development of agency was manifested in advanced bodily skills and
self-confidence and an ability to participate in group activities and deal with and
overcome emotional tensions. At the beginning of the school year, his repetitive
behavior and lack of spontaneous interaction with peers limited his involvement in
music-and-movement activities and caused him anxiety. Towards the end of the
teaching experiment, his repetitive, self-stimulating movements, such as handflapping, complex body movements and postures and touching the walls, gradually
decreased. His advanced interaction and bodily skills seemed to help him find a
balance between himself, other participants and the environment.
Music-and-movement exercises, especially being in sync with others, enabled
Noah to make decisions, take the initiative and find new ways to express himself.
Sensory-motor exploration through music-and-movement activities, staying in tune
and engaging with his peers (at the beginning of the year, mainly with the
participating adults) resulted in new possibilities for the development of his bodily
and social skills. The increased communication and interaction with peers
contributed to his agency by supporting his self-esteem and ability to be more
autonomous. For example, Noah was able to perform an exercise with his
classroom teacher in which one participant acted as a marionette and the other
guided the marionette’s movements by pulling imaginary strings. He also
successfully led a chain dance and knew how to do variations. Further, he seemed
to love the relaxation exercise involving massage with tennis balls, as he
immediately ran to get a mattress when the exercise was about to begin (for a
discussion of adapting music therapy techniques to aid the relaxation of children
with special needs, see Weintraub, 1993). His development was noticed even
outside of the music classroom. For example, towards the end of the school year,
he received a “golden key” (a prize given to a student who exhibited a positive
attitude and good behavior for a week) from his peers several times towards the
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end of the school year. In the middle of the school year, he participated in common
activities during the recess, pulling younger students on a sled.
In sum, this sub-study shows that the Dalcroze approach, as a holistic approach
to music education, enabled Noah to participate, interact and learn in music
classroom. Further, it is suggested that music-and-movement teaching can create
safe spaces for new ways of being and knowing and it can be applied daily in a
music classroom as a way for students to experience belonging. Altogether, the
findings of this sub-study challenge the understanding of who is able to be a
musician and help to expand the notion of capable musical agents.
5.4

Summary of the findings of sub-study IV

Sub-study IV examines changes in the agency of all participating students, paying
close attention to the role of body movements and bodily interactions in the
development of agency. The research objective was to examine how music-andmovement can enhance and support the agency of students with special needs.
The sub-study examines how students were integrated with each other, moving
and making decisions, when voluntarily divided into different sub-groups during
the lessons. Based on the findings, my co-authors and I believe that it was through
perceiving, acting and experiencing music through their bodies that students
learned bodily and interaction skills and hence gained the confidence needed for
autonomy. In trying to understand the development of students’ agency, we paid
attention to how their bodily initiatives were both perceived and carried on by
others and the ways these initiatives affected the flow of music-and-movement
exercises. In other words, while working in pairs in and through music, the students
constructively responded to others’ ideas through movement, thus contributing to
the success of the exercise. According to our understanding, the development of
agency was manifested in three different ways:
1.
2.
3.

as a change from individual obstacles to collective action,
through the creation of students’ own worlds within the music-and-movement
lessons, and
as a change from collective resistance to individual decision-making.

In the article, we report on how the students who needed constant support for
participation and decision-making found ways to interact and communicate with
others through gestures and movements in shared music-and-movement exercises.
Support and encouragement from an adult or peer helped these students to
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overcome the barriers to participation and individual action. In contrast, those who
were bonded with their friends had to find ways to break free of collective
responses and strengthen their individual decision-making and choices within the
lessons. Some students clearly had the courage to act independently towards the
end of the teaching experiment. They moved independently, collaborated with
students other than their friends, took initiatives, made suggestions for music-andmovement activities and participated more fully.
In the discussion of the study, we note that when students have special needs
or are marginalized for one reason or another, challenges in relation to mainstream
are faced on three intertwined levels: (1) the individual level, where one recognizes
one’s own strengths, possibilities and autonomy; (2) the social level, where agency
is (mal)formed in and through interaction with others; and (3) the societal level,
where society and politics define our positions as (in)capable agents. The individual
and social levels are in constant dialogue, and agency is (mal)formed depending on
whether the dialogue is supportive or unconstructive.
Based on the teaching experiment and the results of this study, music-andmovement activities can offer a platform for students to develop different levels of
agency: at the individual level by developing self-awareness, bodily skills and
autonomy; at the social level by practicing communication and interaction; and at
the societal level by giving students opportunities for empowerment and tools to
become active members of the surrounding community. Concrete contexts, such as
a music classroom in a special school, have an impact on the individual
development of agency; they may weaken or improve choices and actions.
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6

Summary and discussion

In this chapter, I will summarize the findings of the study in light of the theoretical
framework of this dissertation (as outlined in Chapter 3) and earlier studies (as
outlined in Chapter 2). To answer the second and third research questions, I will
first discuss students’ enhancement of agency in music-and-movement lessons,
reflecting on the ways in which Dalcroze-based music education can foster
students’ development of agency (see Sub-chapter 6.1). Then, this sub-chapter
highlights the potential of the Dalcroze approach for students with special needs,
thereby addressing the first research question. The fourth research question is
answered and discussed in the second sub-chapter, in which I examine how my
embodiment as a researcher was intertwined in the data generation, analysis and
interpretation processes (see Sub-chapter 6.2). In the third sub-chapter, I will
discuss how this research contributes to practitioner inquiry in music education and
thus might increase inclusion in music education (see Sub-chapter 6.3). Finally, I
reflect on the trustworthiness and limitations of the study (see Sub-chapter 6.4).
6.1

