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ABSTRACT 

 

The purpose of this study was to investigate principals’ perceptions of the status of music 

education in secondary schools in Trinidad and Tobago.  The guiding questions were (a) What 

are secondary school principals’ perceptions of music learning outcomes as they are currently 

being met and as they should be met under ideal conditions, (b) What are secondary school 

principals’ perceptions of broad educational goals as they are currently being met and as they 

should be met under ideal conditions, (c) Is there a difference between principals’ perceptions of 

current and ideal conditions for the learning outcomes and the educational goals, and (d) What 

are secondary school principals’ perceptions about the degree to which eleven selected variables 

impact music education?   

A descriptive research design was used in which secondary school principals (n = 93) 

were provided with the survey instrument.  The survey is organized into four sections based on 

the questions that are derived from the research purpose and questions.  Cronbach’s alpha was 

used to test for internal consistency of the survey items.  Data, related to the first two guiding 

questions, was fielded via Likert-type scales where the responses represented the principals’ 

perceptions of the level of realization of the standards for the music learning outcomes and the 

broad educational goals.  For the third guiding question, data analyses included repeated t-tests 

and Cohen d value measurements to describe differences between the current and ideal perceived 

conditions of the realization of the standards for the music learning outcomes and the broad 

educational goals.  A Spearman correlation was used to describe the consistency between the 

current and ideal perceived conditions of the realization of the standards for the music learning 

outcomes and the broad educational goals.  Chi-squared analyses, on the two open-ended 
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questions presented to the principals, were used to examine the differences in how principals 

perceive certain factors affect their ability to support music programs. 

 Results from the repeated t-tests showed that principals believe there is a difference 

between how the music learning outcomes and broad educational goals are currently being met 

and how they should be met, under ideal conditions.  Chi-squared analyses revealed that there 

were moderately positive associations between the current and ideal conditions, with the music 

learning outcomes yielding rs = .71 and the broad educational goals yielding rs = .65.; however, 

results were statistically significant only for the broad educational goals.   

Chi-squared analyses revealed that there were no significant differences in the ways 

principals perceived how 11 variables (a) Medium-Term Policy Framework 2011-2014, (b) 

Students, (c) Parents, (d) Budget/Finances, (e) Scheduling, (f) Standardized tests, (g) School 

Board, (h) Governing Office/Ministry of Education, (i) Music Teacher, (j) Classroom Teacher, 

and (k) Educational and Scientific Research were impacting the music programs.  Results 

showed that the principals were mostly inclined to remain neutral about the effects of most of the 

variables and that they did not consider any of the variables to either strongly positively or 

strongly negatively affect the music program. 

  



iv 
 

ACKNOWLEDGEMENTS 

 

I must begin by thanking God for providing me the wisdom and the resources to 

complete this journey.  It has been a journey fraught with challenges but with each challenge, He 

provided the strength to overcome.   

Words cannot begin to express my gratitude to my wife, Candy.  For sticking with me 

though the constant moving, the countless sleepless nights, and the ever present reality of living 

on a student budget–THANK YOU!  To our parents, who never stopped being our parents, our 

brothers, sisters, aunts, uncles, cousins, and friends we thank you; this would not have been 

possible without you.  Many thanks to our Chirkoo SDA (Trinidad), Community SDA (NJ), and 

Chestnut Hill SDA (PA) church families.  Your prayers, well wishes and support went a long 

way in helping to make this journey possible. 

My sincerest thanks to my professors.  Dr. Dilworth, thank you for your guidance from 

my first assignment to my dissertation defense.  Dr. Confredo, you assisted me with my 

application process and saw me into the program, you promised to see me through, you kept your 

word, and I thank you.  Dr. Reynolds, thank you for your valuable input and lessons on attention 

to detail; I will do my best to go forth and audiate.  Dr. Folio, I want to thank you for serving on 

my committee and for the input you made toward the completion of my dissertation and defense.  

Dr. Flanagan, thank you for going beyond the call of duty to help me over some rough patches. 

Finally, I want to thank my colleagues for supporting me through this process.  I 

especially want to mention Dr. Dumpson (Donald) and Dr. Elwakeel (Mahmoud)–I would not 

have been able to make it without you guys.  Thank you. 

