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Abstract

In the current Swedish society differences are growing regarding who has the right to
learn and use artistic forms of expression. Where a citizen comes from, socially and geo-
graphically, more and more determines her tools for handling life. A variety of steering
documents state that all Swedish youths should have the right to learn and use artistic
forms of expression. At the same time the demands on equal assessment and grading
are growing stronger in Sweden, which force teachers to put efforts on documentation
and grading, instead of musical learning. The aim of this article is to present and dis-
cuss possibilities for pupils to develop Cultural Citizenship through music in the
school situation where different views of equality are competing. This article discusses
to what extent it is possible to conduct democratic inclusive music education towards
Cultural Citizenship in the current time of increased demands of documentation, as-
sessment and grading. To come close to the phenomena of Cultural Citizenship in mu-
sic educational settings, and to offer theoretical tools for understanding and reflection,
the to some extent contradictory political and educational philosophies of Hannah

Arendt was used. The philosophical exploration implies a need of teachers’ authority
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and responsibility when it comes to an agreed upon view of the musical world, and
ways to organize meetings with that world in inclusive ways in schools towards a func-

tional Cultural Citizenship.

Introduction

n the current Swedish society differences are growing regarding who has the

right to learn and use artistic forms of expression. Where a citizen comes from,

socially and geographically, more and more determines available tools for han-
dling life (Ferm Thorgersen, 2015¢). According to UNESCO’s website (20160712) one
of the stated millennium goals is a focus on furthering “a set of practices and activities
aimed at making young people and adult better equipped to participate actively in
democratic life by assuming and exercising their rights and responsibilities in soci-
ety.” In addition, based on a variety of steering documents (Declaration of Human
Rights 27, The Swedish Government Office, 1991:1469, National Agency of Educa-
tion, 2o011), it can be stated that all Swedish youngsters and pupils shall have the right
to learn and use artistic forms of expression, and should be guaranteed cultural access
(Grossi et. al., 2012). The aim of this philosophical investigation is to shed light on,
problematize, and connect the concept of Cultural Citizenship to music education
from a democratic, and equality point of view: What demands are put on schools and
music teachers if music teaching in Swedish schools should be organized as aesthetic
communication towards Cultural Citizenship in the spirit of Hannah Arendt? My
previous and ongoing research regarding aesthetic communication, music as a form
of expression for all, assessment of musical knowledge within a curricular reform,
equality in composition and ensemble playing settings, and the function of arts sub-
jects in primary schools have encouraged an interest for the concept of Cultural Citi-
zenship. To come close to the phenomena, and to offer theoretical tools for under-
standing and reflection, the thoughts of Arendt (1958; 1961) regarding common sense,

citizenship and education, will be used.
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The democratic view of aesthetic communication, especially in music educational
(formal and informal/non-formal) settings has been explored through the lenses of
different phenomenological thinkers, as Merleau-Ponty, Heidegger, Dufrenne,
Arendt and Beauvoir, aiming to develop insights in the complicated field of arts edu-
cation viewed as a common place and a public space (Ferm Almqvist, 2016, Ferm
Thorgersen, 2014¢; Ferm Thorgersen et. Al, 2016; Ferm Thorgersen & Georgii-Hem-
ming, 2012; Leijonhufvud & Ferm Thorgersen, 2015). One example of inclusive cre-
ative music education is a project entitled Lose control, listen and create (Ferm
Thorgersen, 2014b), where pupils were offered to compose in groups with peers, and
to develop musical agency in equal ways. It showed to be important that the students
were heard and listened to, and was able to create music co-operatively. Additionally
the fact that the genre they composed in was new to all of them, made all pupils dare
to use themselves and their earlier knowledge in equal ways (Ferm Thorgersen 2014b;
Schwieler & Ferm Thorgersen, 2014). As mentioned, the current investigation aims
to connect classroom activities to the concept of Cultural Citizenship and thereby so-
ciety.

An ongoing discussion within the field of music education is one regarding possi-
bilities for equal participation in informal musical educational activities (Abramo,
2015; Bjorck, 20115 Veblen, 20125 Vikevi & Westerlund, 2007). Among other contexts,
ensemble playing where pupils can choose what to play in what ways, are high-
lighted. What has been discovered in some studies though is that traditional gender
roles are conserved in teacher led ensemble activities in upper secondary specialist
music programs (Borgstrom-Killén, 2013). In a smaller study (Ferm Almqvist, in
press), a story of a female guitarist’s experiences of taking part in informal ensemble
playing has been analyzed, from a de Beauvoir perspective, and function as a critical
response to the one-sided celebration of informal learning situations within the field
of music education. The study makes clear that the teacher has an important role

when it comes to the guarantee of equal education, to stop and change education
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that results in “nerdy boys” and “all-around girls”. Hence the role of the teacher is
important to investigate, in relation to equal and democratic music education, where

the concept of Cultural Citizenship could be useful.

