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ABSTRACT 

Regardless of the field, the establishment of a curriculum is intrinsically connected with discussions that 

incorporate struggles from broader social contexts. A scrutinizing analysis of a music course’s curriculum 

can disclose complex power structures that interfere with the social perception not only of the courses’ 

direct stakeholders but also with the perception of general members of society. In this context, the current 

article has as its main aim to reflect on possible connections between the establishment of the curriculum 

of an influential higher education music institution and the general social perception toward different types 

of musical knowledge. Influenced by a postcolonial perspective and focused on Salvador, a Brazilian 

northeastern city, this investigation has three specific aims to support the general purpose: 1) to review the 

literature which discusses the connections between social struggles and curriculum development; 2) to 

contextualize the Federal University of Bahia (UFBA) in the Salvador city by presenting their main 

characteristics that are related to the presented discussion; and 3) to examine the curriculum of the course 

“Instrument – Acoustic Guitar” offered at UFBA. Supported by the aforementioned aims, this inquiry 

employs the “Qualitative Document Analysis” methodology to analyze academically relevant sources that 

can support and foster the proposed reflections. Likewise, this paper intends to contribute to the ongoing 

scientific debate about the impact of social structures in the curricula of higher education music courses 

and to stimulate conscious and active participation of higher education organizations in the promotion of 

fairer societies. 
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1. Introduction 

Independently of the study area, the construction and establishment of a curriculum are 

intrinsically connected with discussions and reflections that incorporate struggles from broader 

social, political, economic and historical contexts. A scrutinizing analysis of a music course’s 

curriculum can disclose dynamic and complex power mechanisms that interfere with the social 

perceptions not only of the courses’ direct stakeholders (e.g. students, professors, 

administrative staff, coordinators) but also with the perceptions of general members of society.  

In this context, the following article has as its main aim to reflect on possible connections 

between the establishment of a course’s curriculum in an influential higher education music 

organization and the general social perception toward different sources of musical knowledge. 

Influenced by a postcolonial perspective and focusing on Salvador, a Brazilian northeastern 

city, this investigation incorporates three specific aims to support the general purpose: 1) to 

review the literature which discusses the connections between social struggles and curriculum 

https://creativecommons.org/licenses/by/4.0/
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development; 2) to contextualize the School of Music (EMUS) of the Federal University of 

Bahia (UFBA) in the Salvador city by presenting their main characteristics that are related to 

the proposed discussion; and 3) to examine the curriculum of the course “Instrument – Acoustic 

Guitar” offered in the EMUS-UFBA, based on a postcolonial standpoint.  

By examining the aforementioned curriculum and reflecting on its reasons, processes, aims and 

possible implications for social appreciation, inclusive education and identity formation, this 

paper intends to contribute to the ongoing scientific debate about the impact of social structures 

in the curricula of higher education music courses and – at the same time, in light of the cross-

feeding correlation between society and higher education institutions – to stimulate more 

conscious and active participation of higher education organizations in the promotion of fairer 

and emancipated societies. 

2. Methodology 

This research employs the Qualitative Document Analysis (QDA) as the methodological 

approach to examine materials that can contribute to the development of the knowledge that 

will support the presented discussions. Bowen (2009) defines the QDA as an approach to 

systematically review files and a process to evaluate documents from electronic or printed 

sources. The author stress, among an array of other possibilities, five main potential benefits 

for the adoption of document analysis’ procedures in a research scenario:  

first, […] documents can provide data on the context within which research participants 

operate – a case of text providing context […] second, information contained in 

documents can suggest some questions that need to be asked and situations that need to 

be observed as part of the research […] third, documents provide supplementary 

research data. Information and insights derived from documents can be valuable 

additions to a knowledge base […] fourth, documents provide a means of tracking 

change and development […] fifth, documents can be analyzed as a way to verify 

findings or corroborate evidence from other sources (Bowen, 2009, pp. 29–30) 

Therefore, the Qualitative Document Analysis can be defined as a chain of procedures for the 

search, examination and systematization of the information included in different forms of 

materials (Bowen, 2009; Wach & Ward, 2013). In this direction, the following article employed 

the aforementioned methodology for two main purposes: 1) to follow a set of procedures to 

consistently review the literature connected with the construction of an appropriate theoretical 

background for the analysis of a music course’s curriculum and its connections with broader 

social elements; and 2) to systematically examine the chosen curriculum and courses’ syllabus 

in light of the developed theoretical background. As previously mentioned, this article aims to 

investigate the curriculum of the acoustic guitar higher education course offered by the School 

of Music (EMUS) of the Federal University of Bahia (UFBA). Therefore, the main sources of 

data (i.e. curriculum and courses’ syllabus) could be found among the public documents on the 

website of this higher education organization. 

On the other hand, it was comprehended as necessary the gathering of additional data to support 

the understanding of the manners the curriculum and subjects’ contents impact in academic 

life. In this way, some interviews were conducted in order to ensure an appropriate amount of 

data to fulfill the needs of the current investigation. By contemplating stakeholders' direct 

perceptions, the interviews can extremely contribute to the study by filling the gap between the 

text established in the analyzed official documents (i.e. curriculum and courses’ syllabuses) 

and its effects on the lives of two main impacted groups: students and professors in the music 

department of the Federal University of Bahia. The interviews were guided by the procedures 

adopted in Semi-structured interviews (SSI). SSI’s mix of structure and flexibility, fixed aims 
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and topic variation, and closed-ending and open-ending questions could, simultaneously, 

assure the collection of the sought information and enlarge the research’s possibilities (Adams, 

2015; Fylan, 2005; Kvale, 2007). 

The interviewees were selected supported by the procedures defended by “maximum variation 

sampling”. Creswell (2013) asserts that this approach suggests: 1) the determination of some 

criteria that will distinguish groups of participants before the selection per se; and 2) that 

participants in each group should be as different as possible. As stated by the author, “this 

approach is often selected because when a researcher maximizes differences at the beginning 

of the study, it increases the likelihood that the findings will reflect differences or different 

perspectives - an ideal in qualitative research”. (Creswell, 2013, p. 157). 

