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In the last few years expressions like European convergence, European Higher Education
Area, European Credit Transfer and Accumulation System and others have become more
and more usual not only in academic circles but also even in the mass media. But to
what extent are these expressions valid for all knowledge areas in all EU countries? After
analysing the curricula for Music Teaching Training in Spain (through the lens of J. Butler and
J. Derrida) I will show the situation of precarity of this knowledge area under a postmodern
perspective and how the expressions above have become non-neutral expressions sous
rature that manage to preserve the rights of the already consolidated knowledge areas to
the detriment of the non-consolidated ones.

I n t r o d u c t i o n

Music is an important subject in the European educational curriculum, at least in a
theoretical way. Music develops specific skills (Hallam, 2012; Koelsch, 2013; Neville et al.,
2008; Rickard et al., 2013), cultural awareness (Failoni, 1993; Tomalin & Stempleski, 1992),
self-identity (Hesmondhalgh, 2008), self-esteem (Costa-Giomi, 2004; Hietolahti-Ansten &
Kalliopuska, 1991; Rickard et al., 2013) and creativity (Hallam, 2012), and can help in
creating a cohesive community (McKay, 2005; Rickard et al., 2013; Waldron, 2012). Other
non-musical outcomes, such as developing a sense of open-mindedness, self-reflection,
and being innovative and sensitive to others, are also important qualities that can motivate
an interest in lifelong learning. These factors are often expressed as important reasons to
include music education in school curriculum.

Viewed from this perspective, it is logical that music education in schools cannot be
understood in isolation, but as interrelated both with the quality of teacher training and with
specific competences relevant to lifelong learning. European networks like meNet, Musik
kreativ+, PerforME, and many others try to reinforce the connection between schools,
universities, music ensembles and society.

Nevertheless, it is important to realise that policies such as the Declaration of Bologna
(1999), designed in order to achieve adequate development in a common European
Higher Education Area (EHEA), have been implemented in very different ways across
member countries. In the case of music education in Europe, these differences are vast and
consequently will have a serious impact on schools across the continent in the coming
years. In other words, Bologna has not solved the problems that music education faces and
which have been dragging on for years, especially in countries in Southern Europe.
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M u s i c Te a c h e r Tr a i n i n g i n S p a i n

The social and cultural environment in Spain has changed enormously in the last
few decades. This country, by area the second largest in Western Europe and the
European Union after France, with a population of over 46 million people, is now a
multicultural and multilingual society where several official languages (Spanish, Catalan,
Basque, Galician) and other dialects coexist. Nonetheless, this new situation has also
brought challenges associated with a global world. The current financial crisis represents
an added problem for this country, in particular for all areas that are considered
‘superfluous’ by neoliberal policy makers, for instance the arts and music (see LOMCE,
2013).

In the last three decades, Spain has implemented many different laws in education to
bring the new reality closer to schools and universities. Nevertheless, in the important
area of education, a consensus between the main political parties does not exist. As
a consequence, the weakest subjects are the most affected by the current educational
policies (Rodríguez-Quiles, 2014). Music and music education represent a case in point,
as will be discussed in this paper through a study conducted on the curricula for Music
Teacher Training (MTT) at Spanish Universities and Colleges of Music for both primary and
secondary schools1.

In contrast to Spain, many European universities offer a specific Bachelor of Arts for
Music Teacher Training based on the following three main pillars (see Malmberg and
Niermann, 2009):

• Musical training (in several instruments, singing, ensemble, conducting . . . )
• Theoretical aspects (music theory, analysis, musicology, music psychology . . . )
• Pedagogical aspects (general pedagogy, musical pedagogy, didactics, practicum at

school . . . )

The project meNet2 has analysed the situation across Europe and provided an informative
panoramic of the conditions. In spite of the Declaration of Bologna and the intended idea
of a ‘convergence’ into a common EHEA as stated in this declaration, the situation is still
quite different for the countries of Southern Europe3. Spain represents a good example
of ‘non-convergence’ for this university field or knowledge area in the framework of
Bologna as traditionally a degree for training music teachers for secondary schools has
never existed. The two possible paths to become a music teacher in this country are to
complete a degree in musicology at a university or to pursue a degree as an instrumentalist,
musicologist, composer, conductor, etc. at a College of Music. These two paths are
plagued with shortcomings, as I will show through the analysis of the curricula at these
institutions4.

