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Abstract

This paper presents the research outcomes of a study conducted on Brazilian music
teacher education programs over the last ten years. The research investigated
undergraduate programs of the 20 most prominent Brazilian universities, taking
consolidated institutions from all regions of the country into consideration. The paper
aims to reflect on the traits of coloniality that impact music teacher education as well as
the strategies incorporated by undergraduate programs to address this factor. Based on a
transdisciplinary theoretical approach, the study dealt with the essential concepts of
understanding the current reality of music in higher education by considering the
trajectory of coloniality and exclusions that characterized the country. The analyses are
supported by an extensive qualitative research approach, which includes bibliographical
and documentary research. The findings provide evidence that although the goals and
other theoretical definitions of the educational projects consider the diversity of context
and music to be pursued throughout the program, the content, knowledge, and curriculum
framework continue to hold onto patterns and models which originated from coloniality
and its cultural features.

Keywords: Coloniality, Brazilian Music Education, Undergraduate Programs, Teacher
Education, Musical Culture

Introduction

Brazil is a country characterized by its broad diversity of people and cultures. This trait is
the result of a complex blend of ethnic groups, customs, conflicts, exclusions, and
dominations. Music has always been a vital social phenomenon responsible for
expressing the identities, diversity, and particularities that represent the cultural melting
pot that is Brazil.

Despite the effervescent diversity that constitutes the music-making process
throughout the country, music came to be institutionalized in Brazilian education due to
an intensive process of colonization. This trait has established since the sixteenth century,
a formal music education that does not relate to the cultural diversity of the country. The
consequence is that it has been excluding, from universities and other schools of music,
several music expressions, their practitioners, and cultures in general.

Hence, it is currently vital to work on the visions of equity and diversity that
promote dialogues and interactions between the Brazilian institutional music education
and the rich culture of the country. Considering this perspective, this paper aims to
discuss and analyze the current reality of music teacher education in Brazil by
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considering the trajectory of coloniality, exclusions, achievements, and proposals in
music teaching and learning.

The analyses were conducted over the last ten years, taking a qualitative research
approach. The research universe encompasses 20 consolidated universities—four
institutions from each region of Brazil—taking the regional particularities, institutional
history, and representation of these music teaching institutions into account. The main
data collection procedures were based on theoretical approaches in music, music
education, sociology, anthropology, and correlated fields as well as documentary research
encompassing education projects in Brazilian universities, among other sources related to
music history, music and education policies, and music pedagogies in the country.

Coloniality: The Concept, Trajectory and Impact on Music Education
The conquest of Latin America became a constitution landmark of “new world order,” as
conceived by Quijano (2010, p. 22), which culminated over 500 years later in a “global
powering that covers the whole planet.” This conquest process was established based on
historical colonialisms that “implied a violent concentration of the world’s resource under
the control and for the benefit of a small European minority—and above all, of its ruling
classes” (Quijano, 2010, p. 22).

The concept of coloniality emerged in the late 1980s and early 1990s from the
works of Peruvian sociologist, Anibal Quijano (Quijano, 2007). Since the 2000s, Latin
American scholars (Mignolo, 2011; Mignolo, 2012; Maldonado Torres, 2007; Walsh,
2013; Walsh, 2017) have worked on this concept in-depth, and it has gained notoriety in
different areas and contexts around the world.

Coloniality “[...] names the underlying logic of the foundation and unfolding of
Western civilization from the Renaissance to today of which historical colonialisms have
been a constitutive, although downplayed, dimension” (Mignolo, 2011, p. 2). Thus,
coloniality is one of the mainstays of modernity, and its consequences are still a cultural
pattern for/in colonized countries.

While the domination of Western European culture has been intense in various
cultural expressions and fields of knowledge, this trait has been overly dominant in the
field of music, especially concerning its institutionalization. The celebration of a few sets
of music expressions composed in European countries, mainly from the sixteenth century,
has perpetuated thoughts and values, projecting Western classical music as the primary
and most valuable music style in the world (Queiroz, 2017).