Enhancement of agency in music-and-movement lessons

In sub-study I, Dalcroze-based music-and-movement teaching offered students
opportunities to participate in music-making, to interact and to develop and express
their musical knowledge and skills. By developing their bodily skills, students’
interaction, expression and self-confidence skills could lead to the manifestation of
agency in gestures and movements through participation and engagement in and
through music-and-movement exercises (see Articles III and IV). This, in turn,
strengthens students’ autonomy and agency within and outside the music
classroom. In the teaching experiment, as the challenges that students had faced in
instrumental and conceptual music learning no longer restricted their actions in
music-and-movement lessons, they were considered to be competent participants
along with their peers and the participating adults. Students’ agency was manifested
and recognized through their bodily movements and through their interpersonal and
social relationships (Mackenzie, 2019), and students’ experience of “I can”
(Merleau-Ponty, 1945/2014) became a way to make meaning through social and
physical interaction with others and the environment.
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Becoming able to participate and take initiative
As a result of the music-and-movement teaching experiment, clear changes in
agency were identified among the participating students, as reported in the substudies. In the following, I will present the manifestations of agency according to
the identified subareas. I will also present some excerpts from the data as support.
First, this transcript of a video recording of a music-and-movement lesson on 18
February 2016 describes my observation of Isaac’s development as he became
increasingly active and started to take the initiative:
We are performing an exercise in pairs that aims at developing kinesthetic
awareness. In the exercise, one participant acts as a marionette, while the other
moves the marionette by pulling imaginary strings attached to the joints. It is
Isaac’s and Kenny’s turn to perform their marionette routine for others. Kenny
starts to pull imaginary strings attached to Isaac. However, Isaac takes control
over Kenny and “comes alive.” He starts to move around the “stage,” and
Kenny runs after him. Everyone is laughing as Isaac performs as a marionette
coming alive.
Changes in students’ agency were identified by not only the researcher but also
participating teachers. For example, this is how the classroom teacher Sarah
described Noah’s development of agency at the end of the school year (personal
interview, April 5, 2016):
Noah’s participation has increased by 500% at least. What happened with
Noah was first that his gaze changed to the kind in which he sought attention,
and every now and then peeked from there. And then he became open,
[showing] that “I am here.” And then he participated in intermission activities.
It’s really amazing.
Learning to cooperate and thus to be recognized by peers
In this study, most of the participating students showed improvements in their
capability for collaboration during the teaching experiment (see Articles III and
IV). They learned to work in pairs and in a group during musical activities, as the
music-and-movement exercises provided opportunities for face-to-face interaction,
turn-taking, responsiveness and shared responsibility. The findings of this study
align with the findings of Overy and Molnar-Szakacs (2009), whose shared
affective motion experience (SAME) framework suggests that a key aspect of
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music’s potential to create affective, shared experiences, and thus contribute to
prosocial behavior, is its capacity for minimized prediction error. This means that,
at a basic level, predictable music with a simple pulse allows for enjoyable and
spontaneous synchronization, such as dancing or group clapping. This, in turn, can
contribute to interaction, communication and empathy (Wildermuth & Heath,
2009). In this study, synchronization was manifested, for example, in body
percussion exercises or practice bouncing a ball in tempo together. Students learned
to collaborate in tempo with their peers via their bodies, which contributed to
communication and the collective spirit of the group (see Article I). One student,
Beth, particularly benefited from the exercises in which she could express her
musical skills through bodily movement, such as playing djembe or bouncing a ball
in tempo. At the end of the teaching experiment, Tina, the teaching assistant of the
class (personal interview, April 5, 2016), noted that the music-and-movement
exercises created a platform for Beth’s skills to be recognized:
Music is what brings about experiences of success and succeeding to her …
that way, she really got to show the good sides and the abilities she has.
Becoming able to interact through non-verbal communication
In this research, the impulses and initiatives of peers and participating adults in
music-and-movement exercises had a significant impact on how students expressed
their agency (see Articles III and IV). This was mostly revealed in the exercises
done in pairs, which encouraged students to both react and interact according to
others’ bodily suggestions (see Articles III and IV). Non-verbal communication and
an understanding of others’ bodily positions through music-and-movement
exercises helped the participating students be more sensitive to others’ non-verbal
cues, like smiles and positive attitudes. Students who had challenges with verbal
communication and had been rejected by their peers previously due to failures in
interactions benefited from exercises in which communication happened through
bodily movements and gestures, without words (see Articles I, III and IV). Similar
findings were reported in earlier studies on Dalcroze teaching (Abril, 2011;
Davidson, 2009; Juntunen, 2015; van der Merwe, 2015; Wang, 2008).
In this study, most of the students who learned to cooperate were those whose
groups did not include their friends (see Articles III and IV). Students performed
the exercises, such as bouncing a ball, and created new movements together when
stretching and moving to the music in pairs. As suggested in several studies
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(Frostad & Pijl, 2007; Koster et al., 2010; Kvalsund & Bele, 2010; Nepi et al.,
2013), students with special needs have fewer interactions with their peers and face
difficulties establishing relationships, which influences not only their school
engagement but also their future work life and holistic growth. Most students liked
the tennis ball massage that was done in pairs, as this enabled students to
empathically “touch” each other without directly touching each other. Based on the
observations of classroom teachers and teaching assistants, this relaxation exercise
indeed helped students to calm down and relax. As Pauline (personal interview,
April 12, 2016) stated,
There is a need for that kind of exercise… It is such a hectic world; you go
there and there … For once we have permission to stop … I can just be like
this and nobody is demanding anything from me.
Learning to interact and express oneself through enhanced bodily skills
The results of this study indicate that Dalcroze-based music-and-movement
exercises were a way to not only learn music but also learn to interact, communicate
and make individual decisions and actions in musical interactions (see Articles III
and IV). Pauline (personal interview, April 12, 2016) described the impact of the
music-and-movement exercises on the social interaction of students:
These activities were so good for social interaction, as we have been practicing
it also in our own classroom … the way you encounter others and let others
come close to you … me as a teacher and them as students, for example, when
giving a massage with the tennis ball.
The interactional nature of music-and-movement activities meant that students
were closely tied to others, and the encouraging environment of music-andmovement teaching supported the development of their agency. Indeed, by
highlighting the embodied dimensions of agency, that is, subjectivity,
intersubjectivity, emotions and autonomy (Campbell et al., 2009; Juntunen, 2015),
the agency of students with special needs was brought forth in a new way (see
Articles III and IV). Students’ embodied subjectivity, being a matter of “I can”
(Merleau-Ponty, 1962, p. 159), was manifested and developed in the process of
incorporating new bodily skills and competencies in the music classroom, that is,
singing, playing, moving, dancing and improvising with movements, gestures and
instruments (see Articles III and IV). The next excerpt (personal interview, March
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31, 2016) describes Alex’s enthusiasm for creating new movements in an exercise
in which one student created movements that three others followed:
I liked that movement thing, creating my own movements … I was kind of
playing the role of a ninja.
Students’ agency was relational through the interactional music-and-movement
exercises. Thus, students’ actions were mediated by their relationships and
interactions with others. It affected their agency by determining both how they
positioned themselves in a group and how they responded to and were responded
to by others (see Mackenzie, 2009; Weiss, 2015). The classroom teacher, Pauline
(personal interview, April 12, 2016), compared the responsiveness needed in
musical activities to a baseball game:
I have always said [to the students] that playing according to the situation in
a field or wherever … that is important here in a school. As it was in these
music-and-movement exercises.
The teaching assistant, Tina (personal interview, April 5, 2016), saw the music-andmovement exercises as a way to develop students’ creativity:
They kind of develop that creativity and creative thinking when you have to
come up with alternative ways of acting.
To sum up, the interactional nature of the Dalcroze-based music-and-movement
exercises provided opportunities for turn-taking, creativity and improvisation in
musical communication with others. However, this was not always self-evident.
Students who positioned themselves in a group of friends acted differently than
those who were loners. They were dependent on each other in the ways in which
they responded, for example, to instructions or other students’ initiatives.
Gradually, as their bodily and interaction skills developed, students became more
independent in their actions and interactions and started to collaborate outside of
their own group. The confidence to be able to act and participate strengthened
students’ sense of agency and autonomy and extended their agency beyond
collective decision-making. Cathy, one of the participating students, described her
increased independence in decision-making as follows (personal interview, March
31, 2016):
Well, yeah, I sort of like to move to music and so, but then if, like, you should
be doing something the teacher tells you to, then it always goes to, like, me not
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taking part, but then if I got to decide by myself what to do, then it was, like,
different, so that you’re totally in it.
Those students who positioned themselves as loners in the beginning of the school
year needed more support for participation and were easily excluded when forming
pairs. It may be that their own bodily judgements (Fanon, 2008; Weiss, 2015)
influenced their agency by determining how they considered their possibilities for
participation and interaction. As these students acted and expressed themselves
differently, they needed adults’ support to become autonomous. For example, Tina,
a teaching assistant (personal interview, April 5, 2016), explained that she assisted
a student, Beth, in the music-and-movement exercises:
I feel that I have been enabling Beth’s participation and interaction with others
when no one wants to be with her.
At first, it seemed that loners like Beth often felt misfitting (Garland-Thomson,
2011) in the group. However, during the course of the year, as their bodily skills
developed and their self-confidence increased, they started to be more (inter)active
in the lessons and more responsive to others’ initiatives.
Being able to control and overcome emotions
Emotions, which were evoked in embodied musical interaction, were an important
dimension of agency as they motivated students, directed their attention and thus
supported their development toward autonomous ways of being. This aligns with
earlier studies (Pessoa, 2008, 2009; Stocker & Hegeman, 1996) that suggested
emotions can help individuals to make good judgements in new situations, trust
their own ideas and be supportive of others’ ideas. Emotions also had influences in
the opposite direction. When students were in a bad mood, sad or tired, their
participation in the lessons was passive. The teaching assistant, Tina (personal
interview, April 5, 2016), described Beth’s participation in autumn 2015 as follows:
The irritability, tiredness, a kind of downbeat attitude influenced every action
of hers during a school day.
Jim’s reflection on his last participation in the lessons was similar (personal
interview, March 31, 2016):
Well, hmm, sometimes [I] felt a little tired and kinda often just didn’t have the
energy to do [the exercises] then. I did listen, though, to what was said.
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The classroom teacher, Sarah, interpreted the students’ occasional resistance as a
fear of failure or a process of gaining independence (personal interview, April 5,
2016):
Part of them has felt some contradiction in that they have wanted to bring
forward their need to become independent and grow up … what might be
behind this questioning might basically be some kind of inability to function
for some reason. Then [there could be] some incapacity, fear of failing and low
self-esteem.
Becoming an autonomous agent through acceptance and recognition
Agency is a complex process of individual growth, social interaction and (lack of)
recognition. As the results of sub-studies III and IV suggest, being understood and
recognized by others leads to autonomy, which was expressed in students’ ability
to make decisions during musical exercises and act accordingly. Shared music-andmovement activities positively impacted the ways in which participating students
gradually found new ways to communicate, how they made decisions and took
initiatives, responded to others’ initiatives and interacted in musical actions (see
Articles III and IV). Using Mackenzie’s (2009, p. 147) words, they obtained “the
status of being recognized as an autonomous agent by others” in the music-making.
This was especially revealed in the lesson in which one student, Alex, was inspired
by the music and interaction and started to improvise movements (described in Subchapter 4.3.3). Feeling empowered by the safe interaction with others (i.e., the
chain dance), he started to invent new movements without any fear of being
laughed at. Instead, he received emotional support from his peers and participating
adults in the form of smiles and joyful laughter, and he wanted to teach the dance
to us all. He was recognized as an autonomous, active agent in the lesson, and his
actions encouraged others to also move and dance. This positive initiative is one
good example of a successful moment in which students made constructive
suggestions in the music-and-movement exercises. Based on positive and
supportive feedback from peers and participating adults, they manifested active
agency in the classroom.
Becoming autonomous happens in and through relations with others and
environments. As subjects, we practice our skills of autonomy in interactions with
others, in which we are dependent on others. The results of this study indicate that
the students had positive experiences in interactions with peers and that others
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accepted their own initiatives. Holly (personal interview, March 31, 2016), a
student who was quite shy, described an experience in which she had to
demonstrate a new movement in a circle:
I just started to laugh when I invented a movement and went to the center of
the circle and showed it to others.
The teaching assistant, Tina (personal interview, April 5, 2016), reflected on
Holly’s and Gaby’s participation and interaction with others in this particular
exercise as follows:
I think their shyness decreased [towards the end of the school year], when you
think about how careful they were in the beginning … When you think of that
circle where they created a new movement, they were clearly much more
encouraged to do that exercise and to work in pairs with other students.
The transcription of the video recording of the same music-and-movement lesson
(11 February 2016) shows how others follow Holly in the exercise with positive
attitudes. The classroom teacher, Sarah (personal interview, April 5, 2016),
reflected on students’ increased participation during the lessons as follows:
In my opinion, toleration within that group has grown, at least in some ways,
very delicately. They, just like [with] that trust, they are not so afraid of one
another. And the joint experience has, in a way, unified them.
As a result, students were more confident in their decision-making and relied less
on others’ opinions. The classroom teacher, Pauline (personal interview, April 12,
2016), described how Dalcroze-based music-and-movement exercises supported
students’ self-esteem:
The barriers to this kind of exercises move away … when they have an
experience of moving like this … they have had a support for their self-esteem
and a kind of … you know … They have a good experience of music, movements
and their own bodies.
In other words, the students expressed their “autonomy competency” (Meyers,
2004, xvii), developing autonomy in and through interdependence and dependence
(see Article IV). Dependence on other people was not considered a failure of
autonomy, but a platform for participation and agency. The students were no longer
“misfitting” (Garland-Thomson, 2011) or “abject beings” (Butler, 2011, p. xiii), as
the conventional norms of capable agents in the music classroom were no longer
84

