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On Teaching Music With
Care

By Estelle R. Jorgensen

Indiana University, Bloomington

surrounding the teacher’s musical obliga-

tions in a multicultural world.] My
present project is to tease out ethical aspects
of what it means to teach with care. In so
doing, I shall distinguish between caring and
carefulness and unpack some of the implica-
tions of this distinction for music educators.

Caring For People

It is an educational commonplace that
teachers have an ethical obligation to care for
their students. The history of public educa-
tion has been more or less predicated on a
sense of this obligation. Recent philosophi-
cal approaches also exemplify concerns
about how to care for students in the context
of contemporary social realities; witness Jane
Roland Martin’s argument that the school
should fill a void in the care of children once
filled by the home.2

The idea that music educators have an ob-
ligation to care for their students is defended
on the basis of carings’ contribution to and
necessity in humane society. There are at
least two contrasting views of caring. The
first and traditional one is rooted in moral
rules and imperatives, prescriptions and pro-
scriptions grounded in societal, religious, and
philosophical belief systems that are trans-
lated into compassionate actions. This view
is exemplified by Lawrence Kohlberg’s

In a recent essay, I discussed some issues

Estelle R. Jorgensen is a Professor of Music at
the School of Music, Indiana University,
Bloomington. Her research interests include
the philosophy, sociology, and bistory of music
education.

theory of moral development which illus-
trates the importance of rule governed sys-
tems in male approaches to ethical behav-
ior.> Teachers care for their students be-
cause they are obligated by societal rules,
religious precepts, or philosophical principles
to do so, irrespective of the particularities of
their relatedness to students. Caring carries
the baggage of duty, of dispassionate obliga-
tion, rather than of desire, or connectedness
with the other.

A second, more recent explanation takes
its cue from Carol Gilligan’s finding that fe-
males tend to ground their moral behavior in
human relationships rather than logical
rules.# Notions of relationship and reciproc-
ity between the caregiver and the recipient of
care and situational specificity characterize
educational caring in this view. Building on
Gilligan’s work, for example, Nel Noddings
developed a “feminine” philosophy of moral
behavior based on reciprocal notions of car-
ing and grounded in natural predispositions
to care that are institutionalized within a
framework of ethical values.> Noddings ar-
gued that the decision to care for another is a
difficult one, rooted in questions about
whether, or under what circumstances, one
can responsibly give to or care for this per-
son. For Noddings, teachers care because
they have extrapolated beyond a natural hu-
man tendency to care for significant others to
a wider, more dispassionate care for students
under their charge. They care not only for
the other but for the self, and the ensuing
relationship between self and other, of
caregiver and cared-for is reminiscent of the
mutuality and respect Martin Buber describes
in his book, I and Thou.6

64 The Quarterly Journal of Music Teaching and Learning

https://opencommons.uconn.edu/vrme/vol16/iss7/15



Jorgensen: On Teaching Music

The idea that music educators have an obligation to care for

their students is defended on the basis of carings’ contribution

to and necessity in humane society.

The differences between these two per-
spectives on caring which I shall call, for the
purposes of exposition, the rational and rela-
tional views, respectively, should not be un-
derestimated. Madeline Grumet shows how
schools undermine the relational approach to
caring because they are preeminently patriar-
chal institutions. As she puts it, “Like the
paidagogos, the Greek slave who used to es-
cort his young charge on the walk from
home to school, we too pass the children
from our kitchens, still sleep-creased and
milk-moustached, through the doors of the
public institution.” “When we take them to
school we take them to our father’s house.”’
Seeing as schools are chiefly designed, orga-
nized and administered by men, it is not sur-
prising that the ethic that grounds them is a
pervasively rational one, except insofar as it
can be and is subverted in the classrooms of
the women who constitute the majority of
teachers.8 I do not wish to be read as say-
ing that women are the sole purveyors of the
relational view of caring, however, it is sig-
nificant that they have been among the fore-
front of those who have advocated it in edu-
cational and other circles.?

