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Abstract 

In this article, the authors examine the interconnections between the potential roles of 
music and arts education in people’s lives and social contexts. How can contemporary 
society act as a democratic learning space for music and other arts in an era of extensive 
societal challenges? Following an exposition of the Nordic context, the authors delve 
into learning and education through the lens of transitions in music education, guiding 
readers from critical pedagogy to counter-critical pedagogy. The discussion addresses 
the current era, an era marked by insecurity and fear—yet also hope—and examines its 
implications for citizenship and artistic citizenship education. The concept of artizen-
ship is introduced, wherein artistry and citizenry are viewed as interconnected prac-
tices. In conclusion, the authors advocate for a novel educational approach, artizenship 
education, which underscores the potential of society as a democratic learning space 
for music and other arts, fostering hope for the future. 
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n this article, we (the authors) examine the interconnections between the 
potential roles of music and arts education as a means for co-existence in 
contemporary society, “in dialogue” with Thomas A. Regelski. This exam-

ination includes themes related to society as a democratic learning space, as 
well as other significant contemporary topics regarding justice, fear, hope (e.g., 
Nussbaum 2019), and values in music education (e.g., Jorgensen 2021; Silver-
man 2024). Furthermore, the authors elaborate on the concept of artizenship 
as suggested by Charles Carson and Maria Westvall (2024), which emphasizes 
the practice-related and relational aspects in and of the arts. We (the authors) 
suggest that an examination of society as a generic context for arts education 
can contribute to a wider discussion on the arts as a fundamental component of 
a welfare society. The context of our article is partially rooted in the Nordic re-
gion, where arts education has long been an integral part of cultural politics. 
This is the environment in which we (the authors) live, work, and conduct re-
search, and it was also the home of Thomas A. Regelski for more than 20 years 
(Väkevä, Ojala and Heimonen 2024). Regelski cherished this region and criti-
cally engaged with and sought to advance music education, asking “Why teach 
music?” (Regelski 1996, 1998, 2009, 2010, 2012a, 2012b, 2013a, 2013b). There-
fore, we aim to thoroughly explain this context for international readers, for, as 
Thomas Regelski noted, the same questions are highly relevant globally. 

The approach could be characterized as analytical and hermeneutical 
(Heimonen 2010), grounded in research across music education and artistic 
citizenship (Carson and Westvall 2024; Westvall and Carson 2025; Narita 
2024; Qi 2024; Achieng’ Akuno and Westvall 2024; Silverman 2024; Elliott, 
Silverman and Bowman 2016; Elliott 2012; Turino 2016) and philosophy (e.g., 
Jorgensen 2021; Nussbaum 2019). Our principal research question is: How can 
contemporary society act as a democratic learning space for music and other 
arts in a time of extensive societal challenges?  

 

The Nordic Context 
The Nordic welfare states have traditionally prioritized the well-being of their 
citizens as grounded in values of fairness and solidarity. The Swedish model of 
Folkhemmet (the home of the people) is a metaphor for a robust, well-function-
ing society that operates like a “household,” where everyone also contributes as 
an active citizen. Consequently, a welfare state is characterized by its support 
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for the so-called weaker sectors of society, aiming to create more equitable liv-
ing conditions for all (Khayati and Dahlstedt 2014; Nordvall 2005; Pripp and 
Westvall 2020).  

The strong engagement in social movements and popular education in the 
Nordic countries has been closely linked to the formation of welfare state prin-
ciples. Public finances have supported healthcare, basic and secondary educa-
tion, and university education, not only for national students but also for 
students from EU countries. However, there has been a recent trend towards 
reducing these welfare amenities. For instance, the right-wing government in 
Finland is decreasing financial support for health services, university educa-
tion, and social security due to increasing state debt incurred to cover public 
expenses. This economic insecurity and the potential decline in living standards 
may instill strong insecurity and, in some cases, fear in individuals today (Ra-
javuori 2024). 