valid. Instead, Dalcroze-based music-and-movement exercises offered new ways
of being a musician.
Supportive and safe environment for enabling participation
Overall, this study suggests that a music learning environment based on structures
and predictability is crucial for the participation of students with special needs.
Once in autumn 2015, the music-and-movement lesson was switched to another
day (Thursday morning at 9 a.m.). This caused anxiety, especially for Alex, who
missed another lesson he was supposed to attend at the same time. Hence, he did
not want to participate in the music-and-movement lesson at all. In spring 2016, he
described this day in the interview (personal interview, March 31, 2016):
It was a bad day for me. I can remember that … Well, yeah, I missed the other
music thing then, there was a 1970s thing, which I am interested in.
The structure of the lessons containing music-and-movement exercises supported
the manifestation and development of agency with clear expectations and strong
guidance. Music-and-movement lessons usually consist of one long process in
which exercises proceed step by step and form a continuum. This provides
consistency in the lesson, which is particularly important when teaching students
with special needs. It is important for the music teacher to mark the boundaries of
musical activities and be fully aware of how the transitions between them are
orchestrated. This creates a safe and predictable atmosphere for students to express
and practice their musical knowledge and skills. The 8th grade classroom teacher,
Pauline, reflected on the atmosphere of the music-and-movement lessons (personal
interview, April 12, 2016):
The atmosphere there was one factor … That if it would have been somehow
accusatory … Everyone was allowed to do thing their own way. Not once were
they told that “now you are doing wrong.” Right? And that permissive
atmosphere, I think that it was really good.
Contextual barriers for the development of agency
In the research, the music educational context, namely that context of music
education in special education, played a crucial role. As a researcher, it helped me
to concentrate on the contextual barriers to the development of agency within music
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education rather than “deficit views that place blame for educational failure on
individual learners” (Booth & Ainscow, 2002, p. 148). The special school offered
students a safe place to learn without continuous comparison to the students in
general education. However, the students considered themselves different than
students in general education and were very aware of the label “special needs”
applied to them. It thus could be stated that the special school environment both
enabled and constrained their development of agency by offering the special
support they needed in a safe environment on one hand but excluding them from
general school on the other.
The results of sub-study IV indicate that the barriers faced by special school
students in music education are (1) individual barriers, where the complex
intersections of students’ identities, situatedness and contexts form the basis for
their development of agency; (2) social barriers, as students often need constant
support in their communication and interaction, including in the music classroom;
and (3) societal barriers, or the structures that social, cultural and historical contexts
have created, like special schools and conventional music schools, that preclude
students with special needs from obtaining goal-oriented music education. As
Ronald Glass (2009) states, the starting point for an individual’s life and who they
might become in the future are shaped by certain rules and practices in the
particular contextual frame of their existence (race, gender, disability, religion,
family, language, sexual orientation, etc.), which individuals do not choose
themselves. We, as music educators, cannot change the circumstances of our
students, but we can change the ways in which we encounter students, treat them
and teach them in our classrooms, thus lowering the barriers to students’ full
participation in society.
Overall, in this research, Dalcroze-based music education offered a helpful way
to learn music in an embodied way that is not conceptual or intellectual. As a
teaching practice, Dalcroze teaching bears several pedagogical affordances for
students with special needs. One of the most important affordances is its
encouragement of interaction and socio-emotional communication, which can be
often challenging for students with special needs. The results of this research may
lead to reflection on how students with special needs might benefit from holistic,
interactional music-and-movement as part of their school day, as it gives them new
ways of expressing themselves without language.
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6.2