  



v 
 

TABLE OF CONTENTS 

PAGE 

ABSTRACT .................................................................................................................................... ii 

ACKNOWLEDGEMENTS ........................................................................................................... iv 

LIST OF TABLES ........................................................................................................................ vii 

LIST OF FIGURES ....................................................................................................................... ix 

CHAPTER 

1.  INTRODUCTION ..................................................................................................................... 1 

Music Education in Trinidad and Tobago ................................................................................... 9 

Other Factors Influencing Music Education in Secondary Schools in Trinidad and Tobago ... 14 

Methodological Overview ......................................................................................................... 17 

Definition of Terms ................................................................................................................... 19 

Limitations ................................................................................................................................ 20 

Conclusion ................................................................................................................................. 21 

2.  REVIEW OF LITERATURE .................................................................................................. 22 

Educational System of Trinidad and Tobago ............................................................................ 22 

Ministry of Education: Background, Organization and Structure............................................. 22 

Development of the Structure of the Secondary School Education System ............................. 26 

International Music Education Systems and Standards ............................................................ 35 

Music Education and the Core Curriculum ............................................................................... 40 

Music Education Systems in the Commonwealth Caribbean ................................................... 44 

Secondary School Music Education Demographics in Trinidad and Tobago .......................... 50 

Governance and the Role of the Principal ................................................................................. 51 

Conclusion ................................................................................................................................. 59 

Purpose and Research Questions............................................................................................... 59 

3.  METHODS .............................................................................................................................. 62 

Sample ....................................................................................................................................... 62 

Survey Distribution ................................................................................................................... 63 



vi 
 

The Survey Instrument .............................................................................................................. 67 

4.  RESULTS ................................................................................................................................ 70 

Status of Music Education......................................................................................................... 70 

Profile of the Secondary Schools .............................................................................................. 70 

5.  DISCUSSION .......................................................................................................................... 97 

Summary ................................................................................................................................... 97 

Conclusions ............................................................................................................................. 110 

Recommendations ................................................................................................................... 112 

REFERENCES ........................................................................................................................... 117 

APPENDICIES 

A.  IRB PROTOCOL .................................................................................................................. 126 

B.  IRB PROTOCOL SUPPORTING DOCUMENTS .............................................................. 136 

C.  IRB APPROVAL .................................................................................................................. 147 

D.  FOLLOW-UP EMAILS ........................................................................................................ 149 

 

  



vii 
 

LIST OF TABLES 

PAGE 

Table 1.  Schools by Location ...................................................................................................... 70 

Table 2.  Schools offering music courses ..................................................................................... 71 

Table 3.  Specialist teachers facilitating music courses ................................................................ 71 

Table 4.  Fulltime specialist teachers employed ........................................................................... 72 

Table 5.  Descriptive statistics for principals’ music instruction and experiences..............……..72 

Table 6.  Principals and formal music instruction ........................................................................73 

Table 7.  Principals’ elementary and secondary school music experience ................................... 74 

Table 8.  Principals’ outside music activities and experience ...................................................... 74 

Table 9.  Profile of the music ensembles/courses currently offered ............................................. 75 

Table 10.  Profile of music ensembles/courses principals would like to offer ............................. 76 

Table 11.  Profile of music courses for which principals would need more information ............. 77 

Table 12.  Means, Standard Deviations, and Rank for Music Learning Outcomes in Current and 

Ideal Conditions ........................................................................................................... 78 

Table 13.  Means, Standard Deviations, and Rank for Each Broad Educational Goal in Current 

and Ideal Conditions ..................................................................................................... 79 

Table 14.  Correlations with ranked current and ideal learning outcomes and current and ideal   

broad educational goals………….......................……………………………………..80 

Table 15.  Descriptive & inferential statistics and effect sizes for paired t-tests on Learning 

Outcomes ...................................................................................................................... 82 

Table 16.  Descriptive and inferential statistics and effect sizes for paired t-tests on Broad 

Educational Goals…………………....………………………………………………..84 



viii 
 

Table 17.  Means and Standard Deviations for Overall Effect of factors on music program..…..86 

Table 18.  Frequencies and percentages for overall effect of selected factors on music program 88 

Table 19.  Overall effect of Policy Framework–“Medium-Term Policy Framework 2011-

2014”............................................................................................................................90 

Table 20.  Overall effect of Students ............................................................................................ 90 

