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Research on the relevance of emotions in political mobilisation has increased 
in recent decades. One reason for this may be the increasingly polarised and 
diversified nature of the political culture in liberal democracies. This thesis 
contributes to this discussion from the viewpoint of Martha Nussbaum’s 
philosophical work on political emotions – a perspective that has not yet been 
comprehensively examined in the field of education. The study aims to explore 
both the tensions and the possibilities involved in education for political 
emotions with respect to constructing and pursuing collective political aims. 
It elucidates how Nussbaum’s work could increase our understanding of the 
role of political emotions in political mobilisation and provide guidance for 
education in terms of addressing various social and political challenges. 

This thesis is a theoretical inquiry and employs the methods 
of philosophical research, including theoretical and conceptual analysis as 
well as philosophical argumentation. The thesis consists of three interrelated 
studies that approach the relevance of Nussbaum’s work to education from 
different angles. Furthermore, through the studies, Nussbaum’s work is 
discussed in three frameworks of political education: global citizenship 
education, democratic citizenship education, and human rights education.  

The first study explores how Nussbaum’s work can increase our 
understanding of the possible harmful effects associated with negative 
political emotions (such as fear and anger). Drawing from a recent case of 
educational policy-making in one of the largest cities in Finland, and from 
Nussbaum’s theory of political emotions, the first study elucidates the 
problematic consequences that negative political emotions can have for the 
political culture, educational policy-making, and for global citizenship 
education. This study also emphasises the importance of following established 
democratic procedures, policies, and guidelines in educational decision-
making. Furthermore, the study argues for the reinforcement of positive 
political emotions (such as hope and compassion) as a long-term educational 
objective.  

The second study examines how Nussbaum’s theory of political emotions 
– more specifically, her understanding of democratic politics and the role of 
emotions in political mobilisation – may contribute to the contemporary 
philosophical debates on citizenship education. While the study focuses on 
contesting agonistic models of citizenship education, it also addresses the 
limitations of deliberative and liberal theories, and illuminates the 
relationship of Nussbaum’s theory to these contesting approaches. Drawing 
from Nussbaum, the second study highlights the important role of political 
emotions in education for democratic citizenship, yet challenges the centrality 
of political conflict in citizenship education. It further argues that citizenship 
education can and should play a part in shaping the way students come to 



  4 

understand the nature of the political: as a collective striving towards shared 
goals, supported by constructive political emotions, rather than a conflictual 
relation between ‘us’ and ‘them’.  

The third study focuses especially on envisioning the practical 
implementations of Nussbaum’s theory of political emotions. The study 
suggests that the relevance of Nussbaum’s work to education is associated with 
its potential for offering guidance on how to develop the motivation ultimately 
needed to work for social justice. In the third study, Nussbaum’s theory, 
particularly the concept of political compassion, is discussed in the context of 
human rights education. The study suggests different ways in which the 
pedagogic capability of narrative imagination, a concept drawn from 
Nussbaum’s educational account, could be practiced in classrooms when 
teaching and learning about human rights issues, such as racial 
discrimination. Therefore, the third study takes the first steps in imagining a 
‘Nussbaumian pedagogy’. 

As a whole, the thesis proposes that through Nussbaum’s work it is possible 
to argue that emotions matter for political mobilisation. The study also 
suggests that a model of citizenship education informed by Nussbaum’s theory 
of political emotions could contribute to citizenship education theorising by 
avoiding some of the problems associated with the deliberative, liberal, and 
agonistic models of citizenship education. Furthermore, the thesis suggests 
that Nussbaum’s work can provide education with guiding ideals and 
principles that can have particular relevance in the current theoretical, 
educational, and an increasingly polarised social and political 
landscape. Nussbaum’s theory might help in articulating some constructive 
and solution-oriented suggestions for education that are much needed in our 
interconnected world that faces global challenges. However, this study finds 
that Nussbaum’s ideas need to be brought into discussion with the ones 
articulated by scholars from more critical schools of thought. Furthermore, 
this thesis argues that while political emotions are focal for political action as 
well as for education, the nature of different political emotions and their role 
in society should be critically reflected upon in order to understand both their 
ambivalences and their possibilities. Only when political emotions are exposed 
to serious scrutiny, can they be beneficial in education for the good of societies. 
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Tutkimus tunteiden merkityksestä poliittisessa liikehdinnässä on lisääntynyt 
viime vuosikymmenten aikana. Yksi syy tähän voi olla liberaalien 
demokratioiden yhä polarisoituva poliittinen kulttuuri. Tämä väitöskirja 
osallistuu kyseiseen ajankohtaiseen keskusteluun Martha Nussbaumin 
poliittisten tunteiden teorian näkökulmasta. Tutkimus tarkastelee niitä 
jännitteitä ja mahdollisuuksia, jotka liittyvät poliittisiin tunteisiin 
kasvattamiseen korostaen erityisesti yhteisten poliittisten päämäärien 
rakentamista ja tavoittelua. Tutkimus valottaa, miten Nussbaumin teoria voisi 
lisätä ymmärrystämme poliittisten tunteiden roolista poliittisessa 
mobilisaatiossa sekä tarjota ohjenuoria suunnitellessamme kasvatusta, joka 
kykenee erilaisten poliittisten ja sosiaalisten haasteiden huomioimiseen. 
Nussbaumin teoria edustaa näkökulmaa, jota ei ole vielä kattavasti käsitelty 
kasvatustieteissä. 

Tämä teoreettinen väitöskirjatyö hyödyntää filosofisen tutkimuksen 
menetelmiä: teoreettista ja käsitteellistä analyysiä ja filosofista 
argumentaatiota. Väitöskirja koostuu kolmesta erillisestä mutta toisiaan 
tukevasta osatutkimuksesta, jotka lähestyvät Nussbaumin teoreettisen työn 
hyötyä kasvatukselle eri näkökulmista. Lisäksi näiden osatutkimuksien kautta 
Nussbaumin työtä tarkastellaan kolmessa eri poliittisen kasvatuksen 
viitekehyksessä: globaalissa kansalaiskasvatuksessa, demokraattisessa 
kansalaisuuskasvatuksessa, ja ihmisoikeuskasvatuksessa.  

Ensimmäisessä osatutkimuksessa selvitetään, miten Nussbaumin 
tutkimus voi lisätä ymmärrystämme mahdollisista haitallisista vaikutuksista, 
jotka liittyvät negatiivisiin poliittisiin tunteisiin, kuten vihaan tai pelkoon. 
Hyödyntäen Nussbaumin poliittisten tunteiden teoriaa ja erästä 
koulutuspoliittista päätöksentekotapausta ensimmäinen osatutkimus valottaa 
ongelmallisia seurauksia, joita negatiivisilla poliittisilla tunteilla voi olla 
poliittiselle kulttuurille, koulutuspoliittiselle päätöksenteolle ja globaalin 
kansalaisuuskasvatuksen toteuttamiselle. Lisäksi osatutkimus painottaa 
olemassa olevien demokraattisten toimintamallien ja ohjeistusten 
noudattamisen keskeisyyttä koulutuspoliittisessa päätöksenteossa. 
Osatutkimus argumentoi positiivisten poliittisten tunteiden, kuten toivon ja 
myötätunnon, vahvistamisen puolesta pitkäaikaisena kasvatuksen 
tavoitteena. 

Toisessa osatutkimuksessa tarkastellaan, mikä merkitys Nussbaumin 
poliittisten tunteiden teorialla –hänen ymmärryksellään demokraattisesta 
politiikasta ja tunteiden roolista poliittisessa mobilisaatiossa – voi olla 
ajankohtaisen kansalaisuuskasvatusta koskevan filosofisen keskustelun 
näkökulmasta. Vaikka osatutkimus keskittyy agonistisen 
kansalaisuuskasvatuksen haastamiseen, se huomioi myös liberaalin ja 
deliberatiivisen teorian rajoitteita sekä valottaa Nussbaumin teorian suhdetta 
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näihin kahteen vastakkaiseen tutkimustraditioon. Nussbaumin työhön 
tukeutuen toinen osatutkimus korostaa poliittisten tunteiden tärkeää roolia 
demokraattisen kansalaisuuden kehittymisessä, mutta samalla haastaa 
agonistisen lähestymistavan edustajien peräänkuuluttaman poliittisen 
konfliktin keskeisyyden kansalaisuuskasvatuksessa. Lisäksi osatutkimuksessa 
väitetään, että kansalaisuuskasvatuksen tulisi osaltaan olla vaikuttamassa 
tapaan, jolla oppilaat oppivat ymmärtämään poliittisen luonteen. 
Osatutkimuksessa ehdotetaan, että konfliktuaalisen me/he -erotteluja 
korostavan näkemyksen sijaan poliittinen tulisi mieltää edes joidenkin 
yhteisten päämäärien kollektiivisena tavoitteluna, ja että konstruktiivisten 
poliittisten tunteiden, kuten myötätunnon ja toivon, tulisi tukea tätä prosessia.  

Kolmannessa osatutkimuksessa pohditaan erityisesti Nussbaumin 
poliittisten tunteiden teorian käytännön sovellutuksia. Osatutkimuksessa 
esitetään, että Nussbaumin työn merkitys kasvatukselle piilee sen 
potentiaalissa tarjota ohjeistusta siihen, kuinka kehittää motivaatiota, jota 
tarvitaan sosiaalisen oikeudenmukaisuuden edistämiseksi. Kolmannessa 
osatutkimuksessa Nussbaumin teoriaa ja erityisesti poliittisen myötätunnon 
käsitettä tarkastellaan ihmisoikeuskasvatuksen kontekstissa. 
Osatutkimuksessa ehdotetaan erilaisia tapoja, joilla kerronnallisen 
mielikuvituksen kykyä voitaisiin harjoittaa luokkahuoneessa, käsiteltäessä 
ihmisoikeusasioita, kuten rasistista syrjintää. Täten kolmas osatutkimus ottaa 
ensiaskeleet ’nussbaumilaisen pedagogiikan’ hahmottelussa. 

Kokonaisuudessaan väitöskirjatyö esittää, että Nussbaumin työn kautta on 
mahdollista osoittaa poliittisten tunteiden selkeä merkitys poliittisessa 
mobilisaatiossa. Tutkimus myös väittää, että Nussbaumin poliittisten 
tunteiden teoriasta johdettu kansalaisuuskasvatuksen malli on merkittävä 
kansalaisuuskasvatuksen teorian näkökulmasta. Kyseinen malli onnistuisi 
väistämään joitain ongelmia, jotka liittyvät yhtäältä liberaaleihin ja 
deliberatiivisiin ja toisaalta agonistisiin lähestymistapoihin. Lisäksi 
väitöskirjatyö ehdottaa, että Nussbaumin teorian avulla voidaan artikuloida 
rakentavia ja ratkaisukeskeisiä ehdotuksia kasvatukselle. Tämä on erityisen 
tärkeää nykyisessä polarisoituneessa sosiaalisessa ja poliittisessa 
ympäristössä, jossa kuitenkin joudumme vastaamaan globaaleihin jaettuihin 
haasteisiin. Toisaalta tutkimuksessa peräänkuulutetaan, että Nussbaumin 
ajatukset on tuotava dialogiin kriittisempien näkökulmien kanssa. Lisäksi 
tässä väitöskirjassa todetaan, että vaikka poliittiset tunteet ovat keskeisiä 
poliittiselle toiminnalle ja poliittiselle kasvatukselle, erilaisten tunteiden 
luonne ja vaikutus demokraattisen kulttuurin kehitykseen tulisi altistaa 
kriittiselle reflektiolle. Vasta kun poliittiset tunteet ymmärretään 
ambivalensseineen ja mahdollisuuksineen, ne voivat olla hyödyllisiä 
kasvatukselle ja yhteiskunnalle. 

 
 
 
 



 

7 

Forskning kring relevansen av känslor i politisk mobilisering har ökat under 
de senaste decennierna. En anledning kan vara den politiska kulturens alltmer 
polariserade och diversifierade karaktär i liberala demokratier. Denna 
doktorsavhandling bidrar till denna diskussion utifrån Martha Nussbaums 
filosofiska arbeten kring politiska känslor – ett perspektiv som ännu inte har 
undersökts grundligt inom det pedagogiska området. Avhandlingen syftar till 
att utforska både spänningar och möjligheter som existerar i samband med 
utbildning av politiska känslor med avseende på att skapa och sträva efter 
kollektiva politiska mål. Arbetet belyser hur Nussbaums arbete kan öka vår 
förståelse för politiska känslor roll i politisk mobilisering och därigenom 
erbjuda vägledning för pedagogiken när det gäller att hantera olika sociala och 
politiska utmaningar. 

Denna teoretiska avhandling använder sig av filosofiska 
forskningsmetoder, som innefattar både teoretisk och begreppslig analys samt 
filosofisk argumentation. Avhandlingen består av tre sammanlänkade studier 
som granskar relevansen av Nussbaums arbete inom pedagogikens område ur 
olika synvinklar. Därtill diskuteras, utgående från studierna, Nussbaums 
arbete i ljuset av tre olika perspektiv på politisk utbildning: globalt 
medborgarskap, demokratiskt medborgarskap och mänskliga rättigheter. 

Den första studien undersöker hur Nussbaums arbete kan öka vår 
förståelse för negativa politiska känslor (som rädsla och ilska). Med 
utgångspunkt i ett utbildningspolitiskt beslut genomförd i en storstad i 
Finland och i Nussbaums teori om politiska känslor, belyser den första studien 
de problematiska konsekvenser som negativa politiska känslor kan ha för den 
politiska kulturen, utbildningspolitiken, och för utbildning i globalt 
medborgarskap. Studien påvisar vikten av att följa etablerade demokratiska 
förfaranden, principer och riktlinjer i utbildningsbeslut. Dessutom 
argumenterar studien för betydelsen av att förstärka positiva politiska känslor 
(såsom hopp och medkänsla) som ett långsiktigt pedagogiskt mål. 

Den andra studien undersöker hur Nussbaums teori om politiska känslor 
– närmare bestämt hennes förståelse av demokratisk politik och känslornas 
roll i politisk mobilisering – kan bidra till samtida filosofisk debatt om 
medborgarfostran. Studien tar ett kritiskt förhållningssätt till agonistiska 
modeller för medborgarfostran, men pekar också på begränsningar i 
deliberativa och liberala teorier – och jämför förhållandet mellan Nussbaums 
teori och ovannämnda förhållningssätt.  Med anknytning till Nussbaum 
belyser den andra studien den viktiga rollen som politiska känslor spelar i 
utbildning för demokratiskt medborgarskap, men utmanar ändå betydelsen av 
politiska konflikter i medborgarfostran. Den hävdar vidare att 
medborgarfostran kan och bör spela en roll i hur eleverna skall förstå det 
politiska: som en kollektiv strävan mot gemensamma mål, stödd av 
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konstruktiva politiska känslor, snarare än en motsättning mellan ’oss’ och 
'dem'. 

Den tredje studien fokuserar särskilt på att se de praktiska 
implementeringarna av Nussbaums teori kring politiska känslor. Studien 
tyder på att relevansen av Nussbaums arbete för pedagogiken kan ses mot 
bakgrund av dess potential att erbjuda vägledning till att utveckla motivation 
för att arbeta för social rättvisa. I den tredje studien diskuteras Nussbaums 
teori, särskilt hennes begrepp om politisk medkänsla, i samband med 
utbildning om mänskliga rättigheter. Studien föreslår att Nussbaums begrepp 
om narrativ fantasi skulle kunna praktiseras i klassrum när man undervisar 
och lär sig om mänskliga rättigheter, såsom rasdiskriminering. Därför tar den 
tredje studien de första stegen i att skissa på en "nussbaumsk pedagogik". 

Som helhet visar avhandlingen att man, genom Nussbaums arbete, kan 
argumentera för att känslor är viktiga för politisk mobilisering. Studien pekar 
också på att Nussbaums teori om politiska känslor skulle kunna bidra till en 
vidare teoretisering av medborgarfostran genom att undvika några av de 
problem som är förknippade med de deliberativa, liberala och agonistiska 
teorierna. Därtill antyder avhandlingen att Nussbaums arbete kan erbjuda 
vägledande ideal och principer som är särskilt relevant i det alltmer 
polariserade sociala och politiska landskapet. Nussbaums teori kan hjälpa till 
att formulera konstruktiva och lösningsorienterade förslag för pedagogiken i 
vår sammanflätade värld som står inför globala utmaningar. Men Nussbaums 
idéer måste träda i dialog med idéer från mer kritiska skolbildningar. Vidare 
hävdar denna avhandling att även om politiska känslor är i fokus för såväl 
politiskt agerande som för utbildning, bör man kritiskt reflektera över både 
motstridigheter och möjligheter som de politiska känslorna för med sig. Först 
då de vara till nytta i den pedagogiska verksamheten för samhällets bästa. 
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As can be read on the first pages of this doctoral thesis, we have all been living 
quite exceptional times in the past few years. Although the global pandemic 
made it more challenging to maintain a sense of community and belonging, I 
certainly did not need to carry out this study all on my own. In what follows, I 
express my gratitude to the people and institutions that have supported me in 
various ways during the turbulent times of conducting this research. 

First, I would like to thank the institutions and funding bodies that have 
made my work on this thesis possible: the Doctoral Programme of School, 
Education, Society and Culture of the Faculty of Educational Sciences, 
University of Helsinki for granting me a salaried PhD researcher position, and 
The Kone Foundation that has funded our research project on Democratic 
Education and Political Polarisation in the Era of Global Crises (DEMOPOL). 
Further, I wish to express my thanks to two very special sites where I have 
been able to get a break from everyday life and really focus on my writing, 
Institutum Romanum Finlandiae and the Lammi Biological Station of the 
University of Helsinki. 

Next, I wish to thank my supervisors, Professor Gunilla Holm, University 
Lecturer, Dr. Jan-Erik Mansikka and Associate Professor Anniina Leiviskä for 
all their guidance, empathy, and support during my doctoral studies. I 
appreciate the opportunity to have worked with each of them. I especially wish 
to thank them for adjusting to the tight schedule in which I decided to conduct 
my PhD. Both Gunilla and Janne have witnessed my journey from the earliest 
phases of this process to the completion of my thesis. I particularly admire 
Gunilla’s efficiency, clarity, dependability, and competence both as a scholar 
and as an academic leader. I would like to thank Janne especially for always 
being there to examine the big picture of my thesis, as well as for the 
motivating and interesting philosophical discussions that we had, particularly 
at the very beginning of my PhD journey. As a supervisor, Janne excels in 
giving the student’s own ideas nourishment, but also time and space to grow 
– demonstrating a key virtue of a true educator. Anniina I got to know when 
she was merely an impressive post-doctoral researcher that I looked up to. She 
became my supervisor in late 2018, and she was instantly devoted to the task. 
Anniina has always found the time to answer my questions and to thoroughly 
comment on my manuscripts. I am forever grateful for having had her as a 
mentor at this crucial time of my career. 

During the years of working on this thesis, I have been actively 
participating in two research seminars, both of which have given me 
invaluable insights and peer support. One of these is the tri-lingual (Swedish-
Finnish-English) doctoral seminar, led by Gunilla Holm, and the other one is 
the philosophy of education seminar, which a small group of us junior 
researchers started in 2017 under the leadership of Anniina Leiviskä. The 
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former gave me a wider perspective on the field of education research, as the 
PhD researchers who took part in the seminar examined various forms of 
injustice and diversities in education utilising a variety of methodological 
approaches. Attending the philosophy of education seminar motivated me to 
study harder, listen to others and the world even more carefully, and 
constantly strive towards a greater understanding, all the while acknowledging 
that this understanding will never be complete. I would like to express my 
gratitude to those of you who took part in these two seminars, for all the 
inspiring discussions and for your helpful comments and suggestions on my 
work. 

In these seminars, I met most of the PhD researchers or post-docs who 
became my close colleagues and offered me the much required peer support in 
this one-of-a-kind world of academia. Others I met through studying or 
teaching, while having lunch or working in the shared office space. I am 
grateful for each encounter, each dialogue. Starting from my DEMOPOL 
project colleagues, particularly warm thanks go to Tuija Kasa, Tarna Kannisto 
and Ivan Zamotkin. A heartfelt thank you also to Ameera ”Amie” Masoud, 
Tuuli From, Ida Hummelstedt, Ina Juva, Jenni Helakorpi, Antti Paakkari, 
Aarno Kauppila, Touko Vaahtera, Eva Louro, Alina Inkinen, Dimitri Paile, 
Lina Lindström, Niklas Rosenblad, Katariina Tiainen, Jenni Laurell, and Kaisa 
Torkkeli, among many others. A special thanks to my brilliant friends and 
colleagues from other fields of research; Dr. Jennifer DePaola and Dr. Marleen 
Wierenga. Furhtermore, I take this opportunity to also express my thanks to 
the mentors I have encountered, either as an undergraduate student or when 
working as a primary school teacher, the most important of which have been 
Maria Järvelä, Wendy Cahill, and Tessa Paussu. 

Not all people whose thinking inspires you need to be the near and dear 
ones. I am deeply grateful to the thinkers past and present whose work has 
continuously given me new insights and avenues to go and explore. Here I wish 
to mention Professor Martha Nussbaum whose writing led me to pursue 
philosophy of education and without whose work this thesis would not exist. 
Furthermore, I am sincerely grateful to the external examiners of my doctoral 
thesis, Professor Audrey Osler and Professor Liz Jackson for their comments.  

When conducting a PhD while trying to balance a personal life, few are the 
people who get by without a little help from their friends. I pay tribute to my 
chosen second family, to the people who keep me grounded yet let me dream 
and explore. A sincere thanks to Jonna, Elina, Johanna, Siiri, and Emma for 
being of particularly big support during the past few years. I also wish to thank 
my oldest friends, the ones I met as a child or as a teenager, who were there 
when I learned to read or when I conquered my stage fright competing in 
synchronized swimming. I am so lucky to still have you in my life. I also want 
to thank our unique and close M.Ed -08 gang: together we have grown from 
intercultural education freshmen into real professionals, but even more 
importantly, into lifelong friends. I also thank the people I originally met 
through my partner, who years ago became my buddies, then my bubble 
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during the pandemic, and whom I am pleased to call my friends today. You all 
know who you are. 

Finally, I wish to thank my family to whom I owe the biggest gratitude. Our 
family has always been small and has gotten even smaller, so I wish to thank 
the members of my extended familia: Iiris, Tim, Aleksi, Helga, Minna, Esa-
Matti and Ulla. I do not believe it is an overstatement that the reason I finished 
this work far faster than expected was that I met my partner Ossi. Ossi is not 
just an incredibly kind, genuine, flexible, intelligent, and supportive spouse, 
but also an extremely direct, honest, and hardworking person. Perhaps this is 
why he adopted the dual role of a tough coach and a cheer captain – a powerful 
combination indeed. I also want to thank my father Juha for being so 
committed to being my dad, for teaching me many things in and about life, for 
believing in me and my dreams, and for helping me to make those dreams 
become reality over the years. I thank my sister, Dr. Elina Pyy, for everything: 
for being my biggest inspiration, influence, role model, mentor, and best friend 
in life. Thank you for being so outstandingly talented and kind that you – 
without realising it – have motivated me to become better and to stay true to 
my values. The last person I want to thank is my mother, Anja Pyy, who passed 
away quickly at the time of me writing the first sub-study of this thesis. She 
was but my mother, also one of my closest friends. My mother inspired me and 
my sister to study, as she was a lifelong learner herself and had multiple jobs 
and degrees in a time when that was not yet usual. She was always studying, 
even while working, mothering or being seriously ill. She read a lot (also to me) 
and stood up for people who were treated wrongly or were less fortunate. 
Almost everything I am, I am because of her; particularly a teacher, a feminist, 
a lifelong learner, and a grateful and perseverant person. I dedicate this book 
to you, Äiti.  

 
Rome, 25 March 2022 
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Ours is the age of contagious anxiety. A deep and ever deepening 
worry about the state of the world, and our own place in it, 
or placelessness. From newspaper headlines to lead stories to social 
media posts, there is one term that frequently appears in our daily 
lives: crisis. The crisis of refugees, unfolding tragically in front of our 
eyes, not far away. The crisis of liberal democracy. The crisis of 
Western civilisation. Ecologic crisis and climate emergency. The crisis 
in our healthcare systems and communities. The crisis of 
homelessness, poverty, growing inequality, deeply rooted racism... 

Elif Shafak in How to stay sane in the age of division, 2020, pp. 59–60 

 
It is common for human beings to conceive of their own times as being 
exceptional, somehow more significant or turbulent than other times, 
although a short examination of human history might quickly prove our beliefs 
wrong. Be that as it may, I dare to suggest that much has happened in the 
political landscape during the few years of working on this doctoral thesis, and 
that much of it has had to do with global crises, and with the emotions and 
political mobilisation of young people. 

I received my Master’s degree in intercultural education in 2014, after 
which I started working as a teacher and reading for this study. In between 
2014 and 2022 our societies have gone through plenty, and children and young 
people have been far from observing the happenings from the side – in some 
developments, quite the opposite. I wish to note that I am writing from a 
perspective of a Finnish teacher and a PhD candidate, and in what follows, will 
only mention a few developments that caught considerable attention in my 
communities. My point of view is unavoidably narrow, and it is not my purpose 
to overlook the crises and experiences that fall out of this short chronicle.  

If I am to proceed somewhat chronologically, around 2015, many European 
nations faced a situation of receiving a large number of immigrants and 
asylum seekers due to the Syrian war. The expression ‘refugee crisis’ was 
frequently used in the media. The images of tents on the streets of Paris, as 
well as the images of anti-asylum seeker demonstrations were discussed in 
schools. Two camps (for and against welcoming the asylum seekers) were 
literally set up in the centre of Helsinki. The heated public discussion on the 
topic perhaps intensified the rise of the far-right movements and several anti-
immigration parties in Europe. 
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Related to this are the observable populism1 and the polarisation of the 
political landscape. Here, by populism, I particularly refer to populism on the 
right, as it has been seen as especially successful in gaining electoral support 
(e.g. Degerman, 2020), and as many scholars have proposed, also dangerous 
for the future of democracy. Right-wing populism is widely associated with 
racist, xenophobic, nationalist, nativist and homophobic rhetoric (e.g. 
Kinnvall, 2018) and the establishment of antagonism between the ‘pure 
people’ and ‘others’ or the ‘corrupt elite’ (Mudde, 2007). Generally, in populist 
movements, the political mobilisation of people is motivated by the ideas of 
shared enemies, and by identity-based binary oppositions (Laclau, 2005). 
While I have been working on this doctoral thesis, polarisation and populism 
have been exemplified especially by unanticipated political changes such as 
legitimation for authoritarian leaders around the globe, Brexit and the Trump 
administration (both in 2016), and the detrimental political phenomena that 
are connected to these examples (for instance, the attack on the U.S. Capitol 
in January 2021 or the post-truth2 politics more widely). 

Again, the word crisis has been used: the crisis of liberal democracy 
(Mounk, 2018). It has been suggested that the current direction of the political 
may portend the end of democracy (e.g. Runciman, 2018), since right-wing 
populism as a political project jeopardises central liberal values such as rights, 
individual liberties, and equality (Mudde & Kaltwasser, 2012). Many scholars 
have called attention to negative political emotions in order for us to 
understand how our societies have come to this (Kinnvall, 2018; Mouffe, 
2000, 2005; Nussbaum, 2018; Salmela & von Scheve, 2017). The political 
changes and the connected alarming developments, however, have not gone 
unnoticed by the public. On the contrary, they have, for their own part, 
contributed to people’s political mobilisation.3  

When I worked as a teacher, I often began my days facing sporadic and 
unexpected questions from my pre-teen pupils: ‘Could we take some time to 
discuss the terrorist attack in Barcelona? It’s bothering me.’ ‘Were some of 
those demonstrators in the news like the Nazis?’ ‘What is this #MeToo, 

                                                
 
 
 
 

1 There is little consensus in defining the concept of populism (Freeden, 2017), and it can refer to an 
ideology, movement, or rhetoric (see, Zembylas, 2019, 2021). It is impossible to settle the disputes of the 
term here. For definitions of populism, see for instance Freeden, 2017; Laclau, 2005; Mudde, 2007; 
Mudde & Kaltwasser, 2012; Müller 2016; Zembylas, 2021.  
2 For post-truth and post-truth politics, see d’Ancona, 2017; McIntyre, 2018; Zembylas, 2021. 
3 In this thesis, by political mobilisation, I simply refer to a group or an individual moving from being 
politically passive or ignorant to actively participating in public life to advance a certain cause, 
undertaking political actions. This can take a variety of forms (self-expression, participating in the public 
discussion on new media, participating in demonstrations, political activism, voting etc.) 
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everyone is talking about, could you tell us about that?’ ‘Do you think the world 
is going to end before we can stop climate change?’ What I was witnessing was 
the awakening of  their political thought, tied to some of the values the 
students had developed. These values were most likely connected to the pupils’ 
emotions, as I have come to understand while working on this thesis. It was 
clear, however, that political emotions were not being discussed in schools. 
Not, at least, before youth climate activism became mainstream and ‘climate 
anxiety’ a buzzword. In the years of working on this thesis, the world witnessed 
Fridays for Future or Youth Strike for Climate. All of a sudden schoolkids 
were taking centre stage in the political discussion, stealing the show from 
world leaders who they felt had stolen their childhood with empty words.4 

Children and young people have remained on centre stage also during the 
prevailing global pandemic. Our times, which could already have been referred 
to as the era of global crises, reached a whole new level with the Covid-19 
pandemic and its attendant economic, social and political crises.5 The youths 
around the world and their education was obviously affected, although most 
certainly not equally (e.g. Butler, 2020; Zembylas, 2021). Negative emotions 
were also clearly on display: fear, xenophobia, panic buying, anger at 
government actions, anger at people who did not follow the restrictions, anger 
at anti-vaxxers, envy of people whose livelihoods were not hurt by the 
government restrictions etc. However, one could observe also grief, care, 
compassion, and hope – particularly during the first months of the pandemic. 

Around the world, even in the midst of this shattering global pandemic, 
people – and especially young people – still marched for causes they felt were 
important. They also marched virtually: the new media has expanded our 
social and political environments escalating political movements as well. The 
United States alone saw more political protests under Donald Trump’s tenure 
in office than under any other presidency since the Cold War (Buchanan et al., 
2020).  The most mobilizing issues seem to have been the climate and 
ecological crisis, LGBTQIA+ rights, women’s rights, end of war, and perhaps 
most visibly, Black lives. The Black Lives Matter movement (henceforth 
BLM), having its roots in the long line of civil rights movements in the U.S., 
scaled up immensely at the end of May 2020; this happened as the video 

                                                
 
 
 
 

4 Modified from Greta Thunberg’s famous speech at the United Nations Climate Action Summit on 
September 23, 2019: ‘How dare you! You have stolen my dreams and my childhood with your empty 
words’. 
5 As Lili-Ann Wolff (2020) notes in the context of sustainability education in risks and crises: although 
all eras are marked with either apparent or imperceptible crises, Covid-19 crisis is momentous as it 
affected the human world so rapidly and fundamentally and ‘taught even those  who had not experienced 
it so obviously before that human life is vulnerable [and that n]ature is unpredictable’ (p. 1). 
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footage of the death of George Floyd at the hands of white police officers went 
globally viral on social media.  This led to massive anti-racism protests across 
the world, mobilising especially youth and young adults (Hamel et al., 2020). 
Despite its heterogeneity, BLM has become a global social justice movement, 
and there has been a major shift in public opinion concerning the nature of the 
movement since its beginning in 2013 (Cohn and Quealy, 2020). Especially 
among young people, a shared frustration over persisting structural injustice 
has largely surpassed the borders of race and ethnicity – BLM is no longer 
understood as ‘Black people vs. the police’, but as ‘young people vs. racism’. 
(e.g. Brownstein, 2020).  

Children and youth activism, and the political emotions that motivate it, 
should be of interest to educational actors. The comprehensive school system, 
for instance, involves strong institutional potential for contributing to the 
creation of political ideals and practices that allow preventing the further 
escalation of anti-democratic developments. The escalating global crises have 
made it evident that there is a need to educate (global) citizens who are capable 
of solving issues by committing to the pursuit of common political goals across 
diverse and particular identities. At the same time, however, the global 
perspective that would be needed for addressing these crises, has been 
challenged by ever-increasing political polarisation generated especially by 
different forms of identity politics, populism, traditionalism,6 nationalism, 
and nativism.  In the fields of political theory, philosophy of education, and 
theory of citizenship education, I suggest that there is also a need for 
theoretical elaborations that can address the crucial role of emotions for 
political mobilisation. Yet instead of focusing on oppositional identities alone, 
it should also draw attention to the pursuit of shared goals and principles. 