The consequence of this process is that European classical music, and its derived
musical expressions, equivocally became the “absolute culture” that, because of its
colonial label of “noble art,” is still considered for many music teachers the main type of
music that deserves to be taught, studied, performed, and researched into formal music
institutions worldwide. We cannot deny that there have been some advancements in
institutional music teaching and learning and that other types of music have gained
notoriety in this context, at least since the 1990s. However, we also need to recognize that
European-centered music is still the main focus of formal music education (Moore,
2017).

In this context, the concept of coloniality is vital to understand the music
institutionalization process in Latin American countries. The hegemony of Western
classical music has dominated the institutions of music to the detriment of other regional,
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national, and international music cultures. This fact, which represents the reality of music
and several other artistic expressions, is directly related to the “massive and gigantic
extermination of the natives”, their knowledge, and their artistic expressions. It is the
result of the “cultural repression and the colonization of the imaginary” that have been
imposed on Latin America since the European conquest (Quijano, 2010, p. 22-24).

Based on this perspective, coloniality is a critical concept to understand and analyze
the reality of music education in Brazil from its history till date. The country, colonized
by Portugal from 1500 to 1982, has institutionalized music education by reproducing the
goals, content, curricula, repertories, teaching, and learning strategies, among others,
defined and consolidated in Europe. In Brazil, as in many countries, the coloniality
continues to be “alive in textbooks, in the criteria for good academic work, in culture, in
common sense, in the self-image of peoples, in the aspirations of subjects, and many
other aspects of our modern experience. In this sense, we breathe coloniality into
modernity every day.” (Maldonado-Torres, 2007, p. 131).

Music and the Institutionalization of Music Teaching in Brazil
Towards the end of the 19th century and the beginning of the 20th century, Mario de
Andrade interpreted the reality of Brazilian music production, impressing upon the
nationalist ideological dimension, as radical as it may seem, showed himself shocked
with the colonial features that composed Brazilian music at that time.
[...] the music that is composed here, whether religious or not, assumes all the
hideous aspects of virtuosity. It is an embellishment that is totally unrelated to
the spiritual progress of the collective; useful for few; a disturbing ritual that
accompanies the bosses and grants them, from month to month, on the eyes of
the crowds, the miracle of transfiguration. (Andrade, 1991, p. 18, our
translation into English)

This quote is a claim for music production that, somehow, did not resign itself to
the impositions that had emerged ever since colonization—impositions which, once
incorporated as the ideal way of making music, turned our composers and musicians into
mere repeaters of the compositional and interpretive forms and models. They believed
that by dominating those models, they would be able to create music that sounded
“civilized” to the point of being accepted and recognized by the colonizing nineteenth
century European critics.

With the same inclination, music teaching became institutionalized in Brazil due to
initiatives to include classical music as a vital component to civilize the country. Under
this perspective, the first formal school of music in Brazil was founded in 1948.
(Augusto, 2010). The Imperial Conservatory of Music was created based on the European
conservatory-based model and provided guidelines to establish several other schools of
music in different regions of Brazil. Over the history of Brazilian music
institutionalization, this model served as the framework for music teaching throughout
the country.

Considering this reality, current studies have been questioning this hegemonic
tendency in higher music education by reflecting on and analyzing several other
possibilities that emerge from the diversity of music that characterizes Brazilian culture
(Couto, 2014; Queiroz, 2015; Queiroz, 2017). However, although some new perspectives
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in music education are now present, it is critical to recognize that teaching classical music
and its canons is still a dominant perspective in music institutions. This tendency results
from what Pereira (2012) conceived as “conservatory-based habitus.” This habitus, in
turn, is explicit in higher education curricula in Brazil (Pereira, 2012).

Facing the strength of the coloniality traits and many exclusion processes evidenced
in higher education in music, we approach the 21st century as a new era for the field of
music in Brazil. This is an era marked by the problematization of dominant hegemonies
in the institutional teaching of music and by the ascension of new knowledge and social
groups that constitute national culture.