Approaches to caring differ in the impor-
tance of receiving as opposed to giving care.
The rational view sees caring as a largely one
way process, whereby the caregiver provides
for the needs of others. The caregiver may
or may not be responsive to the wishes of
those to whom care is provided. Rather,
there is an unequal power relationship be-
tween caregiver and cared-for, such that the
caregiver as the more powerful person pro-
vides what he or she believes should be
given to the less powerful other. By con-
trast, relational views of caring emphasize the
importance of respect for, receptivity, listen-
ing, and even vulnerability to the other,10
For example, Marjorie O’Loughlin shows
how the Australian aboriginal concept of lis-
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tening differs from western notions of listen-
ing in its involvement of “heeding,” “continu-
ity,” and “a sense of the collective nature of
hearing and receiving.”!! Also, Noddings
underscores the receptive aspects of intu-
ition, the sense of “pedagogical helplessness”
when learners “are seized” or allow them-
selves “to be seized” by the world and the
otherl2 — a perspective on learning that im-
plies the kind of profound respect for differ-
ent others that O'Loughlin is plumping for.

Whereas rational approaches emphasize
principles that are taken to be more-or-less
universal, or at least pervasive within society,
relational approaches evidence a concern for
particularity as a grounding ethical principle.
Noddings shows how the specific nature of
particular situations and relationships impacts
on individual moral judgements and Grumet
criticizes traditional ethical perspectives that
“repudiate the time and space and specificity
that nurture requires”. 13

The approaches likewise differ not so
much in their repudiation of rules or prin-
ciples by which action is governed (although
Grumet believes that Nodding’s view of car-
ing “substitutes relation for rules”)14 as in the
basis for these rules, their application, and
the ends to which they tend. In the rational
view of caring, the teacher works back from
the rule or principle to the particular situa-
tion to which it supposedly applies, more-or-
less indiscriminately applying the rule from
one situation to the next. By contrast, in the
relational view, he or she works from the par-
ticular situation towards formulating a prin-
ciple to guide action. While each of these
approaches — moral legalism at one extreme,
moral particularism at the other — is character-
ized by the search for grounding principles for
action, the corresponding perspectives on car-
ing have very different starting points.

The two views also differ in the sorts of
obligations they engender. In the rational
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view, caring may be a largely one way rela-
tion between the caregiver and the person
who is cared for, seeing that the requirement
to abide by a set of ethical rules underlying
society may not necessarily obligate one to
care for others. Rather, the caregiver acts
from a sense of moral duty and is passionate
about her or his convictions rather than the
person to whom care is given. Rational pas-
sions arise from convictions about moral im-
peratives rather than from reciprocity in in-
terpersonal relationships.15 In this view, the
caregiver acts out of concern for the prin-
ciple of caring for the other rather than per-
sonal regard for the other, or expectation of
reciprocity from the other, and the one who
receives the care may not feel obligated to
the caregiver to reciprocate. By contrast, in
the relational view, reciprocity between the
caregiver and the person cared for lies at the
heart of interpersonal relations, and caring is
construed in the context of this reciprocity.
The caregiver is motivated by the particular
circumstances of a situation, and the needs of
given individuals within it, rather than by
moral, religious, or political injunctions or prin-
ciples to care or by rules about how to care.

In education, these differences between
the rational and relational approaches to car-
ing are suggested by contrasting attitudes to-
wards the contracting of teachers. Histori-
cally, eastern teachers were typically not con-
tracted nor did they accept payment for their
services, and their students thereby remained
in their debt indefinitely. Western teachers,
on the other hand, often accepted payment
for their services, and their students were
able immediately and more or less fully to
discharge their obligations to their teachers
by paying for their instruction,16