The Nordic welfare states are founded on the rule of law and are said to be 
built on theories of social justice such as John Rawls’ (1972) Justice as Fairness. 
The ideas of democratic discursive processes presented in social contract theo-
ries, such as Jürgen Habermas’s deliberative democracy and communicative 
action, have also been applied to music education in Sweden and Finland 
(Bladh and Heimonen 2007). These processes emphasize argumentation 
among equals and the ideal of the best argument prevailing. However, scholars 
such as Martha Nussbaum (2019) and Marissa Silverman (2024) have raised 
concerns about whether the voices of all individuals, including minorities and 
women, are genuinely acknowledged in practice. Silverman (2024) discusses 
care and feminist ethics, along with dialogical ethics as articulated by Martin 
Buber (2004), positioning them as critiques of the prominent social contract 
theories of justice developed by “white men” like Rawls (1972) and Habermas 
(1985). Silverman (2024) argues that these theories often overlook the perspec-
tives of women and asserts that the ethics of care as proposed by Nel Noddings 
(1986), for instance, takes greater account of individual needs.  

Politics and education, including arts education, are consequently closely 
interconnected in Nordic societies. The core curricula are formulated by na-
tional agencies and serve as the foundation for local and school curricula. Tra-
ditionally, democratic goals have been highly central to public education in the 
Nordic countries (see for instance SOU 2022:28). Nevertheless, this indisputa-
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ble focus on democracy as a main pillar of education seems to be gradually re-
ceiving less attention recently in favor of an increased focus on subject 
knowledge, cognitive science, and practical methods.  

Governments in the Nordic Region, elected democratically, typically influ-
ence the legislation governing educational institutions and the design of na-
tional core curricula by setting educational aims in the government program 
(e.g., HE 212/2024). Following democratic parliamentary elections, a new gov-
ernment is formed based on political success. This implies that the aims and 
resources of education may change according to the elected authorities. Gener-
ally, right-wing governments emphasize individual freedom and academic sub-
jects, while left-wing governments focus on communal values.  

Nordic cultural politics reflect both social realities and political ideologies 
that have emerged alongside the development of the Nordic welfare states. 
These policies have in many respects become tools for enhancing welfare and 
well-being while also serving other societal functions. Specifically, art and cul-
tural policies have been viewed as promoting aesthetic values in society. In par-
allel to this approach, participation in, and the production of, various and 
diverse forms of culture have also been promoted as an attempt to promote 
equality over the past 50 years. The autonomy of the arts sector has long been 
central to culture politics, with an emphasis on the “arm’s length principle,” 
which highlights that the role of cultural politics is to create conditions for cul-
tural activities and expressions, without controlling the content (Norden, Kul-
turanalys, 2017). 

Following an era of “cultural democratization,” when so-called high-quality 
art was intentionally made more accessible to people regardless of their socio-
economic background, the concept of “culture democracy” became a corner-
stone in culture politics during the 1970s. More participatory and multi-faceted 
aspects of culture were increasingly considered by the politicians and the pub-
lic, and community-based cultural initiatives were also politically encouraged, 
as well as various expressions of everyday culture, which gained greater ac-
knowledgment as forms of artistic and cultural expression. One consequence of 
these cultural-political efforts was that arts and culture were increasingly seen 
not just as valuable for their own sake, but also as assets for achieving social 
and political goals. From the 1980s onwards, so-called commercial culture was 
no longer as politically questioned as it had been during the 1970s. Instead, the 
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commercial market also became more central to cultural life as well as an im-
portant element of international recognition, and economic success was seen as 
a legitimate sign of “high artistic quality.” For instance, the “Swedish Music 
Miracle” is a concept that highlighted the international significance of Swedish 
songwriters, producers, and performers, and it was defined as an important 
trade “export.” At the same time, this “miracle” was often connected with the 
outcomes of community-based music education in local music schools and lei-
sure time centers (Westvall 2007; Svenska institutet 2025). Consequently, sev-
eral rationalities and discourses now coexist within Nordic cultural politics, 
making it quite varied (Norden, Kulturanalys, 2017, 22–23). 
 
Current problems 
Several generations have now experienced an era of enhanced societal well-be-
ing and improved living conditions. Sociologist Hartmut Rosa (2018) critiqued 
the entrenched notions of modern institutional life in Western societies that 
rely on economic growth, technical acceleration, planning, and the medical-
technological control of human life. However, the lived experiences of people 
today, across various age groups, are marked by distressing challenges such as 
environmental and eco-social crises caused by human activities (Foster and 
Sutela 2024; Piispa 2018), wars, and pandemics such as COVID-19 (Jorgensen 
2021, 3). These issues, often referred to as “wicked problems” (Westerlund 
2023), consist of interdependent elements that many perceive as unsolvable. 
Consequently, they induce fear and hinder continuous development, in turn af-
fecting the steady rise in living standards, which modern Western societies have 
assumed as a premise for many generations up until now (Niemelä and 
Laaninen 2024; Rajavuori 2024; Rosa 2018). Understandably, many individu-
als may become anxious if living standards appear to stagnate or decline, and 
when they realize that the global ecological system may be destroyed by human 
activities. 