Likewise, four interviews were conducted: two in the group of university professors and two 

in the group of undergraduate students. Among the students, were selected as participants one 

freshman and one senior student; among the professors, were selected as interviewees one 

professor of a subject that is only relevant for the course “Instrument – Acoustic Guitar” and a 

professor that teaches a subject that is relevant for multiple bachelor courses at the EMUS-

UFBA. It was expected that by applying these criteria for the selection of participants in the 

aforementioned groups it would be possible to grasp the most appropriate comprehension of 

the examined course, considering that interviewees, based on their characteristics, could have 

different opinions and experiences regarding the university life. 

Regarding the analysis of the interviews, this inquiry was systematically guided by procedures 

suggested on the spiral of five looping cycles, as proposed by Creswell (2013). According to 

the author, the data analysis can be understood as the process of moving between the analytical 

cycles of 1) data organization; 2) reading and memoing; 3) describing and classifying the data 

into codes and categories; 4) interpreting the data; and 5) representing and visualizing the data. 

Supported by these cycles, the audio of the interviews, conducted based on the SSI’s 

procedures, were qualitatively examined. Additionally, it is important to stress that to ensure 

ethical principles such as confidentiality and anonymity, the interviews were only audio-

recorded; therefore, no image was captured during the data collection process. 

3. Curriculum Studies  

The curriculum manifests the course’s orientation, presents the content choices and the desired 

learning outcomes. More than selecting and sequencing study contents, the curriculum is 

designed to allow students to develop some sets of required knowledge, skills and attitudes that 

are related to the course’s aims. According to Nóvoa (1997, p. 15), the curriculum can be 

understood as “discourses that build our possibilities (and impossibilities) that always mark the 

predominance of certain points of view (and interests) over competing points of view (and 

interests)”. Similarly, McLaren (2003, p. 86) affirms that curriculum goes beyond “a program 

of study, a classroom text, or a course syllabus. Rather, it represents the introduction to a 

particular form of life”. 

Silva (2001, p. 13)1 affirms that in the traditional way to understand, the curriculum is seen as 

“a non-problematic process. It is assumed: 1) a consensus around the knowledge that must be 

selected; […] 2) a passive relationship between who knows and what is known; 3) a static and 

inertial nature of culture and knowledge”. In this view, the supposed “neutrality” and 

“naturality” attributed to curricula have an important function in keeping the systems (e.g. 

educational, social, political, etc.) in the same path they are. By accepting that curriculum is 

valueless and unbiased, the adopted knowledge will be treated as “the” knowledge itself 

 
1 Here and ahead: author’s translation 
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(Santomé, 2001). Harmonically, Sá (2019, p. 137)2 defends that “the inclusion and exclusion 

of content involve social and power relations that are capable of hierarchizing knowledge and 

conditioning curricula to a unique narrative about the history and culture of a country, […] 

excluding the knowledge concerning minority groups”. Concomitantly, Arantes & Costa 

(2017, p. 181)3 affirm that “the curriculum is not a logical process, but a social process in which 

logical, epistemological and intellectual factors live side by side with ‘less noble’ social 

determinants”. 

Backgrounded by these reflections, investigations about the content of a course cannot be 

disassociated from the discussions which deal with deeper social issues. The establishment of 

a curriculum is the result of the struggles of different groups that aim to express the knowledge 

they consider valid. Silva (2001), defends that the conflicts around “the social” and “the 

political” are unfold and concentrated in the curriculum. According to the author, “it is through 

the curriculum, conceived as a discursive element of educational policy, that the different social 

groups, especially the dominant ones, express their worldview, their social project, their truth” 

(T. T. da Silva, 2001, p. 10). The curriculum disputes can act not only perpetuating the 

knowledge valued by certain groups but also devaluating the knowledge of others. The 

preference for a content and its consequential social acceptance can contribute to the 

construction of an inferior image of other kinds of knowledge (Figueiredo, 2019; Grosfoguel, 

2008; Sá, 2019; C. L. Silva & Pires, 2015; Walsh et al., 2018). 

Diverse authors have noted the curriculum's tendency to privilege contents that represent 

valuable knowledge for the hegemonic cultures and dominant groups (Arantes & Costa, 2017; 

Figueiredo, 2019; Sá, 2019; Santomé, 2001; T. T. da Silva, 2001). In this direction, Santomé 

(2001, p. 161)4 assert that in the curriculum “the cultures or voices of minorities and/or 

marginalized social groups that do not have important structures of power continue to be 

silenced, when they are not stereotyped and deformed”.  

4. An Overview of the Salvador City 

The city of Saint Salvador (SSA) was originally founded by Portuguese settlers because of its 

strategic location in Brazil. Mainly due to its geographic position, geomorphology and natural 

vegetation, the Portuguese colonizers understood that the region that today is included in the 

Salvadoran city center was a promising land to establish an economic, political and 

administrative center for the colony. Thereby, from its foundation on 29 March 1549 until 

1763, Salvador hold the position of Brazilian capital (Ramos, 2013). 

When the Portuguese empire realized the economic potential that could be explored in Brazil, 

it became crucial to develop structures and mechanisms to establish, ensure and keep control 

over the “conquered” territory. In general terms, it would mean to start creating and developing 

diverse sectors, segments, organizations and institutions to support the establishment of a 

society. As examples, it is possible to mention the need for populating the territory with 

individuals who share the same values as the empire, the necessity of establishing political 

organizations, creating an economic administration, establishing a military power, constructing 

structures for the transportation of people and goods, to establish mechanisms of 

communication and to ensure that all of these structures are under the rule of the Portuguese 

leader.  