David Neuman describes traditional music
instruction in Northern India.l7 An ustad, or
guru, typically relied on gifts from his dis-
ciples, or students. Not only did he choose
his disciples carefully, but the latter consid-
ered it a privilege, 2 mark of their affection
and high regard, to pay for their ustad’s
meals and purchase other amenities for him.
After a period of initiation, ustad and disciple
entered a life-long relationship of mutual in-
terdependence and reciprocity. The roles of
caregiver and person cared for were inter-

changed: the ustad shared with a disciple his
understanding and wisdom and the disciple
gave the ustad respect, loyalty, and love; the
ustad received the disciple’s trust and the dis-
ciple received the ustad’s learning. Neuman
shows that the ustad did not merely provide
cognitive information, but also communi-
cated feeling about a way of life rather than
a body of knowledge. A gift of this sort was
corporeal: the ustad was a model for the dis-
ciple, an exemplification and expression of a
musician teacher; in return, the disciple acted
out her or his love and respect for the ustad
and sought to copy the salient features of his
model. That these gifts exchanged between
ustad and disciple were feelingful and corpo-
real made them life-changing. They could
not be abandoned thoughtlessly.

The training of English cathedral organists
during the late nineteenth century showed a
similar reciprocity between organist appren-
tices and their master to that between the
ustad and his disciples.18 The cathedral
organist’s caring went beyond the ordinary
contractual obligations to his apprentices; he
engendered reciprocity with his apprentices
and was concerned for their welfare. The ap-
prentices received their master’s instructions
and accepted his hospitality, and they, in turn,
took their education seriously, desired to
please him, and assisted him by leading choral
rehearsals, deputizing as organists, and in a vari-
ety of ways participating in the musical, religious,
and social life of the cathedral community.

Caring on the part of religious and political
communities throughout much of the Chris-
tian era was selective, and this is shown by
the marginalization of musical education for
girls. Even much later, while it is true that
girls received musical instruction from private
tutors in their households, and this education
evidenced a reciprocity between tutor and
pupil, it was often limited and patronizing.1?
However, within the thriving musical commu-
nities in some medieval and renaissance con-
vents, eighteenth century Venetian conservato-
ries, and nineteenth century European conser-
vatories, there was a similarly reciprocal ap-
proach to caring to that in the training of male
Hindustani musicians and English organists.20

The two approaches to caring — one
rooted in rule-governed behavior and ab-
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The two approaches to caring — one rooted in rule-governed

behavior and abstract principles, and the other in interpersonal

relationships and situational particularities — each have some-

thing to offer music education.

stract principles, and the other in interper-
sonal relationships and situational particulari-
ties — each have something to offer music
education. The first emphasizes dispassion-
ate, reasoned, and disciplined approaches to
caring that move from the pervasive to the
particular; the second underscores the pas-
sionate, intuitive, and person-centered as-
pects of caring that move from the particular
to the pervasive. When taken alone, each is
limited. The first takes insufficient account
of the reciprocity of caring, its situatedness,
and the interrelationships between the
people involved; the second gives insuffi-
cient weight to the claims of reason and obli-
gations to ethical principles, especially when
desire to care falters.

These views of caring are dialectical in the
sense that each takes center stage from time
to time. Sometimes, the teacher works from
a logical view of caring; at other times, she
or he responds relationally to the particular
situation and works outward from there in
deciding what to do and how to care for oth-
ers. That these views do not mesh easily or
tidily may engender tension, disagreement
and conflict. The relational view is the more
fragile, especially since, historically, it has
represented a feminine approach to ethical
questions, women have been relatively pow-
erless in the school, in formal music making,
and in music education.

To base an ethic of caring on feeling may
seem problematical to those who accede to
the rational view. However, a half-century
ago, Susanne Langer rightly saw that intellec-
tion is broader than reason and cognition.2!
Notwithstanding problems with her notion of
feeling — the conjunction of cognition, emo-
tion, and bodily sensation —subsequent writ-
ers have supported Langer’s contention that
intellection encompasses much more than
reason, and knowing is a great deal fuzzier
than some educators and psychologists may
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have wished. Writers, such as Israel
Scheffler, R. S. Peters, and Iris Yob, have per-
suasively argued for the interrelationship of
emotion and cognition.22 OQthers, such as
John Shepherd and Grumet, have pointed to
the epistemological importance of the body in
musical experience and holistic conceptions of
human beings in music and education.23 See-
ing that cognition, emotion, and bodily sensa-
tion are interrelated provides grounds for sup-
porting a relational view of caring and suggest-
ing its applicability to music education.