Additionally, the world is moving towards “a time of surprises, contradic-
tions, and conflicts” (Dufva and Rekola 2023), which also induces fear in hu-
man beings. Sociologist Zygmunt Bauman (2007) discussed “liquid fear,” a fear 
directed towards something formless in the uncertain contemporary social con-
text. This type of fear, encompassing both humans and non-humans, was the 
theme of the University of the Arts Helsinki artists’ exhibition in 2024 titled 
“Liquid Fear,” referring to Bauman (2007) and addressing “wavering tensions 



Action, Criticism, and Theory for Music Education 24 (5)  94 
 

 
 
Heimonen, Marja, and Maria Westvall. Rethinking music education as artizenship education: 
Society as a democratic learning space for music and other arts in an era of insecurity, fear—
and hope! Action, Criticism, and Theory for Music Education 24 (6): 89–113. 
https://doi.org/10.22176/act24.6.89      

and contradictions” (Lumme 2024). Philosopher Martha Nussbaum also ex-
plored fear in uncertain times, along with its connections to hope, in her work 
Politics of Fear (2019). We will delve further into her ideas in the following sec-
tion. 

 

On Fear and Hope in an Era of Insecurity 
In Politics of Fear, Nussbaum (2019) discussed how individuals fear losing 
their future and the dreams they hold for themselves and their loved ones. In a 
similar vein Rosa (2018) asserted that the improving lives of future generations 
is no longer guaranteed in contemporary Western societies. These phenomena 
may amplify scapegoating, toxic envy, and visions of revenge (Nussbaum 2019). 

Fear is described as primitive, asocial, and narcissistic (Nussbaum 2019). 
“It drives out all thoughts of others, even if those thoughts have taken root in 
some form” (Nussbaum 2019, 29). It takes away concern for others and relates 
to the helplessness of infants, whereas compassion is outward-oriented and re-
lates to social networks. Nussbaum (2019) referred to Donald E. Winnicott 
(2007), who posited that primitive fear relates to the helplessness of babies and 
children, who need a “facilitating environment” to flourish and show concern 
for others. This suggests that the personal and political environments in which 
children grow are closely connected to and inseparable from the beginning of 
life (Nussbaum 2019). In addition, fear regarding environmental degradation 
is prevalent in our contemporary global society (Jorgensen 2021, 3). 

We assert that it is the fundamental task and objective of all educators to 
foster a learning environment devoid of fear. In such environments, education 
is perceived as a transformative process, wherein children and youth evolve into 
individuals with “a voice of their own” (Rosa 2018, 91) through a process of en-
culturation, “whereby the beliefs and practices that constitute a culture are 
transmitted and transformed from one generation to the next” (Jorgensen 
2021, 7). The Greek term paideia originally encompassed both the concepts of 
education and culture, although “its modern interpretation is emphatically 
transformational” (Jorgensen 2021, 7). Educators aim to develop their students 
into critically acting and thinking citizens capable of transforming society and 
improving the world, as advocated also by Regelski (1996, 1998, 2009, 2010, 
2012a, 2012b, 2013a, 2013b, 2016). Additionally, in Democracy and Educa-
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tion, Dewey (2004) emphasized the significance of viewing schools as micro-
cosms of society, where students learn to coexist, solve problems, and respect 
diverse perspectives. This approach is essential for all democratic societies and 
learning spaces.   

In an era of fear, Nussbaum (2019, 220) emphasized a hopeful future, ar-
guing that hope empowers human beings to resist the detrimental effects of 
fear, fostering a more inclusive and empathetic society. According to Nuss-
baum, the following five practices promote hope and, concurrently, democracy: 
1) Music, poetry, and other art; 2) Critical thinking, schools, universities; 3) Sol-
idarity groups, dialogical ways of acting; 4) Religious groups if they use peaceful 
practices for love and respect; 5) Theories of justice. As a specialist in literature, 
Nussbaum (2019, 225) writes extensively about hope and literature. In addition 
to literature promoting hope, she mentions other arts as well, such as making 
music and engaging in artistic activities together, as mentioned above. Nuss-
baum stresses the importance of experiences of action in which people are ac-
tive and kinetic, such as acting in a play together. She also emphasizes seeing 
beauty and doing something beautiful together. 