                                                
 
 
 
 

6 In the context of philosophy of education, defending the cosmopolitan outlook, David Hansen (2017) 
defines traditionalism in relation to its counterintuitive opposite – ‘a sense of tradition’ (Hansen, 2001, 
p. 114–57). Drawing from the work of Martha Nussbaum, Rabindranath Tagore and Jaroslav Pelikan, he 
suggests that traditionalistic attitudes manifest a fear of the future and change. Moreover, while such 
attitudes have a tendency to turn people inwards and fortify intolerance toward different values, a sense 
of (living) tradition is crucial for education that wishes to address today’s challenges. It allows people to 
sustain deep values and cultural appreciation, even though the objects of attachment might change over 
time (Hansen, 2017, p. 207–208). I shall return to a cosmopolitan philosophy and outlook later in this 
thesis summary.  
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This is where Martha Nussbaum’s philosophy comes in. In this thesis, 
drawing from Nussbaum’s theory of political emotions, I will suggest that 
political emotions as judgements with a cognitive content are pertinent for 
education, as they have a central role to play in the construction of a healthy 
democratic culture.  According to Nussbaum (2013, 2016, 2018), not all 
political emotions are equally constructive and beneficial to democracy; 
emotions need to be analysed and understood, and their moral justification 
needs to be assessed against a rationally justifiable, normative vision of a good 
life (explained in chapters 3 and 4). This study aims to explore both the 
tensions and the possibilities involved in education for political emotions with 
respect to constructing and pursuing collective political aims. 

The thesis consists of three original publications (referred to in the text by 
roman numerals I–III), and the present summary. The three interrelated 
studies each discuss the relevance of Nussbaum’s work to education from their 
respective angles. These sub-studies will be discussed in chapters 2 and 5, but 
I will now briefly explain their role in the narrative of this study as a whole. In 
the first sub-study, I illustrate why Nussbaum’s theory of political emotions is 
relevant in the field of education by presenting a case example of educational 
policy-making. The case demonstrates particularly well the detrimental and 
anti-democratic developments that negative political emotions, such as fear 
and anger, can have for the democratic decision-making process and for 
democratic culture in general. These are also the developments about which 
Nussbaum (2016, 2018) warns us. I like to think of this sub-study as setting 
the stage for the thesis by highlighting the practical-political relevance of 
political emotions to our lives and especially to the field of education. 

The second sub-study highlights particularly the theoretical relevance of 
Nussbaum’s work on political emotions for education. It, too, addresses the 
significance of emotions for our political lives, for political mobilisation and 
for education, but focuses more on challenging and bringing into dialogue the 
different theoretical approaches of citizenship education. The second study 
notes that the traditional liberal and deliberative approaches to citizenship 
education have not sufficiently managed to recognise the role of political 
emotions in political mobilisation. However, the study also challenges an 
increasingly popular, agonistic approach to democratic citizenship education, 
taking issue with the central role of political conflict in it. In the second sub-
study, I propose that Nussbaum’s work might contribute to a theoretical 
understanding of democratic citizenship education that appreciates the role of 
political emotions in mobilisation, yet can guide the practice of citizenship 
education towards constructive designs. Through the timely examples of  
Fridays for Future and BLM, I demonstrate how political emotions associated 
with these movements can be framed as possibilities for young people to unite 
for shared causes that bear significance to the entire society or global 
community (as opposed to being framed as identity-related conflicts). 

The third sub-study of the thesis centres on a more practical approach to 
education; it connects Nussbaum’s theory and the theoretical and practical-
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political claims made in the previous studies with the practices of human 
rights education. The first and second sub-studies elucidate the relevance of 
Nussbaum’s work for political education in today’s political culture. Therefore, 
the third sub-study asks: in order to address political issues and social 
injustices, such as racist discrimination, what skills should education nurture 
and how could these skills be taught in the classroom? Accordingly, my aim in 
this study is to outline what a ‘Nussbaumian pedagogy’ might look like. This is 
something that has not yet been comprehensively conducted in the field of 
education research, as pointed out by various scholars (e.g. Savit, 2011; 
Saunders, 2013). I seek to do this by utilising Nussbaum’s own concepts and 
bringing them into discussion with a more critical branch of research 
conducted in the field of human rights education. 

As a whole, this study illustrates how Nussbaum’s work can increase our 
understanding of the role of political emotions in political mobilisation. 
Nussbaum’s theory might help us to articulate some constructive and solution-
oriented suggestions for political education that are much needed in our 
interconnected world that faces global challenges. Thus, her work can be 
viewed as particularly relevant in the current practical-political, theoretical 
and educational landscape. 

However, in this study, I note that Nussbaum’s ideas need to be brought 
into discussion with the ones articulated by the scholars from more critical 
schools of thought (i.e. Adami, 2014; Osler, 2016; Srinivasan, 2018; Zembylas, 
2013), as they can help capture certain power dimensions Nussbaum’s theory 
does not always explicitly address. Furthermore, I propose that while political 
emotions are focal for political action as well as for education, the nature of 
different political emotions and their role in the society should be critically 
reflected on in order to understand both the ambivalences and the possibilities 
associated with them. The social and political relevance of this research is 
associated with its contribution to the understanding of how education can 
foster students’ commitment to democracy, human rights and social justice, 
and therefore resist the increasing political polarisation and the accompanying 
anti-democratic developments. The educational relevance of this study is 
foremost associated with the fact that it creates possibilities for developing 
new practices of education in terms of political emotions. For instance, the 
study offers suggestions of how political compassion could be cultivated and 
made useful in anti-racist pedagogies related to human rights education. 

Before I go into more detail in terms of the research questions, aims, and 
the methodology of this study, a few central concepts involved in the study 
need to be elucidated. The rest of the introductory part of this thesis will thus 
focus on illuminating how political emotions are understood in this study and 
what the different frameworks of political education are within which this 
study operates. 
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The concept of political emotions, their significance to political culture and to 
education, as well as Nussbaum’s theory of political emotions, are illustrated 
more thoroughly in chapter 4 of this summary. Here, I will merely provide a 
preliminary discussion of what I mean by ‘political emotions’, and why I have 
chosen to employ this term. First of all, the term is in the title of Nussbaum’s 
book Political Emotions: Why Love Matters for Justice (2013). In this way, 
the term is directly drawn from the source literature, and utilised consistently 
in sub-studies I–III and in this summary. Further, the word ‘emotions’ is used 
as opposed to terms employed by other researchers in the field that carry a 
very similar meaning, such as ‘affects’ (Ahmed, 2010; Zembylas, 2021) or 
‘passions’ (Mouffe, 2000, 2005). Nussbaum (2001) is a cognitivist, and holds 
that the term ‘affect’ is fundamental to the non-cognitive account of emotion, 
found for instance in Stocker (1996). Also, I view the term ‘affect’ as closely 
related to the ‘affective turn’  in critical social and cultural studies (e.g. Clough, 
2007; Zembylas, 2021). It is good to bear in mind, however, that the affective 
turn can refer to a variety of different theoretical articulations of emotion and 
affect (Pedwell & Whitehead, 2012, see also Gregg & Seigworth, 2010). 
Moreover, the terms ‘emotion’, ‘feeling’ and ‘affect’ are utilised differently by 
different scholars, and the lines between the terms are difficult to draw since 
they intertwine (e.g. Ahmed, 2010). In this study, however, I will conceptualise 
emotions following Nussbaum’s theory, and will only point to a few 
distinctions between emotion and its neighbouring terms that Nussbaum has 
viewed as important.  

Emotions are viewed as cognitive judgements and as value judgements. 
That is to say, emotions are about something and they are always evaluative, 
meaning that the object of emotion is something that has some significance 
to the person experiencing the emotion (e.g. Nussbaum, 2001, pp. 27–28, 69–
71).  The cognitive element of emotions suggests that they are entwined with 
the way we receive information about the world and with the way we 
communicate information to others. Therefore, emotions as value judgements 
are here differentiated from mere feelings. To understand Nussbaum’s (2001) 
distinction, one can consider that ‘[a]nger is associated with a boiling feeling’ 
(p. 60). Feelings, therefore, are more connected to arousals, but because 
people feel so differently, Nussbaum wants to leave these experiences out of 
the definition of emotion the same way she wishes to leave out bodily states 
(pp. 60–62). Feelings might or might not accompany an emotion; for instance, 
the feeling of fatigue can occur without any cognitive content (p. 60). 

Nussbaum (2001) further differentiates between emotions and ‘appetites’ 
and ‘moods’ (pp. 129–138). Emotions differ from appetites in that they are 
more flexible in terms of their object. Appetites are ‘both object-fixated and 
value indifferent’ (p. 130), whereas emotions are ‘value-suffused and (to some 
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extent) object-flexible’ (ibid.). This is to say, if one has an appetite, such as 
thirst, the object of that appetite is necessarily a drink. Nussbaum also 
understands appetites as more bodily and arising independently of the world. 
Emotions, in turn, can have various objects: what is central to them is their 
association with a valued idea, thing or object. For instance, a person might 
feel love or compassion towards a child, an animal, or a group of people. The 
difference between emotions and moods, then, stems from the conception that 
emotions always have an object, and regardless of the vagueness or the clarity 
of it, the object has been invested with value and with beliefs about it (pp. 132–
133). In this distinction, Nussbaum follows Martin Selignman’s (1975) work 
on depression that differentiates between moodlike and emotional depression 
(depression as a mood as opposed to a situation where general symptoms of 
depression are about something in the person’s life) (Nussbaum, 2001, pp. 
133–134). Some objects of emotions can be extremely general or vague (e.g. an 
almost unconscious fear or a sense of anxiety that one’s professional efforts 
will come to nothing). From this it follows that the distinction between moods 
and emotions might seem impossible to draw (ibid.) However, it is helpful to 
think that moods, such as irritation, gloom, or euphoric joy that does not focus 
on anything, completely lack the characteristic of having an object (ibid.). 

These distinctions are useful when conceptualising political emotions. To 
provide an example relevant to the topic of this thesis, let us consider the 
aforementioned climate anxiety as a political emotion. While some individuals 
experience climate anxiety strongly and are conscious of this emotion daily, 
other individuals might describe it as a vague fear for the future and not 
particularly acute. Nevertheless, both experiences have the same object (the 
word ‘climate’ itself states the object), and thus we are not concerned with 
moods but with the same political emotion, just different intensities of it. 
Indeed, Sarah Ray’s (2020) study on students’ emotional responses to 
environmental education shows that emotions associated with climate change 
vary from mild cases of ‘climate anxiety’ (p. 19) to ‘severe self-loathing eco-
guilt’ (p. 18). These emotions in general have to do with dread and 
hopelessness for not being able to change the future – however, they can also 
give rise to new emotional reactions that can motivate political action. 

Now that I have briefly explained what is understood by emotions in this 
thesis, I turn to address the ‘political’ in the ‘political emotions’. By 
consistently using the term political emotions, I wish to draw attention to the 
distinction between private and individual, on the one hand, and public and 
collective emotions, on the other. I view political emotions as public, both in 
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terms of their object and in terms of their expression.7 Furthermore, with the 
use of this concept, I also wish to highlight the political potential associated 
with emotions: that is, emotions’ role in motivating the pursuit of social 
change and transformation that can take a variety of forms including voting, 
influencing policy, activism, or sharing information about injustices on social 
media. In Nussbaum’s theory (e.g. 2004b, 2013, 2018), the political aspect of 
emotions is tied together with different values held in a given society and the 
conception of shared human vulnerability. Issues such as poverty, 
discrimination or lack of access to societal participation pose severe obstacles 
to human flourishing and to the well-being of the society as a whole. Therefore, 
Nussbaum (2013) holds that if we are to advance all aspects of human well-
being, we ought to direct our emotions towards creating a better political life 
as well. Because emotions are viewed as evaluative and cognitive judgements, 
they play a significant role in all our actions, including the public ones. For 
instance, if we truly value equity, we ought to widen our sphere of compassion 
and public love to include everyone (ibid.). Applying Nussbaum’s thinking, I 
understand that the word ‘political’ implies that the emotion in question is 
telling us something about our values in terms of the state of society or the 
world we inhabit, and hence entails a call for societal action. Furthermore, it 
should be noted that in this study, I understand the ‘political’ in political 
emotions in its broadest possible form, describing the public life and the public 
realm and not as restricted to, for instance, existing political institutions, party 
politics or voting.   

In each of the sub-studies of this thesis, I have employed a different framework 
of political education8 to examine the relevance of Nussbaum’s theory of 

                                                
 
 
 
 

7  This expression often takes place in the public sphere, although political emotions can be expressed in 
the private sphere (e.g. family, group of friends) as well, and the school – the context of interest in this 
study – is often understood as an institution located in the ambivalent state between the private and the 
public (e.g. Kannisto, 2022). 
8 By political education, I refer to education in the context of 20th–21st-century liberal democracies (see 
the long line of work of Bernard Crick & Derek Heater, 2012) as opposed to, for instance, authoritarian 
states. It should be noted that both the form as well as the mere presence of political education in schools 
have been debated for decades (McCowan, 2006). Hannah Arendt (1961/2006), whose work is still today 
significantly influencing the debate (see e.g. Conroy, 2020; Korsgaard, 2018; Veck & Gunter, 2020), is 
among the most well-known scholars to challenge the idea of bringing the political into the realm of 
education. I shall not examine this debate in detail here. I am also aware of the risk of indoctrination 
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political emotions for education. Nussbaum is a philosopher, not an 
educational scholar. Therefore, she does not locate her work in any field of 
education specifically, but rather suggests that her theory is put forward to 
practitioners (such as educators) to implement as they see fit. As will be 
demonstrated in chapters 3 and 4, Nussbaum’s philosophical and educational 
thought touches on a multiplicity of issues, from critical thinking to liberal 
arts, and education for global citizenship. Nussbaum discusses global justice, 
but also liberal democracy and its institutions on the level of the nation state. 
What complicates the discussion further, is Nussbaum’s turn from 
cosmopolitanism (e.g. 1994/2002) to ‘globally sensitive patriotism’ (2008a, 
2012a), something that will be discussed in chapter 3.  Therefore, as I wanted 
to explore the relevance of Nussbaum’s theory of political emotions in today’s 
political and educational landscape, I needed to turn to various educational 
frameworks. However, it was important that all of these perspectives were 
related to political education and education for social justice. The frameworks 
I have utilised are global citizenship education (GCE) in the first sub-study, 
citizenship education (CE) in the second sub-study, and human rights 
education (HRE) in the third sub-study. Although I view these frameworks as 
somewhat interrelated, they highlight different nuances of Nussbaum’s theory 
and represent different dimensions of political education. Therefore, as 
opposed to using the terms interchangeably, I differentiate between the three 
frameworks. 

Although I am conscious of the complexity of the terminology involved in  
different branches of political education, it is not the purpose of this thesis to 
further problematize or engage in-depth with the ambiguities of different 
frameworks in the field (for these considerations, see for instance Keet & 
Zembylas, 2018; McCowan, 2009; for an extensive exploration of the history 
of education for citizenship, see Heater, 2004). Nevertheless, a few remarks 
are in order: in this thesis, I refer to political education as a hypernym as I 
discuss different forms of it. I am aware that Bernard Crick (2002), for 
instance, does not utilise political education as an umbrella term, but views 

                                                
 
 
 
 

(Scruton et al., 1985) associated with political education, and join the wide consensus among scholars 
that educators should be cautious about imposing their views on students and should welcome different 
perspectives into any discussion (McCowan, 2006, p.68). Nevertheless, this thesis takes as its starting 
point Paulo Freire’s (1994) renowned maxim that education can never be neutral, that is, completely 
detached from the political or without any political implications. Thus, the thesis adopts a stance that is 
interested in and open towards the potential relevance of different forms of political education in 
addressing the various challenges of contemporary liberal democracies. From this position, however, it 
does not follow that I view education as only being about promoting political goods such as equity – 
access to knowledge and understanding should be valued for its own sake (e.g. Martin, 2020). 
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citizenship education (involving participation in the civil society) as a wider 
concept than political education (p. 493). When it comes to the different 
frameworks of political education, ideas of human rights, democracy, 
citizenship and global citizenship have a shared conceptual frame, and many 
scholars have highlighted the intersections between citizenship education, 
democratic education and human rights education in their work (e.g. 
Gutmann & Thompson, 2004; Zivi, 2012). However, André Keet and 
Michalinos Zembylas (2018) problematize the coupling of these frameworks, 
as they suggest that it makes it somewhat difficult to separate the critiques 
aimed at each of them and their central concepts. It is worthwhile to note that 
democratic education, for instance, aims to educate for the practices and 
principles of democracy. Citizenship education, by contrast, aims to promote 
active citizenship in democratic life through the exercise of rights and 
responsibilities. Finally, human rights education aims to protect and promote 
human rights and fundamental freedoms (Keet & Zembylas, 2018, pp. 2–3). 

Furthermore, there are various plausible ways to understand citizenship, 
most prominently the ‘liberal’ and ‘civic republican’ ways (e.g. McCowan, 
2009; Kymlicka 2002; Heater 1999). The former emphasises the civil, 
political, and social rights of the individual guaranteed by the state, whereas 
the latter tends to focus on the duties of  citizens, highlighting especially active 
participation (McCowan, 2009, p. 4–6). Thus, also citizenship education can 
be justified on a number of grounds ranging from the cultivation of citizen 
empowerement and political agency to the maintaining of the status quo and 
legitimising present political institutions (ibid.). This adds to the complexity 
of the terminology involved in the frameworks of political education. 

To turn to the frameworks that are relevant for the present thesis, global 
citizenship education (GCE) is often used as an umbrella term for various 
political pedagogies that have to do with global justice, human rights, 
democracy and peace (e.g. Wintersteiner et al., 2015). However, it should be 
noted that GCE too has become a highly debated framework and subject to 
multiple interpretations in which a wide range of conceptions and objectives 
coexist (e.g. Akkari & Maleq, 2020), the most noteworthy of these being 
perhaps the branch of critical global citizenship education (e.g. Andreotti, 
2006, 2014; De Souza & Andreotti, 2012; Akkari & Maleq, 2020; Torres, 2017). 
GCE’s role as an umbrella term is justified with the Maastricht Declaration 
(2002), where GCE is introduced as a combination of other forms of political 
education, such as human rights education, intercultural education, 
development education, and education for sustainable development. 
Furthermore, it is stated that GCE represents the global dimension of civic 
education. I employ GCE framework in my first sub-study due to the policy 
guidelines and principles I refer to in that study. Moreover, GCE is part of the 
Finnish national core curriculum for basic education that is also relevant to 
the case example of sub-study I. 

In the second sub-study, which specifically aims to contribute to the 
theoretical discussions on education for democratic citizenship, I seek to 
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examine the relevance of Nussbaum’s work on political emotions for the 
contemporary theory of CE. As stated, the concept of citizenship is 
complicated, and discussions of best practices in CE are widely debated (Cogan 
& Grossman, 2012; Davies & Issitt, 2005; McCowan, 2009; Parker, 1996). In 
the liberal tradition of philosophy of education – a tradition which I refer to in 
order to keep with Nussbaum’s focus – the term citizenship education has 
been utilised somewhat interchangeably with democratic education 
(Gutmann, 1996, 1999, among others), as it has been largely accepted that the 
aim of citizenship education is to educate virtuous, democratic citizens who 
are capable of sustaining a stable and just society over time under conditions 
of pluralism (e.g. Callan, 1997; Gutmann, 1999; Leiviskä, 2020). At the heart 
of the definition of citizenship is the relationship between the individual and 
the larger community. But which larger community: a nation state or the world 
of all human beings?  

CE does not align with GCE and HRE straightforwardly. CE and democratic 
education (also democracy education and democratic citizenship education 
are used interchangeably with these concepts) have traditionally been 
connected to the idea of a nation state and its central democratic institutions. 
The concept of citizenship is held in conjunction with nationhood (Harshman, 
2015; Pike, 2010; Subedi, 2010), whereas globalisation, to an extent, 
challenges the complex nexus between modern democracy and the sovereign 
state (e.g. Goodhart, 2005). Therefore, CE frameworks that are not national in 
their scope, such the above discussed GCE or education for cosmopolitan 
citizenship (e.g. Osler & Starkey, 2005, 2018; Nussbaum, 1994/2002, 1997a) 
need to articulate their global, ‘glocal’, or transnational outlook explicitly. 
Audrey Osler (2016) has pointed out this awkward paradox between CE and 
HRE: human rights should be a global project, yet school systems and 
particularly history education and civics curricula around the world tend to 
have a strong national focus (Reid et al., 2009; Osler, 2009, 2016). Julian Culp 
(2019) has also recently noted that (apart from Nussbaum 2010, and Honneth, 
2015) political philosophers of education have largely neglected the 
connection between global justice, democratic education, and educational 
public policy (pp. 1–15). Culp is trying to bridge this gap by defending 
democratic conceptions of GCE (ibid.). 

 My choosing of CE as the framework of the second sub-study, however, 
does not have to do with disregarding the global outlook; it has more to do 
with joining a discussion on the role of political emotions that the agonistic 
scholars have been having in the context of citizenship education. In this 
thesis, while I recognise the potential tensions between the local and global 
contexts of political education, I also see continuities in local practices of 
democratic and citizenship education and globally oriented educational 
approaches. This is because the realisation of human rights and principles of 
global justice is rooted in the legislation and institutions of nation states. 
Accordingly, instead of perceiving CE as being in contrast with HRE or GCE, I 
believe that a comprehensive framework of political education should consider 
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all these levels. Hence, whereas in studies I and III the global scope is more 
central, in study II, I particularly focus on illustrating the relevance of 
Nussbaum’s theory to discussions on education for democratic citizenship. 

The third framework of political education of this study is that of human 
rights education (HRE) utilised in the third sub-study. I have several reasons 
for locating Nussbaum’s theory of political emotions in the framework of HRE. 
Nussbaum’s work as a theoretical lens provides an interesting perspective to 
HRE, where it has not yet been adequately examined. Moreover, Nussbaum’s 
theory offers a viewpoint on the important role that emotions have in 
people’s commitment to the abstract principles of justice upon which human 
rights are based. Further, having worked as a teacher and an HRE consultant, 
I am drawn to HRE’s existing practical potential for social and political 
transformation. In addition, I am interested in bringing Nussbaum’s work in 
discussion with critical HRE research (e.g. Adami, 2014; Al-Daraweesh & 
Snauwaert, 2013; Osler, 2015; Schaffer & Smith, 2004; Zembylas & Keet, 
2019; Zembylas et al., 2017; Zembylas, 2012, 2013), as I believe that this type 
of dialogue would open fresh and useful theoretical and practical perspectives 
for political education. Bringing Nussbaum’s theory of political emotions into 
discussion with the critical HRE framework allows me to also consider 
multiperspectivity, historicity, partiality, relationality, and contextuality of 
political education with a specific attention on the issues of social justice. 

Central to the way I have approached all three of these frameworks of 
political education is Hugh Starkey’s (2012) definition of citizenship education 
as ‘learning to live together’ (p. 21). That is to say, I have, in all of the sub-
studies, emphasised the need for the search of a common ground and for the 
framing of political issues as shared. Also, it should be noted that Nussbaum 
mainly writes in the context of higher education (in which she herself teaches) 
but as I discuss Nussbaum’s ideas in my three frameworks of political 
education, I am foremost concerned with the formal learning that happens in 
K12 schools as a part of traditional school subjects or cross-curricular 
projects. However, I do not wish to neglect the potentiality of implementing 
Nussbaum’s work in non-formal and informal learning either. Moreover, as 
already mentioned in regarding CE and its traditionally more national outlook, 
it is my aim to discuss the issues of this study generally instead of focusing on 
a specific national context. Although I began this chapter by giving examples 
of political mobilisation and political emotions from the point of view of a 
Finnish teacher and PhD student, and I present a case of educational 
policymaking from a Finnish city, I underline that these are merely examples. 
It is my intention that the ideas presented in this study could be of value to 
researchers and educators outside of my own specific context. 

 
 

In this introductory chapter, I have briefly outlined the practical political 
landscape that motivated my research of Nussbaum’s theory of political 
emotions. I have also explained what is understood by political emotions in 
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this study, and what frameworks of political education are utilised in the sub-
studies of the thesis. The rest of this thesis summary will be structured as 
follows. Chapter 2 presents the research frame of the study, including the 
research questions and aims, philosophical starting points for reading 
Nussbaum, the method of theoretical inquiry, the steps of systematic analysis, 
and the source literature. Chapter 3 introduces Nussbaum’s political 
philosophy and her educational account. This chapter will work as a backdrop 
for understanding Nussbaum’s theory of political emotions that will be 
presented in chapter 4. Chapter 5 presents the findings of the three 
interrelated sub-studies of this thesis. In chapter 6, the overall arguments of 
the thesis are presented. I engage with a discussion of the relevance of 
Nussbaum’s theory of political emotions to education, highlighting the need to 
critically reflect on the nature of different political emotions and their role in 
the society in order to make them useful in political education. In chapter 6, I 
will also address the limitations of this study and point to the possible 
trajectories for future research. I will end this summary with Chapter 7, an 
epilogue that presents my concluding remarks. 
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In this chapter, I clarify the common aim of the three studies of this thesis 
(referred to in the text by Roman numerals I–III). I express the general aim in 
the form of a research question to which the sub-studies aim to respond from 
their respective angles. I further specify the main research question with sub-
questions to elucidate how the main question was approached in each of the 
sub-studies. Additionally, I briefly discuss the philosophical starting points 
required for reading and interpreting Nussbaum’s work. Furthermore, I 
illuminate the methodology of the study and offer a description of the general 
research process. Finally, I elucidate the choices concerning the primary-
source literature utilised in the thesis. 

This study has its starting point in Nussbaum’s philosophical work and in the 
increasingly polarising and diversifying nature of the political culture of 
today’s liberal democracies. The focus of the research is in examining the role 
of political emotions – such as fear, anger, compassion, and hope – in 
constructing the future of democracy and education. The common aim of the 
sub-studies of this thesis is to examine in what ways Martha Nussbaum’s 
theory of political emotions can contribute to our understanding of political 
mobilisation, and in what ways it could produce capabilities for students’ 
political participation. 

 
The common aim of the studies can also be expressed briefly in the form of the 
following research question (RQ): 
 

RQ: What is the relevance of Martha Nussbaum’s theory of political 
emotions, and especially her understanding of the role of emotions 
in political mobilisation, for political education? 

 
All three studies of this thesis approach the main research question from 
different perspectives. To further capture the different aspects of this main 
question, the following sub-questions (SQs) have been formulated: 
 

SQ1: How can Nussbaum’s theory of political emotions increase the 
understanding of the risks and potentialities associated with 
political emotions in educational practices and policymaking? 

 
SQ2: How can Nussbaum’s theory of political emotions and her 
understanding of the political contribute to the contemporary 
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(liberal, deliberative, and agonistic) theories of citizenship 
education? 

 
SQ3: Which practical educational implications could Nussbaum’s 
theory of political emotions have in human rights education?  

 
The first research question is answered in sub-study I. Drawing on a recent 
case of educational policymaking in one of the largest cities in Finland, study 
I uses Nussbaum’s theory of political emotions to elucidate the problematic 
consequences that negative political emotions (such as fear and anger) may 
have for the political culture, educational policy-making, and for the 
acquisition of important educational aims, especially those associated with 
global citizenship education. The study suggests that Nussbaum’s work can 
increase our understanding of the possibilities and risks associated with 
political emotions both in politics and in education. I argue that, with the help 
of Nussbaum’s theory, it is possible to shed light on the harmful effects of 
negative political emotions and to argue for the reinforcement of positive ones 
(such as hope and compassion, which play a central role in constructing a 
stable and just democratic culture) as a long-term educational objective. 

The second sub-question is addressed in sub-study II. The study challenges 
the centrality of political conflict in the agonistic model of citizenship 
education, but also notes that the deliberative and liberal models have not 
sufficiently recognised the significance of political emotions for political 
mobilisation. Study II suggests that with the help of Nussbaum’s theory, it is 
possible to highlight the role of political emotions in political mobilisation 
while contesting the centrality of political conflict in citizenship education.  
The study argues that citizenship education that focusses on conflictual 
identity formations risks creating antagonism rather than dissolving it, which 
has problematic repercussions for the democratic culture in a broader sense. 
Study II therefore elucidates how Nussbaum’s theory can contribute to our 
understanding of the philosophy, theory, and practice of citizenship education. 

The third sub-question is examined in sub-study III, which explores the 
possible practical implications of Nussbaum’s work. It discusses Nussbaum’s 
theory, particularly the concept of political compassion in the context of 
human rights education. Sub-study III discusses how the pedagogic capability 
of narrative imagination, as outlined in Nussbaum’s educational account, 
could be practiced in classrooms when teaching and learning about human 
rights issues, such as racial discrimination. Therefore, sub-study III takes the 
preliminary steps in imagining a ‘Nussbaumian pedagogy’. In addition to the 
three original studies, the research questions are addressed in a 
comprehensive manner throughout this thesis, particularly in chapter 6 that 
draws together the central findings of all three studies and discusses them in 
regard to the more general research aim and question introduced above.  
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Philosophical issues are integral to any research process. Philosophy’s 
particular relevance to social science and educational research has been 
highlighted by multiple scholars (e.g. Bridges & Smith, 2007; Carr, 1995; 
Holma & Mälkki, 2011; McNamee & Bridges 2002; Scott & Usher, 1999). All 
research is based on philosophical background assumptions, and philosophy 
of science explicates and reflects on these assumptions. Put simply, philosophy 
of science has to do with what we as researchers think about thinking, 
knowing, and about research. In what follows, I shall briefly explicate how I 
understand the role of educational research as a practice with normative 
commitments that is both ‘embedded and embodied’ (Scott & Usher, 1999, p. 
10). 

The central epistemic value underlying my work is epistemic humility; this 
is a disposition that indicates curiosity and humility in terms of exploring and 
discussing the phenomena that are of interest in this thesis. Such humility can 
be viewed as being particularly important in the case of this study because of 
the recognized complexity of collective and political emotions as a 
phenomenon (Degerman, 2020; Leys, 2017). It is noteworthy that although I 
propose that certain political emotions (such as fear and anger) were present 
in the case example of sub-study I, the aim of this study is not to investigate 
(e.g. identify, measure) political emotions empirically, and therefore, not to 
absolutely prove the existence of such collective emotions. Nor is this study 
interested in the individual emotions of politicians, for instance. Rather, it is 
about taking a bird’s-eye view on the connections between phenomena of 
political emotions, current occurrences in today’s democracies, and the goals, 
aims and practices of political education, utilising Nussbaum’s theory as its 
interpretive lens.  

Following Michelle Fine (1994), I recognise that all scholars are epistemic 
agents in that we choose both epistemological stances. Furthermore, 
researchers choose moral and political stances. Therefore, any research (but 
perhaps particularly interpretative research such as this one that combines 
education, philosophy and political studies) must acknowledge its value-laden 
nature in that it ‘recognises its own implication with power and accepts the 
moral dimension that is intrinsic in interpreting the utterances and actions of 
others’ (Scott & Usher, 1999, p. 20). This requires that researchers critically, 
consciously and explicitly reflect on the values put forward in their work. I 
further recognise my contextual and situated researcher position and the 
interpretive nature of this study. Indeed, it is impossible for research to 
extricate itself from its situated, cultural location, and therefore, from its own 
cultural confusions (see Lyotard, 1984). 

I follow the research tradition of analysing, re-analysing, and interpreting 
Nussbaum’s political philosophy and her theory of political emotions, based 
on my and the research community’s previous knowledge. When researching 
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human phenomena and texts, for instance, the researcher cannot expect to 
discover ‘true’ states of affairs. Thus, a reflexive disposition is required when 
conducting research (cf. Scott & Usher, 1999, p. 20). By reflexivity I refer to 
being mindful of how meanings, arguments or ‘knowledge’ that arise from 
research, are constructed within the research process. In the context of my 
study, this implies that I must stay open to and engage in a critical dialogue 
with literature that might challenge my arguments as well as some of the 
normative starting points this study takes sides with. I use the term ‘critical 
reflection’ a great deal in this research. It is one of the key pedagogic 
capabilities outlined in Nussbaum’s (1997a, 2010) work. Critical reflection 
refers to the ability to conduct self-examination: to assess one’s cultural and 
other pre-conceptions and taken-for granted norms and ideas, as well as 
theoretical assumptions and attachments. The same critical reflection ought 
to be practiced towards one’s own research. 

