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Abstract
The need for understanding students in education and their needs in the classroom has
been and continues to be a priority for many educators and administrators within the field of
music education. Often, educators and administrators go into the field of music education
because they care about the students and/or the subject material. In other words, teachers and
administrators seek a career in the field of music education because they care. This research
explores different settings and seeks answers to the role of caring in music and music pedagogy.
The interpersonal and intrapersonal relationships inherent in music-making are reflections of the
relational nature of human beings. These interpersonal and intrapersonal relationships that are
arguably inherent to music call into question the methodology of teaching music. The purpose of
this research is to critically examine the pedagogical practices of care in music education in the
view of a care ethic. I will follow the cultural influences and the practical implications of a
caring culture in music and the musical classroom.
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Introduction

Music has taught me that everyone has value, that everyone is to be treated with dignity
and care. Music teaches empathy and compassion. In my experience of music education, it was
often outside the music classroom’s performances and lessons that I saw empathy and
compassion. Music teachers would allow students into their offices to cry about a problem, they
would write letters of support, reach out to families, and offer private lessons for free. Is there a
way that teachers can translate demonstrations of empathy and compassion into their classroom?
I call this balance the ethic of care in music education.
There is truth in music, and in music we hear courage, love, faith, kindness—a spectrum
of emotions and ideas. Music has an impact and an effect across the whole world, a view
supported by Aristotle. Educating people about music and with music does not always include
conversations about effect. It can be in the delivery of music teaching that we see the gaping hole
of humanity versus performance product. At the heart of every piece of music is a person, but in
the classroom, we are more often concerned with the product and the process rather than the
human that created the piece we are playing, or the actual humans playing the piece. While it is
practical, necessary, and often good to be concerned with the process and the product. A
suggestion is to add a third layer, one I would argue is actually foundational; the person behind
the product and the process.
There is the experience of music and the information of music. The experience is
personal, and it pulls down borders between people. The information of music is note, beat,
rhythm. There is space between the two of them that must be talked about it education. This
space is between technical mastery and affective connection between humans. How do we give
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students an experience of compassion in music all while teaching the necessary technical
profession of music? There can be an expectation of perfection and the experience of
compassion; product vs passion, product and the personal experience, the idea of teaching
students to access personal attachment to the music. It is something I have seen throughout my
entire musical career, and one that I have seen mirrored by many of my colleagues. It is not often
that I have seen care modeled in a music classroom setting, it is usually seen outside of the
lesson plan and the execution. However, this is not to say that modeling an ethic of care inside
the music classroom is impossible, as illustrated in the following vignette.
Week ten. It’s the most dreaded week in all of Penn State music education degree-track’s
weeks. No matter what year you are, it just sucks. I once had thirteen exams in a week. It felt like
a joke, or a gang-up, like some sort of horror movie where you think that the heinous thing the
antagonist is going to do is surely out of bounds of the laws of cinema, but then the spooky music
comes (minor seconds everywhere), and somebody dies. It’s worse than finals week for sure. The
music building’s foundation is oozing with anxiety and tension. Every practice room is full
twenty-four/seven. The dulcet sounds of Barber are paired against a frack-filled cacophony of an
unrecognizable brass fanfare. The hangout spot, “The Breezeway,” is draped with students
taking naps or hunched over laptops. It’s Tuesday, nowhere near the end of the week, and it’s
time for the junior class’s 8am. It’s the one class we don’t have an exam in that week, and you
can pretty much guarantee that no one has done the readings for the discussion. It’s not on
purpose, it was highlighted in my planner, but there was no way. It came down to an extra
twenty minutes of sleep or a reading about... well, something, anyway. I’d decided to skim it on
the bus ride over, but took a nap instead.
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My classmates shuffle in the door, at least a quarter of them are late or absent. The highbacked chairs are arranged differently today, instead of orderly rows looking at the board, they
are in columns facing the center. “Class, today we are going to engage in some musical play in
the style of Kodaly” I wasn’t awake enough to even begin to comprehend this, and I definitely
kicked over someone’s coffee mug by accident. Boots against the speckled tile led us to the
center, a loud “POP” came over the sound system—we were all awake now, at least. What I
remember of that class through my caffeine fueled haze was spinning, laughing, and dancing to
the likes of the Carnival of the Animals and the Jackson Five. We held hands and moved around
in a circle, we responded to gestures and commands, sang in difficult harmonies, said tongue
twisters and bumped into each other as we waltzed around the room. The largest rehearsal space
was suddenly very full of laughter and joy. We were learning what we needed to, we made
pedagogical connections, but we had someone providing this meaning to us in a way that kept us
engaged. Our professor began to dismiss the class, reminded us of our assignment due the
following class, and asked if there was anything else she could do to help us succeed.
In light of this experience illuminated by the preceding vignette, I was left with questions.
What would it look like if more teachers spoke like this to their music classes? What if, instead
of a rhetoric of shame in rehearsals, we used encouragement and wholehearted empathy to model
for our students a desire to be invested? When I was in my music education classes, I saw in a
new light the way my professors were trying to help their students. It ranged from them offering
to put hole punches in handouts when they printed copies, to offering to print their copies at no
cost to us, as opposed to expecting us to print them ourselves at a personal cost. The little things
matter, even printing papers. There are the professors that would not just ask us how our projects
were coming, but asking how we were doing in general. These professors would ask us how they
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could be clearer in their teaching, how they could help us to learn better. It sounds so… logical,
but there are so few teachers that do this. So many teachers say, “I’ve explained this to you
before, I don’t want to repeat myself.” While students need to listen to directions the first time,
what if they didn’t understand it the first time? What if the directions were unclear?
Ethics are beliefs put into actions. In music classrooms, the teacher is often generating an
output of care, rooted in empathy. Where teachers can begin to feel lost is the belief of care
coming out in actions. Students do not know how to receive the care are acknowledge it
properly. The inherent relationship in a classroom is one that replicates or truncates caring. The
recipient of care ought to be cared about in the way he/she needs or wants in order to
acknowledge the care that is directed at them. Then, students can empathize and model this in
turn.