Nussbaum (2019, 221) proposed some solutions to overcoming fear and its 
negative effects on society. Firstly, she emphasized the importance of hope as a 
counterbalance to fear, since hope can empower individuals and communities 
to resist fear and its manifestations, fostering a more inclusive and empathetic 
society. Secondly, by encouraging compassion and understanding towards oth-
ers, individuals can mitigate the divisive effects of fear, since compassion helps 
bridge gaps between different groups and thus promotes social cohesion. 
Thirdly, she advocated active participation in democratic processes, since en-
gaging in constructive political deliberation and civic activities can help indi-
viduals feel more empowered. Fourthly, she highlighted the role of education in 
overcoming fear; since education fosters critical thinking and encourages indi-
viduals to question and understand their emotions, it can also reduce the irra-
tional aspects of fear. Fifthly, she promoted building trust in institutions, 
because strengthening trust in democratic institutions and the rule of law can 
help alleviate fear; when people have confidence in their institutions, they are 
less likely to feel powerless and fearful. 

Nussbaum (2019) endeavored to cultivate a society characterized by resili-
ence and optimism, thereby equipping it to effectively confront the multifaceted 
challenges engendered by fear. She also introduced a sixth practice for hope: 
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citizenship—national service to bring young people into close contact with peo-
ple of different races, ages, economic and social levels, etc. This could be inter-
preted as everyday practice citizenship, connected to artizenship (Carson and 
Westvall 2024) and to hope, which is part of Narita’s reasoning (2024, 19) as a 
Freirean music teacher-educator: to be able to change in dialogue with others, 
and to become more human.  

 

Learning or Education? Transitions in Music Education 
Changes in the objectives of music education are often intertwined with the pre-
vailing educational values in societies. For instance, the transition from behav-
iorism, which views learning as a change in observable behavior caused by 
external stimuli, to constructivism in music education reflects a move towards 
more student-centered learning approaches (López-Íñiguez et al. 2022). Be-
haviorism, with its focus on reinforcement and punishment in shaping student 
behavior and learning outcomes, has been supplanted by constructivism, which 
emphasizes the active role of learners in constructing their own understanding 
and knowledge through experiences. This transition, also evident in Regelski’s 
(1981, 1986) work on action learning in the 1980’s, underscores the importance 
of practical engagement and hands-on activities in fostering deeper learning 
and skill acquisition in music education. As Joseph Shively (2015, 128) argued, 
“constructivism, as a theory of learning, has taken on an increasingly important 
role in music education.” In her 2017 work, Guadalupe López-Íñiguez advo-
cated for the application of constructivist principles in music education. She 
emphasized such a constructivist approach for instrumental music instructors 
to foster equality between students and teachers and to enhance student-cen-
tered learning in music education. Moreover, ethics of care has been high-
lighted in a wide range of music education practices to nurture students’ well-
being (López-Íñiguez and Westerlund 2023; Silverman 2024). 

In addition, music education in the Nordic countries has expanded its focus 
from an exclusive emphasis on Western art music to include diverse musical 
traditions. This expansion acknowledges the cultural specificity of musical 
practices and promotes a more inclusive and representative curriculum. By rec-
ognizing the intrinsic worth of a wide range of musical genres, educators can 
foster a greater appreciation for musical diversity and intercultural dialogue 



Action, Criticism, and Theory for Music Education 24 (5)  97 
 

 
 
Heimonen, Marja, and Maria Westvall. Rethinking music education as artizenship education: 
Society as a democratic learning space for music and other arts in an era of insecurity, fear—
and hope! Action, Criticism, and Theory for Music Education 24 (6): 89–113. 
https://doi.org/10.22176/act24.6.89      