Inspired by the hermeneutical interpretive methodological tradition 
(Gadamer, 1960/2004, 1976/2008; Ricoeur, 1981), I maintain that learning, 
and reaching an understanding of anything is an indefinite process, and often 
impossible to fully control. This is noteworthy for two reasons. First, even 
though I have practiced critical reflection of my own pre-conceptions 
throughout the research process, the past knowledge and experiences that I 
have acquired as a person, as a teacher, and as a researcher can never be fully 
omitted, but remain combined with my understanding and continue to shape 
a concept of any phenomenon I examine. Second, as I view understanding as 
something that expands endlessly and generates further comprehension, my 
interpretations are never complete or absolute (also Patton, 2002, pp. 114–
115). This view, again, challenges the idea of absolute truth and therefore the 
ambition to reach it, and emphasizes the importance of an interpretation 
remaining exactly that: an interpretation within a context. Therefore, this 
study represents my understanding and arguments at this particular point of 
my research process, but the re-evaluation and re-development of my 
hypothesis, arguments or pre-understandings could be infinitely continued, as 
the process of learning remains fundamentally open-ended. This position is in 
line with my methodological approach that will be explicated in the next 
section (2.3). 

Another important aspect of my philosophical commitments as a 
researcher is the acknowledgement of normativity. Eternal philosophical 
questions that have to do with ethics or epistemology have direct connections 
to the world of education (Holma, 2009 p. 325–326), and philosophical 
research, amongst other things, can offer understanding of normative aspects 
on education (Holma & Hyytinen, 2015, pp.220–221). The branch of 
philosophy of education that has been influential to this study, accepts that 
education can have certain normative starting points or value-attachments 
that the research then aims to provide justifications for. This is also the 
starting point of Nussbaum’s philosophical work. Further, even critical, 
postmodern philosophy of education must articulate ideals and some 



 

35 

suggestions that are deemed valuable in terms of constructing a non-
oppressive educational practice (Hogan, 2010, pp. 34–35). Without taking a 
normative stance, that is, to argue that certain educational practices or models 
are more preferable than others, it is impossible to intervene, critique, or 
recommend anything (Leiviskä, 2016, pp. 64–65; Papastephanou, 2001, p. 
293). Education is a goal-oriented practice, and thus, I am sceptical of any 
educational research being value-free, although it might present itself as such. 
Rather, educational research is involved in the ongoing value judgements that 
affect the future of the humanity, societies, and the Globe (Holma & Hyytinen, 
2015). 

To put these considerations in the context of this particular study, the 
themes relevant to the study and to Nussbaum’s philosophy (e.g. human 
emotions, critical reflection, imagination and understanding, compassion, 
social justice, better future, democracy) have a clear relation to the world of 
education on both levels of theory and practice. Whether made explicit or not, 
what we as educators think about the nature of the political or about what is 
realistically achievable or good, influences the aims we assign for education as 
well as our choices in relation to the content of education and teaching 
methods. The normative starting points of Nussbaum’s theory and philosophy 
are her neo-Aristotelian virtue-ethics, the idea of shared human vulnerability, 
the understanding of human emotions as part of rationality, human beings’ 
ability for critical thinking, and a strong faith in the institutions of liberal 
democracy. This study accepts the majority of Nussbaum’s commitments and 
starting points, yet critically distances itself from some, which I will discuss 
later in this summary.9 To sum up, in order to create possibilities for 
constructive political education that can address the challenges of today’s 
societies by uniting students over some common political goals, I hold that 
education requires some overarching normative principles and ideals that 
Nussbaum’s work might provide. However, these normative principles must 
be reviewed in dialogue with critiques that have been directed to universalistic, 
liberal, or principle-based conceptions of democracy and education, including 
Nussbaum’s work. 

 

                                                
 
 
 
 

9 Most importantly, I diverge from Nussbaum (2008a, 2012a, 2019) in her recommendation for patriotic 
education and in her view of the nation state as normatively central. These considerations shall be 
discussed in chapter 3. 
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This study is a theoretical inquiry and employs the methods of philosophical 
research, including theoretical and conceptual analysis and philosophical 
argumentation. Philosophical research in general entails an extensive and 
overarching understanding of method: it points to the diverse modes of 
reading, writing, listening, speaking, and thinking as well as ways of making 
one’s thinking systematic, logical and structured (see Ruitenberg 2009b, p. 
316). Furthermore, method relates to the ways in which philosophers make 
their research meaningful and responsive to historical and current 
philosophical conversations (ibid.). It is common for philosophers of 
education to try to find different and novel angles from which to examine the 
phenomena they are interested in. Katariina Holma (2009) has aptly noted 
that ‘a crucial challenge in terms of research methods in philosophy of 
education is that of combining philosophical ways of analysing and arguing, 
with the dialogical and pluralist way of thinking needed in educational 
research’ (p. 325). I have viewed this challenge as my methodological 
aspiration when analysing the central literature (Nussbaum’s work) utilised in 
the studies. In what follows, I will elucidate how Nussbaum herself employs 
this broad conception of method, and how I have applied the method of 
theoretical and philosophical research in the studies of this thesis. 

When it comes to Nussbaum’s way of doing research, her mode of 
philosophical argumentation becomes somewhat of a method itself. For a 
philosopher, she is eminently practical. Following Aristotle, for Nussbaum, the 
examples that arise from ‘the real world’, such as various ways of life, are 
essential for the conduct of philosophy. As I understand it, Nussbaum sees the 
use of examples as a way to test the accuracy and lucidity of her arguments, 
but also as a way of making empirical findings more general (e.g. Nussbaum, 
2000, pp. 10–11). Therefore, in Nussbaum’s writings, abstraction is 
consistently intertwined with historical, fictional, biographical or even 
autobiographical examples. This is also the way of arguing that I have 
deliberately attempted to follow in this study. Nussbaum has herself 
highlighted the practical role of philosophy and stated that theorising is crucial 
for social change in that it can help us move philosophical discussion to the 
level of politics. For her, good practice requires good theory (Nussbaum, 
2007a, p. 21).  

This view suits well the branch of philosophy of education that this study 
engages in. This branch is one in which philosophical questions or theoretical 
developments are not usually perceived as strictly separable from educational 
practices; rather, they often arise from these practices. This is in line with 
Harry Brighouse’s (2002) demand that ‘education policy-makers and 
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academics take political philosophy more seriously, and that some political 
philosophers take education more seriously’, since ‘some, fundamentally 
conceptual, issues are incredibly hard to think about without fairly intimate 
knowledge of empirical matters’ (p. 189). Bearing relevance to sub-study I and 
also to Nussbaum’s work, Brighouse (2002) has noted that theorising can 
guide our attention towards unchallenged assumptions and help us make 
judgements between the ‘bad’ and the ‘good’, in this case, those educational 
policies that further socially just outcomes for all and those that do not. 

I am motivated by the idea that empirical research alone is often incapable 
of providing normative guidelines for existing social practices whereas purely 
philosophical theories are at risk of providing reconstructions that are 
completely divorced from the multifarious social reality (e.g. Honneth, 2014). 
This insight is particularly attractive from the point of view of Nussbaum’s 
‘method’. Hence, in this study, I attempt to generate knowledge that is 
normatively, theoretically and practically relevant by means of combining 
philosophical analysis with educational research. I strive to do this especially 
by creating a dialogue between the conceptual tools and normative principles 
derived from Nussbaum’s work on the one hand, and the examples drawn from 
the actual world of education (such as the school-visit ban or young people’s 
school strikes for climate), on the other.  

All of the sub-studies of this thesis employ practical examples. Sub-study I 
involves an analysis of a case of educational policymaking in which negative 
emotions played a central role. Nussbaum’s theory of political emotions 
provides tools for the examination of this empirical case and the underlying 
broader phenomenon. On the other hand, I believe that the use of this practical 
example helps concretize Nussbaum’s theory of political emotions and her 
more abstract and general arguments and, therefore, highlights the relevance 
of the theory in the field of education.  

Sub-study II, while being the most ‘theoretical’ in orientation of all of the 
three studies, still finds its relevance to the world of education not only 
through the context of citizenship education, but also through the current 
political movements that have been successful in mobilising young people 
(BLM and Fridays for Future or youth climate activism). Sub-study II also 
proposes how these movements could be addressed in citizenship education 
with the help of Nussbaum’s theory of political emotions and her 
understanding of the political.  

Sub-study III comes closest to Nussbaum’s way of conducting 
philosophical research as it employs a novel as an exemplar and thus 
underlines the educational potential Nussbaum associates with literature and 
other forms of fiction. In study III, racial discrimination is highlighted as an 
important example of human rights violations that should be addressed in 
schools and, therefore, the arguments are contextualised by references to 
Harper Lee’s book, To kill a mocking bird, to the BLM movement, and the 
murder of George Floyd.  
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The broad method of philosophical research utilized in this study, 
including the aforementioned illustrative examples, is further motivated by 
the pursuit of creativity in reading, thinking, listening, discovering and 
reflecting. There are creative elements in research that are uncontrollable. 
Ideas are enigmatic in many ways, or as Gary Thomas (2007) notes in the 
context of methodology: ‘[a]ny brief examination of the history of creativity 
shows that progress is made by . . . the acceptance of ideas which arise from 
serendipity, chance, metaphor and the process of sudden insight whereby 
ideas appear from nowhere’ (pp. 90–91). As a researcher and educator, I 
believe this sporadic element is central to learning. 

In this study, I apply a version of a systematic analysis that has been developed 
in the context of theoretical educational research by Katariina Holma (2009) 
and Heidi Hyytinen (2011) among others. The aim of systematic analysis is to 
provide tools for theoretical examination and interpretation of literary 
sources, to elucidate and structure the source material, and to pay attention to 
what is being argued in the text and how (Hyytinen, 2011, pp. 96–97). 
Furthermore, the goal of systematic analysis is to problematize or challenge 
certain arguments in the original texts in order to gain a deeper understanding 
of the issue at hand and with the aim of arriving at a theoretical reconstruction 
or synthesis (Hyytinen, 2011, pp. 97–99). 

In this thesis and in the individual sub-studies, theoretical analysis has 
involved the following, partly overlapping stages that have been modified from 
the work of Holma (2009) and Hyytinen (2011):  

 
(1) Mapping and proposing an initial hypothesis or a research 

question. In my thesis, this initial hypothesis was that Nussbaum’s 
work allows me as a researcher to study and propose still widely 
unexplored possibilities associated with education for political 
emotions, democracy, world citizenship, and social justice. Included 
in this stage of a research process was also the identification of a 
context of discovery. In my research, this means that I have 
formulated my hypothesis in relation to some empirical 
phenomenon or practical issue (i.e. the case of educational policy-
making in sub-study I). 
 

(2) Theoretical and conceptual clarification and analysis, aiming at the 
formation of a comprehensive understanding of Nussbaum’s theory 
or some dimension of it, and of other theoretical and conceptual 
resources utilised in the study. This step involved a) studying the 
primary as well as other relevant source literature, and b) forming 
an interpretation of Nussbaum’s work. 

 



 

39 

(3) Critical reflection: searching for lines of argumentation that 
support the initial hypothesis and counter it. This stage involved 
studying secondary literature, particularly critiques of Nussbaum’s 
work and approaches that differ from it, and comparing these 
contrasting theoretical approaches in a critical manner. This step 
was conducted with the purpose of making the study more reliable 
by acquiring a deeper, multiperspectival theoretical understanding 
of the issues that are at stake in the study or in the sub-studies. 

 
(4) Revision of the initial hypothesis and the construction of the main 

argument of the study / sub-study. This step involved the revision 
of the hypothesis on the basis of the outcomes and critical analysis 
of the previous stages, and the reformulation of the central 
argument of the study if necessary. In this stage, the central 
argument was further supported with relevant references to the 
literature. 

 
(5) Responding to the research question by formulating the main 

arguments and articulating relevant, practical educational 
implications, rooted in the theoretical findings and arguments. 
Especially in stage 5, my research has benefitted from the case-
example utilized in sub-study I, real-life phenomena such as the 
political movements that have mobilised young people, Nussbaum’s 
educational account, my prior professional teaching experience, and 
empirical educational research. 

 
Obviously, the research process has been slightly (yet not remarkably) 
different in each sub-study, and it has not necessarily followed the precise 
sequence of the stages of analysis presented above. In all of the sub-studies, 
some stages (2–4 in particular) have been repeated in an iterative manner as 
I have discovered new material that has changed the way I think about the 
problem at hand. Further, positioning stage 5 as the final stage of analysis feels 
somewhat artificial; although the articulation of practical educational 
implications is only described as stage 5, the practical considerations have 
been continuously present in my analysis: I have read Nussbaum with a 
‘practical lens’, and with the question ‘what could this mean for educational 
practices?’ in mind. Oftentimes the initial hypothesis itself has had the 
practical implementations embedded. Thus, the research process overall has 
been iterative or circular by nature. Furthermore, it is noteworthy that in each 
of the sub-studies, stage 3 has been different because different secondary 
literature has been utilised in order to answer each SQ.  
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The research material of this study consists of the literature and articles 
associated with Nussbaum’s theory of political emotions and a secondary 
literature that discusses Nussbaum’s theory or the issues and phenomena 
addressed in this thesis. The primary sources utilised in the studies are three 
of Nussbaum’s books discussing her theory of political emotions: Political 
Emotions: Why Love Matters for Justice (2013), Anger and Forgiveness: 
Resentment, Generosity, Justice (2016) and The Monarchy of Fear: A 
Philosopher Looks at Our Political Crisis (2018). I have various reasons for 
utilising these works as my primary sources. These works are Nussbaum’s 
latest monographs on political emotions, which makes them particularly 
relevant in light of the focus of this thesis. Nussbaum has written multiple 
books and essays about human emotions and her earlier examinations are 
more extensive than the primary sources of the study.10 Although I refer to 
these earlier works, it is more appropriate to employ works conducted in 
recent years as opposed to those conducted almost three decades ago, when 
something as temporal as the current practical-political landscape is at stake. 
Particularly in Anger and Forgiveness (2016) and Monarchy of Fear (2018) 
Nussbaum comments on the increasingly polarised political culture and the 
dangers she associates with it. Furthermore, Nussbaum has developed her 
theories over the years, and the most recent works present the most clarified 
articulations of her stance on political emotions. Out of these three books, 
Political Emotions (2013) is by far the most expansive and thorough and it also 
brings together other central themes of her work, such as political liberalism 
and the role of education in cultivating ‘democratic’ emotions. 

In addition, I have also utilised Nussbaum’s individual essays and books 
that do not solely focus on political emotions as the source material of the 
studies. In sub-study III in which I particularly examine the political emotion 
of compassion, I utilised the essay ‘Compassion: The basic social emotion’ 
(1996a) as well as Love's knowledge: essays on philosophy and literature 
(1990/1992). Furthermore, as will be explained in the next chapter, many 
themes and topics are interconnected in Nussbaum’s works. Therefore, in all 
of the three sub-studies and this thesis summary, I have also utilised 
Nussbaum’s work that addresses her theory of justice, the Capabilities 
Approach (2006, 2011, in particular) and her educational account (1997a, 
2010).  

                                                
 
 
 
 

10 These works include Love’s Knowledge: Essays on Philosophy and Literature (1990/1992), The 
Therapy of Desire: Theory and Practice in Hellenistic Ethics (1994b), Upheavals of Thought: The 
Intelligence of Emotions (2001) and Hiding from Humanity: Disgust, Shame, and the Law (2004a). 
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Concerning the use of the secondary literature, I primarily employed works 
that comment on Nussbaum’s ideas and are relevant to the topics of the sub-
studies. To provide a rough division in terms of the secondary literature, one 
branch of literature involves works that share many of the theoretical 
foundations with Nussbaum. That is to say, they support the consensus-
oriented liberal and deliberative theories of democracy and democratic 
education or focus on global justice and global citizenship, or otherwise share 
or accept the normative starting points of Nussbaum’s work. This secondary 
literature has supported my argumentation for co-operation and the pursuit 
of collective political goals in the context of contemporary political education.  

The other branch of secondary literature of this thesis offers a more critical 
perspective towards HRE, GCE, or the traditional approaches of democratic 
theory. For instance, in sub-study II, I bring Nussbaum’s work into dialogue 
with agonistic pluralism (e.g. Mouffe, 2005, 2013) and agonistic citizenship 
education (Ruitenberg, 2009a; Todd, 2010; Tryggvason, 2018). I have also 
employed feminist, antiracist or postcolonial approaches (e.g. Adkins, 2020; 
Ahmed, 2004; Bell, 2009; Cherry, 2019; Mouffe, 2000, 2005; Osler, 2015, 
2016; Zembylas, 2013; Zembylas & Keet, 2019), some of which are directly 
critical of Nussbaum’s ideas (Adami, 2014; Gleason, 2018; Srinivasan, 2018; 
Weber, 2018). These views have been utilised to clarify the possible role of 
political identification and political conflict, and to provide a critical lens to 
examining Nussbaum’s philosophy. The secondary literature that stems from 
critical schools of thought has also contributed to the formation of a more 
nuanced and comprehensive theoretical understanding of the nature and 
causes of political polarisation in contemporary democracies. Accordingly, it 
has helped me to argue how Nussbaum’s theory of political emotions could be 
revised and refined if relocated to educational practice (see sub-study III). 

Furthermore, I have employed various types of research conducted on 
political emotions (e.g. Ahmed, 2004; Boler, 1997; Westen, 2007, Zembylas, 
2021, Jackson, 2020), and on education, such as human rights education 
research (e.g. Adami, 2014; Barreto 2006, 2011; Goldschmidt-Gjerløw, 2019; 
Osler, 2016; Schaffer & Smith, 2004; Zembylas, 2013), or agonistic citizenship 
education (e.g. Ruitenberg, 2009a; Todd, 2010; Tryggvason, 2018). In sub-
study I, I also studied and referred to policies and guidelines such as Finnish 
National Core Curriculum for Basic Education (FNBE, 2014), or UNESCO’s 
guidelines for Global Citizenship Education (2014). Utilising secondary 
literature was vital for the research process, especially in terms of critical 
reflection and for the construction of the main arguments. 
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What is a ‘good life’? How are we to harmonise rationality and emotion, theory 
and practice, the local and the global, universality and pluralism, and the 
private and the public? What is the aim of education? These are some of the 
ambitious questions Martha Nussbaum has sought to answer in her 
philosophy. In this study, I mainly focus on the role of emotions in the public 
sphere and the implications that political emotions have for education, 
highlighting especially the connection between theory and practice. However, 
in this chapter, I introduce Nussbaum’s political philosophy as a general 
framework that I believe is required for understanding her theory of political 
emotions (explored in chapter 4). In what follows, I will introduce Nussbaum’s 
view of democracy and political liberalism, her conception of well-being in 
terms of human capabilities, and her work on cosmopolitanism. I will further 
present Nussbaum’s views on education with my emphasis being on the role 
of education in supporting democracy and human flourishing. In addition, I 
will address some of the most relevant critiques or contestations of 
Nussbaum’s ideas.  

 

Martha Craven Nussbaum (1947–) is an American philosopher and legal 
scholar. Nussbaum graduated with a bachelor’s degree from New York 
University and earned both her master’s and her doctoral degree in classical 
philology at Harvard University. Nussbaum has worked and taught at 
Harvard, Brown University, Wellesley, and the University of Chicago, where 
she currently holds appointments in the departments of philosophy, political 
science, and classics. At Chicago, Nussbaum was appointed Ernst Freund 
Professor of Law and Ethics, and later as a Distinguished Service Professor. 
Nussbaum has received numerous awards for her scholarly achievements, 
most importantly, the Kyoto Prize in Arts and Philosophy in 2016. She is 
perhaps most well known for her moral and political philosophy, especially her 
formulation of the Capabilities Approach, a theory of social justice that 
highlights human vulnerability and human flourishing. However, during her 
long and productive career, she has produced an expansive body of work, 
discussing Ancient Greek and Roman Philosophy (1986, 1990, 1994b), ethics 
(1994b), political philosophy (2006, 2013, 2011), philosophy of law (1995, 
2004a, 2009, 2021), philosophy of education (1997a, 2002b, 2010), moral 
psychology (2001, 2013, 2016, 2018), global justice (1994/2002, 2011, 2015, 
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2019) and aesthetics, especially literature (1990/1992, 1996b). Furthermore, 
Nussbaum could certainly be referred to as a public intellectual, as she has 
actively been taking part in various social, political and academic debates both 
internationally and domestically in the United States. She has made 
contributions to various contemporary disputes, writing lucid and accessible 
books, essays and lectures on issues as diverse as human rights, 
cosmopolitanism or transnational justice (1997a, 2019), religion (2008b, 
2007b, 2012b), women’s rights (1995a, 1999, 2000, 2004c), LGBTQ rights 
(1999, 2004a, 2009), sexual assault (2021), economic inequality (2011), the 
value of humanities and liberal arts (2010), aging (Nussbaum & Levmore, 
2017) and animal rights (2004b), to name but a few subjects.  

During her career, Nussbaum has constructed a moral and political 
philosophy that, to an extent, aims to reframe and interconnect our 
understanding of issues such as justice, feminism, human development, and 
the role of the arts and emotions (both private and political) in human life. 
Nussbaum calls into question several traditional philosophical distinctions, 
and her work is often characterized by scrutiny, something that becomes 
obvious in her conceptualisation of human emotions (e.g. Nussbaum, 2001). 
As a philosopher, Nussbaum is acutely practical, and as explained in chapter 
2, her style of argumentation becomes something of a method in itself: 
abstraction that is consistently intertwined with historical, fictional or real-life 
examples. Nussbaum has herself highlighted the practical role of philosophy 
and stated that theory is crucial for social change (Nussbaum, 2004c, p. 329). 
As she herself points out, ‘good practice requires good theory’ (Nussbaum, 
2007a, p. 21). Nussbaum’s (e.g. 2000, p. 10) starting point is that in order to 
form a philosophical discourse founded on global reality, we must consider 
real life phenomena, examples and stories. This position stems especially from 
Aristotle. Aristotle can be viewed as Nussbaum’s major influence and, 
throughout her works, she keeps coming back to his thought as well as the 
thought of the ancient Stoics. This is understandable considering the themes 
and topics that have intrigued Nussbaum: ethics, moral philosophy, good life, 
love, friendship, beauty, and world citizenship.  

On the one hand, Nussbaum’s work invites us to consider the very real, 
unique, and diverse life situations of people.11 On the other, however, her work 
contests cultural relativism and postmodernism, striving to accommodate and 
reconnect with some level of universalism and underlining the transnational 
understanding of equality, liberty, justice and good life. A central theme and 
aspiration of Nussbaum’s abundant work is correcting the failings of political 

                                                
 
 
 
 

11 As an example, the difficult life of the character Vasanti narrated in Creating Capabilities (Nussbaum, 
2011, pp. 2–16) 
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liberalism and constructing a more fully developed theory of democracy, 
mindful of the human condition. Her work on political emotions and the 
Capabilities Approach are at the very core of this effort. Also, for Nussbaum, it 
is imperative that justice is viewed in a global context, as is evident from her 
work on cosmopolitanism (1994/2002, 2019) and the Capabilities Approach 
(1995a, 2006, 2011). 

 

Nussbaum (2013) uses the concept of democracy to refer to a normative ideal 
concerning the way society should be organised. As I understand it, for her, 
democratic societies should be based on challengeable revisable normative 
visions that can be derived from a minimal conception of justice, which can be 
shared by all citizens and residents and which is sustained by central 
democratic institutions. From this it follows that democratic politics takes part 
in the composition of the normative visions that guide the functioning of 
democratic institutions. The pivotal feature of Nussbaumian understanding of 
democratic politics is the idea of citizens being committed to searching for a 
common ground with opponents and embarking on uncertain initiatives with 
others (e.g. Nussbaum, 2018). Democratic politics thus involves the collective 
formation and pursuit of shared political visions and goals. I will revisit this 
conception of democratic politics in chapter 5, when I refer to sub-study II of 
this thesis, and compare Nussbaum’s view of the political to the views 
proposed by the representatives of agonistic pluralism. For now, however, let 
us keep in mind that for Nussbaum, democracy is closely connected to a 
normative ideal of society and justice and the virtue of co-operating with 
others. 

In her works, Nussbaum (e.g. 2006, 2013, 2015 ) outlines a conception of 
political liberalism, that is, her vision of the good life and human well-being 
that can, in John Rawl’s (1996) terms, be an object of ‘overlapping consensus’ 
in society. The main argument of Nussbaum’s account is that a society that 
aspires to be just should design its basic institutions in a way that they support 
all persons’ fundamental human capabilities for pursuing their conception of 
the good. Nussbaum’s liberalism begins from the notion of Kantian ethics that 
all human beings should be treated as ends (Kant, 1785/2011). For her, this 
notion needs to be taken as a minimal requirement for the conception of good. 
To highlight what it means to treat people as ends, Nussbaum delivers an 
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Aristotelian list of capabilities necessary to human flourishing, emphasizing 
the revisable and minimal nature of this list.12 

At its heart, Nussbaum’s Aristotelian account of the good life has ‘a 
profoundly liberal idea … the idea of the citizen as a free and dignified human 
being, a maker of choices’ (Nussbaum, 1998, p. 324). This notion bears some 
similarity with procedural accounts of personal autonomy proposing that 
social justice and equality should be understood in terms of promoting 
freedom and autonomy (e.g. Cornell, 1998). For instance, it should be left to 
the marginalized individuals and groups to decide how they are to live their 
lives in ways that are non-oppressive and more diverse. However, for 
Nussbaum (1998), personal autonomy is only one central human capability, 
one pillar of a good human life. Nussbaum terms personal autonomy as the 
central capability of ‘practical reason’ (e.g. Nussbaum, 2011, pp. 33–34), which 
she views as crucial, but not a first priority, since human flourishing is the 
ultimate goal of the good life, and more capabilities than autonomy are needed 
for this (e.g. Nussbaum, 1998, pp. 323–324). Although Nussbaum’s account of 
the good life can contribute to procedural accounts in terms of thinking of 
human flourishing, some advocates of procedural approaches might perceive 
that Nussbaum is pointing at a particular way of life, visioning these certain 
functions and capabilities as ‘central’ to human flourishing, instead of allowing 
people to find their own route to and content of flourishing. Nussbaum (1998) 
herself maintains that her account of the good life is compatible with global 
moral pluralism. The friction between universalism and particularism, as well 
as the friction between trying to define the good life for everyone, while 
keeping the individuality, autonomy, and contextuality in mind, are some of 
the most frequently contested points of Nussbaum’s work. These debates and 
considerations have provided me with valuable reflections throughout this 
study, and they were particularly relevant when conducting sub-study III 
where the contextuality, plurality of narratives and the uniqueness of each 
person is highlighted.  

The question ‘what constitutes well-being and dignified life, and what are the 
best ways to measure it’ is an enormous topic and approached from various 
theoretical perspectives, discourses (e.g. human rights) and academic 
disciplines (such as psychology, philosophy and social psychology). In this 

                                                
 
 
 
 

12 This list has led to criticism of Nussbaum’s political liberalism for being too substantive, which has 
been argued in the context of discussing Nussbaum’s liberal feminism and the capabilities approach (see 
Cudd 2004; Abbey, 2011). 
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study, I will give a brief introduction to Nussbaum’s Capabilities Approach 
(CA) that serves as a backdrop of her political philosophy. Other topics in 
Nussbaum’s philosophy, such as political emotions and their expressions 
(Nussbaum, 2013, p. 16), can be traced back to CA, which is Nussbaum’s 
framework or conceptualisation of justice and the good life. 

Nussbaum started the construction of CA already in the 1980s, searching 
for similarities between Amartya Sen’s idea that justice needs to focus 
on freedoms and functionings, on the one hand, and Aristotle’s thought, on 
the other (see Nature, Function and Capability: Aristotle on Political 
Distribution, 1988). The first version of her famous list of central human 
capabilities can be found in her Aristotelian Social Democracy (1990), and the 
list undergoes only slight alterations and modifications throughout her 
successive publications (such as Women, Culture and Development: A Study 
of Human Capabilities, 1995a). Nussbaum’s work on human capabilities is 
outlined most notably in Frontiers of Justice: Disability, Nationality, Species 
Membership (2006) and Creating Capabilities: The Human Development 
Approach (2011). In these works, she sheds light on the aspects that the earlier 
theories on human well-being and development have failed to capture. With a 
particular focus on Rawlsian hypothetical social contract theory, Nussbaum 
(2006, 2011) holds that justice issues, such as rights of the disabled, rights that 
transcend national borders and animal rights have been inadequately 
addressed in liberal political theory and in much of the Kantian tradition in 
moral philosophy in general. The aim of her version of the CA is to surpass the 
limitations of rationalism, nationalism, and speciesism. This endeavour is 
present in Nussbaum’s political philosophy more generally. Further, 
Nussbaum (ibid.) argues that her version of CA provides better tools than the 
Rawlsian political liberalism for understanding what a just society could look 
like and is particularly relevant for addressing contemporary and complex 
issues of justice and rights that societies are struggling with (such as 
disadvantage, aging, education, environmental quality, animal entitlements).  

CA is a framework of well-being, development and justice, certain aspects 
of which can be traced back to Aristotle, Adam Smith, and Karl Marx (e.g. 
Nussbaum, 1988; Sen, 1993, 1999). As a framework, it is more normative than 
explanatory: the core task of the approach is not to explain issues such as 
disadvantage, although the conceptualisations the approach provides can be 
useful in the explanation of various social phenomena. CA is not a unified or 
an explicit theory of well-being, but is generally considered to be an adaptable, 
multi-purpose framework (e.g. Nussbaum, 2011; Robeyns, 2005, 2016; Sen, 
2009). Hence, the use of the term Capabilities Approach persists in 
philosophical literature, as opposed to ‘Capabilities theory’. Nussbaum has 
developed her CA together with the Nobel Prize laureate, economist Amartya 
Sen. Subsequently, they have had their own emphases in developing the 
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approach.13 Sen has expanded the applicatory scope and reach of his CA and it 
could be said that his version is more instrumental, whereas Nussbaum has 
focused on the moral justification of the approach and attempted to develop 
an ethical-political account of the good life to resolve a variety of social 
injustices (e.g. Kurstak, 2013).  

Nussbaum’s CA should be viewed as a ‘partial and minimal account of 
social justice’ (Nussbaum, 2006, p. 71) entailing two central normative 
assumptions: societies should provide for individuals opportunities to achieve 
well-being and well-being should be understood in terms of capabilities, i.e. 
people’s real abilities and freedoms to achieve valuable functionings. Thus, CA 
is outcome oriented. Understanding of well-being in terms of what people are 
actually able to do and be contrasts with some other accounts that focus on 
subjective categories (e.g. happiness) or the means to well-being (i.e. resources 
like income or per capita GDP) rather than ends (actual capabilities). 
Nussbaum (e.g. 2011) continuously points out that national economic growth 
shows no correlation to social justice or to well-being. 

CA aims to provide researchers and practitioners with the tools to combat 
all forms of inequality by analysing the conditions out of which they emerge. 
Central to Nussbaum’s CA is an Aristotelian idea of human flourishing. Thus, 
as opposed to the utilitarian and the contractarian theories that Nussbaum 
criticizes, her CA falls into the category of virtue-ethical theories. The society 
needs to grant each individual the necessary capabilities and circumstances to 
achieve this flourishing by the enforcement of law and by other institutions of 
society. CA also shares some common ground with rights theories, since 
Nussbaum proposes that capabilities are viewed as fundamental entitlements 
that constitute the moral foundation of the formulation of political 
principles.14 

                                                
 
 
 
 

13 Nussbaum (2011) views the general, wider capabilities paradigm as consisting of two rough groups: 
one focuses on comparative quality of life (i.e. Sen’s and his followers’ work) and the other 
on theorising about justice (Nussbaum’s and her followers’ work). These share a focus on people’s ability 
to achieve various doings and beings, and uphold the same core normative assumptions such as treating 
people as ends. However, Ingrid Robeyns (2016), a capabilities philosopher, has argued that not all 
research conducted under the umbrella of the capabilities approach fits into one of the two groups 
suggested by Nussbaum.  
14 According to Nussbaum, CA could be viewed as a ‘species of a human rights approach’ (2007a, p.21) 
as it belongs to the family of liberal political conceptions of justice (2013, p. 118). Indeed, some scholars 
have accepted it as ‘a major perspective in human rights theory’ (Clark, 2009, p. 585). However, the 
declaratory approach that is promoted by establishing rights and negative liberty is not enough for 
Nussbaum. For her, it is crucial to think about human development in a way that opens up a variety of 
life choices for individuals to lead a meaningful and flourishing life. 
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Nussbaum defines capabilities as answers to the question ‘what are people 
able to do and to be?’ (Nussbaum, 2011, p. x, 18, 20). Capabilities are not 
merely abilities internal to a person but the real opportunities and freedoms 
that arise from an accumulation of personal abilities and the economic, 
political, and social environment (Nussbaum, 2011, p. 20). To highlight this, 
Nussbaum has further divided capabilities into ‘internal’ and ‘external’ ones, 
these referring to various foreground and background conditions that are both 
necessary but alone insufficient for realizing actual capabilities. Internal 
capabilities refer to states of a person that are dynamic and can be trained, 
usually in familial, social, political, and economic environments (i.e. 
characteristics such as personality traits, intellectual and emotional capacities, 
internalized learning, or fitness and health, see Nussbaum, 2011, p. 21). This 
internal/external distinction is important, since it sheds light on the various 
aspects that are at play in fulfilling capabilities. Nussbaum points out that a 
society might succeed rather well in producing internal capabilities but, then 
again, might cut off paths through which people actually have the 
circumstances to function in accordance with those capabilities. As an 
example, she mentions societies where people are educated and thus would be 
capable of free speech on political matters but in practice freedom of 
expression is denied through repression of speech (Nussbaum, 2011, p. 21). 
This is to say, a person may acquire an internal capability through some kind 
of functioning but may later lose it if one has no opportunity to function 
(Nussbaum, 2011, p. 23). Thus, when Nussbaum speaks of real capabilities to 
do and be something, she uses the term ‘combined capabilities’. These consist 
of both internal capabilities and of the conditions (i.e. economic, political, 
social) in which functioning can genuinely be chosen (Nussbaum, 2011, 
pp. 21–22).  