The spectrum of views of caring from the
rational to the relational suggests an array of
indicators that more-or-less characterize car-
ing. Beyond the teacher’s dispassionate con-
sideration for a student on logical and ethical
grounds, are the additional claims of reci-
procity and relationship between teacher and
student. Viewing education as relational car-
ing means that the decision to care about
someone or some thing cannot be taken
lightly by teacher or student. Teaching and
learning become vocations because they ne-
cessitate serious commitment, devotion, and
preparation for the tasks at hand; they go be-
yond the limited scope of schooling to en-
compass knowledge that is absorbed by do-
ing as well as receiving. Instruction takes on
the spiritual quality of a pilgrimage because
it involves the teacher and student traveling
together on a journey in which the present is
of the greatest significance; it goes beyond
cognition to encompass emotion, intuition,
imagination, and beyond the superficial to
fundamentally affect attitudes, beliefs, and
values.24 Moreover, its end transcends the
possession of particular knowledge or skills
and constitutes a way of life; instruction in-
cludes understanding acquired by osmosis,
by participating in life events, and focuses on
how life should be lived. The present is in-
vested with enormous importance because it
constitutes a precious moment, an opportu-
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nity that may never again be recaptured, that
must be seized and used wisely; recognizing
the importance of the present invokes in the
learner and teacher such qualities as “duty
and reverence.”?5 And if instruction is a pil-
grimage, the fellow traveler, while more or less
experienced, possesses dignity and humility in
the face of diverse others, and is respected and
valued as a human being; education takes on
a dialogical and narrative character as teacher
and student commune together.26

It may be that this ideal is only reached
rarely, and that the teacher and student may
often have to settle for much less, especially
in the context of large class instruction or in
situations where students and teachers have
little choice of each other or the subject they
are studying. There are circumstances, how-
ever, when relational caring seems to oper-
ate, and these occasions serve as a source of
joy, hope, and encouragement for teacher
and student alike. Such souls stay with us
throughout our lives. Their faces and actions
are indelibly etched on our memories. These
are the ones who confronted us with the
central issues of life, brought us face-to-face
with ourselves, stirred dreams and aspirations
that we never knew were there, believed in
us, gave us hope, faith, and courage to at-
tempt what we may otherwise have thought
impossible, lived their devotion to music and
left us their example to follow. These are
the ones who understood that education is
profound, significant, and joyous, not shal-
low, trivial, and tedious. They and their work
stood out from the rest of those who passed
by. We remain forever in their debt for we
can never fully repay the gift they gave to us.

Caring For Things

Caring extends beyond people to things,27
for example, to the subject matter taught,
specifically, music. Coming to know music is
grounded in a sense of obligation. In his es-
say, “Performance and Obligation,” Morris
Grossman describes some of the responsibili-
ties and challenges performers have with re-
spect to such things as the musical score,
choice of instruments, tonality, tempo,
memorization, among other things.28 As
Vernon Howard suggests, the rules that gov-
ern these obligations are learned through

teacher telling and showing. Learning to be
guided by such rules and invoking them as
means of critical thinking about what musi-
cians do is a2 complex and sensitive process
that cannot be undertaken lightly.2® Coming
to know the rules and working with and
within them involves a serious commitment
on the part of those who undertake this task.
It necessitates not only knowing how to go on
in music but understanding what is happening
as one makes music. These obligations and
rules cannot be grasped through a superficial
treatment of the subject, but are gleaned as
one digs deeply into the subject at hand.