Bachelor’s and master’s studies in musicology are offered by few Spanish universities.
As Table 1 and Figure 1 show5, the bulk of the curriculum is composed of courses that
focus only on the history of (classical western) music and music theory. Although these
Tables refer to the former curricula implemented in musicology, the situation of music
pedagogy within the new curricula does not differ from the previous one at all. As can be
seen, neither artistic skills nor pedagogical aspects of the transmission of music play any
role among the core subjects:
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Table 1. Musicology: core subjects at universities

MUSICOLOGY (Core Subjects at Universities in %)

University
Artistic
skills History

Pedagogical
skills Music theory

Autónoma Barcelona 0 65.51 0 34.48
Autónoma Madrid 0 50 12.12 37.87
Complutense Madrid 5.19 68.83 0 25.97
Granada 0 56.72 0 43.27
La Rioja (on line) 0 40.98 0 59.01
Oviedo 0 58.57 0 41.42
Salamanca 0 59 0 41
Valencia 0 66.66 0 33.33
Valladolid 0 59.43 0 40.56

Figure 1. (Colour online) Musicology: core subjects at universities

It can be said that there is a general consensus among Spanish universities to ignore the
importance of music teaching training. As an exception, only the Autonomous University
of Madrid included both compulsory courses in music didactics (6 ECTS6) and student
teaching training (6 ECTS) as a part of its curriculum, which is insufficient within the four
semesters of this degree.

Table 2 shows the non-core optional courses available to students to become a music
teacher in Spain:
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Table 2. Musicology: optional subjects at universities

MUSICOLOGY (Optional Subjects at Universities in %)

University
Artistic
skills History

Pedagogical
skills Music theory

Autónoma Barcelona 0 57.62 6.77 35.59
Autónoma Madrid 10.52 36.84 26.31 26.31
Complutense Madrid 0 66.66 10 23.3
Granada 0 56.72 5.11 38.16
La Rioja (online) 0 81.75 14.28 0
Oviedo 0 80 0 20
Salamanca 5.88 76.47 0 17.64
Valencia 5.55 61.11 11.11 22.22
Valladolid 10.34 48.27 0 41.37

As can be seen, even among optional subjects Spanish universities do not offer proper
training for future secondary school music teachers (even more so when the classes are
online in spite of the 14.28% allocated to the University of La Rioja, because no school
practising with real pupils was considered). The Autonomous University of Madrid, with
the goal of distancing itself from the University Complutense located in the same city,
offers a different amount of artistic and pedagogical skills in its curriculum. Unfortunately,
teaching practice, a crucial part of a MTT in a European sense, is not considered by any of
these nine universities.

The second path to become a music teacher in Spain is through studying a degree
at a College of Music (Conservatorio Superior de Música). Usually, music teachers from
these institutions previously studied an instrument as soloists. Obviously no subjects in
music didactics orientated to schools are taught to these students at all. The same occurs
in the case of degrees for singers, composers or conductors. It is no surprise then that
these students feel frustrated when they are unable find a job as instrumentalists or singers
after finishing their studies (in particular in the current financial crisis situation) and lack
pedagogical skills to aid them as music teachers at school. A master’s student who finished
a degree as a flautist expresses here a common opinion among an overwhelming number
of Spanish instrument players:

The majority of conservatory students study music without really understanding the
benefits that music provides [to society]. They are only taught to become good players,
when the truth is that more than half of them will end up becoming teachers without
having had any music teaching formation. And in many of these cases, they will
become teachers because they won’t have been able to achieve the dream of the
majority of conservatory students, to make it in an orchestra, creating a certain
frustration. (Interview of a female student, 3 June 2015)

Similar opinions can be found in the empirical study by Quijano (2014) carried out on
music academies of Southern Spain among students in their last year of studies before

84

https://doi.org/10.1017/S026505171600036X Published online by Cambridge University Press

https://doi.org/10.1017/S026505171600036X


Mus i c Teache r Tra i n i ng

entering a College of Music. This study dealt with young boys and girls making the difficult
decision to choose music as their major with the objective of pursuing it as a career after
14 years of previous training as musicians or to give it up and study something completly
different.