To take another example, and to link the CA to education and to emotions, 
consider the educational capability of narrative imagination (will be discussed 
in more detail in section 3.4.2, and in sub-study III). This capability is linked 
with many of the central ones that Nussbaum lists (such as senses, imagination 
and thought, emotions, and affiliation), and it requires both foreground and 
background conditions. First, a person needs to be able to read, listen, see or 
somehow encounter other people’s stories and, second, a person needs to have 
an environment where this capability of listening, understanding and 
interpreting in a compassionate manner is encouraged and can be practiced 
(this environment can be created in various contexts, such as education, 
media, family). It should be noted that when I refer to capabilities throughout 
this study, I am referring to these full or real ‘combined capabilities’. 

As noted, Nussbaum has formulated a list of ten central human capabilities. 
Although she regards the list as universal and objective enough to become the 
object of a global overlapping consensus, she also underlines that the list is 
open-ended and revisable and can thus be implemented differently in 
particular contexts. Here is the list as presented by Nussbaum herself in 
Creating Capabilities (2011):  
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1. Life. Being able to live to the end of a human life of normal length; 
not dying prematurely, or before one’s life is so reduced as to be not 
worth living.  

2. Bodily Health. Being able to have good health, including 
reproductive health; to be adequately nourished; to have adequate 
shelter.  

3. Bodily Integrity. Being able to move freely from place to place; to be 
secure against violent assault, including sexual assault and domestic 
violence, having opportunities for sexual satisfaction and for choice in 
matters of reproduction.  

4. Senses, Imagination and Thought. Being able to use one’s senses to 
imagine, think and reason – and to do these in a ‘truly human way’, a 
way informed and cultivated by an adequate education, including but 
by no means limited to, literacy and basic mathematical and scientific 
training. Being able to use imagination and thought in connection with 
experiencing and producing works and events of one’s own choice, 
religious, literary, musical, and so forth.  Being able to use one’s mind 
in ways protected by guarantees of freedom of expression with respect 
to both political and artistic speech, and freedom of religious 
exercise. Being able to have pleasurable experiences and to 
avoid nonbeneficial pain.  

5. Emotions. Being able to have attachments to things outside of 
ourselves; to love those who love and care for us, to grieve at their 
absence; in general to love, to grieve, to experience longing, gratitude, 
and justified anger. Not having one’s emotional development blighted 
by fear and anxiety. (Supporting this capability means supporting 
forms of human association that can be shown to be crucial in their 
development.)  

6. Practical Reason. Being able to form a conception of the good and to 
engage in critical reflection about the planning of one’s life. (This 
entails protection of the liberty of conscience and religious 
observance.)  

7. Affiliation. (A) Being able to live with and toward others, to 
recognize and show concern for other human beings, to engage in 
various forms of social interaction; to be able to imagine the situation 
of another. (Protecting this capability means protecting institutions 
that constitute and nourish such forms of affiliation, and also 
protecting the freedom of assembly and political speech.) (B) Having 
the social bases of self-respect and nonhumiliation; being able to be 
treated as a dignified being whose worth is equal to that of others. 
This entails provisions of nondiscrimination, ethnicity, caste, religion, 
national origin.  
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8. Other Species. Being able to live with concern for and in relation to 
other animals, plants, and the world of nature.  

9. Play. Being able to laugh, play, to enjoy recreational activities.  

10. Control over One’s Environment. (A) Political. Being able to 
participate effectively in political choices that govern one’s life; having 
the right of political participation, protections of free speech and 
association. (B) Material. Being able to hold property (both land and 
movable goods), and having property rights on an equal basis with 
others; having the right to seek employment on an equal basis with 
others; having the freedom from unwarranted search and seizure. In 
work, being able to work as a human being, exercising practical 
reason and entering into meaningful relationships of mutual 
recognition with other workers. 

Nussbaum, 2011, pp.  33–34 

 
Nussbaum (e.g. 2000, 2006, 2011) focuses on thresholds and notes that the 
list is partial and intentionally general in order to leave room for further 
negotiation and plurality.  However, she holds that if a life lacks any of the ten 
central capabilities, it will be ‘not worthy of the dignity of a human being’ 
(Nussbaum, 2000, p. 72). Thus, capabilities should be understood as moral 
entitlements. Furthermore, like a set of constitutional guarantees, this 
universal list can provide an important tool and real guidance in the ongoing 
process of further specification and refinement of what it means to live a life 
of dignity and flourishing and thus it could guide governments in their public 
policy reforms (Nussbaum, 2011). Hence, the locality of the implementations 
and the direct responsibility of states and governmental agencies in realising 
the capabilities of each individual is underlined. 

While Nussbaum holds that her list of central human capabilities is loose 
enough to be an object of overlapping consensus and emphasises that the list 
remains open for revision (e.g. Nussbaum, 2000, p. 77), some scholars have 
questioned whether Nussbaum’s work can really be seen as a form of political 
liberalism (e.g. Barclay, 2003; Cudd, 2004). Others have wondered whether 
the list of ten central human capabilities reserves enough room for respect for 
agency or democratic deliberation (Crocker, 2008; Robeyns, 2003; Sen, 
2004). Then again, it has been proposed that this line of critique of 
Nussbaum’s account has not fully recognised the normative, philosophical, 
and political nature of her proposal (Claassen, 2011). The CA has also been 
critiqued for being universalistic. Nussbaum (e.g. 2011) has elaborately replied 
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to this critique,15 and Penny Enslin and Mary Tjiattas (2004, 2009), among 
others, have argued that Nussbaum’s ‘universalist feminism’ (2004, p. 503) or 
‘internationalist humanism’ (2009, p. 6) can in fact accommodate a thin 
version of multiculturalism and therefore does not pose a threat to cultural 
diversity. Notably, the recognition of pluralism and human diversity was one 
of the central theoretical starting points of CA, since Nussbaum and Sen 
viewed other normative theories, i.e. views of distributive justice, as not 
engaging seriously enough with the various forms of human diversity. In fact, 
CA has been utilised in theorising, philosophising, and researching the rights 
of minorities especially in relation to feminism, care, disability and species 
membership (e.g. Khader, 2008; Terzi, 2010; Nussbaum, 2011).  

I hold that the CA framework has been successful in shedding light on 
certain attributes of well-being that might be extremely important for some 
groups of people, yet less important for others, thus widening the 
conceptualisation of well-being. Furthermore, framing the capability of play – 
free-time and recreational activities – as crucial for people, helps us to evaluate 
the fulfilment of the capabilities of women who might do an immense amount 
of care work, often in addition to their outside-of-home work in (e.g. 
Nussbaum, 2000, 2011). When it comes to the issue of care labour, some 
women are even in more vulnerable positions than others due to their lack of 
material resources or social networks to name but a few aspects (e.g. a newly 
immigrated single-parenting mother without a safety net). To me, this is a 
prime example of how intersectional theory of disadvantage (Brah & Phoenix, 
2004; Crenshaw, 1989; Cooper, 2016) and CA could inform one another. In 
my view, it would be useful to examine issues of disadvantage through an 
intersectional lens, also when the well-being of students and youths in general 
is considered.  

In the field of education, CA has been viewed as useful in terms of 
educational theory, especially in discussing policymaking, distribution, 
redressing poverty, institution building and global relations (Walker 
& Unterhalter, 2007). In my work, I have been interested in the role of 
emotions as human capabilities, and how we ought to address political 
emotions in education. I will come back to these considerations as well as to 
the pedagogical capabilities outlined by Nussbaum. But, first, I will visit 
another discussion that has been central to Nussbaum’s political philosophy: 
the idea of cosmopolitan citizenship. 

 

                                                
 
 
 
 

15 I shall not discuss the critique of the CA and Nussbaum’s responses to this critique in more detail here. 
For this discussion, see Nussbaum’s (2011) argumentation for the justification of her project (e.g. pp. 
77–81, 101–112). 
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In this section, I will offer my interpretation of the debate on cosmopolitanism 
that Nussbaum has taken part in during the past decades. Nussbaum’s 
discussion on cosmopolitanism is closely connected to the capabilities 
approach and her educational philosophy that will be explicated in section 3.4. 
In terms of CA, Nussbaum claims that other theories of social justice have 
failed to seriously consider the rights of citizens of other nations or aliens, and 
proposes that the CA can better address the questions of global justice, since 
it emphasizes the view where each person is entitled to a life worthy for a 
human being regardless of the accident of where they were born and what 
status they happen to have in their society (Nussbaum, 2006, pp. 273–274). 
In terms of her educational philosophy, cosmopolitanism forms one of the 
three pedagogic capabilities Nussbaum (1997a, 2010) builds her educational 
account around. 

Although in this section, I do not directly discuss political emotions, it is 
important to remember that these themes are greatly overlapping and 
intertwining in Nussbaum’s work. Cosmopolitanism and CA relate to the same 
normative idea of seeing all of humankind as a moral community: we are 
bound together by our shared vulnerability and our rights by the virtue of 
being human. The theme of world citizenship is also implicit in this thesis. For 
instance, I argue that the ban presented in sub-study I is a case of ethnic 
profiling and racism in action. This is something that could be described as the 
ugly side of patriotism: nationalism, nativism, resulting in the harmful 
divisions between ‘us and ‘them’, which can be viewed as the opposite of a 
cosmopolitan outlook. The cosmopolitanism-patriotism discussion is relevant 
for this thesis; when political emotions and the morality of the emotions are 
discussed, it is always necessary to ask: ‘which creatures am I to count as my 
fellow-creatures, sharing possibilities with me?’ (Nussbaum, 1997a, p. 92).  

Cosmopolitanism, or world citizenship, is arguably timely: I am writing this 
very sentence at my home-office due to the global pandemic, and my social 
media feeds are currently filling up with donation campaigns for Ukraine. 
Global Fridays for Future, Me Too, Black Lives Matter, and Extinction 
Rebellion movements have become part of our everyday conversations in 
Finland, and just by opening a social media application, I see that the friends 
I made during my studies abroad, now residing on different continents, are 
taking part in the same conversations. In my short lifetime, I have gone from 
being merely a citizen of Finland, the nation state, to that of being a citizen of 
the European Union. Whether one likes it or not, our world continues to 
become increasingly interconnected. This phenomenon of globalisation was 
one of the main reasons Nussbaum gave for her endeavour when she argued 
for cosmopolitan outlook and cosmopolitan education more than two decades 
ago – long before we saw global social media giants such as Facebook. 
Globalisation, however, is not the same as cosmopolitanism. Although the two 
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are related, globalisation can be related to a factual, empirical phenomenon, 
whereas cosmopolitanism indicates a normative ideal (Papastephanou, 2002, 
p. 75) of equality, democracy, compassion and care (p. 69). 

The nuances of the age-old term as well as a plethora of different 
cosmopolitanisms are continuously debated by scholars, since the term can 
refer to a number of views in socio-political and moral philosophy.16 
Cosmopolitanism has been a target of severe criticism by progressive political 
movements such as post-colonialism, feminism and environmentalism. 
(Blaagaard, Braidotti & Hanafin, 2013). A majority of this critique argues that 
cosmopolitan or humanist undertakings can easily be viewed as a disguise, no 
matter how unintentional, for the project of (for instance, Western, or other 
imperial) hegemony and dominance. The rhetoric of universalism, humanism 
and cosmopolitanism has indeed been historically abused for the ventures of 
colonialism, imperialism and investment capitalism. Although this discussion 
is central to philosophy, to philosophy of education, to human rights education 
or to any educational endeavour that has to do with cultivating global 
citizenship, it is not meaningful for the purposes of this thesis to go in depth 
with the critique of cosmopolitanism (for the objections of cosmopolitanism, 
see for instance Kleingeld & Brown, 2019). 

Cosmopolitanism can be traced back to ancient Greece where, according to 
historical sources, Diogenes the cynic was the first one to use the term 
kosmopolitēs, stating that he is ‘a citizen of the world’ when asked where he 
was from (e.g. Nussbaum, 1994a, p. 3). The Mediterranean and its adjacent 
geographical areas have historically been in the crossroads of many cultures, 
which has naturally led to cultural exchange, but has also created a need for 
negotiation of identities and local loyalties (be they to family, tribe, polis, 
village or wider ethnic group). Hansen (2011), among others, has pointed out 
that cosmopolitanism most certainly is not solely a ‘western’ idea with 
‘western’ roots, as ‘cosmopolitan motifs appear in numerous philosophical 
lineages’ (Hansen, 2011, p. 6). In the field of political philosophy, 
cosmopolitanism usually refers to and is based on the revival of the ideas of 
universal history, perpetual peace and cosmopolitan justices. That is, the ideas 

                                                
 
 
 
 

16 Some view cosmopolitanism as an interdisciplinary movement with a number of shared commitments 
and a special research agenda, while others question whether the term is even useful anymore, as it is a 
subject of such conflicting interpretations. For an examination of the history of the idea of 
cosmopolitanism, see Kleingeld & Brown (2019) or Delanty (2019). For more on cosmopolitanism see 
for instance Beck (2006), Held (2010), Cohen & Vertovec (2002) and Fine (2007).  
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formalized by Kant around the time of the French Revolution.17 Successive 
cosmopolitanism has been mainly concerned with reconciling the idea of 
universal human solidarity with local loyalties (this has been done, for 
instance, by John Stuart Mill, Emil Durkheim, Kwame Anthony Appiah, 
Jürgen Habermas and Ulrich Beck (Fine, 2007, p. 16). 

Put simply, the idea of cosmopolitanism is that one’s moral commitment 
should not be any narrower than to humanity as a whole. Defining ourselves 
primarily through what is close at hand, such as nationality or social class, 
instead of members of a single and common humanity, leads to a moral 
attitude where we easily lose sight of our global interconnectedness and 
responsibility (e.g. Nussbaum, 1994/2002, 1997a). However, it is not possible 
to examine Nussbaum’s cosmopolitanism in a singular way, because she has 
altered her views from the earlier pro-cosmopolitan ones (e.g. Nussbaum, 
1994/ 2002, 1997a) into more patriotic ones (2008a, 2012a), and recently, in 
a book of connected essays, Cosmopolitanism, a noble but flawed tradition 
(2019), she addresses this bifurcation and attempts to move away from it with 
the help of her CA. Regardless of the stance she is writing from, what remains 
the same throughout Nussbaum’s work is the demands she imposes upon the 
self. Nussbaum’s political philosophy expects appropriate action, not only of 
verbal recognition and existential appreciation of what the other has to offer 
(Papastephanou, 2013b p. 189). 

With the essay ‘Patriotism and cosmopolitanism’ (1994a), Nussbaum quite 
single-handedly cast cosmopolitanism into the limelight of education and 
social science debates (Naseem & Hyslop-Margison, 2006, p. 51). The essay 
was later published with replies by prominent philosophers, thinkers and 
writers representing different positions on the topic, along with Nussbaum’s 
response (Nussbaum et al., 1996). This intellectual debate edition was reissued 
after the devastating 9/11 attacks (Nussbaum & Cohen, 2002) when there was 
a greater urgency to return to questions of love of country and a morally decent 
life and to the tensions between local attachments and cosmopolitan 
principles. In the re-written introduction of the book titled ‘Cosmopolitan 
emotions?’ Nussbaum (2002a) urges that moral thought is most vital in times 
of great danger, fear and uncertainty. She made the same argument also in her 
later publications (Nussbaum, 2016, 2018) in relation to her discussions on 

                                                
 
 
 
 

17 Kant’s significance for cosmopolitanism is undeniable, and Nussbaum has discussed his ideas in 
several of her works (e.g. Kant and Stoic Cosmopolitanism, 1997b). However, I shall not discuss Kant’s 
work here, but will rather focus on outlining the role of cosmopolitanism in Nussbaum’s work.  
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political emotions. I have taken this statement as a starting point in this thesis 
when discussing the value and morality of different political emotions in a time 
of increasing political polarisation and on-going global crises. 

Nussbaum’s (1994/2002) famous essay, cautioning against patriotism, was 
originally written as a response to Richard Rorty’s (1994) ideas of cultivating 
the ‘emotion of national pride’ and unity to combat politics of difference. 
Nussbaum finds this approach narrow, divisive, and potentially dangerous, 
wondering ‘how far the politics of nationalism really is from the “politics of 
difference”’ (Nussbaum, 1994/2002, p. 5). She claims that nothing less than 
shared humanity should be the starting point of politics, morality, and 
therefore political education. As was explained in the previous section, 
Nussbaum has thematised vulnerability and fortune as pervasive features of 
the human condition. Being born somewhere is nothing more than an accident 
or a matter of luck, and thus morally irrelevant. Nussbaum’s CA, then, could 
be seen as a ‘safety net’ in light of this human vulnerability; that is, for the 
accidents that take place when we are ‘thrown’ into the world.    

Central to Nussbaum’s cosmopolitanism is the metaphor of concentric 
circles, put forward already by the ancient Stoic philosophers, particularly 
Hierocles (1st–2nd CE) (e.g. Nussbaum, 1994/2002, p. 9, 1997a, 1997b).18 In 
this metaphor, human beings are viewed as surrounded by a variety of 
concentric circles, where the first encircles the self, the next the immediate 
family, the next the extended family, then local groups, fellow inhabitants of 
the city, fellow citizens of the state, and so on (Nussbaum, 1994/2002, p. 9). 
Nussbaum adds that we can add ‘groupings based on ethnic, linguistic, 
historical, professional, gender, or sexual identities’ (ibid.). The key is that 
outside all these smaller circles is the widest one, humanity as a whole.19 Our 
task is then to ‘draw the circles somehow towards the centre’ (Hierocles, as 
cited by Nussbaum, 1994/2002, p. 9). The idea is that one does not need to 

                                                
 
 
 
 

18 Nussbaum (1994/2002, 1997b) consistently draws from the stoics, viewing the Stoic values of equal 
human dignity and the opportunity for people to pursue happiness as a preliminary stage for Kantian 
morality. Both the Stoic and the Kantian cosmopolitanism are significant for her philosophy, although 
Nussbaum has herself found the extreme detachment of Stoicism as unrealistic (1994/2002, 2008a) and 
taken issue with the Kantian over-emphasis on rationality (2006). She, however, has supported both 
Stoicism’s and Kantianism’s call for universal recognition and responsibility, as opposed to conducting 
politics based on particular communal identities. 
19 I would add that perhaps the largest circle could involve all living beings if we wish to widen our moral 
responsibility, compassion and attachment to the plant and animal world, and to consider aspects of 
intergenerational justice and the globe as a place that not only we, but all other living beings that exist 
now and come after us, should inhabit. 
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give up local identifications in order to be a citizen of the world. Nussbaum 
applies this thought in her educational account.  

I view this idea of concentric circles as flexible, and thus able to 
accommodate the unique experience of belonging of each person.20 That is to 
say, group allegiances might be more significant to some than to others. For 
instance, people who identify as transnational citizens, reside in borderland 
areas or have multiple citizenships might feel that other forms of group 
allegiance and identification are closer to their centre (the self) than to that of 
the inhabitants of a certain nation state. Relevant to the topics that border on 
this thesis (identity politics, political emotions, sense of ‘us’, and the feeling of 
belonging), the other groupings that Nussbaum mentions could be added to 
the circles (ethnic-, gender-, sexual identities etc.) have become increasingly 
important and recognised in today’s political culture. Thus, the ancient 
questions such as ‘how to draw the circles together’, ‘how to become a citizen 
of the world without losing one’s locality’, ‘how to dwell reflexively and justly 
within these two worlds’, become relevant again in our time of global crises 
and growing political polarisation. 

Nussbaum (1994/2002) outlines four reasons for education for 
cosmopolitan citizenship as opposed to national citizenship: 1) learning more 
about oneself, 2) becoming able to solve problems that require international 
cooperation, 3) recognising moral obligations to the rest of the world, and 4) 
making coherent and consistent argument based on divisions that one can be 
prepared to defend (pp. 11–15). She further develops these ideas in her works 
on education (1997a, 2002b, 2010). I shall return to the issue of cosmopolitan 
education in section 3.3. For now, I shall move on to explicating Nussbaum’s 
turn to globally sensitive patriotism and her current stance on 
cosmopolitanism. 

In her more recent writings, Nussbaum has abandoned cosmopolitanism as a 
constitutive concept and taken a turn towards what she calls a ‘globally 
sensitive’ (2008a, p. 78) or ‘critical’ patriotism (2013, p. 239). Considering her 
earlier attempt to defend cosmopolitanism against patriotism, this 
‘disregarding’ of cosmopolitanism (Papastephanou, 2013a) seems peculiar. 
Furthermore, during the time of this patriotic turn, she continued to work on 
her global approach to justice, CA (e.g. Nussbaum, 2011). Nussbaum (2008a, 
2012a), however, states that she began to see certain difficulties in 

                                                
 
 
 
 

20 The uniqueness of the narrative and the identity of each person is further highlighted in sub-study III 
of this thesis with the help of the work of Rebecca Adami (2014). 
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cosmopolitanism that she had not considered before. As I see it, Nussbaum 
was faced with the more practical dilemma, mentioned earlier and ever-
present in the philosophical work on cosmopolitanism: that is, the question of 
whether humanity as a whole is simply too large and abstract to be the target 
of our morality and our foremost allegiance. This type of critical reflection of 
one’s prior work is, of course, allowed and even to be recommended. However, 
siding with Papastephanou (2013a) and Enslin (2011) among others, I do not 
fully endorse this turn. 

I understand that the reasons for this shift in her thinking are the directions 
her career and philosophy took in the 2000s and early 2010s. First, 
Nussbaum’s (2006) work became influenced by Rawlsian political liberalism. 
Second, as Nussbaum continued to develop the Capabilities Approach as a very 
practical philosophy of well-being, the role and the responsibility of the nation 
states and their central democratic institutions perhaps appeared more 
significant in her overall political philosophical thinking. Third, one of the 
most central lines of argumentation Nussbaum has maintained in her work 
throughout her career is that political emotions are significant, and that in 
order to be motivated to act on any social change, human beings need to be 
able to feel something. I believe that, for practical reasons, Nussbaum is 
persuaded by the idea that the world community is too abstract of a cause, too 
‘thin’ of a base for identification, and thus not sufficient enough to evoke 
strong political emotions. This interpretation is supported by the fact that, 
after the patriotic turn, Nussbaum published one of her major works on the 
nexus between human emotion and democratic culture (Political Emotions, 
2013). In her later works, Nussbaum (2016, 2018) has often returned to 
‘positive’ forms of open and inclusive patriotism (as debatable as this might 
sound) as well as to the potentiality of religious communities in constructing 
love, hope and compassion for democratic culture, with a specific focus on 
certain problematic developments in the United States, such as the Trump 
presidency (Nussbaum, 2018). 

Nussbaum’s (e.g. 2006, 2008, 2013) endorsement of a form of Rawlsian 
political liberalism led her to view a strong form of moral cosmopolitanism as 
an inconceivable object of overlapping consensus in a liberal democratic state. 
For liberalists, political principles should not derive from comprehensive 
ethical or metaphysical doctrines that could not be supported by reasonable 
citizens. However, as many reasonable doctrines do insist on the importance 
of particularistic forms of love and attachment (that are pursued for reasons 
internal to these doctrines and not just from universal duties to humanity), 
Nussbaum (2008) reasons that strong moral cosmopolitanism is not 
desirable.  In addition, Nussbaum (ibid.) became uneasy with the Stoic stance 
that she earlier endorsed according to which becoming a citizen of the world 
requires a certain detachment from the world: cosmopolitans become 
‘philosophical exiles from our own ways of life’ (Nussbaum, 1997a, p. 58). In 
her later writings she has redressed the theme of detachment and 
‘rootlessness’ that is often presumed fundamental in Stoic thought. Nussbaum 
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now holds that Stoic cosmopolitanism leaves life too empty without particular 
attachments, referring to this as ‘the dark side of Stoic thought’ (Nussbaum, 
2008a, p. 80).  

Another thought that has persuaded Nussbaum towards a ‘globally 
sensitive patriotism’ (2008a, p. 78) is that the good of humanity as a whole is 
too abstract of a target for selfish individuals to sacrifice for the common good.  
Nussbaum acknowledges that in today’s world, the nation is the central source 
of people’s rights and duties as citizens and, therefore, a logical focus for global 
citizenship education. She leans on Italian nationalist Giuseppe Mazzini’s 
(1805-1872) somewhat cynical idea that people’s lives are so absorbed in greed 
and self-interest that the idea of the nation is better suited to direct people’s 
thoughts away from egoism than universal justice or cosmopolitanism. 
Nussbaum (2008a, 2012a) views the nation state as large enough, yet still 
sufficiently local, concrete, and ‘personal’. Furthermore, she writes ‘if altruistic 
emotion is to have motivational power, then, it needs to hitch itself to the 
concrete’ (Nussbaum, 2012a, p. 220). For the purpose of this argument, she 
has borrowed a term ‘watery motivation’ (Nussbaum, 2013, p. 207, 219) from 
Aristotle, which refers to Aristotle’s criticism of Plato’s ideal city. Plato tried to 
remove partiality by suggesting that all citizens should care equally about all 
other citizens. Aristotle’s response was that two things make people care for or 
love things: the thought that it is all theirs or ‘their own’, and the thought that 
it is ‘the only one they have.’ (Aristotle in Nussbaum, 2013, p. 219). 

I believe Aristotle’s argument is understandable if we are to consider family 
ties. It is reasonable for parents to feel this way about their children and to 
care deeply, affectively and profoundly for their own children as opposed to 
caring about, for instance, all children of the city they reside in. Yet caring for 
one’s family does not mean that one has to believe that one’s family is worth 
more than other families, as Nussbaum herself points out in her earlier pro-
cosmopolitan essay (Nussbaum, 1994/2002). I find that applying the ‘all theirs 
and the only one they have’ logic into loving and caring for one’s nation state 
as problematic since it immediately raises a question: ‘whose own?’ Who are 
perceived as being part of the nation and granted the ownership, and who are 
excluded? What about people with multiple citizenships and belongings? 

Nussbaum, however, has been strongly convinced by the problem of watery 
motivation and has also criticized Rawls and Habermas for failing ‘to cultivate 
strong sustaining emotions because they are insufficiently alert to the problem 
of “watery motivation”. They propose solutions that are simply too abstract to 
command the love of real people’ (Nussbaum, 2012a, p. 232). Thus, Nussbaum 
faces a paradox: the emotion of love, for her, is vital for citizenship, yet she is 
persuaded that loving all human beings regardless of their nationality is 
unachievable. This leads her to argue that since emotions are extremely strong 
motivationally, even patriotic emotions need to be armed for our work towards 
justice and democracy. This is clear in her statement ‘emotions can be very 
bad; but they are an essential part of human life, including the struggle for 
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justice, so we should try to imagine how they can become the best that they 
can be’ (Nussbaum, 2012a, p. 250).  

Nussbaum (2012a, p.215) refers to patriotism as ‘Janus-faced’. When it 
faces outward, it is calling the self to duties towards others. Yet, when it faces 
inwards, it is inviting those who consider themselves as ‘good’ or ‘true’ patriots 
to differentiate themselves from outsiders and subversives and thus to exclude 
them (ibid.). The preferred, ‘outward’ patriotism Nussbaum (2008a) 
conceptualises as inclusive and globally sensitive. In her elaborate critique, 
Marianna Papastephanou (2013a) argues that it is facile to assume ‘an 
unwarranted leap from local perfectibility to universal ideality’ (p. 171). Her 
main claim is that Nussbaum’s globally sensitive patriotism exaggerates 
ownership over political ideality, and even though this is well suited with the 
standard liberal view that Nussbaum promotes (after taking seriously the 
critique of universalism and the presumed rootlessness of stoic 
cosmopolitanism), this view of patriotism surrenders too much of its critical 
potential (ibid.). Julian Culp (2018) has further criticized Nussbaum’s statist 
model for neglecting that international institutions already bind national 
decision-making and, therefore, the human freedom of co-determining the 
political choices affecting their lives. He suggests that instead of aspiring to 
make our societies more just through the cultivation of patriotic emotion, we 
should rather aspire to make international affairs more democratized, and 
wishes to extend Nussbaum’s model to an ‘internationalist model’ of 
cosmopolitan democratic education (ibid.). 

Arguably, for Nussbaum, cosmopolitanism never was ‘an abstract, 
philosophical stance, but rather a very practical and result-oriented attitude’ 
(Mendieta, 2009, pp. 248–249). This practicality has led her to defend an ideal 
of a more virtuous patriotism as she holds that in order for people to be able 
to commit to normative principles and aims, these aims need to be felt 
somehow as ones’ own. Although Nussbaum’s central message remains to a 
great extent the same as before her patriotic turn, the rest of her political 
philosophy – at least according to my reading – aligns better with her earlier 
cosmopolitanism. This is particularly the case when considering the role she 
assigns for education and political emotions. The main reason why I remain 
unconvinced by her call for patriotism is her own, original argument 
(1994/2002) that a politics of nationalism and/or patriotism is, ultimately, a 
politics of difference. Patriotism, even if critical or globally sensitive, is by its 
definition creating we-they distinctions and thus inducing the type of 
polarisation that I find problematic, and that I have argued against in sub-
study II (Leiviskä & Pyy, 2020). These notions lead me to argue that, 
particularly in our interconnected world and when facing shared challenges, 
political emotions and motivation should be aimed at creating global justice 
and extend to the members of other nations as well. Aligning with Nussbaum’s 
earlier views, I call for a ‘more international basis for political emotion and 
concern’ (Nussbaum, 1994/2002, p. 4). 
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One main characteristic in the general debate concerning cosmopolitanism, 
also reflected in Nussbaum’s work, is the tension between dichotomies, such 
as patriotism vs. cosmopolitanism or local vs. global. In relation to 
Nussbaum’s patriotic turn, Papapstephanou has stated that ‘Nussbaum’s 
inflexible conceptual handling of cosmopolitanism traps her political thought 
in either/ors’ (2013a, p. 168). Yet, at the same time she admits that ‘it would 
be unfair to lose sight of the complexity of her idea of cosmopolitan self-regard 
compared to that of other theorists’ (Papastephanou, 2013b, p. 189). 
Papastephanou herself calls for an even more reflexive attitude towards the 
world and emphasizes ‘becoming’ instead of ‘being’, and a utopian vision that 
needs to be imagined to improve any communities and societies, be they local 
or global.21 Especially in the practical world of education, the question is rarely 
about choosing globality over locality or the other way around but of finding a 
balance between these different focuses. For Ulrich Beck (2002), 
cosmopolitan forms of life and identities are ‘ones that are ethically and 
culturally simultaneously global and local’ (p.36). Beck calls this view 
‘ethical glocalism’, which is based on a conception of rooted cosmopolitanism 
(ibid.). Similar conceptions suggesting that cosmopolitanism and a sense of 
more particular cultural reverence are not necessarily mutually exclusive have 
been expressed by, for instance, Kwame Anthony Appiah (2005) and in the 
context of education, David Hansen (e.g. 2009, 2010, 2011, 2017). I would like 
to extend my interpretation of Nussbaum’s work more towards this view, 
where human identities are conceived to be fluid, and in many places 
simultaneously. Furthermore, in the context of citizenship education or 
human rights education one could consider the local and global as mutually 
interdependent: universal moral principles always need to be interpreted in 
the local and particular contexts, which is a valuable exercise in itself. 