5

Rationale

As humans, we all strive to be cared about or to care in some way, about one thing/person
or another. However, it can be difficult to express that kind of care in a genuine way. It can be
equally difficult to accept that care. In this thesis, we explore what drives this phenomenon. It is
possible that this drive can be seen through the lens of Maslow’s hierarchy of needs (Maslow,
1943), a psychological and sociological basis of a need for care is evident. Care for one’s self
drives the physiological needs, care for community and environment drive safety needs, care for
self and others. The desire to care for others drives the belongingness and love needs, desire to
be cared about drives esteem needs, and all-encompassing care drives self-actualization needs.
Caring actions rooted in an ethic of care (Noddings, 1994), are innately intertwined in all of the
sections of the pyramid.
The key, central to care theory, is this: caring-about (or, perhaps a sense of justice) must
be seen as instrumental in establishing the conditions under which caring-for can flourish.
Although the preferred form of caring is often cared-for, caring-about can help in
establishing, maintaining, and enhancing the perception of being cared-for. Those who
care about others in the justice sense must keep in mind that the objective is to ensure that
caring actually occurs. Caring-about is empty if it does not culminate in caring relations
(Noddings 2002, p. 23-4).
In care, the recipient needs to be cared about in a way that they want and/or need. What does this
look like in music education?
The purpose of instilling students with the motivation to care can not only make them
more compassionate human beings, but it can make them more curious about the world they live
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in, as well as the other people that live in it. Having a model of genuine care can make students
want to learn, and want to contribute to this world that they live in. However, this is not the most
necessary aspect of forming an ethic of care, and thus generating a caring culture. Teaching
students to care about each other is not just good for the sake of performance in school, for test
score improvement, or even the classroom environment, though such events may occur naturally,
especially in regard to the art of music-making. In other words, generating a culture of care is not
to improve test scores, learning, or other such contributions. An ethic of care ought to strive to
help students see the inherent value in themselves.
In modeling for students how to care, we show them how to be good and caring to
themselves and others. Education and the arts can be vehicles for students to explore these
actions and beliefs. Music is a pervasive human art form; everyone has some level of ability to
engage in it. From an evolutionary standpoint, it is reflective of our cognitive capabilities, it
connects us with other humans, it intersects with cultural boundaries. It is also a human
experience that is accepted as a creation or experience of beauty, and it also valued for its very
existence. There is the notion that music is reflective of the society from which it comes. If this is
the case, what kind of society do we want to reflect?
This research will look into different settings and seek answers to the role of caring in
music and music pedagogy. The interpersonal and intrapersonal relationships inherent in musicmaking, calls into question the methodology of teaching music, the how. How not only in
reference to the techniques and knowledge, but how technique and knowledge are disseminated
when making music. Are these techniques caring? If so, how do we see that? And how does that
come across to students? Through music, many transferable skills are often argued for—various
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aesthetic and utilitarian skills are developed. Among those transferable skills is teaching the
student to care, which will then transfer to them receiving care, or vice versa.
In music classrooms, teachers have the ability to show that they care with every student
interaction and lesson plan. However, in some cases, it is not that the teacher or the students are
not caring, it is that they do not know how to communicate it. One crucial aspect of caring is the
ability to be empathetic. Many music educators argue that their classrooms teach emotional
skills, such as how to connect to music and emote through music, that working together to create
music in a group setting fosters community. A necessary component of a caring and empathetic
classroom is the ability to be self-reflective. By evaluating oneself, tacit patterns come to the
forefront of one’s teaching and everyday practice.
The purpose of this thesis is to explore and examine the ethic of care through an
autoethnographic lens as demonstrated in various music teaching settings, namely a collegiate
Orff ensemble, a high school marching band, and a Vietnamese orphanage. This project also
seeks to develop practical materials to aid teachers in cultivating an ethic of care in their
classrooms. Throughout this project, the following questions will be considered:
1. What does an ethic of care look like in a collegiate Orff ensemble, a high school
marching band, and a Vietnamese orphanage?
2. How do those involved in the teaching and learning of music generate a culture of
care in these settings?
3. How can this information help teachers engage in reflective practice, create a
healthy music-learning environment, and overtly plan and implement caring
pedagogy?
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Review of Literature

The Challenge to Care in School: An Alternative Approach to Education

Nel Noddings, a leading care scholar, and one of the few in existence. In chapter two, she
provided a clear glimpse of what care can look like in a classroom. She brings to light concise
definitions of care, and caring relations. According to her research, “...a caring relation is, in its
most basic form, a connection or encounter between two human beings—a carer and a recipient
of care. In order for the relation to be properly called caring, both parties must contribute in
characteristic ways” (Noddings, 2005). Noddings highlights the need for students and teachers to
engage in a loop of care, a reciprocal relationship. Caring is not just gaining or receiving
attention, it involves engaging in questions with another. Noddings notes that engrossment, not
infatuation or enchantment, must be present for a full loop of care. A situation arises, is
responded to accordingly, in a way that is receivable and recognizable, and is then received by
the recipient.
Often, a conscious desire to help can arise in a sympathetic reaction, a way to further
another’s purpose or project. This can involve a motivational displacement, a movement away
from one’s own desires to benefit the motivation of another. Reception, recognition, and
response are a primary method of dealing with motivational displacement, an engagement of
care. This encounter is characterized by mutuality, both in the carer and the cared-for. The caredfor makes a rewarding experience, and may reciprocate care in an appropriate fashion. Caring is
a form of relation, not a prescribed set of behaviors.
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Noddings mentions specifically the student/teacher relationship, and the dreadful loss of
energy that can occur when an output of care is not responded to. While care is a universal
desire, it is not the same for every person. Everyone wants to be received, and to catalyze a
response that meets an underlying desire. In this light, teachers are to foster the desire to give and
receive care in their students. This can be achieved in an increased capacity of intellectual caring
can be transferred to interpersonal attention.
Noddings describes the ethic of care as a needs-and-response-based ethic, and thus an
emphasis on consequences from a relational scenario motivated by moral reasoning. We look to
foster a desire to care in the classroom, not just the reasoning used to make a conclusion on the
ethic of care. One way of doing this is to not tell our students that we care, but rather show them
by creating caring relations.

Care Ethics and Education

Noddings (2017) discussed the interactions between a student and a teacher, she defined
what a caring relation is, and presented us with formative questions on how to implement care in
an educational setting.
When describing the caring relationship, Noddings notes that there is a “recipe” for this:
•

A carer and a cared-for

•

It is relational, not an individual with a certain set of motives

•

Attentiveness (from the carer)

•

Response in some form (from the cared-for)

•

Ability to switch between these roles
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Noddings also told us that care ethics is based on needs, not rights. Rights are defined, granted,
and achieved, but needs are more basic (food, water, shelter, human connection, and some may
argue purpose). Care ethics is a non-ideal theory in that it is based on observations of actual
situations or societies. People look to see what we can learn from these situations or societies,
but not in an effort to directly copy it. According to Noddings’ research, we can take bits of what
we see and apply it to our own setting. What works in one setting very well may not in another.
Noddings also made important mention of what care is not; caregiving. Caregiving is an
act of giving physical or psychological care, such as a nurse or psychologist could administer.
Here, there are specific actions needed, but there may not be a caring intent behind the actions.
Additionally, caring is not caring-about in the essence of being concerned. Caring-for requires
participation of both carer and cared-for. Caring, according to care theory, is about the reciprocal
quality of relation. There is a balance of caring-about and caring-for that needs to be in place in
that caring-about needs to culminate in caring-for, and then the reciprocal nature of this
interaction feeds the loop in order to perpetuate it. A dialogue is essential to this perpetuation of
care.
In education, Noddings emphasized the caring relation between teacher and student, one
in which they both gain knowledge and energy. Choices play a central part in what will be taught
and learned. It is a cooperative effort to satisfy both expressed and assumed needs to the benefit
of both parties. Even if the choices lead to a well-motivated diversion, this pursuit can lead to the
building of trust, rather than the typical emphasis of explicit learning objectives being
paramount. While this is likely to later result in a desired outcome in the students working better
due to increased trust, this is not the point. The point is not one of manipulation in order to
improve learning objectives. Rather, the point is to develop genuine caring relations.
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Daring Greatly

Brene Brown (2012), the topics of shame and vulnerability are explored. Brown names
vulnerability as the core of emotions and feelings, the things that gives purpose and meaning to
life. Emotions that are often associated with vulnerability are fear, shame, grief, sadness, and
disappointment, as well as the birthplace of feelings we desire, such as love, belonging, joy,
courage, empathy, and creativity. Vulnerability is a source for hope, empathy, accountability,
and authenticity. When we are vulnerable, we show those around us that we are able to provide
genuine protection because we show others that we are willing to be an open, raw truth. That
what we have to offer is genuine and worthy, and that your self-worth is not directly related to
the actions and products you put out into the world.
Brown discusses her initial exploration of the subject of vulnerability, indicating that she
would feel and act with fear, anger, and judgement. She would attempt to control the situation
and manufacture certainty, and be unwilling to engage in any part of being vulnerable if
criticism, shame, blame, or judgement were possible. Shame gets power from being unspeakable.
It causes us to be terrified of what people may think about us, and keeps us small and quiet.
Shame is the killer of connection and innovation. It is the immeasurable lack of ideas and actions
that people hold back when they are afraid. This is where a number of leaders reproduce a
system in which shame can thrive. The leader (teacher) feels that he/she needs to know all the
answers to be in charge, creating the sense in others that they know less, are less valuable.
When does survival or “winning” occur? Is it in the midst of competition, combat, or trauma? Is
that the system we are setting ourselves up to exist in? What about a kinder, gentler public that
works to understand those in it. The fear of being vulnerable can unleash cruelty, criticism, and