Those interviewed agree that the option to continue with their studies in higher music
learning only makes sense if afterwards they will work in an orchestra where they will
be able to develop all the interpretive capabilities that they have acquired during years
of study. Due to the exceptional nature of this option, except in rare cases it is believed
that all musicians will become teachers at some moment or other, making it essential
that they have a minimum of teaching formation. (Quijano, 2014, p. 149)

A third option to become a music teacher in Spain is through studies in musicology at a
College of Music (Conservatorio Superior de Música). As can be seen, the only exception
in the whole country is represented by the College of Music of Navarra (Northen Spain),
where 9.84 % of the curriculum (which is absolutely insufficient) is devoted to pedagogical
skills. The rest of the Colleges ignore this possibility, as Table 3 and Figure 2 show:

Table 3. Musicology at colleges of music

MUSICOLOGY (Colleges of Music) %

City
Artistic
skills History

Pedagogical
skills Music theory

Baleares 9.6 48.02 0 42.37
Madrid 7.75 51.16 0 41.08
Murcia 7.21 43.26 0 44.71
Navarra 11.36 33.33 9.84 45.45
Salamanca 10.25 41.02 0 48.71
Sevilla 7.4 48.88 0 43.7
Valencia 6.41 41.66 0 51.92
Vigo 9.65 47.58 0 42.45

According to the Spanish Ministry of Education, more than 90% of Spanish
musicologists work as music teachers in secondary schools (Ministry of Education, 2005,
p. 63). From a European perspective, it is obvious that something wrong is happening in this
country and that the teacher training system must be changed. Even the recent compulsory
master’s degree for teaching at secondary school has only 24 ECTS orientated at MTT
(the rest are lectures related to general curriculum for secondary school, organisation
of schools, legislation, etc.) and does not solve the problem. Some Spanish universities
are using this precarious situation to implement two-semester master’s degrees (60 ECTS)
which offer a low amount of ECTS in MTT in a context that does not usually have anything
to do with music education sensu stricto. Such is the case for the Master in Musical
Heritage (International University of Andalusia) or the Master in Research in Arts, Music and
Aesthetic Education (University of Jaén), among others. The question is, why is this change
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Figure 2. (Colour online) Musicology at colleges of music

so difficult in Spain? Is it solely due to the financial crisis that has seriously destroyed the
social welfare state in the last few years and drastically cut the budget destined to education
and research? Obviously, this cannot be the reason. In the next section I will reveal some
key points in order to provide a more extensive understanding of this particular issue.

M u s i c ( e d u c a t i o n ) a s a precarious subject

After reading an article by Naomi Klein (2003) I realised a certain parallelism between her
‘fortress continents’ in a global world and the current situation of MTT in Spain within the
frame of the European Union. The Canadian author writes:

A fortress continent is a bloc of nations that joins forces to extract favourable trade
terms from other countries, while patrolling their shared external borders to keep
people from those countries out. But if a continent is serious about being a fortress, it
also has to invite one or two poor countries within its walls, because somebody has
to do the dirty work and heavy lifting. [ . . . ] The huge greenhouses of southern Spain,
meanwhile, have stopped hiring Moroccans to pick the strawberries. They are giving
the jobs instead to white-skinned Poles and Romanians, while speedboats equipped
with infra-red sensors patrol the coastline, intercepting ships of North Africans. (Klein,
2003)

In fact, we could also talk about the ‘fortress subject’ made up by a group of professors,
lecturers and collaborators of different universities and Colleges of Music joining forces
to extract favourable benefits from other subjects (that is, music education, general and
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specific didactics), while carefully controlling the boundaries to keep educationalists out of
music teaching training. This is done for instance by taking part in the selection committees
both for teaching and researching or being advisors at universities and in both regional and
national ministries; in a word, making up a lobby against the right to a better music
education within a democratic society.

