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ABSTRACT 
 
 This work is an analysis of moral concepts in the philosophy of music education. 

Philosophy is understood in a broad sense as scholarly writing in music education that 

implicitly or explicitly involves discussions of right action, appropriate human 

interaction, or moral authority in music education. The works of six music education 

scholars (Bennett Reimer, David Elliott, Estelle Jorgensen, Thomas Regelski, Clifford 

Madsen, and Patrician Shehan Campbell) were analyzed by applying Lakoff and 

Johnson’s theories of Conceptual Metaphor and Family Metaphor. Results of the analysis 

indicate that a range of moral authorities and moral systems are used and that they reflect 

the conceptual metaphors of Strict, Nurturant, and Permissive Parent Families. Possible 

applications and implications of this analysis for the practice of music education are 

explored. 
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CHAPTER 1 
 

INTRODUCTION 
 

 The questions I address here arise from practical experience as a music teacher in 

Eureka, a small mining town in rural Utah. The challenges of guiding musical 

experiences for more than 200 students as they progress from kindergarten through grade 

12 are complex. Yet I find that the myriad of issues that arise, the constant parade of 

decisions to be made, and the autonomy I am afforded in determining the best course of 

action to take combine in ways that keep me engaged, truly interested, and ever growing 

as a music teacher. However, as I reflect on my practice I often wonder if I really am 

making the best decisions for my students. Subsequently, I am continually searching for 

and refining principles to guide my actions. 

 This initial search for guidance has spiraled outward into a general inquiry 

regarding right practice in music education: What is the best course of action to take, who 

should determine what is right or good, and on what should such decisions be based? 

These have traditionally been philosophical questions and more specifically, moral or 

ethical ones. According to the Cambridge Dictionary of Philosophy, ethics is “the 

philosophical study of morality. The word is also commonly used interchangeably with 

‘morality’ . . .”1 In short, morality involves questions concerning right action, legitimate 

authority, and appropriate human interaction.  I use the term “morality” synonymously  

                                                
1 Robert Audi, ed. The Cambridge Dictionary of Philosophy (Cambridge: Cambridge 
University Press, 1995), s.v. “Ethics,” by John Deigh, 244. 
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with “ethics” and “values.” Such a broad definition coincides with the saturation of music 

education by moral issues including:  

 What genres of music should be taught and why? Should I focus on supposed 

“serious” or “classical” music or is it acceptable to involve students in musical styles with 

which they already are interested? How important is it for students to be fluent in a wide 

variety of musics? In other words, how much depth should be sacrificed for the sake of 

breadth or vice-versa? What type of relationship should I maintain with my students? 

Should I act as a benevolent dictator, coach, manager, boss, or friend? How should the 

needs and/or interests of students influence decisions relative to local, state, or national 

standards? What responsibility do I have for the long-term musical or even non-musical 

needs of my students? 

 John Goodlad discusses the task of addressing moral questions such as these in 

education generally: 

Even if a well-developed science of teaching were available, its mastery by teachers 
would not provide sufficient guidance for the burden of judgment they carry. Its full 
definition would not adequately frame a profession of teaching, and teacher education 
programs based on only this science would be seriously deficient. Virtually all 
teaching in schools involves values and is guided by normative principles.2 
 

 The teacher, in this view, is a moral agent, making decisions regarding right 

practice in virtually every aspect of teaching. The necessary knowledge in making such 

decisions is, according to music education theorist, Thomas Regelski, a praxial type of 

                                                
2 John I. Goodlad, “The Occupation of Teaching in Schools,” in The Moral Dimensions 
of Teaching, eds. John I. Goodlad, Roger Soder, and Kenneth A. Sirotnik (San Francisco: 
Jossey-Bass, 1990): 19. 
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knowledge. He discusses Aristotle’s divisions of knowledge; praxis, theoria, and techne.3  

Theoria is “the kind of knowledge of pure or eternal truth that existed to be contemplated 

for its own sake”; it is “abstract, autonomous, universal, pure, and abstract.”4 Techne is 

knowledge employed in producing concrete results according to pre-designed patterns or 

formulas. Praxis, on the other hand, “is governed by a kind of ‘doing’ called phronesis—

an ethical knowledge of and for achieving ‘right results’ judged in terms of actual 

benefits for one’s self or for others. Thus, praxis is centrally concerned with the critical 

and rational knowledge of both means and ends needed to bring about ‘right results’ for 

people.”5 

  It is difficult for me to imagine a single decision I make as a music teacher that 

does not, in some way or other, bring about results that either positively or adversely 

affect the life of someone else.  To further complicate the matter, within the field of 

music education are numerous influences that must be negotiated in order to determine 

right action—a myriad of voices claiming that this or that practice or outcome is 

beneficial to all students. In addition, the values and needs of parents, communities, and 

various levels of government impact the moral decision-making process.   

 Certain members of the music education profession endeavor to provide guidance 

relative to negotiating these and other influences, but negotiating the disparate views of 

those who would guide the profession is, in itself, a significant and daunting task. With 

                                                
3 Thomas Regelski, “The Aristotelian Basic of Praxis for Music and Music Education as 
Praxis,” Philosophy of Music Education Review 6 (Spring, 1998): 12-21. 
4 Ibid., 23. 
5 Ibid., 28. 
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the daily practical demands inherent in teaching music, there is little time for sufficient 

reflection to sort through it all.  So, this dissertation is focused on exactly that—to take 

the time and make the effort to generate a deeper understanding of the moral concepts 

currently in use in music education. I believe that such an understanding can serve as a 

resource in improving my own practice as well as practice in music education generally. 

 

Moral Concepts 
 
 The theoretical framework applied in this analysis originated in the work of 

George Lakoff, a cognitive linguist, and Mark Johnson, a philosopher. Their philosophy, 

embodied realism, is based upon three findings within cognitive science. First, the mind 

is inherently embodied. Therefore, all concepts derive from and are shaped by 

sensorimotor experience; the mind, being situated in a body, is shaped initially by 

somatic, sensorimotor experience.  

 Second, thought is mostly unconscious.  

Cognitive scientists have shown experimentally that to understand even the simplest 
utterance, we must perform . . . incredibly complex forms of thought automatically 
and without noticeable effort below the level of consciousness. It is not merely that 
we occasionally do not notice these processes; rather, they are inaccessible to 
conscious awareness and control.6  
 

 In fact, Lakoff and Johnson claim that 95 percent of cognition is unconscious and 

that the cognitive unconscious works like a “hidden hand” in shaping how we 

conceptualize experience.  

                                                
6 George Lakoff and Mark Johnson, Philosophy in the Flesh: The Embodied Mind and Its 
Challenge to Western Thought (New York: Basic Books, 1999): 11. 
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 Third, abstract concepts are largely metaphorical in that they, on a very basic 

level, “share space” with neural structures for sensorimotor experience. Lakoff and 

Johnson explain: 

 In short, we form extraordinarily rich conceptual structures for our categories and 
reason about them in many ways that are crucial for our everyday functioning. All of 
these conceptual structures are, of course, neural structures in our brains. This makes 
them embodied in the trivial sense that any mental construct is realized neurally. But 
there is a deeper and more important sense in which our concepts are embodied. What 
makes concepts concepts is their inferential capacity, their ability to be bound 
together in ways that yield inferences. An embodied concept is a neural structure that 
is actually part of, or makes use of, the sensorimotor system of our brains. Much of 
conceptual inference is, therefore, sensorimotor inference.7 
 

Furthermore, 
 

 Our subjective mental life is enormous in scope and richness. We make subjective 
judgments about such abstract things as importance, similarity, difficulty, and 
morality, and we have subjective experiences of desire, affection, intimacy, and 
achievement. Yet, as rich as these experiences are, much of the way we conceptualize 
them, reason about them, and visualize them comes from other domains of 
experience. These other domains are mostly sensorimotor domains, as when we 
conceptualize understanding an idea (subjective experience) in terms of grasping an 
object (sensorimotor experience) and failing to understand an idea as having it go 
right by us or over our heads. The cognitive mechanism for such conceptualizations is 
conceptual metaphor, which allows us to use the physical logic of grasping to reason 
about understanding.8 
 

 Lakoff and Johnson call this basic level of conceptual metaphor primary 

metaphor. Primary metaphors are subsequently combined into more complex metaphors. 

Moral concepts, then, are complex neural structures related initially to concepts for 

physical and social well-being. 

 [T]he range of metaphors that define our moral concepts is fairly restricted 
(probably not more than two dozen basic metaphors) and . . . there are substantial 

                                                
7 Ibid., 20. (Italics in original.) 
8 Ibid., 45. 
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constraints on the range of possible metaphors for morality. These metaphors are 
grounded in the nature of our bodies and social interactions, and they are thus 
anything but arbitrary and unconstrained. They all appear to be grounded in our 
various experiences of well-being, especially physical well-being. In other words, we 
have found that the source domains of our metaphors for morality are typically based 
on what people over history and across cultures have seen as contributing to their 
well-being. For example, it is better to be healthy, rather than sick. It is better if the 
food you eat, the water you drink, and the air you breathe are pure, rather than 
contaminated. It is better to be strong, rather than weak. It is better to be in control, 
rather than out of control or dominated by others. People seek freedom, rather than 
slavery. It is preferable to have sufficient wealth to live comfortably rather than being 
impoverished. People would rather be socially connected, protected, cared about, and 
nurtured than be isolated, vulnerable, ignored, or neglected. It is better to be able to 
function in the light, rather than to be subjected to the fear of the dark. And it is better 
to be upright and balanced, than to be off balance or unable to stand.9 

 
 Differences in moral conceptualizing, according to the aforementioned theories, 

come about as primary metaphors are blended and combined into more complex 

structures. In other words, while purely sensorimotor experiences may have a high degree 

of similarity, socio-cultural experiences differ to various degrees and, therefore, the 

complex metaphors based upon these types of experience differ accordingly.  

 

Family Metaphor 

 As one’s first social field of experience, the family is central to the development 

of moral concepts. The Theory of Family Metaphor emerged from analyses by Lakoff of 

conservative and liberal political views.10 He noticed that moral/social judgments were 

based on family interaction patterns. Later, Lakoff and Johnson applied the theory in their 

                                                
9 Ibid., 290-91. 
10 George Lakoff. Moral Politics: What Conservatives Know that Liberals Don’t. 
(Chicago: The University of Chicago Press, 1996). 
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analysis of the moral concepts of major philosophers.11 The general idea is that complex 

metaphors develop around one’s concepts for ideal families and are then projected onto 

beliefs about appropriate interaction within other social groups or institutions such as a 

community, a profession, a school, a race, or a peer-group. In all cases, leaders in the 

group (actual people, ideas, or society in general) are parents and individual members are 

children. Moral relationships in the family become moral relationships in the group. 

Depending on the characteristics of the authority figure and modes of family interaction, 

families, according to Lakoff and Johnson, take various ideal types: the Strict Father 

Family, the Permissive Parent Family, and the Nurturant Parent Family.  It is important to 

note, however, that these are ideal categories rather than classifications for individual 

families. In reality families tend to demonstrate various combinations of types.  

 

Strict Father Families 

 In the Strict Father Family the world is viewed as a dangerous place. We must 

compete with others just to survive. The Strict Father’s authority derives from his 

superior strength (physical, intellectual, and/or moral); because those who are stronger 

are more apt to survive, they have a natural authority over and a duty to protect those who 

are weaker. Subsequently, there is a natural order of things based on strength: God, 

nature, or society might be the strongest force followed by men, women, children, and 

animals. Authority in this hierarchy is absolute; it is almost never negotiated. Father 

always knows best. Those who are weaker are obligated to obey. The legitimacy of this 

                                                
11 Lakoff and Johnson. Philosophy in the Flesh. 
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type of authority derives from the inability of the people subject to authority to know 

what is best for themselves, the authority figure’s having the best interests of others in 

mind, the ability of the authority figure to know what is best for others, and the 

recognition from others that the authority figure has the best interests of others in mind.12   

 The duty of the Strict Father is to protect his family from harm. He does this by 

enforcing strict rules through both punishment and reward. The Strict Father believes a 

sort of behaviorism: “People left to their own devices, tend simply to satisfy their desires. 

But, people will make themselves do things they don’t want to do in order to get rewards; 

they will refrain from doing things they do want to do in order to avoid punishment.”13 

The exertion of authority is moral behavior on the part of the authority figure, and it is 

immoral for the authority figure to fail to exert authority, that is, to fail to set standards of 

behavior and to enforce them through punishment and reward. Love and nurturance, to 

the Strict Father, are important but never outweigh parental authority and strength. 

Empathy is egocentric; the father strives to understand how children feel for the purpose 

of getting them to do those things that he views as good for them. Self-discipline is 

ingrained through the combined forces of the natural world and the authority figure. One 

becomes morally strong through self-discipline and self-denial. Self-indulgence and lack 

of self-control are forms of immorality. 

 

                                                
12 Lakoff, Moral Politics. 
13 Ibid., 67. 



 19 

Permissive Parent Families 

 The world, to the Permissive Family, is viewed as naturally good. Therefore, there 

is little need for authority. If everyone simply does “what comes naturally” then, 

somehow, everything will work out for the best. Permissive Families generally take a 

negative view of explicitly organized societies. They take a Romantic view, however, of 

primitive cultures. There are two general forms of Permissive Family Morality. 

 Ethical Egoism is the view that an act is right if it maximizes my own well-being. 
Crude forms specify well-being as nothing more than pleasure, whereas sophisticated 
forms recognize a broad range of human activities that give rise to individual 
flourishing. They also recognize that social interaction is an important part of this 
pattern of human living. . . .[I]f each person pursues his or her individual self-interest, 
then by some Invisible Hand, the moral interest of all will be served. This second 
version appropriates some of the values of the Strict Father model, especially moral 
strength, self-discipline, and self-control.14 
 

 Existentialist Ethics is also a form of Permissive Parent Morality. 

[It] presents itself as a form of moral relativism that rejects the very notion of moral 
essence, absolute values, and rational commands. It denies that there is any 
preexisting human essence or any ultimate human end that could define moral action. 
All we have is our freedom and the necessity of making choices (since not to choose 
is to choose). Freedom and authenticity are its catchwords. . . . We, the children not 
under the authority of any parent, make our choices without help or guidance from 
our metaphorical parents (God, Reason, Feeling, Society). That does not mean that 
we act with no ethics at all. Rather we act with an ethics of our own choice, one that 
is not imposed on us. Existentialism might be seen as an instance of the rebellious 
child rejecting the parent altogether and finding his or her own way in the world.15 

 
 
 

Nurturant Parent Families 

 In Nurturant Parent Families the world and people are potentially good. The 

                                                
14 Lakoff and Johnson, Philosophy in the Flesh, 323. 
15 Ibid., 324. 
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world can be a dangerous place, but protection comes from cooperation with the world 

and with each other. “The primal experience behind this model is that of being cared for 

and cared about, having one’s desires for loving interactions met, living as happily as 

possible, and deriving meaning from mutual interaction and care.”16 Children interact 

positively with others, contribute to the community, and find ways to “realize their 

potential and find joy in life.”17 They learn obedience through love, without punishment 

or reward. Parents and children engage in open conversation and all participate in 

decisions. Through this process children learn to be self-disciplined, self-reliant, and 

nurturing. Legitimate authority exists when parents “earn the respect and obedience of 

their children by nurturing, protecting, and educating effectively and acting morally.”18 

Empathy is absolute; it involves an attempt to understand the other in an effort to help 

fulfill their needs and wants.   

 

Moral Concepts in Music Education 

 Lakoff and Johnson write: “What is startling is that, even for most basic concepts, 

the hidden hand of the unconscious mind uses metaphor to define our unconscious 

metaphysics – the metaphysics used not just by ordinary people, but also by philosophers 

to make sense of concepts.”19 In this analysis I use the term “philosophers” rather loosely 

to refer to scholars and policy makers in music education who advocate definite courses 

                                                
16 Ibid., 315. 
17 Ibid. 
18 Ibid., 301. 
19 Ibid., 14. 
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of action on the part of others. Those who publish their work in scholarly journals or in 

books about music education unavoidably portray their moral concepts. Their practical 

recommendations are, then, based upon these concepts. “Philosophy” in this usage does 

not privilege those who are overtly philosophers, for all people unavoidably employ 

moral concepts in their thoughts about and recommendations for music education. 

 The scholars whose work is the subject of this analysis attribute moral authority to 

a number of more-or-less abstract categories including reason, society and culture, music, 

feeling, and research. Bennett Reimer writes that a “reason for the importance of a 

convincing professional philosophy is the fact that everything music educators do in their 

jobs carries out in practice their beliefs about their subject. Every time a choice is made a 

belief is applied.”20 According to Reimer, philosophy is required to determine right action 

in music education. In fact, he believes that every single choice a music teacher makes 

should have a philosophical basis. 

 A philosophy provides the unifying power for the energies of music education at 
all levels of practice. As mentioned previously, each choice a teacher makes as a 
professional should carry out in practice a belief about the value of what is being 
taught. What are good objectives for a music program? What are good objectives for 
a particular rehearsal or class session? What should be said about a piece being 
listened to on a recording? How should one guide a student to finish a piece he or she 
is composing? How should one give evidence that learning is occurring? Which 
method should be used for a beginning instrumentalist? What should the choir sing 
for the next concert? How much time should be given to marching band activities? 
Which elementary textbooks should be adopted? On and on the decisions go, at every 
level from the most general to the most specific. Without a dependable source of 
beliefs about what is genuinely valuable in these and the thousands of other matters 
that must be decided, there is simply no way to make sense of teaching.21 

                                                
20 Bennett Reimer, A Philosophy of Music Education, 2d ed. (Englewood Cliffs, New 
Jersey: Prentice Hall, 1989): 7. 
21 Ibid., 11. 
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 For David Elliott as well, philosophy is a primary moral authority in music 

education. He writes that philosophical “inquiry has a central role to play in explaining 

what music education is and ought to be.”22 As the moral authority philosophy provides 

direction and is the impetus for growth and progress. “Systematic thinking about our 

philosophical inheritance is . . . imperative if professional practice intends to avoid 

misdirection and atrophy.”23 In fact, in Elliott’s view, philosophy is an absolute 

requirement for right or effective action. “To anchor, organize, maintain, improve, and 

explain music education requires a philosophy: a critically reasoned network of concepts 

and beliefs about the nature and significance of music education.”24  

 Estelle Jorgensen advocates dialectics, a specific approach to philosophy, as 

central. Subsequently, she argues that music teachers and researchers alike, in order to 

make appropriate decisions, need to be trained in the art of dialectic. 

 Rather than searching only for scientific laws that undergird a single “best 
practice,” music education researchers should also seek ideas and practices that are 
appropriate for or right in certain situations. They should value description as much as 
scientific explanation, even if its results seem murkier, less generalizable, more 
complex, and even contradictory, because description can get at some things that 
other investigative means cannot. The demands of each situation cannot be met by a 
single universal philosophy or method of instruction no matter how philosophically 
and practically defensible it might appear to be. Rather, each music teacher must fit 
the right instructional approaches to a set of demands in some measure unique to a 
particular situation.25 

                                                
22 David J. Elliott, Music Matters: A New Philosophy of Music Education (New York: 
Oxford University Press, 1995): 13. 
23 Ibid., 5. 
24 Ibid., 11. 
25 Estelle R. Jorgensen, In Search of Music Education (Urbana and Chicago: University 
of Illinois Press, 1997):  92. 
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 A relatively large number of music education theorists advocate that behavioral 

research in music education should guide practice. For example, Madsen and Madsen 

write, “A functional analysis that investigates the behavior of both student and teacher 

most often reveals things that the teacher could do in order to achieve different or better 

results.”26 Behavioral research, in this way, is put forth as an authority regarding right 

action. Rightness is equated with achieving the best possible results. This view, as with 

other more overt philosophies, includes myriad assumptions regarding human nature and 

human interaction. 

 Patricia Shehan Campbell recommends ethnomusicology as a guide in music 

education, particularly understanding children’s musical worlds via research. Her own 

research is intended to guide practice on the part of both parents and teachers. 

My hope is that the book may serve its primary purpose, to function as a means for 
teachers (and more than a few parents) to stand still and away from the day-to-day 
busy-ness of talking at—rather than listening to—children, in order to assess who 
they are, what they do, how they think. We require these moments of watching, 
listening, and contemplating in order to enrich the lives of children for whom we are 
responsible.27 

 
While research is often allied with reason in what seems to be the majority’s view, 

Campbell seems to ally research with feeling—sensitivity towards the feelings, wants, 

and needs of children. 

 David Elliott allows a degree of authority to society in the form of musical 

                                                
26 Clifford K. Madsen and Charles H. Madsen, Jr., Teaching/Discipline: A Positive 
Approach for Educational Development, 4th ed. (Tallahassee, Florida: The Florida State 
University, 1998), 4.  
27 Patricia Shehan Campbell, Songs in Their Heads: Music and Its Meaning in Children’s 
Lives (New York: Oxford University Press, 1998), 226. 
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practices. “For it is always the musical community or practice that determines the nature 

and appropriate use of music understanding.”28 The importance of society as an authority 

is further underscored by the idea that it is a central contributor in the creation of musical 

practices. “When we engage in debating the musical authenticity and quality of 

arrangements we thrust ourselves into the web of musical-social relations that constitute 

the very essence of musical practices.”29 Even though society does not function as a 

universal type of authority, it is still, according to Elliott, central in determining right 

action (via musical practices) in music education. 

 Clifford Madsen also refers to society as a source for moral authority in the lives 

of children. “The disciplined child is a child who (1) has learned to behave socially in 

appropriate ways, and (2) evidences proper patterns of responses to academic work. If 

either one of these two general categories of behaviors is absent, we usually say the child 

‘has a problem.’”30 Society, in this view, determines to a considerable degree how 

children should behave. Society’s standards, traditions, and goals become primary in 

determining right action while research seeks to determine the most effective method to 

elicit the appropriate behavior. 

 Society and research are combined in a quite different way in Thomas Regelski’s 

writing. He encourages others to recognize the importance of research about society in 

determining right action in music education. “Music education as a field has thus ignored 

or actively rejected the empirical findings of sociology, sociomusicology and musical 
                                                
28 Elliott, Music Matters, 177. 
29 Ibid., 172. 
30 Madsen and Madsen, Teaching/Discipline, 7. 
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ethnography as a basis for understanding and advancing the role and purpose of music in 

schools and society.”31 He further suggests that society’s authority is somehow 

reciprocal, constituting right behavior and constituted by human behavior. 

 Many contemporary theorists stress a two-way or dialectical relationship between 
society and the individual, both of which are studied in terms of their objective 
manifestations and their subjective meanings. Thus contemporary practice theory 
studies the dialectical process by which individuals create, at the same time as they 
are created by, society and its structures and products . . .32 

 
 Estelle Jorgensen affirms that ways of knowing associated with feeling should not 

be ignored as moral guides. In fact, her interpretation of the Gaia hypothesis recommends 

that all types of knowledge be considered equally when determining right action.  

 Among the various statements of this worldview, the Gaia hypothesis posits that 
all things on planet earth comprise part of an interconnected dynamic system in 
delicate balance, where the whole transcends the sum of its parts. Applied figuratively 
in the social realm, this hypothesis challenges the rule of technology, positivism, and 
rationality and posits the complementarity of the arts, the validity of nonscientific 
ways of knowing, and the importance of imagination and intuition. Its concern is with 
process as well as product, with cooperation along with competition, and it suggests 
that feminine in addition to masculine ways of knowing enhance the richness of 
human society and personal well-being.33 
 

 Elements that might traditionally be associated with feeling (imagination, 

intuition, cooperation) are given equal authority with those often associated with reason 

(rationality, competition), albeit under the guidance of the Gaia hypothesis.   

                                                
31 Thomas Regelski, “Social Theory, and Music and Music Education as Praxis.” Action, 
Criticism, and Theory for Music Education 3:3 (December 2004), 
http://mas.siue.edu/ACT/v3/Regelski04.pdf.  
32 Ibid. 
33 Jorgensen, In Search of Music Education, 3. 
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 In Bennett Reimer’s aesthetics, feeling is given a central position as the essence of 

life. It seems that such a prominent place should indicate that some degree of moral 

authority is attributed to feeling. 

Feeling is part of human life as air is part of human bodies; it is as difficult to 
conceive human life without feeling as without air. . . . Much of what we know about 
our world—of what our world seems to us to be like—we know about by feeling 
about it. Our feelings are not just added on to our human existence as a separate 
element overlaying our physical or intellectual being; feeling saturates everything we 
are and do and is inseparable from everything we are and do. The nature of the human 
condition is very largely a nature of organisms that have the capacity to feel and are 
aware that they are feeling.34 

 
 This view would seem, as in Jorgensen’s view, to put intuitive ways of knowing 

on par with the rational. However, Reimer ties his view of feeling to his definition of 

cognition, thereby bringing feeling possibly closer to reason than to feeling as defined by 

others. 

 Most of the theorists cited herein write about some type feeling in the form of 

empathy. In some instances, such as the following from Patricia Shehan Campbell, 

empathy is emphasized to the degree that it seems feeling plays a significant role in 

determining right action. 

 I now know better that ever that listening and watching children in their musical 
behaviors can be a transforming experience. Children are surprisingly accomplished 
listeners, creators, and performers. We should let their behavior and needs shape our 
designs for their musical education. Perhaps by hearing them out, we can find ways to 
augment the role that music already has in their lives and thus help them acquire even 
greater musical riches.35 

 

                                                
34 Reimer, A Philosophy, 2d ed., 46. 
35 Patricia Shehan Campbell, “What Music Really Means to Children,” Music Educators 
Journal, 86:5 (March, 2000), 32. 
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 Feeling is inextricably connected with understanding children. Feeling, in the 

form of caring deeply for and about children, provides the impetus and guidance for 

research that is then aimed at fulfilling the needs of children. There is also a sense in 

which feeling is universal; caring for children does not change from culture to culture 

although the ways in which needs are fulfilled might vary greatly. 

 David Elliott asserts that a philosophical concept of music should guide music 

education. The “professional practice of music education ought to rest upon a 

philosophical concept of music that is constructed from as many logically related 

perspectives as possible.”36 It seems that music and philosophy might have some sort of 

partnership as moral authorities being combined as “a philosophical concept of music.” 

As a combined authority it might share characteristics from both reason and music. It is 

also possible that one element might be more dominant than the other. At any rate, it is 

difficult at this point to determine how much authority is given to music by itself. 

 Bennett Reimer, on the other hand, assigns moral authority to music in very clear 

terms. 

What one knows when one knows music includes the “knowing of” the need for 
music to be master and us to be servant. A child practicing a piece, discovering its 
internal demands and yielding to them as she experiences them and shapes the sounds 
to capture what needs to be captured, is undergoing discipline—is being moral. Art 
never preaches: art requires us to experience. The joy expressed by artists who say 
about their work that they “serve their art” is precisely the joy of disciplined, 
intrinsically moral experience. Music educators do not provide discipline or teach 
morality. Music does.37 

 

                                                
36 Elliott, Music Matters, 18. 
37Reimer, A Philosophy, 2d ed., 139-140. 



 28 

 Music, in this case, is a universal moral authority that determines right musical 

action for students and teachers alike. Philosophy serves to help people understand the 

authority of music. In other words, there seems to be a sort of hierarchy of authorities 

rather than a combination.  

  

Method 

 That moral authority is generally assigned to abstract entities such as reason, 

music, feeling, research, and society is consistent with Lakoff’s and Johnson’s findings. 

According to the previously discussed theories, abstract entities are conceptualized 

metaphorically; concepts from more concrete social/somatic experiences are combined 

and projected onto more abstract concepts. This analysis is aimed at identifying and 

unraveling the complex metaphorical structures that underlie the concepts of music 

education philosophers and researchers regarding abstract moral authorities. I hope that 

this journey will be an effective method for identifying and exploring morality in the 

theoretical/philosophical dimensions of music education which understandings might 

provide myself and others with a broader and deeper perspective of our own moral 

concepts as well as those currently influential in music education. 

 The method employed is qualitative content analysis relative to the Theory or 

Conceptual Metaphor and the Theory of Family Metaphor. This analysis has involved a 

broad base of research articles and books by leading and current researchers and theorists 

in music education including the sub-fields of music education philosophy, psychology, 

and sociology. Articles and/or books by a core of three to five researchers served as the 
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starting point. Notes taken during multiple readings reflected the emergence of general 

patterns that were compared with those identified by Lakoff and Johnson. Entry points to 

the analysis included any statements that prescribe or reflect some sort of authority 

(reason, science, society), morality, or social relationships (music teacher-music student, 

teacher educator-prospective educators, teacher educator-inservice teacher, music 

education researchers-music educators, the general profession of music education-

individual music educators). Patterns and categories gleaned from this initial analysis 

were then taken to a broader range of readings through which categories were further 

refined, combined, or expanded. From this process a narrative emerged that describes the 

complex interplay of patterns and concepts related to family metaphor. Finally, the 

narrative was limited to six scholars representing, I felt, a balanced cross-section of 

concepts and scholars. 

 The analysis is divided into six chapters, one for each of the six scholars.  The 

narrative ranges from block quotes followed or preceded by discussion to short excerpts 

interspersed with narrative. Conceptual mappings and central ideas are indicated 

throughout in capital letters. The authors’ italics have been omitted in all quotations and 

my own italics added unless otherwise indicated. My use of italics is aimed at identifying 

the types of terms and phrases that stood out for me during the analysis.  Within 

individual chapters I have referred to the music education scholar at the beginning of the 

chapter but then, in order to make the narrative more expedient, have generally left out 

phrases such as “according to . . .” and “in the perspective of . . .” 

 I have chosen to not include summaries at the end of sections or chapters. Instead, 
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following the six analyses I have included a chapter in which I summarize the various 

concepts identified. Finally, I include a chapter in which I discuss the major findings, 

limitations, and possible applications of this study. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 



CHAPTER 2 

BENNETT REIMER 

 
Philosophy 

 Bennett Reimer writes: 
 

[S]ome philosophy—some underlying set of beliefs about the nature and value of 
one’s field—is required if one is to be effective as a professional and if one’s 
profession is to be effective as a whole. Indeed, a continuing need of the profession is 
a statement of philosophy which captures the sense of where the profession stands 
and where it is going and which provides a common point of reference from which 
new and differing ideas can spring.1 

 Two levels of moral agency, the music education profession and individual music 

teachers, are mentioned. “The need for a philosophy exists at both the collective and 

individual levels.”2 Metaphorically, the profession is viewed as a family and individual 

music teachers as family members. Philosophy takes the role as moral authority, the 

parent, indicated by its spatial location both underneath and in the midst of moral agents. 

As foundation it supports and sustains the profession and individual professionals and as 

center it provides a base from which new paths can be taken, a ground from which new 

ideas can spring. The profession needs guidance regarding its purpose in order to make 

its journey purposeful or effective—to reach its goals. Right action is effective or 

purposeful movement having a definite starting point and an end goal. As moral 

authority, philosophy acts as a guide in orienting travelers and providing the needed 

directions. 
 
 
 
 

                                                
1 Reimer, A Philosophy, 3. 
2 Ibid. 
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 PARENT     →  PHILOSOPHY 
 
 FAMILY     →  MUSIC EDUCATION   
       PROFESSION 
 
 CHILDREN     →  INDIVIDUAL MUSIC TEACHERS 
 
 PURPOSEFUL MOVEMENT → MORAL ACTION 
 
 PURPOSEFUL MOVEMENT REQUIRES MORAL GUIDANCE 

 

Moral Nurturance 

 Philosophy’s authority depends on its ability to fulfill the vital needs of the 

profession. The profession “needs a set of beliefs that can serve to guide the efforts of the 

group.”3 Guidance is offered relative to a distinct need demonstrated by the profession. In 

this sense, guidance involves the fulfillment of needs or, in a word, nurturance. 

 
 
 GUIDANCE    → MORAL NURTURANCE 

 
 
 The impact the profession can make on society depends in large degree on the 
quality of the profession’s understanding of what it has to offer which might be of 
value to society. There is a continuing need for a better understanding of the value of 
music and of the teaching and learning of music.4  

 
 Philosophy’s aim is Moral Nurturance, to fulfill the profession’s need to 

understand the nature and value of the good things it can offer society. On both 

relationship levels, philosophy to profession and profession to society, fulfilling needs or 

offering good things to others is important. Moral Nurturance, in other words, is both 
                                                
3 Ibid. 
4 Ibid. 
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demonstrated by the parent and replicated through expectations regarding the actions of 

the children. 