In her book Cosmopolitanism: noble but flawed tradition (2019), 
published 25 years after the essay ‘Patriotism and cosmopolitanism’, 
Nussbaum returns to the theme with a set of essays exploring the tensions 
within the cosmopolitan tradition through the works of Cicero, Hugo Grotius 
and Adam Smith. It is important to note that Nussbaum is mainly discussing 
the Cynic and Stoic traditions of cosmopolitanism as opposed to ‘new 
cosmopolitanism’ or the advancement of the theory that has persistently 
attempted to reconcile the global and local (see, e.g. the work of Beck, 2006; 
Benhabib, 2006; Delanty, 2006, 2019; Held, 2010; Pogge, 2008). Nussbaum 
states that the cosmopolitan tradition continues to offer valuable insights but 

                                                
 
 
 
 

21 ‘Being and Becoming Cosmopolitan: Higher Education and the Cosmopolitan Self’ (Papastephanou, 
2013b) 
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also involves shortcomings, and that the tradition can be beneficial for the 
thinkers of today only if people are alert to its deficiencies and weaknesses. 
Many of the themes already mentioned come together in this work: thinking 
about social rights as national duties, considering the prospects of moral 
emotions and political psychology in a complex world, and asking how we 
ought to think about relative claims of the nation and the world (Nussbaum, 
2019, pp. 236–252). Importantly, she once again challenges the contractarian 
traditions and calls attention to the huge challenge of extending the 
cosmopolitan tradition to the world of nature and to non-human animals (ibid. 
pp. 249–251). She argues that the cosmopolitan tradition has been 
‘relentlessly anthropocentric’ (ibid., p. 237). Nussbaum (2019) nevertheless 
states that she defends a general approach of the cosmopolitan tradition, 
claiming that moral duties should not be restricted by national boundaries, 
since we are all tied to other living beings by concern and recognition.  

I read this work (Nussbaum 2019) as an attempt to move away from the 
cosmopolitanism/patriotism -bifurcation. Nussbaum proposes that the nation 
state should be viewed as the practical and moral scene to advocate and 
accomplish the aims of cosmopolitanism. She ends the book by suggesting a 
move from cosmopolitanism to her version of CA ‘that extends to all nations 
and all people, but gives a special place to the nation.’ (Nussbaum, 2019, p. 17) 
This special place of a nation foremost has to do with Nussbaum’s argument 
that duties of justice cannot be separated from duties of material aid, that all 
entitlements outlined in CA have an economic and social aspect, and that these 
entitlements ought to be thought of as national duties. However, the role of 
the nation state is viewed not only practically but also ‘normatively central’ 
(2019, p. 14) as Nussbaum still holds that the nation state is ‘the largest unit 
that is an effective unit of human autonomy and accountability to people’s 
voices’ (ibid.). I would like to speculate that there are other practical places 
and settings for realizing cosmopolitan goals. I would particularly wish to draw 
attention to the possibility of global political activism and the transnational 
nature of political mobilisation enabled by, for instance, the new media (e.g. 
in terms of the climate crisis). As for the normative centrality of a nation state, 
in this thesis, I will simply state that I find Nussbaum’s earlier 
cosmopolitanism more beneficial for education that aims to support global 
social justice. I respect the work other cosmopolitan theorists have conducted 
on balancing the local and global in visioning political organization, and 
particularly the work that has been conducted on cosmopolitanism in the field 
of education (e.g. Papstephanou, 2013b; Hansen, 2009, 2010, 2011, 2017; 
Osler & Starkey, 2005, 2018). As our world is facing problems such as climate 
change and, increasingly, forced migration, I view it as crucial also in moral 
education to scan beyond the horizons of the nation state. 

In this section, I have challenged the advantages of patriotism and the role 
Nussbaum gives to the nation state. Although this internal cosmopolitanism-
patriotism debate in Nussbaum’s thought complicates the interpretation and 
application of her work, it need not undermine her theory of political emotions 
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or her educational account. I have argued that the patriotic turn is a 
consequence of Nussbaum’s argument that in order for us to commit to 
abstract principles of justice and to be politically mobilised, we need to be able 
to feel issues as our own. This section has hence already demonstrated that it 
is impossible to discuss Nussbaum’s political philosophy without considering 
the crucial element of human emotions. In chapters 4, 5, 6 Nussbaum’s theory 
of political emotions is discussed and applied in the context of education, yet 
her recommendations for nurturing patriotic emotions are not included in this 
study. From the beginning, education has been at the core of Nussbaum’s 
argument for cosmopolitan outlook. World citizenship entangles with the 
other educational capabilities Nussbaum outlines: critical reflection and 
narrative imagination. Next, I shall move on to the elaboration of these key 
ideas of Nussbaum’s educational account. 

 

In the field of education, the topics that have evoked most discussion among 
scholars have perhaps been her defence of liberal education,22 the debate 
(already addressed) on cosmopolitan/patriotic education,23 and Nussbaum’s 
version of CA.24 Nussbaum’s work – particularly CA – has been explored in 
educational contexts as diverse as Self-Determination Theory’s basic 
psychological needs (DeHaan, Hirai & Ryan, 2015), special education 
(Reindal, 2010), critical peace education (Snauwaert, 2011), and rights to 
Education for All (McCowan, 2011). 

For Nussbaum, education is a crucial capability in itself, but also central for 
the fulfilment of other capabilities. She gives education a central role in her 
overall philosophical work, although the educational recommendations she 
makes remain on a rather general level. Nussbaum urges that education is 
needed in order for people to grow as equal, compassionate, sensible, aware, 
autonomous, and flourishing citizens. Throughout her works (1994a, 1997a, 
2010, 2011, 2013) she highlights this and the role of education in advancing 

                                                
 
 
 
 

22 See, for example, Duarte, 2015; Gregory, 2010; Liedman, 2002; Lin, 2016; Saunders, 2013; Savit, 2011. 
23 See the contributions of Kwame Anthony Appiah (2002), Penny Enslin (2011), Amy Gutmann (1996), 
Marianna Papastephanou (2013a), Claudia Schumann (2016), to name but a few. 
24 e.g. Ferracioli & Terlazzo, 2014; Leßmann, 2009; Otto, 2016; Vaughan & Walker, 2012; Walker & 
Unterhalter, 2007. 
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social justice, i.e., providing people from various backgrounds and starting 
points equal opportunities in finding their role and way to flourish in society.  

Nussbaum draws from the Greek and Roman Stoics’ ideas on the practical 
realization of Socratic goals of education (Socrates himself did not leave 
behind any written records). The liberal education that Nussbaum advocates 
is indeed often traced back to ancient Greece and to the ideas of the pursuit of 
knowledge and the development of the mind as being intrinsically valuable 
(e.g. Hirst, 1974, pp. 30–32, also Nussbaum, 1997a, 2010). However, liberal 
education has a long tradition and a variety of different meanings (see, for 
instance Hirst 1965/2010; Peters, 1977, 1966; and Kimball, 1986). Some 
associate the term with the ideas put forward in the nineteenth century by 
John Stuart Mill, these referring to the comprehensive development of a 
human being, the pursuit of excellence and high culture, and the idea that 
liberal arts have an especially humanizing influence (White, 1986).25 
Nussbaum’s defence of liberal education seems to accept all of these starting 
points. Particularly central to Nussbaum’s (1997a, 2010) view of liberal 
education are the ideas of the cultivation of a free human being, a multi-
disciplinary approach, the central role of the arts and humanities, and learning 
for the sake of learning as opposed to learning profitable skills.26 Nussbaum 
(ibid.) notes that students ought to be provided with general knowledge but 
also in-depth knowledge and possibilities to learn to think for themselves and 
to apply the information they have acquired. Nussbaum (2010) states that 
‘while the economy may only require workers to possess basic skills, such as 
literacy, education should foster other capabilities, such as critical thinking 
and empathy’ (pp. 25–26). This distinction between the concepts of a skill and 
of a capability is, to my mind, at the core of her educational account, 
particularly found in Not for Profit (2010). Nussbaum urges us as educators 
to think about what we want our education to be for and what the difference 
between education and training is. 

Out of the ten central capabilities, the ones that Nussbaum (2010) views 
particularly pivotal to education, are the capabilities of practical reason: 
senses, imagination, thought and play. To this, I would add the capabilities of 
emotions and affiliation. In this study, I stress the role of emotions, and 
especially in sub-study III, I emphasise affiliation, the crucial element of being 
in relation to others and working for social justice together by striving to 

                                                
 
 
 
 

25 Although I am not engaging with the liberal education debate in detail here, it should be noted that 
liberal education has been criticized for being either apolitical or politically elitist (e.g. Harris, 1980). 
26 I shall mainly discuss the need for arts and humanities education in the subsection that concerns 
narrative imagination (elaborated also in sub-study III). My interest in arts and humanities here lies in 
the potentiality of play, art and literature in the development of a compassionate disposition. 
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understand the other’s position. I interpret Nussbaum’s argument for 
education’s role for democracy as multifold: through education we not only 
provide more equal opportunities for everyone’s individual flourishing but 
combat harmful stereotypes and construct a political culture of peace, hope, 
love and compassion in a society and advance critical reflection and 
understanding between people who have different group attachments. 
Furthermore, it is integral to focus on the humanity we share in the interlinked 
global network we all exist in. 

In what follows, I will introduce three aspects or pedagogical capabilities 
that form the core of Nussbaum’s educational project (most thoroughly 
outlined in Nussbaum, 1997a, 2010). These include: 1) Socratic pedagogy and 
the need for critical self-examination and reflection; 2) narrative imagination 
that is cultivated especially through art and humanities; and 3) world 
citizenship education, previously referred to as a cosmopolitan education or 
outlook. In addition to introducing these themes, I also point at certain 
tangible problems that can be associated with Nussbaum’s educational 
account, most importantly the issue that her recommendations remain on a 
highly general level and the implementation of the approach has been left for 
other scholars to tackle. 

Nussbaum (1997a, pp. 28, 62–63) places importance on the notion of ‘Socratic 
inquiry and the goal of examined life’. This examined life, implying critical 
thinking and self-reflection, is an educational goal so central to Nussbaum that 
it emerges time and again (e.g. 1997a pp. 15–49, 2002b, pp. 293–295, 2010, 
pp. 47–77). Put simply, Nussbaum views the abilities she terms as ‘Socratic’, 
such as critical argumentation and self-reflection, as vital for the survival of 
democracy and for a functioning political culture. 

Socratic self-examination is the ability to ‘think and argue for oneself’ 
(Nussbaum, 2010, p. 48). The key is that students learn to assess, to defend 
and to critically reflect various arguments. In practice, this involves students 
learning to examine evidence, write well-structured arguments and to analyse 
the arguments presented to them (Nussbaum, 2010, p. 55). Nussbaum 
supports a comparative, multicultural, and critical approach to education as 
she holds that this type of education creates the best possible basis for 
multivocal discussion in the political realm and thus improves the chances of 
achieving at least some level of cross-cultural overlapping consensus 
(Nussbaum, 2011, pp. 77–79). Nussbaum views the process of scrutiny and 
democratic deliberation as ‘a Socratic attempt to attain clarity about the 
structure of one’s own moral judgements in the area of social justice . . . 
[J]ustification is achieved not by individuals acting alone but by debate among 
Socratically debating individuals’ (2011, p. 77). The argument is that critical 
examination of one’s tradition and oneself enhances cultivation of humanity 
in today’s interconnected world (Nussbaum, 2002b, pp. 293–294). In order to 
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avoid leading a dogmatic, parochial life, no belief should be accepted as 
authoritative simply because it is familiar through habit or tradition. One 
should rather practice consistency and justification while questioning all 
beliefs. This, then, means developing the capacity to engage in logical 
argumentation, reasoning and dialogue. 

Nussbaum offers several reasons for the advancement of Socratic 
pedagogy. Here I shall only address the ones that I view as most important. 
Firstly of all, she states that critical argumentation is vital for clarifying 
societal, political or other aims and values. Once these aims and values are 
deliberated on and clarified, it is less likely that an individual, nation or a 
community is to be swayed by a powerful, convincing speaker or a populist 
leader for instance.27 Furthermore, Nussbaum highlights the non-
authoritarian nature of Socratic critical inquiry: the status of the speaker is 
irrelevant as is the number of people supporting the argument as only the 
nature of the argument should count (2010, pp. 50–51). Therefore, the ability 
to examine arguments is also highly relevant for questioning and opposing 
authority and directly related to the ideal of an autonomous, free human being. 
Nussbaum further proposes that Socratic inquiry and critical self-examination 
are the much-needed antidotes for viewing political debate as a wrestling 
match, where the ‘other side’ is seen as the enemy to be defeated or even 
humiliated (2010, p. 51, 2018). The aspiration for Socratic critical reflection 
involves the idea of citizens being committed to coming together, which 
involves the challenging task of searching for common ground with opponents 
and embarking on uncertain initiatives with others (Nussbaum, 2018, 2010). 
The goal is to become better in having critical yet constructive discussions with 
others. Although Nussbaum does not state it explicitly, at the heart of the 
pedagogic capability of Socratic inquiry seems to be the idea of learning for 
deliberative democracy. In the spirit of critical reflection, Nussbaum (e.g. 
2010) holds that in the political realm as well as in education, there needs to 
be space for the expression of dissent and for challenging taken-for-granted 
norms, views and ways of life. A vast number of philosophers have made 
similar arguments, highlighting the need for critical communication, thinking, 
self-reflection and reflection on society’s power dynamics (e.g. Jürgen 
Habermas, Max Horkheimer, and Theodor Adorno).   

Nussbaum refers to the work of several educational thinkers and scholars 
who have developed models or interpretations of Socratic pedagogy and whose 

                                                
 
 
 
 

27 This argument can be found from many of Nussbaum’s works, and she tends to use an example from 
Thucydides’ History of the Peloponnesian War, where Athenians are influenced by powerful rhetoric, 
fail to examine the arguments presented, and end up making irrational decisions. (See, for instance, 
Nussbaum, 2010a, pp. 49–51.) 
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work has been beneficial for her thinking. Nussbaum views these scholars as 
part of the same Socratic tradition, since they have all put emphasis on 
educating for criticality and fostering abilities for discussion and debate or 
have proposed reform pedagogies against ‘rote learning and student passivity’ 
(2010, p. 57). These thinkers include Jean-Jacques Rousseau (1762), Johann 
Pestalozzi (1746–1827), Friedrich Froebel (1782–1852), Bronson Alcott 
(1799–1888), Horace Mann (1796–1859), John Dewey (1859–1952), and 
Rabidranath Tagore (1861–1941) (Nussbaum, 2010, pp. 56–72). Investigating 
the work of these historical figures, however, tells us rather little about what 
Socratic critical inquiry could mean in today’s world, and I believe that 
Nussbaum’s account of education would have significantly benefitted from 
discussions with today’s educational scholars. It would have been intriguing to 
read Nussbaum’s handling of Paulo Freire’s, Henry Giroux’s, or Nel Noddings’ 
work, to name but a few. Nussbaum, however, does refer to philosopher 
Matthew Lipman’s (1982; Lipman, Sharp & Oscanyan, 1980) Philosophy for 
Children curriculum. Nussbaum is inspired by Lipman’s starting points, 
according to which children are active, questioning beings with an ability for 
understanding logical structures and capable of interesting philosophical 
thought as opposed to merely moving from one predetermined stage to 
another (Nussbaum, 2010, p. 73). Drawing from Lipman, Nussbaum suggests 
that these capabilities need to be developed to combat tendencies for 
stereotyping and other fallacies and, hence, they become crucial for democracy 
(2010, pp. 74–75). 

Nussbaum (1997a, pp. 21–23) urges that we ought to define the concepts 
we use reflectively. Concepts such as justice or cosmopolitanism and their 
meaning in today’s world or in particular settings should be topics of ongoing 
reflection and negotiation. This relates to a broader view of having a curious 
yet humble disposition in one’s own thinking in general. As human beings, 
thinkers, researchers, teachers or activists, we are always striving for a better 
understanding through reflection and respectful, multivocal dialogue that 
hopefully leads to further clarification. In this study, inspired by David 
Hansen’s (2009, 2011, 2017) work on cosmopolitan education, I understand 
Socratic self-reflection as the ability to dwell in the region between relativism 
and objectivism, flexibility and rationality: being in an ambivalent state in 
one’s process of knowledge formation in which reason and emotion as well as 
competing understandings conflict, synthesize and inform one another (this 
position is particularly relevant for sub-study III). For Nussbaum, a critically 
reflective stance would seem to entail both emotions and rationality (logical 
argumentation, extensive factual knowledge). This link between emotion and 
examination is discussed more thoroughly in chapter 5. Here, it shall now be 
concluded that I view the need for Socratic inquiry, self-examination and 
critical reflection as a balancing force to the teaching of emotions and empathy 
that are more associated with the pedagogic capability of narrative 
imagination that I shall turn to next. 
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Narrative imagination is explored in this thesis as a method for cultivating 
political compassion in education (see sub-study III and chapter 5). This 
concept could be viewed as one of the focal points of Nussbaum’s work. It is 
also closely related to her defence of liberal education and the status of arts 
and humanities as academic disciplines (see Nussbaum, 2010). The term 
refers to the ability and to the aspiration of being a perspective reader of 
another person’s story: that is, understanding the diverse ways of life, the 
emotions, wishes and motivations of others (Nussbaum, 1997a, pp. 10–11). 
Narrative imagination demands not only knowledge and logical reasoning but, 
most importantly, compassion and love, which are the two political emotions 
that are crucial for democracy (Nussbaum, 2013). Overall, this pedagogic 
capability could be viewed as most closely connected to Nussbaum’s theory of 
political emotions. 

When it comes to education for social justice, narratives persist as ways in 
which to inspire emotions and to share information about human 
vulnerability. Reading literature trains our abilities to see the world from a 
different perspective, and its connection to ‘pro-social behaviour’ is prominent 
in psychology, philosophy and discourses in higher education and popular 
culture (Hammond & Sue, 2014, p. 8). Nussbaum (1997a), too, argues that 
narrative art has unique benefits as it prepares us for moral interaction by 
developing our imaginative understanding (p. 90). Through narratives, it is 
possible for us to live more than one life and to gain insight into the inner lives 
of people or groups that the media or other forces may portray as alien 
(Nussbaum, 1997a, p. 95). As Nussbaum puts it: ‘differences of class, race, 
ethnicity, gender and national origin all shape people’s possibilities, and their 
psychology with them’ (ibid.). However, from the argument that we require art 
to understand one another better, it does not follow that everyday encounters 
with others are insignificant to morality. This is more of a question of our lives 
being limited. Following Aristotle, Nussbaum (1990/1992) notes that ‘we have 
never lived enough’ and that our experience is ‘too confined and too parochial’ 
(p. 47). Therefore, she suggests that narrative art can expand our experience 
and, therefore, our moral imagination since it operates as an ‘extension of life’ 
(Nussbaum, 1990/1992, p. 48). In our daily lives, it may be challenging to 
attain an insight into the experience of another person, especially when ‘our 
world has constructed sharp separations between groups and suspicions that 
make any encounter difficult’ (Nussbaum, 2010, p. 107). 

Even in pluralistic societies there are various limitations to everyday 
encounters. This is related to the concerns expressed in the introduction of this 
thesis, such as the increasing political polarisation and segregation that has 
been evident in liberal democracies, including Finland. While bursting one’s 
social bubble in real life is necessary, acquiring narrative imagination and 
understanding in the fictional world might be one of the key motivators in this 
endeavour. Stories that take us beyond our familiar forms of identifications, to 
unknown historic, national, or socio-cultural contexts compel us to encounter 
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difference. Although this encountering takes place in the fictional world, the 
difference confronted there might teach us something about our own world. 

Nussbaum (1990/1992) makes a point that narrative art is also limitless in 
that it enables us to indirectly observe infinite instances of someone else’s 
practical reasoning. Art is not concerned solely with what is, but with 
everything that is imaginable. One of the key aims of literature is to test our 
ambitions to live virtuously even when affected by uncontrolled events, when 
‘habit is cut through by the unexpected’ (Nussbaum, 1990/1992, p. 43). In 
addition, narratives explore ‘both similarity and difference’ (Nussbaum, 
1997a, p. 94), and by engaging with them, one can obtain a position from which 
to consider situations deeply, yet from afar, which is ‘both like and unlike the 
position we occupy in life’ (Nussbaum, 1990/1992, p. 48). When practicing 
narrative imagination in education, the goal is that learners can become 
emotionally involved but not too involved. The advantage of this approach is 
that students can encounter and address even difficult issues through 
characters and stories that do not come too close but that they can still relate 
to (Goldschmidt-Gjerløw, 2019, p. 40) Thus, as I see it, when we read, see or 
listen to narratives, we engage in a gradual process of moral education. We 
reflect on the happenings and the themes of the story and imagine and seek 
similarities between the story and what occurs in real life. Nussbaum, 
however, has stressed that although reading can have a positive influence on 
human character, there are countless other contributing factors. She has also 
discussed how we should read and interpret stories. I address this issue in sub-
study III and also discuss the role of the educator in this task (Pyy, 2021). As I 
have discussed narrative imagination extensively in the third study of this 
thesis, and will revisit the concept in chapter 5, I leave this concept for now. 

The third pedagogic ability of Nussbaum’s educational project is the 
cultivation of world citizenship. The primary motivations for this 
cosmopolitan (Nussbaum, 1994/2002, 1997a) or globally sensitive (2008a, 
2012a) endeavour have already been discussed in section 3.2. In this section, 
I therefore only explain the educational value of global citizenship in 
Nussbaum’s work. When envisioning a curriculum for world citizenship 
education, Nussbaum has highlighted learning about one’s own culture, 
learning about cultures that are unknown to oneself, and foreign language 
learning. Again, both factual knowledge and critical assessment of information 
and imaginative understanding are needed to become a citizen of the world 
(Nussbaum, 1997a). 

Nussbaum (1997a, 2002b, 2010) gives several arguments on behalf of 
education for world citizenship. She underlines the nature of our shared 
humanity and the moral obligations we have towards all human beings. In our 
everyday practices and choices, we are connected to others around the world, 
which has been made even more blatant by the environmental crisis. Global 
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dialogue is essential to solve the common problems (such as climate change) 
and to deliberate about common resources. By now, it is obvious that this has 
not been conducted successfully or justly. To make this deliberation as 
valuable and sound as possible, Nussbaum stresses that it is crucial that people 
are ‘well informed about the lives of people different from themselves’ (1997a, 
p. 12). 

According to Nussbaum (1997a), one of the crucial benefits of learning 
about other cultures is that knowing how people from different backgrounds 
and cultures think, believe, and live their lives helps to critically assess one’s 
own beliefs, traditions, and ways of living. As one starts comparing different 
traditions and cultures, it becomes apparent that what has been taken to be 
natural and normal can in fact be seen as particular, local and parochial when 
perceived from another or a broader context. One begins to view values and 
norms as mere conventions (e.g. Nussbaum, 1997a, pp. 51–52, in the context 
of child rearing). Becoming a citizen of the world requires the ability to 
critically assess the information one acquires of the world, including the 
traditions of one’s own culture. It also requires education that is free from 
stereotyping and generalizing in relation to human experience and cultures 
that are different from one’s own (Nussbaum, 1997a, pp. 53–54). Nussbaum 
writes particularly from an American perspective and oftentimes criticizes her 
own society rather harshly for its ignorance towards other cultures (e.g. 
Nussbaum, 2010).  

Nussbaum notes that critically assessing and reflecting on information 
(Socratic examination) can be particularly challenging when it comes to one’s 
own cultural traditions or cultures that are entirely unknown to oneself. She 
states that it is all too easy to emphasize the strange and different aspects of 
other people and cultures. This tendency for stereotyping and making 
superficial assumptions is to some extent natural to human beings, yet it is 
also a problem that Nussbaum has tried to tackle throughout her career 
(1997a, 2004a, 2013, 2018). She especially highlights the concepts of 
descriptive chauvinism and descriptive romanticism (Nussbaum, 1997a, pp. 
118–127). The former refers to the inclination of emphasizing the foreign or 
‘strange’ aspects of a culture when arguing that something that occurs in a 
culture is wrong. The latter refers to exoticizing and romanticizing a foreign 
culture, the practice in which the mystical, strange or intriguing aspects of 
another culture are over-emphasised (ibid.). The latter bears similarity to the 
concept of orientalism (coined by Edward Said in 1978) and has been 
associated with the notion of de-humanisation. De-humanisation and othering 
have been broadly discussed by post-colonial and critical scholars from 
various disciplinary backgrounds (e.g. Ahmed, 1996, 2000; hooks, 1992; 
Mignolo, 2012; Mulinari et al., 2009; Spivak, 1988) and also in the contexts of 
education (Aman, 2015; Andreotti, 2006, 2007; Gorski, 2008; Hummelstedt 
et al., 2021; Mikander, 2016; Mirza, 2009; Kumashiro, 2002; Phoenix, 2009; 
Rizvi, 2007). Nussbaum concludes that both descriptive chauvinism and 
descriptive romanticism as outlooks are flawed and not useful, since what 
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results is either the idealization of one’s own culture and cultural habits (e.g. 
Nussbaum, 1997a, pp. 118–123) or the view of the other culture as 
unrealistically virtuous, innocent or pure (e.g. Nussbaum, 1997a, pp. 123–
127). One example of why this romanticizing view might be problematic is that 
viewing some cultures as somehow ‘pure’ and ‘traditional’ often leads to a false 
and static view of the culture. Nussbaum asserts that good teaching should 
enable learners to view both one’s own and unfamiliar cultures as many-sided 
and complex, entailing both ‘good’ and ‘bad’ features. All in all, cultural 
practices, much like everything else, ought to be reflected upon critically, 
considering the common humanity (e.g. Nussbaum, 1997a, pp. 121–125, 131–
138). 

Adhering to the work of Michael Nylan and Steven Stalkever (1994), 
Nussbaum (1997a, pp. 127–130) outlines five things that need to be considered 
when teaching about foreign cultures. These considerations, in my view, 
operate as a minimal checklist for educators, although more nuanced 
considerations concerning learning about human plurality are strongly 
encouraged, and there is a vast amount of research that focus on these very 
aspects (e.g. Aman, 2015; Gorski, 2009, 2016; Grant & Sleeter, 2006). First, 
Nussbaum (1997a, pp. 127–130) notes that cultures are always pluralistic as 
opposed to being a neat entity that can be grasped. This dynamic nature of 
cultures has to be apparent when any culture or way of life is presented to 
learners. Second, and closely related to the previous notion, it is important to 
understand that all cultures and cultural practices entail argumentation, 
resistance, and norm-shifting and that there can be an enormous variety inside 
one culture when one considers the values, experiences and viewpoints of the 
different members of a society or culture (I believe Nussbaum is here again 
referring to a national culture). Third, the well-known, often singular view of 
the culture does not paint the whole picture: the conveyed view of any culture 
has usually been communicated to the world by famous artists or intellectuals, 
which often might stand in a rather stark contrast to those of the ‘ordinary’ 
people who are part of the culture in question. Thus, we should get to know 
cultures more carefully. Fourth, in our aspirations to understand a culture, we 
ought to look beyond literature, religion or philosophy, since thought and 
action take place everywhere in the diverse forms of human activity, such as 
art, music, agriculture and science. Finally, it is crucial to remember when 
addressing, introducing, and teaching about different cultures, that all 
cultures have both a past and a present.  

Further, Nussbaum worries about the fact that many cultural traditions, 
important historical periods or cultural aspects are left entirely unintroduced. 
For the learners to gain as realistic and nuanced a view as possible, she 
recommends that teachers turn to experts in choosing teaching materials 
(Nussbaum, 1997a, pp. 127–130). I believe that in this effort to teach about 
other cultures in a nuanced and reflective way, textbook writing (and 
conducting of the learning material in general) becomes crucial. Co-teaching, 
visiting experts and NGOs, field trips to universities, museums etc. are also 
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possible ways to broaden students’ viewpoints, as teachers cannot be expected 
to be experts on every culture or everything. 

As self-evident as many of these recommendations sound, when educating 
for social justice (for anti-racism, for instance), often the obvious still needs to 
be stated. By way of example, we might consider the third point, and just how 
easy it is to gain a narrow perspective of a culture. I am an enthusiastic admirer 
of Haruki Murakami’s literary art, set in his version of dreamlike, fictional 
Japan. I have never been able to visit Japan nor do I know any Japanese people 
intimately, yet Murakami’s art has led me to explore Japanese cinema and 
other forms of art, watch documentaries on Japan, and to consume popular 
culture that delivers a certain image of Japan. Thus, it is easy for me to start 
believing that I ‘know’ things about ‘Japanese culture’, whatever these two 
words put together might even mean.  

I cannot speak or read Japanese language either. This poses severe 
limitations on my understanding of ‘Japanese culture’, also in light of 
Nussbaum’s view of multicultural education. Nussbaum (2010) highlights the 
importance of learning other languages, since seeing how the world can be 
interpreted differently and how all translation is imperfect teaches us cultural 
humility (pp. 90–91). Overall, Nussbaum (1997a, 2010) holds that while 
general knowledge is important, it is better to focus on getting to know one or 
a few foreign languages and cultures deeply as opposed to learning superficial, 
scattered information about as many different languages or cultures as 
possible. The reason for this is to gain a more nuanced insight of a culture or 
cultures, which will then arguably lead to a more reflective disposition when 
encountering new types of difference in the future. Nussbaum (e.g. 1997a) is 
an enthusiastic advocate for study abroad programmes, and while I 
wholeheartedly believe that the practice can develop many of the things 
envisaged in Nussbaum’s educational account, it is good to remember that due 
to material constrains our primary approach in educating for global 
citizenship cannot rely on study abroad programmes.  

Nussbaum’s recommendations can be valuable for teachers when 
considering how to teach and learn about unfamiliar cultures. However, these 
recommendations do not properly capture the other important side of her own 
proposal; that is, that of critically assessing one’s own cultural tradition (e.g. 
Nussbaum, 2010, p. 9 1). Critical pedagogies (of nationalism, of race, of gender 
or of heteronormativity), norm-critical teaching and ‘unlearning’ could have a 
valuable role to play in refining Nussbaum’s account when it comes to learning 
for global citizenship. In fact, Bryan Turner has coined a similar notion, with 
his terms ‘cosmopolitan coolness’ (2000, p. 29) and ‘ironic cosmopolitanism’ 
(2002, p. 55). By such notions, he refers to intellectual and ‘reflexive distance’ 
(p. 57) and a critical attitude towards one’s own culture and homeland. Turner 
(2002, p. 57) emphasizes that the respect for other cultures always needs to 
have its starting point in the abandonment of the idea that one’s own culture 
has a priority, superiority or an authoritative position. He urges that global 
citizens should hence become ironists, and that their opinions and stances 
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should always be open for questioning, scrutiny and redefinition (Turner, 
2002, pp. 55–60), their ‘final vocabulary’ (Turner, 2002, p. 57) remaining 
forever unfinished. This idea again bares remarkable similarity to the concepts 
of reflexivity and becoming, already discussed in the contexts of critical 
reflection and cosmopolitanism. To conclude, for Turner (2002), the 
fulfilment of education for global citizenship as Nussbaum envisions it, would 
require that we are able to examine and to analyse our own cultural traditions 
free of self-interest. 

Nussbaum’s work on education has given rise to a variety of critical tones, 
some of which I shall briefly address here. What I have concluded from these 
critiques in my own research is that as an educational scholar, one must 
understand Nussbaum’s work as a theoretical outline, more focused on 
defending the normative values, ideas and goals behind her educational 
account that are related to her overall political philosophy than as a 
comprehensive educational theory. Furthermore, it is good to note that 
Nussbaum’s work on education is not that recent (Cultivating Humanity, 
1997a, Not for profit, 2010) and the field of education and philosophy of 
education, especially in terms of multicultural education and learning for 
social justice, is constantly evolving. Regardless of certain limitations of 
Nussbaum’s educational account, I still support her general recommendation, 
which is for an education of global justice that relies on the abilities of critical 
reflection, factual knowledge, moral emotions and imaginative understanding. 

Nussbaum advices teachers to ‘[i]ntroduce critical thinking early and keep 
teaching it’ (Nussbaum, 2013, p. 249) as it has been shown by research that 
young children can start learning critical thinking skills early and enjoy the 
practice.  Even when discussing globally sensitive patriotism, Nussbaum has 
urged that the youth should be presented with disturbing questions such as 
‘what is our nation doing about poverty today?’ (Nussbaum, 2013, p. 252). 
Nevertheless, the idea that children would be capable of abstract and ethical 
deliberation and thinking that stems from universal normative principles is 
debatable from the perspective of developmental psychology. Furthermore, 
some scholars have been critical of Nussbaum’s educational account, because 
her central capabilities are adult-centred, and do not sufficiently consider the 
intrinsic value and the unique nature of childhood (Macleod, 2010, pp. 182–
188; Brighouse & Unterhalter, 2010, pp. 200–207). 