12

cynicism in all of us. In a situation in which we feel attacked or hurt, we need a safety net to help
us retain feedback without taking to heart the insults.
Brown goes on to say that we cannot “go it alone.” We must have support, and be willing
to ask for support in order to begin to take the risks that make us feel vulnerable. By modeling
how to take the risk of being vulnerable, Brown describes a need to lean into discomfort through
setting boundaries, connecting with others, and engaging in mindful actions. The two most
powerful forms of connection are love and belonging. Connection is the energy created between
people when they feel seen, heard, and valued; when they can give and receive without
judgement. Belonging is the human desire to be part of something larger than yourself.
To begin to cultivate changes toward mindfulness and vulnerability, we must mind the
distance of where we are and where we want to be. We need to practice the values that we deem
are important. There is not a need to be perfect, just engaged and committed to aligning values
with action. Brown shows us what a shame-permeated culture looks like; blaming, gossiping,
favoritism, name-calling, and harassment. Look for evidence of this in leadership roles through
bullying, criticizing subordinates in front of colleagues, delivering public reprimands, and setting
up reward systems that intentionally belittle, shame, or humiliate people. In most cases, this
methodology achieves the desired results. Shame can only rise up so far in any system before
people disengage to protect themselves. When we’re disengaged, we don’t show up, we don’t
contribute, and we don’t care.
There are times when you can ask questions or challenge ideas, but if you’ve got a
teacher that doesn’t like that or the kids in the class make fun of people who do that, it’s
bad. I think most of us learn that it’s best to just keep your head down, your mouth shut,
and your grades high. (Brown 2016).
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Rising Strong

Brene Brown, American scholar and public speaker, dissects interpersonal and
intrapersonal relations in the light of shame, failure, empathy, connection, and compassion.
Brown defines compassion as, “Recognizing the light and dark in our shared humanity, ...
commit to practicing loving-kindness with ourselves and others in the face of suffering... It is not
a relationship between the healer and the wounded. It’s a relationship between equals” (Brown
2015). She defines empathy as, “The most powerful tool of compassion, empathy is an
emotional skill that allows us to respond to others in a meaningful, caring way... empathy is
understanding what someone is feeling, but not feeling it for them” (Brown 2015). In reference
to connection, Brown discusses the current culture of scarcity and perfectionism, and the lack of
models of how to ask for help. Connection is the energy that exists between people when they
feel seen, heard, and valued; when they can give and receive without judgement; and when they
derive sustenance and strength from the relationship. There is a need for reciprocity, a need to
give and a need to need.
Brown’s book teaches us to be curious about ourselves and our interactions with others.
Brown sheds light on the necessity of internal reflection. She brings forth questions meant to
make us more introspective, courageous, compassionate, and connected:
•

What more do I need to learn and understand about a situation?

•

What more do I need to learn and understand about other people in this story?

•

What more do I need to learn and understand about myself?

•

How would you interact with a person you are having a problem with if you
learned that that person is doing their very best?

14

With an honest desire for connection and a mindful presence, we can ask ourselves these
questions in and out of trying situations.
Brown also shows that there are many barriers to being connected with another person or
group of people, such as: anger, shame, guilt, resentment, poor coping strategies, etc. However,
Brown stresses the importance of boundaries. Without them, there is a propensity for judgement
and misunderstanding. Not only can a lack of boundaries create strained relationships with
others, but it also frustrates and harms one’s self. With boundaries crafted of integrity, one can
work and extend generous interpretations of others, as well as for oneself. Setting a boundary is
setting the intention that while being clear about what is okay and what is not okay, we can stand
firm in integrity and remain generous in actions. Talk about your feelings, ask for what you need,
and you expect others to do the same, all in the light of non-judgement. This is true even when a
mistake occurs, as long as amends are striven for, we remain aligned with our values, and we
confront shame and blame head-on.

Education in Hope

Tony Monchinski (2010) argues that education is never politically or ethically neutral. If
all education is political and al political visions are ethically grounded, then all educations adhere
to moral considerations, stated or implied. Much of current and evolving pedagogy exists in
response to and in light of who we are as humans, what we do, and the structures we exist within.
Monchinski notes that concerns of care scholars and theories of critical pedagogues are shared.
Critical pedagogies offer suggestions for change, not explicit cause and effect blueprints. Dewey
referred to this as a kind of “democratic faith,” in other human beings to make and reshape our
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worlds. However, there is also the need to be open to criticism and reform. In this sense,
Monchinski describes that critical pedagogies are prescriptive, but also descriptive in that they
analyze the world we live in. Why are things the way they are? An ethic of care can be used in
the education world to spread values and characteristics of care in schools and from schools in
larger society. An ethic of care also helps to challenge the unspoken ethical assumptions that
mitigate against care. However, an ethic of care bolsters critical pedagogies, which largely rely
on a vague appeal to ethics, whereas care and an ethic in and of care is a more concrete
foundation. If an ethic of care and critical pedagogies were the norm in education, societies
would look outrageously different. Monchinski mentions that the implementation of an ethic of
care (within or outside of a critical pedagogy) is a road made by walking.
If an ideology is a system of beliefs of and of thoughts, having shared beliefs or thoughts,
tacit or explicit, often are in favor of the interests of the dominant groups. This does not mean
that ideologies are inherently negative, but it ought to mean that they should be ever attended to
and revisited. Classrooms and schools are sites of power in terms of replicating ideologies, as
they are sites of disseminating epistemologies. Knowledge is structured in particular ways, and is
therefore not objective. “The commonplace values and beliefs that guide and structure a
classroom are not a priori universal, but rather social constructions based on specific normative
and political assumptions” (Monchinski 2010, p. 25). Monchinski goes on to say that instead of
using theoretical-juridical models in education, we employ a caring perspective. This includes: A
concern for care, responsiveness and taking responsibility in interpersonal relationships, and by a
context-sensitive mode of deliberation that resists abstract formulations of moral problems.
Others define caring as a species’ activity that includes everything that we do to maintain,
continue, and repair our “world” so that we can live in it as well as possible. Monchinski urges
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us to keep in mind that care theorists consider it a danger to take some abstract individual model
as the ethical model. According to Hankivsky (2004),
...the ethics of care remain unique and distinct from other moral thinking. The moral
principles care theorists appeal to are not fixed; they are flexible guides to action capable
of further revision. They are principles that recognize the uniqueness of the individual
and his/her relationships without demanding that the individuals guided by them hold
such inviolable or untethered from human life and interactions” (as cited in Monchinsky
2010).

Emotional Intelligence and the Ethic of Care

McCleskey (2016) addressed the teaching of ethics and moral behavior within different
formal constructs, such as a workplace. He explores the emotional intelligence of the leader and
the role such intelligence plays in encouraging ethical behaviors. He provides examples in
business with specific regard to the use of role models in teaching, storytelling, and the
perception of values. McCleskey also imparts an emphasis on personal values influencing ethics
and the function of emotional intelligence to create “personal map” to identify oneself in a group
setting. McCleskey describes a need for ethics teaching in business as a way to provide a shared
understanding regarding what is correct behavior and how ethical issues should be handled. The
result will be a positive ethical climate with clear expectations and clear philosophies.
In his review of literature, McCleskey notes a need to reflect on the way an individual’s
values fit within an organization’s cultural through role models, such as those in senior
management positions, and storytelling. According to King and Dowd, (2001),
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Developing these ethical role models should help impart ethical principles
throughout the organization more effectively than just drafting policies or holding
meetings. In a similar fashion, King and Down (2001) advocate telling stories as a
way to impart ethical and organizational knowledge. This creation of fiction
through the use of stories, metaphor, role models and heroes is a part of
evolutionary heritage dating back to our ancestors. Before the written word, we
had our stories, our heroes, and our role models. King and Down (2001) give us
five good reasons to tell stories to our students, employees, and peers. First, we
remember stories. Narratives permeate our minds better than other forms of
information. Second, stories enhance our understanding by calling on our shared
cultural knowledge and by reminding us of wider references that we possess.
Third, narrative storytelling helps motivate us by appealing to our rational as well
as our emotional sides. Fourth, stories help us to know ourselves by projecting
ourselves into the narrative we hear. Fifth and finally, stories convey moral and
ethical wisdom by including a moral truth as part of the narrative (as cited in
McCleskey 2016).
McCleskey shines a light on the four critical areas of skill development in relation to
ethics: judgment, integrity, humanity, and courage. McCleskey highlights a need for focus on
these skills relate to the emphasis on effective role models, and the need for EI skills to recognize
the four critical areas above.
According Ford and Lowery (1986), the Ethic of Care…
…is a normative ethical theory developed by feminists late in the 20th century largely as
a critical response to the ideas of justice ethics. Essentially, the Ethic of Care views the
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application of universal standards of justice as morally problematic because it encourages
indifference to the individual and their needs (as cited in McCleskey 2016).
He highlights the value of emotive concepts within ethics and ethical practices. A communitarian
ethic mindset stems from an individual’s choices, which, in turn, promotes the wellbeing of the
community.