 
 OFFERING GOOD GIFTS  → MORAL NURTURANCE 
 
 MORAL NURTURANCE IS PERPETUATED IN THE CHILD 
 

 The same understanding that guides action also helps the profession understand 

its inherent worth; it serves to increase self-esteem (positive feelings about self). 
 

 There is a continuing need for a better understanding of the value of music and of 
the teaching and learning of music. An uncomfortable amount of defensiveness, of 
self-doubt, of grasping at straws which seem to offer bits and pieces of self-
justification, exists now in music education and has always seemed to exist. It would 
be difficult to find a field so active, so apparently healthy, so venerable in age and 
widespread in practice, which is at the same time so worried about its inherent value.5 

 A group that does not understand its purpose in life is defensive, self-doubting, 

uncomfortable, and gullible. Conversely, inner peace and comfort come from knowing 

and understanding ones own true nature and subsequent value. The idea that “bits and 

pieces” are inadequate might indicate that self-justification is viewed as a type of 

nourishment. The profession, on one hand, is like a child sorely in need of nourishment 

who grasps at any morsel it can find and, on the other hand, it is like a fully grown, 

“venerable,” and “apparently healthy” person merely lacking in some essential nutrients. 
 
 
 NOURISHMENT   → SELF-JUSTIFICATION 
 
 
 Reimer continues: 
 

 The tremendous expenditure of concern about how to justify itself—both to itself 
and to others—which has been traditional in this field, reflects a lack of philosophical 
inner peace. What a shame this is. For, as will be made clear in this book, 

                                                
5 Ibid. 
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justification for teaching and learning music exists at the very deepest levels of human 
value. Until music education understands what it genuinely has to offer, until it is 
convinced of the fact that it is a necessary rather than peripheral part of human 
culture, until it “feels in its bones” that its value is a fundamental one, it will not have 
attained the peace of mind which is the mark of maturity and it also will not have 
reached a level of operational effectiveness which is an outgrowth of self-acceptance, 
of security, or purposes understood and efforts channeled.6 

 

 The profession has something of significant value to offer society and, therefore, 

the profession itself is of incredible worth. Shamefully, the profession squanders its 

precious resources in a vain attempt to acquire something it already possesses! If it would 

only look inward, it would discover its inherent self-worth. Because moral action is the 

appropriate distribution of wealth, the prerequisite to moral action is an assurance that 

what one has to give is of value. The value of the profession is, in fact, deep and 

fundamental. A mature, morally healthy individual realizes this and is comfortable and 

peaceful as a result.  

 
 OFFERINGS    → PERSONAL RESOURCES 
 
 VALUE OF OFFERINGS  → SELF-WORTH 
 
 NATURE OF OFFERINGS  → NATURE OF SELF 
 
 SHARING    → GIVING OF ONESELF 
 
 CHANNELING RESOURCES →  MORAL NURTURANCE 
 APPROPRIATELY/ GIVING  
 OF ONESELF 
  
 INCREASED DEPTH  → INCREASED VALUE 
 
 
 
 

                                                
6 Ibid., 3-4. 
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Moral Strength 

 In addition to guiding music education as a profession, philosophy, as mentioned 

previously, also serves as the moral authority for individual members of the profession. 
 

 While a philosophy can serve as a sort of “collective conscience” for music 
education as a whole, the strength of the field ultimately depends on the convictions 
of its members. As necessary as a philosophy might be for the overall effectiveness of 
a group, it is even more necessary that the individuals who comprise the group have 
come to an understanding of the nature and the value of their individual endeavors.7   

 
 Individuals receive strength from philosophy, from knowledge of the significance 

of their endeavors as music educators. It other words, strength comes from being well 

nourished. In addition, the strength of one family member contributes to the strength of 

the others. “Individuals who have a clear notion of what their aims are as professionals 

and are convinced of the importance of those aims are a strong link in the chain of people 

who collectively make a profession.”8 The strength that comes from such an 

understanding is the strength of the well nurtured as opposed to the successfully 

competitive.  

 
 CLARITY OF PURPOSE  → MORAL STRENGTH  
 
 INDIVIDUAL STRENGTH CONTRIBUTES TO COLLECTIVE STRENGTH  
 

 Security, too, contributes to Moral Strength. In a Nurturant Parent Family, 

security is primary and it stems from being loved and nurtured. Conversely, lack of a 

nourishing philosophy tends to breed insecurity. 
 

                                                
7 Ibid., 4. 
8 Ibid. 
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 Given the lack of convincing arguments [philosophies] about the importance of 
music education, the philosophical insecurity which manifests itself in superficial 
bases of self-justification, the general defensiveness of music educators toward their 
colleagues in other aspects of music and education, it is all too clear why so many 
music education undergraduates are more or less cynical, detached, insecure, 
defensive.9 

 Many pre-service music teachers begin their careers not really understanding the 

significance of their existence as music educators. This causes them to be defensive in 

relation to their colleagues in other curriculum areas; if they do not have a strong 

conviction of their purpose, teachers will feel insecure and deem it necessary to “defend 

their turf.” On the other hand, when children receive appropriate nourishment and care, 

they tend to be trusting, concerned, secure, and open. Strength, in this sense, is not self-

discipline but, rather, self-fulfillment.   
 

A strong philosophy must illuminate the deepest level of values in one’s field. At this 
level one can find not only professional fulfillment, but the personal fulfillment which 
is an outgrowth of being a secure professional.10 

 
Moral Strength, in other words, is the strength of the well nurtured, stemming from a 

sense of security, self-esteem, and self-fulfillment.  

  
 
 MORAL NURTURANCE FOSTERS MORAL STRENGTH 
  

Synergy  

 Philosophy as Nurturant Parent encourages and teaches the family to work 

together. In a more recent formulation and expansion of his philosophy Reimer 

                                                
9 Ibid., 5. 
10 Ibid., 7. 
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introduces and recommends an approach to philosophy he terms “synergy.”11 He 

advocates that philosophers, for the sake of agreement and continued progression, find 

ways to reconcile differences. In the “middle ground . . . we are more likely to achieve a 

strong union of like-minded professionals able to act cooperatively toward mutually 

desired goals that can never be accomplished by a state of intellectual and operational 

warfare between extreme, unbending positions.”12 

 Yes, conflict may be necessary. Opposition may be inevitable. But both may be 
reduced if possibilities for concordance are explored. It is likely the reconciliation of 
different views will yield more convincing solutions than those reached through the 
exclusion of alternatives. So a synergistic mind-set is one open to cooperation as an 
alternative to contention, to searching for points of agreement of confluence as an 
alternative to fixating on discord, to recognizing nuances in which seemingly opposed 
views are capable of some level of reconciliation. It accepts the fact that ideas and 
beliefs can and perhaps sometimes must be irreconcilably opposed to each other. But 
it also recognizes that many or most need not be entirely so, or even largely so, when 
attention to details reveals overlapping, compatible elements that can be built on 
toward creating a more rather than less accordant position.13 

 
 Synergy values reconciliation and cooperation over opposition and conflict, the 

former being considered moral action and the latter moral weakness. Moral Strength is 

fostered through agreement and interdependence.  

 
 RECONCILIATION AND  →  MORAL ACTION 
 COOPERATION 
  
 AGREEMENT AND   → MORAL STRENGTH 
 INTERDEPENDENCE 

                                                
11 Bennett Reimer, A Philosophy of Music Education: Advancing the Vision, 3d ed. 
(Upper Saddle River, New Jersey: Prentice Hall, 2003). 
12 Ibid., 29. 
13 Ibid., 30. 
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 OPPOSITION AND CONFLICT → MORAL WEAKNESS 
 
  
 Reimer does not deny that the world is a dangerous and unsettled place. When 

opposition and contention are faced, reconciliation is sought. This is a “mind-set” of 

“cooperation” and “searching for points of confluence.” People do not fight over 

differences until one party or another is victorious but, instead, they co-exist, each 

accepting the reality of the other’s differing point of view and working together to find 

solutions. The capacity to do so requires individual Moral Strength but not in the same 

sense as in Strict Father moralities.  

 Synergism resists [the] simplifying tendency. In doing so it confronts the real 
work of philosophy—the hard, slogging attempt to discriminate carefully among 
differences and similarities of ideas, to avoid portraying alternative views in 
simplistic, unshaded ways in order to score points in an assumed argument, to attempt 
to be as subtle as required for the complexities in question but also as precise as 
possible so that the proposals can be grasped with clarity and directness. This kind of 
work, I am suggesting, is weakened by oversimplification, or exaggeration, or 
misrepresentation of the ideas being examined. These are difficult things to avoid 
because it is so much easier to oversimplify. The challenge I am presenting, to myself 
and to others, is to rise above that tendency.14 

 It takes Moral Strength to avoid competitive strategies such as oversimplification 

or exaggeration. Moral Strength in this Nurturant Morality, then, is demonstrated through 

pragmatic efforts to be honest and fair in understanding opposing views. Although Moral 

Strength is necessary, the emphasis remains on nurturance as individuals work together, 

rather than compete, to provide the profession with the best possible philosophical base. 
 
 
  
 SYNERGY    → COLLECTIVE MORAL   
       STRENGTH 
                                                
14 Ibid., 33. 
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 There is a degree of empathy in synergism. It is not necessarily accepting of all 

points of view, but attempts to understand and to find common ground in order to 

promote the collective good. Through this process individuals may develop and refine 

their own set of beliefs as well as work towards a common set of principles. Empathy, 

then, is a tool for cooperation, not a strategy in competition. However, instead of either 

Ego-centric Empathy (understanding the other in order to get them to act in a specific 

way) or Absolute Empathy (understanding the other in order to help them get what they 

want and/or need), this seems to be a third type that I call Reciprocal Empathy— 

understanding the other in a practical/pragmatic attempt to find common ground and meet 

the needs of all concerned parties.  

 

Music 

 Reimer views philosophy as “a source for insights into the nature of music that 

[can] lead to more authentic education in music.”15 He adheres to what Lakoff and 

Johnson call the Folk Theory of Essences: “Every entity has an ‘essence’ or ‘nature,’ that 

is, a collection of properties that makes it the kind of thing it is and that is the causal 

source of its natural behavior.”16 Reimer writes that he is “convinced there is a ‘within-

ness’ to musical experience—a self-sufficient, self-contained, inherently valuable essence 

                                                
15 Bennett Reimer, “Langer on the Arts as Cognitive” Philosophy of Music Education 
Review 1:1 (Spring 1993): 44. 
16 Lakoff and Johnson, Philosophy in the Flesh, 347. 
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which causes humans to treasure it and seek to have it in their lives.”17 He also writes 

that the “essential nature and value of music education are determined by the nature and 

value of the art of music.”18 In other words, music has an essence that, in turn, determines 

the essence of music education. Furthermore, action in music education is authentic or 

natural when it adequately reflects the nature and value of music. By extension, authentic 

action is moral action. Music, then, is even more essential than philosophy in determining 

right action in music education.  

  
 MUSIC HAS AN ESSENCE  
 
 MUSIC’S ESSENCE DETERMINES MORAL ACTION 
 
 PARENT  →  MUSIC 
 
 FAMILY  →  MUSIC EDUCATION PROFESSION 

 

Feeling 

 An understanding of music’s nature requires an understanding of feeling, the 

essence of life. As quoted previously: 
 

Feeling is part of human life as air is part of human bodies; it is as difficult to 
conceive human life without feeling as without air. . . . Much of what we know about 
our world—of what our world seems to us to be like—we know about by feeling 
about it. Our feelings are not just added on to our human existence as a separate 
element overlaying our physical or intellectual being; feeling saturates everything we 
are and do and is inseparable from everything we are and do. The nature of the 
human condition is very largely a nature of organisms that have the capacity to feel 
and are aware that they are feeling. 

                                                
17 Bennett Reimer, “In Dialogue: Aims, Concepts, and the Philosopher’s Quest: 
Reflections of Koopman’s ‘Conceptual Study’,” Philosophy of Music Education Review 
6:1 (Spring 1998): 62. 
18 Reimer, A Philosophy, 2d ed., 1. 
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Furthermore,  
 

 If the only means available to humans to help them explore their subjective nature 
was ordinary language—whether words or some other type of designative system—a 
major part of human reality would be forever closed off to our conscious 
development. The subjective part of reality—the way life feels as it is lived—cannot 
be clarified or refined in our experience through the use of ordinary language. This is 
not because no one has taken the time to think up enough words to name all possible 
ways of feeling, it is because the nature of feeling is ineffable in essence.19 

 Feeling is indescribable, inexpressible, nameless, transcendent, unutterable, and 

unspeakable. This view places feeling in a sort of spiritual, mysterious, supernatural 

realm of existence; it cannot be looked at consciously through traditional means. Yet, 

because it is the essence of life, an understanding of feeling is extremely valuable to 

human beings. Feeling, however, cannot be understood through traditional means.  
 

Because ordinary language cannot be used to help us explore the complexities of 
feeling, it would seem at first thought that subjectivity is not capable of being 
educated, that it must remain in the dim, nether world between the conscious and 
unconscious. This is not the case, however. Humans can actively discover more about 
the nature of feeling; they can grow in their comprehension of the breadth and depth 
of human subjectivity. In so far as people succeed in doing so, the quality of their 
lives will be affected by the quality of their self-understanding. They will have 
deepened their ability to experience a major—perhaps the major—aspect of the 
human condition: subjective responsiveness.20 

  
 THE ESSENCE OF LIFE IS FEELING 
 
  
 The essence of music is that it provides insight regarding feeling. Even though 

music can offer many other good gifts, its nature is to provide this type of self-

understanding. Music “may serve and has served a great many auxiliary functions, but its 

essential characteristic is that it ideates and represents the underlying, experienced 
                                                
19 Ibid. 
20 Ibid., 50. 
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feeling-tone of the human occurrences with which it deals . . .”21 It “provides our most 

powerful and penetrating experiences of—and therefore understandings of—our 

essential nature as conscious creatures.”22 Self-understanding is placed in the position of 

being possibly the most valuable gift human beings can receive. Music has the unique 

power to provide insight regarding the essence of being. In so doing, music potentially 

provides the greatest of all gifts and education in music is potentially  “the most 

humanizing activity in which people can engage.”23 

  
 THE ESSENCE OF MUSIC IS THAT IT PROVIDES INSIGHT   
 REGARDING FEELING 
 
 MUSIC PROVIDES POTENTIALLY THE GREATEST OF ALL GIFTS:  
 SELF-UNDERSTANDING 
  

Moral Authority 

 Having the potential to provide humans with the greatest of all gifts places music 

in a unique position of authority as the ultimate nurturer. Reimer goes one step further, 

however, in establishing music’s authority.  
 

 I am convinced that musical thinking, manifested in composing, performing, 
improvising, listening, and other such direct engagements with meaningfully 
expressive sounds as cultures determine what these are, is not a “thinking with 
words” but a “thinking with sounds.” That is, musical thinking requires aural 
perceptual structuring rather than verbal structuring. I believe it is useful to be able to 
make that distinction as clearly as it can be made, in that musical meaning transcends 
and transforms any and all verbal meanings, and this essential difference between 
musical cognition and verbal cognition largely accounts for the existence, value, and 
power of music in human experience.24 

                                                
21 Reimer, “Langer on the Arts,” 52. 
22 Ibid., 55. 
23 Ibid., 58. 
24 Reimer, “In Dialogue,” 65. 
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 What music provides cannot be provided through ordinary means such as verbal 

language. In other words, music provides something that cannot be provided elsewhere. 

Music has exclusive power to provide the greatest of all gifts and fulfill the highest of all 

needs. Such exclusivity adds power to an already elevated position and makes music even 

more valuable; were something else able to provide the greatest of all gifts it might 

decrease the inherent value and authority of music.  

  
 EXCLUSIVITY INCREASES VALUE 
 
 
 Given the nature and extreme value of music, it is immoral to use music primarily 

for other purposes. “Teaching and learning music . . . have been understood to be 

valuable because they improve people’s abilities to gain meaningful, gratifying musical 

experiences.”25 Music education, in this definition, is valued for its musical 

characteristics. Subsequently, Reimer works to separate the musical qualities and 

outcomes of music education from those that are non-musical. Music education, he 

argues, should remain true to the essence of music by focusing on the human needs that 

only music exists to fulfill.  

 Throughout its history in the United States, and in most countries and cultures 
around the world, the teaching and learning of music has been recognized as serving 
a variety of human needs. Some of these needs can be met only through music--that 
is, through the kinds of meanings and satisfactions that only musical sounds, defined 
and structured according to cultural expectations, traditions, and identity traits, can 
provide.”26  

                                                
25 Bennett Reimer, “Grand Masters Series: Facing the Risks of the ‘Mozart Effect’,” 
Music Educators Journal, 86:1 (July 1999): 37. 
26 Ibid., 37 
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Self-Discipline and Self-Transcendence 

 Some important responses and attributes are required of those who would partake 

of music’s most valuable gift. Music requires nothing less than absolute and complete 

obedience and selflessness. 

 There is a sense in which music and the arts require morality and discipline in 
their most profound meanings. It is the sense that involvement with art calls upon one 
to give oneself up to the unfolding requirements of the expressive materials with 
which one is working, controlling one’s behavior in the service of a greater good 
than one’s own immediate needs. Discipline as inner self-control, freely exercised to 
serve larger ends, is discipline in the truest sense of the word, in which humans 
demonstrate their capacity for self-transcendence. This is what is meant by the 
insight, so often expressed, that art has a “moral” dimension. It has nothing to do with 
morality in the superficial sense of acting in accordance with society’s rules and 
regulations, necessary as that is if societal order is to prevail. It is morality as only the 
human condition allows it to be manifested–choice within freedom, restraint because 
it is needed, adapting oneself willingly because it is right to do so. 
 Authenticity as a requirement for quality in art, along with craftsmanship, 
sensitivity, and imagination, calls attention to the inner integrity of the expressive 
core in a piece of music. No piece can be good as music without such internal 
cohesion, or “truth to feeling.” We sense in Beethoven’s Fifth Symphony the struggle 
he engaged in to capture the veracity of expression his self-imposed journey of 
creation required him to discover. We intuit that he did in this music what he sensed 
deeply he was required to do, the rightness of the outcome shaped by his 
craftsmanship and sensitivity and imagination yet also providing a demand upon them 
to which he consented to bend his will. The morality of this music has nothing to do 
with its extramusical references (there are none) or Beethoven’s extramusical life 
(better left unmentioned). It has to do with authenticity–doing what is needed because 
that is what it is inherently right to do. That is discipline—that is moral—at the level 
which ennobles us as humans whenever we experience it. 
 We don’t need to be a Beethoven to experience discipline in music. A child 
singing a song, sensing the flow of the melody and singing it as it needs to be sung, 
has experienced the power of music to shape her experience in order to serve its 
expressive demands. She has not learned “about” discipline—she has had an 
experience “of” it. What one knows when one knows music includes the “knowing 
of” the need for music to be master and us to be servant. A child practicing a piece, 
discovering its internal demands and yielding to them as she experiences them and 
shapes the sounds to capture what needs to be captured, is undergoing discipline—is 
being moral. Art never preaches: art requires us to experience. The joy expressed by 
artists who say about their work that they “serve their art” is precisely the joy of 
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disciplined, intrinsically moral experience. Music educators do not provide discipline 
or teach morality. Music does. 27 

 Music is the Strict Father of music education. Music demands specific responses 

from individuals and, ultimately, requires complete subservience or obedience of its 

adherents. Those who willingly obey music’s demands are demonstrating discipline. 

They are, quite literally, disciples of the Strict Father. They are required to deny the self 

(immediate needs and wants) in order to gain something far greater than and transcending 

the self. Obedience must be freely given rather than forced although the consequences of 

not “freely” giving are dire in the sense of never having one’s greatest need filled. 

 By requiring and demanding that people serve it as their master, in this way, 

music’s authority seems to be absolute. The argument could be made that music’s 

authority tends towards being legitimate in that it is based on providing something that 

people need. The overall focus, however, is on strength for at least two reasons. First, 

music’s purpose and aim is to provide only the greatest of all gifts, self-understanding. In 

this sense it is unidirectional and lacking in Absolute Empathy. Music does not seek to 

understand the other in an effort to give them whatever they need at any given time. 

Rather, it focuses on giving only that which constitutes its essence and all other needs 

fulfillment is ancillary. Second, music has added strength and significance because it is 

virtually the sole source for fulfilling the greatest need. In this way, the lack of 

alternatives combines with a lack of Absolute Empathy to establish music’s Absolute 

Authority. Children are obliged to obey music’s demands or suffer the consequences of 

missing out on life’s greatest gift. In other words, by purporting to be the only or even the 

best source for the greatest gift, music’s authority becomes more strength-based than 

nurturant.  

                                                
27 Bennett Reimer, A Philosophy, 2d ed.,139-140. 
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 Considering, however, that the essence of music is ineffable and, thereby, 

spiritual and that music’s gift is the greatest of all gifts, it seems that music’s authority 

entails more than simple parenthood. Instead is seems to become the authority of a Strict 

Father/God offering a gift that is transcendent and divine yet requiring complete 

obedience, selflessness, and subservience (worship, even) of all those who desire to 

partake.  
 
 
 STRICT FATHER/GOD  → MUSIC 
 
 

Music Education, Culture, and Society 

 The value of music, as mentioned previously, corresponds to the spatial concept 

of depth. Reimer adds the concept of breadth in discussing the roles of culture and 

society.  
 

 Over the past several decades, music educators have attempted to grapple with 
issues relating to the existence in American culture of musics from all over the 
worlds. Particularly since the Tanglewood Symposium of 1967, our consciousness 
has been raised about our obligation to take those musics seriously and include them 
in our school programs in ways that give them the respect they deserve. Thousands if 
not millions of words have been written on the subject. Yet the complexities are so 
great that we must continue to address them in our search for solutions that are 
philosophically, sociologically, musically, and educationally valid.28 

 Because the value of music relates to its ability to represent feeling, all musics 

that can do so to a significant degree deserve respect. In addition, musical abundance 

requires Moral Strength in sorting and balancing the resultant complexity. Abundance, 

itself, becomes a major dilemma that serves a role in establishing the necessity of moral 

authority.  

                                                
28 Bennett Reimer, “Music Education in Our Multimusical Culture,” Music Educators 
Journal, 79:7 (March 1993), 21. 
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 The complexities stem, ironically, from present-day America’s musical 
abundance. What does it mean to be musically literate in a culture such as ours where 
music in its multitudimous manifestations is now so easily accessible that our 
problem, unique in human history until only the latter part of the twentieth century, is 
not musical deprivation, which had always been the case for the great masses of 
people in Western culture, but musical inundation? What is the role of music 
education in a musical culture of overwhelming plentitude?”29 

 
 MUSICAL ABUNDANCE IS A DILEMMA 
 

  All good music is deserving of respect due to its depth or value but not everything 

of value can possibly be studied. The problem of breadth versus depth is solved, in this 

case, by the introduction of another moral principle, balance, also derived directly from 

somatic experiencing.  
 

 Music education in a culture such as ours is obligated to try to achieve for all 
citizens the most effective possible interrelation of the horizontal with the vertical, 
that is, of breadth or diversity with depth or quality. We have made our most serious 
errors when we have allowed the balance we need to achieve between the two to get 
out of whack. We have most often allowed that to happen by sacrificing breadth to a 
limited concept of depth. Major challenges facing music education in the next 
decades are to achieve a better understanding of what musical breadth and musical 
depth might validly mean, and to improve our programs to better exemplify the 
balances between the two that are relevant to the culture we exist to serve.30 

 
 
BALANCE   →  MORAL ACTION 
 

 Music education exists to serve cultures and societies; it is a moral agent 

obligated to serve people by offering a balance of musics. Immoral actions, “serious 

errors,” involve letting the balance get “out of whack.” 

 As with philosophy and music, people and cultures have essences. 

                                                
29 Ibid. 
30 Ibid., 21-22. 



 48 

 
 First, we need to honor, preserve, and propagate for everyone in American the 
musical traditions of the Western world—the culture in which the United States exists 
and in which it has its historical roots. To minimize or abandon those traditions would 
be to minimize or abandon our own cultural identification as a nation. 
 [Second, we must] honor and preserve the varieties of musics of the many 
cultural subgroups in America. The peculiarly American cultural reality is precisely 
captured by these two musical needs—that we are a culture with a particular 
identification and also a culture with multitudinous identification, each aspect 
requiring our respect, devotion, and loving protection. The uniqueness of the 
American experience as a whole is its need to keep in balanced tension a devotion to 
national unity and also a devotion to subcultural, personal associations. Music must 
do the same. 
 Third, that each citizen, in addition to having the right to share America’s 
Western heritage and the right to identify with a particular cultural heritage, also has 
the right to share freely in all the cultural diversity of an open society. It is not enough 
to say that musical literacy for each person would consist of an understanding of two 
musics—the European tradition and that person’s particular ethnic tradition. Full 
American citizenship implies free access to, and respectful, delightful sharing of the 
many subcultures out of which our nation is made.31 

 
 All cultures and people within those cultures must stay true to their essence. To 

minimize a particular culture or individual, to not give complete credence to its essence, 

is immoral; one cannot change an essence and so it is immoral even to try. People have a 

moral right to identify with their own culture and sub-culture as well as have free access 

to other cultures (essences). It would be immoral and unjust to block someone from full 

expression of or access to their essence. The principle of balance cannot be achieved 

without such freedom and recognition of rights. Love, respect, and devotion (nurturant 

attitudes in this case) embody the recommended stance towards cultures.  

 
 CULTURES AND INDIVIDUALS HAVE ESSENCES. 
 
 IDENTIFYING WITH ONE’S OWN ESSENCE IS A MORAL RIGHT. 

                                                
31 Ibid., 23. 
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 Music education exists to serve society in culturally appropriate ways. “From the 

early 1600s, when colonists arrived in the New World, to the beginning of this century  

. . . the only music the vast majority of people could have in their lives was the music 

they made for themselves.  So the mission of music education during that long period was 

clear: it had to help people learn to sing and play.”32  Music education “had to,” it was 

morally obligated, to help others (society) fulfill their needs. Service is a moral 

obligation, the “mission of music education.” When the musical and cultural needs of 

society change, the mission of music education remains to fulfill those needs and adapts 

accordingly; It would be immoral to insist on providing those things that do not constitute 

society’s needs. Although “music became easily and readily available through listening, 

singing and playing remain the dominant activities in music education.”33 While the 

profession has “managed to keep alive . . . the experience of being a performer for all 

children” it has “largely neglected the musical needs of the majority of people in our 

culture.”34 Not attempting to fill the needs of the majority is immoral.  
 
 
 MORAL NURTURANCE OF SOCIETY IS A MORAL OBLIGATION 

 
 

 Armed with the guidance of the National Standards, we are finally in a position to 
expand our mission to better meet the needs of those we are pledged to serve. The 
most effective way we can do so is by creating music programs that fulfill the two 
guidelines we have long proclaimed we need to follow—programs that are balanced 
and comprehensive. We are not yet there. We are not yet complete. As a result, we are 
not yet secure in education. It is my fondest hope that as the new century begins, we 

                                                
32 Bennett Reimer, “Music Education in the Twenty-First Century,” Music Educators 
Journal, 84:3 (November 1997): 33. 
33 Ibid. 
34 Ibid., 33-34. 
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will have rededicated our efforts to the achievement of our highest ideal—a balanced 
and comprehensive music education for all students in our schools.35 

 The militaristic zeal in this paragraph is aimed at fulfilling the needs of students. 

Moral Strength, in this sense, serves the moral obligation to nurture. Also included is the 

health-based concept that balance and completeness is what people need. Music 

education is viewed as the process of providing a complete and balanced diet to children. 

The national standards give moral guidance aimed at meeting the needs of others.  

 The primary directive for teachers, nonetheless, is to be true to the inherent nature 

and value of music. This standard serves as the basis for all interpersonal and curricular 

action. 
 

 [W]hile music has many important nonmusical or nonartistic functions, its 
musical or artistic nature is its unique and precious gift to all humans. Music 
education exists first and foremost to develop every person’s natural responsiveness 
to the power of the art of music. If that goal is primary, others can be included 
whenever helpful. But when music itself, with its universal appeal to the human mind 
and heart, is bypassed or weakened in favor of nonmusical emphases that submerge 
it, we have betrayed the art we exist to share. It is that simple.36 

 The capacity to fulfill the highest human needs becomes music’s strength and a 

primary focus on filling anything other than highest needs undermines the power and 

essence of music and is, therefore, immoral.  “I sense . . . the frustration I feel, and all of 

us should feel, with what had then become and remains to this day a music program too 

narrow to meet the deepest needs of all its recipients.”37 Needs fulfillment is concerned 

with a hierarchy of needs to fulfill; the deepest and most essential needs are given 

priority. This point is further illustrated in Reimer’s discussion of a fictional singing-

school teacher quoted as follows:38 
                                                
35 Ibid., 38. 
36 Reimer, A Philosophy, 2d ed., xii 
37 Reimer, “Music Education in the Twenty-first Century,” 38. 
38 Bennett Reimer, “Facing the Risks,” 38. 
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 “Singing schools . . . had the primary purpose of teaching music skills, while 

naturally and comfortably serving a variety of associated purposes.” Singing schools have 

a specific, primary, and central aim, to teach music singing. If, without unnatural effort or 

undue discomfort, the singing school could serve other purposes as well, that would be 

morally acceptable. Some people enrolled in singing schools for the social benefits even 

though there were “many other ways to enjoy companionship, to meet eligible partners  

. . .” While there were many ways to enjoy social interaction there “was only one way, 

however, to satisfy the need for better singing--to learn how to sing better.” The teacher, 

accordingly, “was devoted to the musical task for which he was responsible and for 

which he had developed the necessary musical and pedagogical expertise.” Devotion in 

this sense connotes obligation, a moral responsibility to act in a certain way. The teacher 

is under obligation to the essence of music because that essence is also the teacher’s 

essence; the teacher is obligated to be true to both his essence and the essence of his 

subject.  

 Philosophy as Nurturant Parent and music as Strict Father seem to combine in 

Reimer’s approach to music education. Societal and cultural extensions contain elements 

of Moral Nurturance as well as an emphasis on Moral Strength as is apparent in the 

following:  
 

 For me, when beginning my career, the major attraction of the new (to me) ideas 
being explored under the name “aesthetic education” was their inclusiveness and their 
musicality. I was terrifically excited about a point of view giving validity and respect 
to all musics rather than only the “classics” I had studied in my training to be a 
musician. I felt uplifted by the populism inherent in the ideas I was encountering--that 
music is not just for the socially elite or the musically gifted or the culturally 
privileged: music (and by extension all the arts) is the property of all people, and they 
do not have to be in the favored class “musicians” to be worthy of musical education. 
Education, these views were suggesting, need not be watered down to suit the 
supposed limitations of those not devoted to becoming musicians: it could be as 
rigorous, as musically powerful, as challenging to them as it needed to be for those 
few who chose to become more fully engaged in some aspect of it such as 
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performing. Musical learning could empower all our students to know and experience 
the affective power of compelling music of all types, styles, and cultures. Away with 
the elitest and restrictive assumptions that only some music, and only some people, 
are worthy of our professional ministrations, and that only some musical activities are 
worthy of our time! For me, the old slogan “music for every child and every child for 
music” took on new and urgent meaning as I began to glimpse new perspectives on 
inclusion and empowerment which that seeming cliche could imply under the 
liberating ideas to which I was being introduced.39 

 Reimer was “excited” and “uplifted” by the ideas that the deepest musical 

experiences are available for all people and that all musics should be given “validity and 

respect.” These seem to be nurturant attitudes. Inclusion implies empathy and care and, as 

with Reimer’s view of philosophy, moral action involves giving good gifts to others. In 

this sense, music nurtures society, including all musics and all people. Moral Strength 

becomes more prominent, however, as music is discussed directly; it empowers and it 

should be rigorous. Music has affective power or, in other words, its essence as the 

embodiment of feeling can have a powerful and positive impact on human understanding. 

Even though musical and human inclusion is promoted, exclusivity is maintained through 

the focus on a single musical essence and its corresponding human need.  