Table 21.  Overall effect of Parents .............................................................................................. 91 

Table 22.  Overall effect of Budget/Finances ............................................................................... 91 

Table 23.  Overall effect of Scheduling ........................................................................................ 92 

Table 24.  Overall effect of Standardized Testing ........................................................................ 92 

Table 25.  Overall effect of School Board .................................................................................... 93 

Table 26.  Overall effect of Governing Office .............................................................................. 93 

Table 27.  Overall effect of Music Teacher .................................................................................. 94 

Table 28.  Overall effect of Classroom Teachers ......................................................................... 94 

Table 29.  Overall effect of Scientific and Educational research  ................................................ 95 

Table 30.  Means, standard deviations, and percentages for obstacles to music programs .......... 96 

Table 31.  Summary of rank of music learning 

outcomes…………….…………………………103 

Table 32.  Summary of rank of broad educational goals ............................................................ 105 

  



ix 
 

LIST OF FIGURES 

PAGE 

Figure 1. Map representing the country of Trinidad and Tobago ................................................... 9 

Figure 2. Educational System of Trinidad and Tobago ................................................................ 25 

Figure 3. National Core Arts Standards ........................................................................................ 40 



1 
 

CHAPTER 1 

 

INTRODUCTION 

 

Throughout history, many questions have been raised regarding the role and status of 

music education.  The early writings of great thinkers such as Confucius, from ancient China, 

Plato and Aristotle, from Greece, through to writings of contemporary music education 

philosophers from the United States, such as David Elliot and Bennett Reimer, underscore the 

attention that music and music education have been given.  In Europe, during the Middle Ages, 

Charlemagne was one societal leader who was concerned with music education and its function 

within society (Mark, 1982).  The value that Greek and European societies placed on music 

education was based on a utilitarian worldview, the effects of which trickled throughout the 

history of western music, well into the twentieth century.  The utilitarian philosophy elevated the 

status of music education to that of a high esteem because “music education was seen as a tool 

for the formation of the adult who would best fulfill those functions expected of him or her by 

the society of which he was a part” (Mark, 1982, p. 16).   

 Utilitarianism was the underpinning philosophy for music education throughout Europe 

for several decades.  Through the efforts of influential European music educators, Comenius and 

Pestalozzi, music education was formalized in the United States and the same utilitarian 

philosophy held true (Mark, 1982).  Pemberton (1988) and Sunderman (1956) note that from its 

inception in the 1830s, until the 1950s, music education in the United States was undergirded by 

a utilitarian philosophy.  A confluence of significant historic events in the 1940s and 1950s, 

however, caused Americans to plunge into a major evaluation, critique, and reform of their entire 

education system (Bracey, 1996; Humphreys, 2006; Mark, 1982, 1996, 2008; Skinner, 1984).  
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On the one hand, the aftermath of World War II and the Russian 1957 launch of Sputnik led to 

America to focus on aesthetics and their appreciation of music for its own sake and beauty 

(Mark, 1982), superseding utilitarianism and the drive to create desirable citizens through music 

education (Coudriet, 2013).  On the other hand, for the first time in American history, the federal 

government became involved in the nation’s education system by way of providing funding and 

inspiring reform initiatives.  Federal government involvement, however, did not translate into 

strong support for arts and music education (Mark, 2000, 2008).  Inadvertently, America’s shift 

from a utilitarian worldview to that of an aesthetic worldview of music education progressively 

rendered the discipline superfluous.  As America felt pressured to re-establish its dominance in 

the outer space and technological arenas, leading stakeholders gave increased attention to 

disciplines believed would meet best the nation’s immediate technological needs (Mark, 2000). 

The federal government prioritizing the sciences, reading, writing, and mathematics, gradually 

shunting music education to the sidelines of the main curriculum (Mark, 2000).  

That music education, in America, in 2015, finds itself jostling for a stable position in the 

main curriculum points to its introduction to the main school curriculum during the first half of 

the 19th century.  The Boston School Committee, for several years, sought to resolve the issue of 

including music in the school curriculum and the committee noted that:  

prior to the adoption of a school music program in 1838 in the Boston elementary, Latin, 

and high schools, the Committee worked out a rationale of the values of music with 

which to convince tax-payers that public funds should be spent for something beside the 

three R's. (Stone, 1957, p. 39) 

Following its inclusion in the main curriculum, music education occupied much of the discussion 

at teachers’ conventions as they questioned its merits, the value teaching of vocal music (Birge, 
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1938), great expense of music programs, and reduction in instructional time for other subjects in 

order to include music education (Sunderman, 1956).  Soon after its introduction into the school 

curriculum, in 1838, one of the earliest education related questionnaires appeared, with the 

purpose of assessing the status of music education in the schools (Sunderman, 1956).     