This experience with subject matter is
transformative, much as John Dewey’s meta-
phor for artistry — the wine press in which
juice is ex-pressed from the grapes invokes
metamorphosis as the grapes become wine,
or that for education — the growth of the
organism — invokes qualitative as well as
quantitative changes in the person.30 Experi-
ence in the hard rather than soft sense refers
to a life-changing interaction between indi-
viduals and their environments in the context
of an educational or artistic situation and is
foundational to education and art. Seeing that
traces of each situation remain afterwards,
Dewey is concerned that each experience be
educative rather than miseducative, that is,
conducive to, rather than stunting of, contin-
ued artistic and educational development.

Examples of the depth of caring about
things, of feeling about cultural artifacts
abound. In Europe, the Greeks want back
the Attic vases, Elgin marbles, and other arti-
facts brought to England and housed within
the British Museum, and the French also
want back the paintings taken as war booty
and held for half a century by the Russians
in St. Petersburg.

Elsewhere, Native Americans have faced
the prospect of people outside their commu-
nities practicing their spirituality, building
sweat lodges, and the like. Their imitators
came to them seeking information about
their way of life, seeking wisdom about the
earth and their place in it, and Native Ameri-
cans taught them what was, and remains, for
them a precious heritage. In so doing, they
expected that these people would become
one with them, not just wrench out of con-
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text parts of a total lifeview that they found
appealing. These outsiders took up practices
that they incompletely understood, or col-
lected their research data and departed, with-
out fulfilling their obligation to maintain con-
nection with the Native American people.
They built sweat lodges and practiced Native
American spirituality, but did not also take
care of the earth, the trees, the rivers, the
animals. Native Americans gave them a great
gift of their knowledge, but those who re-
ceived it were often insensitive to its richness
and to their obligation to reciprocate this gift.

Likewise, the Australian aboriginal people
found to their dismay pictures of the Dream-
ing, or ancient times, sold as T-shirt decora-
tion, didgeridoos and bark paintings col-
lected by travelers, and their artifacts treated
as curiosities. Their songs might track a con-
tinent, and their music and art have rich
spiritual significance, yet researchers and en-
trepreneurs persuaded them to tell their sto-
ries, sing their songs, play their rituals, paint
their bodies, and share their rock and bark
paintings. They saw their culture reduced to
a profit on goods sold, data in an ethno-
grapher’s published study, musical transcrip-
tions projected on a screen at a musicians’
conference, cuts on a compact disk record-
ing, or paintings in an Aboriginal art gallery.
Aboriginals may now wonder if they should
continue to share their precious things. They
taught their songs to outsiders, and in the
singing, breathed into them their spirit.

They painted scenes from the Dreaming
time, and in the painting, communicated the
richness of their religious and mythical life.
Now, they feel misunderstood, even be-
trayed, their traditional nomadic way of life
more-or-less curtailed, if not destroyed, by
white people who exploited paits of their
culture and left them depleted.

Why are these people so very passionate
about their cultural life and artifacts? In the
case of the Greeks and the French, an obvi-
ous reason lies in western concepts of prop-
erty ownership. Where personal rather than
corporate ownership is an underlying societal
value, people want their things back because
they believe they have certain rights of own-
ership, of control and possession of things
that they believe to be theirs. They regard
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the taking of what is theirs as not only im-
moral or even illegal but an affront to their
personhood or citizenship. So much so, that
they are sometimes willing, if necessary, to
pay a high price to redeem their treasures.

More than this, however, vases, marbles,
paintings, and the like, are not mere things.
They have symbolic value. They represent
and express the spirit and soul of a people.
They are prized. They constitute a part of a
people’s historical and cultural identity, and
their groundedness in a particular place. In
wanting their things back in their country,
the Greeks and the French want to feel
whole. They want to connect heritage and
home, to find themselves in their place with
their things around them. In wanting to pre-
serve the sacredness of their cultural life, the
aboriginal peoples of Australia and North
America regard their culture and artifacts as
an extension of their personhood or their
being. This sense of home constitutes a
grounding for an entire people. For them, as
for us, their culture provides a sense of iden-
tity, and a perspective on perennial philo-
sophical questions faced by all human be-
ings: “Who am I?” “Why am [ here?” “Where
am I going?”