One way to offer democratic education is to perform adapted teaching, or inclu-
sive education. A Scandiavian case study (Christophersen & Ferm Thorgersen, 2015)
shows that such education demands that arts subjects are treated like all other sub-
jects, and that pupils feel that they are able, included, heard and listened to, at the
same time as they feel connected to something larger. The two schools in this study
perceived the arts as crucial for inclusion, which was made manifest in the way
schools function as arts-rich environments; the schools provided qualified teachers
and differentiated teaching in ordinary arts classes, ensured that the arts were visible
and audible parts of school life, and incorporated the arts into special education
through individual and group activities. This emphasis on the arts subjects was based
on values of inclusion; The arts were seen as contributing to creating good learning
environments for some pupils with special needs, while at the same time being bene-
ficial for all pupils. Thus, providing multi-sensory experiences, as well as arenas for
mastery, creates a richer school day for all pupils, while at the same time, in the words
of one of the principals, giving some pupils a reason to show up in the morning and

to stay put during the day (Ferm Almqvist & Christophersen, in press).

The results further indicated that the two schools have made considerable
progress in developing an inclusive arts learning environment. Results also suggest
that a holistic inclusive view of education encourages a functional and vivid arts edu-
cation for “all”, both inside and outside the classroom. (Christophersen & Ferm
Thorgersen, 2015). So, could such ways of organizing subject learning in inclusive

artistic ways contribute to development of Cultural Citizenship?

One challenge for inclusive education is the increasing assessment demand. Cur-

rent educational reforms take place in a field of tension between neo-liberalism and
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democracy (Torrance, 2011; Zandén, 2015). Pupils are seen as consumers who should
have the opportunity to choose the best education, but they should also be able to
move between different schools and be guaranteed the same prerequisites for learn-
ing the same things wherever they go. In addition, each child should be seen, met at
their level, and graded, as individuals (Lonsbury & Apple 2013). The aim of the
Swedish government in the latest curricula reform (National Agency of Education,
2011) was to make the steering documents more clear, to guarantee equal education
and measurable learning all over the country (Zandén, Leijonhufvud & Ferm Thorg-
ersen, 2015). In line with the principles of new public management, this called for an
elaborate system of accountability and audit (Ferm Almqvist & Zandén, forthcom-
ing). It is clear that the new curricula from 2011 Curriculum for the compulsory
school, preschool class and the leisure-time centre 2011 (Lgrir)(National Agency of
Education, 2011) that includes a new assessment system with clear formulated achieve-
ment criteria in seven steps have influenced how teachers design their teaching (Ferm
Almqvist & Zandén, forthcoming; Ferm Thorgersen et. al., 2016; Zandén & Ferm
Thorgersen 2014). It can be stated that the teaching has developed towards instru-
mentalism and criteria compliance, from teaching for learning to teaching for docu-
mentation. This article will elaborate upon how equal assessment could be con-

ducted towards Cultural Citizenship.

Summing up it is possible to state that there is a need to build upon how com-
mon sense, inclusion and equality has been explored in my earlier in school studies,
towards a broader view where connections to childhood and grown-up life in society
are made. Such an approach will make it possible to say something about the task of
schools, with a special focus on music education. The concept of cultural citizenship
also demands an investigation of the relation between musical knowledge and inclu-
sion, which has been vague and not as articulated as it needs to be in the afore men-

tioned studies. How equality can be defined and realized will also be challenged, as
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well as how power relations influence what and who decides what should be learned

and assessed in relation to musical growth and democratic citizenship.

Music as a school subject in Sweden is compulsory from year one to nine, and
during these years each pupils is guaranteed 240 hours of music education. The
achieved musical knowledge among the pupils is graded in year six and nine. In 201
the new curricula, Lgri, including subject specific syllabuses including aim, goals,
core content, and a seven step grading scale with connected formulated knowledge
criteria was implemented. In the introductory parts of the curriculum it is stated that
the school should promote the all-round personal development of pupils into active,
creative, competent and responsible individuals and citizens, in partnership with the
home. The curriculum also stresses that education and upbringing in a deeper sense
involve developing and passing on a cultural heritage — values, traditions, language,
knowledge — from one generation to the next. Knowledge of and in music is seen as
increasing the opportunities to participate in the cultural life of society. Finally it is
underlined that pupils should be able to make use of critical thinking and indepen-
dently formulate standpoints based on knowledge and ethical considerations (Na-

tional Agency of Education, 2011, my italics).