 
2 Here and ahead: author’s translation 

3 Here and ahead: author’s translation 

4 Here and ahead: author’s translation 
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Considering that the first Portuguese caravels arrived on the coast of Brazil in 1500 and, since 

then, the colonizers started establishing structures to intermediate the exchange of goods 

between the native Brazilians (indigenous) and Portugal, even before its official inauguration 

the Salvador city has been going through complex processes of cultural exchange 

(Albuquerque & Fraga, 2006). After a brief cordial and friendly period in which both peoples 

(indigenous and Portuguese) exchanged goods (Usually the Colonizers exchanged products 

with a small value for the European society – such as small mirrors – for high-valued goods in 

the Portuguese context – such as gold), the settlers started to enslave the indigenous population 

to work both in the production (e.g. planting, harvesting, raw material extraction) and in the 

construction of the city itself (Dornelles, 2018). However, due to the catholic church’s 

influence allied to the indigenous capacity to resist as a result of their knowledge about the 

region’s geography, nature and terrain, the enslavement of the indigenous population was 

replaced by African slavery (Calabrich et al., 2017). The Portuguese colonizers started to bring 

African people, particularly from the sub-Saharan region, to work as staves in several parts of 

the Brazilian territory.  

Between the end of the XVI century (when the Portuguese started to slave Africans to work in 

Brazilian land) and the middle of the XIX century (when the “import” of slaves was officially 

prohibited), two main African ethnic groups were brought to Brazil: Bantos and Sudaneses. It 

is important to stress that both Banto and Sudanese are oversimplified classifications based 

exclusively on the roots of their language. In other words, despite sharing linguistic 

backgrounds, the ethnic groups that are categorized into Banto and Sudanese classifications 

hold different habits, values, religions, culture, music, beliefs, culinary and also speak different 

languages. Concomitantly, Calabrich et al. (2017, p. 26)5 state that “the Sudaneses were very 

numerous because their peoples were at war and prisoners of war were almost always sold as 

slaves. Thousands of people arrived in Salvador, speaking different languages and with 

different habits, values and religions”. Due to this period, the Bantos and the Sudaneses are 

broadly recognized as the main African peoples for the formation of the Brazilian society 

(Nigri, 2014; Prandi, 2000). Accordingly, Prandi (2000) asserts that,  

The Sudanese are the peoples located in the regions that today range from Ethiopia to 

Chad and from southern Egypt to Uganda in the northernmost part of Tanzania. [...] 

below, the central Sudanese group, formed by numerous linguistic and cultural groups 

that made up different ethnic groups that supplied Brazil with slaves, especially those 

located in the Gulf of Guinea region and which, in Brazil, we know by the generic 

names of Nagôs or Yorubás (but comprising several peoples of the Yoruba language 

and culture, including the Oyó, Ijexá, Ketu, Ijebu, Egbá, Ifé, Oxogbô, etc.). [...] The 

Bantu, peoples of Southern Africa, extending to the south, just below the Sudanese 

limits, comprising the lands that stretch from the Atlantic to the Indian Ocean to the 

Cape of Good Hope (Prandi, 2000, p. 53)6. 

Additionally, it is important to stress that at the time of colonial Brazil, the enslaved population 

(mostly formed by African-heritage people) were legally and officially considered “things”. 

Besides not being considered citizens, or even people, for most of the colonial period, the slaves 

could not testify in court or own any kind of private property (Albuquerque & Fraga, 2006; 

Amaral, 2011). Taking into account the massive “importation operation”, the African culture 

played a significant role in the formation and consolidation of Salvadoran traditions. 

Furthermore, it is possible to note an expressive participation of African descendants in the 

 
5 Here and ahead: authors’ translation 

6 Here and ahead: authors’ translation 
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formation of the Salvadoran population: around 85% of the population is formed by blacks and 

mestizos (Calabrich et al., 2017; Guerreiro, 2017). Considering the entire world, this number 

gives to Salvador the status of the city that incorporates the biggest percentage of Afro-

descendants, outside the African continent (Ramos, 2007, 2013). Hence, even considering the 

enormous influence of the African population in Brazil (Konopleva & Pereira, 2020; Pereira, 

2020; Pereira et al., 2022; Pereira & Konopleva, 2018), it is possible to realize how the 

Salvadoran culture is particularly and especially impacted by African-heritage traditions, 

values and beliefs. The Federal University of Bahia and all of its music courses are inserted 

into this incredibly rich intercultural scenario.  

However, as will be presented in the next section, the acoustic guitar higher education course 

still faces some hindrances to incorporate non-western musical knowledge into its curriculum.  

5. A Postcolonial Examination of the Curriculum of the Course Instrument – Acoustic 

Guitar 

Throughout the study of world’s history, it is possible to note that, in several time periods and 

at diverse geographical regions, different groups employed political, military, economic, 

social, philosophical and psychological domination mechanisms (e.g. colonialism, 

imperialism, neocolonialism, etc.) upon other groups (Castro‐Gómez, 1998; Gandhi, 2018; 

Loomba, 2005; Pereira, Konopleva, Do, et al., 2021; Sá, 2019; Said, 2003; B. de S. Santos, 

2006; Young, 2001). In order to make sense of these possible scenarios, the term postcolonial 

can incorporate different meanings from the period that starts after the proclamation of a certain 

country’s political independence (holding the meaning of “post” “colonial period”) until the 

set of theories and perspectives to study, investigate and examine the current world’s situation 

as a consequence of the colonial and imperial past (Akkari, 2012; Asher, 2009; Bertens, 2008; 

Castells, 2014; Coulthard, 2019; Leite, 2010; Loomba, 2005; Nkrumah, 1965; Pereira, 

Konopleva, Nyamkhuu, et al., 2021; M. Santos, 2016; Sawant, 2011).  

Therefore, the expression postcolonial can be applied to refer to a systematic chain of thoughts 

that mainly aims to observe, study and understand the dynamic and complex connections 

between different segments of a given society and the mechanisms of power and dominance 

that were built based on colonial structures. As stated by Pereira et al. (2021, pp. 39–40) the 

Postcolonial Theories (PCT) “seek to analyze how colonial or imperial mechanisms continue 

to operate in ‘self-governed’ states […] PCT can be comprehended as a tool to analyze a big 

range of social, gender, political, ethnic, anthropological, historical, artistic, economic and 

music structures”. It is important to stress that the PCTs are not restricted to the analysis of 

oppressed and former colonized countries. It can also be applied in the examination process of 

social, political and economic relationships within former colonizers and/or countries without 

a colonial past. As stated by Young (2001, p. 65) “postcolonial theory is designed to undo the 

ideological heritage of colonialism not only in the decolonized countries but also in the west 

itself […] decolonize the west, deconstruct it”. 