Into the mid-19th century, music education would flourish (Stone, 1957).  By 1860, 

Boston and several other cities across America were able to incorporate music education into the 

school curriculum based on various extramusical outcomes.  Advocates cited music as improving 

health for the students, soothing restlessness in the classroom, and decreasing levels of fatigue as 

some of the desired outcomes for music education (Stone, 1957).  “The school music movement 

thus was closely connected to humanitarian and social viewpoints in education; it represented 

some of the meliorism of the later 18th century which had been a feature of the American 

Revolutionary atmosphere” (Stone, 1957, p. 42). 

During the last thirty years of the 19th century, music teachers were beginning to give 

stronger attention to developing the skill of music reading and the increased interest in music 

literacy prompted a sprouting of publications, each designed to aid the improvement of music 

reading (Birge, 1938).  In this same era, music education advocacy organizations were 

burgeoning.  The National Education Association was established in 1884 and the Music 

Educators National Conference (MENC), now called the National Association for Music 

Education (NAfME), started in 1907 (Birge, 1938).  The influence of these and other similar 

organizations on music education should not be underrated: 

No phase of public school music can be mentioned which has not been more or less cre-

atively affected by the Music Educators National Conference and its associated 

organizations, through speakers at meetings, through the discussions and follow-up work 
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of the various committees, or through supervised activities.  The many phases of high 

school music–instrumental, vocal, appreciative, and theoretical; the violin class 

movement, which was begun in 1910 and was quickly followed by classes in piano and 

other instruments; the development of orchestras and bands; the whole evolution of 

contests and festivals; music in rural schools; and, within the past four years, the Music 

and American Youth broadcasts; all, more often than we realize, owe to Conference 

influence their incredibly swift development, as well as their mounting standards of 

excellence. (Birge, 1938, p.14) 

 

The first twenty years of the 20th century was seen as a time of efficiency, 

standardization, and scientific application in music education (Humphreys, 1988).  With 

utilitarian thought still at the fore: 

Progressives considered music an important subject within the school curriculum, a fact 

that did not go unnoticed by music educators, who eventually came to see music as “an 

instrument of socialization” that could help shape the person’s “tastes, appreciations, 

ideals, attitudes, and mental perspectives.”  Each child had a right to music instruction, 

and all other types of education, in accordance with his abilities and interests: not to 

provide a musical education for all students would be “undemocratic.” (Humphreys, 

1988, p. 8) 

Even with progressivism serving to anchor music education’s position in the schools, music 

educators still perceived the necessity to improve the status of music education relative to the 

other subjects in the curriculum.  This led to music educators seeking to improve the efficacy of 

their teaching, develop standards, and construct achievements tests designed to measure those 

standards (Humphreys, 1988).  Development towards efficacy in music education extended for 
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another decade, with several formal surveys being conducted by officials from the city and state 

school systems (Humphreys, 1988). 

By the 1960s, American music education had developed into a rather complex system 

(Britton, 1962).  Its instruction fell into two basic categories, namely vocal and instrumental, and 

music education was thought to be in a healthier state in the secondary schools than in the 

elementary schools.  Whereas the marching bands, and other instrumental ensembles in the 

secondary school program, provided a level of visibility for the secondary school music 

programs, the elementary school music program leaned heavier toward the general music 

curriculum (Britton, 1962; Music Educators Journal Staff, 1977).  Since the ensemble driven 

curriculum provided more performance opportunities than did the general music curriculum, 

elementary school music programs were more vulnerable to budget and program cuts (Music 

Educators Journal Staff, 1977).    