Researcher’s embodiment as a methodological tool for
analyzing agency

The findings of this dissertation highlight how multi-layered, tangled and profound
embodied experiences during data production can be and how they extend to
different phases of the analysis process and far beyond. Sub-study II examines how
my bodily experiences, emotions and memories were intertwined in the process of
analysis, and it challenged me as a researcher by making me ask myself whether I
correctly remembered what I felt at a given moment, because the situation looked
different on the video recording. Is it right to feel empathy towards the students and
allow this to influence my analysis and interpretation of the data? The researcher’s
embodiment is well-recognized in qualitative inquiry (see, e.g., Coffey, 1999;
Ellingson, 2006, 2017; Smith, 2007; Sparkes & Smith, 2012), and it is suggested
that embodiment keeps the researcher rooted in the awareness that knowledge is
produced through the body (Ellingson, 2006, p. 298). My own experiences as a
researcher called me to reflect on how my embodiment influenced the analysis
process.
Sub-study II revealed four themes describing the ways in which embodied
interaction shaped the interpretation of the data. The clarity of experience
determined the ways in which embodied interaction, that is, moving to music
together with the students (see Article III), opened new opportunities for
communication between me and the students. However, when watching the video
recordings of the lessons, I often felt confused and noticed gestures and movements
that differed from my own experiences and memories. When analyzing the data,
seeing the complex interaction with Noah from “outside” revealed something of
my own agency. Thus, my subjectivity, or the lens through which I understand the
world (Mackenzie, 2009; Merleau-Ponty, 1945/2014), had to be made visible. As I
wrote in my research diary on 25 January 2016,
Along with this research process, I have awakened to my own embodiment.
When watching the video recordings, you can see yourself from the outside;
you can see your body shape, postures and gestures. It has been really
educational. First, it [looking at yourself from the outside] tells a lot about me
as a teacher and an educator but also as a human being. I have paid attention
to my voice (I speak quite loudly) and the ways I encounter another person …
Even though I understand that embodiment is much more than what can be
seen [in body movements and gestures], I still pay quite a lot of attention to it.
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This research process made me understand that our embodied experiences are
always subjective and just one part of a web of experiences containing different
interpretations, cultural and historical backgrounds and ways of perceiving the
world.
The theme of empathy (see Article II) was defined as entering into another’s
situation. Valence was also associated with emotions, addressing how I, as a
researcher, was confronted with a variety of emotions in and through embodied
musical interaction. I pondered how these emotions influence the ways I see and
interpret the data. Along with emotions, our pre-understandings and biases
influence what we can see and what stays hidden (Svendler Nielsen, 2012). Hence,
research is always an interpretation of one embodied and situated researcher with
a personal history, past and present experiences and emotions. This awareness
helped me, as a teacher-researcher, analyze my own entanglement to the research
topic and the participating students.
The theme of balance (see Article II) between different roles raised many
ethical questions related to biases, personal experiences and power. Examining my
roles as a teacher and a researcher and asking questions such as “Who I am to come
into these students’ lives?” helped me stay ethically tuned to the participating
students during the analysis process. I aimed to stay open and empty-minded while
watching the video recordings and reading the transcribed interviews. This way of
approaching the data resonates with hermeneutic phenomenology, which “aims to
obtain from theoretical, polemical, suppositional, and emotional intoxications”
(van Manen, 2014, p. 26). However, as I perceive the world through my own body,
my experiences and memories—those “intoxications”—were not easy to set aside.
According to dance scholar Charlotte Svendler Nielsen (2012), the researcher’s
body is not just any body, but is often trained in the area that the researcher is
examining. Still, I often pondered how the analysis process would have differed if
some other body would have done it.
I, as a researcher, was intertwined with my past experiences during data
generation and with the present when I aimed to shape my embodied experiences
and encounters with the students into written codes, themes and interpretations (see
Article II). The textualization of bodily data (Svendler Nielsen, 2012), that is, my
embodied experiences during the teaching experiment, transformed the
(inter)action with students into words on paper. The textualization already included
my interpretation, as my own bodily perspective mediated between the body and
the text. The analysis process was a way in which the emotionality of the teaching
experiment was materialized, similar to Amanda Coffey’s (1999, p. 137) statement
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that “[d]uring the analysis the researcher becomes ever more intimate with the data
of the field.” Qualitative data analysis can also involve explicit analysis of the self
(i.e., applying the self as a central unit of analysis). In a way, I aimed to use my
embodied experiences and emotions as a methodological tool to analyze the
development of students’ agency.
In addition to my embodiment, I am aware of how my own positionality
affected both the analysis and the interpretation of the data. My relational
positionality (Crossa, 2012) has been both an epistemological matter that has
shaped how I have known the world and an ontological matter as it determines what
I see. Considering my position as embodied and relational helped me to recognize
the participating students’ agency in a new way, as I understood how interconnected
we, as acting individuals, are.
However, it is challenging to critically examine one’s own teaching practice,
what really happened during the music-and-movement lessons and what I expected
to happen during those pedagogical encounters with students. In the end, it was
challenging to determine students’ intentions, even though I was tuned to their
actions and interaction during the school year. Despite the challenges associated
with examining one’s own teaching practice, there are factors that support
practitioner inquiry as an approach to research, including music education research.
6.3

Increasing inclusion in music education through practitioner
inquiry

As a practitioner, my aim has been to develop music education practices that
recognize different learners and their special needs. The task of this practitioner
research (Cochran-Smith & Lytle, 2009; Feldman et al., 2018; Saleh & Khine,
2011) was to increase inclusion in music education and develop an understanding
of inclusive music pedagogy. In doing so, this study aims to recognize the agency
of students who face challenges when attempting to participate in a music
classroom. Thus, the study aims to challenge inequities in our music teaching
practices.
As a teacher-researcher, it was important for me to be aware of the students’
positions in group and how this influenced students’ participation and interaction
in the lessons. The feminist interpretation of phenomenology (Campbell et al.,
2009; Mackenzie, 2009) guided me to understand students as embodied and
relational beings whose opportunities for active agency may be hindered in music
educational contexts when they lack conventional musical skills like the ability to
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read music or play an instrument. In this study, students who depended on adults’
support in their actions were seen as active agents, as their dependence was not
considered a failure of autonomy, but a platform for participation and agency.
The students had no prior experience of studying music together, including
music-and-movement exercises, and it took them time to get to know each other
and become courageous enough to take initiatives and participate fully. Group
dynamics had to be encouraged in order to create a platform for a safe learning
environment. At the very beginning of the teaching experiment, I noticed that
variety of special needs influenced how students acted and interacted in music
lessons. This could be interpreted as the impact of both embodied and relational
factors on how students’ agency is expressed and recognized in a group. Even
individuals’ agency is subjective, as it is always dependent upon one’s position
within a larger frame. Students who faced challenges in expressing themselves
verbally and needed constant support to participate challenged me, as a teacherresearcher, to understand students’ expressions of agency. They guided me to
respect ways of being that were unfamiliar to me and made me reflect on the fact
that I needed to know the students’ personalities before any true understanding
could happen.
The aim of this study was to promote inclusion in our music classrooms by
highlighting the possibilities of music-and-movement teaching practice among
students with special needs. The findings of this study suggest that music-andmovement teaching practice promotes inclusion by enabling students with special
needs to participate in musical interaction. Although music is an inherently
multisensory, engaging, social activity (Overy & Molnar-Szakacs, 2009), musical
activities can be exclusive if they are based only on music reading or instrumental
skills. This study shows how music-and-movement exercises based on bodily
movements, synchronization and social interaction (Overy & Molnar-Szakacs,
2009) created an inclusive space in which students were able to feel safe and act
more honestly. When this inclusive space was achieved, students could bring their
own initiatives and desires into dialogue with my initiatives and desires as a
researcher. I was no longer just someone who comes from a university, collects data
and leaves, but an active participant in students’ daily or weekly lives. I felt that
students trusted me and that we were able to express ourselves in an intense and
open way. Our bodies were no longer just individual bodies, but meaningfully in
sync, working towards the common goal of learning. This mutual commitment
contributed to the expression and development of students’ agency.
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The findings of this study imply that an inclusive music pedagogy is possible
when there is enough time for social bonding between participants and when the
atmosphere is safe for all to (inter)act in the lessons. This respectful learning space
enables different ways of knowing and understanding to emerge. It also contributes
to the manifestation of agency. However, it should be noted that changes and
developments in agency might be very fragile and require continuous support.
6.4