that encourages students to explore a wide range of musical expressions (Car-
son and Westvall 2016; Thomson 2024). Popular music is now favored in gen-
eral music education (Georgii-Hemming and Westvall 2010; Kallio 2015; 
Koskela 2022), and critical pedagogy, even activism, has been interpreted to be 
part of Nordic music education (Ferm Thorgersen, Brinck, Kvaal, and Thorg-
ersen 2015; Westerlund and Heimonen 2015). Regelski (1996) underscored the 
potential of critical pedagogy and praxial philosophy in his article “Prolegome-
non to a Praxial Philosophy of Music and Music Education,” published in the 
first issue of the Finnish Journal of Music Education (FJME). The ideas artic-
ulated in his article—for instance, the assertion that “Praxially, music is ‘good 
time’” (36)—draw upon the author's earlier explorations of action learning in 
the 1980s. This publication served as a foundational text for his subsequent 
body of work. Just two years later, in 1998, the same journal featured his influ-
ential article, “Schooling for Musical Praxis.” Further contributing to the dis-
course, Regelski (2009) published a column titled “Music as Praxis: Some 
Implications for Teachers” in the 2009 special issue of the FJME, which focused 
on history of music education. Moreover, his “Culturalism, Multi-Culturalism, 
and Multi-Musical Prosperity” published in the 2010 special issue on multicul-
tural music education of the FJME stressed the importance of “culture as 
praxis.” According to Regelski (2010, 96), “Many of the problems of multicul-
turalism are overcome when social (not cultural) pluralism is stressed.”  

The trend to emphasize popular music and promote informal learning 
seems to stress the importance of authenticity in musical experiences. Informal 
learning, characterized by self-directed and peer-based activities, aims to allow 
students to engage in music in more natural and meaningful ways (Green 2002; 
Regelski 1996, 1998, 2009, 2016; Väkevä and Westerlund 2007). This approach 
fosters a sense of ownership and intrinsic motivation, aiming at more authentic 
and personally significant musical learning. However, Lauri Väkevä and Aleksi 
S. Ojala (2015) problematize authenticity in music classrooms and suggest that 
the gap between the so-called real world and the school could be narrowed if 
students could use technical tools in the music classroom, which could be re-
garded as a specific place for cultural production. A transition towards digital 
music education is apparent, with AI as the most recent such component in ed-
ucation (Cheng 2025). 

The distinction between learning and education in music highlights a shift 
towards a more pedagogically focused approach. While learning refers to the 
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acquisition of knowledge and skills, education encompasses broader goals such 
as fostering critical thinking, creativity, and personal growth. Aims and values 
in music education are intertwined, like clusters, but include nuances, as Estelle 
Jorgensen (2021, 14–17, 119, 126–128) has argued. The ability to hear, see, and 
express nuances is regarded as essential to the work of musicians and other art-
ists; and nuances are crucial in music and arts education.  

Jorgensen applied clusters of words, such as the “quartet” of fidelity, per-
sistence, patience, and loyalty, to demonstrate how values are intertwined yet 
distinctive. Persistence, for instance, is of great importance in arts and all forms 
of education, as achieving the social and cultural aims of education and realiz-
ing educational visions takes time. Additionally, patience, a crucial value in arts 
and arts education, may be understood both as a noun and in an active sense, 
as acting patiently.  

The aforementioned pedagogical approach emphasizes the role of educa-
tors in guiding and facilitating holistic musical development, leading to a 
broader understanding of aims and values in music and arts education. Conse-
quently, we will explore music and arts education and their relationships with 
social contexts and circumstances. This theme leads us to explore critical ped-
agogy.  

 

From Critical Pedagogy to Counter-Critical Pedagogy 
Critical pedagogy, as articulated by scholars such as Paulo Freire (1998) and 
John Dewey (2004, 1990), has historically engaged with themes of democracy, 
social justice, educational equality, power dynamics within educational rela-
tionships, and the empowerment of students. In the context of music and arts 
education, these themes have been further explored by Deweyan researchers 
(e.g., Väkevä 2023; Westerlund 2002) and praxial music education philoso-
phers, including Thomas A. Regelski (1996, 1998, 2009), Wayne Bowman 
(2007), and David Elliott (1995). Dewey’s conception of democracy, as noted by 
Paul Woodford (2004, 2), is the “releasing of human capacity for communal 
action.” For Dewey, democracy is not merely a political system or governmental 
framework but an ethical ideal and a communal way of life.  

Praxialists such as Regelski (1996, 2016) and Small (1998) prioritize the 
processes and practices of making music, emphasizing the praxis itself over the 
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pursuit of outcomes such as exemplary concert performances. Small (1998) ad-
vocated for the appreciation of diverse levels of “musicking,” with a particular 
focus on participatory performances, viewing music and music making also as 
a social activity. Rather than conforming to universal standards, praxialists 
(such as Regelski in 1996) assert that the functions of music and individual ex-
periences inform music’s context-specific values. 