  

 
 

                                                
39 Bennett Reimer, “Gender, Feminism, and Aesthetic Education: Discourses of Inclusion 
and Empowerment,” Philosophy of Music Education Review 3:2 (Fall 1995): 123. 

 



CHAPTER 3 

DAVID ELLIOTT 

 

Philosophy 

 David Elliott seems to take a strict view of philosophy or reason. This is 

consistent with the finding by Lakoff and Johnson that rationalism tends to underwrite a 

Strict Father Morality.  

Reason is a stern lawgiver and judge. It requires absolute obedience to its commands, 
and it holds us responsible for our willful failures to obey. . . . Reason is not typically 
understood as a nurturer. Reason commands, lays down the law, gives orders, judges, 
reprimands, and so on. We almost never conceive of it as nurturing, feeling, caring, 
and so forth.1 
 

 For Elliott, philosophy is the primary moral authority in music education. He 

writes that philosophical “inquiry has a central role to play in explaining what music 

education is and ought to be.”2 Not only is philosophy central, it fills a role not filled 

elsewhere. “To determine the nature of music education requires systematic thinking 

about a host of related issues that cannot be settled entirely by observations and 

experiments.”3 Without philosophy all other forms of research or knowledge are 

insufficient. Also, philosophy takes precedence over the unexamined beliefs gleaned 

from “parents, peers, teachers, television, textbooks, and other sources.”4 

 As the moral authority philosophy provides direction and is the impetus for 

                                                
1 Lakoff and Johnson, Philosophy in the Flesh, 321. 
2 Elliott, Music Matters, 13. 
3 Ibid., 4. 
4 Ibid., 7. 
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growth and progress. “Systematic thinking about our philosophical inheritance is . . . 

imperative if professional practice intends to avoid misdirection and atrophy.”5 Also, 

philosophy “. . . is like a map . . . It gives us our bearings. It helps us decide where to go 

and how to get there.”6 Philosophy provides a metaphorical grounding for music 

education. “To anchor, organize, maintain, improve, and explain music education 

requires a philosophy: a critically reasoned network of concepts and beliefs about the 

nature and significance of music education.”7 Stability in location and direction is 

emphasized. 

 
 PHILOSOPHY IS A MORAL AUTHORITY FOR MUSIC EDUCATION 
 
 CENTER, ANCHOR, OR MAP  →  PHILOSOPHY 
 
 
 The need for a strict moral authority stems from the view that the world is a 

dangerous place. Lakoff and Johnson write regarding this view: 

We live in a world full of dangers, pitfalls, and conflict. To survive in such a world 
we need to be strong and we need to have our values firmly in place. The Strict Father 
family model emerges in response to this perception of life as hard and dangerous. It 
is a model of the family geared toward developing strong, morally upright children 
who are capable of facing the world’s threats and evils.8 
 
 

 THE WORLD IS A DANGEROUS PLACE 
 
 

                                                
5 Ibid., 5. 
6 Ibid., 9. 
7 Ibid., 11. 
8 Lakoff and Johnson, Philosophy in the Flesh, 313. 
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 Elliott uses metaphor to illustrate that the world of music education is, indeed, a 

dangerous place. Especially dangerous is the philosophy, Music Education as Aesthetic 

Education (MEAE). MEAE is an old bomb of sorts.  

At root, the aesthetic concept of music is an elaborate combination of the three 
problematic notions we have so far reviewed. Because the aesthetic concept has 
dominated music education philosophy for so long, it is important to unpack its 
grounding assumptions rather carefully now.”9 

  
 As with actual explosives, the aesthetic concept is “an elaborate combination” of 

dangerous things (i.e. “problematic notions”; merely notions rather than reasoned 

concepts). It is very unstable. If we do not unpack it gently, of course, it could explode 

and cause us terrible harm. “We have begun to open and neutralize the aesthetic notion of 

works by confronting its basic assumptions and by challenging its claim of universal and 

absolute validity.”10 Philosophies that seem no longer viable, due to the danger they pose, 

must be directly challenged and confronted. 

 
 AN UNSTABLE AND OLD BOMB  → MEAE 
 
 PHYSICALLY STABLE SUBSTANCE  → STABLE PHILOSOPHY 
 
 
 In addition to being wary of dangerous things such as bombs, Elliott points out 

that in order to survive, music education must compete for limited resources. “Our 

profession is frequently required to justify its efforts in relation to a shifting array of 

educational, economic, political, and social priorities.”11 The environment surrounding 

                                                
9 Elliott, Music Matters, 21. 
10 Ibid., 35. 
11 Ibid., 4. 



 56 

music education is not stable; it shifts. Music education must ground itself with regard to 

changing surroundings. “This outside pressure often leads to an inside desire for deeper 

understandings about the grounding ideas of our field. . . . Evidence of our collective 

need for such understandings lies in the fact that music teachers everywhere debate these 

concepts continually and with great passion.”12 In other words, the constant struggle to 

survive, the “collective need” observed directly in verbal competition amongst teachers, 

stems from the fact that the world is a dangerous place. Instability and tension motivate 

people to act. Furthermore, the claims of those who would deny music education an 

existence in public schooling provide “incentives to think carefully about the nature and 

significance of music education.”13 A type of behaviorism is evident in that outside 

pressure leads to inside desires to change and in that careful thought occurs due to 

incentives. Extrinsic motivators are necessary for people to act appropriately—to act 

primarily in the interest of survival. 

 
 SUCCESSFUL COMPETITORS  →  THE MORALLY STRONG 
 
 THE NEED FOR SURVIVAL JUSTIFIES THE NEED FOR AUTHORITY 
 
 EXTRINSIC MOTIVATORS PROMOTE MORAL ACTION 
 
 
Moral Strength 

 In order to survive in a dangerous world one needs to learn to be tough. Moral 

Strength is primary in Strict Father Moralities. In the case of philosophy, strength is 

                                                
12 Ibid. 
13 Ibid., 5. 
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projected onto mindfulness while weakness is projected onto emotion and unexamined 

belief.  

Building and maintaining a philosophy requires critical thinking strategies and a 
personal disposition to use these strategies continuously. From this perspective, 
philosophy is for making up minds, not mending hearts, or curing cynicism, or filling 
one’s soul with inner peace. In fact, being philosophical can be disturbing at times. 
For it is not easy to scrutinize cherished assumptions. And once begun, there is no 
guarantee that the quest for reasonable answers will follow familiar paths or lead 
back home to old beliefs.14 

 
 

 STRENGTH   →   REASON 
 
 WEAKNESS   →   EMOTION 
 
 
 Critical thinking is strong in the sense that it carries out the manual labor of 

building and maintaining. It also develops strategies, useful things in competition. 

Philosophy avoids what might be considered more nurturant activities such as mending, 

curing, and filling. It “makes up minds,” is okay with cynicism, and is relatively 

unconcerned when it comes to broken hearts and the lack of inner peace. The 

philosophical quest does not necessarily follow familiar paths or lead back to the security 

of home. That which feels safe is not always what really is safe. Life is a struggle for 

survival and, consequently, comfort or complacency can be fatal. Reliability comes only 

through mindfulness and strength. 

 
 JUDGEMENT/DISCERNMENT  → REASON/STRENGTH 
 
 
 Elliott quotes Wayne Bowman’s parallel view of reason: 

                                                
14 Ibid., 11.  



 58 

 
Philosophy works to render the implicit explicit, with the ultimate intent of enriching 
both understanding and perception. Among it greatest allies is a persistent curiosity. 
Its enemies are the habitual, the stereotypical, the unexamined, the acritical, the 
“common sense” assumption or assertion. The philosophical mind critically 
challenges and explores received doctrine, renounces the security and comfort of 
dogma, exposes inconsistencies, weighs and evaluates alternatives. It explores, 
probes, and questions, taking very little for granted.15 

 
 Philosophy is an imperialist warrior. It has enemies and allies. It challenges and 

explores. It is very skeptical. Strength is apparent in reason’s denunciation of simplicity 

and comfort. It takes the natural resources and extracts riches. In sum, philosophy is the 

quintessential Strict Father. 

 
 FAMILY   → MUSIC EDUCATION PROFESSION 
 
 CHILDREN   → MUSIC TEACHERS 
 
 STRICT FATHER  → PHILOSOPHY 
 
 
  The philosopher is a “careful judge.” “The ‘critical’ thinker is . . . the person who 

acts as a careful judge of reasoning and belief to separate right claims from wrong . . . a 

person who has both the disposition and the ability to assess the reasons people give in 

support of their concepts, claims, and actions.”16 Through strength in reasoning, the judge 

has the authority to determine right and wrong. To accomplish this task the judge must 

have the requisite strong disposition. “Being philosophical is a matter of being precise, 

probing, analytical, skeptical, and discriminating. In short, an uncritical philosopher is no 

                                                
15 Ibid., citing Wayne Bowman, “Philosophy, Criticism, and Music Education: Some 
Tentative Steps Down a Less Traveled Road,” Bulletin of the Council for Research in 
Music Education 114 (Fall 1992): 4. 
16 Ibid., 6. 
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philosopher at all.”17 Those who are trusting, faithful, and kind are weak and, therefore, 

lack authority; they do not even qualify as philosophers. 

 In all fairness, the critical thinker is also critical of self. A remote form of 

empathy is shown in that one considers the beliefs of others. However, the purpose of 

such empathy is egocentric to the extent of not caring at all for the other; it is focused 

completely on strengthening one’s own ability to think critically. The term, False 

Empathy, seems appropriate. It is not at all an effort to understand and satisfy the needs 

of the other, but is simply a strategy in strengthening the self.  

Suspending our disbelief long enough to give full consideration to another view has 
an essential purpose: it allows the force of another person’s doubts about our 
assumptions to act with full effect.[According to Peter Elbow]: “Methodological 
doubt caters too comfortably to our natural impulse to protect and retain views we 
already hold. Methodological belief comes to the rescue at this point by forcing us 
genuinely to enter into unfamiliar or threatening ideas instead of just arguing against 
them without experiencing them or feeling their force.18 

 
 The natural impulse in human nature, according to Strict Father Morality, is to be 

comfortable – to be passive. Philosophy plays an important role in helping people survive 

by shaking them out of their comfort zone. If people were to follow their natural 

inclinations they, of course, would not be able to compete and, thereby, would not 

survive. A moral authority/critical thinker such as David Elliott provides the impetus for 

such competitive, critical thinking. “Since Music Matters hopes to spur critical thinking 

and individual philosophy building, it will work best if readers debate its contents 

                                                
17 Ibid., 7. 
18 Ibid., citing Peter Elbow, Embracing Contraries: Explorations of Learning and 
Teaching (New York: Oxford University Press, 1986). 
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carefully by internal dialogue and by discussion with others.”19 Critical thinking is itself a 

force, a moral authority, that “comes to the rescue” in dangerous situations and by sheer 

strength (force) throws moral agents into the deep end, so to speak, where they learn by 

doing—sink or swim. The care demonstrated is strategic, aimed at avoiding danger and 

winning competitions, not caring or showing genuine empathy for the other. 

 
 THE ULTIMATE EGO-CENTRIC EMPATHY, FALSE EMPATHY, IS  
 AIMED AT PROMOTING PERSONAL/INDIVIDUAL STRENGTH 
 
 
Independence 

 The philosophy of music education has, Elliott describes, a long and venerable 

history. “A field of inquiry called music education philosophy already exists. Our 

profession owes a large debt to a small group of scholars in this field . . .”20 However, 

one should not assume that all philosophical thinking is equally valid. “Philosophy is not 

simply a collection of venerable ideas and arguments.”21 The dominant philosophy of 

music education as aesthetic education (MEAE) is, in a sense, a respected parent (founder 

and pioneer) whose weaknesses have become apparent and whose authority has, 

subsequently, waned. 

Viewed historically, it seems fair to say that the philosophy of music education as 
aesthetic education is one of the most influential formulations in the development of 
our field. Moreover, in the process of refining MEAE its founders and advocates not 
only advanced systematic thinking in music education but carved a central place for 
philosophy in the theory and practice of music teaching and learning. In particular, 
Bennett Reimer’s many contributions made MEAE the focus of inquiries differing 

                                                
19 Ibid., 15. 
20 Ibid., 5.  
21 Ibid., 6. 
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widely in purpose, motivation, and method. . . . As a result, generations of music 
teachers have been reared on its beliefs, countless research publication have assumed 
or repeated its aesthetic claims, and numerous music curricula have incorporated its 
recommendations. . . . But, while MEAE’s place in history is not in dispute, its value 
as a philosophy certainly is.22 

 
 Lakoff points out that in the Strict Father Morality in North America, at least, 

there is great resentment towards illegitimate authority.23 The parents’ authority becomes 

illegitimate when children grow up and leave home. “Meddling” by parents, at that point, 

is unwelcome. This is not to say that authority is unimportant; it simply is passed from 

one generation to the next. Elliott seems to revere Reimer and others for the important 

roles that they have played, but feels an obligation to point out weaknesses. In certain 

respects much of his book is aimed at de-legitimizing their philosophy/authority.  

Until recently, the MEAE philosophy has largely escaped critical examination. In 
fairness to MEAE and to music education, we feel an obligation to help correct this 
situation. In addition, just as a strong visual background may help to clarify a 
foreground, a critical review of past thinking may help to clarify the new proposals 
put forth here.24 

 
 Not only is the respected parent no longer a viable authority, but the decline of the 

old is a necessary step in renewal. It is morally right, an obligation even, to bring about a 

new life and a new order of things by bringing down the authority of the aging and weak. 

Extending this type of Strict Father thinking, a single sign of weakness is enough to 

dismiss the old authorities altogether. In other words, since philosophies are metaphorical 

buildings, a single weakness especially in the foundation will compromise the integrity of 

the entire structure. 
                                                
22 Ibid., 29. 
23 Lakoff, Moral Politics, 78-80. 
24 Elliott, Music Matters, 14. 
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. . . several basic assumptions and principles of the MEAE philosophy are logically 
suspicious, if not invalid. . . . [I]f even one basic principle in a highly systematic set 
of beliefs is invalid, then all the others must be considered suspicious, if not invalid.25 

 
 Beginning with the subtitle of his book, “A New Philosophy of Music Education,” 

Elliott uses the words “old” and “new” repeatedly. He refers to his philosophy as new 

and, in a sense, young and strong. Due explicitly to its superior strength in critical 

thinking, Elliott proposes, his new philosophy should take its rightful place as the new 

authority. To uphold old, weak, and illegitimate authority would seriously frustrate the 

quest for survival in a dangerous world. Weakness, itself, is immoral in that it escapes or 

avoids critique. 

 Not only is it moral to act reasonably and critically, but it is also moral to teach 

others to do the same. Teachers have a moral responsibility to think critically in order to 

understand how they ought to teach. Teacher education programs, subsequently, have a 

moral obligation to teach pre-service teachers to think critically. 

Experienced teachers who reject philosophy often have an inborn fear of testing their 
practical procedures by reference to critically developed principles. Their main 
concern is the quality of the roads they travel in the classroom each day (that is, the 
nature of their teaching methods and materials.) But however good teachers may be at 
using or building roads, it is essential that these roads take students to the right 
places. To suggest otherwise is to abdicate one’s responsibility to think intelligently 
about why and how one ought to educate people. . . . The professional implications 
are clear. Pre-service and in-service teacher education programs ought to involve 
teachers in critical thinking and philosophy building in close connection with other 
fundamental aspects of their professional development. Indeed, pre-service teachers 
who are obliged to focus on methods courses at the complete expense of philosophical 
thinking are analogous to novice travelers who are given several pairs of shoes but no 
maps.26 

 

                                                
25 Ibid., 38. 
26 Ibid., 10. 
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 The aim of philosophy as a moral authority is to instill independence—the 

disposition and ability to think critically, the ability to walk on one’s own. Independence 

requires personal courage and Moral Strength. It is a moral obligation to help others 

become morally independent. “Both common sense and logic suggest a more reasonable 

way: orient travelers before their journey by examining reliable maps, discussing 

important destinations, planning appropriate routes, and identifying problem areas. Each 

traveler may then go on to refine his or her map as knowledge and experience accrue.”27 

Judgment, in this case, refers only to the ability to think critically or, in other words, do 

as the father would do. Even though there is some freedom in refining the map, the map 

is given prior to the journey and the process for refining and following it are previously 

instilled.  

  

Music, Musicianship, and Musical Practices 
 
 Within the philosophy of music education, understanding the nature and value of 

music is primary for Elliott. “A philosophical concept of music is the logical prerequisite 

to any philosophy of music education.”28 For, “ . . . the nature of music education 

depends on the nature of music.”29 The building metaphor is again applied as the 

philosophical concept of music precedes and sustains a philosophy of music education. 

Its spatial location and function suggests that the philosophy of music is an integral moral 

authority in the practice of music education.  Elliott extends the metaphor even further by 
                                                
27 Ibid., 10. 
28 Ibid., 18. 
29 Ibid., 12. 
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recommending that this authority should also be broad and diverse; “ . . . the professional 

practice of music education ought to rest upon a philosophical concept of music that is 

constructed from as many logically related perspectives as possible.” The primary value 

of diversity and breadth is that they add to the strength of the foundation.   

 
 FOUNDATION  → PHILOSOPHICAL CONCEPT OF   
      MUSIC  
 
  
 Philosophy, however, has a hard time defining music that, as it turns out, has a 

quite different nature from philosophy. 

Requests to reduce complex phenomena such as music to simple descriptions are as 
absurd as they are common. They ignore the fact that the things to which we assign 
words do not all take the same form. Although language makes it seem so, there is no 
one way to capture everything in our verbal nets by applying clear-cut rules of 
classification. Some things, like an apple, have a core; some, like an onion, do not. 
Some things, like a tree, follow branching patterns; some, like a butterfly, transform. 
Some, like music, are conceptually delicate and intricate, like branching trees and 
transforming butterflies.30 

 
 Requests for simple descriptions are weak, ignorant, and stubborn. They represent 

the antithesis of the moral strength required in understanding and possibly protecting 

music as a philosophical concept. Music is delicate and intricate and receives organic 

descriptions such as trees and butterflies rather than inorganic, constructed items such as 

anchors, maps, or foundations. Music “is an open concept; it eludes precise rules of 

definition because there is no fixed set of properties that hold for all musical practices.”31 

 Because it is so delicate and elusive, it takes Moral Strength via philosophy to 

                                                
30 Ibid., 20. 
31 Ibid., 128. 
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form a conceptual understanding of music. Precision, simplicity, and stability all are, in 

this instance, couched in terms of comfort and ease. Moral strength dictates that we must 

learn to become comfortable with diversity and complexity instead. Music is complex; it 

cannot be simplified or reduced. Music cannot be captured; it is free and elusive. It 

cannot be assigned a distinct form. In a way it is the complement to philosophy, the latter 

being strict, rigid, and direct and the former being pliable, free, and non-linear (masculine 

vs. feminine). 

 Elliott, nonetheless, describes music as having an essence. The term “musicing 

reminds us that performing and improvising through singing and playing instruments lies 

at the heart of MUSIC as a diverse human practice.”32 Music has a core, a heart, a center, 

an essence.  “Fundamentally, music is something that people do.”33 In other words, music 

is a naturally occurring human practice; it is ultimately practical.  Furthermore, its core or 

essence as a human practice determines right action in music education. “The next 

question, of course, is how we organize and carry out music teaching and learning in 

ways that are true to the nature and value of MUSIC and musicianship.”34 

 
 MUSIC HAS AN ESSENCE 
 
 MUSIC’S ESSENCE DETERMINES RIGHT ACTION 
 
 MUSIC’S ESSENCE IS INHERENTLY PRACTICAL/NATURAL/ORGANIC 
 
 

                                                
32 Ibid., 49. 
33 Ibid., 39. 
34 Ibid., 72. 
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 Understanding the nature and value of music necessitates an extensive journey 

through what it means to be human. Elliott explains: “The central goal of each self is to 

order the self, or strengthen the self.”35 This goal arose from the need to survive in a 

dangerous and competitive world. “There is no anxiety or disruption when consciousness 

is ordered by incoming information that matches the goals of the self.” This sort of 

getting what we want or need gives “an affective experience of buoyant satisfaction” 

called optimal experience. Incongruity, on the other hand, “disorders or weakens the 

self.”36 The human aim is individual striving for order that, in turn, brings order and 

strength and, ultimately, happiness. In fact, order is a (if not “the”) central human need. 

When the need is met the self is strengthened. In a sense the essence of life or of living is 

to order and strengthen the self. In other words, strength is the central need, aim, and 

purpose of human existence because it results directly in human happiness and a sense of 

wellbeing. 

 
 INCREASING ORDER/STRENGTH IS THE PURPOSE OF LIFE 
 
 STRENGTH LEADS TO HUMAN HAPPINESS  
 
 THE ESSENCE OF MUSIC IS THAT IT ORDERS THE SELF 
 
 
 Music is essentially “something people do” in order to strengthen or order the 

self. The essence of music is the same as the essence of life or being: self-order or 

strength.  

                                                
35 Ibid., 113. 
36 Ibid. 
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 In this praxial view, music making is inherently valuable. Performing, 
improvising, composing, arranging, conducting—all are worth doing for the doing 
itself, meaning “for the sake of the self.” When a person’s level of musicianship 
(beginner to expert) is matched with an appropriate level of musical challenge, this 
matching of knowledge and challenge brings order to consciousness. The affective 
concomitant of this matching relationship is experienced as musical enjoyment.”37 

 
 Music, nonetheless, is neither the only source nor necessarily the best source for 

self-order, but merely a significant source. Thereby, music does not in itself take on the 

same moral authority as it does in Reimer’s conceptualization. As music finds 

embodiment within cultural practices it does, however, wield moral authority.  

A human [musical] practice is something a group of people organizes toward some 
kind of practical end. Human practices pivot on shared ways of thinking and shared 
traditions and standards of effort . . . MUSIC is a diverse human practice. 
Worldwide, there are many (many!) musical practices, of “Musics.” Each musical 
practice pivots on the shared understandings and efforts of musicers who are 
practitioners (amateur or professional) of that practice.38 

 
 Musical action involves choices regarding what is, indeed, appropriate action. 

Obligations and responsibilities derive from the standards of a given musical practice. 

However, standards can hold true only within the musical practice; there are not general 

standards that hold for all musics. Metaphorically, each musical practice, then, is a parent 

and children are people who are involved in that tradition (practitioners).  

 
 PARENTS   → MUSICAL PRACTICES 
 
 CHILDREN   → MUSICAL PRACTITIONERS 

  

                                                
37 Ibid., 121. 
38 Ibid., 42-44. 
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 The goals and standards provided by musical practices guide appropriate musical 

actions. They provide feedback that is essential for musicians to assess their own 

performance as well as the performances of others. 

 Goals and standards establish the foundation for feedback about how well a 
person is doing something and where the person stands in relation to achieving his or 
her goals . . . The key point here is that the feedback participants receive about their 
efforts is the information they need and use to assess the quality of their actions and, 
therefore, the effectiveness of their selves. Such information orders consciousness 
and structures each individual self.39 

 
 Musical experience organizes the self when sufficient calculation and reason are 

applied in matching skills to challenges.  In other words, through rational calculation one 

can find joy through music. The development of musical ability is the development of 

Moral Strength—the ability to improve strength through correct calculations. Because 

musical practices are a source for personal strength; individuals, because they naturally 

desire to develop their own strength, are obligated to be faithful to the moral authority of 

musical practices. 

 Musical performing frequently involves a basic ethical dilemma. On one hand, 
knowledgeable audiences usually expect performers to exercise their musical 
individuality within the bounds set by a musical score. On the other hand, to be 
inducted into a musical practice is to develop a sense of responsibility toward the 
artistic conventions of that practice. This sense of obligation includes the disposition 
(supervisory knowledge) to be faithful to a musical score or (in oral/aural traditions) 
to be faithful to a remembered performance.40 

 
  Inductees to a specific musical practice have a responsibility to be true and 

faithful to the conventions and traditions of that practice. If they are not, they will not 

realize the benefits of optimal experience and will not develop the subsequent strength. 

                                                
39 Ibid., 116. 
40 Ibid., 167. 



 69 

This faithfulness becomes a sense of obligation. “For it is always the musical community 

or practice that determines the nature and appropriate use of music understanding.”41   

 Musical practices fulfill the highest needs for strength and order whereby 

musicians experience joy. While strength is often the focus, the language of nurturance 

continues to be apparent at times. 

Standards and traditions define (formally and informally) what counts as musical in a 
specific context of musicing and listening. Thus, musical standards and traditions 
function in two ways. They ask musicers and listeners to respect and work within 
current boundaries. At the same time, they invite musicers and listeners to go beyond 
current understandings and values to create highly original musical works and, 
perhaps, whole new musical practices. Indeed, just as the real products of apple trees 
are not apples but new apple trees, the eventual outcomes of musical practices are not 
only new musical works but new musical practices.42 

 
 There is also a distinct element of reciprocity or possibly empathy in the exercise 

of authority demonstrated by musical practices; musicing may lead to completely new 

musical practices. Also, people are not forced to participate; they are asked and invited. 

Nor is there the fear that without participating in musical experience a major human need 

will go unfilled. Nonetheless, the sole focus on providing order to the self might ignore 

other needs. In other words, while a degree of empathy is apparent, it is not absolute. 

 The actions of individuals relative to practices constitute musicianship. 

 Musicianship is social and situational. There is an important sense in which 
musicianship, like all forms of robust knowledge, is a kind of instrument or tool. The 
musicianship we deploy in the actions of singing and playing is a tool for achieving 
the life goals of self-growth, self-knowledge, flow, and self-esteem. But learning how 
to use this tool appropriately occurs only when it is engaged for authentic purposes in 

                                                
41 Ibid., 177. 
42 Ibid., 68. 
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realistic situations: in relation to the working beliefs and values of the practices in 
which the tool has been developed and refined.43 

 
 Musicianship is personal musical strength. The terminology used in describing 

musicianship is similar to that used for philosophy. “Philosophers deploy and develop 

methods of logical argument to make new connections, explore false assumptions, and 

refine specific problems over time.”44 “A musicer acts by selecting a particular situation 

or condition with an intention in mind; by deploying, directing, and adjusting certain 

actions to make changes of certain kinds in sounds of a certain kind; and by judging when 

the intended changes have been achieved in relation to standards and traditions of 

musical practice.”45 Musicianship is similar to reason, deploying strategies to optimize 

gain and judging effectiveness of action; “to perform music is to act thoughtfully and 

knowingly. For selecting, deploying, directing, adjusting, and judging are definite forms 

of thinking and knowing.”46 

 
 STRENGTH   →   MUSICIANSHIP  
 
 
Moral Nurturance 

 On one hand, Elliott’s view of students seems to be nurturant. “Human beings are 

not billiard balls. People do not simply react to objective conditions; they select, target, 

and interpret opportunities in relation to their individual values, goals, needs, contexts, 

                                                
43 Ibid., 176. 
44 Ibid., 8. 
45 Ibid., 50. 
46 Ibid. 
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genes, and memes.”47 The extension of this attitude into practice results in a 

constructivist approach. “Music listening requires us to interpret and construct auditory 

information in relation to personal understandings and beliefs. . . .”48 By participating in 

complex, authentic experiences along with those who are authorities in specific musical 

practices, learners construct their own understandings relative to accepted norms. They 

are encouraged, but not forced, to follow standards and traditions through the positive 

interaction with others and through the enjoyment that musical practices provide.  

The task of music education is not to develop the various forms of musical knowledge 
as ends in themselves but to develop the musicianship of learners through progressive 
musical problem solving in balanced relation to appropriate musical challenges every 
step of the way. . . . it is the balancing or matching of musicianship with carefully 
selected musical challenges that results in students’ self-growth, enjoyment, and self-
knowledge. Self-growth, self-knowledge, and musical enjoyment are the aims of 
music education overall and the primary goals of every music teaching-learning 
episode.49 

 
 Challenges must be appropriate to the students’ abilities, difficult enough so that 

students can find enjoyment yet not so difficult that students experience primarily 

anxiety. Teachers enable and help students to set their own goals relative to standards and 

reach their own full potential.  

Standards of musical excellence, originality, and significance anchor and define the 
contents of musicianship. In doing so, standards also serve to guide the development 
of musicianship. For as the various components of musicianship grow and weave 
together, knowledge of musical criteria directs music makers toward new goals and 
new possibilities of music making within a given genre.50 

 

                                                
47 Ibid., 133. 
48 Ibid., 81. 
49 Ibid., 122. 
50 Ibid., 69. 
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 The process of enculturation seems to be nurturant. In this view the child expands 

on and extends the traditions of the parents. Teachers act within various cultural practices 

as role models for students to emulate through a process of enculturation or induction. In 

fact, the teacher is a fellow traveler and participant in the learning experiences as well as 

a role model and significant other. 

The philosophical themes of this chapter suggest that the music educator’s role is 
principally one of mentoring, coaching, and modeling for music students conceived 
as apprentice musical practitioners. That is to say, all music students (including 
general music students) ought to be viewed and taught in the same basic way: as 
reflective musical practitioners engaged in the kind of cognitive apprenticeship we 
call music education.51 

 
 Furthermore, an environment of care is fostered around the risk taking. 

 “First, enabling and promoting musical creativity depends on enabling and 
promoting musicianship. . . . Second, the development of musical creativity requires a 
receptive environment that encourages risk taking and the constructive evaluation of 
students’ efforts to achieve creative results. . . . Third, we ought to highlight musical 
‘opportunity finding’ by involving students in formulating (rather than just carrying 
out) worthwhile musical projects. . . . Fourth, students should be encouraged to 
evaluate performances and compositions for their excellence and creativity in all 
relevant dimensions. In this way, students can develop musical values that will 
promote their ability to select musical possibilities that have the most creative 
promise. . . . Fifth, music education for musical creativity requires sustained periods 
of time for students to generate, select, rework, and edit their performances, 
improvisations, interpretations, compositions, or arrangements. . . . Sixth, we need to 
avoid undermining our students’ motivation and enjoyment by gushing, hovering, or 
taking over while they work at producing creative musical results. Guiding students 
toward artistic and creative achievement seems to call for a music teacher-as-coach, 
adviser, and informed critic, not teacher as proud mother, stern father, or know-it-all 
big brother. 
 These principles may be both descriptive and causative of musical creativity. That 
is, if we step back and imagine the kind of music students that these principles 
describe, we see music students who participate actively in music making and 
listening; enjoy developing their musicianship; strive for musical excellence; evaluate 
musical performances and compositions critically; demonstrate a positive “learning-

                                                
51 Ibid., 74. 
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to-be-creative” disposition; and feel comfortable taking musical risks and testing their 
judgments of creative musical promise.”52 

 
 Students are enabled. They are taken from where they are currently and given 

opportunities to expand their capacities. An environment that promotes such growth must 

be “receptive” and “comfortable” rather than competitive. Nonetheless, students are not 

simply given what they need; they are guided in learning to find solutions to problems 

relative to their own interests and background. Students are given ample time without the 

constant imposition of teacher presence and tutelage. Obedience to teacher authority is 

not the rule; nor is self-discipline. The teacher, interestingly, is neither the “proud 

mother” who gives positive feedback regardless of result (Permissive Parent) nor the 

“stern father” who requires obedience to his every command (Strict Father).  

 

Moral Strength 

 On the other hand, needs fulfillment seems to be limited to the development of 

musicianship or strength. Strength in the form of order is, in fact the highest of all needs 

and the fundamental value of making music. The corresponding aim of music education 

is to empower (strengthen) students and promote their musical independence. “By 

increasing students’ strategic musical judgment abilities, music teachers enable their 

students to set short-term and long-term musical goals themselves. This, in turn, makes 

students independently able to recognize what counts as musical . . . success.”53 

                                                
52 Ibid., 234. 
53 Ibid., 121. 
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 Moral Strength plays a role in enculturation as well. Many of the themes 

introduced by reason remain as students are inducted into specific cultural practices. 

 Venturing forth to live the artistic and cultural-ideological meanings of an 
unfamiliar music culture provides students with an important growth opportunity 
that only active musical risk taking can provide: the opportunity to know one’s 
self (musical and otherwise) and the relationship of one’s self to others. Musical 
risk taking (and the temporary disorientation that may follow) activates self-
examination and the personal reconstruction of one’s relationships, assumptions, 
and preferences. Such musical-cultural confrontations enable students to develop 
the disposition to consider that what may seem natural, common, and universal to 
them is not.”54 
 

 Students need to “feel comfortable” with risks and must “test” their judgments. 