Reflecting on questions of trustworthiness and the limitations
of the study

Next, I will discuss questions of validity and the limitations of the study. This
research process has involved continuous questioning of validity, including
whether the research questions are valid for the results and vice versa and whether
the chosen methodology is valid for answering the research questions. When it is
part of qualitative research paradigm, reality is always fractured, multi-faceted and
socially constructed, and thus the results and conclusions of qualitative research do
not assure that this reality is “right.” Indeed, “all research findings are shaped by
the circumstances of their production, so findings collected by different methods
will differ in their form and specific to a degree that will make their direct
comparison problematic” (Bloor, 2001, p. 385). The use of triangulation
(understood as the use of multiple qualitative methods, researchers or data) as a
tool for validating research during analysis and interpretation of the data does not
improve the accuracy of the results of the study. Indeed, in a study based on
subjective knowledge, the researcher does not attempt to determine the truth of the
results, although in a positivist sense this can be shown through triangulation.
Rather, the researcher attempts to account for depth and nuances by gaining an
understanding of multiple truths and perspectives.
The term crystallization (see, e.g., Ellingson, 2008), which refers to the practice
of using multiple researchers, data sources and lenses to analyze and interpret the
data, could be relevant for determining the quality of this research. Laurel
Richardson (2000, p. 934) poetically states that a crystal
combines symmetry and substance with an infinite variety of shapes,
substances, transmutations, multi-dimensionalities, and angles of approach.
Crystals grow, change, alter, but are not amorphous. Crystals are prisms that
reflect externalities and refract within themselves, creating different colors,
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patterns, and arrays, casting off in different directions. What we see depends
upon our angle of repose.
Indeed, by gathering multiple types of data, by employing different qualitative
methods and discussing with other researchers, I have gained an in-depth and
complex understanding of the research topic.
How the standards of trustworthiness are established can be questioned when
applying crystallization to determine the validity of the research. How trustworthy
are the findings when there are multiple, fractured truths that depend on the “angle
of repose” (Richardson, 2000)? As paradigms and perspectives are undergoing
continuous transition, Lincoln, Lynham and Cuba (2018) suggest applying
extended constructions of validity in qualitative research in which crystalline
validity (see Richardson, 2000), authenticity criteria, relational-ethics-centered
criteria, and community-centered determinants of validity determine the
trustworthiness of the research. Andrew Sparkes (2001) asks whether the validity
of research could be evaluated based on the effects on the research participants,
their empowerment and possibilities for actions of change. This aligns with
Douglas Toma’s (2006, p. 269) ideas regarding the authenticity of a study that aims
to not only raise awareness (i.e., ontological and educational authenticity) but also
encourage action (i.e., catalytic and tactical authenticity). My own thoughts
regarding validity resonate with those of Richardson (2000, p. 15), who asks about
impactfulness of the research: “Does it generate new questions, move me to write,
move me to try new research practices or move me to action?”
My process of asking new questions was supported by the work of CochranSmith and Lytle (2010, p. 43), who refer to teacher research as “working the
dialectic.” By dialectic, they mean the dialogical relationship of practice and
research, action and analysis, experience and analysis, doing and theorizing and
being a practitioner and researcher. I am aware that it was challenging to separate
those roles during the research process, as I was engaged in both teaching and
research processes. I was part of the research as an embodied being who
experienced and felt different parts and events within the research process in and
through my own being.
As mentioned earlier (see Sub-chapters 4.1.2 and 6.3), questions of
embodiment have been addressed by other scholars (Ellingson, 2017; Sparkes &
Smith, 2012), who see the researcher’s embodiment as a rich possibility for
validating research in innovative ways. Accordingly, adding details related to
embodiment can complete other types of understanding, through which the
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researcher can make sense of complex topics, identities and relationships
(Ellingson, 2017). Revealing my own vulnerability in bodily interactions with the
students and exploring the dimensions of my own embodiment guided me to the
source of agency. While enabling the safe educational space for all of us, the musicand-movement exercises revealed that my own agency was dependent on others’
actions, decision-making and responsiveness. Unsuccessful encounters and
refusals to interact hurt me and made me change the way I acted or planned to teach
the exercise. This finding helped me to validate my interpretation of the
manifestation and development of students’ agency. At the same time, it made me
examine how a close relationship with the students influenced the validity of the
research.
Cochran-Smith and Lytle (2010) call for the dialectic when generating local
knowledge of practice and helping knowledge to become public in other contexts,
which could be understood as an impact of research in general. Rikandi (2012) calls
this phenomenon outcome validity, describing it as the way in which the study is
able to resolve the addressed problems. The aim of this study was to explore how
Dalcroze-based music-and-movement teaching practice can support students’
agency. Although I found some answers to the research questions, I feel that the
outcome validity of this study has yet to be fully established. The results of this
study indicate positive changes in some students’ manifestation and development
of agency, but these results are not transferable to other contexts. However, this
study suggests that music-and-movement exercises are a fruitful basis for the ways
in which music education for students with special needs could be further
developed. This study has already had some concrete impacts on music teacher
education, as music-and-movement exercises and an awareness of their benefits for
students with special needs have encouraged music education students at the
University of Oulu to use the approach in their music teaching practice.
As I produced my data at a special school through a teaching experiment, I
could not help but critically question my position and issues of power in relation to
the participants. For example, in the special school context, students are excluded
from general education, raising questions about power. Similarly, I am aware that
the special school context is dissonant with the ethos of inclusion and thus this
teaching experiment cannot be called inclusive music education. Even though I was
a former teacher of the school and I felt like an insider, I questioned my position as
a researcher who came to the school and organized the teaching experiment for the
students. However, I depended on students’ participation in the teaching experiment
in order for my study to succeed. The interconnectedness and dependence between
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us highlighted the notion of “working the dialectic.” Still, power issues clearly
arose when I chose to focus first on one particular student. This decision created
“conditions of possibility for specific narratives to emerge as dominant and for
others to be marginalized” (Tamboukou, 2013, p. 90) when planning the lessons
and determining my own positioning in the lessons. I have been very aware of the
limited time I had to monitor, observe, analyze and interpret every student’s agency.
However, I aimed to achieve transparency, and thus credibility, throughout the
research process, from data production to interpretation of the results.
I was reminded of the question of credibility when I noticed that my field notes,
research diary and memories of the events during the teaching experiment were
sometimes different from what I saw on the video when I analyzed the data.
Similarly, participants’ reflections in the interviews did not always align with what
I had observed. However, I was aware of the multiplicity of experiences and the
fact that I shared the same moment in the pedagogical interaction with others. As I
aimed to include the voices of all participants in the study, I considered the
experiences of all students, classroom teachers and teaching assistants to be
relevant. Hence, even though not all of the students were able to fully reflect on
their experiences, I included their short descriptions in the data.
The phenomenon of “working the dialectic” (Cochran-Smith & Lytle, 2010)
emerged between me and the classroom teachers and teaching assistants during the
teaching experiment. We often engaged in reflective discussions after the lessons,
pondering the ways in which we could fully support the participation of all students.
At the same time, I had critical discussions with my supervisors and colleagues in
the music education program and doctoral seminar about the methodological
choices of the study. Thus, working the dialectic happened in two ways, helping
me to more deeply reflect on the questions and many challenges of data production.
I recognize that there are methodological choices that could have been given
more attention in the study. First, I acknowledge that students’ interviews would
have required a more professional grip from the researcher’s side. I should have
paid more attention to the challenges that students faced in verbalizing their
experiences. The group interviews should have been conducted right after the
lessons, when their lived experiences were still fresh memories. As the interviews
were conducted after the whole teaching experiment, many students had challenges
verbalizing their experiences, although I used video recordings and drawings to
support remembering what had happened during the lessons (Gass & Mackey,
2000). However, interviewing after each lesson would not have been possible since
the music-and-movement lesson was part of students’ weekly schedule and there
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was only a 15-minute break before their next lesson. Furthermore, since many of
the students had challenges verbalizing their experiences, I should have approached
students’ expressions and reflections on their experiences in the music-andmovement lessons in a different way. Svendler Nielsen’s study (2012) is a good
example of how children’s expressions of embodied experiences can be collected
and interpreted in dance education. In the study, Svendler Nielsen used
videographic participation, which entailed using a video camera and adopting an
embodied involvement approach to get close to children’s bodily expressions and
experiences with movement. Holding a camera in her arms while moving near
children enabled her to communicate with children while they were dancing.
During data production, following Svendler Nielsen’s approach might have
supported students’ reflections and enabled them to share their experiences more
fully.
As indicated earlier, the concept of agency is far from unproblematic because
there are different understandings of it and because the agency of marginalized
individuals is often unrecognized or undiscussed in theories of agency. As students
had challenges verbalizing their experiences, I could not analyze their sense of
agency based on the interview data. I was dependent upon my own observations,
video data and observations of the classroom teachers and teaching assistants.
Analyzing agency based on observations aligns with theories that define agency as
an embodied capacity (Campbell et al., 2009; Gallagher & Zahavi, 2012; MerleauPonty, 1945/2014) and thus as observable. Still, students’ verbal reflections would
have helped me to understand their sense of agency and possible changes in it.
Moreover, following Noland’s (2009) thinking, I keep questioning the extent to
which the body comes into being through the labels of special needs or impairments
or signs for others to interpret.
Performing the teaching experiment in another year would have given more
time for the students to develop agency. Towards the end of the experiment, many
students started to make progress, take initiatives, communicate with others and
take responsibility for the common good. The seven-month-long teaching
experiment in students’ own school provided a natural environment for musical
interaction, unlike teaching students somewhere outside of their daily life. The
music classroom in their school was a safe environment in which students could be
themselves. This contributed to the credibility of the video data. A longer period of
time would probably have been beneficial for the development of students’ agency,
but this was not possible, since the participating class (9th grade) was leaving the
school at the end of the teaching experiment.
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7

Future potential
Educators and others require a politics of resistance that extends beyond the
classroom as part of a broader struggle to challenge those forces of neoliberalism that currently wage war against all collective structures capable of
defending vital social institutions as a public good. (Giroux, 2003, p. 14)

The ethos of inclusion and equal opportunities in Finnish educational system and
the challenges music educators face in their music classrooms may, at times, be
acutely dissonant. The decreased amount of music lessons in school, increased
number of students with a variety of special needs and larger groups are daily
challenges faced by music educators. The possibility of ensuring the noble aims of
a music education curriculum are complicated by neo-liberalistic forces that aim to
achieve effectiveness and measurability of education and financial growth,
forgetting those individuals who need more support to develop agency and
participate in society. What are the possibilities for decision-making within music
education and concrete practices of active musicianship for all students? By
attending to some of these challenges in music classrooms, the aim of this research
was to deepen the understanding of Dalcroze-based music education among
students with special needs and to examine how the approach may support inclusive
pedagogy and students’ agency.
In this chapter, I discuss the potential of inclusive music education (see Subchapter 7.1) and the practical implications of the study (see Sub-chapter 7.2). Then,
I will reflect on possibilities for future studies (see Sub-chapter 7.3) and sum up the
chapter with concluding remarks (see Sub-chapter 7.4).
7.1