In the following the concept of Cultural Citizenship will be presented and related
to the role of the school, mainly based on the thoughts of Arendt. There after there
will be a discussion as to what an agreed upon musical world could be, and how mu-
sical learning and knowledge could be connected to citizenship. Following that comes
a part where the importance of inclusion and pupils’ growth is presented and related
to current assessment demands and finally some conclusions are taken up regarding
the task of the teacher in relation to music as aesthetic communication that make mu-

sical development towards cultural citizenship possible.
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Cultural Citizenship

Cultural Citizenship can be seen as an on-going project, especially relevant for young
people’s participation and engagement in society. In this view, citizenship is sepa-
rated from the national state, and functions as another way of defining belonging and
identity (Delanty, 2000). Hence, cultural citizenship concerns common experiences,
learning processes, and discourses of empowerment. Delanty (2000) stresses the
learning dimension of citizenship as opposed to the disciplinary dimension, which is
in line with Biesta’s (2009) statement that education should seek to support modes of
political action and civic learning and by that encourage critical and political forms of
citizenship, instead of function as a socializing agent for production of competent ac-
tive citizens. Such an understanding of Cultural Citizenship is crucial to the develop-
ment of strategies of empowerment based on the everyday dimension of citizenship.
Further, the concept can be used as an approach where inclusion and respect for dif-
ferences is essential (Hine, 2004). Based on such a view, equal Cultural Citizenship
can only be realized in contexts where experiences, and view points, communicated
within and through arts, are recognized and respected, independent on background,
tradition or social status (Olsson, 2013). Hence, it is about the ability to participate in
the polis in a shared cosmopolitan context while being respected and not reduced to
an Other (Stevenson, 2001; 2003). According to Rosaldo (1999) Cultural Citizenship
is concerned with who needs to be visible, to be heard, and to belong. Compulsory
schools are thereby possible to view as public spaces where young people are situated
and involved in Cultural Citizenship projects, where they can be encouraged to par-
ticipate and form their identities in relation to others, if they get access to art forms of

expression (Tham, 2012).

When it comes to arts education Cultural Citizenship can be viewed as a double-
sided concept of democracy. On the one hand it is about the right to participate in

society independent of background through varied impressions and expressions. On
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the other hand it can be about the right to express one self and be listened to with
varied forms of expression. In this twofolded view of cultural citizenship it becomes
important to encourage pupils to maintain and develop themselves as well as their
culture including become able to take the perspective of the other. Hence, to get the
opportunity to embody forms of expression based on earlier experiences is crucial, at
the same time as all possible ways forward should be open. Such an approach also
makes a (challenging) base for equality, as difference is seen as a prerequisite for
equality. This makes Arendt thoughts about education to some extent counter act

with her statements about the political life.

In “The Crisis in Education,” her only essay dedicated to the topic of educa-
tion, Hannah Arendt presents a position that in many ways runs counter to
her conception of the political based on participation, actions and the potential
for radical change. In so doing, she provides her readers, both political and ped-
agogical, with a perspective on education that challenges its instrumentaliza-

tion for the sake of the political (Topolski & Leuven, 2008, p. 259).

Hence, Arendt (1961) critiques the thought that schools should educate good citizens,
and thereby contribute to a specific view of Cultural Citizenship. Her main argument
is that there is no agreed upon definition of the constitution of a good citizen. In-
stead she value awareness of aspects as plurality, the public realm, power and perspec-
tive appreciation to function in a democratic society (Moynagh, 2001). She is also
skeptical when it comes to lay the responsibility of solving the crisis in citizenship on
schools. In The Crisis in Education Arendt (1958) argues that a separation must be re-
spected between politicians and professors, as well as between the parliament and the
board of education (Topolski & Leuven, 2008). Instead she means that adults have a
specific responsibility when it comes to children’s right to childhood. In addition to
that Arendt stresses that children should not be used as political tools, and hence re-
minds about that the crisis in citizenship is a political crisis that calls for political solu-

tions rather than pedagogical actions. It is also important, according to Arendt (1958)

/76



Almavist; Cultural ¢

nip through aesthetic communication in Swec

to differ between the private (childhood) and the public (citizenship) and that educa-
tion, the school as a room or space, constitutes a bridge in between, where education
is conducted, and where authority is needed. In other words she gives the adults re-
sponsibility to decide what should be learnt in what ways, in schools, primarily to of -
fer the pupils subject knowledge (education), and secondary by the way this is done,
competence to participate in society as engaged political citizens (learning). Contem-
porary definitions of citizenship (Marchart, 2007) divide politics in two approaches:
The first focuses on the state, government and institutions, while the second is more
phenomenological as it seeks to understand political experience and issues of political
alienation. The latter promotes interest and active participation by citizens, which
goes well together with Arendt’s view of citizenship. Such non-legal approaches im-
ply political responsibility to develop an understanding of the requirements for en-
gaged political citizens (Topolski & Leuven, 2008), which easily effects activities in
the classroom. Based on Arendt’s thoughts it is reasonable to state that education is
about choice of content and methods, and learning is similar to what has been de-

fined as inclusion above, which I will return to further on in the text.