The main objective of this research project emerges from this framework insofar we
foresee how vital questions of the contemporary world have interacted and engaged in
dialogue with music education at the undergraduate level. More specifically, the primary
reflection that we pursue through the course of this paper is as follows: How have traits
of coloniality impacted music teacher education programs, and what strategies have these
programs incorporated to react to this feature?

Coloniality in the Current Music Teacher Education Programs

The data gathered on the current reality of Brazilian higher education in music and a
comprehensive analysis focused on the undergraduate music teacher education programs
indicate that colonial traits continue to remain steady at this educational level, although
the programs provide some perspectives for change. In the following sections, we analyze
some particular aspects of this reality.

Program Goals and Alumni Profiles

The research data shows that all of the programs covered in this study aim to educate
music teachers to work in a broad set of educational levels and teaching contexts such as
regular schools—elementary, secondary and high education—conservatories, other
specialized music institutions, non-profit organizations, community culture educational
projects, and so on. This trait is linked to a worldwide perspective in the field of music,
and also in education in general, that considers diversity as a human right, which should
be incorporated by contemporary educational programs (Unesco, 2001; Queiroz, 2015).
Thus, educating music teachers to work in a varied set of contexts is an essential part of
dialoguing with the diverse demands that characterize the current society.

From the same perspective, alumni profiles are expected to be diverse and linked
with the social demands, job markets, and current reality of music as a cultural and
humane phenomenon. We found this diversity-based trend in the educational projects of
all the institutions we researched. It is worth noting that the goals and the alumni profiles
propose dialogues that rupture traditional music teaching in Brazil. Thus, we consider this
trait as a decolonial perspective incorporated, at least theoretically, by the music teacher
education programs

Contents and Knowledge

Requests for changes in higher music education have echoed nationally and
internationally principally from 2000s. These claims are mainly related to the needs to
incorporate, these days, other contents and knowledge, new educational strategies, and
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vary curricula arrays to promote dialogues and interactions between institutional teaching
and the reality that characterizes musical cultures around the planet.

Requests for changes in higher music education have stronger echoed nationally
(Couto, 2014; Penna, 1995; Pereira, 2014; Queiroz, 2015; Queiroz, 2017) and
internationally (Campbell, Myers, Sarath, 2016; Green, 2001; Moore, 2017; Nettl, 1995;
Talty, 2017) at least since the 2000s. These claims are mainly related to the need to
incorporate other types of content and knowledge, new educational strategies, and varied
curricula to promote dialogues and interactions between institutional teaching and the
reality that characterizes musical cultures around the world.

This debate in Brazil (Queiroz, 2017), the United States (Moore, 2017), the United
Kingdom (Minors, Burnard, Bath, Shihabi, Walt, 2017), and many other countries,
strongly emphasizes two main objectives to work on: 1) Create strategies and actions to
overcome the hegemony of Western classical music and derived music teaching
tendencies produced in Europa until the 20th century; 2) Include and promote music
education based on, and integrated to, the local, national, and global cultural diversity.

However, the research outcomes clearly show that the content and knowledge
worked on in music teacher education programs are still dominated by Western classical
music and its pedagogical features in Brazil. Consequently, although the program’s goals
include proposals centered on educating teachers to work in diverse contexts, the
incorporation of other types of music and varied strategies for teaching and learning are
incipient in the country.

While all of the programs we researched include classical music in their curricula,
only 40% of them cover other music expressions in their educational proposals.
Considering only those programs that work on music other than Western classical music,
the study showed that 85% of their content, knowledge, and teaching activities are still
related to this type of music, while only 15% have embraced other music expressions.

The data shows that, even currently, the field of music has an intense focus on
European music culture. This is a culture that, according to Quijano (2007), has become a
kind of aspiration and, consequently, a “universal” cultural model that should be followed
and incorporated by other countries and cultures.