As cited above, the Postcolonial Theories’ perspectives will guide the knowledge development, 

the reflections and the discussions throughout this article. Thusly, it is important to stress that 

the investigation and analysis of the curriculum of the higher education course entitled 

“Instrument – Acoustic Guitar” offered by the music department of the Federal University of 

Bahia will be oriented by a postcolonial perspective.  

Before starting the curriculum analysis per se, it is important to make some considerations 

regarding the reason for selecting this course for the current investigation. Even though all of 

the courses’ official name is “instrument”, after the entrance exam the instrument courses are 

divided into three different curricula: 1) orchestral instruments – which is further sectioned into 
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several musical instruments such as violin, bassoon, trumpet, trombone, viola and clarinet; 2) 

piano; and 3) acoustic guitar. Considering these groups, the acoustic guitar is both the one with 

the lowest orchestral tradition and the one with the highest “popular music” tradition in the 

Salvadoran society. Despite the countless possible rationalizations and conceptualizations for 

this expression, in the realm of this study, the term "popular music" refers to several music 

styles, rhythms and genre which encompasses since instrumental music (including musical 

pieces for solo players) to mass-media musical initiatives (which usually includes a singer and 

a musical group). As employed in this article, the expression “popular music” denote music 

styles and genres that are able to achieve a significant number of listeners in different political, 

cultural and economic groups, particularly in the underrepresented segments of the society. 

 Following this vein, from a postcolonial perspective, it would be expected that the curriculum 

of this particular course had incorporated some contents related to the acoustic guitar’s 

common applications in the music business. Considering Acoustic Guitar application in the 

Brazilian society and in the Brazilian music industry, it would be expected a bigger impact of 

popular-oriented content when compared to the other instrument groups’ curricula. 

Due to recommendations and restrictions related to the extent of an academic article, this 

investigation is focused on the core curricula of the course. In other words, only the mandatory 

subjects will be considered for the discussion. However, it is extremely relevant to stress that 

the acoustic guitar course is conducted supported by mechanisms that allow a certain level of 

flexibility within the university. Besides the mandatory subjects, the students are obligated to 

participate in at least 306 hours of “optative” subjects and 357 hours of “free-choice” subjects. 

At EMUS-UFBA, the course’s coordination provides the list of subjects that can be taken as 

“optative” (the optative courses are commonly directly connected to music and offered by the 

university’s music department). On the other hand, the “free-choice” subjects can be chosen 

among all the courses offered in the university, including subjects from other departments like 

nutrition, physics, mathematics and medicine. Considering both optative and free-choice 

subjects, around 27% of the total credits that need to be gathered during the tertiary-level 

studies can be flexibly chosen by the students themselves, depending on their main 

professional, personal and musical interests. Moreover, it is relevant to reiterate that the 

aforementioned number of hours corresponds to the minimum; the students have the chance to 

participate in more optional and “free choice” subjects if they wish. 

36 mandatory subjects are distributed in the four years of the recommended course’s length. 

Some of these disciplines are sequential and preserve the same general name at the same time 

that they change the complexity level (e.g. Musical Perception I, Musical Perception II, 

Musical Perception III; Instrument Seminar I, Instrument Seminar II, Instrument Seminar III). 

Taking into account only courses’ general names (disregarding the complexity level), there are 

only 12 courses: Correpetition for Guitarists; Music history (I to II); Guitar Literature; 

Literature and Musical Structuring (I to IV); Chamber music (I to III); Guitar Pedagogy (I to 

II); Musical perception (I to IV); Supplementary Piano (I to IV); Group practice for Guitarists 

(I to II); Group Practice: Choir (I to II); Instrument Seminar (I to VIII); Thesis Preparation (I 

to II). 

The majority of the subjects display a very concise syllabus that presents only a very superficial 

description of the course’s aim. Some of them expose an initial bibliography and recommended 

content but a significant number of the syllabuses have these pieces of information missing. 

Due to the lack of deep information, just by reading the curriculum and subjects’ syllabuses, it 

is not possible to be sure about the course’s orientation. However, some elements can indicate 

a focus on traditional Eurocentric music: 1) among the 36 mandatory subjects, 29 are shared 

with the orchestral instrument group; 2) the specification of time intervals like “from 
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Renaissance to contemporary period” may suggest a categorization based on western 

traditional music; 3) the absence of the words popular, Brazil, Brazilian or any Brazilian region 

– the only exception are the subjects entitled Group practice for Guitarists I and II, in which 

the syllabuses affirm that there is no differentiation between classical and popular; and 4) when 

present, the initial bibliography tends to be western-music oriented. 

None of the above-cited features can confirm the course’s Eurocentric orientation but they are 

able to open the pathway for this kind of interpretation. For example, considering the shared 

subjects, it is more plausible that the acoustic guitar course be concert-music oriented than the 

bassoon course be popular-music oriented, especially considering that these courses were 

launched more than fifty years ago. The availably of the habilitation in acoustic guitar offered 

by the Popular music course may also be considered an indication of the Instrument-acoustic 

guitar concert-music orientation. Even if not conclusive, the presence of the habilitation in 

“Popular Music – Acoustic Guitar” can support the inclination of the course “Instrument – 

Acoustic Guitar” in another direction. 

On the other hand, the interview process could add some relevant information to this 

discussion. Although on different levels, both students and professors suggest a traditional or 

Eurocentric-music orientation for the course “Instrument – Acoustic Guitar”. During the 

interview process, both the freshman and the senior student strongly stated that the whole 

course seems to have been planned to focus on “classical music”. The students were 

particularly emphatic about the Eurocentric orientation in some subjects that are constitutive 

parts of the curriculum of other undergraduate courses (e.g. Literature and Musical Structuring, 

and History of Music), and they demonstrated a clear dissatisfaction with the path adopted in 

these subjects. Despite that, both students seemed to approve the track adopted for the main 

subject of the course: Instrument Seminar (I to VIII). The participants, in spite of recognizing 

a traditional music orientation in the course, indicated that their professors usually make some 

efforts to include Brazilian popular music in their studies and they would also consider a 

personal repertoire change if it is requested by the students. 