The classroom is a place and space that introduces children to the world and like-
wise, the world to children (Arendt, 1958). Arendt agrees with the claim that humans
are social beings (although she would say political) and that, as such, both actors and
spectators, those actively ruling and those being passively ruled, are participants and
require an education as preparation for public participation in the life of the commu-
nity. Learning on the other hand is more of an equal activity that takes place in all
spaces where human beings are interacting, becoming clear to themselves and others
(Arendt, 1958; 1961). It becomes relevant to put the questions: Without a shared pub-
lic world, how can we even start to understand the meaning of citizenship based on
one’s responsibility for the world? And: What is the world when it is something we

are proud of? (Topolski & Leuven, 2008, p. 271).
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The crisis in education is but a reminder of a greater crisis, Arendt (1961) states,
that of the loss of the world that can only come into existence, and be preserved,
through human interaction and plurality, which are the same conditions as are re-
quired for “healthy” citizenship. Hence, human beings don’t need education to be
able to become public participating in society. Rather, she continues, education can
provide human beings with access to the past, to tradition, to our roots, to stories,
and examples that hopefully will deter the cynicism of the political and inspire hu-
man beings to judge and act when they are welcomed, as adults and equals, into the
polis. The problem is not that we need to educate children for citizenship, but that
we need to learn how to be citizens, to rediscover what it means to be political

(Topolski & Leuven, 2008).

Consequences for music education in
schools

Based on Arendt’s view of cultural citizenship it becomes clear that an agreed upon
(non-excluding) definition of (the musical) world among music teachers is necessary.
Such an agreed upon definition, should not be mixed with what use to be called “a
canon”. Instead, that kind of agreement, through Arendt, is a dynamic one, that
takes the backgrounds and possible futures for all children in a specific school setting
into account. No one should be excluded, or hindered to grow in any musical role.
No pupil in Swedish schools should feel invisible in the way that is shown in the fol-
lowing quote, when it comes to core content. Hence, a great responsibility is put on

the teacher.

But invisibility is a dangerous and painful condition / . . ./. When those who
have power to name and to socially construct reality, choose not to see you or
hear you, whether you are dark-skinned, old, disabled, female, or speak with a

different accent or dialect than theirs, when someone with the authority of a

/8



EJPAE

Almavist; C

ultural Gitizenship through aesthetic cormmunication in Sw edish schools

teacher, say, describes the world and you are not in it, there is a moment of psy-
chic disequilibrium, as if you looked into a mirror and saw nothing (Rich,

1986, p. 199).

So, one question is: How do music educators, citizens in the musical world that the
pupils are educated for, take responsibility for defining it? Music educators have to
appreciate the old and stable connected to a variety of cultures and backgrounds, at
the same time as they should imagine new dynamic futures. They have to use the tra-
dition as a base for development in their agreements of what music pupils should
learn in what ways. That in turn demands teachers to climb out of their own tradi-
tions and norms, and take common responsibility, towards Cultural Citizenship,
through equal inclusive, knowledge based, education. If music educators don't have
the possibility, or confidence to take that responsibility, there is a large risk that
politicians, or other groups with power but low music educational competence de-

cide, which in turn increase the risk for exclusion, and non-equality in the classroom.

Equal education - a field of tension

Equality is a complex concept, which can be defined based on a variety of philosophi-
cal, ethical and moral statements. One way is to ask the question about who has the
right and possibility to embody music as a form of expression in Sweden today. The
steering documents regard all pupils independent of background, which implies that
all citizens should learn to handle artistic expressions, as for example to listen to,
make and reflect upon music. Another way is to ask how schools can guarantee equal
musical knowledge that is assessed equally. Should all pupils learn the same things in
the same way, or should musical knowledge developed in different ways in different
styles with different tools, be valued equally in relation to formulated goals? (Ferm
Thorgersen, 2011; 2015). It can be fruitful to bear in mind that equivalent assessment

does not rest on similarities — but on differences (Kvernbekk, 2006). Equal does not
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mean “the same”. Equal assessment means that different expressions can represent
the same formulated goals of musical knowledge, can be reached to the same level,
but in different ways, and should be assessed as such. Such a view allows all musical
learners to develop their ability to make the (musical) world possible to handle at dif-
ferent levels in different “styles”. To what extent is it possible to run inclusive demo-
cratic music education towards Cultural Citizenship with today’s increasing demands
on documentation, assessment and grading? In the following text I will elaborate

upon the guidance of Arendt to address these issues.

The teacher in the field of tension

The tasks for the teacher within the field of tension explored above are several and
immensely challenging. The teacher should be an encouraging musical interaction
partner who guarantees citizen growth for everyone to begin with. Not least she
should be the one who makes choices regarding content and form of teaching, based
on the agreed upon definition of the musical world that connect to cultural back-
grounds and possible futures. In addition to that she has to show the possibilities for
anyone to learn “anything”. At the same time she has to perform the task to docu-
ment, assess and grade in equal ways. Told in this way, the field of tension implies
contradiction. But does it necessarily have to be in that way? Could it be possible to
teach through an Arendtian framework and still be accountable to the assessment

“rules” mandated by the state?