However, contemporary artist-researchers in higher arts education, such as 
Kevin Skelton (2023a, b), advocate not only for practices such as musicking 
(Small 1998) and trans-disciplinarity (e.g., the integration of, for instance, mu-
sicology and performing arts), but also for a counter-critical (not anti-critical) 
pedagogy (Skelton 2023a, b). This approach seeks to unify various aspects, in-
cluding the Aristotelian concepts of praxis, poiesis, and techne, concepts Regel-
ski (1996) previously examined in his 1996 article in the Finnish Journal of 
Music Education. Skelton posits that in counter-critical pedagogy, the “way of 
being” is central, viewing it as a “philosophy of life” that prompts the question: 
How do I relate to others? He characterizes counter-critical pedagogy as an on-
going process in everyday life, teaching, curriculum development, and more re-
lational aspects, making it appropriate for addressing contemporary challenges 
faced by individuals who must adapt swiftly to changing conditions in a world 
beset by wars and ecological crises.  

 

From Citizenship Education to Artizenship Education  
Citizenship Education 
We have highlighted that active citizenship has been central to the idea of 
Folkhemmet (the home of the people) and the welfare state. Thus, we would like 
look into the role of active citizenship with regards to arts and music practices. 
In contemporary societies, citizenship, as a status, is typically conferred by birth 
or residency, or through formal processes. This suggests that the definition of 
citizenship can vary within a society or across different social contexts, contin-
gent upon an individual’s contextual activities. For example, Aristotle posited 
that citizenship necessitates political participation. In some monarchies, indi-
viduals may possess citizenship status without the right to participate, which 
deviates from Aristotle’s conception of citizenship (Miller 2020, 24).  

The autonomy and freedom of citizens to act within societies is closely tied 
to the roles of the states. A liberal state, maintaining neutrality regarding the 
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diverse ways individuals choose to lead their lives, often offers a minimalistic 
account of the concept of human good. In contrast, societies that emphasize the 
common good, such as the Nordic welfare states, provide a thick description. In 
these societies, the state plays an active role in promoting the good life of hu-
mans. Confucian citizenship education, which favors passive citizenship, un-
questioned obedience, and authoritarian leadership, is characterized by a very 
thick description of human good (Tan 2020, 5). 

Aristotle’s perspective on citizenship education was intrinsically linked 
with his virtue ethics and his conception of a good, flourishing human life. Ac-
cording to him, a good citizen is synonymous with a human being leading an 
ethically virtuous life. Moreover, acting in accordance with virtues necessitates 
extensive training (Miller 2020, 21). Aristotle, therefore, underscored the con-
nection between civic and ethical education (18) in Politics and Nicomachean 
Ethics.  

Currently, communitarians base their ideals on participatory communities, 
associated with civic education in Aristotle's ideas. In other words, they believe 
that politics and ethics are interconnected (Miller 2020, 17–18). Facilitating a 
good life for citizens is the ultimate purpose of the government (22). This also 
relates to education in music and other arts. For instance, Elliott (1995) and 
other music education researchers (e.g., Björk and Heimonen 2019; Regelski 
1996) referred to Aristotle and his virtue ethics when discussing practices and 
the role of arts education in promoting a good, flourishing life, as has Nussbaum 
(1998, 2001). 

In the realm of citizenship education, Dewey’s work, particularly Democ-
racy and Education (2004), is considered paramount (Van der Ploeg 2020, 
113–114). Dewey viewed schooling as a democratic practice, and social life and 
education as organically and closely connected. He perceived education as ex-
plicitly social; it serves as the means for the social continuity of life (Dewey 
2004, 2). Shared experiences and collaborative activities facilitate learning and 
teaching, which is essential in community building. Conversely, to ensure soci-
ety’s continuity, social life necessitates education, the transformation of shared 
aims, language, and beliefs. However, education is not merely transmission; it 
involves transformation, renewal, and critical thinking and creativity (van der 
Ploeg 2020, 115; Regelski 1996, 1998, 2012a, 2012b, 2013a, 2013b). 

In Dewey’s view, citizenship education is not a separate subject (van der 
Ploeg 2020, 113). All education promotes democratic citizenship if it is inclusive 
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and accessible to all. As Dewey (1990) argued in The School and Society, 
schools should be open to all children, irrespective of their social or economic 
background. Learning to live together and to think critically is of the utmost 
importance, and school is viewed as a microcosm of society. Democratic citi-
zenship is interpreted broadly; rather than merely voting in elections; democ-
racy is seen as a form of social life, not a form of government (Van der Ploeg 
2020, 115). 