Also, disorientation or discomfort motivates students to examine and strengthen the self. 

Confrontations also “enable” students to develop cognitive strength. Moral Strength is 

also emphasized in that music’s essence is a strengthening or ordering of the self. 

Nonetheless, Moral Strength is tempered by Moral Nurturance, apparent in the care taken 

in guiding and supporting students in developing their musical potentials.   

 

 

 

 
 
 
 
 
 
 
 
 

                                                
54 Ibid., 209. 



CHAPTER 4 
 

ESTELLE JORGENSEN 
 
 

Gaia 

 The Gaia hypothesis is integral to Estelle Jorgensen’s moral concepts for music 

education. She explains: 

  Among the various statements of this worldview, the Gaia hypothesis posits that all 
things on planet earth comprise part of an interconnected dynamic system in delicate 
balance, where the whole transcends the sum of its parts. Applied figuratively in the 
social realm, this hypothesis challenges the rule of technology, positivism, and 
rationality and posits the complementarity of the arts, the validity of nonscientific 
ways of knowing, and the importance of imagination and intuition. Its concern is with 
process as well as product, with cooperation along with competition, and it suggests 
that feminine in addition to masculine ways of knowing enhance the richness of 
human society and personal well-being.1 
 

 First of all, there is a category of  “all things.” “Things” include objects and 

organisms, but can be applied as well to abstract entities such as world-views, 

philosophies, divisions of subject matter, and modes of operation. The relationship 

between all things is represented spatially by the image of a network. All things are 

interconnected, necessary, and practically equal. For instance, imagination, intuition, 

science, technology, positivism, and art are all of more or less equal validity. All things, 

in other words, create a web or network of connections virtually devoid of hierarchy. 

Accordingly, technology, positivism, and rationality are not displaced as influences but 

are put on equal footing with the arts, imagination, and intuition; process takes its rightful 

place as equal to product; and competition is acceptable but only if equal emphasis is 

                                                
1 Estelle R. Jorgensen, In Search of Music Education, 3. 
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given to cooperation. In like manner, feminine ways of knowing and being are made 

equal to the masculine.  

 Things are, metaphorically, members of the category or family of all things. 

Together they constitute Gaia. The aim of interaction within this group should be to 

optimize the well-being and “richness” of society, the collective (all things), and of each 

individual within the society. Because hierarchies are morally unacceptable, the family of 

all things seems to have no parent. Nonetheless, there still is a moral authority in that the 

Gaia hypothesis functions as a moral ideal guiding right action. So, even though all things 

constitute Gaia, the family, the abstract idea or hypothesis is, metaphorically, the parent.  

   
 FAMILY     →  ALL THINGS (GAIA) 
 
 THINGS (OBJECTS)   →  ART, SCIENCE,   
        INTUITION, ETC   
  
 NETWORK    →  RELATIONSHIP   
        BETWEEN ALL THINGS 
 
 THE GAIA HYPOTHESIS  →  THE PARENT 
 

    
 Second, there is a sense in which the “interconnected dynamic system in delicate 

blance” is the natural order of things. Natural is preferrable to an artificial or contrived 

ordering. In addition, the network is dynamic rather than static. It is natural for things to 

move and to change. Finally, this natural order of things is a fact of existence and must be 

accepted as it is and all things as they are.  

  
 DYNAMIC NETWORK   →  NATURAL ORDER OF  
 IN DELICATE BALANCE     THINGS 
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 Third, balance, breadth, and wholeness, three concepts related to physical well-

being, are projected onto concepts for right action in music education. In a world where 

all things stand in “delicate balance” it is imperative to both individual and collective 

health that each understands and has regard for the other. A narrow or selective 

perspective is unhealthy in that an organism might ignore something that impacts its own 

survival and well-being. As constituent parts of one, all-encompassing, living organism 

all need to thrive together. The only appropriate attitude, then, is an inclusive and tolerant 

one in which boundaries are flexible. Considering one aspect “without the other 

constitutes an unbalanced and insufficient [incomplete] position.”2 The view advocated 

by Jorgensen is “holistic and wider” and “seeks to ally” seemingly contrasting elements 

“each in tension with the other.”3  

 
 PHYSICAL HEALTH (BALANCE,  → MORAL HEALTH 
 WHOLENESS, BREADTH) 
 
 
 Fourth, tension, because it is the natural state of the network, is also inherently 

good and desirable. The tension between disparate views is necessary to growth and 

ongoing evolution. “As the status quo is challenged and displaced, so new futures and 

means to reach them are envisaged and created. And as I have shown earlier, this human 

and imaginative drive toward transformation constitutes the wellspring of a vital and 

                                                
2 Ibid., 75. 
3 Ibid., 13. 
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dynamic musical experience.”4 Life arises from the conflict resulting from the need to 

adapt in a dynamic, changing environment. Balance, understood in this light, is not rest 

but an active balance, progressive striving. Survival entails coming to terms with this 

tension. The “dialectics that music educators face . . . arise out of the nature of music 

education . . .” and “music educators may sometimes need to be content with disturbance, 

disunity, and dissonance.”5  

  
 DYNAMIC TENSION  →  NATURAL ORDER 
 
 MORALITY INVOLVES COMING TO TERMS WITH THE NATURAL 
 ORDER OF THINGS 
  
 
Moral Authority 

 The Gaia hypothesis, as moral authority, challenges the current authorities 

because they are unnatural structures and antithetical to the web of all things. The Gaia 

hypothesis “challenges the rule”—the absolute authority— of “technology, positivism, 

and rationality.” In fact, anything artificial or contrived that does not give full recognition 

to the natural order of things is inappropriate authority. The primary characteristic of 

illegitimate authority is that it excludes others. Morality is not a matter of simply 

including what is right and good and excluding the bad, then, but of developing the 

capacity to accept and balance all things. In other words, beyond the Gaia ideal, there is 

no single, nor are there hierarchies of authority; to place one thing above another is to 

                                                
4 Estelle R. Jorgensen, Transforming Music Education, (Bloomington and Indianapolis: 
University of Indiana Press, 2003): 123. 
5 Jorgensen, In Search of Music Education, 69. 
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upset the delicate balance and detract from health and thriving.  Jorgensen writes: 

 I began to wish to speak in my own voice, subvert the status quo, and reconstruct 
the system. Finding a space to be truly heard among the host of others in music 
education, powerful and well-connected policy makers—men and women who control 
the rostrums and publications where one can speak or write with freedom—has been 
one of the major challenges of my life.6  

 
 The status quo is an unbalanced system. Some connections within the network are 

stronger than others giving some connections more emphasis than others. According to 

the Gaia hypothesis, this inequality must be challenged and overcome.  

 The good of one thing depends on equalization all things. Therefore, the state of 

the collective is of primary importance; the whole (Gaia) is greater than the sum of its 

parts. In other words, the good of the family is the central and necessary good of all. 

  
 THE WHOLE IS GREATER THAN THE SUM OF THE PARTS 
 
 THE GOOD OF THE FAMILY IS THE GOOD OF ALL 
 

 Right action is determined through the need to survive within an unstable and 

delicate environment. Authority is necessary because the world is a dangerous place. This 

idea is already put forth in the assumption that all things in the world exist in delicate 

balance. It is further described as changing and turbulent; the family of all things, Gaia, is 

quite unstable. Such instability is, nonetheless, an essential condition of the Gaia 

hypothesis.  

 We live at a time of profound change. This reality fundamentally affects our 
understanding of the world and human relationships, the way we live, our beliefs and 

                                                
6 Jorgensen, Transforming Music Education, ix. 
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values, and our relationships with others. Now, more than ever before, we see 
ourselves as inhabitants of planet Earth, living in a fragile world that we can sustain 
or destroy. We have more information about the world and the people and things in it 
than before. Still, tribalism, warfare, and fear and mistrust of different others are as 
strong as ever. The technology at our disposal has revolutionized human life, yet 
along with devices that potentially improve the quality of life, there remain the 
modern-day electronic “sweatshops,” continuing divisions between rich and poor, 
and other symptoms of dehumanization and greed. Even though the mass media make 
human want and suffering patently clear to us, poverty and violence continue to afflict 
city and countryside alike. Unprecedented and massive population movements have 
contributed to cultural diversity and richness on the one hand and racism, cultural 
imperialism, fear, and anger on the other. A global economy fostered by international 
trade, investment, and monetary policy offers many possibilities to relieve human 
suffering and enhance living standards, and yet colliding with nationalistic, ethnic, 
and hedonistic aspirations creates political problems, racial hatred, political unrest, 
and economic exploitation. As a result, we face enormous challenges and differing 
realities than in the past.7 

 
 We all inhabit “planet Earth,” a sort of spaceship, over which we collectively hold 

the keys to its ultimate continuation of life or demise. Currently, we are experiencing 

unprecedented change. We must, nonetheless, maintain a delicate balance that provides 

equity between people and things. “The spaceship is in flight, and repairs must be 

undertaken in mid-voyage.”8  The Earth is a planet fraught with discord and danger. Only 

a specific course of action will guarantee success. Of course, the recommended course of 

action necessitates working with all things on board; we cannot jettison anything.  All 

conditions are potentially good or bad. Principles derived from the Gaia hypothesis 

(balance, breadth, and wholeness) help determine what is right and what is wrong.  

 The view that the world is dangerous is central to Jorgensen’s concepts for 

                                                
7 Ibid., 1. 
8 Ibid., 9. 
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morality. This is a world in which “misunderstandings, tensions, and hostilities . . . 

abound.” 9 Teachers have always “faced challenges” and now “confront dramatic 

worldwide changes” where that which “previously sustained” them is now 

“threatened.”10 Education’s already “inherent ambiguity and problematical  

character” are and “the complexity of the world in which it takes place” compounds the 

problems faced by music teachers.11 This is a world in which successful teachers must 

“tackle problems”12 and are constantly on guard lest they fall into traps.13  

 
 THE WORLD IS A DANGEROUS PLACE 
 

 Dialectic 

 Jorgensen extends the Gaia hypothesis into her dialectical approach to 

philosophy. In a sense, Gaia becomes dialectic. 

 My interest in dialectical analysis began early in my teaching experience. I found 
myself caught between two worlds: the world of the desirable and the world of the 
possible. I was forever analyzing, comparing, and contrasting things, seeing the 
instructional process ripe with alternatives that might be meritorious or desirable yet 
practically impossible to achieve simultaneously. I was forced to choose among 
possibilities, whether it be the tenor of the music program, repertoire, or 
methodological approach, and these choices affected my program in important and 
inescapable ways. If I chose too much of one thing, something else suffered, and as I 
analyzed my experiences, I saw how difficult were some of these decisions about how  
 
 

                                                
9 Jorgensen, In Search of Music Education, xiii.  
10 Ibid., 71. 
11 Ibid., xiv. 
12 Ibid., xii. 
13 Ibid., 17. 
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to reconcile disparate, sometimes conflicting aims and methods and how crucial my 
decisions were to the success of my teaching.14 

 
 The personal dilemma that Jorgensen describes reflects the moral principles of the 

Gaia hypothesis. She was “caught between” and was “forced to choose” between 

“conflicting aims.” Decisions were “difficult” and the results of those decisions were 

“inescapable.” She was faced with the natural order of things in constant tension and flux. 

Still, this state of affairs being natural was also desirable. For, out of the struggle for 

reconciliation between disparate possibilities came better ways to do things. In other 

words, the struggle was necessary part of the journey to determine moral principles. 

  Jorgensen came to recognize that in “the ground between lay important problems 

and potentials that seemed to make the difference between poor, competent, or brilliant 

teaching and learning.”15 She determined that by studying the “ground between” she 

would be able to come to a better understanding of how differing poles combine.  

Opposing poles would have to be dealt with as they are rather than combined or 

eliminated. In fact, everything, according to Jorgensen has both a good and a bad side. 

“This reality necessitates constant vigilance on the part of educators in order to minimize 

the dark side of things that might otherwise be virtuous.”16 

 Jorgensen further describes her dialectical approach as follows: “In this view, 

teachers analyze the theoretical possibilities flowing from the implementation of 

alternative X and Y, determine if it is possible to combine them and in what ways, create 

                                                
14 Jorgensen, Transforming Music Education, 10. 
15 Ibid., 11. 
16 Ibid., 15. 
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the appropriate “mix,” and adjust or correct the balance between them so as to maximize 

the advantages and minimize the disadvantages of the theoretical possibilities either 

taken alone or resulting from their combination.”17 The aim is to maximize the good in 

both alternatives or in the tension between them rather than to choose the right. Balance, 

again, is key. However, it is sometimes necessary to focus on one thing at the exclusion 

of another, but only for a time, adjusting the balance (dynamic tension) to maximize the 

good. “We agree that the practical exigencies of exposition require that teachers and 

students sometimes focus on one thing to the exclusion of others, later shifting their 

attention elsewhere as other interests and needs emerge.”18 This way the guiding 

principle that all things are necessary is maintained and dynamic tension is emphasized as 

necessary for Moral Strength. 

 The dialectical or “this-with-that” approach realizes the inherent tension in the 

web or network of all things. By grappling with these alternatives the teacher becomes 

strong. Complexities and dealing with complexities lead to Moral Strength while 

simplistic approaches that avoid the conflict lead to moral weakness. In other words, 

decisions stemming from strength will more likely be morally sound than those not 

involving sufficient strength.   

I agree that the either/or conclusion may limit the options too much, and the simple 
both/and synthesis may neglect the difficulties inherent in synthesizing things in 
tension with each other. The this-with-that solution, drawing as it does on a dramatic 
metaphor in which alternatives teachers face are actors on a stage, seems to come 
closest to the process I am trying to articulate.19  

                                                
17 Ibid., 130. 
18 Ibid. 
19 Ibid. 
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The dialectical stance is, according to Jorgensen, a difficult one to maintain. Difficulty, 

too, is important to the development of moral strength. 

  
 DIALECTIC REQUIRES MORAL STRENGTH 
 
 HOLDING THINGS IN BALANCE  →  MORAL STRENGTH 
 & DEALING WITH COMPLEXITY 
 
   
 In Jorgensen’s conceptualization the dialectical approach is essentially a struggle 

on the part of teachers whereby they become morally strong and able to make appropriate 

decisions. “Paradoxically, through complicating the task of music education and 

grappling with . . . challenges, music education’s reason for being can be better grounded 

and its future secured.”20 One becomes strong through the inherent struggle for survival 

presented by the natural world. Tied to this view, however, is the idea that the survival of 

the individual depends on the survival of the collective. In other words, competition and 

winning are not recommended as they are in Strict Father moralities. A type of empathy 

is practiced in which the views of the other are given validity and space. Nonetheless, the 

ultimate aim of such empathy is still egocentric, the preservation of the self. For, no one 

can truly understand the other to the extent of recommending a specific course of action.  

Rather than searching only for scientific laws that undergird a single “best practice,” 
music education researchers should also seek ideas and practices that are appropriate 
for or right in certain situations. They should value description as much as scientific 
explanation, even if its results seem murkier, less generalizable, more complex, and 
even contradictory, because description can get at some things that other investigative 
means cannot. The demands of each situation cannot be met by a single universal 
philosophy or method of instruction no matter how philosophically and practically 
defensible it might appear to be. Rather, each music teacher must fit the right 

                                                
20 Jorgensen, In Search of Music Education, xiv. 
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instructional approaches to a set of demands in some measure unique to a particular 
situation.21 

 
 Teachers cannot simply be told what is right; they must discover the best practices 

for themselves and develop the necessary strength to be independent. Pedagogical 

approaches must fit the “demands” of each individual situation. At times the right course 

of action will require acting “in variance with institutional pressures to preserve the status 

quo.” It will take courage and hard work on the part of teachers to do this. For, they 

cannot be given solutions to their problems, but must develop their own to fit their unique 

circumstances; there is no “single universal philosophy” (other than the Gaia hypothesis) 

that can apply in all situations. In other words, the Gaia hypothesis as the recommended 

guiding ideal is general enough to allow or require individual applications. It does not 

give directions in all things, but requires independence. 

 The emphasis placed on the development of Moral Strength seems to place Gaia 

in the role of Strict Father. However, beyond the development of individual Moral 

Strength and maintenance of the network, Gaia gives virtually no moral guidance. 

Principles such as tolerance and equity can be derived from the Gaia hypothesis, yet 

dialectical solutions to moral dilemmas remain unique to individual situations and to 

individual moral agents. Nurturance also seems apparent in that the existence and 

survival of all things is protected; competition is not recommended. However, beyond 

that, there is little direct fulfillment of needs by Gaia. These considerations taken  
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together, Gaia seems to be somewhat of a Permissive Parent, promoting the existence of 

all things, but providing little in the way of direct nurturance or specific moral direction.   

  
 PERMISSIVE PARENT  →  GAIA 
 
  
 

Society 

 Society is viewed by Jorgensen as an appropriate authority as long as it adheres to 

the Gaia hypothesis; all things exist in delicate balance. The network metaphor is applied 

consistently throughout. Moral principles derive from the view that all things must 

balance each other; no one thing may receive extended emphasis at the expense of 

another. Accordingly, human interaction should be based upon equality, balance, 

fairness, and mutual interdependence.  

 The ethical values with which I began this study and to which I now return—
justice, civility, goodness, fidelity, and mutuality—may appeal intuitively, yet their 
meaning and the implicit interrelationship of ethical and musical ends among other 
issues are problematical, cannot be taken simply at face value, and require further 
explanation and defense. Nor is my list of values complete. Each institution brings its 
own particular perspectives to bear, be they familial, religious, political, musical, or 
economic. 22 

 
Institutions 

 Ends in education are diverse, including both ethical and musical ends. The world 

of music education, furthermore, is a complex one. Simple solutions cannot suffice. A 

morally strong stance is required in sorting through and defending ethical values. Social 

institutions play an important role in bringing their own sets of values to bear on music 
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education. Consistent with the Gaia hypothesis, the values of each and every institution 

must be taken into consideration. 

 Institutions, depending on their respective values, have the potential to be either 

good or bad. When institutionalization connotes a static, unchanging, inflexible position 

(maintenance of the status quo) it is inappropriate.   

Still, various flaws within institutions resist change. The dehumanizing forces of 
exclusivity, oppression, violence, patriarchy, selfishness, and disdain of different 
others pervade all societal institutions. There is a dark side of the family, church, 
state, business, orchestra, choir, opera house, concert hall, conservatory, music studio, 
and school, among the various agencies of music making and musical education. 
Notwithstanding the desire of some teachers to embrace an ethic of caring for 
students as well as subject matter, ever-present institutional realities of sexism, 
racism, classism, ethnocentrism, sectarianism, and homophobia make this difficult to 
achieve in practice. Notions of freedom, equality, inclusiveness, and humanity 
invariably collide with systemic pressures toward conformity, injustice, exclusivity, 
and inhumanity; as a result they are only ever achieved partially, if at all.23 

 
 Simply by introducing authority into the network creates the possibility that bonds 

between entities will solidify or create priorities between entities. The equality and 

mutual interdependence between all things must be maintained.  When 

institutionalization results in unhealthy stasis, transformation is recommended; “instances 

of . . . disquiet among music teachers signaled by an array of campaigns, committees, 

commissions, and consortiums illustrate the degree to which musical education, like 

education generally, has become institutionalized and professionalized and in need of 

transformation.”24  

 On the other hand, institutions are potentially good: 

                                                
23 Ibid., 6. 
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 Institutions serve several important purposes. They provide ways of tackling tasks 
in the public domain. John Dewey noted that the presence of the poor, indigent, 
young, mentally ill, and old, among others who are dependent on society, necessitates 
corporate action that transcends individual hedonistic concerns. In his view, some 
projects such as education, public works, and law and order surpass individual 
interest and require the attention of the public or the state. . . . Institutions provide 
stability in social life. By invoking norms, governing conduct, imposing sanctions, 
socializing the young, and preserving traditions and wisdom from the past, they foster 
peaceful interaction between the individuals in a society. By clarifying general 
expectations, they promote civility and contribute to the happiness of citizens. . . . At 
a time when the mass media dominate communication, when many differing voices 
clamor to be heard, institutions provide a way for those who share common interests 
to break through the general din and make themselves heard in the public spaces.25 

  
 Institutions perform an appropriate and important function in ensuring that all 

things have equal opportunity, thus facilitating interdependence. Balance is added as a 

guiding ideal in the assertion that change and stability are both good, but never 

exclusively; each must be balanced with the other. Furthermore,  institutions seem 

nurturant by serving the interests of those who are dependent. They guard against 

selfishness and “foster peaceful interaction.” There is no indication that conflict is 

desirable in promoting strength, only in the sense that there are true evils in the world 

from which institutions protect those who are vulnerable.  

 
 INSTITUTIONS ARE POTENTIALLY NURTURANT OR STRICT  
  
 INSTITUTIONS SHOULD BE NURTURANT 
 
 
School 

 As an institution, school is an extension of society. Jorgensen contrasts two 

                                                
25 Ibid., 5. 



 89 

approaches to schooling that seem to correspond roughly with Strict and Nurturant Parent 

moralities.  

 The word schooling also refers figuratively to the undergoing of some sort of 
discipline whereby one is “formed” or “patterned” in a particular mold desired by a 
particular sponsoring group, institution, or public. Students are pointed in particular 
directions and constrained such that their independent, hedonistic tendencies are 
shaped into beliefs and actions that the school public deems desirable, and they follow 
the paths laid out for them by their teachers. At least two contrasting approaches to 
this interpretation of schooling have been evident historically: a retrospective 
approach that finds its inspiration in the past and results in a conservative or 
traditional view and a prospective approach that looks to the present and future for 
guidance in shaping students and results in a progressive view. The former regards 
discipline as the corporate control and suppression of a students’s personal desires; 
the latter sees discipline as enabling a student to fully develop her or his individual 
potential while also reconciling personal development with the collective needs of the 
group, institution, or public. . . . The rules of the social group, institution, or society 
adopt to govern its operation constitute the means by which a student is guided or 
disciplined.26 

 
 The strict, conservative view of schooling promotes self-discipline and 

independence while the more nurturant, liberal view promotes self-fulfillment and 

interdependence. Consistent with Gaia, movement and progress are more desirable than 

regression and/or retrospection. The metaphor, Life is a Journey, seems to apply here as 

moral action propels the network or spaceship forward.  Nonetheless, motion should be 

balanced; nothing can be left behind. 

  
 LIFE IS A JOURNEY 
 
 BALANCED MOTION IS GOOD 
 
 SCHOOL SHOULD BE A NURTURANT  

                                                
26 Ibid. 
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 Schools must be responsive to the entire spectrum of influences. There is no 

hierarchy of authorities, simply a network to which the institution must remain 

connected. Since the current state of affairs involves rapid change, schools must 

reciprocate with the same.  “At a time of dramatic and pervasive societal change, potent 

and effective mass mediated culture, and compelling and seductive materialism, 

educational and cultural transformations seem to be required.”27  

 

Culture 

 As with institutions, cultural equality is vital and 

. . . practical and theoretical challenges cannot be met with facile or simplistic 
approaches and solutions. Music teachers and other educational policy makers need 
an approach to thinking about multiplicities and complexities that avoids the pitfall of 
. . . approaches in which the old is merely assimilated or accommodated into the new, 
or vice versa. Notions of assimilation and accommodation invoke cultural 
imperialism or ethnocentrism in which, for example, a particular cultural or musical 
practice is taken to be normative. Nor does one wish to throw out the old simply 
because it is old; what is old may be exceedingly precious, to be kept at all costs. 
There is the ever-present danger of failing to recognize the value of traditional things, 
especially in a society preoccupied with change. And not only is the educational 
enterprise already under way, but each participant and observer has a partial 
understanding of it, and one’s ideas and actions have unintended consequences.28  

  
 Balance is the key. To maintain balance requires strength on the part of teachers 

and policy-makers; they must meet challenges with complex solutions, avoid ever-

present pitfalls and other dangers, and decipher what is truly valuable. No individual 

culture should be normative. All cultures have equal validity although, like institutions, 
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they all have good and bad sides. Cultures should not become static, but should remain 

responsive to the needs of its members. Societies should maintain their respective 

cultures in an effort to maintain balance and equality.  

Crudity, crassness, banality, and incivility result when a society fails to take care of 
its culture. And the narrow education advocated by those interested only in basal 
skills and the pursuit of purely instrumental ends shortchanges students by denying 
them a liberal education—a rich, holistic, balanced, intellectual, physical, emotional, 
spiritual, and cultural development that ought to be their birthright.29  

 

Music 

 The Gaia hypothesis with its accompanying principles of balance, equality, and 

breadth is consistently applied as well by Jorgensen to concepts regarding music. 

Tolerance, context, and cooperation are important considerations. “A comparative and 

contextual study of world musics can help students understand cultures other than their 

own and . . . foster tolerance of cultural differences . . . providing a better basis for 

cooperation . . . [by] taking a contextual, inclusive, and egalitarian approach to world 

musics and music education. . . .”30 It is important for all things, in this case all musics, to 

be recognized and tolerated. All things are necessary. Without inclusion the overall view 

is unbalanced, “narrow,” and “incomplete.”31 

 Consequently, Jorgensen calls for a “broadly based view that has global 

implications,”32  “a broad and dispassionate view of music education, one that seeks to be 
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31 Ibid.,  ix.  
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faithful to all the classical, folk, and popular musical traditions of the world,”33 a view 

offering more “scope and promise,”34 and “a broad perspective that accepts, embraces, 

and even celebrates . . .”35 Music educators “will need to broaden their focus to study 

how people come to know music throughout a seamless, life-long process.”36 In addition 

to the many kinds of music, contexts for music learning are diverse and need to be 

accepted and acknowledged too. To promote one musical culture or music learning 

context would upset the balance in the network. All musics are necessarily equal. There 

must be no hierarchies when conceptualizing music. 

 Despite calls for balance and breadth, Jorgensen discusses various levels of and 

degrees of value in music. “Music seems to transcend cultural boundaries because its 

significance may be grasped, at least partly, by others from different social and cultural 

backgrounds, yet it is also intimately bound to a particular social group or society, and 

outsiders cannot fully understand it.”37 It would be decidedly narrow and unbalanced to 

take either the position that all music is the same or that all musics are ultimately unique. 

The “all things are necessary” view in which reduction is avoided at all costs necessitates 

the view that some qualities in music are held universally and that others are not.  

 A type of empathy is discussed in conjunction with music. 

 One of the most important attributes of the student or teacher in a multi-cultural 
world is the necessity to de-center self—to become, as it were, the outsider. In so 
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doing, I learn to approach the music with which I have identified in the past as if it 
were not my own, as if from the outside looking in. I also learn to look at another’s 
music empathetically, putting myself, as it were, in the other’s place, trying 
imaginatively to grasp how it might feel to be the other in his or her musical tradition, 
or how it might feel to be the other looking at the tradition with which I have been 
identified. In so doing, I become more sympathetic to the other’s view of here or his 
tradition and less commonsensical and arrogant about my own. I come to see the 
ways in which the tradition(s) in which I have grown up share commonalities and 
differences with others, how we have constructed similar and different realities, and 
why these similarities and differences exist. What I take to be my “own” tradition is 
thereby de-centered. My sense of self changes with the changing perception of the 
traditions with which I have grown up and those of others. I am now more critical and 
understanding of, and sympathetic and open to, my own and these other disparate 
musical beliefs and practices because I see them more critically and sympathetically, 
less egocentrically and ethnocentrically.38  

 
 The appropriate attitude to take regarding others is, according to Jorgensen, an 

empathetic one. One puts oneself, figuratively, in the place of the other or in the place of 

an outsider if considering one’s own musical culture. The aim of such empathy is 

twofold: to allow others space in which to practice their music and to increase the Moral 

Strength, the ability to deal effectively with complexity and multiplicities of music, of the 

self. This type of empathy is neither completely egocentric (focused solely or primarily 

on strengthening the self) nor absolute (focused on fulfilling the needs and desires of the 

other). It maintains a middle ground, consistent as always with the Gaia hypothesis, in 

which interdependence is facilitated and in which the collective is strengthened. “I should 

approach all musics in an attitude of humility, receptive to what the other is willing to 

teach me and share with me, hopeful that the other might become less exclusive in regard  
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to his or her culture as I am of mine and that in the process of sharing what we can, we 

will both be enriched.”39  

 
Music Education 

 Teachers and researchers in music education need to, according to Jorgensen, 

learn to love the questions. 

 Many have not learned to love the questions themselves; they have been 
uncomfortable with the ambiguities, discontinuities, and dialectics encountered in the 
practice of music education. Consequently, ideas lacking immediate practical 
application to the worlds of elementary and secondary school music teaching are 
sometimes dismissed as of little consequence, and researchers feel it incumbent on 
themselves to make immediate practical applications of their findings, even if these 
are somewhat premature. This quest for definitive solutions can readily be explained 
as follows. The people who are attracted to music education are often practical-
minded and less interested in theorizing than in doing. Teachers who are trained as 
technicians to follow prescribed instructional methods often feel ill-equipped to 
grapple with the difficult philosophical and practical challenges they face, many of 
which require immediate solution. And the field of music education construed as 
school music represents a comparatively young scholarly tradition still in the process 
of clearly defining and defending itself.40 

 
 The profession is young and inexperienced. It is not yet able to fend for itself, to 

survive in an unstable world. The idea of love as nurturance, to have affinity for authority 

due to the feeling that one’s needs are being met, is not the idea of love promoted here. 

The desire for practical solutions, to be given something that will sustain action and 

promote comfort here and now, is considered to be weakness. Those who traditionally 

love teaching music currently have this weakness of desiring direct nurturance. However, 

such weakness is dangerous. The “field of music education” needs to become strong; it 
                                                
39 Ibid., 121. 
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needs to grow up which means, in this instance, learning to “love the questions.” This 

type of love is the antithesis of comfort and nurturance; it involves becoming 

“comfortable” with “ambiquities, discontinuities, and dialectics.” In this sense, one 

“loves” the experience of jumping into the fray, of engaging in battles, of embracing the 

messiness and fuzziness inherent in the natural world, of struggling with, grappling with, 

and tackling complex issues. Jorgensen writes, “I tackle the question of what is meant by 

the word music. This is a tantalizing and difficult problem.”41 The child of the Strict 

Father is expected to be strong, to be a successful competitor, and the necessary attitude, 

in this case, is “love” of challenges and difficulties.  

 There are, in fact, no general moral principles that can be given to teachers and 

then applied in every situation. Jorgensen asserts that “there is no one high road to music 

education, no one instructional method that fits all, and no one technology appropriate for 

every situation.” Teachers need to “reflect on their circumstances critically and construct 

appropriate strategies accordingly.”42 What is right for one situation is not right for 

another. Right and wrong, good and bad, are contingent and contextual. Dialectics in 

music and music education “reflect the inherent nature of the music education enterprise 

and the complexity of the world in which it takes place. Paradoxically, through 

complicating the task of music education and grappling with these challenges, music 

education’s reason for being can be better grounded and its future secured.”43 

                                                
41 Ibid., xiv. 
42 Ibid., xiii. 
43 Ibid., xiv. 



CHAPTER 5 

THOMAS REGELSKI 

 

Critical Theory 

 A central theme in Thomas Regelski’s writing about music education is the vital 

struggle within the field of music education to replace improper with proper authority. 

“Central to any ‘field’ . . .  is rivalry between old ‘terms’ and the social ‘positions’ they 

represent, and new ‘terms’ and the challenges they present to vested interests in the 

field.”1 Music education is a field for social interaction. The spatial positioning of the 

rivalry at center underscores the importance and significance of the struggle between old 

and new. The “field” is a battlefield in which the old, comfortable, and convenient must 

defend its territory against the onslaught of the new and up-to-date. “This is not, 

however, simply a turf-battle over ‘terms’ but, rather, that different terms define the turf 

itself—the field and its concerns, values, operations— differently.”2 The struggle is over 

which terms   will define the ground, the field upon which and over which the struggle 

occurs.  

  
 BATTLEFIELD  → FIELD OF MUSIC EDUCATION 
 
 
 Regelski gives considerable explanation of what is constituted by the “old” terms 

and positions. Empiricism, “the basic paradigm of science,” and rationalism, “the belief 
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in reason as a source of reliable knowledge,” converged during the Enlightenment to 

challenge “the authority of the Church and kings.”3 This, of course, was a prior instance 

of the new struggling to replace the old. A similar situation exists today as positivism, the 

belief that scientific knowledge is the only reliable type of knowledge and that the 

rational application of such knowledge will benefit people, seeks to retain its territory 

against the onslaught of newer perspectives. 