Mindfulness for Teachers

According to Patricia Jennings (2015), mindfulness involves types of meditative states
and practices. Forming intentions, paying attention, and adjusting your attitude purposefully.
Mindfulness involves heartfulness, promoting an open-minded and open-hearted appreciation
and perception of the world’s inherent goodness and beauty. The employment of mindfulness
allows educators to recognize and understand when others are having challenging moments,
providing the ability to be compassionate for others, despite a difficult situation. Instead of
defensiveness or hostility, there would be social support that is necessary.
Mindfulness can be valuable for interpersonal and intrapersonal relationships, and
effective in teaching strategies. It can help us maintain composure, compassion, and sensitivity to
our student’s needs while giving us a path to build the resiliency needed for our own well-being
in light of an often-demanding work environment. In a classroom, teachers need to compute a
wave of knowledge cloaked in emotion. This sometimes allows our own emotions to slip on the
wayside. When we notice our own emotions, we can discover the keys to reactivity and
managing it. This is due in part to the nature of the mind itself, according to Daniel Siegel,
founder of interpersonal neurobiology, is “an embodied and relational process that regulates the
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flow of energy and information” (as cited in Jennings 2015). We can attend to inner and outer
happening using our senses, process the information, and react in a more purposeful way. In the
emotionally demanding profession of teaching, we can respond consciously to charged
situations, thus enhancing effectiveness, resilience, and joy.
Most of our learning comes from social and emotional conditioning that helps us to learn
things quickly. In essence, we create shortcuts for ourselves. These shortcuts are surely
influenced by the social patterns of those around us. While these shortcuts may have aided in our
survival at one time, they now can leave us rigid in situations in which we need to be flexible. As
educators, we desire for our students to not only succeed academically, but also to manage their
relationships with respect, to behave positively and healthily, and to make contributions to their
families and communities. When students see models of teachers creating “shortcuts,” we as
teachers must then employ a high degree of self-awareness. Joy and enthusiasm can be used to
motivate learning, just as apathy and anger can be used to demotivate learning. Emotions play a
critical role in this motivation. Therefore, teachers need to set the conditions for intrinsic
motivation, using social and emotional competence. Instead of rules and control, a strong
community with cooperative learning and discovery affords students the space to learn for its
own sake. This positive climate will promote prosocial behavior, which will prolong and feed
continuing prosocial behaviors. There is an innate human drive to authentically connect and
make contributions to those around us. By being mindfully aware of connecting with our
students and supporting prosocial behavior, positivity in classrooms can thrive. We can cultivate
a community of learners by providing students with opportunities to provide for each other.
Some care research suggests that by creating regularly engaging practices that generate a
sense of care and compassion for others, we can improve our own lives. They can orient us
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toward unconditional care and compassion for others, Jennings mentions setting an intention, a
purpose, to help teachers be more present and aware throughout the course of a day. This does
not require setting a goal, but rather setting a course. Intentions are gentle and forgiving, and
there are not necessarily deadlines. Teachers can set their intention at the beginning of a day, and
reflect on the intention throughout the course of the day.

How Teachers Can Make Caring More Common

Hough (2014) suggests that according to quantitative research through polling, that only
20% of students valued caring for others as a top priority in life. The alternative, valuing
personal success above all else, Weissbourd and Jones say leads to, “harmful behavior, including
cheating in class and bullying others,” (as cited in Hough 2014). Many students know what is
expected of them academically and socially, but not ethically. For teachers, the values and
expectations of a mission statement are often shown in memos and murals, but not modeled to
students in daily practice.
Hough went on to list a number of specific ways to implement and ingrain caring behaviors
and high ethical standards into a classroom:
•

Make caring for others a priority and set high ethical expectations

•

Build relationships and cultivate cohesion

•

Empower students to be ethical thinkers and agents of change

•

Help students manage feelings and overcome barriers to caring for others

•

Commit to developing and maintaining a culture of caring
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Hough did not list punishments, but rather a set of actions that set minds into ethical
tracks uncommon to most classrooms. She described that most classrooms had academic and
social expectations, but not ethical ones. Children and teens are known to have a great deal of
empathy for close friends and family, but have a more difficult time outside that small sphere of
concern. Students also may not feel empowered to be ethical thinkers or agents of change.
Students are the ones in the best position to change social norms and culture, as their peers will
respond more wholeheartedly to them rather than to teachers. However, it is important to note
that students will need adults’ guidance and trust in order to begin a process of change.
Sometimes, students will feel hindered and unable to change. Hough suggested that barriers to
empathy and care are feelings such as: anger, shame, envy, or biases and stereotypes. Teachers
can model tools to manage such emotions, and help them to be aware of their feelings and how
they are using such feelings to act in their environment.
Hough also gave specific examples of how and why students and teachers ought to care
about other human beings and their lives/cultures, as well as clear and tangible ways to
implement this mindset in a classroom and/or lifestyle.
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Methodology

The origins of my research were inspired by the work of leading care scholar, Nel
Noddings. This study of the ethic of care in music education entailed the integration of
autoethnographic (Spradley, 1980) data employed in various settings over the course of four
semesters. As a field observer, I went to a marching band, and a collegiate Orff ensemble, and an
orphanage in Ho Chi Minh City, Viet Nam. At some times, I was a participant observer
(Spradley, 1980), either working in the orphanage helping to care for children, or in the Orff
ensemble as a class member. I recorded field notes during the course of my observations. I then
open coded and focus coded to find emergent themes (Emerson, Fretz & Shaw, 1995). After, I
used these notes to craft vignettes and find emergent themes. Additionally, material culture
related to the ethic of care in music education was examined, including: a binder of music and
handouts from the Orff ensemble, and pictures from the Go Vap Orphanage in Viet Nam.
These descriptions and analyses illuminate components of various music education
settings to facilitate an understanding of the ethic of care. It is my hope that the findings of this
thesis will contribute to an understanding of the methodology and pedagogy of music education
by helping teachers to have a more active thought process in regard to the caring culture of their
classroom. This will result in a practical resource for teachers in the form of a curriculum that
will act as a filter with which to use in conjunction with the content of a classroom (See
Appendix A).
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Vignettes

The purpose of these vignettes is to provide context to the different ways an ethic of care
can or cannot be seen in a music education setting. In illuminating the presence of empathy in an
educational setting from the perspective of both student and teacher, there is the possibility that
deeper understanding of the practice of care may emerge from these different settings.
High School Marching Band Rehearsal