Caring and Carefulness

It is important to underscore the connect-
edness between people and things, and the
symbolic value of things. However, I want
to move beyond this attitude of caring to ex-
plore the notion of carefulness that character-
izes one’s approach to people and things for
which one cares. John Passmore goes fur-
ther than the soft sense of the word careful-
ness — to be filled with care — to examine
the hard sense of the word and to distinguish
between two sorts of carefulness — extrinsic
and intrinsic.3! One traditional notion of
carefulness is the meticulous adherence to
certain rules in the absence of care about the
subject matter itself. Some students ap-
proach learning as toil or as a game, as
painstaking and boring effort toward perfec-
tion or playing by the rules. They may attain
a high level of virtuosity in musical skills,
and yet they do not regard their musical
learning seriously, and consider the acquisi-
tion of these skills to be drudgery. At the
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Change is inevitable, especially at some points in history and

in a society’s development, yet it can and should be guided.

Historically, music teachers have helped shape musical expe-

riences as much as they have transmitted them.

first opportunity, they cease making and lis-
tening to music. According to Passmore, this
is the “wrong sort of carefulness,” “extrinsic
as distinct from intrinsic carefulness, the sort
of carefulness that is, relatively speaking, or-
namental rather than the sort that is essential
to a form of activity.”32

Instead, students should learn “to care
about carefulness as distinct to knowing how
to be careful.” Only when they have learnt
to love the values underlying a particular
skill will they persist in its attainment, espe-
cially when “there is strong pressure upon
them not to do so...”33 Passmore is inter-
ested in intrinsic carefulness, in a genuine
care for the skills to be mastered, a valuing
of them, such that learning is not mere toil or
a mere game but “a labour of love.” In this
way, “care within what he [or she] is doing is
one aspect of his [or her] care for what he [or
shel is doing.”>4 The kind of carefulness that
Passmore seeks cannot be divorced from
care for the thing under study. Only when
one has a “passion” for one’s subject will in-
trinsic carefulness be evident, and the ex-
tremes of “pedantry and woolliness” be
avoided.35> Even if the teacher’s achievement
is more modest, and he or she turns out pu-
pils “who have at least a mild affection for, a
friendship for, as distinct from a hostility to-
wards, the main forms of intellectual activ-
ity...” this is “by no means to be despised.”36

For Passmore, carefulness is a virtue in hu-
mane society. It is essential in a democracy
where one relies upon communication to
settle disagreements. Without it, civilization
disintegrates. Yet in today’s world, it is often
belittled. Some are “indifferent or positively
hostile towards art, science, literature, phi-
losophy, history” and many parents “may be
hostile to the intellectual life.”37 Further,
children and adults expect instant results.
Technology has fostered a fascination with

the novel and a preoccupation with change
rather than the preservation of past tradi-
tions. In music education, instructional
methods are calculated to provide immediate
solutions, fully worked out strategies that re-
quire little effort and preparation on the part
of the teacher and designed to produce im-
mediate success on the part of students.
Sometimes there is disdain for the research
enterprise, and teachers are only interested in
those results that can immediately be put to
work in the classroom. Many students and
their parents are unwilling to invest the time
and effort in developing musical skills that
do not immediately yield dramatic results.
Some pre-service teachers have little sense of
vocation, and are concerned more with se-
curing the external trappings of musical edu-
cation than with developing the skills and
understandings they will need in their profes-
sional lives. Such persons may become
teachers who are more concerned with ful-
filling their positions perfunctorily than in
passionately living the way of life of a musi-
cian and teacher. These manifestations of a
lack of value for carefulness within contempo-
rary society, and even within the music educa-
tion profession, make it difficult for teachers
and their students to foster what Passmore
thinks of as intrinsic carefulness when all
around them are exhibitions that at best
qualify as extrinsic carefulness.