 [B]ecause it is modeled on the assumptions of positivistic-oriented social science, 
the preponderance of empirical research done in music education is clearly neo-
behaviorist and thus positivist in its assumptions, practices, and results. Despite its 
complexities, human behavior is seen as ultimately responsive to statistically 
determined natural laws by this particular group of empirical researchers in music 
education and by positivists in the social sciences in general. And, it follows, what is 
predictable is ultimately controllable through rational means, systems and 
‘standards.’4 

 
 “Positivistic-oriented social science” is the current moral authority for the field of 

music education. It attempts to understand and predict human behaviors in order to 

institute by various “systems” and “standards” to control them, but without taking into 

full consideration the needs and wants of its constituents. Its authority, in other words, is 

absolute in requiring, or at least acquiring, blind obedience. “Blind acceptance of the 

positivist-modernist ideology of scientific-technical ‘progress’” constitutes a “false 

consciousness.”5 People are enticed to adopt a false sense of security, the belief that 

positivism is leading to good results for all. Applying this conceptual structuring  

                                                
3 Thomas A. Regelski, “Critical Theory and Praxis: Professionalizing Music Education,” 
http://www.maydaygroup.org (April 1998), 2-3. 
4 Ibid., 3. 
5 Ibid. 
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metaphorically to the field of music education, music educators are children, music 

education is a family, and positivism is the ‘old’ parent, a Strict Father.  

 
 CHILDREN    →  MUSIC EDUCATORS 
 
 FAMILY     →  THE FIELD OF MUSIC  
        EDUCATION 
 
 THE ‘OLD’ PARENT  →  POSITIVISM 
 IMPROPER AUTHORITY 
 
 THE ‘NEW’ PARENT  →  CRITICAL THEORY 
 PROPER AUTHORITY 
 
 
 The authority of “positivist-modernist ideology” is unwarranted (even though it is 

popularly followed) primarily because it is disconnected from the needs and wants of 

those under its authority. It does not, nor can it, lead to good results for all. In fact, 

“misapplications of rationalism and empiricism (e.g. . . . technicist ‘methods’ and 

scientific ‘learning theory’) have produced largely negative results.”6 Nonetheless, the 

rightful moral authority is so not simply because it is new, but because of certain defining 

characteristics that give it moral legitimacy. At least six justifications (reflecting the 

concepts of roots and foundations, construction, moral authority, Moral Strength, 

independence, and legitimate authority) are given for the authority of Critical Theory:   
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Roots and Foundations 

 First, “Critical Theory is not just any philosophical critique; it is a prominent and 

well-grounded theoretical approach that stems from the ‘Frankfurt School’ of social and 

political thinkers, philosophers, art critics, and psychologists early in this century in 

Germany.”7 Critical Theory is situated spatially higher than other approaches and is 

rooted sufficiently in reliable sources. Metaphorically, Critical Theory is a well-grounded 

plant meaning that its roots run deep and wide thus sustaining and supporting the plant’s 

growth. It might, by the same token, also be considered a stable building with firm 

foundation. At any rate, Critical Theory is a legitimate moral authority due to its strength. 

 
 A PLANT OR BUILDING  →   CRITICAL THEORY 
  
 ROOTS OR FOUNDATION  →  CUMULATIVE   
        RESEARCH & THEORY 
  
  
 BEING WELL-GROUNDED  →  HAVING MORAL 
 HAVING FIRM FOUNDATION   STRENGTH 
  

Construction 

 Second, Critical Theory’s is constructive rather than destructive. 

 It needs to be mentioned that any “critical” theory will be critical of any number 
of cherished paradigms. The criticism presented . . . , however, needs to be 
understood as a critique in the positive and constructive sense encountered, for 
example, in good one-on-one musical instruction, rather than negative and destructive 
in nature or purpose.8 

 
 Critical Theory is tough-minded. As such it is intent on pointing out faults, 
                                                
7 Ibid., 1. 
8 Ibid. 
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problems, and inconsistencies no matter how much they are cherished. Understanding the 

problem is a vital first step in correcting it. Through this sort of criticism people improve; 

they become stronger. As with other theorists, Regelski uses the metaphors of buildings 

with those of plants; building character or growing character are the same; both connote 

progression. Criticism creates progress which, metaphorically, might be some sort of 

structure being built or an organism growing towards its full potential. Without the force 

of Critical Theory, in other words, there would be little or no growth.  

 
 CRITICISM IS A CATALYST FOR CONSTRUCTION AND/OR GROWTH 
 
 
 
Moral Authority 

 Third, Critical Theory is specifically intended to guide moral conduct. Due to 

Critical Theory’s constructive critique, the “false consciousness” is replaced with  

. . . critical consciouness—the perpetual awareness of the criteria and conditions 
argued by Critical Theory. Being thus critically aware of modernist abuses of science 
and reason, critical consciousness provides a properly warranted source of agency in 
personal affairs and serves as a warranted source of change in human affairs such as 
schooling. Such agents understand that scientific knowledge can only help people 
understand ‘things’ as they are and that science can never tell them what ought to be 
the case. Thus any question concerning what ought to be is unavoidably a question of 
values that requires critical knowledge put into practice according to very ethical 
values and other philosophical criteria that science claims to avoid.9 

 
 Science cannot, nor does it profess to speak to moral issues. Nonetheless, its 

findings inappropriately function as moral imperatives. Critical Theory, on the other 

hand, is aimed at addressing moral issues, “what ought to be.” By adhering to science as 

                                                
9 Ibid., 5. 
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a moral authority the current practice is unreasonable. Critical Theory seeks to replace 

that status quo with principles explicitly aimed at guiding moral action.  

Moral Strength 

 Fourth, Critical Theory is Legitimate Authority due simply to its Moral Strength. 

Regelski distinguishes between philosophical strength and weakness. “In the ‘weak’ 

sense, having a philosophy refers to taken-for-granted, uncritical, unexamined, or 

unchallenged belief, opinion, or faith.”10 Weak beliefs have not been subjected to 

stringent tests; they are, therefore, unreliable. They might have the potential of being or 

becoming strong, but no one can be sure of that strength; weak beliefs are untrustworthy 

because they have not been tested. On the other hand, reliable beliefs are strong; they 

have been critiqued, examined, tested, and challenged. By extension, beliefs can become 

strong given sufficient challenges. 

 
 CRITICISM BUILDS STRENGTH 
 
 

 Philosophy in the ‘strong’ sense . . . requires familiarity with the discipline of 
philosophy—that body of knowledge and literature resulting from the critical, 
logical, and reasoned examination of fundamental philosophical issues over history. 
It requires, further, a properly philosophical application of this knowledge in the 
service of a critical or analytical attitude towards current issues—particularly the 
kinds of unexamined beliefs and uncritical opinions that constitute the ‘weak’ sense 
of philosophy! In the absence of such a critical attitude, many of the most cherished 
beliefs and convictions of music educators go unchallenged and not philosophically 
clarified despite the fact that so many issues facing music teachers are much more 
complex, richly textured, and multi-faceted than their common sense or ‘weak’ 
philosophy can accommodate.11 

                                                
10 Thomas A. Regelski, “On ‘Methodolatry’ and Music Teaching as Critical and 
Reflective Praxis,” Philosophy of Music Education Review 10:2 (Fall, 2002): 103. 
11 Ibid., 104. 
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 Because the foundation (roots) provides strength it is important to be sufficiently 

grounded or connected to the foundation. Individuals who are connected to the 

foundation are strong in the sense that they are an extension of that same foundation. 

Gaining such strength, becoming connected, is a difficult and complex process. It 

requires discomfort in that one must confront cherished beliefs. Simple belief or faith is 

not recommended because it constitutes fundamental weakness. The issues facing music 

teachers are complex and it requires moral fortitude and strength to deal with them 

effectively. Faith cannot suffice. 

  
 COMPLEXITY   →  STRENGTH 
 
 SIMPLICITY    →   WEAKNESS 
 
 
 By complicating matters, by making them more complex, one actually becomes 

stronger, more able to deal with the difficulties apparent in complexity. Critical thought, 

as opposed to tradition, faith, feeling, or intuition/common sense, is needed due to the 

complex “issues facing music teachers.” Philosophy can provide the needed strength to 

counteract such issues—the strength to meet challenges. The authority of philosophy, in 

other words, stems from its strength; weak philosophy should have no authority. 

 
 PHILOSOPHY’S AUTHORITY STEMS FROM ITS STRENGTH 
 
 
 Philosophy “requires” certain behaviors from those over whom it has authority. It 

“requires” a knowledge and appreciation for its venerable lineage and the ability and 

fortitude to apply proven principles. It “requires” a skeptical attitude, an attitude of strict 
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judgment. One must not be hesitant or fearful in attacking even the most cherished of  

beliefs. By challenging others, although it may be painful for them, the authority actually 

provides a vital function of perpetuating strength.   

 

Independence 

 Fifth, Critical Theory promotes independence. Music educators should learn to be 

strong, to use their own faculties for reason, and no longer be duped into following 

improper moral authority. Regelski writes that “the ideology of positivism amounts to a 

relentless subordination of reason to an idolatrous faith in objective, technicist solutions 

to human problems.”12 Reason should not be subordinate to research, especially “what 

works” strategies that lack ethical foundation. By way of overt metaphor, adherence to 

technicist methods amount to worship of idols—valuing something that is not real. To 

follow or believe in something that is not real involves relinquishing one’s personal 

power or, in a word, one’s independence. 

 The average person unwittingly forsakes his or her freedom by uncritically having 
faith in false claims that scientism and technicism promote rational economic 
planning and thus predictable progress towards a free, compassionate and perfect 
world. Such ultimate progress clearly has not happened . . . Nonetheless, people . . . 
continue to have uncritical faith in science and technology. The corresponding 
unwillingness or inability to take responsibility for their own lives is seen, for 
example, in their manipulation by media-driven values, ‘taste-makers,’ cult leaders 
and ‘movements,’ ‘systems’ and ‘institutionalized’ groups of various kinds. . . . In 
sum, unfreedom alone has progressed.13 

 
  

                                                
12 Ibid., 108. 
13 Regelski, “Critical Theory and Praxis.” 4. 
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 Laziness and weakness on the part of individuals lead them to relinquish their 

freedom as they adhere blindly to improper authorities in hopes of attaining a “free” and 

“compassionate” world. The cold reality is that no authority can single-handedly provide 

long-term and consistent progress and freedom. The only route to true progress is to take 

personal responsibility, to be morally strong, to be independently critical. 

 
 INDEPENDENCE IS TAKING PERSONAL RESPONSIBILITY 
 
 
 Independence is not enough in and of itself. One must be independently strong or 

critical. In other words, a teacher might be independent of positivism but still not act 

morally because they do not adhere to the moral authority of Critical Theory. Therefore, 

in addition to being critical of positivism, Critical Theory is also critical of unexamined 

practical knowledge developed by individual teachers. 

 A critical theory of education . . . begins by (1) being critical of positivist research 
that makes a technology of teaching by denying the “interpretive categories” and 
other situated variables of individual teachers and students. However, while 
acknowledging the importance for rational conduct of recognizing such variables, it is 
(2) nonetheless equally critical of the kinds of subjective teacher knowledge (for 
example, uncritical opinion, belief, and faith) that rely solely on techne and thus 
ignore the ethical commitment (phronesis) of praxis to produce beneficial and lasting 
results for students. The uncritical acceptance of technisist methods-as-curriculum is 
seen, then as a false consciousness that abdicates personal and ethical responsibility 
for rational and reflective professional praxis . . .14 

 
 Teachers “tend to err as much in the direction of unwarranted subjectivity as 

positivists do in the direction of false objectivity.”15 Error equals subjectivity (intuition, 

feeling, caring). Regelski does not disagree with either rationalism and empiricism as 

                                                
14 Regelski, “On Methodolatry,” 109. 
15 Ibid., 110. 
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such; he merely asserts that they were misused.  Therefore, error also equals objectivity,  

stasis, authority without proper foundational strength. Strength derives from connections 

to the real world. 

 

Legitimate Authority 

 Finally, the sixth justification for Critical Theory as moral authority relates to 

Lakoff’s and Johnson’s definition for Legitimate Authority. For authority to be truly 

legitimate it must relate directly to the needs of those over whom it has authority. 

Obedience, then, is not demanded based solely to the authority figure’s superior strength, 

but is given freely through the realization of the authority figure’s ability to fulfill a 

variety of needs. As the moral authority, reason hands down a moral imperative or ideal, 

“phronesis,” which is a moral responsibility or obligation, an ethical commitment, to 

bring about right results for others. 

 In schools, teachers who are empowered with critical knowledge and critical 
consciousness become critical educators. They help their own students rise to the 
level of critical consciousness and knowledge that empowers them to be more 
effective agents of their own personal histories. In the case of music education this 
would involve developing in students a critical consciousness of, for example, the 
economic imperatives of institutionalized and media-driven ‘taste-makers,’ and 
would promote the kind of critical knowledge that permits an enhanced range of 
informed musical choices.16 

 
 Those who are sufficiently strong can strengthen others. Students are empowered 

to make choices that will optimize personal musical benefits and to avoid the false 

promises of those who are not considering their interests. Students learn to become 

                                                
16 Regelski, “Critical Theory and Praxis,” 5. 
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independently strong and construct their own critical consciousness. Critical Theory in 

this way preserves an individual’s free agency. There are no single answers that apply for 

all students. Critical Theory “reestablishes the fundamental importance of the kind of 

personal agency that is situated—a condition that is central to both teaching as a 

professional praxis and to music as human praxis.”17 

  Critical Theory provides the necessary strength for people to fill their own needs. 

Because their own needs are unique and because they are fulfilled through personal 

strength, others cannot fill them. Regleski continues: 

 Humans . . . formulate purposes and goals in terms of perceived needs that are 
always uniquely situated. Having such intentionality, they are thus agents who can act 
rationally toward fulfilling those needs. Humans and their situations—namely 
teachers, students, and schools—are not interchangeable! They vary according to 
different needs, goals, and intentions and unique restraints and local opportunities of 
the governing situation—for example, the many situated variables governing music 
teaching. Unlike technicist approaches, the “lifeworlds” of teachers and the students 
they teach simply cannot be ignored if teaching is to be a professional praxis.18 

 
 Regelski’s is an ethic of care governed by the strength of reason. The aim of the 

caring is to help all people to progress, to grow as far as is possible. One’s potential is 

one’s ability to be fully empowered, to be fully rational, to gain the capacity to fill one’s 

own needs. Governed by reason, people become like the moral authority, fully reasonable 

and strong. No two people follow the same paths in becoming so, however, because no 

two situations are exactly alike. 

 Critical theory . . . seeks to recognize human subjectivity and individuality as both 
a means and an end of becoming fully human, fully rational. This means that if 
knowledge is to be valid, it must take into account subjective, contextual, situational 

                                                
17 Ibid., 3. 
18 Regelski, “On Methodolatry,” 109. 
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factors. Humans are ‘subjectivities’ with goals, needs and intentions, not simply 
‘objects’ controlled by natural laws. They have reason and therefore can formulate 
and evaluate personal and collective purposes, goals, and values. They are agents 
who, alone and in communication with others, can act in their own behalf or on 
behalf of others in society, for example, in teaching or any of the helping 
professions.19 

 
 Critical Theory recognizes individuality as both means and end. Independence 

helps one become fully rational and vice versa; fully rational is the same as fully 

independent. Independence is a means to becoming fully rational. Valid knowledge is 

complex; it takes into account individual differences. Reason allows people to judge what 

will be beneficial to themselves and society. Reason allows people to help others become 

fully rational and independent. 

 
 REASON IS THE ESSENCE OF BEING 
  
 FULLY HUMAN IS FULLY RATIONAL 
 
 NURTURANCE IS A MORAL IMPERATIVE FROM REASON  
 
 NURTURANCE IS EMPOWERMENT (NOT NEEDS FULFILLMENT) 
 
 NURTURANCE EXISTS RELATIVE TO MORAL ACCOUNTING 
 

 Critical Theorists . . . denounce any theory that leads, however, indirectly, to 
practices that ‘disempower’ human beings by taking away their capacities for 
personal reason and judgment, and any theory that takes away people’s control over 
their own lives as agents who are personally responsible for their own being and 
becoming more fully human. They point to the dangers of uncritically applying totally 
abstract ‘academic’ theory directly to human problems. Such ‘academic’ knowledge 
amounts to what Aristotle called theoria. Its danger resides in its claims to be value-
free, for-its-own-sake, and thus ‘objective’ and ‘true.”20 

 

                                                
19 Regelski, “Critical Theory and Praxis,” 5. 
20 Ibid., 4-5. 
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 Moral nurturance is secondary to moral strength and moral independence. The 

ultimate aim of Critical Theory is to empower people to fill their own needs and the 

needs of others. This sounds like nurturance, however, three points are helpful in 

understanding this apparent contradiction: First, people gain the capacity to nurture by 

becoming strong, not by being well-nurtured as in Reimer’s view of philosophy. They 

become strong through struggle rather than through nurturance. Second, their aim in 

nurturing others is to make them strong; also through struggle and conflict. Third, 

nurturance is so connected to independence that it is always self-nurturance whether it 

involves self or empowering others to nurture the self.  

  
 
 STRENGTH, POWER,   →  REASON, SELF-DISCIPLINE,  
 AND FREEDOM    AND PERSONAL    
       RESPONSIBILITY 
 
 

Society 

 Music education has, according to Regelski, rejected nearly all moral authority 

other than aesthetics. “Music education as a field has thus ignored or actively rejected the 

empirical findings of sociology, sociomusicology and musical ethnography as a basis for 

understanding and advancing the role and purpose of music in schools and society.”21 

Aesthetic theories cannot serve as legitimate authority. They do not provide clear or  

 

                                                
21 Regelski, “Music and Music Education as Praxis,” http://www.maydaygroup.org. 
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consistent principles to guide practice. But, most of all, there is a real disconnect between 

their claims and the actual lived experience of people. 

 Aesthetic theories are speculative theories arrived at by rational analysis. They 
make noble and lofty-sounding claims, but their proliferation presents conflicting and 
thus confusing positions within their own field. Philosophers thus often find fault with 
aesthetics as philosophy, and criticize aesthetic theories as false to the actual 
experience of art because they isolate art and music from the circumstances of its 
creation and actual use.22 

               
  Metaphorically, aesthetic theories separate music and, thereby, music education 

from the ground from which it sprang and the context of its actual existence. Music is 

divided from its derivation: society. Music cannot be accounted for by aesthetic theories 

because they are abstract theories stemming purely from reason. Aesthetic theories are an 

extension of what Aristotle termed theoria. “Aristotle valued reason as the essence of 

what it means to be human, and thus the “good life” was life lived in accord with 

reason.”23  

 Praxis, in contrast, served humans and thus it was governed by an ethical 
dimension called phronesis that stressed the prudence needed to carefully serve the 
variability of human needs by producing ‘right results’ and by ‘doing no harm.’ 
Unlike technical knowledge, praxial knowledge is highly individualized since it 
results from a person’s accumulated experience with always-variable human 
requirements. Praxial knowledge is also self-actualizing according to the unique style 
and results that distinguish different practitioners. Praxis thus involves a practical 
‘feel’ and a personal style of being both pragmatically ‘sensible’ and ethically prudent 
in a field of action.24 

  
 

 

                                                
22 Ibid. 
23 Ibid. 
24 Ibid. 
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 Critical Theory is not limited to pure reason, but takes society (people) into 

account as well. Society must be a partner with reason or reason must at least  

consider society. 

 Social accounts of music as praxis, in contrast, specifically concentrate on “the 
circumstances” in which music is “actually created or appreciated”—in other words, 
on the performative acts of music making sociomusicologist Christopher Small call 
“musicking.” This empirical ‘grounding’ in actual musical praxis, then, promotes a 
remarkable consistency between social theories of music and musical values.25 

 
 While aesthetic theories are disconnected from real life, social theories and 

research have an affinity for or kinship with musical practice. Society, here extended in 

social theory and research, is the parent of music and music education. Other theories do 

not, in effect, know the child as the parent does and, therefore, cannot effectively guide 

its action. Social accounts “concentrate on” the “circumstances in which music is actually 

created. 

 Moral action is “governed by” an ethical ideal of serving others. In other words, 

phronesis is a moral imperative guiding the actions of the parent. The ideal to “carefully 

serve the variability of human needs” embodies nurturance and is replicated in the child. 

Praxis is moral action on the part of society and music is a type of praxis or moral action. 

Society is constituted by praxis (receives its authority from moral nurturance) or, in other 

words, action taken to help others. 

 [P]raxis is the means by which human needs are realized and thus the way in 
which the world is improved. Praxis, for Marx, thus includes all kinds of social 
praxis, everyday and ubiquitous as well as uncommon and extraordinary. Society, in  
 
 

                                                
25 Ibid. 
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turn, is itself constituted in important ways through such praxis on the part of 
individuals.26  

 

 PARENT   →  SOCIETY    
  
 FAMILY   →  MUSIC EDUCATION 
 
 PRAXIS IS MORAL ACTION 
 
 PHRONESIS IS THE GOVERNING IDEAL FOR SOCIETY 
 
 PRAXIS IS MORAL NURTURANCE 
 
 
 The relationship between society and individuals is reciprocal. Society gives birth 

to and nurtures a wide variety of practices which, in their perpetuation of the ideal of 

phronesis fulfill the being of society.  

 Many contemporary theorists stress a two-way or dialectical relationship between 
society and the individual, both of which are studied in terms of their objective 
manifestations and their subjective meanings. Thus contemporary practice theory 
studies the dialectical process by which individuals create, at the same time as they 
are created by, society and its structures and products . . .27 

 
  Through the reciprocal relationship both society and individuals (as well as 

individual fields) are constituted. This sort of relationship involves Absolute Empathy on 

the part of the parent and a corresponding response on the part of the child. Praxis or 

nurturance does not involve ultimately controlling the life of the child, only guiding it 

relative to the ideal. Each child (each practice and each individual) is unique and needs 

individual consideration; “there is no ‘common practice’ because each situation demands 

                                                
26 Ibid. 
27 Ibid. 
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diagnostic judgment.”28 Therefore, although the ideal of phronesis should apply 

universally, there is no universal, standard moral action. Nonetheless, phronesis seems to 

be somewhat stronger than Jorgensen’s Gaia in constituting or, at least, recommending 

Moral Nurturance. 

 By its very nature praxis involves practical ‘judgments’ necessitated by the 
always-unique options and possibilities between human ‘situations’. This situatedness 
of praxis includes not only the present environment but, as importantly, the needs and 
purposes, goods and goals that are at stake, as well. Practical judgments are therefore 
not ‘merely relative’ to the situation: the entire process is authorized in terms of the 
‘social facts’ that are the background of any praxis, and by the specific needs 
occasioning it at the moment. Claims concerning values, knowledge, and meaning are 
therefore warranted by situated criteria and tangible consequences, not by abstract 
philosophical absolutes hypothesized a priori as universally and timelessly Good.29 

 
 Nurturance is pragmatic/practical and it involves actions directly aimed at 

fulfilling needs of people rather than, for example, the preservation of institutional 

traditions. It involves a sort of moral accounting that takes into consideration the facts of 

the situation and the needs of those involved. Thus, society’s role is “authorized” due to 

its connection to variable, yet real-life, people and needs. This is Legitimate Authority 

based on nurturance, the ability of society to fulfill needs. Absolute Empathy, embodied 

in Nurturant Parenting, is understanding the other in an effort to bring about right results 

for them. It is not giving the other whatever they want but involves judgement on the part 

of the parent to determine what is good for the child. Praxis, the moral aciton of society, 

is a natural process involving individual and collective judgment regarding the most 

beneficial course of action. The replication of effective actions over time constitutes 

                                                
28 Ibid. 
29 Ibid. 
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social practices which are further refined and adapted to changing needs and situations.  

 The goods and goals of social and cultural praxis, then, are not simply what an 
individual prefers or finds agreeable. They arise, instead, from situated engagement 
with social conditions, contexts and customs in terms of which action is undertaken to 
begin with. This association of praxis with the ‘goodness’ and ethical ‘rightness’ of 
goals connected with the “good life” remains a theme of most praxis theory in all 
social fields, including in “schooling.” The ‘practical’ wisdom of praxis, then, is  
 
pragmatic knowledge: it should not be confused with expediency or unprincipled 
materialism and corrupt utilitarianism.30 

 
 

Institutions 

 Music, according to Tom Regelski, “arises from within and is therefore 

conditioned by a host of social interactions, institutions and influences . . .” and is “a type 

of social praxis.”31  Society, metaphorically speaking, gives birth to and raises music 

which, in turn, fulfills the needs of individual members of society as a Nurturant Parent. 

When music becomes institutionalized, however, it tends to become a Strict Father in the 

sense of institutions that no longer meet the needs of individuals and passes its parenting 

style on to the children.  “Once institutionalized, the taken-for-granted values and needs 

and the habitualized patterns of dealing with them are passed on intact to new 

generations.”32  In order to maintain Absolute Authority: 

Institutions and their paradigms thus wield a considerable amount of coercive power, 
both by virtue of their sheer existence as taken-for-granted, matters-of-fact, and 

                                                
30 Ibid. 
31 Thomas A. Regelski, “Musicians, Teachers, and the Social Construction of Reality,” in 
On the Sociology of Music Education, ed. Roger Rideout (Norman, Oklahoma: School of 
Music, University of Oklahoma, 1997): 95. 
32 Ibid., 97. 
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through various control mechanisms that are developed to protect the continuation of 
the institution, preferably unchanged. Institutional integrity becomes more a matter of 
using control mechanisms to protect institutional purity and virtue than of insuring the 
pragmatic rightness of results.33   

 
 The Strict Father’s authority is based on the strength of its unchanging rightness; 

if moral principles changed, the integrity, purity, and strength would be compromised. 

The Strict Father is, by moral necessity, uncompromising. Efforts to point out the 

authority’s lack of relevance are viewed by the Strict Father as attacks upon his morality 

and leads the authority to become even more entrenched in his beliefs. “In other words, 

despite the many ways that institutional outsiders point out the pragmatic ineffectiveness 

of the institution, embedded individuals simply produce more legitimating 

rationalizations and then continue with business as usual.”34 

 Carried far enough, of course, this head-in-the-sand conservatism brings about 
various kinds of crises as the institution’s paradigms get further and further out of 
touch with original needs. At this point institutions become truly dysfunctional and 
can impede more than help society. Schooling in general, and music education at all 
levels in particular are, I suggest, approaching just such a state of crisis today. No 
amount of legitimation by MENC, for example, with “Music in our Schools” days 
and various other campaigns of school music advocacy can save the fact that the 
institution of music education has lost sight of its original purposes and that present 
practice cannot possibly keep up with its sloganeering. Public school music education 
today reaches only an elite few students and advocacy in music education today is in 
part proportional to failure in producing important results.35 

 
  It seems that there are two possible parents, the Nurturant Mother, undefiled 

society, who gave birth to music and nurtured it and the Strict Father, authoritarian and 

strict institutionalization who, in effect, conserves the status quo by strictly enforcing it 

                                                
33 Ibid., 98. 
34 Ibid., 102. 
35 Ibid. 
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upon music. These two parents “make competing demands of us, often in ways that allow 

no compromise.”36  “Red flags,” conflicts, alert us to the fact that one of the parents is 

dysfunctional. Freedom from tyranny “entails questioning and challenging virtually all 

taken-for-granted assumptions.”37 If the institution, the Strict Father, refuses to change it 

may warrant open rebellion and even separation. “Therefore, overcoming such 

dysfunctional inertia in the institutional worlds of music and education sometimes takes 

the courage to go outside of and thus against-the-grain of institutionally controlling 

paradigms.”38  

 

 

 

 
 
 
 
 
 
 
  

                                                
36 Ibid. 
37 Ibid. 
38 Ibid., 105. 



CHAPTER 6 
 

 CLIFFORD MADSEN 
 
 

Research 
 

 According to Clifford Madsen, research (social, psychological, and philosophical) 

should guide right action in music education. He envisions a “systematic literature that 

will be developed that will help shape music practices.”1 In addition to contributing to the 

shape of practice, “sophisticated research” will serve the profession of music education 

by “advancing knowledge, promoting greater efficiency, and enhancing the quality of 

music experiences.”2 Concepts for linear progression and accumulation are projected 

onto prescribed functions for research (moving knowledge forward, moving efficiency 

upward, and increasing quality).  In addition, the research process is viewed as cyclical; 

individual research studies build upon prior studies ever increasing the pool of knowledge 

that serves to guide and improve practice.     

Careful documentation can be extremely useful in shaping practice and providing a 
basis for further research. All issues and practices need to be thought and rethought, 
researched, refined, rethought, and researched again.3 

 
 Not only does research guide practice in music education, it also serves as 

foundation for subsequent research. Consequently, research should demonstrate adequate 

respect for previous sophisticated studies. Thereby, the cycle spirals upwards as studies 

                                                
1 Clifford K. Madsen, “Senior Researcher Award: Acceptance Address” Journal of 
Research in Music Education, 36:3 (1988): 136. 
2 Ibid., 138. 
3 Clifford K. Madsen, “Grand Masters Series: A Personal Perspective for Research” 
Music Educators Journal, 86:6 (May 2000): 44. 
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accumulate always leading towards more effective and appropriate practices. In addition, 

there is a sense that the research process is and should be consistent and continuous; there 

is no stopping point or end goal. 

 
  CONTINUOUS, LINEAR,   →   RESEARCH PROCESS 
 CYCLICAL ACCUMULATION 
 
 RESEARCH IS ALLIED WITH REASON/LOGIC 
 
 
 The questions that research addresses are distinctly moral: 

 What are the changing social and familial contingencies that make a child want to 
participate or not participate in our music programs or to change their participation? 
When is the best time to start various music activities? When and how do we get 
every child involved in music and, much more important, how do we ensure keeping 
each child with us? How might we best use technology to capture and hold student 
interest and to teach students? How do we get them through the difficult years? Is it 
appropriate for fast fingering and loud notes to prevail, if but for a short time? What 
are the relationships between a child’s needs at different times?4 

 
 Research guides practitioners in right actions relative to students. It determines 

what can be appropriately expected of students and guides teachers in fulfilling student 

needs. According to the Theory of Family Metaphor, a previously developed concept of 

parents, one’s primary and initial authority figures, is projected onto research.  In this 

case the field of music education is conceptualized as a family and individual music 

teachers and researchers as family members (children) subject to parental authority. As 

parent and moral authority, research provides stimulus (enhances and promotes), shape, 

and direction to the actions of the children, individual practitioners within the field of  

 

                                                
4 Ibid. 
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music education. In other words, appropriate or moral action within music education is 

action that adheres to the principles derived from sophisticated research.  

 
 FAMILY   →  MUSIC EDUCATION 
 
 CHILDREN   →   MUSIC TEACHERS AND   
       RESEARCHERS 
 
 PARENT   →   RESEARCH 
 
 
Moral Strength 

 Three ideas indicate that the moral authority of research is primarily strength-

based. First, research is allied with reason (“thought and rethought”) which is virtually 

always associated with moral strength. Second, conflict is viewed as healthy and even 

necessary. “Research methodologies are in constant conflict and it would seem that this 

is, indeed, healthy.”5 This coincides with the Strict Father view that competition is 

integral to the development of strength. Third, research is perceived as a difficult and 

ongoing struggle involving constant conflict and consistent and continuous (unwavering) 

strength.  

 It follows from the focus on strength and competition that agreement and 

reconciliation are not urgent goals of research. 

All too often in our determination to conduct meaningful discussions we present 
various viewpoints with such concern for agreement rather than disagreement that the 
middle or center position is the only position advanced. In our desire for amiability 

                                                
5 Clifford K. Madsen, “No One Knows Research But Me” in Research in Music 
Behavior: Modifying Music Behavior in the Classroom, Clifford K. Madsen, R. Douglas 
Greer, and Charles H. Madsen, Jr. eds. (New York and London: Teachers College Press, 
1975): 13. 
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we often prefer not to disagree . . . [W]ithout specifically articulating our basic 
disagreements we glibly strive toward consent.6 

 
 The easy path is to avoid conflict altogether by skipping the difficulty of dealing 

with disagreement and striving for a position upon which all parties can agree. Such an 

approach is weak because it ignores the conviction that people become morally strong by 

working through disagreements. In addition, the middle or center seems to connote a 

comfortable and unhealthy stasis. Solutions forged through adversity, conversely, tend to 

be strong and progressive.  So, conflict should be dealt with head on and never glossed 

over. To take the easier path, to avoid the conflict, is unhealtthy and a sign of weakness. 