Some scholars have pointed out the earlier mentioned consideration of 
autonomy and freedom of choice (see, for instance, Leßmann, 2009; Ferracioli 
& Terlazzo, 2013), or expressed their worry that teaching critical thinking and 
a variety of cultural traditions might possibly alienate students from their own 
traditions or cultural or familiar belongings (Brighouse & Unterhalter, 2010, 
pp. 197–202). While some scholars see Nussbaum’s political liberalism and 
her educational account as unable to accommodate diversity and interpret her 
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suggestions as not tolerant enough, other scholar perceive Nussbaum’s views 
as too tolerant. Johannes Drerup (2018) has challenged Nussbaum’s anti-
perfectionist version of political liberalism, urging that the development of 
personal and political autonomy has to play a more central role in justifying 
respect and toleration in educational circumstances. He suggests that 
Nussbaum’s ambition to keep her liberalism inclusive and her version of 
‘tolerant’ tolerance leads to a situation where ‘political liberals like Nussbaum 
cannot provide a plausible justification for the normative and epistemic basis 
of tolerance as a democratic virtue and educational aim’ (Drerup, 2018, p. 
528). He emphasizes that, in light of current real-world challenges to 
liberalism, and major sources of political intolerance (i.e. the rise of right-wing 
populist movements, ‘fake news’ and alternative facts), it is ‘educationally 
unacceptable for liberals to resolve this dilemma at the expense of a 
sufficiently demanding conception of education for democratic tolerance’ 
(ibid.). 

Rebecca Adami (2014) has critiqued Nussbaum’s educational account, 
particularly the elements of narrative imagination and the cultivation of global 
citizenship for being demonstrations of ‘learning about the other’. She has 
emphasized the need to take an epistemological shift towards ‘learning with 
the other’, which highlights the uniqueness of each person and each story as 
opposed to seeing people as merely the ‘communal other’ (Adami, 2014). In 
sub-study III, I offer an alternative interpretation of Nussbaum’s proposal to 
encounter diversity and otherness via narratives, arguing that this need not 
entail an assumption of the communal other.  In fact, Nussbaum (1997a, 2010) 
herself has emphasized that it is crucial that people who belong to a subculture 
of any kind are seen as human beings and not as mere representatives of their 
cultures. Furthermore, in sub-study III, I recognise certain concerns related to 
practicing narrative imagination in education, such as that of storytelling as a 
powerful yet disputable form of cultural production (Schaffer & Smith, 2004, 
pp. 28–32), which is why the risks associated with the use of narratives ought 
to be critically evaluated (e.g. Mäkelä, 2018; Schuman, 2005; Presser, 2018). 
Many of Nussbaum’s suggestions entail an idea that one has to aspire to take 
the other’s position, which is a view that has been rigorously contested from 
radically local, feminist, or anti-racist perspectives. This critique often has to 
do with the premises of the Aristotelian-Nussbaumian ethos of shared 
humanity and vulnerability that appears too simple or universalistic for 
some scholars. 

Nussbaum’s manifesto for liberal education has also been seen as elitist or 
unrealistic, since a large number of people will never enter tertiary education 
(Savit, 2011; Saunders, 2013), which is the context in which Nussbaum places 
her educational account. Siding with many other scholars (Ferracioli & 
Terlazzo, 2013; Saunders, 2013), I generally support Nussbaum’s liberal 
education position, but prioritize accessible public education and compulsory 
schooling (as opposed to higher education) as vital prerequisites for a 
successful realization of social justice and human well-being. Melanie Duarte 
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(2015) has found Nussbaum’s strong ‘over-emphasis’ on humanities peculiar 
and urged the significance of natural sciences in reaching the educational goals 
envisioned by Nussbaum. William Chace (2011) has also articulated a critique 
of her emphasis on arts and humanities. He views Nussbaum’s ideas as 
somewhat ignorant of the realities in the world and suggests that refinement 
of mind and self-examination are luxuries accessible to only a few (Chace, 
2011, p. 543). The most common counter-arguments to Nussbaum thus deal 
with the impracticality or unfeasibility of her vision for education. Many 
scholars have raised the issue that Nussbaum does not give concrete 
suggestions or advice in terms of how education, schooling or pedagogy ought 
to be developed (for instance, Saunders, 2013; Savit, 2011). It can be asked, 
where the sufficient material resources are to be found for liberal education, 
especially if we are to assume that tertiary education, small-group humanities 
seminars and study abroad periods ought to be available for everyone.  
Nussbaum writes in the context of Socratic pedagogy that such pedagogy 
cannot be implemented ‘unless it informs the spirit of classroom pedagogy and 
the school’s entire ethos. . . . This sort of pedagogy is impossible without small 
classes’ (Nussbaum, 2010, p. 55). This same thing could be said about 
narrative imagination and global citizenship education. 

To me it seems that these critiques, although somewhat accurate when it 
comes to the charge of elitism, partly have their root in the lack of 
(inter)disciplinary understanding, when it comes to philosophy and 
educational sciences. Some of Nussbaum’s critics seem to miss the point of 
philosophical research. Although Nussbaum certainly is practical for a 
philosopher (to the extent that other philosophers might criticize her for it), 
her suggestions for the practical implementation of her theoretical 
formulations still remain rather abstract. But theory, too, can be a powerful 
tool for social change (also, Nussbaum, 2007a). Theory inspires people to 
challenge their ways of thinking and motivates institutional improvement and 
political action – it can shift the focus of attention. In terms of education and 
educational implementation, I believe that Nussbaum’s account offers an 
input quite similar to other theories of philosophy of education: it can provide 
individuals (such as teachers, educators, researchers, parents, policymakers, 
politicians) with aims and ideals and tools for thinking.28 It can provoke 

                                                
 
 
 
 

28 A good example of this is a recent, empirical study by Jonna Wiblom, Maria Andrée and Carl-Johan 
Rundgren (2021) that utilises Nussbaum’s concepts of self-examination, compassion, narrative 
imagination and critical examination in the analysis of how science education could contribute to 
democratic citizenship in a globalised world. They hold that Nussbaum’s theoretical framework also 
provides a meaningful epistemological standpoint that allows them to articulate critical examination in 
science education as a situated and collective process where taken-for-granted ideas are questioned. 
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questioning, thinking differently and searching for more concrete 
developments for practice. 

This chapter has focused on explicating the various aspects of Nussbaum’s 
political and educational philosophy. I viewed this as being crucial for the 
reader to fully capture the arguments put forward in this thesis. Now that this 
background has been provided, I will move on to the central theoretical frame 
and content of this study: Nussbaum’s theory of political emotions.
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Emotions can be very bad; but they are an essential part of human life, 
including the struggle for justice, so we should try to imagine how they 
can become the best that they can be. 

Nussbaum, 2013, p. 250 

 
The role of emotions in human and public life is one of the central threads of 
Nussbaum’s philosophy. As I see it, Nussbaum has been occupied with the 
following thought throughout her career: since emotions are an inseparable 
part of human existence and they will always play a role in our value judgments 
and decision-making, how are we to understand and control our emotions and 
impulses, and direct them towards constructive designs, so that we could build 
a world where everyone has the possibility to live a flourishing life? 

In this chapter, I will elucidate my reading of Nussbaum’s theory of political 
emotions. First, I briefly point to the vast discussion on political emotions in 
the fields of political theory and education.29 Then, I clarify a significant 
element of Nussbaum’s theory of political emotions: that of understanding 
emotions as cognitive, evaluative judgments that inform us about our values. 
After this, I draw attention to the distinction between harmful and 
constructive political emotions with a specific focus on certain emotions that 
Nussbaum has written about and that I have discussed in the sub-studies of 
this thesis, most importantly, fear, anger and compassion. I will further 
explicate Nussbaum’s recommendation as to how education can play a role in 
the formation of people’s political emotions. Lastly, I summarise some of the 
critique Nussbaum’s work on political emotions has received. 

 

 
The debate over the role of emotions in the realm of the political is ancient. 
Although historically Western philosophy has seen emotions as being inferior 

                                                
 
 
 
 

29 In this thesis, I cannot even begin to address the vastness of the academic discussion on emotions with 
its various disciplinary, theoretical and political perspectives. For a recent, more thorough approach to 
the topic, see Liz Jackson’s (2020) work. 
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to rationality,30 paying attention to moral sentiments and directing these 
sentiments towards pro-social or democratic designs has been suggested by a 
number of thinkers, including Aristotle, David Hume, Jean-Jacques 
Rousseau, John Stuart Mill, Adam Smith, Theodor Adorno, and Max 
Horkheimer. Especially since the 1990s, the role of emotions in politics has 
received increasing attention in the social sciences, and it has been studied 
from various disciplinary viewpoints, including psychology, neurology, 
philosophy, sociology, anthropology, and political theory (Cossarini, 2014). 

In political theory, emotions were long disregarded. In the predominant 
liberal and deliberative traditions, emotions were considered as generally 
inferior to the faculty of rationality (Ahmed, 2004), and seen as disturbing 
factors or even as threats to reasoned debate (Hall, 2002, 2005; Mouffe, 2000, 
2005; Nussbaum, 2013). Deliberative and liberal understandings of 
democratic citizenship have emphasised steady institutional arrangements 
and rational democratic procedures that provide the foundation of a just 
society, thus safeguarding the order of liberal democracy (Rawls, 1971, 1996; 
but also Habermas, 1995, 1992/1996a, 1996b; and Benhabib, 1996).31 
However, the contrast between reason and emotion has been challenged by 
way of demonstrating the interconnected nature of emotions and rationality 
in political decision-making and moral judgment (De Sousa, 1987; Nussbaum, 
2001; Muldoon, 2008). It has been argued that emotions are in a vital role in 
the formation of collective identities and in social and political life in a broader 
sense (Ahmed, 2004; Applebaum, 2014; Boler, 1999; Goodwin et al., 2001; 
Mouffe, 2000, 2005; Nussbaum, 2001, 2013). Thus, there has been an 
increasing interest in the nature of emotions as ‘public feelings’ (Berlant, 
2004, p. 450), which refers to the idea of viewing emotions as communal, 
shared experiences rather than personal or private sensations (Ahmed, 2004; 
Butler, 2004; Ngai, 2005). For many scholars, the restoration of emotions in 
politics has been an explicitly normative exercise, aimed at proving emotions’ 
morally and politically constructive potential (Degerman, 2020, p. 164). 

                                                
 
 
 
 

30 For a  more extensive overview of paradigmatic approaches to the conceptualisation of emotion, see, 
for example, Megan Boler’s (1997) work. 
31 Although eminent in this study, perhaps it is worth reminding the reader here that neither Nussbaum 
nor myself disregard the deliberative and liberal traditions, in general, but rather draw critical attention 
to the fact that the theorists of this approach have not paid sufficient attention to the role of emotions in 
political life. Furthermore, together with Nussbaum (2006) I find Rawl’s over-emphasis on the 
rationality of citizens to be problematic. However, I wish to highlight that with Nussbaum and the 
traditional liberalists, I view institutional arrangements and democratic procedures as central for the 
security and functioning of democracy. 
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Along with the overall interest in the role of emotions in politics, a branch 
of research has particularly focused on the examination of negative political 
emotions (e.g. Ahmed, 2004; Banks, 2014; Degerman, 2020; Petersen, 2010; 
Nussbaum, 2016, 2018). By these, I refer to emotions such as fear, anger, 
anxiety, resentment, envy and disgust. My use of the word ‘negative’ here 
alludes to the alleged im/morality32 of political emotions proposed by 
Nussbaum (e.g. 2001, 2013) from a virtue-ethical perspective, but also to a 
more everyday understanding of the aforementioned emotions as unpleasant 
experiences compared to those of joy or love, for instance. Of special interest, 
in this thesis and sub-study I in particular, has been the scholarly work that 
analyses the role of negative emotions in the so-called ‘backlash politics’ of 
anti-immigration parties and right-wing populism (Alexander, 2012; Kinnvall, 
2018; Latif, Blee, DeMichele et al., 2018; Salmela & von Scheve, 2017, 2018). 
This branch of research sees negative emotions as part of political action in 
which people translate the emotions that inform them about their grievances 
into collective mobilisation. In the case of right-wing and anti-immigration 
parties and movements, people are often mobilised politically by the rhetorical 
invigoration of a national identity, founded on the idea of greatness and 
nostalgic, idealised visions of the past order (Ahmed 2004; Kenny 2017; 
Kinnvall, 2018; Latif, Blee, DeMichele et al., 2018). 

Further, populist rhetoric has been shown to engage in the discursive 
construction of fear and anger in relation to immigration (Kinnvall, 2018). 
Sara Ahmed (2004), among others, has sought to demonstrate how negative 
emotions function as devices in political and cultural processes of 
marginalisation and othering. For instance, when asylum-seekers and other 
people appearing as ‘foreign’ are portrayed as unauthorized intruders and as 
threats to the existence of an ‘I’ or a ‘we’, fear and anger are used to legitimise 
actions against these perceived dangers. Related to these notions and to the 
case example of the sub-study I, political fear and anger can also manifest in 
the form of hate speech that defiles the dignity of the members of the target 
group by reducing their personal features to uniform characteristics of the 
group in question (Parekh, 2012). This is particularly harmful for the inclusive 
public political culture. In her work, Nussbaum (1997a, 2001, 2010, 2011, 
2013, 2016, 2018) has discussed negative emotions extensively, urging that 
they are harmful for the political culture, democracy and the flourishing of 
many subordinated groups. This view is not accepted by all, since the 

                                                
 
 
 
 

32 Moral emotions can be defined as ‘those emotions that are linked to the interest or welfare of society 
as a whole or at least of persons other than the judge or agent’ (Haidt, 2003, p.853), and immoral 
emotions as the antipode of moral emotions. 
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expressions of negative emotions can be seen as critical for addressing 
injustice (I will return to this discussion in section 4.5 of this chapter). 

In the context of education, various scholars have discussed political 
emotions or drawn attention to the need to foster compassion, empathy or 
altruism in students. Nel Noddings (e.g. 1984, 2002) has advocated a 
pedagogy of care in the context of ethics and moral education, her 
recommendations resembling the ones put forward by Kathy Hytten (2009), 
Nussbaum (e.g. 2001, 2010) and Lawrence Blum (1980). Sharon Krause 
(2008) has drawn attention to the need for a Humean capacity to 
sympathetically experience the sentiments of others. Michael Morrell (2007, 
2010), from the point of view of democratic education, has urged us to move 
towards a normative ideal in which empathising with fellow-citizens should be 
at the core of democratic deliberation. David Carr (2005), like Nussbaum, has 
called attention to the role of literature and the arts in the development of 
moral virtue and emotion, and Liz Jackson (2020), among others, has 
discussed the importance of emotions both for the psychological well-being 
and for reaching the aims of society. In the context of human rights education, 
Richard Rorty (1998) has emphasised the relevance of emotions arguing that 
the priority on rationality in human rights discourses is outdated. He has 
offered ‘sentimental education’ (p. 181) as a way  to cultivate a culture of 
human rights and moral sentiments in the time of postmodernity and 
contemporary human rights issues. Drawing from Rorty’s, as well as Adorno’s 
and Horkheimer’s more critical work, José Manuel Barreto (2011) has also 
urged that emotions ought to constitute the very foundation of a human rights 
ethos (p. 13). 

Arguments for the relevance of emotions in the political realm as well as in 
education have also been made by researchers representing more critical (e.g. 
Boler, 1999; Chouliarki, 2010; Jackson, 2020; Stenberg, 2011; Zembylas, 
2008, 2013, 2015, 2021) or agonistic (e.g. Ruitenberg, 2009a; Tryggvason, 
2017; Mårdh & Tryggvason, 2017; Todd, 2010; Sund & Öhman, 2014) 
perspectives. Educational scholars who have their vantage point in agonistic 
pluralism underline that group-identifications and the conflictual nature of 
the political always inform our emotions. This idea, which clashes with 
Nussbaum’s views and recommendations, will be addressed in chapter 5 as 
well as in the final section of this chapter in which I discuss the critique of 
Nussbaum’s theory of political emotions. For now, let us leave the other 
theorists’ views on political emotions and education, and proceed to examine 
Nussbaum’s ideas more closely. 
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[A]boutness is part of the emotion’s identity 
Nussbaum, 2001, p. 28 

 
‘Aboutness’ is central to Nussbaum’s theorisation of political emotions (e.g. 
1990/1992, 1996a, 2001, 2004a, 2013, 2016, 2018). As explained in the 
introduction of this thesis, for Nussbaum, emotions are about something and 
thus have an object and they are always intentional and evaluative. This means 
that the object of emotion is somehow meaningful to the person experiencing 
the emotion (e.g. Nussbaum, 2001, pp. 27–28, 69–71). Since emotions carry 
with them an assessment of the object’s significance, they can be seen as value 
judgements. Emotions also have a strong cognitive element, which suggests 
they are entwined with the way we receive information about the world and 
with the way we communicate information to others. Furthermore, for 
Nussbaum (2001), emotions are ‘eudaimonistic’,33 which connotes that they 
concern the person’s flourishing or well-being (pp. 31–33).  

The eudaimonistic emotions reflect the experiencing person’s idea of a 
worthwhile life. Therefore, they guide the person’s political arguments and 
judgments, among many other things. Influenced by Aristotle, Nussbaum 
argues that political emotions need to be informed by a normative vision of the 
good life (e.g. Nussbaum 2013, p. 6). Therefore, emotions are viewed as 
virtuous and sensible if they occur at the right place and at the right time 
(Nussbaum, 1995b, p. 63). Albeit partial, debatable and redefinable, the vision 
of the good life must be founded on a shared ‘set of normative goals’ with a 
‘definite moral content’ which, for Nussbaum, contains a guarantee of liberties 
of speech, association and conscience, as well as equal respect and a set of basic 
social and economic rights (Nussbaum, 2013, p. 16). These values derive from 
Nussbaum’s theory of justice, the Capabilities Approach, discussed in the 
previous chapter. Nussbaum mainly discusses political emotions in the 
context of democratic theory, yet the role she envisions for emotions is similar 
in terms of global justice: for people to be able to commit to normative aims 

                                                
 
 
 
 

33 Nussbaum directly refers to the Greek tradition of eudaimonia when she discusses well-being, hence 
the spelling (e.g. Nussbaum, 2001, p. 31) 
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and principles, they need to be able to feel these as worthwhile and as their 
own. 

Nussbaum wants to root her philosophy of emotions and human well-being 
in research-based knowledge. Because both psychological and cultural aspects 
influence the formation of our emotions, Nussbaum wishes to implement a 
multidisciplinary investigation of emotions in her work. Therefore, in addition 
to philosophy, she draws form the fields of literature, psychological case 
studies, psychoanalysis, anthropology and history (e.g. Nussbaum, 2001, 
2004a, 2011, 2013). I believe that this ambitious effort to understand political 
emotions deeply and from various perspectives is one of the great strengths of 
Nussbaum’s work. Although its interdisciplinary nature does expose her 
theory to a great deal of methodological and theoretical critique, the merging 
of psychology and philosophy can be viewed as a major contribution to the 
theory of emotions (also, Holma, 2013). Nussbaum (2001) calls her approach 
on emotions neo-Stoic: the Stoics’ understanding of emotions was also 
cognitivist but, unlike Nussbaum, they urged that emotions transmit false 
information and that we should strive to prevent them from influencing our 
decision-making processes. In her later works, Nussbaum has further diverged 
from the Stoics’ views, as she has come to view the Stoic ideals as somewhat 
extreme and unreasonable (Nussbaum, 2008a, 2012a, 2018, 2019).  

To further exemplify what Nussbaum means by emotions being 
‘eudaimonistic’, I shall next introduce a few key human emotions that 
Nussbaum has considered as detrimental or constructive for the democratic 
culture and for the well-being of the society. However, it is not the intention of 
this study to scrutinise the elements and manifestations of various political 
emotions but, rather, to understand Nussbaum’s thinking and to assess the 
relevance of her recommendations for education. 
 

 
Because, for Nussbaum, political emotions ought to be associated with a 
normative vision of the good life, certain public emotions obtain their 
justification from this vision and can therefore be regarded as worthwhile, 
whereas others can not (e.g. Nussbaum, 2013, p. 2). Given that emotions are 
powerful in creating motivation, it is crucial to acknowledge the potential 
dangers associated with them (e.g. 2013, p. 256) and to consider how we 
should direct our emotions to support a well-functioning, democratic society. 
Emotions can have both harmful and beneficial effects in political life (e.g. 
Nussbaum, 2013, pp. 201–202, 2018, pp. 12–13) and, importantly, they are 
not static but shaped by social norms and contexts. From this idea, it follows 



Political emotions and education 

82 

that it is our responsibility to enhance the formation of preferable political 
emotions in order to reinforce social justice (Nussbaum, 2018, p. 12). 

Next, I will briefly examine Nussbaum’s conception of fear and the related 
negative emotions, such as anger, disgust and envy. In The Monarchy of Fear 
(2018), Nussbaum contemplates the role of negative emotions in the polarised 
political culture of the United States under the Trump administration. The 
main argument of the book is that political fear is harmful as it impairs 
people’s capacities for constructive deliberation across the different poles of 
the political culture. Nussbaum (2010, 2018) argues that fear is a primitive 
emotion, connected to human helplessness, and at the root of other negative, 
derivative emotions of anger, disgust and shame. Nussbaum (2018) provides 
elaborate analyses of how these emotions reveal themselves in populist 
politics, taking the form of, for example, xenophobia, racism and misogyny.  
Fear is often a ‘narrowing emotion’ (Nussbaum, 2013, pp. 320–322) meaning 
that it impairs rational deliberation. Although fear in itself is not necessarily 
problematic (it has had an important evolutionary purpose, among other 
things, e.g. Nussbaum, 2018, pp. 5, 44), in the political realm and in public life, 
fear too frequently creates unproductive distrust and disrespect among 
citizens and leads to stigmatisation and othering (e.g. Nussbaum, 2018, pp. 1–
3, 7–8).). I indicated this point in the previous section (see also Kinnvall, 2018; 
Ahmed, 2004). 

Although disgust as a specific political emotion is not discussed in the sub-
studies of this thesis, it is discussed in Nussbaum’s work (see, particularly 
Hiding from Humanity, 2004) and thus deserves a brief inquiry. For 
Nussbaum (2018), primordial fear becomes othering and stigmatizing when it 
links to one’s own experiences of helplessness and vulnerability. Utilising 
Sigmund Freud’s phrase, ‘His Majesty the baby’, Nussbaum discusses the 
helplessness and the related narcissism of the human infant (e.g. 2010, pp. 
29–32). Once human beings realise that they are not almighty but in fact 
dependable, flawed and vulnerable, they become ashamed and terrified of 
their own animality and mortality, which then turns to disgust over other 
people’s animality and morality (Nussbaum, 2018, 2010, 2004a). Children 
already have a tendency for ‘projective disgust’, which refers to them 
stigmatizing some other children as dirty or defiling and connecting this 
disgust to properties of animality (Nussbaum, 2010, pp. 32–33). 
Simultaneously, children might learn from adult communities around them 
that certain groups of people can be viewed as somehow more disgusting than 
others, which leads to an unjust treatment of disadvantaged minorities, such 
as homosexuals or lower castes in the Indian caste hierarchy (ibid.). Sadly, all 
societies have created some sort of subordinated out-groups and the studies 
on disgust reveal similar dynamics in many societies (ibid.). 

Another emotion that, according to Nussbaum, typically has detrimental 
consequences to democratic politics is anger. She holds that anger is closely 
linked to fear and it has many faces (envy-anger, status-anger, payback-anger, 
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and transition-anger).34 This view of anger as a ‘bad’ political emotion follows 
a long line of thought extending from Seneca (ca. 45 AD/1995) to more recent 
thinkers, such as Glen Pettigrove (2012). Nussbaum (2016) has argued against 
anger for its moral wrongfulness, for obstructing reasoned judgement and 
being in the way of friendship, co-operation and a future-orientated mind-set 
in democratic politics. Anger can result in unjust and wrongful actions due to 
its interference with reasoning (Nussbaum, 2016, p. 29).35 Anger tends to 
focus narrowly on one’s own relative status in society, which leads one to seek 
retribution by lowering the status of other persons or groups (Nussbaum, 
2016, pp. 20–21). Nussbaum (2016) views misogyny as a classic example of 
this type of ‘status anger’ (pp. 21, 55, 92, 107). Sometimes anger also involves 
a direct desire for the misery of others (Nussbaum, 2016, pp. 21–23). 
Nussbaum argues that this type of retributive, ‘payback anger’ (Nussbaum, 
2016, p. 55) is ‘especially poisonous when people use it to deflect attention 
from real problems that they feel powerless to solve’ (2018, p. 69). I hold that 
the case example I utilise in sub-study I particularly exemplifies this type of 
payback anger. 

Negative political emotions often manifest in narcissistic conceptions of the 
exceptionalism of one’s own culture, nation or ethnic group and therefore 
leads to various forms of oppression. When it comes to these negative and 
harmful emotions, Nussbaum’s message is clear: we must aspire to do better. 
Factual knowledge and the practice of critical thinking is viewed as key to 
scrutinizing and challenging these false, narcissistic assumptions. That, 
however, is not enough. We are to understand where these emotions come 
from, how irrational they are, and how to combat them. The central claim of 
Nussbaum’s theory of political emotions is that negative emotions may be 
countered through the cultivation of more constructive, positive political 
emotions, and that this cultivation must be accompanied by appropriate 
institutional arrangements. In order to operate, democracy requires empathy, 
compassion, hope and love to fight against our tendencies to feel disgust, 

                                                
 
 
 
 

34 Not all forms of anger are considered equally harmful, and an important exception is the conception 
of the more constructive ‘transition anger’ (2016, 2018) discussed at the end of this chapter. I comment 
on this in the sub-study I, and return to it briefly in sub-study II as well. See also Lori Keleher’s (2020) 
comment on Adkins’ (2020) critique of Nussbaum’s handling of anger. 
35 More precisely, Nussbaum lists three important ways anger might cause errors in our reasoning.  The 
‘obvious error’, when anger is misguided because it is based on wrong information; the ‘status error’, 
when the relative status of a particular value is seen as hugely important, and the ‘payback error’ 
involving irrational thinking or magical fantasies of divine justice, payback and ‘closure’ (Nussbaum, 
2016, p. 29) and retributive thoughts that distract us from thinking about the opportunities of 
influencing the future (2018, pp. 80–81). 
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shame, envy, hate and fear towards others (Nussbaum, 2001, 2013, 2016, 
2018). 

Nussbaum (2018) describes love as the opposite of anger, as it ‘consists of 
seeing the other person as fully human, and capable of some level of good and 
change’ (pp. 216–217). Political love, therefore, primarily refers to the idea of 
treating others as fellow human beings and seeing others as equals regardless 
of their different views. This stems from the already discussed premise of 
Nussbaum’s work, the recognition of shared or common humanity. I have 
understood Nussbaum’s concept of political love as primarily a uniting 
emotion that can provide motivation for people to identify some common 
social or political goals and then work towards them.  

In addition to love, Nussbaum (2013, 2018) also discusses hope. If love is 
viewed as an antidote of anger, hope is viewed as being opposite to fear (2018, 
pp. 203–205, 211). Hope is associated with the uncertainty of the future but, 
unlike fear, it involves the expectation of a positive outcome. Nussbaum 
emphasises how hope is also entangled with trust. For democracy to operate, 
citizens need to trust one another; they need to have an orientation for the 
future and a will for action, both of which are central aspects of hope. Dale 
Jacobs has also noted that hope is intrinsically social in nature and entangled 
in the web of our social relations (cf. Jacobs, 2005). This is intuitively 
reasonable because many of the things that I can influence individually, I have 
control over. In contrast, when I need to embark on initiatives with others, I 
need to trust and hope that others will do their part, and our mutual effort will 
result in something beneficial. In Nussbaum’s version, hope is further 
connected to the Socratic virtue of critical reflection, discussed in the previous 
chapter. This means that cultivating hope involves the challenging task of 
taking personal risks, searching for critical arguments and making uncertain 
initiatives in the quest of finding a common cause with one’s political 
opponents, even if one does not share or accept what they believe in 
(Nussbaum, 2018, pp. 213–215). 

Compassion is perhaps considered to be the most central emotion for 
enhancing democracy, ‘a bridge to justice’ (Nussbaum, 1996, p. 37), which 
connects the community and the individual. For this reason, compassion is 
held to be vital for promoting equality and inclusion in society and it should 
be practised in public life and politics. I explore Nussbaum’s conceptualisation 
of compassion in detail in sub-study III of this thesis and will here offer merely 
a brief summary of it. Starting with what could be called a landmark essay on 
the concept, ‘Compassion: The Basic Social Emotion’ (1996a), Nussbaum 
(1996a, 2001, 2004a, 2013) has analysed compassion as both a personal 
emotion and as a social and political construct. She defines it as ‘a painful 
emotion directed at the serious suffering of another creature or creatures’ 
(Nussbaum, 2013, p. 142). Reviewing the philosophical work on compassion 
from Aristotle to Arendt, Nussbaum proposes that compassion is a moral 
emotion as it contains a strong cognitive element. 
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For Nussbaum, compassion is intimately connected to the capacity for 
imagination. When we can, at least to some extent, imagine the individuality, 
circumstances, hardships and motives of other people, ‘we will be less inclined 
to demonise the person, to think of him or her as purely evil and alien’ 
(Nussbaum, 1997a, p. 97). Differently put, like political love, compassion 
enables the understanding of individuality of other persons and thus it can 
contribute to the work against stigmatisation, cultural essentialism, and hate 
speech. Imagining the other’s position motivates one to make the other the 
central object of one’s respect, consideration and care. Compassion, thus, is 
irreplaceable in increasing understanding and awareness of human events and 
in human communities and it is relevant in both personal and political life. 
Nussbaum (1997a, 2013) emphasises the role of the arts and education in 
cultivating compassion, something that I also examine and develop further in 
sub-study III. It is noteworthy that human beings have a tendency to feel and 
express more compassion towards people who are in some ways similar to 
themselves. I have attempted to address this problem by highlighting the need 
to present students with a plethora of different stories and point of views, 
including counter-narratives (Pyy, 2021). 

I shall briefly note that, for Nussbaum, compassion is not the same as pity 
or empathy;36 nor is it merely a private sensation. Rather, it is a collective, 
political, emotion. To clarify the individual and political dimensions of 
emotions, it is perhaps useful to explain Nussbaum’s distinction between 
‘extended’ and ‘limited’ compassion (Nussbaum, 2013, p. 317). Extended 
compassion refers to the preferred type of public civic compassion. Limited 
compassion, in turn, is typically awakened by an individual narrative of 
distress. It is crucial to differentiate private compassion from political 
compassion and to recognise that compassion provoked by individual stories 
can become narrow and misleading if it draws attention away from the broadly 
accepted normative principles of justice (also, Pyy, 2021). To surmount this 
danger of partiality (Nussbaum, 2013, p. 157), it is essential that we widen our 
‘circle of concern’ through education (Nussbaum, 2013, p. 124, 1997a, p. 50) 
and the design of public spaces (Nussbaum, 2013, p. 261). In short, political 
compassion is needed for a collective endeavour to move closer to the good life 
as it motivates the sacrifices that are eventually needed for public welfare. 

 

                                                
 
 
 
 

36 According to Nussbaum (2001, p. 301), unlike compassion, pity involves a hierarchy within the subject 
and the object of pity.  Compassion also extends from empathy, because empathy, for Nussbaum (2001), 
merely indicates understanding someone’s experience, which can occur without sympathy for the other 
person’s problems (pp. 301-302, 327–329).  
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Nussbaum holds that the cultivation of more constructive political emotions 
must be accompanied by appropriate institutional arrangements, which she 
exemplifies through the idea of a reformation of American public schools 
(2018), and higher education (2002b, 2010). Throughout her works, 
Nussbaum explicitly presents education as an institution that is particularly 
crucial for reinforcing democracy. She asserts that ‘[p]ublic education at every 
level should cultivate the ability to imagine the experiences of others and to 
participate in their sufferings’ (1997a, p. 50). In sub-studies I and II, I propose 
that cultivating compassion in education is crucial for contesting some 
negative political emotions that fuel stereotyping, stigmatisation, political 
conflict and political polarisation. In sub-study III, I discuss narrative 
imagination as an effective method for developing political compassion in 
education. I also highlight that applying Nussbaum’s work on political 
compassion in education has to be mindful of certain critical considerations, 
in order to advance social justice and not to fall into othering, or to  ‘empty 
sentimentality’ (e.g. Kaplan, 2005). 