“We’re going to run it one more time,” the director says. This nearly constant untruth
leaves the people on the field left to slowly drag themselves back to their starting positions. Each
person wants to buy in, to run back to their spot with enthusiasm and heart, to “be the leader the
band needs you to be.” To get called out and held above the rest on a pedestal of
superiority. They run drills in every kind of weather, we have faith in the directors. The students
are told that they will find their best friends in the band, but the models they have of how to treat
each other are ones that condescend and demean, that guilt and shame. The hours spent in
rehearsal are comprised of students with slouched posture, tense shoulders, and poor marking
time.
The field has ruts from every slide and every mark time, from the hours spent each week,
essentially a part time job. The staccato tap of the snare drum keeps the band together as they run
fundamentals. You can hear the heavy breathing, the pitter patter of feet marching by, and the
screaming from one student to another about the need to dress the line, to cover down. A
perceived need for someone to berate another about how they aren’t covered down in line with
the person behind me. The instructor announces thirty seconds of fundamentals left, thirty
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grueling seconds of high knees and turns, of kicking up the tempo. I watch the seconds arm on
my wrist watch tick by. Ten seconds... Twenty seconds... Thirty seconds... There is no stopping.
Another minute passes. Another. The instructor halts the band, calls them to attention. Thirty
more seconds on the clock.
A warm wind blows past the field, carrying the smell of hot asphalt across the street as
the directors again demand, “C’mon folks, time to focus up, you’re better than this. I’ll wait,”
comes across the crackle of the old Dynavox system at the high school. In reality, they are thirsty
and confused by the drill that no one seems to be able to explain to the students. The idea of the
show is placed above the wellbeing of the individual band members. To an extent, I see that this
makes sense. There is a job to do, after all. However, what would a rehearsal look like if all band
members treated each other as if they were all integral to the success of the show? The marching
band is a group that is dedicated to bettering of a school, each other, and each individual. The
majority of communication is through exhausting expectations with little or no appreciation.
There is glory and joy that can be found in doing a show, but there is little of either in the
rehearsals leading up to the performance. It doesn’t have to be pretty, but it ought to be kind.

Collegiate Marching Band Performance

The concrete walls of the tunnel under Beaver Stadium are quivering, the lights hanging
from the ceiling swing back and forth. The crowd roars above our heads, 107,000 strong, and the
announcer begins to read the names of the football team. Calls of, “MAKE A HOLE!!!” are
passed down the line, a hand grabs me as I stumble into the mass of band members to let the
referees out onto the field. I reach over to the girl next to me to clip her collar closed, bump her
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fist, and turn back around. The pregame rituals continue, I see one person standing with his eyes
closed, maybe praying for calmer nerves or a steadier stomach. Two girls hug and wish each
other luck. I am in a sea of blue and white wool, of feathered plumes and shiny instruments. I
check on the rookie next to me and give her a sip of my water. It’s her first pregame
performance, and I know that she is nervous. “Don’t play,” I tell her. “Focus on your steps, count
loud, and don’t look at the jumbotron.”
The gatekeeper raises his hands, our signal to get ready to run out of the holding area to the
mouth of the stadium. A few straggling pedestrians run past and press themselves against the
wall. My heart thumps in my ears like a bass drum keeping time. The roar grows distant. Thump.
Time is in slow motion. Thump. Goosebumps erupt on my arms. Thump. The whistle shrieks,
the screaming starts, and a stampede of three hundred band members rushes to the edge of the
field. We grab each other’s shoulders as we exchange “Break a leg,” and “You can do this! You
know what to do! Just trust yourself!”
“ONE FOR THE MONEY, TWO FOR THE SHOW, THREE GET
REAAAAADY—ONE TWO READY LIFT! LEFT! LEFT! LEFT! LEFT!” We are off,
off to change the course of the game, to tell the fans when to cheer and when to boo.
Every note that we play can change the outcome of the game.

Orff Ensemble

“I have no idea what I’m doing,” is my resounding thought as I walked in to the choir
room at Penn State University. I walked into the chatter of the old HVAC system, the din of
fluorescent lights, and the bang of chairs on risers, carrying my apprehension to be vulnerable in
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a class that I didn’t have much understanding of. I signed up for an Orff Ensemble class in the
music education program, which meant a two-hour-long class on Monday nights. I loved the
subject material, or at least the idea of it, but I couldn’t seem to feel comfortable playing the
instruments. When the class first started, it felt amazing to me that we could make such simple
notation sound so complex. My colleagues could all count rhythms, and I felt silly for
miscounting so often. The mirrors on the perimeter of the room showed everyone else the
frustration on my face each class.
I could feel my ears perking up as we discussed Carl Orff’s pedagogies, yearning for this
idea of musical play and advanced music for children. But... I also felt the droop of my shoulders
as we discussed improvisatory works and partnered projects. It seemed like I wasn’t cut out for
an Orff Ensemble class, either. I had just finished an entire semester of being reduced to rubble
at the hands of another professor for my lack of improvisation skills. I didn’t want to be
demolished by barred percussion and recorder, too.
The professor in charge walked up to the front of the room, and, as she did every week,
gave us a snapshot of the weeks to come. We had a syllabus, but she took the time to explain our
assignments and what the plan for the next few classes were. I felt my compass align and I knew
what direction we were headed. Today was a little different, however. Dr. Watts asked us, “I
can’t seem to pull up my lesson plan, and I’m flying blind here. It’s late, we are all tired, but we
are all going to do our best. How can I help you succeed? Is there anything you need from me
right now?”
“Whenever you are finished with your improvisation, just hand the mallets off to
someone else,” Dr. Watts instructed the class during Orff Ensemble one day. “Oh my gosh.
Please don’t pick me. For the love of all that is good, I don’t have any ideas on how to do this,
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just forget that I even exist,” I thought. The fluorescent lights buzzed around me, shuffling feet
and linoleum tile. The wood from the barred instruments scented the air. I didn’t hear the groans
of exhausted college students like I expected.
The soloist sticks get handed from one person to the next, a drone being played on the
bass xylophones, some off-beats on the altos, and then the sticks get handed to me. It was so fast
that I didn’t have time to rehearse what I wanted to do in my head. I walk up to the glockenspiel
and freeze. Two beats go by. I play the tonic a couple of times. I start thinking to myself “The
pentatonic scale will set you free,” as Dr. Watts had told us. I started playing a rhythm with
eighth notes climbing up and down the pentatonic scale. I heard the end signal from the
xylophones, the phrase ended, and I handed the solo sticks off. I did maybe four bars of free
improvisation, but to me it was everything. Adrenaline engulfed me, I didn’t know how to feel
other than lost and a little happy.
I shuffled back to my hand drum and felt the rattle of my chair as I sat down to play. The
rumble of my djembe brought me back to the grey walls, the gray floors, the gray risers. The
twinkle of the glockenspiel, the open woodiness from the xylophones, the low shimmer from the
bass metallophone swirled together to make a wind of music. Each individual musician gave a
contribution, each listening to the heartbeat in the drums.