Even though they agree with that in general terms the whole undergraduate course has a 

Eurocentric-music orientation, the professors tend to be more cautious regarding conclusive 

statements. Despite the bibliographies presented in the courses’ syllabuses, both respondents 

in the educators' group declared that in the investigated institution the professors dispose of a 

certain level of autonomy to select and apply different methodologies, methods and materials. 

These declarations decrease the perception of a “course’s general bias” by sharing the 

responsibility of delivering a Eurocentric-oriented bachelor course with the professors that can 

choose the educational trails they want to apply to their groups of students. 

Considering the subjects per se, both students and professors indicated a traditional-music 

orientation for a myriad of mandatory subjects such as History of Music (I and II), Literature 

and Musical Structuring (I to IV), Chamber Music (I to III) and Group Practice: Choir (I and 

II). The subjects “History of Music I” and “History of Music II” are the only ones with a clear 

and irrefutable Eurocentric orientation. As stated in their syllabuses, the former focus on 

“Western Music and its Society from Antiquity to the Late Middle Ages (c. 1450)” and the 

later focus on “Western music and its society from the Renaissance (c. 1450) to the end of the 

Baroque (c. 1750)”.  

Backgrounded by the perspectives defended in the realm of Postcolonial Theories (PCT), the 

Eurocentric inclination of the course entitled “Instrument – Acoustic guitar” can lead to some 

reflections regarding the colonizer function adopted by the course. As previously mentioned, 

colonization processes can encompass different influencing dimensions such as political, 

economic, philosophical, sociological, musical and artistic. The term coloniality has been 
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broadly used (especially in Latin America) to address the psychological dimension of colonial 

domination (Abib, 2019; Castro‐Gómez, 1998; Grosfoguel, 2008; Maldonado-Torres, 2007; 

Sá, 2019; Walsh et al., 2018).  

The construction of curricula entails not only the selection of the content that will be taught but 

it also implicates in exclusion processes related to contents that do not worth being learned 

(Goodson, 1997; Nóvoa, 1997; Sá, 2019; Santomé, 2001). Regardless of the study field and 

the reasons for the selection/exclusion of certain themes, the subjects included in the curricula 

are considered as more valuable by curriculum developers. In this way, from a postcolonial 

viewpoint (also in light of the socially, politically and economically influential position of 

tertiary-level educational institutions and the privileged position the curriculum developers 

hold in these organizations), once the curricula or courses’ contents are determined it starts to 

significantly impact not only in the individuals directly connected to the course itself (e.g. 

students, professors, coordinators) but also in the whole society.  

Hess (2015), in her reflections about the tokenization of non-Eurocentric musics, asserts that 

Western music is usually responsible for the majority of content in music education programs 

and when other types of music are included they tend to be treated as peculiar, tangential or 

exotic. In this way, as stated by the author, “Western music in music education acts as a 

colonizer” (Hess, 2015, p. 336). Considering the general assumption that a curriculum and its 

contents are thought, developed and established based on “natural”, “valueless”, “uninterested” 

and “unbiased” processes (Perim et al., 2020; T. T. da Silva, 2001), the content chosen for the 

course “Instrument – Acoustic guitar” may be recognized as “the” worthwhile content, “the” 

valuable content and “the” natural content for teaching and learning acoustic guitar. Following 

this trail, by considering the effects of coloniality (psychological effect of colonialism), 

expanding Hess’ (2015) reflections and applying them to the UFBA’s context, it is possible to 

perceive a “tokenization” of a whole curriculum, in which: 1) the course “Instrument – 

Acoustic guitar” can be considered “the real”, “the complete” or “the unbiased” instrumental 

formation; and 2) the course “Popular music – Acoustic Guitar” can be considered the exotic, 

the tangential or the token.  

6. Conclusion 

Launched in 1954 as the first higher education music institution (Oliveira, 1992; UFBA, 2020), 

the School of Music (EMUS) of the Federal University of Bahia, still maintain the position of 

one of the most influential music universities in Brazil. With courses at Undergraduate, Master 

and Doctoral levels, the university holds extremely important social, political, artistic, 

anthropological and musical functions in the Salvadoran scenario.  

The establishment of the curriculum in a higher education course can have impacts that go 

beyond the lives of individuals directly connected with the course (i.e. students, coordinators, 

professors) and influence broader levels of society (Pereira et al., 2022; Pereira, Konopleva, 

Nyamkhuu, et al., 2021). Thus, the EMUS – by being based in a city in which around 85% of 

the population is formed by African-descendant people – holds an important role in the 

Salvadoran society, being able to contribute to the construction and consolidation of a more 

balanced society (Schmidt, 2005; Stanton, 2018).  

The investigation of the mandatory subjects in the curriculum of the course “Instrument – 

Acoustic Guitar”, offered at the Federal University of Bahia, indicates a structural inclination 

towards western classical music and a relative disconnection with the Salvadoran and Brazilian 

cultural backgrounds. As discussed above, this Eurocentric tendency in a course with no 

adjectivization (e.g. Western classical instrument, Traditional Instrument, Eurocentric 
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Instrument) can lead to negative effects for both the appreciation of non-Eurocentric 

knowledge and for the valuation of the “Popular Music – Instrument” course. 

On the other hand, the interview processes had shown that the professors can count on a 

significant amount of flexibility in conducting their disciplines Due to the concise and 

relatively superficial description of the subjects in the syllabuses, the educators have the 

autonomy to choose and apply different methodologies, methods and materials, incorporating 

non-Eurocentric approaches and contents whenever they believe it is appropriate. Lately, it is 

relevant to underscore that the promoted discussions neither intend to question the artistic, 

theoretical or educational value of western classical music nor its suitability for higher 

education contexts. This article only promotes a reflection regarding the impacts of the 

unbalanced relation between Eurocentric and non-Eurocentric musical knowledge in higher 

education scenarios, especially focused on a city in which 85% of the population has ethnical 

connections with the African continent. 

References 

Abib, P. R. J. (2019). Culturas populares, educação e descolonização [Popular cultures, 

education and decolonization]. Revista Educação Em Questão, 57(54), 1–20. 

https://doi.org/10.21680/1981-1802.2019v57n54ID18279  

Adams, W. C. (2015). Conducting Semi-Structured Interviews. In K. E. Newcomer, H. P. 