The availability of specialist teachers, or the lack thereof, posed yet another problem 

within the field of music education (Britton, 1962).  In keeping with its then motto, “‘Music for 

every child, every child for music’” (Britton, 1962, p. 27), the MENC, in 1958, was resolute that 

students be provided with a well-rounded general music education program that included 

singing, movement, dramatic interpretation, instrumental performance, listening, and creative 

activities (Britton, 1962).  To bring this aspiration to fruition, the music education profession 

required a teacher work force that expanded beyond specialist teachers and, as such, several 

classroom teachers were asked to fulfill the role of music teacher.  Several districts were able to 

enlist the services of elementary music specialists but notable problems still existed, even in 

these cases.  Firstly, educational administrators struggled with whether the proposed program 
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was a practical one and, secondly, they struggled with determining whether the program’s 

purpose was valid (Britton, 1962, p. 55).   

During the last forty to fifty years of the twentieth century and the first few years of the 

twenty-first century, there has been a notable emergence of four-year music teacher training 

programs (Wing, 2010).  As Wing (2010) points out, a series of large scale societal and general 

education events, pivotal music and music education events, and manifestations of music 

education practice allows one to trace the development of American music teacher education.  

Following this development highlights how politics (Wing, 2010) and society (Stone, 1957; 

Wing, 2010) combine to determine the direction of music education.  

Throughout its development, American music education has received its share of 

criticism (Britton, 1962; Coudriet, 2013; Humphreys, 1988; Stone, 1957; Sunderman, 1956). 

Similarly, Jamaican and Caribbean music education has faced a certain degree of criticism 

(Tucker, 2003). “Across the Caribbean, there are concerns about the status of music in schools, 

[and] . . . “although present on many school timetables, music is often relegated to being a 

spasmodic activity that embellishes public events” (Tucker, 2003, p. 159).  Tucker and Bowen 

(2001) addressed the issue of school music programs and whether they adequately reflected the 

vibrancy of the musical culture of Jamaica and the Caribbean, while Mundle (2008) highlights 

the mark that Jamaican music has made upon the international economic scene.  Mundle (2008) 

notes that there is no lack of musical talent within Jamaica and the country’s reggae music artists 

generate millions of US dollars per year.  That researchers (Chang & Chen, 1998; Giovannetti, 

2005; Llewin, 2000; Witter, 2004) have documented the world impact of Jamaica’s reggae icons, 

the local impact on the country’s tourism, food, advertising, media, and real estate sectors, and 

have documented what they have come to understand about the cultural, sociological, and 
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anthropological richness of Jamaica, is a testament to the international appeal of the country’s 

music.  Arguably, this argument can be applied to several of the Caribbean islands. 

There remains a dearth of systematic research related to music education in Jamaica, and 

by extension, the Caribbean nations’ public and private schools (Mundle, 2008).  The inclusion 

of music into the secondary school curriculum, more specifically, the 1997 piloting of the CSEC 

Music syllabus, sparked new interest in the field because, in aligning with the more traditional 

subjects, music education was given a measure of legitimacy.  As such, Tucker and Bowen 

(2001) posited that “students of the region could embrace a new option upon which to focus 

career goals or gain additional artistic enrichment” (p. 9).  Music teachers in the Caribbean will 

continue to face questions concerning the value of music education. As the value of music 

education changes so will the magnitude with which such questions need to be addressed.  

 

Trinidad and Tobago – Demographic Information 

 After Jamaica, Trinidad and Tobago is the next largest English speaking Caribbean island 

territory.  The southernmost country in the chain of West Indian islands, Trinidad and Tobago 

was colonized by the Spanish. In the 19th century, the British took control.  The early economy 

of the country was sustained by the sugar cane industry.  In 1834, with the abolition of slavery, 

and the discovery of oil and natural gas, Trinidad and Tobago’s economy found a new boost 

(CIA: The World Fact Book, 2008).  The twin-island nation gained its independence in 1962 and 

became a republic within the Commonwealth of Nations in 1976 (Pan American Health 

Organization, 2008).   

 Comparable to what Mundle (2008) notes about Jamaica, traces of colonialism abound in 

Trinidad and Tobago’s judicial system, system governance, and system of education.  The 

judiciary is headed by the Chief Justice and it “comprises of the Supreme Court of Judicature and 
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the Magistracy” (Judiciary of the Republic of Trinidad and Tobago, 2013).  The legal system is 

based upon English common law judicial review of all legislature which occurs at the Supreme 

Court level (CIA: The World Fact Book, 2008).  The government is based on parliamentary 

democracy and it operates within the parameters of the constitution first implemented upon 

independence in 1962, replaced in 1976, and last amended in 2007.  The literacy rate of the 

nation, based on citizens fifteen years old and above, is 98.8% (CIA: The World Fact Book, 

2008).  Education is compulsory until age 12 but it is available from the pre-school level (birth to 

4 years old) to the tertiary level.  The majority of centers offering pre-school education are 

privately owned but primary, secondary, and tertiary education institutions are classified as 

private, government assisted, or government institutions (Statistical Digest of the Education 

System, 2002).   