 As I see it, when it comes to education and emotions, the objective of 
Nussbaum’s (1997a, 2001, 2010, 2013, 2018) neo-Stoic account is to educate a 
person who is to some extent capable of directing or at least understanding 
one’s emotions. Furthermore, a person ought to direct one’s emotions in a way 
that contributes to a construction of a healthier democracy in which everyone 
can flourish. Put differently, the reflection of emotions ought to be connected 
to the normative vision of a good life. Education should develop a person’s 
capacity to combat ‘anti-moral’ emotions with ‘moral’ ones of which the latter 
enable genuine concern for others (Nussbaum, 2010, pp. 27–46). Minimally, 
education needs to succeed in fostering a majority of people who are able to 
live in peace with others in a non-oppressive manner. As stated, this requires 
abandoning ideas that suggest the superiority of one’s own group, culture or 
nation (e.g. ibid). Further, the state should not be viewed as an almighty father 
figure that tells its citizens what to feel, but each person is responsible for their 
own values, emotions and choices (modified from Nussbaum, 1997a, pp. 9–
10). It is necessary to understand – both in terms of grasping Nussbaum’s 
thinking more generally but especially for understanding its relation to 
education – that she insists on the possibility to influence and cultivate 
emotions. As we critically reflect on issues, this reflection alters not only our 
conceptions about different objects but also our emotions; by examination we 
can thus transform the ways we react and interact, and emotions themselves, 
too, can become objects of evaluation (e.g. Nussbaum, 2001, pp. 172–173). 
Therefore, education for political emotions provides us with a real opportunity 
to work against, for instance, racist stereotyping that is rooted in fear.  
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Nussbaum’s theory of political emotions has been contested from various 
perspectives. Here, I only address the contesting views that I see as most 
relevant to this study. First of all, although the merging of psychology and 
philosophy can be viewed as a strength of Nussbaum’s theory (Holma, 2013), 
it also renders her work vulnerable to some methodological and theoretical 
critiques. One of these critiques is the allegation of  ‘psychologism’ (ibid.). 
Some philosophers of education (e.g. Jackson, 2020; Suissa, 2015, 2020), take 
issue with psychological insights being turned into normative 
recommendations and fear that by focusing on cultivating individual character 
strengths and virtues, educational scholarship will lose its sight of the work 
that needs to be done to give rise to a better society. Jackson (2020) suggests 
that Nussbaum’s focus on self-cultivation causes other critical issues such as 
power relations to fall out of her analysis (p.61). Although I accept that 
Nussbaum could in general address issues of power and privilege more 
explicitly in her work, I do not share Jackson’s (2020) fear that the focus on 
transforming one’s emotions pevents transforming the social structures. This 
is certainly not what Nussbaum’s theory or this thesis proposes; cultivating 
political emotions should be seen as means to an end, that end being ultimately 
a more flourishing and just society. In other words, I do not view these foci as 
mutually exclusive. As I have indicated in sub-study III, my Nussbaumian 
understanding of this issue is that democratic principles, laws, and structures 
need to act as a normative backbone of the society, while we should 
simultaneously consider the possibility of education for political emotions to 
support this backbone. 

Further, it has been suggested that Nussbaum’s approach is overly 
sanguine and naïve as well as limited by a liberal mind-set due to which it 
disregards the political realities of today’s societies (e.g. Srinivasan, 2016, 
2018; Gleason, 2018). More specifically, Nussbaum has been criticised for 
being too focused on our capacity to create and sustain institutions of liberal 
justice as opposed to paying attention to the current realities of oppression 
(Srinivasan, 2017, p. 1). Furthermore, it has been argued that Nussbaum’s 
philosophy in general, and also the way she handles negative political 
emotions, is strongly influenced by the Anglo-American ethos of optimism, 
search for happiness and individualism (Wierzbicka, 2003, p. 598). 
Nussbaum’s theory would, assuredly, benefit from a more careful reflection on 
her own positionality as a researcher (e.g. Jackson, 2020).  

Furthermore, Nussbaum’s belief in respectful argument and people’s 
willingness to work for a common cause, as well as her appeal to love, hope 
and other constructive civic emotions, has been challenged for being 
insufficient for addressing the reality of democratic politics in the already 
polarised political culture (e.g. Weber, 2018; Gleason, 2018). It could be 
argued, especially from the perspective of agonistic pluralism (Mouffe, 2000, 
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2005), that Nussbaum’s politics of positive emotions is based on an 
inadequate understanding of the nature of the political. In agonistic pluralism, 
a distinction between ‘us’ and ‘them’ is viewed as being at the heart of all 
political action and, therefore, negative emotions can never be fully abolished 
from politics (ibid.).  

The central role of compassion in politics and education has also been 
criticized for various reasons. I elaborate on the potential pitfalls of 
compassion in the sub-study III of this thesis, and shall only mention a few 
additional arguments here. First of all, Nancy Sherman (2004) has criticised 
the proposition made by both Nussbaum and Sen that compassion is a 
valuable tool when we are creating and developing institutions for justice. She 
has cautioned that decision-making that is based on compassion is in danger 
of becoming more easily clouded and slipping onto the side of self-interest 
than that of being based on facts (Sherman, 2004, p. 459). She, however, 
admits that due to this very reason, educating about emotions and their role 
in decision-making is needed. Liz Jackson (2014) has also noted that feelings 
of compassion are in fact not always desired by those who are struggling in 
cases of injustice. She holds that while emotions (compassion, care and 
empathy) can be powerful and therefore included in learning about suffering 
and social injustice, in grave matters such as child poverty, an a priori rational 
orientation should be given an essential role (ibid.). Jackson (2020) further 
argues that it is possible to utilise compassion (as she conceptualises it) for 
immoral purposes (i.e. manipulation). 

Jackson’s latter point is related to a wider criticism of Nussbaum’s theory 
of political emotions. Some scholars find the very expression of ‘negative 
emotions’ controversial, as it implies that certain emotions can be categorized 
morally or politically bad and, due to several reasons, most of which have to 
do with the ambivalence of emotions, this label should be avoided (e.g. 
Degerman, 2020). In general, it has been stressed that the full eradication of 
negative emotions from politics is not advisable, especially from the 
perspective of minority struggles in which emotions such as anger often 
function as crucial motivational forces to stand against oppression (e.g. 
Adkins, 2020; Ahmed, 2004; Bell 2009; Cherry 2019; Ferry and Kingston, 
2008; Laclau, 2005; Srinivasan, 2016, 2018; Thompson and Hoggett, 2012). 
Some have in fact suggested that political anger could serve a positive role also 
in the context of education (Boler, 1999; Mayo 2016; White, 2012). I recognise 
that political anger can in many cases serve an important purpose in struggles 
for social justice, especially when it comes to marginalised peoples’ 
expressions of political dissent. It might be able to motivate mass 
mobilisations and thus also empower actors in civil society, which is 
something that could be viewed as crucial for a healthy democratic culture. 

Thus, it could be argued that Nussbaum does not retain enough space in 
her theory for righteous moral anger and the expression of it. However, some 
scholars who suggest this (for instance, Adkins, 2020; to a certain extent, also 
Srinivasan, 2016, 2018, and Jackson 2020), according to my reading, 
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disregard or misinterpret the distinction that she makes between different 
types of anger (Nussbaum, 2016, pp. 35–40, 2018, pp. 74–75). Nussbaum 
seeks to demonstrate the moral dubiousness and harmfulness of ‘status anger’ 
and ‘payback anger’, yet she also recognises a third form of anger that can be 
seen as politically productive and morally justified: ‘transition-anger’ (2016, 
pp. 35–40, 2018, pp. 74–75). Transition-anger can be described as an 
aspiration for fairness as it transforms negative emotions into indicators of 
injustice and thus might result in positive action. Hence, in its political form, 
the focus of transition-anger is not on wishing harm to other groups of society 
(pp. 35–37), but – as I understand it – the anger can be described as a sense 
of outrage that is targeted towards structural injustices. A socially and 
politically productive transition-anger involves a conscious replacement of the 
blazing feeling of rage by the intention to move forward, toward correcting the 
problems that gave rise to the anger in the first place (Nussbaum 2016, pp.28–
31, 33, 93, 2018, pp. 75–77). Thus, unlike Jackson (2020), I do not interpret 
the concept of transition-anger as ‘non-anger’ (p. 171) but, rather, understand 
it as a type of anger that is accompanied by critical reflection and reassessment 
of the object as well as the usefulness of the emotion. For Nussbaum (2013, 
2016, 2018), transition-anger receives its justification from being closely tied 
to a set of normative goals and a moral content – the respect for persons and 
the improvement of society – and it converts harmful emotions into a new 
outlook; one that is fact-based and future-oriented.  

Ann-Kathrin Weber (2020) is one of the scholars who has challenged the 
idea that political emotions could be viewed as ‘negative’ and ‘positive’, and in 
her reply to my article (Pyy, Leiviskä & Mansikka, 2020) she contests some of 
the points of Nussbaum’s theory that I have presented in sub-study I. As 
explained, I believe that Nussbaum’s distinction between transition-anger and 
other forms of anger gives us an indication that emotions ought not to be 
viewed as black-and-white, and that Nussbaum’s theory reserves some room 
for a more nuanced view of political emotions. Weber’s reply, however, has 
been valuable for this thesis in terms of recognising the need for education to 
grasp the ambivalence of political emotions, perhaps more fully than first-
time-reading of Nussbaum’s theory might suggest. 

Thus, I wholeheartedly accept Jackson’s (2020) claim that ‘[w]hat is called 
for in educating for emotional virtues, and on what moral or other justificatory 
grounds, is a matter of debate, not consensus’ (p.10). Through this thesis, I am 
participating in this debate, and as will become obvious in the context of sub-
study I, I hold that certain expressions of certain emotions can be argued to be 
morally and politically harmful. I clearly recognise that Nussbaum’s 
suggestions are demanding and do not provide quick fixes to the current issues 
of contemporary societies (not that Nussbaum herself suggests that they do – 
quite the opposite). However, I still propose that there should be a conscious 
effort to put some of Nussbaum’s ideas to practice through democratic politics 
and education. The next chapter will underline this argument by presenting 
the ideas put forward in the sub-studies of this thesis. 
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In this chapter, I present the three sub-studies of the thesis. Each sub-study 
takes its unique perspective on examining the relevance of Nussbaum’s theory 
of political emotions for education. In section 5.1, I summarise the central 
findings of sub-study I and shed light on how Nussbaum’s theory could 
increase our understanding of the role of political emotions both in 
educational policymaking as well as in the context of global citizenship 
education. In section 5.2, I summarise the central findings of sub-study II and 
clarify how I suggest Nussbaum’s understanding of democratic politics and her 
view of the role of emotions in political mobilisation can contribute to the 
theory of citizenship education. In section 5.3, I summarise the central 
findings of sub-study III and present my views on how Nussbaum’s theory of 
political emotions could be implemented in human rights education, 
employing Nussbaum’s concepts of political compassion and narrative 
imagination. All of the sub-studies demonstrate the significance of 
Nussbaum’s thought in relation to today’s burning political issues and the 
implications they might have for political education. 

The first sub-study of this thesis, published as a journal article, ‘Contesting the 
politics of negative emotions in educational policymaking: a ban on asylum 
seekers’ school visits in Finland’ (Pyy, Leiviskä & Mansikka, 2020) answers the 
sub-research question (SQ1): How does Nussbaum’s theory of political 
emotions increase the understanding of the risks and potentialities associated 
with educational policy-making and practices? Drawing from the case example 
that sub-study I presents, the SQ1 could be further divided into the following 
sub-questions: what role did negative political emotions play in the decision-
making process of the case (if any)? What is the danger in the type of political 
decision-making that our case exemplifies?  And what type of alternative 
courses of action could be recommended for addressing issues such as the 
case-example? 



 

91 

In sub-study I, with my co-authors, I analyse a recent case of educational 
policymaking that took place in the city of Oulu in Northern Finland.37 I shall 
briefly summarise the key points of the case here. As my research is situated 
in the field of education, and I am interested in examining the relevance of 
Nussbaum’s work for educational theory, policy and practice, I view this case 
as particularly valuable for analysis. 

The case regards asylum seekers’ visits to schools and day-care centres in 
the Oulu area. The visits were infrequent and supervised, organised by well-
known non-governmental organisations, welcomed by teachers, students and 
parents, and announced as free of security risks by the police. For the asylum 
seekers, the visits provided important learning experiences in terms of 
language and integration – for students and teachers, they were a way of 
actualising the goals and aims of global citizenship education established in 
the Finnish National Core Curriculum. According to teachers and the 
employees of NGOs, the visits provided students with an opportunity to learn 
about different languages and cultures, among other things. In 2018, city 
councillors who held anti-immigration political views, had made complaints 
to the city council about the asylum seekers’ school visits. At that time, the 
complaint was dismissed as it was viewed as problematic in terms of the 
Finnish Non-Discrimination Act. In early 2019, the police in Oulu announced 
cases of suspected sexual assault and abuse of minors, some of which involved 
suspects who were asylum seekers. This announcement was followed by 
heated public and social media discussions in the Oulu region, after which the 
city administrators received several complaints regarding the asylum seekers’ 
school visits. Online discussions incited fear and hatred towards refugees and 
asylum seekers, and ungrounded connections were made between the 
investigated sexual assaults and the school visits. It was largely disregarded 
that the police, school staff, students and other stakeholders involved were 
content with the visits. Even a fake photo of one of the suspects visiting a local 

                                                
 
 
 
 

37 Oulu is a city and municipality of approximately 209,000 inhabitants, the fifth most populous city in 
Finland, where the majority of Finland’s population resides in the urban areas of the southern part of 
the country. Traditionally, the political parties popular in Oulu are the Centre Party of Finland (with a 
strong emphasis on rural Finland) and the National Coalition Party, both of which could be said to 
represent more conservative values and to lean towards the right in the Finnish multi-party political 
system, compared to parties such as the Social Democratic Party of Finland, The Left Alliance, or the 
Green League. However, as is the case in most Western democracies, party organisations have been in a 
state of transformation/conversion over the past 30 years in Finland (Karvonen et al., 2016; Koivula et 
al., 2020; Koivula et al., 2019). Also in the Oulu municipality area, a newer party organisation, The Finns 
Party ‘known as a conservative and right-wing populist party’ (Koivula et al., 2019a), has gained 
popularity in the recent years. 
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school was posted online. Therefore, the issue was reviewed in January 2019, 
and the city of Oulu decided to ‘temporarily discontinue’ all school visits by 
asylum seekers and refugees. The ban was not put to a vote in the city council 
but the decision was made by a single official to ‘quiet things down for a while’. 
(Yle, 2019) 

In the article, with my co-authors, I argue that this case can be seen as an 
example of backlash politics in the context of educational policy-making.  By 
this, following Aoki (1995), I refer to the idea of ‘lashing back’ at those who you 
believe have wronged you but also to the idea of ‘getting back to’ or ‘restoring’ 
a real or imaginary status quo of a simpler time (p. 1468). I propose that the 
ban on the school visits can be viewed as an alarming example of policy-
making motivated by negative emotions (fear and anger) and based on the 
stigmatisation of a group of people by ethnicity and race, which led to 
abandoning collectively established values and democratic guidelines. I also 
suggest that the case-example of sub-study I is illustrative of how this type of 
policy-making considerably diminishes the possibilities of democratic 
institutions (such as the Finnish comprehensive school) to enhance social 
cohesion and diminish social inequalities in society. 

After introducing the case-example, my co-authors and I outline the 
ongoing theoretical discussion on the significance of emotions in politics with 
a specific emphasis on negative emotions in backlash politics (drawing from 
Mouffe, 2000, 2005; Nussbaum, 2001, 2013; Ahmed, 2004, among others). 
We highlight the crucial role emotions can have in social life and in the 
formation of collective identities and point out that, at the same time, many 
Western democracies have become increasingly characterised by political 
polarisation, which is especially interlinked to the rise of populist (backlash) 
movements with nationalist sentiments. Drawing from empirical research on 
negative political emotions (see also chapter 4), we demonstrate that negative 
emotions such as fear, anger and disgust often target the newcomers of the 
society. Nussbaum’s work also has a central role to play in both the literature 
review and case analysis of sub-study I. Nussbaum’s writings on political 
emotions are used in the study as a theoretical framework for analysis, with 
special emphasis on her discussions of the potentially harmful effects of 
negative political emotions for democracy and democratic institutions in the 
context of a polarised political culture. The study acknowledges the critiques 
directed at Nussbaum’s work on political emotions (e.g. Srinivasan, 2016, 
2018; Gleason, 2018), yet argues that Nussbaum’s work provides an especially 
useful analytical tool for understanding the consequences of the politics of 
negative emotions and indicating alternative ways for addressing the political 
issues associated with the case of the asylum seekers’ school visit ban in Oulu. 

The whole of the analysis can be found in sub-study I, and here I shall only 
present the central findings of the article. Employing Nussbaum’s work as our 
primary frame of reference, with my co-authors, I illustrate what kind of 
emotions we suggest might have been at play in the case example and how 
these emotions might have contributed to the decision to ban the school 
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visits.38 We recognise several problems and errors in this decision-making 
process, most importantly: 1) group stigmatisation and the construction of 
fear; 2) the operations of anger as a political emotion; and 3) the ban’s 
incompatibility with the educational guidelines and democratically 
established principles. 

Concerning the first point, by offering examples, we show that the ban on 
the school visits can be seen as exemplifying the type of discursive construction 
of fear, anxiety and threat in relation to immigration, refugees and asylum 
seekers, imbued by populist rhetoric, which has been described by Kinnvall 
(2018), Ahmed (2004) and Nussbaum (2018), among others. We further 
demonstrate that the decision to ban the school visits is also an example of 
stigmatisation. This is the type of reasoning in which the actions or attributes 
of one or a few members of an ethnic, religious or racial group are extended to 
concern the whole group with the result of diminishing the individuality of the 
representatives of the group (for example, Parekh, 2012).  

The second problem that my co-authors and I recognise is that in addition 
to fear, it can be argued that also anger motivated the political mobilisation of 
the citizens of Oulu (writing complaints, discussing aggresively on social 
media, distributing a fake photograph). As indicated in chapter 4, and in sub-
study I, Nussbaum sees defensive and revengeful anger as one of the negative 
political emotions as it oftentimes has detrimental consequences on 
democratic politics. Nussbaum (2016) views anger as morally wrong and as a 
barrier to reasoned judgement, and – importantly – as unproductive in the 
context of democratic politics in which establishing friendship, cooperation 
and a future-oriented mind-set would be of key value. Additionally, one of the 
most problematic features of the ban is that it can be seen as validating hate 
speech (e.g. Parekh, 2012) as a form of legitimate speech in democratic 
politics. With my co-authors, I argued that the case example of our article 
indeed has to do with hate speech, since individuals who committed crimes 
belonged to a certain ethnic or cultural group and the crimes committed by 

                                                
 
 
 
 

38 Importantly, I recognise that we cannot state in an absolute manner that the people of Oulu who were 
filing the complaints were experiencing fear and anger nor that these were the driving forces in the 
decision-making process. To verify this, however, is not our purpose. In sub-study I, we have strived to 
offer an attentive reading of both empirical and philosophical existing scholarly work suggesting that in 
the case of alt-right movements, people are often mobilised politically by populist rhetoric that has been 
shown to play a central role in the discursive construction of fear and anger in relation to immigration 
(e.g. Kenny 2017; Kinnvall, 2018; Latif, Blee, DeMichele et al., 2018). Then, carefully analysing the 
information available on the case (found in full in Pyy, Leiviskä & Mansikka, 2020), we proposed that 
the fearful notion of ‘the other’ played a role in terminating one important tool of the officially recognised 
GCE (as reaffirmed by Weber, 2020). 
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particular individuals led to the stigmatisation of an entire group and their 
banishment from public schools. We also caution that hate speech, and politics 
based on hate more generally, is likely to have long-term consequences for the 
political culture because, by stigmatising the members of the target group, it 
encourages a political climate in which discriminatory treatment can become 
customary. Therefore, legitimatizing hate speech affects public opinion and 
denies the very possibility of inclusive and equal public sphere, which is a 
crucial constituent of liberal democracy.  

Concerning the third problem associated with this case of educational 
policy-making, we underline the fact that the decision to ban the asylum 
seekers’ school visits was made by a single official under pressure from certain 
voices from the public. More importantly, the ban violates general policies and 
principles that have been established through democratic processes, such as 
the Finnish Non-Discrimination Act, the Finnish National Core Curriculum, 
and the aims associated with UNESCO’s global citizenship education (GCE) 
framework. GCE has been formed to guide and orient civic education in 
educational systems globally (UNESCO, 2014; Wintersteiner et al, 2015) and 
it is also connected to the values expressed in the United Nations’ Universal 
Declaration of Human Rights; the cultural rights and integration of 
immigrants and other minority groups are central themes of GCE. 

After analysing the case example and indicating the problems associated 
with the case, the article proposes an alternative course of action for 
addressing the visits of asylum seekers to Finnish schools. Following the 
prevailing democratically established procedures, we argue that practices and 
principles – including the laws and institutions of democratic society – should 
be the starting point of this type of decision-making. Additionally, drawing 
from Nussbaum’s work, we suggest that the reinforcement of positive, more 
constructive political emotions could further strengthen democratic 
citizenship in the long term. In the article, we exemplify how our 
recommendations are in line with the objectives of GCE, promoted by both 
UNESCO and the Finnish National Core Curriculum. My co-authors and I 
clearly recognise that Nussbaum’s suggestions to foster a healthier democratic 
culture through the cultivation of constructive political emotions can not 
provide instant solutions to the current issues of contemporary societies; 
indeed, instant solutions are often inadequate over the long term. 
Nevertheless, we urge that there should be a conscious effort to put some of 
these ideas into practice through democratic politics and education.  

Sub-study I sheds light on many of the considerations of this thesis. First 
of all, it exemplifies that negative political emotions can affect democratic 
politics and educational policy-making and that we ought to be au fait, or 
skilful with these emotions and the possible dangers associated with them. 
Therefore, it could be said that sub-study I presents the practical problem 
associated with the themes of this thesis. Even the relatively homogenous 
Finnish society will face the need to address an increasing number of issues 
concerning immigration, diversity and pluralism in the future. Furthermore, 
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sub-study I shows by way of example how Nussbaum’s theory of political 
emotions can be utilised as a theoretical and analytical framework, and how it 
can be useful in terms of understanding the interdisciplinary nature of political 
emotions. In sub-study I, I was concerned with issues that fell under 
disciplines as diverse as political studies, philosophy, educational 
policymaking, and global citizenship education. 

Also, conducting sub-study I of this thesis was incredibly helpful for my 
own research process, because applying Nussbaum’s work in the context of 
this case example clarified the central claims of Nussbaum’s theory of political 
emotions and her political philosophy and perhaps made them seem more 
real.  Firstly, in the light of this case example, the possible devastating effects 
of negative emotions such as fear and anger became apparent. I argue that the 
ban did not remedy the fear of some of the citizens of Oulu but, rather, 
reinforced it by stigmatising a group of people and perhaps giving a signal that 
the fear and anger towards asylum seekers were justified. Moreover, the ban 
made it more difficult for schools to implement the aims of GCE and to 
reinforce social cohesion in a manner that has historically been characteristic 
of the Finnish comprehensive school. Secondly, the case example made it 
evident that democratically established laws and normative principles are 
required to safeguard the rights of minorities and that they ultimately need to 
act as the backbone of liberal politics (Nussbaum 2006, 2013). Thirdly, sub-
study I also highlighted another central aspect of Nussbaum’s theory: that of 
cultivating people’s motivation to follow the aforementioned normative 
principles. In this quest, seeing the value in the ‘positive’, constructive political 
emotions (such as hope and compassion) is crucial. I ended up returning to 
this last point in the second and particularly in the third sub-study of this 
thesis. 

 
 

In the second sub-study, published as a journal article, ‘The Unproductiveness 
of Political Conflict in Education: A Nussbaumian Alternative to Agonistic 
Citizenship Education’ (Leiviskä & Pyy, 2020), I turn the gaze towards 
theoretical considerations of citizenship education and the nature of the 
political. I further reflect on the relevance that Nussbaum’s theory could have 
in today’s democratic societies, the political culture of which is characterised 
by increasing political polarisation and political conflict. Sub-study II sought 
to answer the second (sub-) research question (SQ2): How can Nussbaum’s 
theory of political emotions and her understanding of the political contribute 
to the contemporary (liberal, deliberative, and agonistic) theories of 
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citizenship education? SQ2 could be further divided into the following sub-
questions: How should citizenship education take part in shaping the way 
students come to understand the nature of the political? What are the potential 
challenges in the agonistic model of citizenship education? What are 
the deficiencies of the more traditional deliberative and liberal models 
of citizenship education? How can Nussbaum’s understanding of democratic 
politics and her view of the role of emotions in political mobilisation inform us 
when we consider the theories of citizenship education in the future?  

The first sub-study of this thesis already addresses the negative 
consequences of identity-based conflict. In that study, I argue with my co-
authors that negative political emotions might lead to conflictual ‘us vs. them’ 
-type of thinking, stigmatisation and ethnic profiling. In this reality of the 
conflictual and polarised political culture, I decided to explore the possibility 
of a citizenship education that would remain mindful of the relevance of 
political emotions in political action, yet aim at resolving conflicts and 
reframing various problems as common concerns. Therefore, in sub-study II 
of this thesis, I argue with my co-author that focusing on conflict in citizenship 
education is problematic. We propose that Nussbaum’s theory of political 
emotions can provide an interesting theoretical contribution to citizenship 
education.  

With my co-author, I begin the article by acknowledging 
that the understandings of politics and democracy that have emerged in the 
field of political theory in the past decades have considerably affected the way 
citizenship education is perceived. Particularly influential have been 
Chantal Mouffe’s agonistic pluralism (2000, 2005) and her more recent left 
populism (2018) both of which focus on the role that political antagonism and 
conflict have in the constitution of the political. These theories also highlight 
the centrality of political emotions in political identification 
and mobilisation. Drawing from Mouffe’s starting points, many scholars 
of philosophy of education have argued that political conflict and the 
emotions associated with conflicting identity formations should be given a 
legitimate place in citizenship education (Mård & Tryggvason, 2017; 
Ruitenberg, 2009a; Todd, 2010; Tryggvason, 2018) and that the goal of 
citizenship education is thus to channel the emerging conflicts towards 
democratically adequate forms.  

In sub-study II, however, together with my co-author, I challenge the 
agonistic model of citizenship education, particularly the focal role played by 
political conflict. While we recognise that, to some degree, dissent and the 
expression of it belong to any wholesome democratic culture, we argue that 
citizenship education that centres on conflictual identity formations — 
distinctions between ‘us’ and ‘them’ — risks spurring conflict rather than 
solving it. This might have problematic consequences for the democratic 
culture more broadly. Although we challenge Mouffe’s understanding of the 
political in general, the primary focus in sub-study II is to contest the 
plausibility of the conflictual approach in the context of citizenship education. 
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For me, the task of citizenship education should be to encourage the 
development of students’ political agency so as to enable political culture that 
would be based on the clarification and pursuit of widely shared political goals. 
Therefore, with my co-author, I propose that the key in this quest would be to 
frame the challenges and issues our societies are facing as shared and 
collective. We suggest that, this way, education could contribute to the 
transformation of the political culture into a less polarised form.  

There is, however, one starting point that I share with the representatives 
of agonistic citizenship education: the importance of political emotions for 
political mobilisation. Therefore, in sub-study II, Nussbaum’s work is 
presented as an alternative way of examining the nature of political emotions 
and their role in citizenship education and democratic politics. Contra 
Mouffe, who attaches political emotions and mobilisation tightly to group 
identifications and relationships between ‘us’ and ‘them’, Nussbaum 
(2013) argues that citizens’ political engagement only requires that 
people recognise the significance of political issues for 
themselves. Importantly, as has been explained in chapter 4, according to 
Nussbaum, emotions are not static but constantly shaped by various forces, 
such as social norms. From this, the hypothesis is drawn that the things that 
people, in this case students, hold as valuable to them in a political sense and 
with which they are willing to engage politically are not a given. Rather, these 
things can be shaped through education. Siding with Nussbaum, 
we propose that one of the key tasks of contemporary citizenship education is 
to cultivate students’ political motivation via emotional attachment to 
democratic goals and visions that can unite students across differences. This 
description of a desirable form of citizenship education derives from 
Nussbaum’s (2013) understanding of democracy as a normative ideal 
concerning the way society should be organised. We do not suggest 
that education alone should determine what these visions are, as they should 
follow from the process of collective formation of the public opinion to 
safeguard democratic legitimacy (e.g. Brighouse, 1998). Nevertheless, what 
we urge in the study is that education should take part in shaping the way 
students come to understand the nature of the political. The political, in our 
opinion, ought to be viewed as a collective striving towards shared goals rather 
than an antagonistic relationship between ‘us’ and ‘them’. 

Sub-study II further finds that a form of citizenship education that can be 
derived from Nussbaum’s understanding of democracy and the 
political is particularly worth supporting, considering the polarisation of the 
political culture that has been exemplified especially by different forms of 
populist and identity politics (that were discussed in the introduction of this 
thesis summary). Moreover, viewing democracy as uniting people across 
differences for shared causes also bears significance for the prevailing global 
crises, such as the environmental crisis, which can only be effectively 
addressed through collective political action. To elucidate this point, in sub-
study II, we discuss two recent political movements that have been the focus 
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of public discussion and have managed to mobilise especially young people: 
the youth climate movement and Black Lives Matter. Utilising these 
examples, we indicate how citizenship education can cultivate students’ 
commitment to shared democratic goals and encourage political emotions 
that motivate more constructive political action in a democratic sense. This 
type of mobilisation is aligned with Nussbaumian understanding of 
democracy.  

Although Nussbaum’s understanding of the political and her 
recommendations are not without criticism (e.g. Weber, 2018; Srinivasan, 
2018), I still suggest, together with my co-author, that Nussbaum’s 
understanding of the political and her urge to search for common goals with 
one’s political adversaries is recommendable. Sub-study II argues that, 
although political emotions are central to political mobilisation and should 
thus be recognised in citizenship education, democratic politics and 
citizenship education that seeks to normalise polarised conflict and the 
expression of negative emotions can, in fact, increase the polarisation and 
instability of society and create more permanent barriers between diverse 
groups of people than what existed before. In sub-study II, we therefore 
conclude that Nussbaum’s theory can inform our understanding of the 
contemporary theory of citizenship education particularly in terms of pointing 
out some of the limitations associated with deliberative and liberal theories, 
on the one hand, and the challenges associated with agonistic theories on the 
other. 

After conducting sub-studies I and II, it was evident for me that I next needed 
to embark on a challenging question for which many scholars have indicated 
a lack of research (e.g. Saunders, 2013; Savit, 2011). Therefore, in the third 
study, ‘Educating for political compassion through narrative imagination in 
human rights education’ (Pyy, 2021), I took a turn towards pedagogical 
considerations. This turn was motivated by the following, somewhat broad 
research question (SQ3): how could Nussbaum’s theory of political emotions 
be implemented in educational practice? I decided to explore this question in 
the context of human rights education and to propose narrative imagination 
(one of the pedagogic capabilities suggested by Nussbaum) as a potential 
method for cultivating political compassion in education. SQ3 could be further 
divided into the following, more specific, sub-questions: in addressing human 
rights issues, such as racist discrimination, what skills should education 
nurture and how could these skills be taught in schools? How could 
Nussbaum’s theory of political emotions, particularly her concepts of political 
compassion and narrative imagination, inform human rights education? And 
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what critical considerations should be kept in mind when practising political 
compassion through the development of narrative imagination in HRE?  

Having researched Nussbaum’s theory earlier in the contexts of political 
theory, educational policymaking (sub-study I) and theory of contemporary 
citizenship education (sub-study II), I viewed it as necessary to contextualise 
Nussbaum’s theory in more ‘pedagogical’ terms. I was drawn to human rights 
education (HRE) especially because I perceived many possible points of 
intersection between it and Nussbaum’s theory, and I saw potential in the 
extensive amount of research and practical work that had already been 
conducted in the field of HRE. Furthermore, I had prior experience of HRE, 
both theoretical knowledge acquired during my doctoral studies and practical 
experience from my profession as a teacher.39 Therefore, for me, HRE 
provided the needed framework for imagining what Nussbaum’s conceptions 
of political compassion and narrative imagination might actually look like in 
an educational setting. Furthermore, one of my original hypotheses was that 
political emotions could provide the motivation needed to commit to abstract, 
normative human rights principles. Although Nussbaum’s political philosophy 
(including her CA, her work on cosmopolitanism vs. patriotism, and her 
educational account) could be connected to HRE in multiple interesting ways, 
in sub-study III, I argue that we ought to turn our gaze to emotions as 
motivating factors in political action. This sub-study, however, hints at the 
implementations of Nussbaum’s other ideas as well. Implicit in my text are 
suggestions that Nussbaum’s philosophy could provide a theoretically 
rigorous justification for human rights principles as well as possible methods 
(narrative imagination mixed with critical reflection) for HRE teaching and 
learning.  