One way for music educators to face the challenge is to be active in the formula-
tion of the agreed upon definition of the musical world. By that it becomes easier to
secure that music education offers access to the past, to the tradition, and contribute
with possibilities to express new ideas, and at the same time maintain and develop the

musical world. Hence, to contribute to the pupils’ development towards active citi-
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zens, becomes a secondary task. In other words, the responsibility of the teacher is to

offer development of musical knowledge in a way that offers active citizenship.

Music teaching should encourage pupils to grow through systematic participa-
tion in different musical roles; the one of the listener, the composer, and the per-
former, in inclusive ways in several styles. To be able to offer that in an authoritative

way, teachers have to be present and engaged in music as a school subject.

Education is the point at which we decide, whether we love the world enough
to assume responsibility for it and that by the same token save it from that ruin
which, except for the renewal, except for the coming of the new and young,

would be inevitable (Arendt, 1961, p. 196).

Hence, to be in line with Arendt, music educators have to love the musical world to
be able to take responsibility for it. Music educators have to continually negotiate
and agree upon what the musical world look like, what genres that should be offered
and included in education, and what examples that should be used, so no one feel ex-
cluded, nor conserved. Not least they have to consider what (new) expressions and
impressions that are possible to the pupils to meet and be “hit” by (Leijonhufvud &

Ferm Thorgersen, 2015).

This said, some issues have to be reflected upon further when we think about the
frames that steer what is possible to do when it comes to music education of today.
To state what musical expressions that are crucial and at the same time possible to as-
sess, demands collegial conversations where the expressions in the curricula are inter-
preted (Zandén, 2010). The same is needed regarding what impressions are offered to
the pupils, and what kind of response that can be given and is possible to assess. Asa
starting-point for assessment teachers also have to think about, in relation to the
agreed upon musical world, what expressions and impressions that are possible to
document, as documentation is needed for judging conversations and grading (Ferm

Thorgersen & Zandén, forthcoming). To be able to conduct teaching of music in the
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spirit of Arendt’s thoughts about Cultural Citizenship, teachers have to ask them-
selves to what extent a specific setting is possible to change in relation to its cultural
backgrounds towards music as aesthetic communication, where pupils becomes able
to handle music as an aesthetic form of expression in relation to others. How can the
setting become responsive? How can pluralism among pupils in the classroom be
taken care of? As mentioned above, learning among peers, of inclusive education, can
be a way to go, without losing the responsibility of the authoritative teacher (Ferm

Thorgersen & Christophersen, forthcoming).

Inclusion as an educational approach
towards Cultural Citizenship

Creation of responsive inclusive settings where pluralism is taken care of shed light on
the need of common sense, a concept that Arendt also contributes with. A crucial
starting point in her thinking was the balance between Vita Activa (the action life),
consisting of work, production and action, and Vita Contemplativa (the philosophi-
cal thinking life) consisting of different ways of thinking. Arendt sought to see and
make connections between the two possible. She stated that Vita Activa takes place in
the world wherein we are born, through speech and action, where actors and audi-
ence depend on each other. In such a social context human beings become clear to
themselves and to others, through interaction. In the interactive activities different
forms of languages are needed to create, try and modify ideas and insights. But to
reach common sense, human beings also need to take a step back, Arendt stress, and
think, imagine, value and reflect: these are the activities that constitute Vita Contem-
plativa (Arendt, 1958).

Common sense is something human beings strive towards — in other words inter-
subjective validity. If humans just step back and watch the world from the outside,

they lose the common sphere, the common sense, therefore actions and reflection are
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to be combined. Human beings need to take into account different back-grounds
and experiences to find common sense. Otherwise individuals can be excluded from
traditions, lose their power of initiative and feel rootless. If common sense is lost it is
impossible to value the shared world. Common sense also includes several senses in
interplay in experiencing of the world. Humans need contact with other people’s
sense-connected common sense, which in turn presuppose curiosity and respect, abil-
ity to imagine and engaged partaking in creating processes, where they also go into
each other’s worlds of imagination. Hence, an important starting point is the right to
make oneself heard and be listened to (Ferm Thorgersen, 2016). So, how can such

spaces be created in schools?

The essence of Vita contemplativa can make a base for a holistic view, and a way
for teachers to perform inclusive education. Important aspects of such an inclusive
education are: to be heard and listened to, accessibility, to own the process, relevant
challenges, striving for independency, be a part of something larger, a feeling of “I-

can”, equality, and connection to the local (Ferm Thorgersen, 2013).

Based on the points above a picture of the role of music education in school to-
wards cultural citizenship was created (fig. 1). As stated earlier Arendt (1958) under-
lines the importance of differ between the private (childhood) and the public (citi-
zenship) and that education, the school as a room or space, constitutes a bridge in be-
tween, where education is conducted, and where authority is needed. Hence, she
gives music educators, as grown up participants in society, the responsibility to decide
what should be learnt in what ways, in schools, which means to primarily offer the
pupils musical subject knowledge (music education), and secondary by the way this is
done, competence to participate in society as engaged political citizens (musical learn-
ing). Music in schools as education is set in the middle in the picture, where the
pupils are shown, to speak with Arendt, the dynamic musical world, and vice versa.