Since the aim of inquiry and discourse should be to generate new knowledge, maintaining 

the cyclical progression of research, the generative power of contrasting positions is 

viewed as antithetical as well as preferrable to the static ease embodied by the middle or 

central position. 

 
 CONFLICT IS HEALTHY AND STRONG 
 
 AVOIDING CONFLICT IS UNHEALTHY AND WEAK 
 
 CONFLICT GENERATES PROGRESS  
 
   
 Empathy is egocentric within such strength-based concepts for moral authority; 

the aim of understanding the views of others is to strengthen and refine one’s own 

position. 

 It would appear that a definite position is more recognizable when it is placed in 
perspective to antithetical viewpoints. . . . “Extremists” are often cited with negative 

                                                
6 Ibid.  
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connotations; however, it is precisely because of what one considers an extreme 
position that he is able to place himself in some perspective concerning his own 
behavior.7 

  
 Beliefs and ideas are assigned spatial locations and shapes that appear most 

vividly when viewed in contrast to other beliefs and ideas. Opposing viewpoints and 

actions, thereby, can be very useful in defining one’s own perspectives and behavior. 

There is no apparent attempt, as in Absolute Empathy, to understand the other for the sole 

purpose of furthering the interests and goals of the other. Rather, understanding the other 

serves to satisfy one’s own need for Moral Strength.  This is not completely selfish, 

however, since by strengthening the self the authority figure is in a better position to 

strengthen others.  Nonetheless, moral and logical strength is the primary requirement in 

the search for truth. 

 Truth seems as elusive as it is complex and certainly much apparent disagreement 
can be attributed to all aspects of faulty communication. . . .If topics are to be 
logically discussed, alternate positions must be presented and, “if only for the sake of 
argument,” participants must agree that there is at least the possibility that some merit 
exists in the opposite viewpoint.8  

 
 Finding true moral principles involves difficulty, struggle, and conflict. Honest 

communication must be considerate of opposing views, considering the merits of the 

other’s argument simply “for the sake of argument.” Argument, communicative 

competition, promotes strength in that the best and strongest arguments eventually 

prevail. However, if all possible competitors are not included or considered then the 

integrity of the victor is compromised. In Strict Father Morality the parent, in addition to 

                                                
7Ibid. 
8Ibid., 13-14. 
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helping the child become strong, must continue building and maintaining his own 

strength through directly confronting all possible opposition.   

 Fact serves the same function as truth in connoting reliable knowledge upon 

which to base practice. Fact has absolute authority in requiring the adherence of music 

teachers and researchers. 

 In scientific terminology a fact is a fact because it has monolithic acceptance or 
because it can be empirically verified. Therefore, that Mozart wrote music is a fact; 
that Mozart’s music is good is a value judgment. While many of us react negatively to 
such issues, we should remember that disagreements rarely concern “facts.” The 
philosophical issues about which we get the most excited are generally those issues 
which represent the widest chasms of disunity regarding appropriate methods of 
investigation.9  

 
 Facts embody strength (have “monolithic acceptance”) because they have been 

“empirically verified.” In a way, the accumulation of research leads to a sort of consensus 

within the field based on agreement regarding fact and truth. Research, as the 

accumulation of empirically verified fact, has absolute authority. It’s strength (truth) is 

established to the point of making all argument nonsensical; to argue would constitute a 

defintite departure from reality and would severely undermine one’s own strength and 

efficacy.   

 Efforts to reach consensus should not undermine the search for truth. In other 

words, truth should motivate consensus and not vice versa; just because people reach 

consensus regarding an idea or belief does not make it necessarily true. 

 Perhaps as a starting point we should take an example from the best politicians 
and lawyers and Agree To Disagree. While we do not necessarily want our personal 
views to be pigeon-holed or irrevocably defined for all time, the issues must be stated. 

                                                
9 Ibid., 14. 
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After examining these different modes of research independently and with some 
levity, we may be able to strive toward unity without sacrificing scientific integrity.10 

 
 Moral integrity is the unwavering sustenance of Moral Strength as well as the 

personal Moral Strength to adhere to truth. “Scientific integrity” is moral integrity 

inasmuch as research or science takes the position of moral authority, determining what is 

right practice in music education. Research integrity also involves the establishment of 

truth through the forces of argument and disagreement (strength derives from 

competition). Integrity becomes synonymous with strength as it is established and 

maintained through competition. Here, the idea of survival of the fittest is applied to the 

concept of truth; only the strongest (most true) principles will survive the struggle and 

rise to warrant consensus. Because of its strength and integrity as a successful competitor, 

research deserves to “enjoy the respect it should have.”11 However, once its authority is 

established, research must contintue in strength because the struggle towards truth is 

ongoing. There is no point at which research can rest, comfortable in the assurance that a 

final and lasting truth has been found.  

   
 STRENGTH   →   TRUTH OR FACT 
 
 COMPETITION BREEDS STRENGTH 
 
 UNDERSTANDING THE OTHER PROMOTES PERSONAL STRENGTH 
 
 
 Efficiency is a concept also related to Moral Strength. Moral action is efficient or,  

 

                                                
10 Ibid.  
11 Madsen, Senior Researcher, 138. 
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in other words, a directed and meaningful flow of resources. Enemies are those impede 

efficiency. 

 I am somewhat distressed, however, with aspects that seem to inhibit research in 
music education within institutions of higher learning. It is often said that a heavy 
teaching assignment reduces research productivity. This is often the case, but it 
seems to me that the primary enemy is not teaching but unnecessary meetings.12 

 
 Research must continue to progress to be viable and sufficiently strong; it must be 

productive. In this way moral action is the appropriate flow of resources. Any way of 

hindering the flow is, then, a type of immoral behavior. Furthermore, those who aid the 

flow are friends while those who stand in its way are enemies, thus further underscoring 

the idea that research is a struggle or conflict complete with enemies and allies.  

 
 MORAL ACTION IS THE APPROPRIATE FLOW OF RESOURCES 
 
 
Moral Nurturance 

 Moral nurturance seems to play a secondary role in Madsen’s concept of research 

as moral authority. “[T]he nurturing process is . . . not compete unless the researcher has 

a network of concerned, highly critical, but supportive people with whom to interact.”13 

The concept of balance between two antithetical positions/approaches (critique and 

support) is central to Madsen’s concepts regarding appropriate human interaction. A 

family should be “highly critical” of each other (which is healthy), but this is offset by 

their being at the same time very supportive. By extension, parents should be critical of 

children in order to help them develop moral strength and discipline, yet at the same time 

                                                
12 Ibid., 134. 
13 Ibid., 137. 



 124 

offer enough support so that children can succeed. Critique is an important form of help, 

but so is sufficient support. Together they constitute what could be termed a Generative 

Balance—the combination of two opposing forces resulting in progress or movement. 

This is different from a static balance in which two forces as if on a scale are equalized to 

the point of being at rest. Some force is needed to motivate children to act and that force 

is provided by critique and support. One without the other is insufficient. 

  
 GENERATIVE BALANCE   → CRITIQUE & SUPPORT 
       PUNISHMENT & REWARD 
       STRENGTH & NURTURANCE  
 
   
 This concept is further illustrated in the relationship between research (parent) 

and researcher (child): 

 Most important, researchers are ordinary people and therefore subject to the 
encouragements and punishments of their environments. It has always been difficult 
for me to understand how research can flourish when only punishing consequences 
prevail. Unfortunately, we have a few people in our research community whose 
primary goal seems to be criticism, and they produce little, if any, research. We not 
only need to be highly critical; we need to be supportive and nurturing as well. 14 

 
  Researchers function in a world of punishments and rewards (critique and support 

roughly). It is necessary for rewards to balance the punishments in order to provide 

appropriate and effective contingencies. If there is only opposition then research will 

likely not thrive. It is inappropriate or immoral in this light to provide only criticism and 

no support. Research requires rigor and productivity, aims that cannot be reached without 

a balance of support and criticism. (It is equally immoral to criticize yet produce nothing. 

                                                
14 Ibid., 138. 
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The moral imperative is that researchers will all do work and help move research and 

practice forward.)  

 Madsen’s concept of love is further illustrative of what is meant by support or 

nurturance.  

 I have always wanted students to develop a “love affair” with research. While the 
research process is sometimes difficult, it is the “romantic” aspect of it that sustains 
most people. Is seems to me that people involve themselves only in research topics 
that truly interest them personally—those topics that appeal to their curiosity and 
genuinely engage them. The research projects that are done only to complete a 
requirement or to get a grade are pedestrian at best. Important research is usually the 
result of asking an important question, satisfying strong curiosity, or pursuing 
something that just consumes us.15 

  
 Love in this overt metaphor is intense engagement. Research presents problems 

that just have to be answered. In fact they can be rather frustrating and agravating. 

However, what research presents in the way of difficulty is more than made up for in the 

rewards that come from finding what we want. In a sense the world of research involces 

real struggle and the researcher’s efforts are rewarded fully. Love, then, becomes 

associated with reward given as a result of the ardent pursuit (love) of new knowledge. 

Of himself, Madsen writes: “I find the research process to be exciting and personally 

rewarding. Indeed, I am one of those individuals who gets to do what I love best: 

research combined with teaching.”16  As reward, love is not given freely and 

unconditionally, but in response to moral action (usually demonstrations of Moral 

Strength) on the part of the researcher; to give rewards without appropriate action would  

                                                
15 Madsen, Personal Perspectives, 41. 

16 Madsen, Senior Researcher, 134. 
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undermine integrity or strength.  Love is not suffient in an of itself, but only is effective 

as part of the generative balance between punishments and rewards. 

  
 REWARDS   →   LOVE  
 
 
  Research, in Madsen’s concept, tends to be more of a Strict Father than either a 

Nurturant or Permissive Parent for a number of reasons. Moral Strength receives more 

emphasis than Moral Nurturance. Nurturance is framed as a type of reward for moral 

action rather than the central concern of good parenting. Throughout, the emphasis is on a 

behaviorist view of the world: people act according to the contingencies provided by the 

environment. Lakoff and Johnson associate the Strict Father view with a type of Folk 

Behaviorism.  This could apply as well to the overt scientific behaviorism. The focus on 

punishment and reward in either case is a hallmark of the Strict Father. Absolute 

authority requires obedience so ensures it through changing the environment to elicit the 

appropriate responses.  

 

Society 

 Music education is part of society, also conceptualized as a Strict Father. As such, 

society is the source for the norms and standards that govern the lives of children. 

 Particular patterns of responses are learned from the external world (external 
stimuli). If a student is “motivated,” it is because the student has learned to associate 
certain behaviors with certain outcomes. Motivation does not exist in a vacuum; it is a 
way of behaving. If the teacher wants a student to behave in a certain way the teacher 
must structure the student’s external world (i.e., control the environment) to ensure 
that the desired behavior will be learned. The disciplined child is a child who (1) has 
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learned to behave socially in appropriate ways, and (2) evidences proper patterns of  
responses to academic work. If either one of these two general categories of 
behaviors is absent, we usually say the child “has a problem.”17 

 
 The “external world” for children is primarily a social world. Society is the moral 

authority in that it determines what constitutes appropriate action or behavior. In order to 

get children to adhere to society’s standards their environment is adjusted by parents and 

other authority figures to influence their behavior. Overt and formal behaviorism, again, 

represents a Strict Father Morality.  Society determines appropriate and inappropriate 

ways to behave and Strict Father methods (punishment and reward, the generative 

balance ) are implemented to get children to conform to social norms.  

 How then are we to get the student to learn the many behaviors that will provide 
the necessary skills to achieve a productive life? Within the complexity of many 
responses to the external environment, we must structure the external world to 
provide proper relationships to be learned. We should not sit back and hope that 
motivation will somehow “get inside.” We must structure the environment to provide 
the student with proper associations. Discipline must first be external; it must come 
from without before it can be from within. . . . If learned relationships to external 
stimuli are conducive to productive ends, the child will have a repertoire of responses 
that will serve the child well when meeting the constant challenges of life. . . .Why do 
we discipline? —We discipline to provide for social order and individual 
productivity.18 

 
 Life presents a constant flow of challenges and society over time has devised 

effective and appropriate ways to deal with these challenges. Society, in other words, has 

authority due to its strength in dealing with challenges and in being appropriately 

productive. Moral Strength authorizes society to exert influence over those who are not 

strong by stucturing their environments in ways that get them to learn appropriate 

                                                
17Charles H. Madsen and Clifford K. Madsen, Teaching/Discipline: A Positive Approach 
for Educational Development (Boston: Allyn and Bacon, 1974): 7. 
18 Ibid., 8. 
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behaviors. The development of a “repertoire of responses” constitutes discipline and the 

development of individual moral strength. Through punishment and reward the child 

develops the moral fortitude to do what the parent would expect independent of the 

parent. In this way the child is taught to be a good citizen, to conform to society, and to 

be productive.  

 Society rewards exceptional behavior. People within society naturally desire such 

rewards and work to achieve them. However, only those who are the most successful 

receive the rewards.  “[H]e was a fine teacher—years of compliments, awards, letters, 

everything a teacher could want.”19 Since the relative value of rewards depends more or 

less on their scarcity, competition ensues. A successful person is one who wins the 

competition. There is no fundamental problem with competition since it makes people 

strong. 

 Society rewards action rather than intention. The aim of Strict Father Parenting is 

to instill self-discipline which means that the child will eventually develop the Moral 

Strength to adhere to rules and standards without the generative force of punishments and 

rewards—to act rather than react. Self-discipline is apparent through an individual’s overt 

actions. Therefore, even though intentions may lead to right actions, simply desiring or 

intending to do what is right is not enough.  

Intentions are important. Sometimes it is the intention of a person that matters most. 
In our personal relationships we often judge the intent of our significant other’s 
actions. We want to know the motivation behind the action; we want to know why.  
 
 

                                                
19 Ibid., 2. 
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Yet, while this may help establish a degree of true involvement and concern, it does 
not obliterate the effect of an action.20 

  
 Society continues the Strict Father theme initiated by research. A generative 

balance, an environment of contingencies, is used to motivate peole to act (react) 

appropriately. Those who have developed sufficient Moral Strength in adhering to 

society’s rules and standards independent of outside forces, but according to intentions 

(internal forces) have authority to act as societal agents in setting up contingencies and 

manipulating the behavior of others. 

 

Music Education 

 Music education, in accordance with the foregoing, is a matter of setting up 

conditions and contingencies that will help children gain self-discipline and Moral 

Strength. Understanding what is happening within the child as far as wants and desires is 

useful only in that it can guide how the environment should be structured in order to aid 

the authority figure in getting children to learn appropriate behavior. “I suggest that every 

child’s experiences might have much more to do with our being able to have a successful 

music program than abstract (and often complex) issues concerning human growth and 

cognitive explorations.”21 The successes or failures of students depend on the 

environment constructed (constructed and concrete) for them, the contingencies laid, 

rather than upon an understanding of what the student is thinking or feeling.  

 

                                                
20 Ibid., 4. 
21 Madsen, Personal Perspectives, 44. 
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Understanding or empathy is only practiced as far as understanding what contingencies 

will get the student to act as desired by the authority figure (egocentric empathy).  

 The teacher is expected to have acquired sufficient Moral Strength to act rather 

than react (to be proactive rather than reactive).  

 After some frustration, many teachers finally respond to the “punishment” that 
they receive from students – in the form of poor performance, noncompliance, and 
seeming disregard for the teacher’s “positive approach” – by reacting to students’ 
inappropriate behavior. The reaction most often comprises disapproval. 
Unfortunately, negative emotional responses often succeed in affecting students’ 
behavior, if only temporarily; however, the nature of this type of reactive teacher 
“feedback” is much different that that prescribed in behavioral methodology. It would 
perhaps be naive to consider such a reaction by a teacher as ”giving disapproval for 
inappropriate behavior,” since the teacher is making no purposeful decision regarding 
feedback. Rather, the teacher is reacting to a punishing situation by losing control and 
doing “what comes naturally.” Although this may elicit a response from the students, 
the teacher’s behavior, itself, is elicited by the students’ behavior; it is not directed by 
an a priori decision on the part of the teacher.22 

 
 Moral action is purposeful action.  When one is morally strong, one has the ability 

to act morally independent of environmental stimulus. Reaction is what children, who are 

not yet sufficiently strong, do.  It is important for those who are morally strong to help 

others attain the same level of strength.  Strength is in the acting and as prime actor in the 

classroom the teacher retains all strength and, thereby, all power.  

 The parent and, by extension, the teacher loves and wants what is best for the 

child, but this love never undermines authority.  

 The major thesis of this book is that we must be concerned with how people act in 
order to assess behavior or to define terms. How should we know that we are loved 
but by the way people act toward us: what they say, how they look, how they touch, 

                                                
22 Robert A. Duke and Clifford K. Madsen, “Proactive versus Reactive Teaching: 
Focusing Observation on Specific Aspects of Instruction” Bulletin of the Council for 
Research in Music Education, 108 (1991): 85. 
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in a word, what they do? Attention, praise, kind words, and physical contact have 
been demonstrations of love for years. Who cares if someone loves them if they never 
receive evidence through attention, contact, or by the spoken word?23  

 
 Love is action (strength) more than mere sentiment (weakness). By being tied 

inextricably to action, love is also a form of moral strength. As part of a contingency love 

is applied in conjunction with its opposite force (disapproval or simply the absence of 

overt acts of love) to achieve a generative balance, to get the child to do what the parent 

wants. In other words, for the behaviorist, love should always be contingent. 

 The most difficult aspect of human interaction based upon love is to develop the 
ability to withhold overt acts of love (ignore or disapprove) to help the child learn 
appropriate ways to behave. . . . The teacher who really loves a child will have the 
courage to teach the child proper associations. We discipline only those people we 
care about; others we leave alone.24 

 
 It is difficult, it requires Moral Strength and courage, to withhold love but it is 

necessary if the child is to develop the necessary strength and self-discipline. Love 

demonstrated at times when inappropriate behavior is exhibited will send the wrong 

message, leading the child to continue wrong actions.  

 It is important to try to understand the child. If “we are to deal with music issues, 

or any other aspect of young people’s lives, we must do so in context.”25 However, the 

intent of understanding is to be more effective as a parent or teacher in setting up 

contingencies. “What are the changing social and familial contingencies that make a child 

want to participate or not participate in our music programs or to change their 

                                                
23 Madsen and Madsen, Teaching/Discipline, 5. 
24 Ibid., 6-7. 
25 Ibid. 
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participation? . . .  When and how do we get every child involved in music . . .? [and] 

How might we best use technology to capture and hold student interest and to teach 

students?”26 There is no effort to help the students attain what they want. It is simply 

assumed that participation is good for all and that interest depends on the environment. 

Empathy, understanding the other, is aimed solely at developing more effective 

contingencies, to get the students to do what the teacher or society wants (egocentric 

empathy). There is no need for absolute empathy since the Strict Father already knows 

what is best for the children. As the Absolute Authority the Strict Father has no real 

interest in the child’s feelings and desires as such; he merely desires to set up and 

environment that will promote moral strength and self-discipline, to force the child to act 

according to preconceived standards. 

It is the effect of certain actions that determine important aspects of human behavior. 
Knowledge of intentions may help us assess responsibility, and this knowledge may 
also help us to “understand.” It may even provide the rationale for our “judgement,” 
yet the effect of the previous behavior is still the same; it has already happened and it 
cannot be undone. We all enjoy knowing that we matter. When working with others, 
we matter perhaps more than we intend, so we must learn to make our every action 
thoughtful, meaningful, and equal with its intent. Indeed, what a teacher does is what 
the student gets.27 

 
 Moral Strength becomes inner strength or self-discipline. Rather than acting 

according to environmental contingencies the authority figure acts according to thoughts 

and intents (inner versus outer control, self-control). Once this ability to control the self 

has been attained through sufficient generative force then, and only then, is one truly 

authorized to set up contingencies for others. 

                                                
26 Madsen, Personal Perspectives, 54. 
27 Madsen and Madsen, Teaching/Discipline., 4-5. 



CHAPTER 7 

PATRICIA SHEHAN CAMPBELL 
 

 
Nature 

 
 Campbell’s moral concepts seem to revolve around the idea that Natural is Good. 

Objects, situations, and substances are best in as natural a state as possible. In the field of 

music education, focus is placed on “who the children musically are au naturel—in their 

natural state . . .” and research into this natural domain is aimed at being as “unobtrusive 

as possible.”1 Right actions, then, are judged relative to what is natural. For example, 

“Across a broad sweep of cultures, music and movement are fused into a single entity 

where it is simply against the forces of nature for people to be physically oblivious, 

silent and still, to the vibrations in the air.”2 So, as a result of the natural inclination to 

move to music, it is morally wrong to make children sit still for much of the time during 

musical instruction. Subsequently, the natural process of enculturation is recommended 

as the “primary means” of music learning.3     

 
 NATURAL  →  GOOD 
 
                               
Moral Authorities 

 Campbell occasionally evokes reason as the basis for practical recommendations. 

For example, it “seems logical that attention is paid at the outset to what children already 

                                                
1 Campbell, Songs in Their Head, 167. 
2 Ibid., 206. 
3 Ibid., 179. 
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know and can do . . .”4 In addition, she describes as “striking at the plain and logical 

truth” John Blacking’s question:  “Must the majority be made ‘unmusical’ so that a few 

may become more ‘musical’?”5 In both quotations logic or reason is used to promote 

fairness and equity, to ensure that attention is “paid” and that everyone receives their fair 

share. Reason is also admonished in curriculum planning where “unthinking” integration 

should be avoided.6 Finally, regarding the work of various music education 

philosophers, Campbell writes, “Each of these positions is centered on well-reasoned 

logic and is persuasively presented—at least, it appears so to those within the field of 

music education.”7 Reason is useful, but not overtly sufficient by itself in either 

establishing the necessity of or guiding the practice of music education. Nonetheless, 

when it is referenced it takes the role of judge in assuring equity. 

 Even though she is not always positive regarding its influence, society is also 

recognized by Campbell as an authority in music education. “If a society accepts music 

as a valued professional channel, then a child’s effort can make much of a widespread 

human capacity to listen, perform, and create.”8 Society has the influence to either help 

or hinder a natural capacity. The principal role of society relative to music education lies 

in schooling. “Schools exist to pass on to children the principal heritage of a society, 

                                                
4 Ibid., 70. 
5 Ibid., 170, citing John Blacking, Music, Culture, and Experience (Chicago: University 
of Chicago Press, 1995): 130. 
6 Ibid., 181. 
7 Ibid. 
8 Ibid., 169. 
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large-scale cultural knowledge that is deemed important for all, not only for children’s 

own survival but also for the continued enlightenment of members of that society in 

generations to come.”9 Schools are a way society ensures the flourishing and survival of 

its members.  In schools reason can function as tool of society in “highly structured 

learning” where instruction is “thoughtfully designed” and where “the logical 

progression of information toward the goal is evident.”10 Schooling as an institution can, 

in fact, become a very troublesome authority. “Brought into the scope of their schooling, 

curricular music presents challenges to teachers, taxpayers, and even students.”11 Highly 

structured curricula become too far removed from what is natural. In other words, both 

logic and society must adhere to nature to be moral. Nature is, in fact, the guiding ideal. 

 
 NATURE  →  THE GUIDING IDEAL 
 
 
 A more positive role is given to musical traditions or cultures. Nonetheless, 

cultures are viewed as more natural than institutions with their inherent logic and 

structure. In schools that have developed a musical culture, instead of merely a logical 

sequence, children “become competent musicians because it is a cultural expectation to 

do so, and a human achievement to be carefully sought and nurtured.”12 While some 

school music programs “face extinction,” others “stand firmly on their traditions within  

 

                                                
9 Ibid., 179. 
10 Ibid. 
11 Ibid., 183. 
12 Ibid., 221. 
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a school . . . and sometimes they flourish.”13 Culture in the form of traditions consititutes 

the foundation or grounding for musical action.  

 Culture also tends to be more caring and nurturant than institutional logic. 

 The enculturative learning of children occurs quite naturally and without the 
direct attention of adults. This intuitive learning proceeds informally through 
children’s immersion within and exploration of a culture. Children are enculturated 
prior to schooling as they experience, evolve theories, and learn symbols based on 
what they see, hear, taste, smell, and touch. They learn the values and expressions of 
their culture, including language and music. Yet even as their schooling begins, this 
natural learning continues. As their more sophisticated needs are addressed at ever 
higher stages of cognitive processing within the school curriculum, children continue 
to be enculturated by parents, teachers, siblings, extended-family members, friends, 
and the media. Through these channels, the tenets of the culture, including musical 
culture, are passed on to them. . . . Enculturation is the primary means by which 
young children receive information and remains an important source for their 
acquisition of knowledge and values even as they mature.14 

 
 Culture’s method of guidance, enculturation, is natural, informal, and intutitive. 

Children explore, experience, and evolve. Values are learned quite naturally within the 

context of musical action. The authority of culture tends to be Legitimate Authority 

since it is based on needs fulfillment and care. Enculturation, being a natural process, is 

primary thereby mediating the effects of logic and society which tend to be more strict.  

 
 PARENT  →  CULTURE 
 
 FAMILY  →  MUSIC EDUCATION 
 
 CHILDREN  →  TEACHERS, PARENTS, CHILDREN 
 

 

                                                
13 Ibid., 181. 
14 Ibid., 179. 
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Research 

 Campbell explicitly intends that her research will serve as a guide for the actions 

of teachers and parents.   

 My hope is that the book may serve its primary purpose, to function as a means 
for teachers (and more than a few parents) to stand still and away from the day-to-day 
busy-ness of talking at—rather than listening to—children, in order to asses who they 
are, what they do, how they think. We require these moments of watching, listening, 
and contemplating in order to enrich the lives of children for whom we are 
responsible.15 

 
 Those who are responsible for the well-being of children should pay attention to 

research and conduct their own on-going research into children’s lives. In particular, the 

“ethnomusicological methods . . . now being applied to music education research will no 

doubt prove enlightening in the future.”16 

 
 PARENT  →  RESEARCH 
 
 CHILDREN  →  PARENTS AND TEACHERS 
  
 
Research is an Adventure 

 Research is viewed metaphorically by Campbell as an expedition, a journey of 

discovery into the natural world—in this case, the natural world of “children’s lives.” To 

begin with, the natural world entices the researcher. “I willingly admit my attraction to 

the world of ethnomusicology . . .,” writes Campbell. The image might be that of a 

wilderness which attracts the notice of the researcher and, due to its inherent complexity 

and intrigue, seems to invite the researcher to enter and explore. “I was captivated by the 

                                                
15 Ibid., 226. 
16 Ibid., x.  
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musicality of the preschoolers’ playtime activities.”17 Applied to the field of music and 

music education, the musical lives of children both attract the attention of the researcher 

and supply the conveyance and direction for the research journey. In this way, research 

is something that happens to the researcher as well as something that the researcher does 

overtly; the relationship between researcher and researched is reciprocal. 

Tales of musical children furnish the fuel for research on children’s musical cultures. 
These stories transport us from the casual observations that we make as teachers, 
visitors, and participants in venues where children gather to systematic research on 
issues involved in their music, beyond as well as within the school program.18 

 
 Next, the natural world encountered by the ethnomusicologist is one in which 

ideas “percolate” and are “spurred and stirred” by interaction.19 One gets the idea that 

the natural world is a very fluid, rather than concrete and highly-structured place. “My 

questions on the musical culture of children flow.”20 Guidelines for action, then, arise 

naturally from the researchers’ interactions within and explorations of the natural world. 

Research findings, subsequently, are also less structured. Campbell views her research as 

“more a collage of children in music and on music, of their actions and words, with 

ruminations and recommendations springing from them.”21 The fluid or water metaphor 

is extended with the idea that the fluid has great value. 

                                                
17 Patricia Shehan Campbell, “What Music Really Means to Children,” Music Educators 
Journal, 79:7 (March 2000): 33. 
18 Patricia Shehan Campbell, “The Many-Splendored Worlds of Our Children’s Music,” 
Update: Applications of Research in Music Education 18:1 (Fall/Winter 1999): 11. 
19 Campbell, Songs in their Heads, ix. 
20 Campbell, “Many-Splendored Worlds,” 7. 
21 Campbell, Songs in their Heads, 226. 
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Do these field-based observations and interviews constitute “research”? If “research” 
is critical inquiry aimed at the discovery and interpretation of new knowledge. then 
the designation is a fitting one. This new knowledge is derived partly from the words 
and actions of children reported here, but it also springs forth from the wealth of 
experiences in my own life as a teacher—experiences that go unreported here but that 
nonetheless color my view.22 

 
  The search for what makes music meaningful to children is termed an “excursion 

across disciplines.” This sort of excursion or expedition is not, however, aimed at 

conquering, but in carefully exploring without disrupting. “I hoped to tease out a number 

of perspectives on children’s musical culture(s) . . .”23 Imperialist notions are spoken of 

“tongue-in-cheek.” 

 Yet there is still another “bastion” to be challenged, and to be understood through 
field research. The musical culture (or cultures) of children have been largely 
overlooked and under-researched by ethnomusicologists and has rarely been studied 
ethnographically by educators.24  

 
 By putting the word “bastion” in parenthesis, Campbell adknowledges the 

metaphor and states it somewhat lightly. Research, in her less overt metaphors, focuses 

on not disrupting or imposing oneself upon the field of research. The field is, in fact, 

treated carefully, reciprocally, and even empathetically. 

 In launching my conversations with children, I had in mind a set of global 
concerns. Issues which intrigued me, and for which I sought children’s own words to 
enlighten me, included their expressed functions and uses of music, their awareness 
of the musical events within their home and school environments, their perceptions of 
their musical selves as singers and instrumentalists. I was curious about the means by 
which they received music at home . . . I wanted to probe their own conscious efforts 
to create music . . . I hoped to discover something of their musical needs and desires . 
. . I was curious to know something of children’s long-range sense of how music 

                                                
22 Ibid., x. 
23 Ibid., xi. 
24 Ibid., 14. 
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would fit their lives. . . . I was unwilling to rigidly adhere to my set of guiding 
questions if a child was vague or uninterested . . . I felt that the course of the dialogue 
could waver and zigzag some . . .25 

 
 Notice that the research was launched, followed a course, and had some general 

directions. Nonetheless, unlike a purposeful journey, the ethnomusicological expedition 

into the lives of children does not follow a preconceived course but is adjusted according 

to the terrain encountered. The goal is not to get somewhere in particular, but to learn 

and to understand along the way and then return home (It’s okay to return home!) and 

share what has been found. 

 
 RESEARCH IS EXPLORATION 
 
 NATURALIST → RESEARCHER 
 
 
Research is Empathetic 

 That Campbell seems to view her research as a Nurturant Parent is evident in her 

focus on absolute empathy. As she describes it, the impetus for the research and the aim 

of the research are the same. 

  [D]espite textbook claims about musical children who sing, move, dance, and 
listen with rapt attention, I didn’t “get it” until I took time to step away from teaching 
in order to watch and listen. Over weeks that turned months and finally became more 
than a year, I observed children making music beyond the direct influence of their 
teachers. And I listened to them talk—sometimes nonstop—about music that they 
valued and just had to have in their lives. . . . When I began to probe children’s 
valuing of music, their uses of it, and the types of music that they were making their 
own, it was clear to me that I needed to enter their world. I needed to become the 
anthropological “fly on the wall,” learning about their musical and social worlds first- 
 
 

                                                
25 Campell, Songs in their Heads, 72. 
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hand, from what I could see and hear, without becoming a participant in their musical 
play. I sought slices of their musical life, and I was greatly rewarded for my efforts.26  

 
 Campbell desired to be the “fly on the wall.” She wanted to be unobtrusive and 

view children in their natural environment. In other words, she valued the environment 

of children. They were central to her research because her research was not only of them, 

it was for them as well. I get the sense that here “probing” is somewhat different from 

the philosopher or quantitative researcher. Here it is more of an exploration rather than a 

poking and prodding; it is non-invasive. The ethnomusicologist is careful to not disrupt 

the natural environment. 