Figure 1 displays a map that represents the twin-island nation, a nation that is an ethnic 

melting pot.  As of the year 2000, the population comprises 40% Indian (South Asian), 37.5% 

African, 20.5% mixed, and another 2% labeled other and unspecified.  Accompanying the ethnic 

mix is the presence of varied religions, including Roman Catholicism, Protestantism, (Anglican, 

Baptist, Pentecostal, Seventh-day Adventist), Hinduism, Islam, and other Christian or 

unspecified religions (CIA: The World Fact Book, 2008).  This rich mix of ethnicities and 

religions has a notable impact on the culture of the twin-island nation.  Manifestations of this 

impact are evidenced in the education system by the presence of denominational schools, the 

varieties of food, the dress, and the music of the people.   
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Figure 1. Map representing the country of Trinidad and Tobago 

 

Figure 1.  Map representing the country of Trinidad and Tobago.  Reprinted from Central 

America and the Caribbean, In The World Fact Book, 2008, Retrieved from 

https://www.cia.gov/library/publications/the-world-factbook/geos/td.html# 

 

Music Education in Trinidad and Tobago 

Tucker (2003) and Tucker and Bowen (2001) allude to the idea that throughout the 

countries of the Commonwealth Caribbean, the development of music education within the 

school setting has suffered relatively similar fates.  In several instances, struggles to include 

music education in the curriculum come to the fore because of the lack of trained music teachers.  

Beyond this, Ministries of Education music officers are often functioning without the support or 

the equivalent “financial and human resources generally made available to other subjects” 

(Tucker & Bowen, 2001, p. 3).  Tucker (2003) submits that, “across the Caribbean, there are 
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concerns about the status of music in schools. Although present on many school timetables, 

music is often relegated to being a spasmodic activity that embellishes public events” (p. 159).   

Tucker’s (2003) makes the previous statements six years after the inclusion of music 

education in the mainstream curriculum; her statements are arguably indicative of the struggle of 

the status of music education.  The CSEC examinations are governed by the CXC.  The CXC, in 

existence since 1972, is the body responsible for the designing and administering of 

examinations that signal students’ completion of secondary education in various subjects 

(Caribbean Community Secretariat, 2011; Caribbean Examinations Council, 2011).  The 

examining body launched its Music syllabus in 1997, yet Tucker’s (2003) report painted a dismal 

portrait of the status of music education in Jamaica.  She indicates that: 

For these Jamaican teachers a major concern is that the status of music is largely 

determined by school administrators who show little or no interest in class music, but 

focus attention solely on the music performed at school functions.  A teacher from a 

traditional high school with a good reputation for its music was anxious to remove any 

misconceptions that may exist about the status of music in her school: “You should not 

be fooled, for like other schools the value is to have something entertaining at prize 

giving. No one thinks of music as an academic subject or a serious one.” (Tucker, 2003, 

p. 159) 

 

While such statements provide clues about Jamaican music educators’ perceptions of the status 

of music education, it also gives credence to their claims that music is used only as an 

embellishment to school functions, that scheduling music into the daily class roster depends on 

available human and physical resources, and that the school administrator influences the status of 

music education (Tucker, 2003).   
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Due to the strong, historical and colonial influence, the structure of the education system 

in the Caribbean resembles that of the British (Blair, 2012; James, 2010).  Prior to the genesis of 

the CXC, secondary school students throughout the Caribbean would write examinations derived 

from Britain. Cambridge University administered the exams, which they titled Cambridge 

General Certificate of Education Ordinary Level (GCE O-Level) examinations (Caribbean 

Community Secretariat, 2011; Jennings, 1994).  In 1859, when public secondary school 

education was introduced in Trinidad and Tobago, the curricular inclusion of music was low on 

the priority list.  In documenting the history and development of secondary education in Trinidad 

and Tobago, Alleyne (1996) notes that the call for music to be included in the curriculum came 

through the Missen Report, a report in response to the perceived need for broadening the 

curriculum.  The 1954 Missen Report indicated that the secondary education system was catering 

to students from only the upper class to groom them for only white collar jobs (Alleyne, 1996).  