 
Artistic Citizenship Education 
In line with citizenship education, Elliott (2012) highlighted the role of music 
educators as citizenship educators by emphasizing that they “should help stu-
dents conceive and practice ‘music-making as ethical action’ for social justice” 
(Elliott 2012, 22). Elliott’s approach to artistic citizenship thus highlighted the 
roles and tasks of arts educators to a greater extent than, for instance, other 
researchers in the field, such as Campbell and Martin (2006), who foremost 
connected the concept of artistic citizenship to public art and the concept that 
artists have a special role in public life. Regarding arts in public life, Achieng’ 
Akuno and Westvall (2024) described artistic citizenship as “an act of respon-
sibility and negotiation on the part of an artist within a defined environment 
that is of value to them or to which they aim to add value” (137), which is 
also highly relevant for arts educators. In Elliott, Silverman, and Bowman’s ed-
ited publication Artistic Citizenship: Artistry, Social Responsibility, and Ethi-
cal Praxis (2016), the concept is related to ethics, various forms of activism, and 
the social responsibilities of artists and educators. Moreover, Narita (2024) 
suggested that music education as an artistic citizenship practice may human-
ize both educators and students, not only through actions but also through crit-
ical reflection. Silverman (2024) acknowledged that “although music education 
cannot provide ultimate, once-and-for-all answers to the world’s problems, mu-
sic educators can help students tap into their civic responsibilities through mu-
sic teaching and learning. Additionally, music educators can help students 
experience and feel ‘hope’” (32). 

In line with political scientist James Tully’s definitions of global and diverse 
citizenship “as actors and activities in contexts” (Tully 2014, 35), Nathan Thom-
son (2024) introduced the concept of global artistic citizenship, which ad-
dresses the intercultural dimension of artistic practices. From a citizenship 
education perspective, this can be an important interconnection between the 
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arts and citizenship education: “our communities become more diverse, our 
learning environments more intercultural” (151). This argument also aligns 
with Qi’s (2024) autoethnographic description of artistic citizenship as a way of 
negotiating interculturality. Artistic citizenship education focuses on the ideas 
that “[a]rtistic actions are ways of participating in society” (Achieng’ Akuno and 
Westvall 2024, 136). In that regard, communal and inclusive goals can be 
achieved more efficiently through inclusive artistic practices that highlight mu-
tuality and dialogue among participants, thus leading to increased social trust 
and care. This decentralized approach challenges the idea of artistic citizenship 
education as one-directional—e.g. from the artist and/or educator to “other” 
citizens and/or students—to more interactional practices in which democratic 
processes become an integral part of artistic citizenship education. 

 
Artizenship—Artistry and Citizenry as Combined Practices 
The concept of artizenship (Carson and Westvall 2024; Westvall and Carson 
2025) expands on an interactive approach to, and the intersection between, art-
istry and citizenry. This integrative foundation of arts and citizenship elucidates 
the role that arts can have in a communal context. Artizenship, then, places the 
focus on the possibilities of the arts as a democratic practice where individuals’ 
creativity, expressiveness, and interactions can be performed and reciprocated 
in both quotidian and exceptional ways. An artizenship approach to education 
contributes to sustainable and equitable prerequisites that can support individ-
ual and communal agency and social trust (Pripp and Westvall 2020) as well as 
ways of expressing both hope and resistance (Pripp 2024). In this manner, so-
ciety can function as a democratic learning space of and with the arts, similar 
to Tully’s (2014, 35) description of citizenship as praxis. Thus, artizenship 
serves as a lens for experiencing and understanding citizenship through the 
practice of artistic collaboration and negotiation in communal settings. 
 

Conclusions: Artizenship Education for the Future  
In conclusion, we will synthesize and critically discuss our findings. Initially, we 
posited that societies could function as democratic learning spaces, contingent 
upon the expansion of the aims and values of music education, and posed the 
question: How can contemporary society act as a democratic learning space 
for music and other arts in a time of extensive societal challenges?  
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In an era marked by pervasive fear, environmental crises, and conflicts, the 
significance of social agency cannot be overstated. To nurture communal 
agency among individuals, the arts, particularly education in music and other 
arts, serve as vital instruments for building bridges and fostering human con-
nections. Silverman (2024, 44) integrates “compassionate, concerned, and car-
ing action” alongside social justice within her conceptualization of radical 
empathy, and cites Givens (2022), who contends that radical empathy “requires 
we move beyond focusing on personal growth.” We similarly advocate for such 
caring and empathetic actions, which instill hope for the future, as integral com-
ponents of artizenship education, manifested through everyday practices.  