Hatry, & J. S. Wholey (Eds.), Handbook of Practical Program EvaluationEdition (4th ed., 

pp. 492–505). Jossey-BassEditors. https://doi.org/10.1002/9781119171386.ch19  

Akkari, A. (2012). Intercultural education in Brazil: Between conservatism and radical 

transformations. UNESCO IBE, 161–175. https://doi.org/10.1007/s11125-012-9228-8  

Albuquerque, W. R. de, & Fraga, W. (2006). Uma História do Negro no Brasil [A History of 

the Black People in Brazil]. Centro de Estudos Afro-Orientais da Universidade Federal da 

Bahia e Fundação Cultural Palmares. 

Amaral, S. P. (2011). História do Negro no Brasil: Módulo 2 [History of the Black People in 

Brazil: Module 2]. Universidade Federal da Bahia. 

Arantes, E. B., & Costa, R. M. de C. (2017). Ensino de História, educação popular e 

descolonização: Apontamentos sobre percursos cruzados. Fronteiras & Debates, 4(1), 177–

202. https://doi.org/10.18468/fronteiras.2017v4n1.p177-202  

Asher, N. (2009). Decolonization and Education: Locating Pedagogy and Self at the Interstices 

in Global Times. In R. S. Coloma (Ed.), Postcolonial Challenges in Education (pp. 67–77). 

Peter Lang. 

Bertens, H. (2008). Literary Theory: The Basics. Routledge. https://doi.org/10.4324/ 

9780203939628  

Bowen, G. A. (2009). Document Analysis as a Qualitative Research Method. Qualitative 

Research Journal, 9(2), 27–40. https://doi.org/10.3316/QRJ0902027  

Calabrich, S., Silva, G., Yafiez, J. F. I., & Bittencourt, J. M. C. D. (2017). Afrobook: 

Mapeamento dos Ritmos Afro Baianos [Afrobook: Identification of the Afro Bahian 

Rhythms]. Pracatum Escola de Música e Tecnologias. 

Castells, M. (2014). Globalisation and Identity. Quaderns de La Mediterrània, 89–98. 

Castro‐Gómez, S. (1998). Latin American postcolonial theories. Peace Review, 10(1), 27–33. 

https://doi.org/10.1080/10402659808426118  

https://doi.org/10.21680/1981-1802.2019v57n54ID18279
https://doi.org/10.1002/9781119171386.ch19
https://doi.org/10.1007/s11125-012-9228-8
https://doi.org/10.18468/fronteiras.2017v4n1.p177-202
https://doi.org/10.4324/9780203939628
https://doi.org/10.4324/9780203939628
https://doi.org/10.3316/QRJ0902027
https://doi.org/10.1080/10402659808426118


 

 

Pereira et al., 2022                                                                                                                        IJHEP, Vol. 3, No. 1, 24-37 

34 

Coulthard, G. S. (2019). Introduction: A Fourth World Resurgent. In G. Manuel & M. Posluns 

(Eds.), The Fourth World: An Indian Reality (pp. xi–xxxiv). University of Minnesota Press. 

https://doi.org/10.5749/j.ctvf34hsb.3  

Creswell, J. W. (2013). Qualitative inquiry & research design: Choosing among five 

approaches (3rd ed.). SAGE Publications. 

Dornelles, S. S. (2018). Trabalho compulsório e escravidão indígena no Brasil imperial: 

Reflexões a partir da província paulista [Compulsory labor and indigenous slavery in 

imperial Brazil: Reflections from the province of São Paulo]. Revista Brasileira de História, 

38(79), 87–108. https://doi.org/10.1590/1806-93472018v38n79-05  

Figueiredo, Â. (2019). Descolonização do Conhecimento no Século XXI [Decolonization of 

Knowledge in the 21st Century]. In A. R. Santiago, J. C. de Carvalho, R. C. S. Barros, & R. 

S. da Silva (Eds.), Descolonização do Conhecimento no Contexto Afro-Brasileiro 

[Decolonization of Knowledge in the Afro-Brazilian Context] (2a ed, pp. 75–102). Editora 

UFRB. 

Fylan, F. (2005). Semi-structured interviewing. In J. Miles & P. Gilbert (Eds.), A Handbook of 

Research Methods for Clinical and Health Psychology (pp. 65–77). Oxford University 

Press. 

Gandhi, L. (2018). Postcolonial theory: A critical introduction (2nd ed.). Columbia University 

Press. https://doi.org/10.7312/gand17838  

Goodson, I. F. (1997). A Construção Social do Currículo [The Social Construction of the 

Curriculum] (M. J. Carvalho, Trans.). Educa. 

Grosfoguel, R. (2008). Para descolonizar os estudos de economia política e os estudos pós-

coloniais: Transmodernidade, pensamento de fronteira e colonialidade global [To 

decolonize political economy studies and postcolonial studies: Transmodernity, frontier 

thinking and global coloniality] (I. M. Ferreira, Trans.). Revista Crítica de Ciências Sociais, 

80, 115–147. https://doi.org/10.4000/rccs.697  

Guerreiro, G. (2017). Prefácio do Afrobook [Preface of the Afrobook]. In S. Calabrich, G. 

Silva, J. F. I. Yafiez, & J. M. C. D. Bittencourt, Afrobook: Mapeamento dos Ritmos Afro 

Baianos [Afrobook: Identification of the Afro Bahian Rhythms] (pp. 17–18). Pracatum 

Escola de Música e Tecnologias. 