 Absolute Empathy is apparent in Campbell’s explanations of her qualitative-

anthropological research. She writes that “children have much to teach us about how to 

teach them” and we “should let their behavior and needs shape our designs for their 

musical education. Perhaps by hearing them out, we can find ways to augment the role 

that music already has in their lives and thus help them acquire even greater musical 

riches.”27 The purpose for scientific inquiry regarding how children experience music is 

to enhance their experience of it. Absolute Empathy is empathy directed fully at the 

other. One desires to understand in order to help the other fulfill his or her own needs. 

The teaching strategies that arise from such research “are rooted in children’s actual 

needs and interests.”28 Because the actual experience and needs of children guide the 

teaching, there is virtually no attempt to impose the teacher’s will upon the student but,  

                                                
26 Campbell, “What Music Really Means,” 32. 
27 Ibid., 36. 
28 Ibid. 
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rather, to help students develop their own desired potentials. We “should let their 

behavior and needs shape our designs for their musical education.”29   

I am much indebted to the children whose ideas and musical behaviors transpired 
over many months and even years and now fill these pages. They were eager and 
trusting of my best intentions and willing to share with me their thoughts and 
sentiments, much of it personal and some of it profound. Wide-eyed and innocent, 
some of them poured out sizable segments of their lives to me. I have concealed their 
identities but well recognize that there could be not text—nothing to talk about—
without their music, words, and deeds.30 

 
 The researcher is indebted to the children since they are the source for the 

knowledge that will guide practice in music education. In a sense, the researcher is also a 

teacher; the knowledge gleaned from the children is, in turn, used to help the children 

fulfill their needs. This way of thinking turns the Strict Father worldview completely 

upside-down. The aim is not for the children to be ever indebted to the parents but vice-

versa. 

 Listen to the children, I kept telling myself, so as to learn who they musically are. 
That was my goal as I launched this project, and my advice to those eager to know 
children’s musical reckonings and reasonings. For teachers, and parents, too, who 
make music with children, hoping to develop their musicking abilities, the dialogues 
and descriptions that follow portray children’s musical selves, from the songs in their 
heads to the music they make out loud. They direct pathways toward the realization 
of children’s individual and collective musical potentials. Embedded within the words 
of children are the seeds for more appropriate instruction relevant to their needs, just 
as wrapped within their behaviors are the telling signs of what they can musically do. 
From these revelations of songs, rhythms, and musical reflections can come not only 
a deeper perspective of the musical nature of children but also the basis for their 
more effective musical education.31 

 
 Research has a distinctly moral dimension and purpose. The lives of children 
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constitute a vast natural world to be explored. The researcher approaches the exploration 

with considerable care. Patient  searching will lead to revelations of the deep and, 

therefore, valuable truths about how children experience music. These truths are not, 

then, simply applied mechanically to pedagogical logic, but act as seeds of 

understanding that grow within the researcher and between the researcher/teacher and 

the child, serving to help the former be more effective in meeting the needs of the latter. 

The design we draw of music for children is a balance, a give-and-take between 
children and us—the parents and teachers—whose responsibility they are. If our plan 
is carefully considered, founded on the music of their play and leisure, kindled by the 
music of their hopes and dreams, and shaped by the specialized skills we can deliver 
to them in lessons and class instruction, they will fully realize their capacities as 
musically expressive individuals.32 

 
 Nurturant Parent relationships with children are reciprocal. Each cares for the 

other and both are edified through the interaction.  The parent has the explicit moral 

obligation to care for the children and develop skills and understandings towards that 

end. Absolute Empathy is central in guiding the parent in fulfilling the needs and wants 

of the child and in helping children learn how to fulfill their own needs and wants. In the 

process, the desires of the parent for fulfillment of potential and caring relationships are 

fulfilled as well. The roles of researcher and teacher are united as the teacher, through 

research, demonstrates absolute empathy–seeking to understand the lives of children. 

Again, this process is transformative/fulfilling for the teacher/researcher as well as 

holding the potential for guiding and shaping the lives of children. 

 As a teacher, I know more now than ever that listening to and watching the 
children in their musical behaviors can be a transformative experience. As a result of 
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such field experience (or fieldwork), my impressions of children’s musical capacities 
are confirmed in some cases, denied in several more, and yet undecided in a few 
further instances. As my observations continue, I am finding that I can no longer 
espouse or impose universal principles on each and every child’s learning schema 
without “going a piece” to know them. I am also finding that I am unable to teach a 
prescriptive lesson with the same confidence I once had that its channel of 
information will be appropriate for all children, in all contexts. Further, the music 
that was once described by some well-intentioned but remote-from-the-field 
curricular specialist as “the music every child should know” may not necessarily be 
fitting for children of every time and setting: other musical styles, particular pieces, 
and songs may emerge to take the place of some “canonized” repertoire.33 

 
 Absolute Empathy leads to the realization that children are not all alike and that 

what is appropriate for one might not be appropriate for all. Appropriateness, morality, is 

derived not from the essence of an abstract entity such as music or society, but directly 

from the needs of children. Prescriptions and standards, subsequently, become somewhat 

tentative. Rightness may not be as universal as previously thought.  These considerations 

underlie the “give-and-take” in Nurturant Parenting and teaching as the actions of the 

parent/teacher/researcher are adjusted relative to the needs, wants, and actions of 

children. 

 
 RESEARCH    →  ABSOLUTE EMPATHY 
 
 NURTURANT PARENT  →  RESEARCHER 
 

 

Children 

 Campbell views both children and their lives as individual, active, and already full 

containers. They are neither “blank slates for us to fill” nor “some homogenized 
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conglomerate” but, as containers already with contents they “poured out sizable 

segments of their lives. . . .”34 Music, too, “emerges from children . . . ”35 As opposed to 

the classic notion of children as blank slates or empty containers who sit passively for 

teachers and parents to fill, Campbell views children as essentially active. “If ever there 

is a message that children send to us through their behaviors, it is that they prefer action 

to passivity.”36 The correct way to act in regards to children depends on their natural 

status as active containers. Nature, the natural life worlds of children, guides action. 

Action relative to the forces of nature is preferred action. 

 A related concept is that each child constitutes a “universal singular.”37 By 

understanding the nature of some children, the researcher hopes to understand some of 

the commonalities between all children, albeit acknowledging ways in which each child 

may be unique. Even though they are not a conglomerate, containers, nonetheless, have 

properties common to all containers and children as active containers, as a more specific 

category, have even more characteristics in common. Significant research regarding 

generalities in child development, then, can be useful. “The challenge has been to 

capture the essence of children on music and as they are musically engaged in an “up-

front” and unhackneyed manner while also paying tribute to key writings that address 

music, education, and culture pertinent to children at different points of maturation         

                                                
34 Ibid., ix. 
35 Ibid., 168. 
36 Ibid., 204. 
37 Ibid., 167, citing Jean-Paul Sartre, The Family Idiot: Gustave Flambert (Chicago: 
University of Chicago Press, 1981). 
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. . .”38 While all children should be considered as individuals, their essence as active 

containers is the same. 

 
 ACTIVE, FULL CONTAINERS  →  CHILDREN 
 
 
 A related concept is that of becoming complete or “fully human.”  

Getting a grasp on what music means to children is coming to understand what they 
know and value. This leads naturally to considering what children need to know to 
become more fully musical—and more fully human.39 

 
 Campbell also refers to children as attaining “their wholeness of being.”40 

Children have an essence, that which makes them who they are. “As they progress, they 

become more human, as well, by knowing music at many levels, in many guises.”41  

While they already contain all of the ingredients, they still have a capacity and potential 

to be filled more deeply and richly or to be more fully active. “No doubt, music offers 

children powerful aural images by which they come to understand themselves 

symbolically and emotionally. Music reflects their varied moods and helps them figure 

out who they are or are in the process of becoming at particular times and places.”42 

Furthermore,  

What music I did hear from children may have been just the tip of the iceberg, with 
much more from where that came from spinning within them. At least some of this  
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40 Ibid., 223. 
41 Campbell, “What Music Means,” 36. 
42 Ibid., 35-36. 
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music is awaiting stimulation and development, I am certain, through the training and 
enrichment that we can provide children.43 

 
  “We consider interventions for nurturing their capacities to perceive, perform, 

and create music, and we route our course with full knowledge of the music that our 

children have known in their pasts, that they want to know, and that we think they full 

well should know.”44 Children should eventually be filled to capacity with the best 

possible substances and their contents should be fully activated as well. Even though 

children are not blank slates or empty containers they are, nonetheless, containers. The 

differences are that they and their contents are alive and active and, in many ways, 

already complete. Teaching, therefore, is more a process of activating, refining, and 

supplementing than it is merely filling. Teachers and parents can, guided by empathetic 

research, help children to reach their full potential, not so much by filling them, but by 

developing, enriching, and adding to what is already there. 

   

Music is Nourishment 

 Music is conceptualized as nourishment for children, a natural and fluid substance 

such as water that “serves them in many ways.” They “socialize through” it, “take it into 

themselves,” “receive it from many sources,” and “absorb” it; music “seeps into their 

play,” “is a childhood constant,” and “may be stored inside them.”45 “Music ‘happens’ to 

                                                
43 Campbell, Songs in Their Heads, 224. 
44 Ibid., 223. 
45 Ibid., 168. 
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children, and many are immersed in it all the day long.”46 The music made by one child 

in particular is described as “flowing as naturally from her as the wind that ruffled her 

hair. Her melodies were a constant stream of ideas, and they were intricate.47 

Furthermore, music is valuable to children because they are “buoyed by it, comforted in 

it, reflective through it, and exuberant as a result of it.”48 Music is not simply any fluid 

substance but pure, delightful, energizing, natural, and living water. 

 
 NATURAL, HEALTHY WATER  →  MUSIC 
 
 
 Some music is, however, like food or drink, more nutritious than other music.  

 Musical styles and functions vary widely, and it would be irresponsible of us to 
deny children exposure (minimally) and instruction (optimally) to a rich array of 
them. A musical diet of sweets but no starch is simply not balanced: Disney themes 
and MTV clips give pleasure, but they fulfill only a few of the facets and functions 
that music is capable of expressing. Along with music for entertainment, children 
deserve to experience music that is used for work and worship, for solitude and 
meditation, for bringing solidarity to a community, and for conveying emotions that 
range from elation to grief.49 

 
 Here, balance is added to naturalness and wholeness as a guiding moral principle. 

Teachers and parents are morally obligated to provide children with a balanced diet of 

good, wholesome music. By extension, a balanced musical diet is a moral right of all 

children. The most natural music, of course, is the most nutritious. Parents and teachers 

should protect children from music that lacks adequate nutrition. 
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Beware the brand of cute ‘kiddie music,’ for it can be trite, its high-gloss cover 
concealing its low musical value. The recording is packaged in a colorfully illustrated 
case, the song titles appear to be age-appropriate, and the citations from this expert 
and that organization appear impressive. But is the recording ‘safe’ for use with 
children, and enriching to them? Or is it too much of the same silly thing, sung in 
contrived [unnatural] and mechanical voices, accompanied by bells and whistles and 
gizmos too numerous to mention.50 

 
 Such a description might conjure up images of children’s breakfast cereal with its 

prizes, colorful boxes, and long list of nutritional information. We know it is full of 

sugar and preservatives and so we might let our children have it sometimes as a treat, but 

we opt most often for less enticing yet healthier alternatives such as oatmeal. By 

providing nutritious sustenance we ensure that children grow up healthy and happy, able 

to reach their full physical potential. We should make sure that we offer children a 

“hearty taste of the best of the batch . . .”51 No matter the sustenance we choose, it 

should be natural. “We can also strive, in our presentation of a balanced musical diet, to 

offer real rock music rather than the antiseptic and dejuiced ‘for school’ pop music that 

seems a mere shadow of the real thing.”52  

 It can be tempting for children to indulge in music that is unhealthy and it might 

be equally tempting or convenient for parents to provide children with music that is 

unnatural and overly processed. Parents have a corresponding obligation to resist 

temptation, protect the children from danger, and teach the children to make proper and 

healthy choices.  

                                                
50 Ibid., 212. 
51 Ibid., 214. 
52 Ibid. 
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Music is a Need and a Right 

 “Importantly, music contributes in positive ways to children’s lives, and many 

recognize—even in their youth and inexperience—that they could not live without it.”53 

Music is believed by Campbell to be a real human need in sustaining a healthy life. It 

“exists in children’s lives because of their biological abilities to discern it, feel it, and 

express it” and their “biological selves gravitate naturally and readily to full participation 

in music, and they are captivated by it.”54 Because it exists naturally it is good and right 

as is the natural tendency to become captivated by its powers. Biologically, children 

“require active musicking by evidence of their conscious and subconscious musical 

behaviors.”55  

 An important corrollary to music being a need is the idea that there is plenty of 

music for all.  

 If we could pull out all the stops, allow all children into our music classes, 
eliminate all perceptions of music as for the elite and the affluent (which persist partly 
because of the exclusive one-entrée musical menu that we continue to offer), if we 
could convince administrators and legislators that they themselves are musical (as are 
their children and grandchildren), then we might spring to a full realization of that 
professional slogan ‘Music for Every Child.’56  

 
 Musical ability is not a scarce quantity or quality. There is enough to go around. 

All can be enriched through its plentitude (and plentitude is not a problem). There is no 

need for competition. Because there is plenty and because music is a need, it also 
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becomes a right of all children. Children “have a right to know more music better so that 

they can use it to full advantage to enrich and give meaning to their lives.”57 Parents and 

teachers have a moral obligation to ensure the realization of childrens’ rights 

 In addition to needs and rights, music is also a want–a highly desired, valuable 

treasure. “Music is a treasure that children prize for their personal pleasure, as well as a 

tool that they use to understand the world in which they live.”58 

An 11-year-old named Tuyen reduced the mission of music in the schools to its bare 
bones. Using all of her young wisdom, Tuyen groped for a way to explain to me why 
music was important to her. Her tone was determined, and she used a questioning 
inflection at the end of the explanation she finally arrived at more as a way of 
ascertaining that I had understood her than as an expression of any doubt as to her 
own position. “You wouldn’t starve without music,” she said. “But I see that it makes 
my life worth more?” There it was in a nutshell—the clear purpose of educating 
children musically: to make life—their lives—more worth living.59  

 
 Music ranges from basic nurtrient to enhancement. In all dimensions of this 

spectrum, nurturance is the underlying theme. Nurturant Parents provide not only for the 

basic needs of children, but for the overall promotion of their happiness and fulfillment 

in life. This does not mean that parents are permissive, giving children whatever they 

want, but that all that is good for the children is promoted and, where possible, provided. 

Human happiness and comfort are distinct aims; comfort is not weakness. Therefore, in a 

Nurturant Parent Morality, in contrast to Strict Father Morality, it is okay to find safety 

and refuge in home. “No child is without the capacity for musical expression, and every 
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 152 

child may find safe harbor in his or her preferred tones and personal musical time.”60 

This does not, however, negate the parents’ responsibility to teach. 

 Charged with children’s welfare and education, teachers have opportunities to 
bring children’s natural musicking to full flowering. However, we should not be 
educating them musically according to some out-moded concept of children or 
through lessons that have been, in the words of composer Donald Pond, “faggoted 
together . . . out of moth-eaten formulae.” Rock-solid music education in the United 
States and elsewhere can happen only when we strive for relevance—when we seek 
links between their music and ours and make connections between their spheres of 
musical influence and our programs of music instruction. Music education programs 
should be dynamic and sufficiently flexible to honor children’s own musical turfs even 
as we move them into new musical territories.61  

 

Teaching is Nurturance 

 Nurturance in the form of empathy-driven research provides the foundation for 

music education. “The ways in which children use and value music should serve as the 

foundation for the instructional plans that we design and deliver to them. In effect, 

children have much to teach us about how to teach them.”62 It is the guiding principle 

and is rooted in care and empathy, simplicity and naturalness rather than in strength, 

competition, and mechanical, contrived complexity. The role of the teacher as Nurturant 

Parent must be combined with the role of researcher in finding out what students really 

want and need relative to their present circumstances and capacities. 

 Again, however, there is balance. Teachers should do all that they can to 

understand and aid students. Therefore, they should not limit themselves to their own 
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observations, but should consider all relevant information. “They are questions that we 

perhaps should pursue systematically and scientifically, and ethnographically and 

ethnomusicologically, in the hope that the answers will steer us toward a music 

education for children that is relevant, rigorous, and responsive to their needs.”63 

 Above all, teachers are obligated to provide the best of all things to the children in 

their care. This means the best music and the best methods of teaching. Because natural 

is good, the best music is natural, not diluted or mechanical, and the best teaching 

methods are authentic and contextual. Music learning, in this way, is musical 

enculturation–a natural process whereby students gain understanding through authentic, 

active musical interactions with others.   
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CHAPTER 8 

SUMMARY 

 

 This chapter includes a summary of the major patterns identified in this 

dissertation through conceptual metaphor analysis. It is divided according to the entity 

that serves as moral authority (philosophy, music, musical cultures, society, research) and 

the type of authority suggested (Strict Father, Nurturant Parent, Permissive Parent). These 

individual morality types are identified with and discussed according to various 

conceptualizations for authority, independence, interdependence, empathy, strength, and 

nurturance. 

 

Philosophy is a Strict Father 

 The spatial positioning of philosophy relative to the field of music education 

signifies its moral authority. David Elliott sees philosophy as an anchor or foundation for 

music education; it grounds practice. Thomas Regelski uses a similar metaphor, referring 

to Critical Theory as well-grounded in and reliably founded upon cumulative research 

and theory. Regelski uses another spatial metaphor by placing philosophy higher than 

other authorities and according it importance as the essence of being; becoming fully 

human is becoming fully rational. Elliott places philosophy above music education and 

likens it to a map, providing an indication of the route music educators should take.  

 The need for moral authority in music education is established through the 

concept that the world of music education is a dangerous and competitive place. A central 
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theme in Regelski’s writing is the vital struggle within the field of music education to 

replace improper with proper authority.  In a sense, the field of music education is a 

battlefield with the old, comfortable, and convenient defending its territory from the new 

and up-to-date. Elliott also views philosophy as a type of conflict or war, complete with 

allies and enemies. The principal enemy is “Music Education as Aesthetic Education,” 

discussed also as an old and unstable explosive.  

 

Moral Strength  
 
  Because the world is a dangerous and unsettled place, people must be strong in 

order to survive and prosper. Elliott presents philosophy as strong and critical, a 

discriminating judge dividing right claims from wrong. In fact, uncritical philosophy is 

not afforded the status of philosophy at all. Reason is perceived as strong while emotion 

is purported to be weak. The natural impulse of people is to be comfortable and passive 

so reason must act as a catalyst for action by bringing people face to face with strength-

promoting competition and struggle. In this way, cynicism and critique are important in 

promoting survival while the opposite effect is had by inner peace and comfort.  

 Regelski’s Critical Theory is also tough-minded; it points out faults, no matter 

how cherished and  requires an attitude of strict judgment. Becoming grounded requires 

sufficient strength, discomfort, confrontation of cherished beliefs, and dealing with 

complexity. Weakness is attributed to the uncritical, unexamined, unchallenged, and 

simple. Criticism, nonetheless, is constructive in that it improves or strengthens others. 
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Complication of issues and criticism of others builds the strength of all parties involved. 

All beliefs, accordingly, must be tested and challenged to ensure strength. 

 

Independence/Interdependence 
 
 Strict Father Morality involves a healthy respect for one’s progenitors 

accompanied, albeit, by unwavering critique. According to Regelski, philosophy requires 

knowledge of its venerable lineage and the ability and fortitude to apply proven 

principles.  Critical Theory is explicitly aimed at functioning as a moral authority as 

opposed to positivism, which does not nor cannot address moral issues.  As moral 

authority, Critical Theory promotes freedom and independence. One’s allegiance to 

positivism or research in general rather than to reason is viewed as blind faith with a 

corresponding lack of personal freedom. Sufficient strength via reason will serve to free 

one from inappropriate authorities. Freedom and independence, in this way, become 

personal moral obligations. 

 Elliott avows that prior philosophies and philosophers of music education should 

be honored, but at some point their authority, due to even a single sign of weakness, is no 

longer legitimate. Furthermore, the death of the old is a necessary step in bringing forth a 

new and better order of things; to uphold weakness in authorities undermines the need for 

survival. The aim is that eventually the child will become independent, free from parental 

authority. 
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Moral Nurturance and Empathy 
 
 According to Regelski, the authority of Critical Theory is legitimized by its ability 

and aim to fulfill needs. However, because the needs of individuals vary significantly and 

thus cannot be adequately understood by others, the fulfillment of needs is understood as 

empowerment, the development of sufficient moral strength in order to exercise personal 

agency and optimize personal benefits. In other words, nurturance involves helping 

others gain the capacity for self-nurturance. When empowered, people will also have the 

capacity to empower others. 

 Elliott promotes an extreme form of egocentric empathy in which the views of the 

other serve to strengthen and refine the position of the critical theorist.  

 

Philosophy is a Nurturant Parent 

 Bennett Reimer places philosophy at the center and underneath the profession as a 

sort of foundation or point of departure.  In Reimer’s perspective moral action is 

purposeful movement requiring guidance from philosophy. However, he places 

philosophy in a secondary position, subservient to music.  

 

Moral Nurturance and Empathy 
 
 In Reimer’s conceptualization of philosophy, as in other Nurturant Parent 

moralities, authority is legitimized by nurturance. Nurturance is the fulfillment of needs, 

offering good gifts to others, and providing the guidance necessary for a purposeful 
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journey.  Because philosophy can provide the appropriate guidance, it should be heeded. 

Furthermore, the nurturance of philosophy is replicated by the field of music education 

and by individual music teachers in their nurturance of others. Reimer believes that one’s 

personal resources serve as offerings that can be shared with others. The value of those 

offerings, then, is one’s self-worth and the nature of offerings is the nature or essence of 

the self; sharing is literally giving of oneself. Nurturance is given to the profession by 

philosophy primarily in the form of an understanding of the good gifts that music 

education can give to society. Such an understanding gives the profession comfort and a 

sense of self-worth, both of which enhance its capacity for nurturance. In other words, by 

receiving adequate nourishment via self-understanding (understanding what one has to 

offer society) one becomes capable of nurturance.  

 Reimer’s view of empathy tends towards absolute empathy. Empathy is a tool for 

cooperation, a type of reciprocal empathy whereby one strives to understand the other in 

a practical/pragmatic attempt to find common ground and take the best possible course of 

action.  

 

Interdependence and Moral Strength 

 Synergy, cooperation, and interdependence are aims in Reimer’s view of 

philosophy as Nurturant Parent. There is virtually no focus on competition or winning; 

strength comes through collective action. Reconciliation and cooperation in the face of 

inevitable differences within the field of music education constitute moral action. Moral 

strength comes from agreement and interdependence while persistent opposition results 
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in moral weakness within the profession. Reimer’s focus on absolute empathy is related 

to and promotes an interdependence that leads to moral strength. Everyone is responsible 

to do his or her own creative work, however. 

 To Reimer, the work of being nurturant is difficult and the Nurturant Parent is 

pragmatic and persistent in providing the family with what is needed. The world  can be a 

dangerous and difficult place and strength is important, but it comes through nurturance 

and cooperation. Individual strength comes from an understanding of what one has to 

offer others (a clarity of purpose gained through philosophy’s nurturance) and 

subsequently contributes to collective strength. Competition, on the other hand, is 

immoral and promotes a type of individualism that does not lead to collective strength. A 

well-nourished family is a morally strong and mutually nurturing family.  

 In Patricia Shehan Campbell’s view, reason acts a judge to ensure that all receive 

what they need. In other words, the moral strength usually attributed reason and logic 

serves the purposes of nurturance; it promotes equity and fairness by ensuring that 

everyone receives their fair share. Nonetheless, reason is insufficient, albeit useful, in 

guiding moral action. 

 
 

Philosophy is a Permissive Parent 

 Estelle Jorgensen does not place philosophy either higher or lower than other 

possible authorities. Rather, she includes philosophy as a specific thing within the 

category of all things wherein the relationship between all things is conceptualized 

spatially as a web. This network is viewed as dynamic, delicate, and unsettled; the 
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balance between things is somewhat precarious. This natural order of things in dynamic 

tension is viewed as necessary for progress as the various inhabitants of “planet earth” 

strive for some sort of generative balance. The Gaia Hypothesis acts as a guiding ideal in 

maintaining balance; all things are equal and no single thing should maintain a status 

superior to other things. The Gaia Hypothesis applies to philosophy as well placing it on 

equal footing with all other potential authorities. Because morality is relative only to 

balance within the network, philosophy or Gaia is a Permissive Parent, simply clearing or 

defining the space in which all things can seek their own well-being without detracting 

from the well-being of others. 

  

Moral Strength 
 
 Jorgensen’s perspective includes a focus on moral strength. The world 

surrounding music education is a dangerous and unsettled place wherein teachers become 

strong through conflict and the inherent struggle for survival presented by the natural 

world. This strength is evident in teachers’ abilites to tackle problems and avoid traps.  

Conversely, a state of comfort or rest connotes moral weakness. Teachers must develop 

and demonstrate strength by continually dealing with dialectical tensions between and 

within things. The “this with that” approach reflected in the Gaia hypothesis, in other 

words, requires the moral strength of teachers in somehow balancing rather than avoiding 

or trying to solve the tension between opposites. 
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Interdependence and Empathy 

 Jorgensen emphasizes interdependence. Gaia challenges all exclusive systems. 

There really is no right or wrong in a traditional sense; the wrong is exclusion, arbitrary 

and contrived (unnatural) structures that do not take into account the entire web of 

existence. Imbalance in the network needs to be equalized in order for all things to thrive. 

The whole is greater than the sum of the parts. All things are interconnected and 

interdependent meaning that all need to be strong together or at least that all need to be 

equally strong. Survival does not involve winning competitions, but rather the ability to 

function within and along with other entities in the environment.  

 According to Jorgensen, those who are morally strong must do difficult, 

necessary, and sometimes unpopular things. In order to maintain this strength, it is also 

essential to be critical of self; comfort is dangerous. The strength of the network depends 

on all things testing the strength of other things. This sort of empathy is very critical in an 

effort to preserve the delicate balance. The collective needs, in other words, provide the 

framework for the realization of individual needs. Understanding the other serves to 

strengthen the self as well as the collective. 

 

Research is a Strict Father 

 For Madsen, research is primary; all types of research (social, psychological, and 

philosophical) should guide right action in music education.  As moral authority, research 

provides stimulus (enhances and promotes), shape, and direction to the actions of 

individual practitioners within the field of music education. Concepts for linear 
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progression and accumulation are projected onto prescribed functions for research 

(moving knowledge forward, moving efficiency upward, and increasing quality). Plus, 

the research process is viewed as cyclical; individual research studies build upon the 

foundation of prior studies. The aim of inquiry and discourse should be to generate new 

knowledge, maintaining the cyclical progression. Subsequently, adequate respect for 

previous research should be demonstrated.  

   

Moral Strength 

 Madsen perceives research as a difficult and ongoing struggle involving constant 

conflict and thus requiring consistent and continuous (unwavering) strength. Conflict, 

because it motivates and builds strength, is viewed as healthy. The easy path, of course, is 

to avoid conflict altogether by avoiding the difficulty of dealing with disagreement and 

striving for a position upon which all parties can agree. This middle or center position 

seems to connote a comfortable and unhealthy stasis while solutions forged through 

adversity tend to be strong and progressive. Efficiency is a concept also related to moral 

strength; moral action is efficient or, in other words, a directed and meaningful flow of 

resources. Enemies are those who attempt to thwart or circumvent these principles. 

  According to Madsen’s perspective, fact has absolute authority in requiring the 

adherence of music teachers and researchers; it is so strong that all opposition is 

nonsensical. Truth, in this way, should motivate consensus and not vice versa; consensus 

must be based on truth. Unity, then, is based on discipline (being a disciple of truth) 
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rather than simply on agreement. Moral integrity is the unwavering sustenance of moral 

strength (discipline) as well as the personal moral strength to adhere to truth.  

 

Moral Nurturance and Empathy 

 For Madsen, nurturance plays a secondary role. The family is highly critical but 

also highly supportive. There is an attempt at a sort of Generative Balance—the 

combination of two opposing forces resulting in progress or movement. Some force is 

needed to motivate children to act and that force is provided by critique along with 

support. Punishments, then, must be balanced by rewards in order to provide appropriate 

and effective contingencies. Love is viewed within this context as a type of reward while 

withholding love would be the corresponding punishment.  

 In Madsen’s formulation, empathy is egocentric; the aim of understanding the 

other is to strengthen and refine one’s own position. Beliefs and ideas are assigned spatial 

locations and shapes that appear most vividly when viewed in contrast to other beliefs 

and ideas. Opposing viewpoints and actions, thereby, can be very useful in defining one’s 

own perspectives and behaviors. By extension, it is important to consider all possible 

viewpoints in order to not compromise the integrity of the victor.   

 

Research is a Nurturant Parent 

Moral Nurturance 

 Campbell intends that her research as well as research in general will serve as a 

guide for music education. Those who are responsible for the well-being of children 
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should pay attention to research and conduct their own on-going research into children’s 

lives. The belief that the natural world is a dangerous and unsettled place contrasts with 

Campbell’s worldview. To her, research is an adventure and exploration into the lives of 

children. The researcher is both attracted to and guided by this natural environment.  In 

other words, this sort of excursion or expedition is not aimed at conquering or subduing, 

but in carefully exploring without disrupting. Unlike a purposeful journey, the 

ethnomusicological expedition into the lives of children does not follow a preconceived 

course but is adjusted according to the terrain encountered. The goal is not to get 

somewhere in particular, but to learn and to understand along the way and then return to 

the comfort of home and share what has been found.   

 

Empathy  

 For Campbell, the impetus for the research and the aim of the research are the 

same; Absolute Empathy. Absolute Empathy is empathy directed fully at the other; one 

desires to understand in order to help the other fulfill personal needs. The teaching 

strategies that arise from such research, then, stem from the needs of children. Because 

the actual experience and needs of children guide the teaching, there is virtually no 

attempt to impose the teacher’s will upon the student, but rather to help students develop 

their own desired potentials. Research is something that happens to the researcher as 

well as something the researcher does; the relationship between researcher and 

researched is reciprocal. The researcher is careful (filled with care) to not disrupt or 

disturb the natural environment.  The purpose for scientific inquiry regarding how 



 165 

children experience music is to enhance their experience of it. The researcher is indebted 

to children (rather than vice versa) since they are the source for the knowledge that will 

guide practice in music education. Absolute Empathy also leads to the realization that 

children are not all alike and that what is appropriate for one might not be appropriate 

for all. Because appropriateness is derived not from an abstract entity such as music or 

society, but directly from the needs of children, prescriptions and standards become 

somewhat tentative. 

 

Music is a Strict Father 

 Reimer is clear about placing philosophy in a secondary role relative to music. 

Music’s authority stems from its nature or value. Music is viewed spatially as a container 

for a highly valuable treasure. That treasure is its essence. Music has contents, essential 

contents that make it what it is, hence the importance of discovering that essence. 

Music’s value is synonymous with music’s essence. To understand the essence of music 

we must understand the essence of life. This is a single, deep, core essence. Life is a 

porous substance that is permeated by feeling. This feelingfulness is linked with 

intelligence. It is not emotion but, rather, cognition. Or, at least, it is more cognition than 

emotion. It is deeper than emotion and it is ineffable, un-nameable. The essence of life, of 

being, is feeling. Music shares the same essence and provides an exclusive view into that 

essence in life. 

 In Reimer’s philosophy, the moral strength and authority (value) of music come 

from its ability to provide something that cannot be provided elsewhere or, at least, 
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cannot be provided to the same degree elsewhere. Furthermore, the essential thing that 

music provides turns out to be the greatest gift available in life.  In other words, music 

fulfills the greatest or universally highest of all needs. Because philosophy has discovered 

the true essence and value of music in the lives of people, the further exercise of empathy 

becomes less important than it might be otherwise. In other words, music offers the 

greatest gift and those who would be partakers are obliged to obey. The exclusive 

capacity to fulfill highest needs (the ultimate nurturance) in this way becomes moral 

strength. 