In sub-study III, I turn to compassion, which has been proposed by 
Nussbaum (e.g. 1990/1992, 2001, 2010, 2013) as perhaps the most crucial 
emotion for democratic culture. After exploring the causes and effects of 
negative emotions and political conflict, it was both sensible and necessary to 
visit the ‘the other side of the coin’ of Nussbaum’s theory of political emotions; 
that is, to explore constructive political emotions. Therefore, the starting point 
of sub-study III is that political compassion is a vital disposition for engaging 
with human-rights principles and combatting social injustices such as racial 
discrimination. Drawing from Nussbaum’s theory of political emotions, I focus 
on the need to understand compassion as connected to cognition and practical 

                                                
 
 
 
 

39 Prior to my doctoral studies, I worked as a teacher and taught human rights in my classes. I also 
worked as a consultant and a trainer for UNICEF Finland, and have taken part in creating teaching 
material and have hosted workshops on the Convention on the Rights of the Child.  
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reasoning. I also review the work on political emotions and compassion in 
general and in the context of HRE. I further introduce the critiques that I view 
as most relevant for Nussbaum’s conception of political compassion (e.g. 
Zembylas, 2013; Weber, 2018) and discuss the potential risks some scholars 
have associated with the idea of cultivating compassion for HRE (most 
importantly the case of ‘compassion fatigue’, as coined by Moeller, 1999, and 
examined by Ojala, 2016, and Zembylas, 2013). I respond to these 
considerations by offering my alternative reading of the concept of political 
compassion and by refining Nussbaum’s work with the work of scholars 
representing more critical views of the matters presented in sub-study III. I 
stress the fact that in research conducted in various disciplines, compassion 
has consistently been seen as vital to democracy, human rights and pro-social 
behaviour in general. From this, I draw my argument that education as a 
central institution of democracy should take part in forming the way young 
people come to develop their extended, political compassion. Thereby, I 
suggest that HRE requires a pedagogical approach that promotes a profound, 
critical, and active compassion that would motivate the students to commit to 
and work towards collective, normative principles such as human rights.  

Having established that I view political compassion as a necessary 
disposition to be cultivated in HRE, I seek to offer suggestions on how this 
ought to be done. I propose that through practising narrative imagination (also 
explained in chapter 3, but for a detailed review, see Pyy, 2021), young learners 
could become compassionate readers of diverse stories. This might help the 
learners to understand the meaningfulness of human rights issues and to 
commit to human rights principles also on an emotional level (as opposed to 
merely on an abstract level). Siding with Nussbaum, I suggest the political 
emotion of compassion could provide the motivation ultimately needed to 
work against social injustice and human rights violations, such as racial 
discrimination. As I discuss the significance of narrative imagination, I utilise 
the much-disputed novel, Harper Lee’s To Kill a Mockingbird (1960). I 
connect the book and the debates surrounding it to the history of racial 
discrimination in the United States, the Black Lives Matter movement, and 
human-rights education. 

To Kill a Mockingbird and the debates that surround it also connect well 
with the general critical considerations presented in sub-study III. As opposed 
to merely repeating Nussbaum’s arguments in the context of HRE, I further 
employ the work of critical HRE scholars (e.g. Adami, 2014; Osler, 2015, 2016; 
Zembylas, 2012, 2013) as I make my suggestions for the implementation of 
Nussbaum’s work in HRE. I do this to address the multiperspectival and 
partial dimensions of HRE that Nussbaum’s theory does not fully capture. I 
highlight that it is necessary to be mindful of utilising people’s stories (see 
Schuman, 2005) and to consider critically who has ‘the right to narrate’ 
(Bhabha, 2003). Furthermore, narrators, educators and educational 
researchers should seriously assess the role of historical and persisting power-
relations existing in narrative practices and to scrutinize whether the stories 
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they share construct or re-construct problematic master narratives (Andrews 
& Bamberg, 2004), dominant narratives (Adami, 2014) or grand narratives 
(Linde & Arthur, 2015). 

Finally, keeping the aforementioned critical considerations in mind, I offer 
suggestions on how to develop a compassionate disposition in HRE by 
practicing narrative imagination. I urge that the teaching and learning of 
political compassion via narratives in HRE should be a reflective practice and 
not to slip into ‘empty sentimentality’ (Kaplan, 2005). I argue that the 
prerequisites for this type of practice would include a safe learning 
environment and a capable pedagogue. I further call for critical reflection 
when utilising or analysing narratives, and humility when aspiring to 
understand other people’s stories. Presenting students with counter-
narratives and being mindful of the individuality/collectivity of the narratives 
presented is of utmost importance in this reflective practice.  

Hence, sub-study III finds that political compassion as an emotion is 
required for the work of social justice and that HRE can have a central role in 
its cultivation. I acknowledge, however, that practicing solidarity also 
necessitates that we address structural inequalities (also Zembylas, 2013, p. 
505), as oppression consists of more than mere emotions. As I have indicated 
in chapter 4 and in sub-study III, I  share Nussbaum’s view that democratic 
principles, laws, and structures are pivotal but, like her, I am also interested 
in exploring the role political emotions can have in strengthening this 
backbone of society. It is not my intention to push forward what I view as a 
somewhat simplistic discourse on educating emotions; one that solely focuses 
on individual, psychological abilities. Therefore, also compassion should be 
conceptualised and discussed when it is being taught. I stress that critical 
reflectivity should intersect all educational practice, including HRE and the 
utilisation of narratives in teaching. Reading and teaching that oversimplifies 
life is neither a form of skilled reading nor teaching. 

Sub-study III is particularly important in its focus on the more constructive 
nature of political emotions, and it also contributes to this thesis and the 
further development of Nussbaum’s theory; it does so by articulating how her 
work could be implemented in educational practice. Furthermore, the sub-
study sheds light on the interconnected nature of Nussbaum’s educational 
capabilities, those of narrative imagination and critical reflection. It also 
makes the connections between these educational ideas and the theory of 
political emotions more evident. After conducting this study, I can conclude 
that Nussbaum’s work offers an important perspective when we consider the 
relation between emotions, human rights, and social justice. Furthermore, 
Nussbaum’s theory of political emotions and her concept of narrative 
imagination can inform contemporary HRE theory and practice, particularly 
when placed in dialogue with the critical considerations proposed in sub-study 
III. 
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As has been shown in this chapter, all three sub-studies of this thesis have 
sought to explore the relevance of Nussbaum’s theory of political emotions for 
education from their own distinctive angles, answering the research sub-
questions of this thesis. These sub-studies are, however, interrelated and 
intricately connected to one another. Therefore, they also bring out findings 
that are relevant to this study as a whole. In the next chapter, I will compile 
the central findings of the three sub-studies and offer my conclusions 
regarding the main research question of this study. 
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In this chapter, I draw together the arguments of the sub-studies and 
introduce some overall insights in order to respond to the comprehensive 
research question of the thesis. In chapter 2, it was explained that the research 
aim of this thesis is to find answers to the RQ: what is the relevance of Martha 
Nussbaum’s theory of political emotions, and especially her understanding of 
the role of emotions in political mobilisation for education? In what follows, I 
indicate the crucial significance that political emotions have for political 
mobilisation and thus demonstrate the relevance of Nussbaum’s theory of 
political emotions in today’s polarised political culture, particularly in relation 
to the global challenges we face. I will affirm that, due to its focus on the 
possibilities involved in constructive political emotions, Nussbaum’s theory 
can provide a valuable contribution to the contemporary theory of political 
education. However, I draw attention to the ambivalence associated with 
political emotions and the need for critical reflection on the topics of this 
thesis. Finally, I discuss the limitations of this study and offer my 
recommendations for the future trajectories of research on political emotions 
and education. 

In recent years, the relevance of political emotions in democratic politics has 
been increasingly discussed. However, to answer my RQ, it was necessary to 
first explore whether political emotions indeed can be claimed to have a 
significant role to play in the political realm and, therefore, a justified place in 
political education. This I did by familiarizing myself with both primary 
(Nussbaum’s work) and secondary (other theorists’ work) literary sources in 
accordance with the steps of systematic analysis explicated in chapter 2. I was 
persuaded by Nussbaum’s view that emotions are a part of our practical 
reasoning in decision-making. In other words, I accepted emotions as 
cognitive and evaluative judgements (see chapter 4).  

Furthermore, I conducted sub-study I particularly with this argument in 
mind.  Although an isolate case, the ban on the school visits that was discussed 
in sub-study I is an alarming example of policy-making motivated by negative 
emotions. The purpose of the example was not to generalise but rather to call 
attention to the role of political emotions in political mobilisation and 
decision-making and to display how political emotions can also have direct 
implications for educational practice and the democratic culture. In this, I hold 
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that sub-study I succeeded. In fact, I believe that one of the main contributions 
of this research is that, by employing recent, real-world examples, it has 
managed to underline the relevance of Nussbaum’s thought of political 
emotions for education. Furthermore, I claim that this thesis has managed to 
concretize many of Nussbaum’s general arguments and ‘translate’ them in a 
way that they become relevant for political education, not only in terms of 
theory, but also in terms of imagining the implications that political emotions 
can have for the policies and practice of education.  

Another aspiration of this thesis was to shed light on both how and why 
political emotions – and Nussbaum’s theorisation of them – are particularly 
relevant in our time; especially in relation to today’s burning political issues 
that are taking place in an increasingly polarised political landscape further 
characterised by shared global crises. This I have highlighted throughout the 
thesis, and especially in the introduction chapter of the present summary. 
Although I viewed it as important to conduct theoretical research at this stage, 
I wanted to keep the contemporary phenomena in mind and make my research 
relevant in terms of the ongoing public discussion. Therefore, I included in my 
argumentation the case of the school visits and referred to political movements 
that have recently and successfully been mobilising young people. The 
thematic of political polarisation was present in all of the three sub-studies of 
the thesis but explored especially in sub-study II. With this research, I propose 
the comprehensive conclusion that Nussbaum’s theory can provide the much-
needed tools for understanding political emotions and their role in political 
mobilisation and in education. Further, I suggest that Nussbaum’s theory can 
have a particular significance in today’s polarised societies. This is, firstly, 
because the theory recognises emotions as vital for political mobilisation and 
does not try to expel them from political discourse and, secondly, because 
instead of focusing on identity-based conflict, Nussbaum’s theory proposes 
that political emotions can also work in our benefit in constructing and 
articulating collective political goals and visions. 

The relevance of Nussbaum’s theory for solving the practical challenges of 
today’s world is connected to its relevance for theory development in the 
different frameworks of political education. In this thesis, through sub-study 
II, I have particularly focused on an ongoing discussion on the role of political 
emotions and political conflict that has occurred in the field of theory of 
citizenship education. Throughout the thesis, I have touched upon the 
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different theoretical discussions that Nussbaum’s work could contribute to,40 
but in this concluding chapter, I will focus on the discussion of citizenship 
education, which I believe is the area in which the contribution of Nussbaum’s 
theory could be most significant, theoretically speaking. 

I argue – although Nussbaum does not make the case herself – that her 
theory could be seen as a defensible warrant and a possible bridge between the 
agonistic and liberal/deliberative theories of citizenship education. The 
starting point that Nussbaum and I share with the representatives of agonistic 
citizenship education is the importance of political emotions for 
political mobilisation. Both Nussbaum and the agonists have criticized the 
traditional liberal and deliberative traditions (for instance Rawls’ and 
Habermas’ work) for not adequately recognising the crucial role of emotions 
in politics and in political mobilisation. Hence, this critique might be extended 
to concern also the derivative models of deliberative and liberal citizenship 
education (e.g. Englund, 2016; Samuelsson, 2018). As Ásgeir Tryggvason 
(2021) has put it: ‘[d]eliberative theorists have argued that teachers should 
focus on the rational argument – the issue itself – and try to leave emotions 
and identities on the sidelines. . . . Agonists, on the other hand, have 
emphasised that emotions and identities are unavoidably intertwined with 
political issues and conflicts’ (p. 33). Such a distinction leaves Nussbaum’s 
work and the position she advocates somewhere in the middle. The vitality of 
political emotions – a notion shared by Nussbaum and the agonists – 
presented an excellent opportunity to study how Nussbaum’s theory could 
contribute to the theory of citizenship education.  

Those scholars who support agonistic pluralism find it persuasive that we 
cannot escape the divisive and conflictual nature of the political that always 
informs our emotions or, in Mouffe’s (2005) terms, passions. According to 
Mouffe (2005, pp. 69–70), the very conditions that have enabled the 
developments such as the wake of right-wing populist parties in Europe have 
resulted from consensus-oriented politics and the lack of sufficient 
alternatives of political identification. Mouffe (2005, p. 70) claims that 
populist movements were able to provide an emotionally appealing alternative 
to the homogenous ‘establishment’ and thus offer the channel of political 
identification that was missing from mainstream politics. In Mouffe’s (2005, 
p. 70) view, these developments highlight the need to recognise the affective 
dimensions of politics and create more channels for the mobilisation of 
political emotions within democratic politics. However, I propose the problem 

                                                
 
 
 
 

40 For instance, in sub-study III, I suggested Nussbaum’s theory could inform HRE theorising as it can 
help us grasp how the motivation is created that is ultimately needed for the commitment to abstract 
human rights and principles of justice. 
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could also be viewed differently by asking what else was wrong with 
mainstream politics so that it could not articulate a motivating, uniting, 
hopeful and positive vision of the future? Does consensus-seeking politics of 
constructive emotions necessarily need to be demotivating and feeble? 
Especially if we are to think about the context of citizenship education as 
opposed to realpolitik, should we not be able to articulate shared visions and 
common goals, particularly if the failure to co-operate will lead to the 
destruction of all (e.g. in the case of climate crisis)? Or is the suggestion that 
people, in this context, classmates, veritably form agonistic relations rather 
than search for common causes with their ‘opponents’? Be that as it may, I 
argue that we need to strive for some mutual understanding and that the two 
pedagogic capabilities of Nussbaum’s theory that were introduced in chapter 
3 – critical reflection (‘Socratic self-examination’) and narrative imagination 
– become ever-so urgent in the political landscape we find ourselves in.  

I fear that democratic politics that seeks to normalise polarised conflict and 
the expression of negative emotions increases the polarisation and instability 
of society and creates greater or more permanent barriers between diverse 
groups of people. Furthermore, as Nussbaum has also suggested and as has 
been explained in the previous chapters, it is harmful and dangerous if people 
begin to see themselves and others foremost or merely as representatives of 
different and competing group allegiances. What is required for the 
stabilization of democratic culture is (world) citizens’ commitment to at least 
some common and overarching political goals and visions. Otherwise, there is 
little hope in responding to the immense global challenges that affect us all, 
such as the climate crisis or the pandemic that we currently witness. 

Informed by the interrelated sub-studies of this thesis, I would like to make an 
important argument that is also more comprehensive in nature. This 
clarification is essential so that this work does not read as offering a too 
simplistic perspective on the subject of political education and political 
emotions. The further I got with this thesis, its sub-studies, and envisioning 
educational practice that would be in line with Nussbaum’s theoretical work, 
the more important it became for me to underline the ambivalence and 
complexity of human emotions, including political emotions. It is only through 
the recognition of and reflection on these complexities, ambiguities and 
possibilities that political emotions can be made useful in education. 

I hold that as it is, political emotions and their role in social change is not 
adequately discussed in terms of education for democratic citizenship, global 
citizenship, human rights, or  the like. The discussion is now expanding in 
academia, but the relevance of political emotions should be acknowledged also 
in public discussion, teacher education and schools. Siding with Nussbaum, I 
suggest that only when people can conceptualise and recognise emotions and 
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begin to explore the origins of various emotions and their manifestations, can 
they fight against the possible harmful effects of political emotions. In 
addition, only when reflected upon, can the role of political emotions be 
justified in quests that are viewed politically and democratically constructive. 
This process of justification and the possible educational implementations 
that follow from it, then, ought to resemble a lucid, reasonable and respectful 
debate. 

A few considerations ought to be kept in mind when applying Nussbaum’s 
theory to make it more useful for different contexts and frameworks of political 
education. First of all, as stated, I am advocating for a nuanced understanding 
of emotion in our public lives. In sub-study III, drawing from critical work on 
compassion (e.g. Weber, 2018; Zembylas, 2012, 2013), I acknowledged the 
several problems associated with inflicting compassion from above; that is, 
telling students what to feel. I urged that teaching and learning about political 
compassion via narratives in HRE should be a reflective practice in which the 
theme of compassion is truly discussed with students, so that it does not slip 
into empty sentimentality. These same considerations go for all political 
emotions. The nature of anger and the moral unjustifiability of it could be a 
topic for a productive educational discussion: is anger ever justified? Why? 
Why not? What type of anger could be beneficial? (See Nussbaum’s work on 
anger and the critique it has raised that was briefly mentioned in chapter 4). 
With these considerations in mind, and influenced by Weber’s (2020) critique, 
I wish to note that, although supportive of Nussbaum’s general account, I 
believe that the equivocal and the possible im/moral nature of political 
emotions ought to be explicitly deliberated when they are discussed in political 
education. This again calls for critical reflection, a centrality of which has been 
made evident in Nussbaum’s philosophy, her educational account and in this 
thesis. In the process of conducting this study, I came to hold that ideas 
derived from more critical schools of thought,41 are important for shedding 
light on such aspects that are either expressed vaguely or not fully captured by 
Nussbaum’s work. Emotion and examination should continuously reconcile to 
inform our striving for the ‘good life’ or for a more just world. 

                                                
 
 
 
 

41 particularly related to the expression of ‘negative’ emotions (e.g. Adkins, 2020; Weber, 2018, 2020; 
Cherry, 2019; Srinivasan, 2018), to counter narratives (Adami, 2014; Osler, 2015;  Schaffer & Smith, 
2004) and to the relational approach in education (Adami, 2014). 
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Throughout this thesis, but perhaps particularly in sub-studies I and II, I have 
underlined the proposition in Nussbaum’s work that the political should be 
understood as a transformable idea. From this idea it follows that our 
emotions – that are deeply connected to our values and our motivation to act 
for causes – shape the political culture. Therefore, I have urged that there is a 
real need in the global community, in societies, and each society’s democratic 
institutions to acknowledge, admit and reflect on political emotions and their 
role for the political culture and the well-being of people and societies. Due to 
these considerations, the role of education becomes evident. In thinking of 
what could be done about political emotions to make our world more just, I 
have further explored the work that Nussbaum (1997a, 2010) has conducted 
in relation to education. 

I have explained that I am persuaded by Nussbaum’s understanding of the 
political and her recommendation to search for common ground with one’s 
political adversaries. Furthermore, I have alluded to the danger in people 
coming to see themselves and other people foremost or merely as 
representatives of competing group allegiances. Siding with Nussbaum, I have 
argued for following the prevailing democratically established procedures, 
practices and principles and for reinforcing more constructive political 
emotions as a possibility to strengthen democratic citizenship in the long term. 
I certainly acknowledge that Nussbaum’s urge to move towards a political 
culture of compassion, love and hope is not a quick fix to the challenges of 
contemporary societies. However, I suggest that for democracy to operate, 
citizens should be able to commit to at least some normative principles and 
future-oriented vision; moreover, it is difficult to motivate oneself to advance 
democratic principles and norms if one does not have any emotional reaction 
towards the issues one is advancing. For instance, I have suggested that the 
political emotion of compassion could provide the motivation needed to work 
against social injustice and human rights violations, such as racial 
discrimination. 

Education (particularly the type that occurs in the frameworks of political 
education introduced in this thesis; GCE, CE, and HRE) is about ideals:  about 
learning to live together and building a better future for everyone. Throughout 
the years of writing this thesis, having a background in teaching of children 
and teenagers myself, these words by Hugh Starkey (2012) have stayed with 
me: 

As sociologists raise the ultimate question of whether human beings 
can in fact live together or whether cultures and prevailing modes of 
thought make peaceful co-existence within and between nation states 
an impossible dream (Touraine, 1997/2000), educators must grapple 
with the issue of learning to live together.  

Starkey, 2012, p. 21 
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I have highlighted the nature of education as a normative practice. Therefore, 
a normative approach to teaching about political emotions is required as well, 
and Nussbaum’s account provides one that emphasizes education’s role in the 
construction of a healthier political culture. In relation to Starkey’s words, I 
will further state the obvious: education is an incredibly future-oriented 
practice. As opposed to merely dwelling within the differences of people and 
opinions, wondering whether conflict can ever be removed from the 
classroom, I note that Nussbaum’s work provides an attractive account from 
the point of view of an educator. However, it is crucial (and although apparent, 
could be further expressed in Nussbaum’s theory) that the shared normative 
visions and common goals need to be based on multivocal deliberation and 
constantly negotiated in particular contexts. 

 

Finally, I discuss some of the limitations associated with this thesis as well as 
outline some directions for future research. Many of the limitations of this 
thesis have to do with its focus and scope. First of all, one thesis cannot achieve 
everything, particularly when it is conducted on such a broad topic. One of the 
limitations concerns the focus of this work on Nussbaum’s theory of political 
emotions. Namely, adopting this theory as my framework and as the interest 
of this study inevitably restricted my examination of other theorizations of 
political emotions (from diverse disciplinary backgrounds). However, this 
thesis was not an examination of various political emotions but an 
interpretation of Nussbaum’s theory of political emotions and its possible 
relevance for education in today’s educational contexts and polarised political 
cultures. Nevertheless, for future research, a shift of theoretical focus might be 
beneficial. I could approach this subject through a lens of work of scholars 
having different views on the same subject such as the work of Hannah Arendt 
(1963/2016) and Sarah Ahmed (2004) to open new and interesting 
perspectives. This type of move would open a possibility for comparative 
studies of Nussbaum’s and other philosophers’ theories that could lead 
towards developing a novel theoretical approach on political emotions and 
their role in society and education. Furthermore, the work that started in sub-
study II of this thesis, the attempt to move beyond the understandings of 
deliberative/liberal and agonistic theorists, could continue in this type of 
theoretical work in which some sort of reconciliation between the ‘agonistic’ 
and ‘liberal’ understandings of the nature of the political and political 
emotions would be aimed at.  

Another limitation that has to do with the scope of the study is the evident 
focus of this work on Nussbaum’s theory of political emotions. Adopting 
political emotions in education as my research interest undoubtedly restrained 
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my examination on certain central features of Nussbaum’s philosophical work, 
thus leaving some dimensions of her philosophical project in the background 
– such as ontological and ethical aspects of the ‘good life’ – that could be 
argued as being necessary for understanding her theory of political emotions. 
To this end, I provided a general overview of Nussbaum’s political philosophy 
in chapter 3. Further, within the limits of the present study, I was not able to 
address the difficulties and ambiguities associated with concepts such as 
cosmopolitanism in depth. In addition, a variety of major philosophical 
disputes could have been addressed in terms of the topic of this thesis, such as 
the universalism-relativism dichotomy. Examining these tensions and how 
Nussbaum has tried to solve them would have been interesting. However, 
being beyond the scope of this study, these issues present fertile opportunities 
for future research. 

The most significant prospects for future research, in my view, concern the 
educational implications of Nussbaum’s theory of political emotions as well as 
those of her philosophical account in general. Although the educational 
contributions of the studies of this thesis illuminate significant aspects of the 
relevance of Nussbaum’s theory of political emotions to the philosophy, theory 
and practice of political education, forming a comprehensive theory of 
education on the basis of Nussbaum’s theory of political emotions, let alone 
her philosophy in general, would require further development of the themes 
introduced in this thesis.  In this task, the characteristically practical nature of 
Nussbaum’s philosophy, mentioned in this thesis several times, could be of 
help. Nussbaum’s re-appropriation of Aristotelian practical philosophy has led 
her to point out the many social and political dimensions of her philosophy 
and the relevance of these dimensions also for education. Nussbaum has 
sketched an educational account that I view as not being comprehensive 
enough for a full-fledged theory or philosophy of education, yet still beneficial 
for the practical implementation of her ideas. Although Nussbaum (e.g. 
2007a) has striven to be practical, she has emphasized, like other 
philosophers, that the task of philosophy can be seen as discovering, 
deliberating about and giving justifications to certain ends whereas the 
practitioners eventually need to find suitable means for achieving these ends 
themselves. Therefore, it remains to be articulated by future research what a 
‘Nussbaumian pedagogy’ or ‘Nussbaumian teaching’ would truly look like in 
practice. In sub-study III, I explored one possibility for this. 

Future research could also turn its attention to the issue of learning and 
teaching about political emotions. In addition to the work I have conducted in 
sub-study III, an important undertaking would be to decipher what kind of 
teaching is appropriate when the aims of education are understood in terms of 
Nussbaum’s philosophy, and specifically in terms of her argument for political 
emotions supporting and constructing a healthy democratic culture for 
individual, societal and global flourishing. Therefore, if in the future someone 
was to contest my recommendation for cultivating a disposition of political 
compassion through narrative imagination (Pyy, 2021), they might critically 



 

111 

scrutinize whether there can be any philosophically determinable methods or 
techniques of teaching for furthering Nussbaum’s philosophy or whether 
Nussbaum’s recommendations remain so vague or unachievable that it is 
impossible to indicate these techniques. This has been the challenge many 
researchers have referred to when they have pointed out the gap in research 
when it comes to putting Nussbaum’s ideas into educational practice. At this 
stage of my research, however, I stand behind my preliminary 
recommendations (Pyy, 2021), and propose that there is a great deal more 
research to be done in terms of narrative imagination, political emotions and 
education for justice. 

Indubitably, many may view the theoretical nature of this study as its most 
central limitation. Admittedly, including empirical data and employing 
various methods would have allowed me to explore my research question on a 
whole other level and would have significantly contributed to the explication 
of how Nussbaum’s theory of political emotions could inform our 
understanding of the role of political emotions in political mobilisation and 
education. However, achieving the aims of both theoretical and empirical 
research would have been too ambitious a goal for a doctoral thesis with three 
journal articles, and I wished to keep the educational theoretical reading of 
Nussbaum’s theory at centre stage. Therefore, I want to acknowledge that I am 
aware that the nexuses between educational practice and Nussbaum’s theory 
of political emotions (proposed in this thesis and in its sub-studies) are 
preliminary. Further research of an empirical nature would be required to 
grasp the relationship between Nussbaum’s theory and ‘the real world’ of 
education and political mobilisation more thoroughly. There is a variety of 
interesting and exciting ways to conduct this type of research. Empirical data 
could be collected from social studies classrooms, interdisciplinary school 
projects, workshops hosted by NGOs or demonstrations (such as Fridays For 
Future) to name a few ideas. This data could be acquired by way of interviews, 
ethnographical observation or by way of assigned tasks (assignments, essays, 
video diaries). Another immensely interesting possibility would be to analyse 
naturally occurring data, such as cases presented in the news (similarly to sub-
study I of this thesis) or naturally occurring user generated data retrieved from 
new media, such as young people’s demonstrations of political mobilisation 
that can be observed on social media. 

This study has nevertheless taken the first steps towards educational 
practice in terms of Nussbaum’s theory of political emotions and therefore has 
hopefully opened novel opportunities for interdisciplinary educational 
research. I believe that the emphasis of this thesis on recent discussions can 
contribute to the field by providing a topical perspective (both in terms of 
theory and practice) on the possibilities and tensions of education for political 
emotions. 
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In this chapter, I have drawn from the central findings of all three sub-studies 
and, informed by the lessons learned during this research journey, presented 
the concluding remarks of this thesis. Throughout this chapter, and this study, 
I have argued that political emotions are focal for political action and therefore 
also for political education that I understand as learning about the political 
and about learning to live together. Furthermore, my aim has been to 
demonstrate that Nussbaum’s political and educational philosophy, 
particularly her theory of political emotions, can and should contribute to our 
understanding of the role of political emotions in education, as it can offer a 
defensible warrant for educational theory and practice, particularly in the light 
of political polarisation and shared global crises our societies are faced with 
today. However, while I hold that political emotions are focal for political 
action as well as for education, it is important that the nature of different 
political emotions and their role in societies are understood with all their 
ambivalences and possibilities. Drawing from the recognition of the 
limitations associated with this study, I have offered my suggestions for future 
research trajectories. Now, I will move on to the closing chapter of this thesis. 
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I began this thesis summary by looking back at my time as a teacher and as a 
PhD candidate. I addressed some of the things that had happened in the 
political landscape during the past few years, highlighting the parts that 
political emotions and political mobilisation of young people had to play in 
these developments. The currently raging global crises have certainly made it 
evident that there is a need to educate people who are capable of solving 
complicated issues by committing to the pursuit of common political goals 
across diverse identities. This, however, is a challenging task in light of the 
increasing political polarisation. As researchers and practitioners of political 
education, how are we to address the crucial role of emotions in political 
action, without further inducing opposition and political conflict? 

Through this thesis, I have contributed to the expanding discussion on the 
relevance of emotions in political mobilisation from a viewpoint that has not 
yet been comprehensively examined in the field of education – Martha 
Nussbaum’s philosophical work on political emotions. Employing the broad 
method of philosophical research, I have examined the relevance of 
Nussbaum’s theory for contemporary political education, drawing from real-
world examples. Through the interrelated sub-studies of this thesis, I have 
discussed Nussbaum’s work in three frameworks of political education: global 
citizenship education, democratic citizenship education and human rights 
education. 

I hold that, in general, Nussbaum’s work opens an illuminating 
philosophical, theoretical, and political perspective on education as a practice 
that is ultimately concerned with the future and the prospects of humanity. It 
can be seen as an aspiration to solve the problem of achieving collective ‘good’ 
human (and non-human) life in a world that is multifaceted and diverse, filled 
with people and groups with many conflicting interests. Since human 
emotions have their part to play in the causes of historical and contemporary 
injustices and political problems (e.g. the connection of greed to climate 
change and that of fear to racial stigmatisation), something ought to be done 
about them. The work Nussbaum has conducted over the years does not lead 
her to the overly rationalistic solutions that the deliberative and liberal 
traditions have been criticized for, nor does it lead her to moral relativism or 
to accept the agonistic assumption that conflict and divisions are natural, 
inherent, and insurmountable in the political. Taking an interdisciplinary 
approach, Nussbaum stresses that although laws and structures are crucial, 
the moral emotional battles need also to be fought inside every human being 
(‘the clash within’, 2010, p. 30). That way, with the help of constructive 
political emotions, individuals can take part in combatting destructive forces, 
building healthier democracies and, ultimately, a flourishing and just global 
community. 
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This is not an easy task for an individual and even less so for a group. 
Therefore, in this quest, democratic institutions – such as the comprehensive 
school – should help in all ways possible. Further, with the help of Nussbaum’s 
theoretical work, it is possible to start offering philosophical critique of 
political and educational practices, as well as suggestions for improvement of 
practice. Nussbaum’s work can provide education with guiding ideals and 
principles that can have particular relevance in the current theoretical, 
educational and practical-political landscape. 

As Nussbaum (2007, p. 21) has stated, good practice requires good theory. 
Perhaps due to this, she has sought to discuss different emotions so 
extensively. Political emotions need to be made useful and brought to bear on 
practice, but with the explicit understanding of their possible ambivalences. In 
my view, critically reflecting on political emotions should not be restricted to 
academic debates but should be conceptualised and discussed by educators 
and students. Only when political emotions are exposed to scrutiny, can they 
be beneficial in education for the good of societies. I further propose that 
learning about political emotions could be actualised in synchrony with other 
ideas of Nussbaum’s philosophy that have been presented in this thesis, such 
as practicing narrative imagination with critical reflection while widening 
one’s sphere of compassion to include all living beings of the globe. 

I certainly acknowledge that Nussbaum’s theory does not provide an easy 
solution to the challenges of contemporary societies. More work needs to be 
done in educational institutions to develop forms of political education that 
can articulate inclusive and positive future visions to which people wish to 
commit. Political emotions can then help support the co-operation that is 
needed to reach these visions. It is certainly difficult to motivate oneself to 
advance principles of justice, if one does not have any emotional reaction 
towards the issues one is advancing.  

Democracy, if successful, can break down ‘barriers of class, race and 
national territory’ (Dewey, 1916/1997, p. 87). Such a view of a global 
community is most definitely not a given but something toward which to 
aspire. In recent years, observing the developments around the world, we have 
seen glimpses of the fragility of democracy. It is therefore no wonder that 
Dewey’s seminal work on democracy and education remains remarkably 
relevant in the modern world (see Doddington, 2018; Hansen & Carmen, 
2016; Hansen, 2004; Stitzlein, 2014). Democracy and a healthy political 
culture cannot survive on their own but need to be nurtured as a way of life by 
an education that is reflective, attentive and adjustable to the changing 
circumstances of the societies. Although the positive outcomes of the future 
are never certain, we need to embark on uncertain initiatives with people who 
might think differently from us (e.g. Nussbaum, 2018). As educators, we must 
both do this ourselves and find ways for students and fellow educators to do 
the same. Although we might live in a world of constant crises, and ‘contagious 
anxiety’ (Shafak, 2020, p. 59), we should not be shattered by this uncertainty. 



 

115 

For where the future is uncertain and there is fear, there is also the other side 
of the coin – the possibility for hope. 
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