Change is inevitable, especially at some
points in history and in a society’s develop-
ment, yet it can and should be guided.38
Historically, music teachers have helped
shape musical experiences as much as they
have transmitted them. This task has been
made more challenging in our time because
the role traditionally assumed by music
teachers of inculcating musical value has
been successfully assumed by a mass media
that is very successfully molding the public’s
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musical tastes. Some of the values the media
espouse and propagate undermine civility
and culture. Proponents and users of tech-
nology and mass communication have a self-
interest in change; they foster novelty and
pander to public desire because of the profits
that accrue from constant change. Notwith-
standing technology’s potential to enrich mu-
sical experience, it may also have a detrimen-
tal affect on live music making. For example,
Peter Etzkorn is concemed about how music
educators can continue to ensure live music
making, given the real prospect of its demise
in some quarters a threat brought about as
much by societal changes and economic con-
tingencies as by a lack of interest by students
in learning musical instruments.39

I am concerned about the potential loss of
such values as formality, dignity, elegance,
restraint, subtety, intellectual prowess, virtu-
osity, accuracy, diligence, fidelity, respect,
humility, spirituality, inclusivity, discipline,
persistence, among a host of others that en-
rich humane society and constitute attributes
of civilized behavior. The essence of culture
is its development of refinement in contrast
to rawness and crudity.40 The various classi-
cal traditions of the world — including the
Chinese, Indian, and European — are alike
in fostering such values, although they are
not the only musics to do so. Notwithstand-
ing their flaws,4! they draw from popular
and folk traditions and represent human ge-
nius at work. If, on the other hand, the
public’s time is spent mainly with musics that
encourage such things as informality, crass-
ness, license, vulgarity, disrespect, arrogance,
exclusivity, immediacy, among other qualities,
young and old alike are educated toward these
ends, and it would not be surprising to see the
decline of civility, humanity, respect for differ-
ent others, and cultural understanding.

The time in which we live calls for devo-
tion to music and evangelism for its role in
public education that was the hallmark of the
early pioneers of public music education. I
know of no music better suited to inspiring
students to care about themselves, their cul-
tural life, and the culture their children will
inherit, than the greatest musical works, the
finest examples of a musical genre. In taking
the position that music education must be
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about inculcating in the young a love of ex-
cellence, musical and otherwise, I concur
with Zoltin Kodily that no music istoo good
for their study, and with the philosopher and
poet Friedrich Schiller who urged the artist-
teacher to “...surround them with noble,
great, and ingenious forms, enclose them all
round with the symbols of excellence...”42
Teaching students to care and to be careful
necessitates providing them with exemplars
— ideals to pursue beyond the ordinary —
that are absorbed by osmosis as much as
they are directly taught.

Developing carefulness begins with the
musical repertoire to be studied. Only as the
teacher teaches towards a love and under-
standing of music will carefulness in students
be fostered. Regarding repertoire, the
teacher must answer important questions:
Am I convinced of the value of this text/rep-
ertoire? Will it foster carefulness with respect
to developing the student’s mind and musical
prowess? Does it exemplify values that enrich
civility and cultural development? Will it con-
nect vitally with the student and foster within
her or him a love of the musical art and a pas-
sion for learning? Answers to these questions
will doubtless differ, depending on the particu-
lar circumstances of the teacher’s situation.43

To teach this way is sometimes to go
against the grain, even to be an irritant to so-
ciety, to give students what they need rather
than pander to what they want. It is to pos-
sess the courage to confront the uncivilizing
elements in society, to stand up to those who
care little for the high arts, to oppose those
who would abandon public education for all
children and who would undermine musical
education in the schools. It is to articulate
one’s aspirations, expectations, and ideas,
and persuade others of one’s beliefs and
convictions. And it is to possess a passion
for excellence that overcomes apathy and
resistance and ignites in students a desire for
wisdom and understanding,.