Reimagining inclusive music education

As discussed in earlier chapters, it is time to examine why equality is such a difficult
goal to achieve in music education and, more specifically, why are we still far from
effectively implementing pedagogical inclusion in order to transform the music
education practice at large. In inclusive music education, all students can participate
according to their abilities in a meaningful way (Adamek & Darrow, 2012). This
active engagement, participation and recognition on one hand and acceptance and
value of everyone on the other inspires me to reimagine pedagogically inclusive
music education practice, in which educational challenges are not seen as a
consequence of disabilities or deficits of students, but as failures of learning and
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teaching approaches to respond to diversity. The results of this study suggest that
pedagogical inclusion can be achieved by acknowledging the different ways of
knowing and acting in music education. This, in turn, can contribute to the
recognition and development of the agency of students with special needs.
Pedagogical inclusion is not implemented in physical class arrangements, which
can at worst lead to exclusion inside the classroom, but through inclusive
pedagogical practices, like music-and-movement exercises, which support the
participation of all.
Educational contexts undergo a process of continuous change, and we as music
educators can work to develop approaches to music teaching and learning that are
more responsive to diversity. As Glass (2009, p. 28) states, “As human beings, we
also make history that is always at the same time making us.” Schools have an
obligation to enable every student to develop and recognize agency and to create a
more equitable and fair society. School as an institution, including its cultures,
lessons and relationships, can abandon the norms that support injustice in music
classrooms. Inequity in music education teaching practices can be questioned and
transformed through new ways of deeply understanding human possibilities and
agency. Inclusive (music) education is, after all, “a process of putting values into
action” (Ainscow et al., 2006, p. 27). Below, I offer some examples of what these
actions might be.
Seeing students as possibilities, and not as obstacles, gives the music educator
a new starting point for dialogue with the students. The persistence of the
categorization of students as having special needs creates barriers to equal music
education. By labelling students with the term “special needs,” there is a danger
that the music educator will forget to see the students as unique individuals with
multiple identities. Seeing students as individuals (and not as diagnoses) is the basis
of all education (see Laes, 2017). Music educators should set aside time to get to
know students first as individuals and then as learners. Understanding students as
capable musicians and concentrating on their strengths and interests instead of
deficits or problems enable a music educator to make specific aims for music
learning together with the student. These goals serve as the basis of the curriculum
and are modified according to students’ personal interests and strengths.
The music educator creates possibilities for learning and developing agency by
utilizing musical practices that support learning from, and teaching for, diversity
(Ellefson & Karlsen, 2019; Kallio, 2015). As constructivist ideas about music
education suggest, the music educator should serve as a facilitator of students’
learning and participation and provide space for students’ own construction of
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knowledge and understanding based on their individual experiences and
backgrounds (see Biesta, 2010; López-Íñiguez & Pozo, 2016). Supporting students’
own decision-making and individual ways of understanding foster the development
of agency. Musical exercises create interactional spaces in which students can
safely practice their agency and where their ways of being are respected and valued.
Experiences of success give students faith in their own doings and ways of
understanding and being. At the same time, their skills related to autonomous
agency (body skills, expression and regulation of emotions, interactional skills and
imagination) are fostered.
The methodological challenges of researching agency among students with
special needs lead me to consider how research in the field could further engage
students and include their voices in the future. Students would clearly benefit from
research that examines their participation, interaction and learning and that informs
efforts to change the circumstances that marginalize them in music education. In
future studies, students could be included as decision-makers in the whole research
process, beginning when the research questions are asked, and the best ways for
them to express their experiences could be examined.
Biesta (2010) encourages educators to engage with values in their teaching and
question what students should learn and for what purpose. Following Freire’s
(1972, p. 58) idea of problem-posing education, when we as educators prevent
students from engaging in the process of their own musical learning, we alienate
them from their own decision-making, which in turn will “change them into
objects.” Therefore, it is important for a music educator to “reform his reflections
in the reflections of the students” (Freire, 1972, p. 54). As shown in the teaching
experiment of this study, music-and-movement teaching practice enables students
to be in dialogue with the teacher, and students’ decision-making, participation and
agency are supported by their own ideas and initiatives when working as a pair or
group through bodily movements and gestures.
We should acknowledge that despite their diagnosis and exclusive practices
and structures, students with special needs do not live outside of the society. They
have always been part of it, but they have been marginalized “inside the structure
which made them ‘being for others’” (Freire, 1972, p. 48). This is a matter of
politics, which “systemically excludes a variety of voices from effective
participation in democratic politics” (Dryzek, 2000, p. 58). The solution is to
transform these practices and structures in a way that enables students with special
needs to become “beings for themselves” (Freire, 1972, p. 48).
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7.2

Practical implications

In this sub-chapter, I will highlight the practical implications of the research and
suggest new directions for music pedagogy to promote pedagogical inclusion in the
music classroom. Based on this practitioner research, I suggest that increasing the
knowledge about special needs and their effects on music pedagogical interaction
would allow us, as both researchers and music educators, to examine with students
with special needs ways to support their learning and overall well-being in music
classrooms. This suggestion inspires me to reflect on the possibilities of coteaching, in which a special education teacher and music teacher could work as a
pair to plan, implement and evaluate students’ learning and participation based on
their combined expertise. This potential should be acknowledged in teacher
education, such as in practicums.
Second, I argue that music-and-movement, as a music education approach, is
beneficial for students with special needs in many ways. By giving students
opportunities to express their learning and knowing with body movements, students
are allowed to make choices at their own pace and based on their own (inter)actions
in the classroom. Their decisions and actions are significant in relation to others’
actions, as they further encourage to interaction and cooperation. Thus, Dalcrozebased music-and-movement teaching can support and develop students’ selfdetermination, an area in which students with special needs often need support.
However, it is crucial to reflect on how self-determination is manifested and
enabled in music classrooms. Supportive adults can often help students in a way
that prevents students from making their own decisions. However, as the results of
this study indicate, music-and-movement exercises gave space for students’ selfdetermination to emerge, as teachers and teaching assistants did not do things for
the students, but supported students to do musical exercises by themselves and,
most importantly, to express their own agency within these exercises. In the future,
the examination of the ways how music educators could guide teaching assistants
to support students’ autonomy in musical activities should be considered. When
teaching music in special education settings, it is important for the music educator
to understand that teaching assistants may not provide adequate support to the
student if not instructed as such. Thus, music teacher education should provide
preservice music educators with supportive field work opportunities in relevant
special education contexts.
Integrating expertise in special education and music-and-movement teaching
practice could lead to so-called ethically sensitive music education, which
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considers a variety of ways of knowing and acting in music educational contexts
that are independent of students’ background, knowledge or skills. As I deployed a
form of this ethically sensitive music education, my own experiences of failure and
lack of knowing caused me to launch a new course as a part of the master’s degree
program at the University of Oulu (2016 onwards). Furthermore, there are plans for
music education courses in the special education program in our faculty, which
consider what special education students should know about the benefits of music
education in their own teaching practice. The findings and experiences of this study
will be applied to the Oppijan oikeus – Opettajan taito project (2018–2021) funded
by the Ministry of Education and Culture, on which I have been invited to work.
This project aims to develop teacher education and answer questions about special
support in upper secondary education. It allows for examination of the ways in
which the results of this research could serve not only music teacher education but
also the wider development of teacher education and educational systems in
Finland.
As music educators, we cannot change our students’ circumstances, but we can
change the ways we encounter, treat and teach students in our classrooms and, in
doing so, lower the barriers to students’ full participation in society. In Finland,
music teacher education is working to educate teachers who are aware of different
learners and their backgrounds and who are socially and ethically just in their
teaching practices. Still, there is a need to develop pedagogically inclusive music
education, in which differences are recognized, possibilities and resources are fairly
distributed and the development of each student’s capability to live a full life is
acknowledged and valued (see Westerlund & Karlsen, 2017).
7.3