Jorgensen (2021) posited that values in music education can be elusive in 
practice. We suggest that these values could be actualized if our societies func-
tion as democratic learning spaces for music and other arts. This necessitates 
an expansion of the objectives of music and arts education: rather than concen-
trating solely on traditional skills such as learning to listen, play and sing, the 
values and aims of music education should be viewed more broadly. This ex-
pansion could be realized by emphasizing active participation in society by 
artizenship education, in the ways in which it is described above, such as recur-
ring artistic collaboration and negotiation in communal settings. Values in mu-
sic education, such as patience, should be interpreted as verbs—acting 
patiently—within and through the arts characterizing artizenship education, as 
well as the processes of negotiating and collaborating. Furthermore, clusters 
of practices, akin to the clusters of values articulated by Jorgensen (2021), de-
lineate artizenship education, intertwining while maintaining their distinctive-
ness. These clusters of practices resemble the “way of being” that characterizes 
counter-critical pedagogy, as proposed by Skelton (2023 a, b). Additionally, this 
framework emphasizes relationships, posing the question: How do I relate 
to/with others? This perspective underscores the fundamental objective of 
artizenship education, which is to learn and to experience how to actively coex-
ist and collaborate with others by, through, and with the arts. Addressing fun-
damental and global contemporary issues such as climate crises and 
environmental challenges can be facilitated through education in music and 
other arts, thereby nurturing hope for the future.  

Artizenship education can be seen as a means of acknowledging emotions 
such as fear, passion, and anger (Nussbaum 2019) within contemporary society, 
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and approaching these with alternative courses of action. Rather than employ-
ing exclusionary tactics, essentially constructing a metaphorical cage or prison 
for potent emotions like anger and passion, artizenship education advocates for 
inclusivity and communal artistic endeavors. As Jorgensen (2021) suggested, 
passion is particularly vital in the realms of music and other arts. Artizenship 
education has the potential to cultivate and channel emotions such as passion, 
fear, and anger, thereby facilitating the integration between individuals into our 
contemporary societies and fostering hope and well-being. In this manner, so-
ciety can function as a democratic learning space for music and other arts. 

Within the framework of artizenship, educational activities are designed to 
cultivate independence, care, autonomy, and critical thinking, with learning 
perceived as context-bound and situational. Emphasis is placed on relation-
ships rather than on individuality and rationality. Consequently, the promotion 
of active citizenship is prioritized, with the objective of nurturing critical, car-
ing, and creative citizens, as opposed to unquestioningly obedient and passive 
individuals. To achieve this, a diversity of artistic expressions is valued and nec-
essary, facilitating an understanding of the world and its inhabitants. Further-
more, the promotion of diverse modes of communication and accessibility to 
communicative means is emphasized, fostering a sense of competence in self-
expression and awareness of how to engage with the arts in various and co-cre-
ative ways. Consequently, the ways in which teachers–facilitators–artists are 
trained, is then central to the ways in which (higher) arts education can expand 
into more inclusive, democratic, and consolidative practices (Westvall and Car-
son 2025). 

Society can therefore be conceptualized and highlighted as a central learn-
ing space where negotiated practices are emphasized and ethical and moral 
principles can be integrated into individuals, thus becoming intrinsic to their 
being and evolving through interactions with others. Artizenship is then woven 
into the fabric of co-existence, enabling individuals to develop a range of com-
petencies throughout their lives. This approach provides a palette of diverse and 
sometimes interactive ways of acting, doing, and interacting within society 
though the arts.  

Artizenship education has the potential to provide access for all individuals 
to engage in the creation and co-creation of art, fostering relationships with 
music and other art forms. It encourages immersion in music and other art 
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practices, recognizing and embracing diverse modes of expressing their exist-
ence. This serves as our rationale and justification for the development of teach-
ing music and other forms of arts, and it is our response to Thomas Regelski’s 
(2012a, 2012b, 2013a, 2013b) critical and ongoing question: Why teach music? 
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