That space is characterized by authority and assessment, but also by inclusion in the
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form of music as aesthetic communication. Beneath, around and above exist the com-

mon space where childhood and society are specifically outlined.

Continual Society Genres
REVE|TEE An agreed upon musical world Language
tion Cultural citizenship Settings

Steering Preparation

School - Music education
Auth- Show the students the musical world Assess
ority Show the musical world the students -ment
Including forms= aesthetic communication

HEW Cultural
Musical Childhood musical
learning experience

Figure 1.

To teach music with musical knowledge
in focus

To come even closer to the frames of Swedish schools of today I would like to connect

to a couple of voices speaking in a recent study regarding effects of the mentioned ed-
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ucational reform, or more specifically how teachers perceive the changing demands
connected to assessment in year six (Ferm Almqvist & Zandén, forthcoming). On
the one hand an agreed upon definition of the musical world can be seen as a guiding
tool for the teacher when it comes to offer the pupils development of musical knowl-
edge.

There is an extended focus on the goals for me as well as among the students.

There is a greater understanding for the subject among the pupils. Clear docu-

mentation gives fair and clear assessment. My teaching has become broader [in-

cludes more aspects of the subject music than earlier]. The status for the sub-

ject music has increased (Music teacher, year 6).

Based on the reasoning made throughout the current article, it is stated, which could
be related to the quotation, that what is offered through education and what is as-
sessed shouldn’t diminish what music teachers have agreed upon as the musical
world. Instead, the way education is organized and performed need to make the base
for an active citizenship. Hence, the importance that all pupils get the possibility to
embody music as a form of expression becomes crucial. What can be assessed is the

ability to handle music as a form of expression (in a broad enough way).

Such holdings presuppose trust in teachers’ ability to educate and assess, as well as
space to meet the individual student. If there is confusion between the public view of
musical knowledge and the private view in schools that will contribute to a diffuse
control, which demands documentation even if the teachers don’t really know why.
Such confusion is on the other hand also visible in the material of the study focusing
on assessment in grade six (Ferm Almqvist & Zandén, forthcoming). Regarding expe-

rienced control the music teachers express themselves as following:

As more documentation is demanded, that might be a way to make sure that I

do my educational task according to the policies (Music teacher, grade 6).

85



nip through aesthetic communication in Swec

I don’t know anything about the legislators’ confidence but as everything has
to be steered I suppose they have no trust or confidence in my subject compe-

tence or professional judgment (Music teacher, grade 6).

There is no steering regarding “WHAT’ to be documented or ‘HOW’ but
‘THAT" it should be done, as a protection if the school inspectorate should
visit. (not aiming to ask about the learning of the pupils, but if there is docu-

mentation) (Music teacher, grade 6).

To be able to run music education with musical knowledge in focus towards Cultural
Citizenship, which is what Arendt suggests, teachers have to take their responsibility
and be trusted in doing it. An ongoing discussion regarding what constitutes the mu-
sical world and what engaged citizenship can be is therefor needed. Further, when it
comes to assessment and judging it is crucial that agreements regarding what consti-
tute the musical world, are broad enough to give space for different ways of showing
musical knowledge and competence which in turn should make equal assessment
possible. The question is who take responsibility for such aspects of agreements, at

the same time as teachers feel that they have lost their trust.

Too much documentation and too much steering. Hard to find time to check
the pupils’ different achievements regarding all parameters in the achievement
criteria, and take them into account in grading. You lose some of the joy for the
subject when the achievement criteria come too much in focus

(Music teacher grade 6).

The quotation stresses the need of discussions regarding whether the current achieve-
ment criteria expressed in Lgrir are broad enough in that sense. It is important that
the formulation covers dynamic agreed upon definitions of the musical world that
guarantee that no one feel excluded or invisible. How does the documentation de-
mand influence such formulations? Continual work among music teachers, in rela-
tion to parents, principals and politicians is needed to avoid that any pupil is offered

a feeling of involvement and engagement.
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Cultural citizenship through music as
aesthetic communication in schools

Based upon Arendt’s view of cultural citizenship, music education in schools could
be formed as aesthetic communication conducted with authority and an agreed upon
view of the musical world as guidance. Based on chosen methods and contents pupils
are to make their voices heard, and are expected to be listened to as performers and
composers. The pupils learn and are assessed upon their ability to listen to, perform,
and reflect upon musical expressions and impressions, as well as musical history and
contexts. The pupils are encouraged and expected to become their musical selves in
meetings with others, and to take each other’s perspective musically with musical
learning in focus. The philosophical study has found that such a way of teaching mu-
sic could be possible in Swedish schools of today, and pointed at what challenges that

implies for music educators.