Infant Room: Go Vap Orphanage, Ho Chi Minh City, Viet Nam

I remember wondering how the infant room at the orphanage wasn’t more chaotic. There
were at least twenty babies crawling around, gurgling or napping. One little girl was laying on
the floor, her arms and legs bound by a thick plaster, both arms and legs having grown
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incorrectly and needing to be reset, gazing up at the ceiling. Sure, there were some meltdowns,
but the babies were surprisingly self-sufficient. You know, for being babies, that is. Sometimes
they would cry and need to be held, others they would just crawl onto one of the mattresses and
fall asleep. Most seemed to know what they wanted and what needed to happen to get it.
Whether that was stealing a toy from someone else, banging a cup on the floor, or just sitting and
looking at you until you’d pick them up. One little boy just adored being tickled. He would stare
at you with challenge in his eyes as you approached, and then you would swoop in, all finger
tickles and laughs, and he would push your hands away and squeal, only to grab your fingers as
you tried to pull away.
One baby with a cleft palate and a feeding tube was in love with the egg shakers we
brought. Another baby would stare at you skeptically until falling asleep—he didn’t have many
other facial expressions and seemed stressed by his fever, but seemed to be most relaxed when
being held by Dr. Vu and hearing the recorder. One baby that mostly stayed up in the crib would
coo with us as we sang. If someone was crying, it was usually in the key that we were playing or
singing in.
A head caregiver at the orphanage walked into the room as I was cuddling a baby. It had
been about forty minutes that I had been holding my new friend, mostly because he would cry
any time I would go to put him down—even after he was asleep. He’d wake up and we would
start all over again. I stroked his soft, little-duckling hair that stuck up in every direction. I tried
to pat his back, bounce him gently, and on and on down the list of things that usually worked. I
settled on just giving this baby a good cuddle (we all need a good cuddle sometimes, right?). The
caretaker that came in motioned to me with a warm smile to lay him down on his stomach. In my
head, I thought cynically, “Okay, sure. Let’s see how this goes.” Magic. He stopped crying and
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just fell asleep. I got the feeling that she knew these children as if they were her own. All of the
caretakers there would play, sing, cuddle, and take care of each child as if they were their own.
Day in, day out, the caretakers were there.
During our trip, we walked into the terminal ward to make music with the children there.
There were some children with hydrocephalus so severe that the pressure on their optic nerve left
them unable to see, as well as children with cerebral palsy. They ranged in age from
approximately toddler to somewhere in the early teens, but we were unable to truly ask that. At
one point during our time at the orphanage, a caretaker taught us the names of the babies, and
wanted to know our names and ages as well. I don’t know what kind of diseases or ailments
these children suffered from. In those first few moments, it didn’t matter. Fear did not exist.
Sadness rooted its way into my mind, but that was for another time. For the few hours we had in
the orphanage, in that room, in this place, we were theirs. Dr. Watts and I made a plan to
systematically work our way through the room so that everyone would get equal attention. We
made music for everyone, and with everyone that we could engage with inside of their comfort
zones.
A little boy tried to play Dr. Watts’ recorder from the bottom end, and others enjoyed
throwing our egg shakers. We did hand-over-hand to hold egg shakers and scarves, or would tap
a rhythmic pattern gently on the arm of a child. To see a child look up at you with trust and joy
as you made music with them, as you sang to them, as they laughed back at you, not all of them
had the ability to react in that way, but there was the hope that they would react in a similar
fashion.
Many of our friends at the orphanage spent their days and nights laying on their backs,
either on the floor or in a crib. I followed their gazes up to the ceiling, to the walls, and saw the
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decorations that covered the plaster ceilings. Instead of wallpaper, there were posters of cartoon
characters from all over the world, streamers and garlands, little images of stories. They were all
handmade, placed with great care so that the children that lived in a room with thirty other cribs
would have something to look at.

Surprise Excursion

Dr. Watts and I were sitting in the infant room, and all the caregivers had left for the time
being. We didn’t totally know why, we just found ourselves in the room. Alone. With eight
babies. For the humidity and heat outside being what it was, it was surprisingly cool in the room.
The sounds of a recorder floated through the cool air, which almost made me feel relaxed. Even
the sidewalks in Ho Chi Minh City were stressful, they were considered another lane for
scooters, and a parking lot besides. I pulled out a colored scarf for our dancing baby friend to
play with, and soon enough I heard the telltale rips of it being shredded by her incoming teeth.
She giggled and cooed, looking for a friend to play with or a good cuddle. Babble filled the space
as our infant friends started to talk to each other and listen to the music.
A caregiver walked into the room, all smiles and gestures. She motioned to us to pick up
a baby and follow her. Barefoot, I walked to grab my shoes with Dr. Watts and a sleepy infant.
With my shoes half on my feet, Dr. Watts and I scoped the orphanage, looking over open-air
windows and down stairways to find the caregiver that requested us. After walking through the
main lobby, a few hallways, and an internal courtyard with no luck, Dr. Watts picked up her
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pace. She insisted that we head back to the room we originally started, and I couldn’t understand
why.
“They’re going to think we’re stealing the babies!” she said. And we don’t have a good
way to tell them that we weren’t. Big, trusting eyes looked up at me as we hustled back up three
flights of tiled stairs to the infant room. We (im)patiently waited for someone to find us and tell
us where we were supposed to be. Eventually, a caretaker came to find us. She motioned to us to
follow her. Back down the steps we went, through the atrium and... out onto the streets and alleys
of the city. I wondered when the children would get to venture outside the orphanage again, for
they surely would not remember their time now. She loaded us into the back of essentially a tiny
hayride truck. There were no window panes, only open air, benches lined the sides, and the
seatbelts consisted of the person squished in next to you. It was like being a big kid on a kiddie
ride at an amusement park, only they kept squishing people into the seats next to you. An ashy
scent joined the cocktail of city smells. On top of the grime and sewage, there was the smell of
the driver smoking a cigarette as he talked on his cell phone. Some women were crouched with a
baby on the floor of the van as we twisted our way through the unfamiliar streets to an unknown
destination.
The caretakers were chattering amongst themselves when our colleague, Dr. Vu, pulled
out his phone to take a selfie with everyone. It occurred to me that the only thing I had on me at
the moment were my shoes, and those weren’t even on correctly. In the frenzy of activity as we
left, I had neglected my bag and left it in the infant room, I hadn’t known we were leaving the
building. I felt the emptiness of my pockets while we rattled down the road, the absence of my
phone, any money, or my passport.
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After approximately twenty panicked minutes, we pulled up to what looked like a health
clinic. We piled out of the makeshift clown car and wandered up to the second floor. Posters on
reproductive health, prenatal vitamins, and posters to encourage happy families lined the
cracked, plastered walls. Getting called in one by one, the babies received a couple of pricks and
a mouthful of medicine. Today was vaccination day, according to one of the nurses that spoke a
small amount of English. The doctors and nurses spoke with me as I held my infant friend down.
They asked where I was from, and I told them I was an American. As I observed the tiles on the
floors and walls, the ancient obstetric table on the side of the room, the nurse asked me if I was
from Los Angeles. I tried to say Pennsylvania, but I was answered with a blank look and, “New
York?” I settled on using New York as where I was from... at least it was closer to Penn State
than Los Angeles, which she also suggested.
We paraded back down the stairs of the clinic, out into yet another alley, and back into
the truck. As we drove through the street of the Go Vap District (how did it seem even hotter and
smellier than before?), I noticed the fascinated eyes that stared at us, pale and fair, glaringly
foreign. Finally, a familiar sight came into view: the orphanage. It wasn’t my home, but it was
home to many, and at least I knew where I was. Three more steep flights of tiled stairs, and we
were officially settled. After a good tickle with my new friend, he settled down for a nap. For
others, it was feeding time, including us. As I fed a baby a bottle, a caretaker came around and
game me some jackfruit in a Dixie cup. Dr. Watts gave me a hesitant nod to show me it was okay
to eat it. I had enough Pepto Bismol to settle the stomachs of ten people, so I ate some jackfruit
and hoped for the best.
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Spa Day

Nervous. I felt my shoulders round over and my back grow tight as I paid a hotel staff
member a mere $40 USD for a massage. She smiled at me, and offered me a selection of
beverages, and I felt like an imposter that would say the wrong answer. I don’t do fancy things, I
don’t spend money on relaxation techniques. I’m in college, for crying out loud, I’m practically
paying to be stressed. Dr. Watts and I crossed the door into a narrow, yet warm, blood-orange
colored stairwell. The HGTV fanatic in me was wondering how the staff was able to backlight
the stairs, until I realized it was cement block with holes in it to the open air, hundreds of feet in
the air. The spa is on the roof of the hotel, which meant... we were inches away from falling off
the roof. Okay, it wasn’t a rational fear, but someone was about to see me naked and rub my
back, so let’s just admit that everything made me a little nervous.
A second door opened to the middle of a rainforest—there was a plant chandelier in the
middle of a warm, dark room, covered in flowers, and the scent of aromatic oils and warmth
seeped into my skin. The attendant showing us to the massage room made a soft tattoo when
walking at an alarming pace, and did not share my desire to explore the rainforest on the
enclosed roof of a hotel in the middle of Ho Chi Minh City. I was in the middle of a space of
relaxation, but I couldn’t get the tension in my shoulders to move down from my neck. An entire
week of sitting on floors, holding babies while crouching on the tiles, rattling along in trucks
down the back alleys of Ho Chi Minh... It was as if all of it caught up to me at the top of the
stairs. I craved the massage so badly, the experience of a forced relaxation, but the tension and
guilt causing my shoulders to rise ever higher made me feel like I couldn’t enter the door.
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The attendant handed me a pair of pants and a robe, china blue and cream-colored, subtle
but whimsical, so I changed before hopping up on the table. It wasn’t soft like a mattress, but the
support ended up being a friend to me as the masseuse walked on my back, balancing like a
trapeze artist on my spine. An hour later, filled with warmth and humor (mostly on my part, only
because I didn’t know someone could bend my body into a few positions that you couldn’t pay
me to recreate), I was ready for a nap. A real nap, with no alarm, no expectations of places to be,
and no outstanding assignments. Not a single person was relying on me to attend to a need or
practice a piece, complete an assignment, coordinate a bus schedule.
A research trip studying the ethic of care in a most challenging situation culminates with
a venture into self-care.
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Discussion