Following this parallelism, to become a real ‘fortress subject’, those persons (usually
musicologists and/or instrumentalists) have to invite one or two ‘poor siblings’ (that is,
educationalists) within its walls, because somebody has to do the ‘dirty work’, namely
teaching the few ECTS in music education the official curriculum prescribes. Of course,
researching in music education is not well esteemed by the members of the fortress.
The ‘guests’ within the walls usually are docile and less demanding lecturers from the
departments of Music Education who accept without any criticism what they are requested
to do. Committed and critical researchers and lecturers from the field of music education
are obviously not welcome in the fortress.

At the beginning of 2009, I was asked by my department to design a proposal in order
to improve the music teaching training for the students of the new musicology curriculum
according to Bologna. After several hard months working on this topic I handed in a hefty
dossier to my colleagues for its supervision. It was the so called Q-Proposal, a Mention
for Pedagogy of Music and Music Didactics, as an optional part of the future Bachelor in
Musicology from the academic year 2010/2011 and on, a bachelor’s degree which lasts
eight semesters in the new curriculum instead of the four semesters of the previous one.

In November of the same year I received a formal invitation by the chancellery to
defend the proposal in front of a committee of about 20 members, among which no music
educationalists were present. For this important task I was given only five minutes to
speak and was denied permission to use e-media (presenting only with my voice and the
photocopies I had prepared for the occasion). Two days later we were informed that the
proposal had been refused by the committee. No reason for this decision was provided
in writing. Three months later it was unexpectedly announced without any period for
negotiation that two educationalists (and only these two) would be responsible for the few
ECTS related to the pedagogical content which would be eventually implemented in the
future bachelor’s and master’s degrees directly related or not with music teacher training
(that is, the new Bachelor in Musicology, the compulsory master’s degree for future teachers
at secondary schools, Master in Musical Heritage, PhD programme in Musicology, etc.).
In other words, two particular lecturers were designated by one particular department to
leave their natural field (Music Education) in order to go beyond the walls to an alien
field. After this outrageous manoeuvre, the doors of the fortification were carefully closed
to give the impression ‘we all lead a normal life here’. The frustration in my department
because of this unfair and antidemocratic decision was immense, leading me to publish
the Q-Proposal with the hope that it could be useful for other institutions in the country
which are more forward-looking and have a better understanding about what education in
the 21st century and what a real ‘European convergence’ for all knowledge areas could be
(Rodríguez-Quiles, 2010).

Some questions I asked myself after this experience were: How is it possible that
Spain wants to follow the guidelines of the Declaration of Bologna without seriously taking
into account the opinions of all knowledge areas, including those from the area of Music
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Education? Why are some knowledge areas so much more possible7 than others? How can
individuals be open to Europe but closed to education? How it is possible that Bologna
ignores the importance of a good teacher training programme after the worrying results of
the Pisa Studies for Spain in the last few years8? Similar questions related to problems of
the current global economy can be read in Klein’s article:

Inside the fortress continents, a new social hierarchy has been engineered to reconcile
the seemingly contradictory political priorities of the post-September 11 era. How do
you have airtight borders and still access cheap labour? How do you expand for trade,
and still pander to the anti-immigrant vote? How do you stay open to business and
closed to people? (Klein, op. cit.)

Klein gives us an easy explanation, which can also be useful for the ‘fortress subjects’ at
Spanish universities. She concludes: ‘[The answer is] [e]asy. First you expand the perimeter.
Then you lock down.’ (Klein, op. cit.)