Reflecting on possibilities for future studies

Based on the results of this study, I suggest further exploration of the concept of
agency from the perspective of relationality and interconnectedness in certain
situations, not just individuals’ own choices, decision-making skills or capacity to
act. Recognition of agency is often context-related and political, and it does not
often take into account the historicity of marginalization. Hence, it is necessary to
emancipate the agency of marginalized individuals in order to overcome the
societal contexts that undermine or deny agency for some.
There is a need for further examination of ethics in research methodologies
concerning marginalized students. Methodologies that leave room for diverse ways
of knowing and acting are a viable area of future research. Students with special
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needs have only recently been recognized in music education research, and thus the
field requires further research on the ways in which students’ agency and
capabilities are taken into consideration and valued before, during and after the
research process, especially in academic discourse. Research strategies that involve
students more deeply in knowledge production still need to be developed.
In addition, there is a need to further study the possibilities of the Dalcroze
approach within inclusive contexts. Music education research could pay attention
to questions of embodiment when studying music learning, participation and
individual agency development. With an understanding of agency as embodied and
socially constituted action (Mackenzie, 2009; Merleau-Ponty, 1945/2014),
embodiment can offer new insights into how students with special needs can reach
beyond normative conceptions of capable musicians and become active
participants and decision-makers in music educational contexts who are not
excluded based on their instrumental or music reading skills. Furthermore, the role
of emotions and interactivity in music learning and participation among students
with special needs still need to be studied. Performing research with marginalized
students about individual ways of understanding, knowing and expressing music
could help music educators to develop new ways of teaching and learning.
7.4

Concluding remarks

This research journey started with excitement to examine the possibilities of the
body in both music teaching and in efforts to define agency. After years of
conducting this research, it is still difficult to conceptualize the notion of agency as
not further contributing to the othering of students with special needs. The more
deeply I explore the concept, the more I see how relationality, structures in
educational practices, systems and society, conventional ways of understanding and
categorizing human beings and attitudes towards the other affect individuals’
agency. Individual agency is a complex network of ontological, biological and
cultural factors in social, ideological, and political contexts that define the
possibilities for agency. I will end this dissertation by quoting Rosemarie GarlandThomson (2011, p. 597), who has helped me to understand the ways in which the
particularities of our own embodiment exist in relation to the world in which we
live:
When we fit harmoniously and properly into the world, we forget the truth of
contingency because the world sustains us. When we experience misfitting and
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recognize that disjuncture for its political potential, we expose the relational
component and the fragility of fitting. Any of us can fit here today and misfit
there tomorrow.
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etc. The leader is changed every now and then.

”We need some light”

seems to be very shy … Jim wants to make very interactive

Students walk in chains in pulse and stops when music stops movements, which everyone is very enthusiastic about!”

Music: The Blaster Master:

“I felt like Alex wanted to show his skills in this exercise. Holly

stops, and walks when music starts again.

Pulse (~15 min)

way to participate.”

show a new stretching movement.
Students walk to the music in pulse, and stops when music

he is interested in this exercise, but he just could not find the

Stretching in a circle: every student has an opportunity to

Topic of the lesson:

came close to me and then disappeared again … I am sure

movement.

his own world during the exercise. During this exercise he

others follow. One student tries to guess who is leading the

I wanna dance with somebody

“Agent”-exercise, where one student leads the movement that “There is a boy called Noah in a group … He seems to be in

Music: Whitney Houston:

Warm-up (15 min)

Reflections in a research diary

Implementation

working in a group
social interaction
responsiveness

Demo lesson, introduction of the study and the teaching method
Practicing pulse and quick reaction

Theme

–

–

–

25.5.2015
3.9.2015

Themes of the lessons including examples of the lessons

Appendix

122
and listening to each other’s breathing.

Song called “Tuuli soi”

–

–

–

–

like trees in a wind. I was surprised how the boys were so

“Everyone was sitting quietly, eyes closed and moving still

singing forever.”

Practicing 4/4 meter with body percussions (depicted in Sub-chapter 4.3.3)

Students can sing along or just breath eyes closed.

close their eyes and listen to the song.

Students can sit down, still back to back with a pair. They

creative thinking and movement
decision-making
group dynamics
initiative

Practicing 4/4 meter and improvising

group dynamics
leading of the movement
social interaction

17.9.2015

–

–

–

10.9.2015

Students stand back to back and concentrate on breathing

Relaxation exercise

Reflections in a research diary

Then the teacher starts to sing a song accompanied by piano. quiet after all the fuss before. I felt like I could have keep

Implementation

Theme

123

improvising movements or so. Even they are lacking skills (in
music), it does not seem to matter.”

whatever movements (s)he wants, others follow them during
next 8 beats.
Same but each student shows a movement that is somehow

New: pause “what can you do on pause?”
The first (1/4) pause is where you should be clapping to the

Uprising (chosen by the

students)
together etc.

tights, the second pause (2/4) where you should clap hands

nothing. Others seems to get the idea, at least they try.

fourth (4/4) hands together up.

Music: Muse:

over. I wonder what’s wrong with her.”

Susan leaves the circle, but comes back when exercise is

rambling around again. Susan stands next to me, doing

hands together, the third (3/4) with person next to you, and

previous lesson) (5 min)

We stand on a circle and rehearse 4/4 with body percussions: “Noah stands for a while in a circle, but then he starts

turns, others follow.

Stretching: every student shows a stretching movements in

anger) in the movements, others follow.

Same but each student shows an emotion (sadness, joy,

others follow.

center of the circle, but no one admits it. Alex even walks to

(Storklapp; rehearsed already on The first (1/4) beat is clapped to the tights, the second (2/4)

Topic of the lesson: 4/4

seems that the atmosphere in this group is supportive for

Same but one person at the time, a student can show

pulse

related to sports (throwing a ball, playing tennis etc.) and

the center of the circle again to prove; it is easy for him! It

the circle and with four beats back.

Music: Soul music with strong

“I asked the students if they felt nervous about going to the

Standing in a circle, walking with four beats to the center of

Warm-up (10 min)

Reflections in a research diary

Implementation

Theme

124
Implementation

depicts the situation: “I won’t do anything today”. Other group
seems to enjoy their improvisation.”

movement and others follow, the leader can be changed
when turning to other direction.

“This exercise succeeded surprisingly well! Everyone (instead
of Noah) participated fully, even the boys did all the
movements from the beginning to the end. Indeed, it was

We stand in a circle and learn the lyrics of the nonsense
poem accompanied with body movements, repeating the
lyrics in small sections.
Add the music to the movements.

poem (20 min)

Music: Brass band music from

New Orleans

such a good spirit doing this exercise together!”

Reflections in a research diary

Implementation

Topic of the lesson: nonsense

peer interaction
initiatives
collaboration
listening

Practicing interaction through song with the movements and mirror movements

Theme

–

–

–

–

Practicing 4/4 and pulse with balls

group dynamics
peer interaction

1.10.2015

–

–

24.9.2015

trying to show some example, boys are not following. As Jim

Students move to music so that one student leads the

The robots

In the end student draw themselves “in music.”

point. Jim is concentrating on Isaac’s doings. When I am

Students are divided into group of four.

“Boys seems to lose their interest in the exercise at some

Reflections in a research diary

Music: Kraftwerk:

Improvisation exercise: (30 min) We listen to music and discuss what images it evokes in us

Theme

125

be difficult for other boys, Jim says it felt annoying. I keep

–

–

–

responsiveness
collaboration
creativity

Practicing group dynamics through drama exercises

creativity
decision making
group dynamics
social interaction

5.11.2015

–

–

–

–

29.10.2015 Practicing creativity through making a choreography in collaboration

eyes closed though, and so do the girls.”

thinking if this is too sensitive practice for them. Noah enjoys

the mattress, even the teachers noticed that…This seems to

Change.

by the teacher-researcher

One student lays down on the floor, and other gives her/him a “Noah was seemingly enthusiastic about this! He ran to get

exercise, but others ruined it.”

annoyed that other part would clearly wanted to continue this

Music: improvised music played massage with tennis ball.

Tennis ball massage (15 min)

fast. Some boys just can’t focus, and Susan is laughing at

No music

others so loud that the calm atmosphere is impossible. I felt

“Maybe the fact that students are mostly working with the
teachers and teaching assistants, they get the idea pretty

Reflections in a research diary

movements (10 min)

Implementation

Stretching in pairs, mirror

Theme

126

Take one heavy step forward and another lighter backwards. students, Ellen just walk away. Noah is participating very well,

Music: African drumming
Same with the clap.

attention. I didn’t see it when teaching.”

but when watching the video, I see him touching Sarah.
Afterwards we reflected, if this was his attempt to get Sarah’s

Same but with hand movements.

“We go through the steps together. When I go to help the

We stand in a circle.

Reflections in a research diary

Implementation

Warm-up (10 min)

collaboration
being in sync
social interaction

Theme

–

–

–

Practicing interaction and djembe playing through African dance

responsiveness
collaboration
creativity
peer interaction
imagination

17.11.2015

–

–

–

–

–

REPEATING: Practicing group dynamics through drama exercises

peer interaction
imagination

10.11.2015

–

–

127

Steps from the warm-up exercise + singing + djembe.

with djembe and dance

–

–

–

–

Practicing peer interaction through body percussions and dance

peer interaction
collaboration
attention
responsiveness

26.11.2015

from Sarah earlier in the lesson.”

on in his head. I felt sorry for him, as he clearly seeked help

even though it was not that nice. I wondered, what was going

but after all it was exciting to see his reacting to something,

confused about this lesson. I felt sorry for Noah’s fit of rage,

on her feet.