Tolearn to be actors and function as an audience in the musical world is one way
for Swedish pupils to develop towards active and engaged citizenship — to develop to-

wards Cultural Citizenship through music as aesthetic communication.

References

Abramo, J., M. (2011). Gender Differences of Popular Music Production in
Secondary Schools. Journal of Research in Music Education, 59(1),
21-43.

Alerby, Eva, & Ferm, Cecilia (2005). Learning Music: Embodied Experience
in the Life-world. Philosophy of Music Education Review, 13(2),

177-185.

87/



EJPAE. 01 201¢

Amavist; Cultural Citizenship through aesthetic communication in Sw edish schools

Arendt, Hannah. (1958). The Human Condition. Chicago: University of
Chicago Press.

Arendt, Hannah (1961). Between Past and Future: Eight Exercises in
Political Thought. New York: Penguin Books.

Biesta, Gert (2009). What kind of Citizenship for Europeand Higher
Education? Beyond the Competent Active Citizen. Europeann
Educational Research Journal, 8(2), 146-158.

Bjorck, C. (2011). Freedom, constraint, or both? Readings on popular music
and gender. Action, Criticism, and Theory for Music Education,
10(2), 8-31. Online:
http://act.maydaygroup.org/articles/Bjorck10_2.pdf

Christophersen, Catharina & Ferm Thorgersen, Cecilia (2015). “I think the
arts are as prominent as any subject”: A Study of Arts Education in
two Scandinavian Schools. InFormation - Nordic Journal of Art and
Research, 4(1).

Delanty, Gerard (2000). Citizenship in a Global age: Society, Culture,
Politics. Buckingham: Open University Press.

Ferm Almgyvist, C. (in press). The Risk of Unequal Gender Role
Conservation: Informal Ensemble Playing from the Perspective of an

Upper Secondary Female Guitarist. In Wright, R. (red.). 21st Century

88



EIPAE. O1 2016

"/\"m) ,'\‘i“,‘r"\/: T\ur\ C.\/\"\;»{?ﬂﬂ“\::: through aesthetic communication in Sw edish schools
Music Education: Informal Learning and Non-Formal Teaching
Approaches in School and Community Contexts. London Ontario:

CMEA/ACME Biennial Book Series on Research to Practice.

Ferm Almgvist, Cecilia & Christophersen, Catharina (In press). Inclusive
arts education in two Scandinavian primary schools: a
phenomenological case study. International Perspectives on

Inclusive Education. 21 s.

Ferm Almgqvist, Cecilia & Zandén, Olle (forthcoming). Swedish music
teachers’ relations to an assessment reform — a national view:
Specific focus on documentation demands and teachers’ autonomy.

Curriculum Studies.

Ferm Thorgersen, Cecilia (2011). Assessment of Musical Knowledge from a
Life-world- phenomenological Perspective: The Challenge of
Conceptualising and Communication. Hellenic Journal of Music,

Education and Culture, 2(3), 38-45.

Ferm Thorgersen, Cecilia (2013). Lived Music — Multi-dimensional Musical
Experience: Implications for Music Education. Philosophy Study,

3(12), 1124-1134.

89



EJPAE. O1 2016 vol (

Amauist; Cultural Gitizenship through aesthetic communication in Swedish schools

Ferm Thorgersen, Cecilia (2014b). Lose Control, Listen to Each-other, and
Create: Understanding Cooperative Music Making from a Chiasmatic
Perspective. Reconstruction, 14(2).

Ferm Thorgersen, Cecilia (2014c). Estetisk kommunikation for inkludering
och delaktighet. in M. Sandstrom, J. Stier, & L. Nilsson, Inkludering:
mojligheter och utmaningar. (s. 172-194). Chapter 8. Lund:
Studentlitteratur.

Ferm Thorgersen, Cecilia (2015c¢). Grundskolelevers ldrande som estetisk
kommunikation: Aspekter av 6versdttning och delaktighet. in B-M.

Styrke, Kunskapande i dans. Liber utbildning.

Ferm Thorgersen, Cecilia (2016). The Music Classroom as a Local Place and
a Public Space: Democratic Education Towards Music as a Language
of us all. Svensk tidsskrift for Musikforskning. 97, 61-73..

Ferm Thorgersen, Cecilia, Brinck, Lars, Kvaal, Camilla, Thorgersen, Ketil
(2016). Musical Activism towards Equality among Youths in
Scandinavia. Finnish Journal of Music Education, 2(18), 88-101.

Ferm Thorgersen, Cecilia & Georgii-Hemming, Eva (2012). Social
Networking and Democratic Practices as Spheres for Innovative
Musical Learning. National Society for the Study of Education.

Yearbook, 160-176.

90



FJPAE: O1 2016 vol.