Initially, subjects for study included Mathematics, Latin, Greek, French, German, English 

Language and Literature, English History, and Geography; until the mid-1800’s when Physics 

was added, “no scientific or artistic, practical or technical subjects were included” (Alleyne, 

1996, para. 21).  

According to Alleyne (1996), this model held true for decades. By 1954 the country 

began to feel the social effects of its educational system.  Manifestations that the education 

system was catering to only one type of student at the exclusion of students with differing 

abilities and interests began to surface.  Job saturation was on the increase, as was the rate of 

students failing to complete secondary school.  Assessing the impending situation, the Missen 

Commission made a recommendation that new technical and vocational subjects be added to the 

secondary school curriculum. Music was one of their suggested subjects (Alleyne, 1996).  
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Although records indicate students excelled in curriculums for “Classical and Modern 

Languages, English, History, Geography, Mathematics, Physics, Chemistry, Botany, and 

Zoology” (Alleyne, 1996, para. 25), references to music is absent from the records.   

By contrast, other research indicates that by the end of the 19th century schools in the 

Commonwealth Caribbean countries had begun to include music in the curriculum.  At its first 

inclusion, closely following the pattern of British tradition, music was known as singing and was 

the primary approach to developing music literacy and vocal skills (Tucker and Bowen, 2001).  

It is plausible to believe that this was the case with schools within Trinidad and Tobago as well, 

although music is not listed as one of the mainstream subjects for study, as pointed out by 

Alleyne (1996).  Since the 1997, greater focus to be placed on music and music education.  In 

reference to developments that directly relate to secondary level music education, Tucker (2003) 

posits that: 

the recently-introduced Caribbean Secondary Education Certificate (CSEC) music  

examination by CXC makes one encouraged by how much the potential of the subject has  

developed at the regional level, yet awakens one’s conscious [sic] of how  

limited our human and material resources really are, to take full advantage of this  

development. (p. 8) 

 

One of the most recent initiatives towards the inclusion of music education in the 

mainstream curriculum, in Trinidad and Tobago, was a project titled “Music School in the Pan 

Yard.”  This program was set up with the intention of “developing a more holistic approach to 

music education in terms of the teaching and learning of music, the development and 

enhancement of performance skills and the knowledge of music literacy” (“Music School in the 

Pan Yard,” n.d., para. 1).  Project learning outcomes included: 
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 The Fundamentals of Music Literacy; 

 The Art of the Playing of the Steelpan, Strings (Guitar) and Wind (Tenor Saxophone, 

Alto Saxophone, Trumpet, Trombone and Clarinet) Instruments; 

 Beginner, Intermediate and Advanced Playing Techniques; 

 Music Composition; 

 Basics of the Sight Reading of Music; 

 Care and Maintenance of Instruments; 

 Hand Techniques and Playing Posture; 

 Appreciation of Rhythm, Tempo, various Scales and Phrasing of Music; 

 Familiarisation [sic] with the Standard Terms of Music; 

 A Brief History of the Steelpan, String and Wind Instruments. (“Music School in the Pan 

Yard,” n.d., para. 3) 

The project was launched on June 16, 2012 and class sessions began on June 25, 2012. As 

indicated, this was not the first attempt to formalize music education using the steelpan.  Indeed, 

it has taken an unexpectedly lengthy amount of time for such a project to become a priority on 

the government’s education agenda (“Yes to the music,” 2012).  “Music School in the Pan Yard” 

(n.d.) stands as one of the numerous attempts at including music education into the mainstream 

curriculum.  In addition to anticipating the achievement of the primary aims and objectives of the 

project, the Director of Culture, within the Ministry of Arts and Multiculturalism, was hopeful 

that tying music education to the pan-yard (the space where the steelpans are stored and where 

rehearsals take place) would breathe new life into the community usage of such spaces.  

According to the reports, still more value was added to “Music School in the Pan Yard” by the 
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implementation of the Artist-in-Residence initiative, which enlisted the services of several 

national music icons (“Yes to the music,” 2012). 