Hess, J. (2015). Decolonizing music education: Moving beyond tokenism. International 

Journal of Music Education, 33(3), 336–347. https://doi.org/10.1177/0255761415581283  

Konopleva, E., & Pereira, A. E. (2020). Using elements of Afro-Brazilian rhythm in the courses 

“Musical perception” and “Supplementary Piano” of the School of Music in the Federal 

University of Bahia. In N. I. Efimova & V. A. Esakov, Popular and jazz art: History, theory, 

practice (pp. 93–104). Academic project. https://www.researchgate.net/publication/ 

357749748_Using_elements_of_Afro_Brazilian_rhythm_in_the_courses_Musical_percept

ion_and_Supplementary_Piano_of_the_School_of_Music_in_the_Federal_University_of_

Bahia  

Kvale, S. (2007). Doing Interviews. SAGE Publications. https://doi.org/10.4135/ 

9781849208963  

Leite, D. (2010). Brazilian Higher Education from a Postcolonial Perspective. Globalisation 

Societies and Education, 8(2), 219–233. https://doi.org/10.1080/14767721003779738  

Loomba, A. (2005). Colonialism/Postcolonialism. Routledge. 

https://doi.org/10.5749/j.ctvf34hsb.3
https://doi.org/10.1590/1806-93472018v38n79-05
https://doi.org/10.7312/gand17838
https://doi.org/10.4000/rccs.697
https://doi.org/10.1177/0255761415581283
https://www.researchgate.net/publication/357749748_Using_elements_of_Afro_Brazilian_rhythm_in_the_courses_Musical_perception_and_Supplementary_Piano_of_the_School_of_Music_in_the_Federal_University_of_Bahia
https://www.researchgate.net/publication/357749748_Using_elements_of_Afro_Brazilian_rhythm_in_the_courses_Musical_perception_and_Supplementary_Piano_of_the_School_of_Music_in_the_Federal_University_of_Bahia
https://www.researchgate.net/publication/357749748_Using_elements_of_Afro_Brazilian_rhythm_in_the_courses_Musical_perception_and_Supplementary_Piano_of_the_School_of_Music_in_the_Federal_University_of_Bahia
https://www.researchgate.net/publication/357749748_Using_elements_of_Afro_Brazilian_rhythm_in_the_courses_Musical_perception_and_Supplementary_Piano_of_the_School_of_Music_in_the_Federal_University_of_Bahia
https://doi.org/10.4135/9781849208963
https://doi.org/10.4135/9781849208963
https://doi.org/10.1080/14767721003779738


 

 

Pereira et al., 2022                                                                                                                        IJHEP, Vol. 3, No. 1, 24-37 

35 

Maldonado-Torres, N. (2007). Sobre la Colonialidad del Ser: Contribuciones Al Desarrollo De 

Un Concepto [On the Coloniality of Being: Contributions to the Development of a Concept]. 

In S. Castro-Gómez & R. Grosfoguel (Eds.), El giro decolonial: Reflexiones para una 

diversidad epistémica más allá del capitalismo global [The decolonial turn: Reflections for 

an epistemic diversity beyond global capitalism]. (pp. 127–167). Siglo del Hombre Editores, 

Universidad Central, Pontifi cia Universidad Javeriana. 

McLaren, P. (2003). Critical Pedagogy: A Look at the Major Concepts. In A. Darder, M. P. 

Baltodano, & R. D. Torres (Eds.), The Critical Pedagogy Reader (pp. 69–96). Routledge. 

Nigri, B. (2014). O Samba no Terreiro: Música, corpo e linguagem como prática cultural – 

apontamentos para o campo do lazer [Samba on the Terreiro: Music, body and language as 

a cultural practice – notes for the field of leisure - Master Thesis]. Universidade Federal de 

Minas Gerais. 

Nkrumah, K. (1965). Neo-Colonialism: The Last Stage of Imperialism. International 

Publishers. 

Nóvoa, A. (1997). Nota de Apresentação de A Construção Social do Currículo [Presentation 

Note for The Social Construction of the Curriculum]. In M. J. Carvalho (Trans.), A 

Construção Social do Currículo [The Social Construction of the Curriculum] (pp. 9–16). 

Educa. 

Oliveira, A. de J. (1992). Escola de Música da Universidade Federal da Bahia: Cursos de 

Extensão—Salvador—Bahia [The School of Music of the Federal University of Bahia: 

Extension Courses—Salvador—Bahia]. Revista Da ABEM, 1(1), 53–56. 

Pereira, A. E. (2020). Cabila e Ijexá: Interconexões Entre Ritmos de Duas Culturas [Cabila and 

Ijexá: Interconnections Between Rhythms of Two Cultures]. In D. B. de Castilho (Ed.), 

Cultura e Sociedade [Culture and Society] (pp. 95–104). Atena Editora. 

https://www.atenaeditora.com.br/post-artigo/30207  

Pereira, A. E., & Konopleva, E. (2018). Piano UPB: a proposal to use the ijexá rhythm for 

instrumental training based on the methodological approach of Letieres Leite. 4o Congresso 

Nas Nuvens, 1–13. https://musicanasnuvens.weebly.com/25---piano-upb.html  

Pereira, A. E., Konopleva, E., Alghneimin, J., Kasbary, N., & Mészáros, G. (2022). Musical 

Instruments’ African-Based Studies: The Application of the Afro-Brazilian Knowledge to 

Study Non-African-based Musical Instruments—Extended Abstract. In D. P. Wick, A. 

Tryniecka, & O. Gkounta, Humanities and Arts in a Global World: Abstract Proceedings 

of the 9th Annual International Conference (pp. 66–70). Athens Institute for Education and 

Research (ATINER). https://www.researchgate.net/publication/358427655_Humanities_ 

and_Arts_in_a_Global_World_Abstract_Proceedings_of_the_9th_Annual_International_

Conference  

Pereira, A. E., Konopleva, E., Do, D. T., Coelho, I. de C. P., Neto, & Mészáros, G. (2021). 