 

Music is Nourishment 

 Campbell views music as a type of nourishment. She describes music as a natural 

and fluid substance such as water that serves children in a number of ways: they socialize 

through it, take it into themselves, receive it, absorb it, it seeps into their play, they are 

immersed in it; music buoys, comforts, provides reflection and exuberance. 

Consequently, some music is healthier than other music. Teachers and parents have the 

moral obligation to provide safe nourishment. Unnatural and unhealthy things can be 

tempting, but should be avoided.  

 

Music is a Permissive Parent 

 Jorgensen claims that music can transcend cultural boundaries. This would seem 

to place music in the position (higher than) of moral authority and upset the balance in 

which all potential authorities are equal. Nonetheless, true to the Gaia ideal, she also 
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asserts that each type of music is intimately bound to its culture. Therefore, there is little 

chance for an abstract concept of music to act as moral guide for the profession. Certain 

aspects of music might at times be understood universally, but ultimately music is a 

cultural construct. Music, then, in the abstract sense is not a moral authority in music 

education. Instead, music adheres, like everything else, to the Gaia Hypothesis. 

Accordingly tolerance, balance, equality, context, cooperation, and breadth are all 

advocated; all musics deserve to be recognized and tolerated. 

 Elliott presents a concept for music in which it seems to have little authority in 

and of itself.  Music must be allied with and/or mediated by philosophy; the philosophical 

concept of music, not music itself, serves as foundation for music education. Music has a 

nature or essence and is delicate and intricate (complex) and receives organic descriptors; 

it needs protection. Music is also an open concept, eluding precise definition. Music has a 

core, a center, a heart, an essence as human action. Music education must be true to the 

nature and value of music. In other words, music’s essence determines right action, but it 

takes strong philosophy to understand that essence.  In other words, even though music 

education must adhere to the essence of music, it is philosophy that actually mediates and 

wields that authority. 

 

Moral Strength   

 Without inclusion, according to Jorgensen, the view of music is narrow and 

incomplete. Wholeness and breadth both add to the integrity and stability, the strength of 

the profession. Second, democracy is viewed as equality of opportunity. Attempting to 
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democratize music by promoting popular music is wrong because of the nature of popular 

music wherein popularity is gained through artificial means rather than on the merits of 

the music itself. Popular music consists of a narrow focus of resources. Strength is 

required to understand and tolerate all musics. All musics have good and bad elements 

and it takes strength to deal with such complexities. Desires for simplicity and comfort, 

on the other hand, promote weakness and should be challenged.  

 

Empathy 

 To Jorgensen, the world of music is a dangerous and unsettled place. In order to 

promote the strength and survival of society, all should be shaken from their comfort 

zones by being confronted with cultures other than their own. In other words, one should 

take an empathetic attitude towards all music. In this type of empathy, one puts oneself, 

figuratively, either in the place of the other or in the place of an outsider if considering 

one’s own musical culture. The aim of such empathy is twofold: to allow others space in 

which to practice their music and to increase the moral strength, the ability to deal 

effectively with complexity and multiplicities of music, of the self. This type of empathy 

is neither completely egocentric (focused solely or primarily on strengthening the self) 

nor absolute (focused on fulfilling the needs and desires of the other). It maintains a 

middle ground, consistent as always with the Gaia hypothesis, in which interdependence 

is facilitated and in which the collective is strengthened.  
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Society is a Strict Father 

 In Madsen’s writing, society seems to be the principal source for the norms and 

standards that govern the lives of children.  Society determines appropriate and 

inappropriate ways to behave and Strict Father methods (punishment and reward) are 

implemented to get children to conform to social norms. People within society naturally 

desire such rewards and work to achieve them. Actions, in this view, ultimately matter 

more than intentions. Therefore, society rewards exceptional behavior rather than 

intentions. Also, only those who are the most successful receive the rewards. Through 

this somewhat competitive struggle to receive societal rewards and avoid punishments, 

people develop a “repertoire of responses”—discipline and the development of individual 

moral strength. In other words, through punishment and reward the child develops the 

moral fortitude to do what the parent would expect independent of the parent. In this way 

the child is taught to be a good citizen, to conform to society, and to be productive; their 

intentions are conditioned so that they can act without the presence of punishments or 

rewards.  

 

Society Should be a Nurturant Parent 

 To some music education scholars, society is potentially Strict or Nurturant, but 

should be the latter. Campbell points out that society has the influence to either help or 

hinder natural capacities. Schools, for example, are institutions set up by society to 

logically structure the learning environment. However, problems can arise if instruction 
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becomes too structured or too far removed from what is natural. In other words, 

characteristics of the Strict Father are to be avoided in favor of Nurturance.  

 

Moral Nurturance and Empathy 

 To Regelski, music must not be divided (as in aesthetics) from its derivation in 

society. Critical Theory takes society (people) into account and, accordingly, social 

accounts of music are intimately connected to the needs of people. Praxis is moral action 

on the part of society and phronesis is its moral imperative. Society gives birth to and 

nurtures a wide variety of practices that, in the perpetuation of the ideal of phronesis, 

fulfill the being of society (a dialectical/reciprocal relationship, then, between society and 

individuals). Absolute Empathy is involved in phronesis as the needs of individuals are 

met relative to the ideal. There is no universal moral standard since the needs of 

individuals vary. Nurturance is pragmatic/practical. The authority of society is legitimate 

in that it is directly aimed at the fulfillment of needs. There is, nonetheless, no universal 

or abstract authority. By being continually connected to human needs, having empathy, 

society retains its legitimacy. However, by becoming institutionalized, society might 

become a Strict Father in the sense of enforcing standards and norms without empathy.  

 

Society is a Somewhat Permissive Parent 
 
 For Jorgensen, society is an appropriate authority as long as it adheres to the Gaia 

hypothesis. In other words, no single thing should receive emphasis at the expense of 

other things; human interaction should be based upon equity, balance, and fairness. It 
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requires moral strength to deal with these complexities. Subsequently, static, unchanging, 

and inflexible positions, instead of connoting strength, are signs of weakness.  

 As extensions of society, institutions can be appropriate or inappropriate 

authorities. Institutions perform an important function in providing balance between 

change and stability. This balance, facilitated by strength, is key. No individual culture 

should be normative. All cultures have equal validity (good and bad sides). Jorgensen 

also points out that, as an institution, school is an extension of society. Schools point 

students in the direction in which they should travel. A prospective approach is 

recommended (liberal, focused on self-fulfillment and interdependence) rather than the 

retrospective approach (conservative, self-disciplined and independent). These two 

approaches might seem to correspond neatly with Nurturant and Strict Moralities 

respectively. However, interdependence is aimed at the maintenance of strength and 

survival as in Strict-Permissive moralities. Also, empathy is somewhat egocentric, in the 

interest of maintaining the collective primarily because it strengthens the self. Conflict 

does not seem to be desirable, but the strength-promoting struggle to maintain balance is 

still central.   

 

Musical Cultures are Strict and Nurturant 

 According to Elliott, each musical practice contains its own set of obligations and 

responsibilities. There are, however, no general standards and rules that can hold for all 

musical practices. In a sense, each musical practice constitutes a family each with its own 
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set of rules. These various authorities seem to vacillate between nurturance and strictness 

in Elliott’s descriptions of them. 

 Elliott places musical practices in a sort of hierarchy of authorities. They are 

subject, first, to philosophy. Second, they have a reciprocal relationship with society, 

musical practices arise within social interaction and they also constitute social action. In 

essence, musical practices are part of a web of musical-social relations.  

 

Moral Strength and Moral Nurturance 

 According to Elliott, the essence of life (its central goal) is to order or strengthen 

the self. The essence of music is that it is something people to strengthen and order the 

self. Music is not the sole source for self-order, however, simply a significant form. Goals 

and standards provide the guidance individuals need in order to develop personal 

strength. Rational calculation is applied in balancing skills with challenges in order to 

optimize joy, the feeling that accompanies the strengthening process. Obligation to be 

obedient stems from the desire to strengthen the self and experience joy. Only by being 

true and faithful to the conventions and traditions of a given practice will people be able 

to optimize its benefits.  

 In the Nurturant Parent Family children learn by participation with and following 

the example of parents. They are not directed or challenged or put into situations that 

motivate through competition. In Elliott’s view, the focus is on intrinsic motivation 

through modeling and first-hand, practical, and authentic experience. Also, there is a 

distinct element of reciprocity or possibly empathy in the exercise of authority 
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demonstrated by musical practices because musicing may lead to completely new 

musical practices. Furthermore, people are not forced to participate; they are asked and 

invited. Adherence to authority always has the essential purpose of providing order and, 

ultimately, joy. Students are enabled. They are taken from where they are currently and 

given opportunities to expand their capacities. 

 

Musical Culture is a Nurturant Parent 

 In Campbell’s writings musical traditions and cultures take a very nurturant role 

as moral authority in music education. Culture in the form of traditions forms the 

foundation or grounding for music education. Traditions can be something for music 

education to stand firmly upon, to avoid extinction.   

 In Campbell’s descriptions culture tends to be more caring and nurturant than 

institutional logic. Culture is natural. The process of enculturation is natural, informal, 

and intutitive. As such it seems to be responsive to the specific needs of individuals. A 

logical sequence, on the other hand, being strength-based, tends to be more rigid and less 

responsive to individual needs. Naturalness is given as a moral directive; morally right 

actions are judged relative to what is natural. As a result of the natural inclination to 

move to music, for example, it is morally wrong to make children sit still for extended 

periods of time. The natural process of enculturation is recommended as the primary 

means for music learning. 
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CHAPTER 9 
 

DISCUSSION 
 
 

 
Findings 

 The primary finding of this analysis is that music education philosophers and 

researchers make use of conceptual metaphor in understanding and recommending right 

action in music education. Somatically derived structures are evident in that various 

moral authorities are positioned spatially at the top or bottom of the profession; journeys 

and cycles are used to describe the professions position and progress; and balance, 

naturalness, wholeness and other concepts regarding a healthy life are projected on 

concepts germane to the health of the profession, teachers, and children. In addition, 

socially derived structures are apparent in the respective authors’ views regarding moral 

strength, moral nurturance, authority, and empathy. 

 For the most part, the findings in this study seemed to correlate with the Theory of 

Family Metaphor. The writings analyzed did, indeed, seem to fit the patterns of Strict 

Fathers, Nurturant Parents, and Permissive Parents. Some minor extensions are as 

follows: 

 The concept of empathy required some refinement and additional information in 

this analysis. The distinction between Egocentric Empathy and Absolute Empathy 

seemed to be somewhat insufficient. There was a distinct middle-ground in which 

empathy is shown, but is focused solely (in the case of music as moral authority) on 

fulfilling a single need instead of the possibility of fulfilling many needs. In this case, it 
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seems that empathy is not absolute because it is so limited. On the other hand, it is not 

completely egocentric because it is focused on the other. Another middle position reflects 

the effort to maintain an equal balance between all parties (as in Reimer’s and 

Jorgensen’s views regarding philosophy). Empathy is aimed at understanding the needs 

of the other in order to strengthen both the other and self, thereby promoting the health of 

the collective. This is contrasted with an extreme type of Egocentric Empathy (as in 

Elliott’s view of philosophy) in which one strives to understand the position of the other 

for the sole purpose of strengthening one’s own. 

 Lakoff and Johnson put forth the three family types as archetypes. In reality, and 

as they themselves point out, one’s perspectives does not fall neatly into one category or 

another. Nor did the work of the respective theorists in this work fall neatly into the 

categories of Strict Father, Nurturant Parent, or Permissive Parent.  Authors both change 

moralities when discussing different moral authorities as well as assign a single authority 

a sort of middle position in regard to the three types. For example, Reimer views 

philosophy as a Nurturant Parent, yet his discussion of music tends to assign it the role of 

Strict Father. Elliott, on the other hand, describes musical cultures in a way that reflects 

an amalgam of both strictness and nurturance although it does not lapse into 

permissiveness. Madsen is probably the most consistent in viewing both society and 

research as strict and Campbell’s work seems to be consistent in its application of 

nurturance. However, in neither of these two cases is extensive writing available for 

analysis regarding their respective views of philosophy.  
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 One interesting finding, not discussed by Lakoff and Johnson, is the concept of a 

Strict Father/God evident in Reimer’s philosophical concept of music. Lakoff and 

Johnson discuss God as a moral authority that, just like feeling, society, and reason is 

assigned the status of Strict Father, Nurturant Parent, or Permissive Parent. In this 

analysis as well as the preliminary analyses (which included a much larger pool of 

authors) there were virtually no references to God. This might be explained either by the 

close connection between the fields of music education and public education with the 

latter’s preoccupation with the separation of church and state or by a research 

environment that excludes religion, belief, and the concept of God from serious research. 

Whatever the reason, the absence of God is real, but seems to be remedied to a degree 

through the aesthetic concept of music. In Reimer’s philosophy, for instance, music is 

assigned almost divine status as the sole bearer of the greatest gift available to humans 

and, thereby, the master and supreme benefactor of all people who intend to partake.  

 Feeling, another moral authority mentioned by Lakoff and Johnson, did not 

receive specific attention by any of the authors as moral authority for music education. 

Nonetheless, feeling is the driving force within the empathy that Campbell assigns to 

research and music teaching. In fact, feeling for and with the other is apparent in 

nurturance generally. Feeling, then would be an important element in Reimer’s view of 

philosophy and apparent in the various views of musical cultures. It is possible that 

feeling was present as a moral authority, but was conflated by myself with nurturance. 

Another possibility is that feeling might simply be subsumed within Absolute Empathy 

rather than receive specific attention as a moral authority.  
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 Research was a moral authority in this analysis that did not receive extensive 

treatment in the work of Lakoff and Johnson. This is not especially surprising since they 

limited their analysis to a more formal study of philosophy. Nonetheless, in music 

education (and probably in education generally) research or science seems to be an 

important force in determining right action. There seems to be a corresponding belief or 

hope, as in Madsen’s writings, that cumulative research will amount to satisfactory 

guidance for music education.    

 

Limits 

 
 One concern that presents itself is the possibility that I projected the Theory of 

Family Metaphor onto the work of music education scholars. I think this is unlikely for a 

number of reasons. I will admit the possibility that I picked those quotes that were either 

focused on moral strength or moral nurturance which opens the possibility that I ignored 

some quotes, preferring those that fit a certain perspective. However, at the outset I 

thought that Reimer’s philosophy would turn out to be strict and that Elliott’s and 

Regelski’s would be more nurturant. As it turned out from the analysis I was only half 

right. If my aim had been to paint each theorist according to preconceived notions it is 

reasonable to assume that I would not have changed my stance as a result of the analysis. 

Also, my method was to include initially all quotes that seemed to be related to morality, 

categorize those quotes, and then establish the narrative. Seldom did I consciously choose 

quotes simply to fortify one point or the other. Nonetheless, because I used my own 



 178 

neural-conceptual structures or, put simply, I used my own brain in analyzing the work of 

others, complete objectivity is unlikely. 

 Another important limit to this research is that it is not, nor can it be construed to 

be any sort of psychoanalysis of music education scholars or researchers. It seems to me 

that sort of analysis would require extensive personal interviews. In other words, one 

should probably not attempt to make judgments regarding the early family life of those 

whose work is analyzed here based simply on this study’s findings. One’s primary 

socialization is complex with a myriad of possible family arrangements. Nor is it likely 

that many parents are purely nurturant, permissive, or strict. While it is possible to 

identify metaphorical constructs within moral concepts, it would take extensive personal 

investigations in order to work backwards from those concepts to try to understand their 

specific origins.  

 Finally, it is beyond the scope of this analysis to recommend one moral authority 

or type of moral authority over another. I have found that the Nurturant Parent morality 

applied to all possible authorities resonates most fully with my own overt sensibilities 

(although it seems to be a struggle to function as a teacher without resorting to some 

Strict Father practices). I have, accordingly, attempted to draw upon Reimer’s view of 

philosophy, elements of Elliott’s and Regelski’s respective views of music and culture, 

and Campbell’s view of research to identify and refine principles to guide my practice. 

However, to recommend such an application for the profession in general will require 

extensive argument and further research. In other words, while this analysis has had 

significant impact on my practice it does not necessarily follow that it would be equally 
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apparent to others or to the profession generally that a Nurturant Morality is the most 

effective or most appropriate of the three moralities identified.  This work, nonetheless, 

could function in a number of ways as a contribution to the fund of knowledge within the 

field of music education and specifically in defining the sub-field of morality in music 

education. 

  
Applications 

 This analysis could serve as an invitation to the field of music education to look at 

music education philosophy in a somewhat different light. Philosophy seems to be based 

on the personal histories and somatic experiences of the philosopher more than on any 

sort of abstract or universal logic. Philosophy, in other words, is inextricably tied to our 

personal experiences as embodied and social beings. By extension, there will be many 

concepts upon which people can agree to almost universally. For example, most people 

would probably agree that music education should be balanced and should involve 

wholesome music. On the other hand, disagreements would likely abound regarding 

question of what genres of music are, indeed, healthy and what combination of musics 

and musical experiences constitute balance. Furthermore, questions regarding who or 

what should serve as moral authorities and what type of authority they should 

demonstrate present a whole new arena of thought and discussion.  

 This analysis, then, both frames new questions and presents the possibility of 

approaching philosophy in a new way; individual philosophies can be broken down and 

examined more closely so that opinions and beliefs, no matter how reasoned, can provide 

deeper insights and guidance. To a significant degree, empirical studies can be brought to 
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bear on philosophical concepts. A few examples of concepts that could be examined 

more closely and possibly tested empirically are given below:  

 First, one might consider the conceptual structure that the world is a dangerous 

place. No doubt there are elements in the natural environment that are dangerous or 

competitive and seemingly requiring a degree of Moral Strength. What are those 

elements and how can they be approached most effectively or appropriately? For 

instance, there may be a distinct danger of music education programs being cut from the 

curriculum to various degrees in public schools. Further study might provide additional 

definition for this danger by identifying the types of programs that are being cut and the 

reasoning behind such cuts. A number of approaches to solving the problem reflecting 

varying degrees of strictness, nurturance, or permissiveness might then be put forth and 

studied for their effectiveness.  

 On the other hand, there are surely things about the world that are distinctly safe 

and comfortable. Identification of these may be useful in maximizing their potentially 

positive impact on the music education profession. Using the previous example, there 

may be corresponding sustenance of musical experiencing and involvement in the world 

surrounding music education. Research could look at the myriad of ways in which people 

are involved in musical activity and why. Recommendations could then be made 

regarding how the music education profession might appropriate and/or facilitate what is 

occurring naturally in musical cultures generally. At any rate, the degree of  real danger 

in the world of music education could be measured along with the relative effectiveness 

of strictness, nurturance, or permissiveness in dealing with such dangers.    
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 Second, the question of relative effectiveness of Legitimate Authority, Absolute 

Authority, or a general lack of moral authority (moral relativisim) can also be 

investigated empirically. Questions of appropriateness and aims aside, the basic 

effectiveness could be addressed by measuring variables such as musical skill, creativity, 

motivation, or affect relative to musical activities involving unalterable and specific 

guidelines, democratic decision making processes, and completely self-determined 

actions. Such studies might also be examined for long- and short-term results. Previous 

studies within as well as without the field of music education might also be re-framed in 

light of these three views of moral authority.   

 Third, concepts regarding independence versus interdependence could also be 

studied. The hallmark of Strict Father Morality, the belief that strictness will lead to long-

term independence could be tested; “If I motivate my students to practice by rewarding 

them to stay after school and practice with me will they likely practice on their own either 

short-term or long-term?” Furthermore, studies could examine levels of student happiness 

relative to degrees of musical independence and interdependence. In defining the 

variables for independence it is likely that various types and/or degrees of the same will 

become apparent such as in the egocentric self-fulfillment fostered by the Permissive 

Parent in contrast to the Strict Father’s self-discipline and self-reliance.   

 Fourth, the central concept of empathy might serve to be the most difficult to 

study empirically because it seems difficult to separate from questions of aims or moral 

appropriateness. It might also be difficult and problematic to measure empathy, the 

honest attempt to understand the other. Nonetheless, empathy seems to be the prime, 
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determining factor in whether a specific morality is more or less strict, permissive, or 

nurturant so further examination of the concept could be useful.  It might be possible to 

identify behaviorally (through observation) and study the various corresponding types of 

empathy in practice at the level of the teacher-student relationship. At the very least, 

students could be surveyed according to their perceptions of the teacher’s motivations in 

caring about or attempts to understand the student’s needs, interests, and/or feelings. 

Then, specific variables might be measured relative to these perceptions. 

 A final example of how empirical research could be brought to bear upon moral 

concepts is the question of whether some types of music or musical activity are, indeed, 

healthier than others? Here, the line between original concepts and metaphorical 

projections becomes somewhat blurred. Some musics or activities might, indeed, promote 

or impede physical health or cognitive development. This could be empirically verified. 

Beyond this dimension, however, could some music or musical activities be “healthier” 

than others in relation to human happiness, social interaction, or optimal experience?  

Undoubtedly, studies have been and could be developed and carried out to study these 

questions as well.  

 Whatever the questions and methods, the implication of this analysis replicates 

that in the studies conducted by Lakoff and Johnson: philosophy and, specifically, moral 

concepts can be studied, to a significant extent, empirically. Philosophy does not have to 

be simply a process of developing convincing arguments. Lakoff and Johnson have 

provided a tool whereby philosophers and researchers can examine their own 

unconscious, metaphorical conceptual structures and test their aptness. Furthermore, the 
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previous and current canon of music education philosophies and research studies can be 

re-examined and re-assessed with increased depth and potential utility; questions 

regarding appropriateness and ultimate aims can be addressed more fully. 

 Still, it is possible that music education has a moral dimension that cannot be 

addressed directly or fully through empirical research. Nonetheless, it can be addressed 

head-on as a moral issue. To this end, this analysis provides one way of approaching 

morality in music education. Beyond an analysis of the moral systems in use and 

empirical evaluation of their effectiveness are the two questions of what should serve as 

moral authority in music education and what type of authority should it be? Even though 

it is beyond the scope of this analysis to satisfactorily answer either of these two 

questions, further definitions of how these authorities might look in practice at least in the 

areas of philosophy, music, and research could be useful.  

 

Philosophy 

 “Philosophy,” according to this analysis, can refer to any conceptualizing about 

the role and purposes of music education ranging from formal, written theories to the 

casual thought entertained by a music teacher after class. However, the philosophy that is 

intended by its authors to guide the profession (Philosophy as Moral Authority) can be 

identified and differentiated from this latter type of philosophizing. Teachers come into 

contact with Philosophy as Moral Authority in pre-service training, in-service training, 

and through their personal efforts to stay abreast of the research and writing within the 
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field of music education. At this level the type of moral authority affects how people act 

and interact. 

 Philosophy as Strict Father, for example, focuses on Moral Strength. Within this 

view teacher educators and philosophers encourage pre-service teachers and inservice 

teachers to argue, to compete. Ideas are presented at times simply for the intent of forcing 

students to consider alternative viewpoints, for the sake of argument because argument 

strengthens. Students are viewed as naturally comfort seeking and passive. In order for 

them to develop the necessary strength and discipline, they must be confronted with and 

learn to deal with ideas alien to their own. Eventually the strongest philosophies will 

prevail. Plus, the strength gained through pre-service training and fortified through in-

service training will enable the student/teacher to argue convincingly (compete) for 

limited resources (curriculum time) thus ensuring the survival of the profession, not to 

mention their own livelihoods.  

 Philosophy as Nurturant Parent, on the other hand, focuses on needs fulfillment. 

Pre-service teachers are presented with important and complex revelations about their 

significance as music teachers. The aim is that they will become or, in the case of in-

service training, continue to be comfortable and secure in the assurance that they are 

providing their own students with something of value. There is an accompanying 

emphasis on democratic processes whereby all are given room to voice their ideas and 

explore relevant issues. The ultimate aim is agreement and cooperation, cohesion and 

unity within the profession. It is expected that the same nurturance experienced will be 

replicated as students/teachers interact with their own students. 
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 Philosophy as Permissive Parent may present itself in a number of ways, but 

seems most prevalent as a sort of strict relativism. There are no universals in the world, 

nothing upon which people can rely for security and comfort. Everything is potentially 

either good or bad. As in Strict Father Philosophy, students are confronted with new ideas 

in an effort to get them to think deeply about the issues. However, the aim is not to 

determine the best idea or course of action, but to achieve a generative balance between 

ideas and between the good and bad within a single idea. There will be little given 

directly to the student other than opportunities to learn to deal with the inherent 

complexity of the world.  Philosophy is presented as a completely personal and/or 

individual affair. It does not matter what one’s philosophy is as long as they can articulate 

it and apply it effectively.  

 

Music and Musical Practices 

 It seems to me that the prevailing attitude in music education is that music is a 

Strict Father or possibly even a Strict Father/God. As such, music is ineffable, spiritual, 

and mysterious and offers possibly the most valuable of all gifts. Music teachers are 

disciples of music charged with the task and missionary zeal in bringing others to a belief 

in and an understanding of this greatest of all gifts. Aesthetic experience is akin to a 

religious or spiritual experience integral to a full life or, in other words, to becoming fully 

human. The quality of various genres and pieces of music are judged according to their 

ability to bring about aesthetic experience. Music’s formal characteristics take priority 

over social and cultural elements. Furthermore, music must be valued for its own sake 
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and not for instrumental ends. In fact, the debate between inherent and instrumental ends 

might stem, in part, from the view as music as a moral authority and, more specifically, 

music as Strict Father/God. As a strict moral authority and lacking in Absolute Empathy, 

music has the distinct potential to become an end-in-itself. Conversely, if music is viewed 

as a Nurturant Parent having Absolute Empathy it is focused ultimately on the needs of 

the other. Furthermore, if music is not a moral authority at all, it is also less likely that it 

will be considered as anything other than instrumental.   

 Music as Strict Father/God also has far-reaching implications in the music 

classroom. When the act of serving music is primary an array of human needs will go un-

served. For instance, the effort to produce the best possible sound and, thereby, the best 

musical experience might justify any number of exclusionary practices such as auditions 

for seating or membership in an ensemble, selecting music only from a standard canon, 

and conductor superiority in relation to students. The conductor/teacher acts as the 

disciple of music and, as such, mirrors the qualities of music as Strict Father/God. 

Competition is central in the development of musicality/strength. Moral or right action is 

synonymous with the most musical action as well as efforts to help others develop the 

highest level of musicality in relation to others (as opposed to according to their 

individual potential). Only the “best” and most “serious” music will qualify in 

demonstrating high levels of musicianship and, thereby, providing the highest level of 

aesthetic or even autotelic experiencing. 

 Egocentric empathy is a tool for teachers as they strive to understand students in 

order to help them experience music in pre-determined ways. Research as the Strict 
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Father is allied with this view of music in its efforts to make music education more 

efficient and thorough in getting students to do what the profession feels is important. 

Punishments and rewards, therefore, are deemed effective, appropriate, and necessary in 

motivating students to do what they should. Society, also as a Strict Father, works to 

maintain great traditions and serious music. The degradation of society is decried and 

efforts are made to conserve what is viewed as truly important. 

 Classrooms in which music is placed either in the position of Nurturant Parent or 

basic nourishment will tend to accept a contrasting collection of practices as right or 

moral. The needs of students are central and the aim of music experience is to fulfill 

needs. Absolute Empathy decreases the likelihood that music will have an morality-

determining essence. Music is ultimately utilitarian; it can be used to fulfill any number 

of needs. In other words, the needs determine the function of music rather than music’s 

essence determining what is important and/or right.  

 In Nurturant Parent music classrooms student participation is determined to a 

degree by student interest and desires. Education is aimed at helping students fulfill their 

potential. Cooperation and inclusion are central; strength comes from working well 

together. In performing ensembles democratic principles are applied as students make 

choices and the director serves as resource and guide. The teacher might guide students in 

the selection of music to be studied yet the interests of students and their opportunities or 

possibilities for long-term participation outside of school are considered. At all times the 

musical product is secondary to the utility of the musical experience in fulfilling student 

needs.  
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 Nurturant Parent and Strict Father views of music will differ as well in their 

approaches to music education advocacy. Maintenance of the status quo is the concern of 

the Strict Father. Due to the emphasis placed on the authority figure’s strength and the 

lack of absolute empathy, there is little propensity to adapt to cultural or societal changes; 

Father knows best what people need. The Nurturant Parent, on the other hand, will put 

forth the effort to understand the entire spectrum of human needs and find ways to satisfy 

those needs within the field of social and cultural realities, transformations, and 

complexities. Due to fewer pre-conceptions regarding what music is and what it has to 

offer and the accompanying Absolute Empathy (focus on the other), music is able to 

adapt to changing needs and interests. 

 Music as Permissive Parent might maintain an open concept of musical 

experience like the Nurturant Parent view. However, the Permissive Parent would make 

little or no attempt either to meet the needs of students or prescribe standards for judging 

musical quality or usefulness. The music classroom might, then, be simply an “anything 

goes” type of space in which students can explore and experience various musical media 

according to their own desires and without direction from teachers or even reference to 

societal or cultural standards or norms. All music and musical activities might be 

included regardless of the harm they might pose to moral, social, cultural, cognitive, or 

even physical health. 
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Research  

 This analysis included examples of perspectives on research that were distinctly 

strict or nurturant. A Strict Father view of research in practice would involve a 

competitive and challenging environment, albeit with support and care directed at the 

most successful competitors. Graduate and even undergraduate students in such an 

environment, for instance, might be “put to the test” in order to “weed out” those who 

lack adequate strength and/or potential. The successful competitors, on the other hand, 

are given all of the support possible, albeit in generative balance with challenges. A 

Nurturant Parent approach, on the other hand, will accept those who have interest and 

desire and help them in any way possible to fulfill their potential.  

 The Strict Father as researcher is concerned, due to Egocentric Empathy and a 

preoccupation with moral strength, with conducting research aimed at making music 

instruction more effective and efficient relative to pre-conceived standards and 

objectives; pedagogical strategies and methods are central. In contrast, Nurturant Parents 

as researchers, due to Absolute Empathy, will strive to understand the needs and interests 

of students and use that information to adapt instructional methods. The Nurturant Parent 

researcher might also be concerned with cultural and social considerations and the social, 

cultural, and personal effects of various instructional strategies and practices.   

 Research as Permissive Parent might suggest that individual researchers simply 

follow their own interests in understanding issues relevant to the field of music education. 

Strict methods of study might be applied, but emphasis is placed on research as personal 

fulfillment. Accompanying the Permissive Parent view might be the belief that if 
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everyone simply follows their own interests and pursues self-fulfillment the interests of 

all will be served via the accumulation of reputable research studies. 

 

Conclusion 

 The foregoing discussion illustrates that how people ought to act and interact 

within a given moral authority is determined more by whether the moral authority serves 

as Strict Father, Nurturant Parent, or Permissive Parent than on what entity is imbued 

with moral authority. Whether the authority figure is research, philosophy, music, feeling, 

culture, society, or God the generally prescribed actions of the Strict Father, for example, 

will be similar. Strict Father moralities will emphasize Moral Strength, self-discipline, 

Egocentric Empathy.  Nurturant Parent moralities will emphasize Moral Nurturance, 

interdependence, and Absolute Empathy. Permissive Parent moralities will ultimately 

emphasize self-determination and self-fulfillment. In some regard, then, the choice of 

who or what will serve as moral authority is secondary to the type of authority in 

determining morality in music education.  

 The most pressing question that needs to be answered through further research 

and study, then, is “What type of moral authority (Strict, Nurturant, or Permissive) is the 

most appropriate?” Traditional philosophy, behavioral research, ethnomusicology, 

sociological studies and theory, intuition, and feeling can all contribute to an answer. 

Further analysis and research might either lead to the identification of other moralities or 

it may even support some sort of combination of two moralities. There is also a 

possibility that the most appropriate morality for individual students might depend on the 
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morality espoused by their parents and consequently the morality that might constitute 

their own worldview. 

 At the very least, this type of analysis might lead to greater cooperation and 

understanding within the field of music education. The theory that people do not simply 

choose their points of view and their arguments, but that these are reflections of their 

neural makeup could promote tolerance for opposing views and a willingness to work 

together to find solutions to current problems. In addition, a deeper understanding of 

one’s own moral concepts could lead one to evaluate such concepts and transform them if 

possible. In the event that an individual’s conceptual structures cannot be significantly 

altered, understanding the moral concepts of others would seem even more imperative to 

cooperative efforts in music education.  
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