In fact, during the last few years, Spanish policy makers have been excellent at selling
the idea of a ‘European convergence’ for all knowledge areas. Just when the agenda
was closed and changes were not possible, the suppression of some degrees were subtly
announced. As an illustrative (and very sad) example of this, the Bachelor in Music
Education orientated to primary schools was completely eliminated in Spain after a short
life span of about 18–20 years (depending on the university) and, as I said above, no
Bachelor in Music Education for secondary schools has been considered until now (and is
still not being considered in any political agenda for the next few years).

Obviously the term ‘European convergence’ has become an expression sous rature
used in a Derridean sense9 and consequently devalued even before the new degrees post
Declaration of Bologna have been totally implemented. Of course these words sous rature
generate a semantic confusion which originates a sort of social chaos within the Academy
over what Bologna really is and over what education and teacher training inside Europe
should be. The hazard of its continued use (in other words, its performativity) is that it
manages to transmit a wrong idea (about the situation of MTT in Europe) and therefore
manages to preserve the rights of the already consolidated knowledge areas. At the same
time it reduces the impact (and even the sense) of a legitimate struggle by those that are
non-consolidated.

Both feminism and queer studies have shown how language impacts us through
the iteration of the rules it defines. Through this iteration the majority of the population
understands concepts related to gender in one particular way. Deviations of the norm are
seen as undesirable, inappropriate, abject and these people are immediately excluded
from the select group of ‘normal persons’ (see Soley-Beltrán & Sabsay, 2012; Wilchins,
2006). Something similar occurs within the Academy. In music education, there are serious
tensions between music educationalists and other colleagues such as musicologists, general
educationalists and musicians who view the first as inappropriate because the scope of their
teaching and researching does not always follow the rules the consolidated areas conceive
as correct. These tensions generate Foucaultian relations of power inside the Academy
(Foucault, 1993). These tensions lead to mechanisms of vigilance and punishment (e.g.
not being allowed to publish in some journals, exclusion from certain conferences, the
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inability to pass assessments which would lead to promotion, or simply not considering
MTT as a legitimated knowledge area inside the University and thereby eliminating such
a degree on the current map of bachelor’s degrees, independent of the importance a solid
and homogenous knowledge base would have for the students if implemented from the
very beginning10).

This situation exists because the performative character of music education at schools
and the performative stress of music teacher training at colleges have everything to do
with the differential ways in which this subject becomes eligible or not for both social
and academic recognition. After the new bill for general education (LOMCE, 2013), music
was removed from the compulsory curriculum in Spain11. Thus we have moved from a
situation of hope (in the last ten years music had been proudly talked about as one of the
‘emerging subjects’, that is, about subjects with a future both in the field of teaching and
researching supported by different institutions) to a situation of precarity in Butler’s sense12.
In fact, nowadays we could talk about ‘precarious subjects’ within the academic Spanish
context; about subjects that wish to claim a better life inside a hostile system which does
not consider any future for them in the frame of a controversial EHEA similar to that which
consolidated subjects have. Butler (2009) writes:

To be a subject [person] at all requires first complying with certain norms that
govern recognition – that make a person recognizable. And so, non-compliance
calls into question the viability of one’s life, the ontological conditions of one’s
persistence. [ . . . ] But perhaps the more important issue is how the terms of recognition
[ . . . ] condition in advance who will count as a subject, and who will not. (Butler,
2009, p. 4)

And that is exactly what is currently happening in Spain: music teacher trainers are forced
to comply with norms designed by others who have neither taken into account the specific
characteristics of music education nor the historical development of this knowledge area
in the country. Furthermore, music teacher trainers are periodically assessed by these other
colleagues (particularly concerning their research and their promotion) and so it is quite
impossible for them to escape from this circle. This assessment – they say – is based on
the usual general rules for university issues (as if there were a sort of universal category
of rules not made by members of this same Academy). However no one has taken into
consideration that in previous centuries music education was not part of this elite universe
and thus this knowledge area has been forced into a disadvantaged position that no one
wants to recognize. As a consequence, this situation is provoking, even among music
teacher trainers, a worrying separation between what they want and what they really are;
which of course will have future consequences on what music education in a multicultural
democratic society will look like. Political actions like those derived from the Manifest for
Music Education and Music Teacher Training (Granada, 2006) and the Granada Declaration
201513 have been started up by music educationalists within the Spanish university in a
European framework.