Educação Musical Afro-Brasileira: Uma investigação do Ijexá como ferramenta 

educacional descolonizadora [Afro-Brazilian Music Education: An investigation of Ijexá as 

a decolonizing educational tool]. 10o Musicom - Encontro de Pesquisadorxs Em 

Comunicação e Música - Playlists Das Diversidade, 1–15. 

https://redemusicom.files.wordpress.com/2022/01/adrian-musicom-final.pdf  

Pereira, A. E., Konopleva, E., Nyamkhuu, B., Dung, D. T., & Mészáros, G. (2021). Ijexá and 

Music Education: The Study of African-based Music as a Pathway to Valorize Minority 

Groups’ Collective Identities. 4th World Conference on Future of Education, 36–47. 

https://www.dpublication.com/wp-content/uploads/2021/12/16-4566.pdf  

https://www.atenaeditora.com.br/post-artigo/30207
https://musicanasnuvens.weebly.com/25---piano-upb.html
https://www.researchgate.net/publication/358427655_Humanities_and_Arts_in_a_Global_World_Abstract_Proceedings_of_the_9th_Annual_International_Conference
https://www.researchgate.net/publication/358427655_Humanities_and_Arts_in_a_Global_World_Abstract_Proceedings_of_the_9th_Annual_International_Conference
https://www.researchgate.net/publication/358427655_Humanities_and_Arts_in_a_Global_World_Abstract_Proceedings_of_the_9th_Annual_International_Conference
https://redemusicom.files.wordpress.com/2022/01/adrian-musicom-final.pdf
https://www.dpublication.com/wp-content/uploads/2021/12/16-4566.pdf


 

 

Pereira et al., 2022                                                                                                                        IJHEP, Vol. 3, No. 1, 24-37 

36 

Perim, L. F., Lima, C. A. de, Ventura, J., Scarton, J., Brum, A. N., & Paula, S. F. de. (2020). 

O currículo oculto e sua relevância na educação profissional [The hidden curriculum and its 

relevance in professional education]. Research, Society and Development, 9(2), 1–13. 

https://doi.org/10.33448/rsd-v9i2.2050  

Prandi, R. (2000). De Africano a Afro-Brasileiro: Etnia, Identidade, Religião [From African to 

Afro-Brazilian: Ethnicity, Identity, Religion]. Revista Usp, 46, 52–65. 

https://doi.org/10.11606/issn.2316-9036.v0i46p52-65  

Ramos, M. E. R. (2007). Território Afrodescendente: Leitura de cidade através do bairro da 

Liberdade, Salvador (Bahia) [Afrodescendant Territory: Reading the city through the 

neighborhood of Liberdade, Salvador (Bahia) - Master Thesis]. Universidade Federal da 

Bahia. 

Ramos, M. E. R. (2013). Bairros Negros: Uma Lacuna nos Estudos Urbanísticos: Um estudo 

empírico-conceitual no Bairro do Engenho Velho da Federação, Salvador (Bahia) [Black 

Neighborhoods: A Gap in Urban Studies: An empirical-conceptual study in the Bairro do 

Engenho Velho da Federação, Salvador (Bahia) - PhD Thesis]. Universidade Federal da 

Bahia. 

Sá, A. P. dos S. de. (2019). Descolonizar a Educação é Preciso: Significados de uma 

perspectiva pós-colonial de educação a partir do contexto brasileiro [Decolonizing the 

Education is Necessary: The significance of a Postcolonial Perspective on Education from 

the Brazilian Context]. Revista ESC - Educação, Sociedade & Culturas, 55, 131–148. 

Said, E. W. (2003). Orientalism. Penguin Books. 

Santomé, J. T. (2001). As Culturas Negadas e Silenciadas no Currículo [The Denied and 

Silenced Cultures in the Curriculum]. In T. T. da Silva (Ed.), Alienígenas na sala de aula: 

Uma introdução aos estudos culturais em educação [Aliens in the classroom: An 

introduction to cultural studies in education] (pp. 159–177). Editora Vozes. 

Santos, B. de S. (2006). Conocer Desde el Sur: Para una Cultura Política Emancipatoria 

[Knowing From the South: For an Emancipatory Political Culture]. Fondo Editorial de la 

Facultad de Ciencias Sociales.  

Santos, M. (2016). Contribuição do Negro para a Cultura Brasileira [Contribution of Black 

People to the Brazilian Culture]. RTES – Temas Em Educação e Saúde, 12(2), 217–229. 

https://doi.org/10.26673/tes.v12i2.10229  

Sawant, D. G. (2011). Perspectives on Post-colonial Theory: Said, Spivak and Bhabha. 

Research Gate. 

Schmidt, P. (2005). Music Education as Transformative Practice: Creating New Frameworks 

for Learning Music through a Freirian Perspective. Visions of Research in Music Education, 

6, 1–14. 

Silva, C. L., & Pires, T. R. de O. (2015). Teoria Crítica da Raça como Referencial Teórico 

Necessário para Pensar a Relação Entre Direito e Racismo no Brasil [Critical Race Theory 

as a Necessary Theoretical Reference to Think About the Relationship Between Law and 

Racism in Brazil]. 61–85. 

Silva, T. T. da. (2001). O currículo como fetiche: A poética e a política do texto curricular 

[The curriculum as a fetish: The poetics and politics of the curriculum text]. Autêntica. 

Stanton, B. (2018). Musicking in the Borders toward Decolonizing Methodologies. Philosophy 

of Music Education Review, 26(1), 4–23. https://doi.org/10.2979/philmusieducrevi.26.1.02  

https://doi.org/10.33448/rsd-v9i2.2050
https://doi.org/10.11606/issn.2316-9036.v0i46p52-65
https://doi.org/10.26673/tes.v12i2.10229
https://doi.org/10.2979/philmusieducrevi.26.1.02


 

 

Pereira et al., 2022                                                                                                                        IJHEP, Vol. 3, No. 1, 24-37 

37 

UFBA, Universidade Federal da Bahia. (2020). Histórico | Universidade Federal da Bahia 

[History | Federal University of Bahia]. Universidade Federal Da Bahia. 

https://www.ufba.br/historico  

Wach, E., & Ward, R. (2013). Learning about Qualitative Document Analysis. IDS Practice 

Paper In Brief, 13, 1–10. 

Walsh, C., Oliveira, L. F. de, & Candau, V. M. (2018). Colonialidade e Pedagogia Decolonial: 

Para Pensar uma Educação Outra [Coloniality and Decolonial Pedagogy: For Thinking 

Another Education]. Arquivos Analíticos de Políticas Educativas, 26(83), 1–26. 

https://doi.org/10.14507/epaa.26.3874  

Young, R. J. C. (2001). Postcolonialism: An Historical Introduction. Blackwell Publishing. 

https://www.ufba.br/historico
https://doi.org/10.14507/epaa.26.3874