The purpose of this thesis is to explore and examine the ethic of care through an
autoethnographic lens as demonstrated in various music teaching settings, namely a collegiate
Orff ensemble, a high school marching band, and a Vietnamese orphanage. This project also
seeks to develop practical materials to aid teachers in cultivating an ethic of care in their
classrooms. The purpose of instilling students with the motivation to care can not only make
them more compassionate human beings, but it can make them more curious about the world
they live in, as well as the other people that live in it. Having a model of genuine care can make
students want to learn, and want to contribute to this world that they live in. This research has
explored this topic through the lens of the following research questions: What does an ethic of
care look like in a collegiate Orff ensemble, a high school marching band, and a Vietnamese
orphanage? How do those involved in the teaching and learning of music generate a culture of
care in these settings? How can this information help teachers engage in reflective practice,
create a healthy music-learning environment, and overtly plan and implement caring pedagogy?
Just as Hough (2014) suggested, teachers can give ethical expectations in their
classrooms, just as they give academic, social, and procedural expectations. By guiding students
to feel empowered to be ethical thinkers or agents of change, there can be a new inception of a
new classroom culture. A catalyst for a caring culture in a classroom starts with the teacher. How
do those involved in the teaching and learning of music generate a culture of care in these
settings? What is the teacher modeling? Think back to the aforementioned professors that offered
to print handouts for college students so that the students would not have to pay out of pocket for
the sheets. In the Orff ensemble, our professor set up the expectations of being helpful and kind
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in order to help us succeed. In turn, the students of the class could often be seen helping each
other with various aspects of the class. The collaborative projects tended to be executed more
smoothly than other collaborative projects in other courses. For example, when there were
collaborative projects in a music theory course, the end result was often frustration. When the
Orff ensemble would write pieces of music to aurally illustrate a picture book by Eric Carle
through framed improvisation. This project, also collaborative in nature, however, did not end up
resulting in frustration; most students found the creativity of improvisation liberating, and spoke
to each other with kindness and enthusiasm in regard to the project. While it can be argued that
this outcome could be due to numerous variables, such as the nature of the coursework, the
people in the course, etc., there are numerous commonalities. People in the Orff class were also
participants in a different marching band, and the Orff collaborative was also one of musicking,
as a marching band is. I noticed that the most noticeable variable was the modeled set of
classroom behaviors from the professor, reflected and replicated in the actions of the students.
However, there is also the need to peer at the dark side of care, in as many aspects as
possible, at least in the hope of some kind of checks and balances system. There are power
dynamics in relationships, whether that is fluid or static, implicit or explicit. We have likely all
known someone or known of someone that believes they are doing their best for us. To an extent,
we have to believe that this is the case in order to establish trust. The person that feels
he/she/they are providing the best form of care, and yet the person they are giving the care to
does not feel that. The care-receiver may feel: annoyed, frustrated, misunderstood, sad, angry,
alone, or ignored, etc. This pre-prescribed method leaves little room to explore new areas of care.
This is a case of well-being versus well-doing, in a reduced sense. In an extreme sense, it can be
argued that this is a basis for oppression, racism, and colonialism. In schools, the different forms
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of education, different subjects, are often different ways in which we show students that they are
inadequate, and always will be. This was something I saw displayed in the high school marching
band rehearsal, and that I have seen in many rehearsals during my years as a musician.
Humiliation and fear are tactics strongly employed. It was Machiavelli’s The Prince
(Machiavelli, N., & Wootton, D. 1995) that stated that it is better for a leader to be feared than it
is to be loved if a leader cannot be both.
For example, we see this in our school system in the free breakfast programs during
standardized testing days. While there is inherent kindness and benefit to the students by having
a meal provided, it is not exclusively out of care for the students. Hungry students have trouble
learning and have trouble taking tests. The breakfast program is to serve the district by setting
the students up to take the test better, therefore helping the district to gain more federal and state
funding, which is tied to how well the students do on the tests.
Individuals need to be cared about in the way they need/want to be cared about. There is
less of a need to define what care is, more of a pragmatic view of how it is done in the everyday.
It is the individual’s context that I speak of here, which is hard to explain to a policy maker or a
procedurist; the concept versus individual need.
"I’ve noticed something about people who make a difference in the world: They hold the
unshakable conviction that individuals are extremely important, that every life matters.
They get excited over one smile. They are willing to feed one stomach, educate one mind,
and treat one wound. They aren’t determined to revolutionize the world all at once;
they’re satisfied with small changes. Over time, though, the small changes add up.
Sometimes they even transform cities and nations, and yes, the world” (Clark, 2011).
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How does this relate to self-care? If we dissect the “Spa Day” vignette from pg. 30, we
see the need for self-care. So many people live lives in which they either pay to be stressed or get
paid to be stressed. I hadn’t realized the toll on which my time in the orphanage, in a new
country, had taken on me, but giving myself the permission to relax, to lean into the respite from
old and new stressors that I carried with me. Similarly, in many classrooms, students are given
expectations and requirements, musical or otherwise, and are taught to complete the task, but not
necessarily how to manage the stress that comes with the task. Additionally, there is always a
next objective, a next task to tackle. Regardless of who we are, this pertains to both teacher and
student. We grow up as students in this model, and then we become adults that operate in a
constant state of, “What is my next requirement that I need to meet?” a land without respite, and
we continually give of ourselves to one cause or another. However, we cannot pour from an
empty cup. After being with the caretakers at the orphanage in Viet Nam, I saw the ways in
which the caretakers took care of themselves, despite giving of themselves every hour they are
with the children at the orphanage. They would cuddle sick babies, feed them and burp them,
give them medicine and take them to get vaccines, and when it was nap time, they would take a
moment to chat with each other and share a piece of fruit.
Have we considered the notion that for some, caring for and caring about others may be a
form of self-care? Self-care is individual, but the discovery of how self-care manifests can also
be individual, but we can help each other find that path. There are commonalities, one of which
is self-care being a constant state, not a detox. It is separating yourself from habits that don’t help
you, from people that hurt you, loving someone and showing them care without liking them.
What do we do with all of this knowledge? Do we define and institutionalize the types of care we
give? Do we allow for individual definitions, for ourselves and others? Do we even need to be
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“allowing,” or do we need to be validating the experiences of others and of ourselves when we
demonstrate care? What does that mean and how do we do that? Can we turn from a pragmatic
view of what to how? Let us replace the interpretations of notions of care by tracing the
respective practical consequences with our imagination.
In my everyday life, with the students I teach, I ask them what’s going on inside their
stories. Shame and fear of vulnerability (Brown 2012) are inhibitors to living life with an ethic of
care. Brown names vulnerability as the core of emotions and feelings, the things that gives
purpose and meaning to life. Emotions that are often associated with vulnerability are fear,
shame, grief, sadness, and disappointment, as well as the birthplace of feelings we desire, such as
love, belonging, joy, courage, empathy, and creativity. Vulnerability is a source for hope,
empathy, accountability, and authenticity. When my colleagues and I were willing to step into a
truck in the middle of an unfamiliar place to go to an unfamiliar destination with unfamiliar
people, we ended up being able to comfort little ones as they received their shots. When the Orff
ensemble was asked to improvise, we created new, beautiful music with each other and for each
other.
When we are vulnerable (Brown 2012), we show those around us that we are able to
provide genuine protection because we show others that we are willing to be an open, raw truth.
That what we have to offer is genuine and worthy, and that your self-worth is not directly related
to the actions and products you put out into the world. Brown talks about how when she started
looking into the subject of vulnerability, she would feel and act with fear, anger, and judgement.
She would attempt to control the situation and manufacture certainty, and be unwilling to engage
in any part of being vulnerable if criticism, shame, blame, or judgement were possible. Shame
gets power from being unspeakable. It causes us to be terrified of what people may think about
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us, and keeps us small and quiet. Shame is the killer of connection and innovation. It is the
immeasurable lack of ideas and actions that people hold back when they are afraid. This is where
a number of leaders reproduce a system in which shame can thrive. The leader feels that he/she
needs to know all the answers to be in charge, creating the sense in others that they know less,
are less valuable.
In a marching band setting, shame was evident in the methodology of teaching drill,
when there is always a race against the clock that leads to a delivery of directions that can be
unkind. Shame is seen in the practicing of fundamentals when the time given is dishonest, and
when students are told to, “do it better,” but are not given directions on how, and are not thanked
for their intense effort. While a marching band can be facing extenuating circumstances that lead
to this kind of instruction and execution, there is also a need to have a culture of care in place so
that such circumstances do not alter the culture of the band into a negative one.
To begin to cultivate changes toward mindfulness and vulnerability, we must mind the
distance of where we are and where we want to be. We need to practice the values that we deem
are important. There is not a need to be perfect, just engaged and committed to aligning values
with action. Brown shows us what a shame-permeated culture looks like; blaming, gossiping,
favoritism, name-calling, and harassment. Look for evidence of this in leadership roles through
bullying, criticizing subordinates in front of colleagues, delivering public reprimands, and setting
up reward systems that intentionally belittle, shame, or humiliate people. In most cases, this
methodology achieves the desired result of completing a goal of some sort. However, shame can
only rise up so far in any system before people disengage to protect themselves. When we’re
disengaged, we don’t show up, we don’t contribute, and we don’t care. If we can share our story
with someone who responds with empathy and understanding, shame has no hope of survival.
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As a carer in the orphanage, I had to learn to be mindful in an entirely new way than I
was accustomed to. My usual form of talking with people to share thoughts and feelings was
stripped away—we did not share a common language with the caretakers and nurses. It fell to
my gesturing ability and my actions to be agents of communication. To some extent, I felt
ashamed that I was not being more helpful to those that welcomed me into their walls. But now,
as I think back, I see the ways in which I was equipped to use my willingness to be vulnerable. I
followed where I was led, I jumped in where I saw help was needed, even if I didn’t know how. I
was also willing to merely be present, to hold a baby that needed a cuddle, to sit with a caretaker
as we tried to learn each other’s names.
When we remove shame and we have the courage to be vulnerable, we become open to
learning new ways to care, ways that we didn’t know we couldn’t yet recognize. We often know
what care looks like, but not in the moments we need. We have ideas of how we can care for
ourselves in the moments we are unable to, whether that’s because we’re too stressed, to busy, or
what have you. We can prescribe ways for others to take care of themselves, because we want to
be right, and we probably just want to help. We need to ask ourselves if we want to care about
others with the same vigor in which we want to care for ourselves. However, we need to be able
to care for ourselves without ceasing. Humans are made to care —we are relational beings. This
natural propensity toward relation can be seen in a shared look during the Orff ensemble,
portraying a fear of improvisation. It can be seen in a 150-piece marching band striving toward a
common goal, and it can be seen in a baby crawling over to you as you play a recorder,
showcasing a desire to be closer to you. Humans seek connection and hope to belong. When we
are compassionate to others, all others, we can connect with them, find our similarities of
belonging, build our awareness of empathy, and grow to be more caring individuals.
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Implications