Unfortunately, we live in a binary world (see Wilchins, 2006): black/white, cash/card,
male/female, win/lose, science/art. However, music education is simultaneously both art
and science (if not more). Therefore, for those who defend ‘science-only’ policies, music
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education represents a sort of threat, creating an artificial area of tension between music
to be analysed and rationalised versus music to be lived; music to talk to versus music to
live with; music as Wissenschaft14 versus music as Lebensfreude15; and all this because of
the performative (yes, subversive) power making music can have. Butler, referring to the
illegal immigrants in May of 2006 who took to the streets in Los Angeles and started to
sing the national anthem of the United States in English and in Spanish, writes: ‘Indeed,
the performativity of [ . . . ] the singing in the street is understood as an exercise of freedom.
There is no freedom that is not its exercise; freedom is not a potential that waits for its
exercise.’ (Butler, 2009, p. 5)

Similar examples of protests by different groups have been seen in the streets of Spain
over the last few years. One of the most significant is the group Flo 6x8, a non-violent
‘urban guerrilla’ whose weapons are flamenco music and dance. This group has been
fighting corruption through many live performances in banks and others strategic financial
and political spaces (including the Parliament of Andalusia), dancing and singing songs
with stinging lyrics and afterwards uploading the recordings on the Internet16. A member of
Flo 6x8 sums up the intentions of the group as follows: ‘Internationally flamenco is thought
of as traditional Spanish music. But in reality it’s always been more about giving voice to
those on the margins of Spanish society’ (Kassam, 2013).

We are living a contradiction in Spain between the important presence of choirs, bands
and orchestras at universities (musical performances are requested throughout the year) and
the negative pressure music education is suffering at the hands of both the government and
the Academy itself. It seems that music education for musicians, students (including future
music teachers), pupils of the general school system and common listeners must be pushed
into the background; must be relegated indeed to the home; must be finally regarded as a
pre-political sphere.

C o n c l u s i o n

One can say there are non-explicit norms as a (hidden) part of the university system
that in some ways condition which knowledge areas are legitimate and which are not.
This is particularly relevant in the policies that have been shaped after the Declaration of
Bologna in the last few years. Especially in European countries where music education
and music teacher training were traditionally ‘weak areas’, it is necessary to take into
account this differential allocation of recognition in order to react adequately. We have
to ask ourselves why some knowledge areas are so much more possible than others and
why some seem to embody unfeasibility. In fact, music teacher training is a precarious
area because it is continually exposed to displacement; it is continually at risk of not being
qualified as a recognized area within the framework of the Spanish university system and
as a consequence within the framework of the EHEA.

As the meNet Project has shown, it is very important to understand that the Spanish
interpretation of the Declaration of Bologna applied to the case of music education
(although not limited to it) is not at all equivalent to other European institutions’
interpretations of the same knowledge area. In this sense, the expression «European
convergence» as it is commonly used by Spanish policy makers cannot be taken seriously.
It is just a fallacy.
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Therefore, while the formation of European networks of lecturers and music teachers
sharing pedagogical approaches and practices used in music education and developing
new joint pedagogies are necessary, they are not enough if we want to gradually decrease
the differences between countries. In other words, it is urgent to work in a new political
dimension as well, and in order to achieve this aim a change of paradigm is needed (see
Rodríguez-Quiles, 2016, 2016b). It goes without saying that further research is needed on
this topic. This paper represents only the beginning and is intended to open a window of
dialogue with the international community as well as provide deeper insight on this issue.