Teaching students to care and be careful
necessitates that the teacher knows her or his
subject. Inculcating values of intrinsic care-
fulness towards music requires an extensive
apprenticeship; it takes time to acquire a mu-
sical language and the skills for its practice.
Teachers and students alike are fallible, and
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In sum, teaching with care involves negotiating the tensions

between rational and relational approaches to caring for

people, valuing the obligations entailed in making and listen-

ing to the musics of the world, and caring about carefulness in

teaching and learning.

it is important to recognize that there are dis-
tinct limitations on what one may teach or
learn well. The need to delimit music cur-
ricula may partly explain why most twentieth
century instructional approaches to music
have been predicated on the assumption that
acquiring one musical “mother tongue,”
namely the western classical tradition, ought
to constitute the focus of musical education.
While this approach has been criticized by
proponents of popular music culture,44 its
resilience may be explained by its appeal to
trained musicians who know, love and wish
to teach it, and the fact that it represents an
important aspect of western and interna-
tional culture.45 Notwithstanding the undeni-
able advantages of reaching beyond a lim-
ited musical perspective toward a global
view of music, students also need a well-
grounded sense of the musical language of
their particular culture and civilization, the
place in which they have been born or seek
to live as immigrants.46

An indicator of mastery is attention to de-
tail. Whether it be musical composition, per-
formance, and listening, the finer points
make the difference between an outstanding,
acceptable or poor result. Qualitative judge-
ments both within and between musical
practices are regularly made by musicians on
the basis of details. And mastery of skills,
specific knowledge, ability to notice the par-
ticular features of a composition or perfor-
mance, to analyze its formal structure and
specific function, to be able to go on in mu-
sic as opposed to knowing about it, all indi-
cate a person’s depth of musical understand-
ing of the practice in question.47

At a time in which carefulness in the sense
in which I have described it here is not
widely valued, it is important to underscore
the fact that the young need to be taught
what to care for and how to care. If music

educators wish to introduce their students to
classical and traditional musics as means of
developing values consonant with caring and
carefulness, they should remember that these
musics are likely to be foreign to their stu-
dents; mediated music, or that propogated for
and through the media, is so pervasive interna-
tionally, and has been marketed so success-
fully all over the world that most young
people have greater affection for popular west-
ern music (or westernized music) than for the
classical or traditional musics of their country.

Given this situation, music educators are
faced with devising ways of effectively teach-
ing music that meet present day realities. It
is clear that the present strategy of school
music education is insufficiently powerful to
meet the enormous musical influences out-
side the school — from the home, church,
temple, or synagogue, business, among other
institutions engaged in musical education.
This reality necessitates a far broader view of
music education than the traditional view of
music instruction in elementary and second-
ary schools. In recent years, the music educa-
tion profession has seemed to move toward a
wider view, as evidenced by the strategy of
co-opting business and political interests in
defending school music education.48 How-
ever, this effort will need to go even further if
music educators are to constitute a truly potent
force for mass musical education.49

Implications

In sum, teaching with care involves negoti-
ating the tensions between rational and rela-
tional approaches to caring for people, valu-
ing the obligations entailed in making and
listening to the musics of the world, and car-
ing about carefulness in teaching and learn-
ing. Developing carefulness requires an ap-
proach to teaching that builds on the rela-
tionship between teacher and student and
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invites the student’s active participation.

Carefulness is learned as teacher and student

together engage the subject matter as fellow
travelers. It is acquired through receiving
and listening as well as making and produc-
ing, through attention to educational means
as well as ends.

Such a view necessitates acknowledging
the partiality of one’s understanding, accept-
ing the incompleteness of one’s knowledge,
and having humility in the face of one’s ig-
norance. Teaching music carefully fosters
such personal qualities as caution, patience,
perseverance, respect for rules that underlie
practice, concern for authenticity, contextual
understanding of musics, and passion for
learning — values that are the hallmark of
civility and culture.

Music educators who teach music with
care can leaven the schools, communities,
and societies in which they live and work.
They can be agents for good in a society that
seems to care little about caring and careful-
ness. In so doing, they will be assuming a
role music teachers have had since antiquity,
that of enriching culture, enlightening under-
standing, and ennobling humanity.
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