Practice
As a result of this thesis, there are several ideas to implement into practice regarding the
ethic of care. In Appendix A, there is the Caring Curriculum. This curriculum is intended to be
used on top of whatever subject material currently employed in a classroom at any grade level.
The Caring Curriculum was drafted after a course in the caring culture of music education, and
was also pulled from experiences in the collegiate Orff ensemble. There are numerous ways to
engage in a mindful practice of the ethic of care. First, teachers could invite students to engage in
student-led or teacher-generated projects revolving around music and care for others or self.
Students could create a “buddy system” with which to practice, where they find a time to meet
and practice together in order to help the other and build community. This could be in a
mentor/mentee fashion, where one student is older and more experienced than the other, but this
does not have to be the case. Students could also be given a framework in which to create an
engaging community event revolving around music, such as a dinner dance at a local retirement
home, or organizing a small pep band to play at an elementary basketball game. Second, teachers
and students could employ a regular, reflective practice of actions and intentions and how they
relate to his/her self and their learning community.
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Research
The study of the ethic of care in music education has presented a variety of avenues to be
pursued in future research. One route would be to conduct in-depth observations of music
teachers at work in their classrooms. Firsthand observations would permit the researcher to draw
conclusions about the teacher’s awareness and response to their students’ needs of care, as well
as the teachers’ needs of care. Additionally, it would be interesting to conduct such a study in
different regions, age levels, and socioeconomic statuses. Data could then be compared to
discover if or how an awareness of the ethic of care is essential to the classroom.
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Conclusion
This thesis has revealed different ways in which caring can be conceptualized, broadly as
well as in teaching settings. It is important for music educators to be aware of their students’
individual needs and how this will shape their learning environment. The teacher’s
responsibilities to learn about these needs and use them to deliver the most effective instruction
possible, as well as to be a responsive, wholehearted, empathetic human to each and every
student.
This research has explored this topic through the lens of the following research questions:
What does an ethic of care look like in a collegiate Orff ensemble, a high school marching band,
and a Vietnamese orphanage? How do those involved in the teaching and learning of music
generate a culture of care in these settings? How can this information help teachers engage in
reflective practice, create a healthy music-learning environment, and overtly plan and implement
caring pedagogy? This research explored different settings and sought answers to the role of
caring in music and music pedagogy. The interpersonal and intrapersonal relationships inherent
in music-making are reflections of the relational nature of human beings. These interpersonal and
intrapersonal relationships that are arguably inherent to music call into question the methodology
of teaching music, the how. How not only in reference to the techniques and knowledge, but how
technique and knowledge are disseminated when making music. Are these techniques caring? If
so, how do we see that? How does that come across to students? The ways this research has
illuminated the caring techniques of music pedagogy has been seen, as well as the ways an ethic
of care has not been seen. In the music-making at orphanage, the caretakers demonstrated
constant medical and personal care, as well as musical care through nursery rhymes, and the
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party of music educators showed care in our willingness to be vulnerable and musical with the
children and caretakers.
Though some of the children could not play our recorders due to various medical
conditions, giving them the space and attention to explore music showed these residents mindful
care. In the high school marching band, we saw the ways in which an absence of care impacted
the ensemble; the students were discouraged and confused, and did not have great desire to
improve as a whole. However, in the collegiate marching band, we saw the nature of the
common goal impacting the ensemble in a positive way, which led to a supportive, empathetic
culture.
Through music, many transferable skills are often argued for—various aesthetic and
utilitarian skills are developed. Among those transferable skills is teaching the student to care,
which will then transfer to them receiving care, or vice versa. We saw the transferability of care
through music from the collaborative projects in the Orff ensemble course.
In music classrooms, teachers have the ability to show that they care with every student
interaction and lesson plan. However, in some cases, it is not that the teacher or the students are
not caring, it is that they do not know how to communicate it. One crucial aspect of caring is the
ability to be empathetic. Many music educators argue that their classrooms teach emotional
skills, such as how to connect to music and emote through music, that working together to create
music in a group setting fosters community. A necessary component of a caring and empathetic
classroom is the ability to be self-reflective. By evaluating oneself, tacit patterns come to the
forefront of one’s teaching and everyday practice.
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Appendix A

Caring Curriculum
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