N o t e s

1 For more details on the educational system in Spain (the different levels of education, types of
teachers, timetables, objectives and contents of school music education) see Malmberg & Niermann
(2009).

2 A total of 26 institutions from 11 countries worked for this network as active partners and about 90
institutions from 23 countries as associated partners.

3 See also Rodríguez-Quiles & Dogani (2010) and Rodríguez-Quiles (2010b; 2016).
4 Recently, some Colleges of Music have implemented a specialisation in music education. We do

not yet have any information about their impact on society.
5 Statistical processing was carried out based on the data obtained from the sample (analysis of the

curricula of those Spanish universities and Colleges of Music where musicology is offered). This
information will be compared with the results of the Project meNet for other European countries.

6 European Credit Transfer and Accumulation System.
7 In J. Butler’s sense.
8 See Organisation for Economic Co-Operation and Development in http://www.oecd.org/pisa/

[Retrieved 2 July 2015].
9 Sous rature (writing under erasure) as used by Derrida has the impact of denouncing the metaphysics

or ‘presence’ that is supposed to exist behind a word. In our case, it could be written ‘European
convergence’ to denounce the misuse of the word by policy makers.

10 In other words, a good MTT should start during the very first semester of a bachelor’s and not be
merely considered as part of a ‘specialitation’ within a master’s degree.

11 For a criticism of this see Rodríguez-Quiles (2014).
12 For the difference between precariousness and precarity see Butler (2004, 2009, 2010).
13 See appendix.
14 Music as a science.
15 Music as love of life.
16 More about this group at www.flo6x6.com and http://www.flo6x8.com/sites/default/files/dw.de_

Ashifa.Hassan_Spaniards%20fight%20financial%20crisis%20with%20flamenco_04.12.13.pdf
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A p p e n d i x

Granada Declaration 2015

For lively music education in schools and high level training of music teachers in Spain
and Europe.

The 3rd Spanish-German Congress of Music and Music Education was held at the University
of Granada from the 11th -13th March, 2015. Distinguished music educationalists,
musicologists and musicians from all over Europe met for an exchange of ideas and to
discuss the importance of music lessons in schools, and academic music teacher education
in a European context.

Perspectives for teaching and research in music education were discussed as well as
methodological and didactic forms, and the goals of music education in all levels of school
education. Special political weight was given to the Congress by the participation of leading
personalities of the European Association for Music in Schools (EAS), the Performative
Music Education Network (PerforME Network) and the Group Research and Innovation in
Music and Music Education (RIMME, HUM-934).

National and international participants of this Congress placed a sharp focus on the
state of school music, and music teacher training in Spain. Extensive discussions about the
highly unsatisfactory state of music education in the country led to the articulation of
the following statements that we request to be forwarded to educational authorities in
Spain:

1. Music lessons of high quality at all school levels are an essential part of cultural
education in Europe and must be introduced into Spanish schools, nationwide,
immediately. High quality musical education for all children and young people must
be brought about by high-quality music teaching. A generation without a musical
education is absolutely unacceptable in Europe.

2. To ensure the quality of music education in schools at all grades, high-quality academic
music teacher education courses in universities in Spain and across Europe are
indispensable. It is unacceptable that political decisions have led to changes which
are having such a negative impact on music teacher training in Spain.
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3. We call upon all educational experts, and policy makers responsible for educational
policy in Spain, to campaign for compulsory music lessons in all Spanish schools,
and to reintroduce academic music teacher programmes for primary and secondary
schools into universities immediately.

Granada, March 2015

José A. Rodríguez-Quiles is a Professor for Music Education at the University of Granada
(Spain) and a Guest Professor at the University of Potsdam (Germany). As the first Doctor
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order to lead a research in comparative music education in Germany during two years
(2003–2005). He is the head of the research group RIMME, Research and Innovation in
Music and Music Education and of the international PerforME-Network, Performative Music
Education (Spain, Germany, Austria, Portugal, Poland, Slovakia). He also is the National
Coordinator for Spain in the European Association for Music in Schools. His research
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