Foot massage

No music

One student lays down on the floor and the other steps gently “This went well for those who participated. Still, I felt very

he sure gets it.”

Noah’s fit of rage happens, and he seeks for attention. And

the djembe, but as they refused, Mary continued. Then

I think maybe I should have asked Isaac and Kenny to play

Relaxation exercise (10 min)

movements

Even Isaac and Kenny are fully present, even though I felt

Voluntary students can play the djembe, others sing.

Music: African song “Nanuma”

quite opposite when teaching. How did that happen? … Later

”When adding the singing to the steps, we are doing so fine!

Same but accompanied with the djembe drum.

Reflections in a research diary

min)

Implementation

Topic of the lesson: Nanuma (20 Learn the lyrics and the melody of the song.

Theme

128
“I chose reggae for our warm-up music just to create easy
going atmosphere in the lesson. It worked! Especially Isaac
enjoyed the music and you could really see that! We played

We are standing in a circle and taking steps to the music.
We create in turns different body percussions to accompany
our steps.

Warm-up (10 min):

Music: Bob Marley:

Natural mystic

is singing, even the boys. David had a hard time in following
the body percussions and Noah kept rambling around, but he

Learning the body percussions.
Combining all together.

Students rehears in pairs the steps to the waltz.

song with the body percussions

(15 min)

Rehearsing waltz for the

–

–

peer interaction
group dynamics

Practicing peer interaction through Finnish folk dance

whatever they are!! Everyone is dancing and especially Isaac

the teacher-researcher

14.1.2016

amazingly they just danced even though the steps are

Music: waltz accompanied by

partners. I felt also so good after this lesson.”

a pair. Isaac said something about the gaze between

experience, students said things like rhythm and dancing with

Day ball! When asking what was so positive in this

this lesson and they were really looking for the Independence

and Alex are very good at it. I felt everyone was happy about

we started to work in pairs. Noah and Mary were a pair and

Independence Day Ball (10 min)

“We learned the steps first alone and without the music. Then

success for all.”

clearly was interested in English lyrics. Indeed, this was a

“They just got so enthusiastic about the Hambone. Everyone

Learning the lyrics and the melody first.

exercise.”

to join and with a support from Sarah, he was able to join the

Noah who was rambling around again. Sarah kept asking him

Topic of the lesson: Hambone,

in hand.

Stretching back to back in pairs, leaning on each other, hand also body percussions, and everyone was on board, except

Reflections in a research diary

Implementation

Theme

129

reaction
responsiveness
peer interaction
group dynamics
leadership
imagination

it, we discuss with others about the favorite music-andmovement exercises. Many of them liked a tennis ball

(10 min)

accompanied by piano.”

massage, Hambone, drama exercises and exercises

“I forgot to ask for a triangle, and when Alex volunteers to get

Reflections in a research diary

music-and-movement exercises

Implementation

Discussion about the favorite

Theme

–

–

–

–

–

–

Practicing reactivity and creativity through musical phrases

responsiveness
listening
collaboration

28.1.2016

–

–

–

Practicing reaction through minor/major harmony

social interaction
initiative
responsiveness

21.1.2016

–

–

–

130
Listening to the triangle-sound when the phrase ends (on the Being close to each other and interaction bring smile to

phrase (25 min)

encouraging and saying supportive things to each other.”

When hearing the sound twice, take a pair and keep walking
in pairs.

Isn’t she lovely

can you do? I promise to be Mary’s partner as soon as I put

Eyes closed breathing back to back.

Music: Metallica:

–

–

–

–

Practicing leadership through chain dance

initiative
decision making
peer interaction
collaboration

11.2.2016

the music on. Others like the exercise and the music.”

to be a pair with Mary. Mary still reaches out to Kenny. What

Stretching back to back.

min)

Nothing else matters

“Kenny is protesting against the exercise as he does not want

Breathing back to back.

Relaxation exercise in pairs (10

turns forming a battle.

Battle: where each group presents their movement patterns in

phrase.

Each group invents different movement patterns to each

Dividing the group to two smaller groups.

more triangle.

Then listening from the music where the phrase ends, no

instructions.

Voluntary students can play the triangle, others follow their

walking in a group.

When hearing the sound three times, form a group and keep

other and seem to enjoy the moment. Students are

16th) and turning the direction.

Music: Stevie Wonder:

students faces. Students are friendly and helpful to each

“I notice how students enjoy working in pairs and with others.

Walking in a pulse.

Topic of the lesson: Musical

Reflections in a research diary

Implementation

Theme

131

that promising. Isaac wanted to play piano and I let him stay there while

stretching pretty well.”

participation (Isaac accompanying the exercise), because he did the

we started stretching … I don’t know if that influenced on Jim’s active

the flu. I dreamed of the calm, meditative lesson, but the start wasn’t

“The beginning of the lesson is chaotic … and I am still recovering from

Reflections in a research diary

piano

Stretching and deep breathing with relaxing music

Music: Isaac improvises with the in a circle.

Implementation

Warm-up (10 min)

initiative
decision making
peer interaction
collaboration

Practicing leadership through mirror exercise and chain dance

Theme

–

–

–

–

18.2.2016

132

performing the marionettes, Isaac’s marionette comes alive and starts to

very well, even the boys are doing it differently than instructed … When

–

–

refused to do so.”

everyone wants to lead the chain, except Susan, Ellen, and Holly

Practicing peer interaction through Finnish folk dance

peer interaction
collaboration

25.2.2016

leading the chain. I am so glad about it! He got support from Rose and
he was clearly smiling, when he succeeded in leading the chain. When

Music chosen by David

Mary’s turn comes, she goes full speed and the chain breaks. Almost

“Everyone was enjoying this exercise, even Noah was participating and

previous lesson (10 min)

from his peers.”

music. He gets praises from his teacher and me as well as applause

the piece, he lets his arms come down just at the right moment with the

open, facing the teacher. And as if Noah were anticipating the end of

honest way. It seems that Noah opens himself up to a larger self, hands

surprisingly present and starts to move in an expressive, open and

exercise turns into a free improvisation exercise. Noah becomes

music is added (me playing Kabalevsky’s Clowns on the piano), the

impossible for him and it turns into a mirror game. However, when the

marionette with the assisting teacher. At first, the exercise seems

to pay no attention, but he responds to the request to perform his own

Repeating the chain dance from

Then performing to others.

Noah’s performance is very touching. Noah is not watching nor seems

First rehearsing in pairs without music.

Music: Kabalevski:

“Afterwards, when watching the video, I see how students are working

live his own life. We all are laughing as Isaac is so good at it. Also,

imaginary strings.

movement exercise (25 min)

teacher-researcher

One acts like a marionette, which other pulls with

Topic of the lesson: Mirror

Reflections in a research diary

The Clowns accompanied by the Then with music (Kabalevski: The Clowns).

Implementation

Theme

133

great! I don’t know if Alex influenced on that, as his turn to

four beats back.

been so positive experience for all. Students knew the
variations, which helped with the flow of the chain dance.”
“We trained for different movement patterns and the dance
turned out to be great as a whole. I was really enjoying these
exercises, so did others. Except Noah, who seemed to be in
his own world again, near us, but still somewhere far.”

Choreography to Pulp Fiction

soundtrack “I want to dance”

based on Alex’s ideas (10 min)

Tennis ball massage (5 min)

Everyone was enjoying, for some reason this exercise has

“Gaby wants to start as a leader. Such a great improvement!

I want to dance (chosen by Alex)

One leads the chain and make the variations, others follow.

initiative!”

Music: Pulp fiction:

(15 min)

Topic of the lesson: Chain dance We are dancing in a chain.

related to winter holiday.

Same but each student shows a movement that is somehow

movements (s)he wants, others follow.

Same but one person at the time, student can show whatever show an example was just before Noah. But so clear

“Noah shows an example for movements for the first time! So

Walking with four beats to the center of the circle and with

Warm-up exercise (5 min)

Reflections in a research diary

Implementation

decision making
initiative
peer interaction

Theme

–

–

–

Students’ favorite exercises -lesson:

face to face contact

3.3.2016

–

134

–

–

–

–

–

Practicing leadership through creative movements

decision making
initiative
responsiveness
social interaction
peer support

17.3.2019
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