Amavist; Cultural Citizenship through aesthetic communication in Sw edish schools

Ferm Thorgersen, Cecilia, Zandén, Olle, Vinge, John, & Vikevd, Lauri
(2016). Assessment as Learning in Music Education: the Risk of
‘Criteria Compliance’ Replacing ’Learning’ in the Scandinavian

Countries. Research Studies in Music Education. In press.

FN Article 19 (http://www.fn.se/PageFiles/1158/FN-stadgan.pdf). 2013-11-
12.

Grossi, E., Blessi, G.T., Sacco, P.L., Buscema, M. (2012). The Interaction
Between Culture, Health and Psychological Well-being: Data Mining
from the Italian Culture and Well-being project. Journal of
Happiness Studies, Springer.

Hine, John (2004). Children and Citizenship (Home Office Online Report,
nr. 08/04). Sheffield: University of Sheffield.

Leijonhufvud, Susanna & Ferm Thorgersen, Cecilia (2015). Music as Art —
Art as Being — Being as Music: A philosophical investigation of how
Music Education can embrace the Work of Art based on Heidegger’s
thinking. i F. Pio, & @. Varkgy (redaktorer), Philosophy of Music
Education Challenged: Heideggerian Inspirations. Springer.

(Landscapes: the Arts, Aesthetics, and Education; Nr 15).

Lonsbury, Justin & Apple, Michael W. (2013). Understanding the Limits and

Possibilities of School Reform. Educational Policy, 26(5), 759-773.

91



EIPAE. O1 2016

Amavist; Cultural Citizenship through aesthetic communication in Sw edish schools

Marchart, Olivier. (2007). Post-Foundational Political Thought: Political
Difference in Nancy, Lefort, Badiou and Laclau. Edinburgh:
Edinburgh University Press.

Moynagh, Patricia (2001). A Politics of Enlarged Mentality: Hannah Arendt,
Citizenship Responsibility, and Feminism. Hypatia, 12(4), 27-53.

National Agency for Education (2011) Curriculum for the compulsory
school, preschool class and the leisure-time centre 2011. Syllabus for
Music, pp. 95-104. http://www.skolverket.se/publikationer?id=2687

Olsson, Asa (2013). Barns levda medborgarskap: En studie av barns
vardagskunskaper om olycksrisker och sckerhet. Diss. Karlstad:
Karlstad University Studies.

Rich, Adrienne (1986). Invisibility in Academe. In Blood, Bread, and
Poetry: Selected Prose 1979-1985. New York: Norton, 1986. 198-
201.

Schwieler, Elias, & Ferm Thorgersen, Cecilia (2014). Translating the
Impossible: Listening, Learning, and Art. Journal for the
Philosophical Study of Education , 2, 41-54.

Skolverket (2011). Léroplan for grundskolan, forskoleklassen och

fritidshemmet 2011. Stockholm: Fritzes.

92



EIPAE. O1 2016

Amauist: C ,,L\’\‘L«:{'\ Citizenship through aesthetic communication in Swedish schools

Tham, Ameli (2012). Om medborgarperspektiv, deltagande och publikarbete.
Stockholm: Myndigheten for Kulturanalys.

Topolski, Anya & Leuven, K.U. (2008). Creating Citizens in the Classroom:
Hannah Arendt’s Political Critique of Education. Ethical
Perspectives: Journal of the European Ethics Networks, 15(2), 259-
282.

Torrance, Harry (2011). Using Assessment to Drive the Reform of
Schooling: Time to Stop Pursuing the Chimera? British Journal of
Educational Studies, 59(4), 459-485.

Veblen, K. K. (2012). Adult learning in Formal, In-formal, and Non-formal
contexts.. In McPherson, G. E. & Welsh, G. F. (2012). Handbook of
Music Education. 243-257.

Vikevd, L. & Westerlund, H. (2007). The ‘Method’ of Democracy in Music
Education. Action, Criticism, and Theory for Music Education, 6(4),
96-108.

Zandén, Olle (2015). Tydlighetsdoktrinen— en kritisk betraktelse.. In
Ammert, N, Rosén, U & Svensson, J. : Blickar: kulturvetenskapliga
perspektiv pa utbildning, Vaxjo: Linnaeus University Press.

Zandén, Olle (2010). Samtal om Samspel. Diss. Géteborg: Goteborgs

Universitet.

93



EJPAE. O1 2016 vol O]

Amavist; Cultural Citizenship thro ugh aesthetic communication in S vedish schools

Zandén, Olle, & Ferm Thorgersen, Cecilia (2015). Teaching for Learning or
Teaching for Documentation?: Music Teachers’ Perspectives on a
Swedish Curriculum Reform. British Journal of Music Education.

32(1), 37-50.

94



	Introduction
	Cultural Citizenship
	Consequences for music education in schools
	Equal education – a field of tension
	The teacher in the field of tension
	Inclusion as an educational approach towards Cultural Citizenship
	To teach music with musical knowledge in focus
	Cultural citizenship through music as aesthetic communication in schools
	References