Therefore, we conclude that although the music teacher education programs aim to
prepare teachers for diverse music teaching contexts, as stressed in their educational
projects, their curricula content and knowledge are dominantly related to Western
classical music. Thus, the conservatory training model, as defined by Pereira (2012,
2014), continues to be explicitly hegemonic in undergraduate music education programs.

Curriculum Framework
The hegemony of the course-based model, which is characterized by the organization of
content and knowledge into specific courses, stood out as an even stronger colonial trait
than the domination of Western classical music in our study. All the institutions which
were researched set up their curricula by fragmenting music into disciplines such as
“harmony,” “music theory,” “ear training,” “counterpoint,” “music history,” “music
teaching methodology,” “music research methodology,” “improvisation,” “instrument,”
and “singing,” among others.

The belief which supports this model is that it will create efficient didactic
strategies to educate students by separating the music phenomena into smaller units
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(courses). Thus, through the educational process, students would build their music
knowledge by working on specialized sets of knowledge and music experiences.
Although the teaching and learning processes are conducted by separating the music into
multiple different categories (disciplinary boxes), the students are expected to reconnect
them at the end of the educational praxis naturally.

This type of curricular array leads the students to study theoretical dimensions in
one or more disciplines, music history in some others, instruments in others, and so on.
The idea is that this framework would enable the alumni to express themselves and teach
music by reconnecting the knowledge and practices that they have learned in a
fragmented way through the various courses in the program.

Several questions could be asked of this dominant feature and its imposition as a
“universal” tendency to set up the music curricula in Brazil. However, the central aspect
of being questioned is how we continue following the course-based tendency copied from
European conservatories despite the extensive changes that characterize music in the
current era.

The following question arises when reflecting specifically on the reality of
Brazilian music teacher education: Why do universities keep themselves centered on the
same curricular array that was created to teach Western classical music in the country
almost two centuries ago? It is a controversial feature, especially if we take into
consideration the diversity of Brazilian music and the broad range of knowledge that we
have produced about this reality. Some recent research outcomes highlight that, among
other traits of diversity, there are uncountable sets of situations, processes, and strategies
of teaching and learning that surround Brazilian music (Arroyo, 1999; Prass, 2004;
Queiroz, 2005; Queiroz, Marinho, 2017).

From these findings emerge another crucial question to be reflected on: Why did
we not learn from the diversity of strategies, situations, and processes of music education
that characterize Brazilian culture and that we have academically studied in-depth over
the last three decades? The answer from this study is clear: It is because our institutions
continue to be guided by the strength of the dominant colonial features since the
institutionalization of music in Brazil.

Conclusion

The severe and violent exclusion of local groups and their knowledge that’s promoted by
coloniality is still highly prevalent in Brazil. In this context, the fascination and
admiration for the European culture of the past have created patterns, values, and types of
guidance which have been used as the Brazilian cultural references for over five hundred
years.

By following this tendency, the institutionalization of music in the country has
established Western classical music as the main focus of formal education since the 19th
century. Aligned to this trait, the canons of teaching and learning European classical
repertories have become a model that’s been unsurpassed for over a century.

Considering the trajectory of coloniality and its impact on formal education in
music, this study conducted on the reality of music teacher education programs currently
present in Brazil provides evidence of some advancements regarding the content and
music proposals worked into the programs. However, what catches our attention is the
permeance of colonial features as the central mainstay of the curricula.
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Thus, while the goals and other theoretical definitions of the educational projects
point towards pursuing diversity in contexts and music, the content, knowledge, and
curriculum framework, in particular, continue to hold onto patterns and models which
originated from coloniality and its cultural features.

Overall, the research outcomes indicate that we need to acknowledge this cultural
and pedagogical deficiency and consider some decolonial options for Brazilian music
education to overcome the current reality. The social disparity and inequality, which have
characterized Brazil throughout its history, need to be considered as essential features in
music teacher education. This implies that we need to create strategies to overcome music
impositions in the teacher education process and assume current visions of diversity and
equity to surpass the coloniality and injustices that still dominate Brazil.
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