  

 

Other Factors Influencing Music Education in Secondary Schools in Trinidad and Tobago 

 

Osborne (2005) provided evidence on the difficulty that music education, and the 

steelpan in music education, has faced in comprising the mainstream curriculum.  As if to answer 

the question posed in “Yes to Music, Always” (2012) even before it was asked, Osborne (2005) 

points out that steelpan developed from humble beginnings, in the 1930s, in the disadvantaged 

areas of the country’s capital city, Port-of-Spain.  It was not until Independence Day, August 30, 

1992, when the steelpan was declared as the country’s national instrument, that the instrument 

began to receive notable local recognition.  Further impetus for recognition came later that same 

year, in October, upon the University of the West Indies’ (UWI) admission of students to “its 

first accredited music program with the steelpan as the principal instrument . . . .” (Osborne, 

2005, p. 26). 

Those events did have some positive impact on steelpan and steelpan in music education, 

in Trinidad and Tobago.  Osborne (2005) documents that the implementation of the graded 

steelpan examinations has raised the perceptions of music teachers, students, and parents, with 

respect to steelpan in music education.  Secondary school music teachers expressed that the 

graded examinations provided a reason for them to teach the steelpan and include it in music 

education.  Students shared similar sentiments by indicating that the graded examination 

established, for them, a needed incentive to practice, a goal to aim towards, and a standard to 

achieve (Osborne, 2005).   
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Tucker and Bowen (2001) discuss the significant thrust, coming from the CXC in 1997, 

towards solidifying music education as a fixture in the mainstream secondary school curriculum.  

According to the researchers, in 1997, the CXC piloted the secondary school music curriculum in 

six Caribbean territories including Trinidad and Tobago.  The first sitting of the requisite 

examination came in 1999.  As the implementation of graded examinations in steelpan raised the 

status of the instrument within Trinidad and Tobago and in music education, so did the 

implementation of CSEC Music for secondary music education (Tucker & Bowen, 2001).  These 

authors note that as a result of the institution of the CSEC music syllabus and examination, three 

major realities could be observed.  These realities were:  

1. The subject joined the ranks of its counterparts that had long before 

been regarded as ‘legitimate’ subjects because they were formally assessed; 

2. Caribbean upper-secondary music education became a unified concept and force  

to be reckoned with as a regional corporate entity; 

3. Students of the region could embrace a new option upon which to focus career  

goals or gain additional artistic enrichment.  (Tucker & Bowen, 2001, p. 9)  

 It has been almost 20 years since the implementation of the CSEC music examination and 

very little documented research related to the examination, its impact, and other connected 

topics, exists.  The impetus for this research study relates to Mundle’s (2008) observation that 

although numerous music education programs, throughout the world, have been investigated, 

such systematic investigations are absent in Jamaica.  Due to the demographic context of the 

Commonwealth Caribbean and given that the associated islands and territories inherited greatly 

from the British education system, it is highly possible that systematic investigations are minimal 

in Trinidad and Tobago as well.    
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 Beyond the influence of examinations and curricula upon the status of music education in 

secondary schools throughout the Caribbean, the significant influence of school administration 

(namely school principals), begs attention.  Alleyne (1996) supports this idea in documenting 

that in 1962, in Trinidad and Tobago, when the secondary education became the responsibility of 

the Ministry of Education, the principal was the sole determining agent in the curriculum offered 

at any given school.  He indicates that: 

principals of secondary schools—government, assisted and private—were free to make  

their own choice as to what subjects to include in the curricula, how much time to  

allocate to these subjects, and all other matters concerning curricula. However, in spite of  

the autonomy enjoyed by principals, there was great similarity in the number and choice  

of the subjects and activities offered by principals in the curricula of their schools.  

(Alleyne, 1996, para. 6) 

Abril’s and Gault’s (2008) study of the status of music education in American public secondary 

schools, yielded supporting sentiments noting that school administrators, such as principals, are 

very influential in determining what courses are available for students to study. Therefore, since 

principals have such a heavy influence in determining the curricular offerings of the school, 

Abril and Gault (2008) suggest that examining the perceptions and attitudes of principals toward 

music education, would play an important role in the shaping the viability of music education in 

the curriculum.   

The research questions that will guide this research are similar to those which guided Abril 

and Gault (2008) in their investigation of the status of Music Education, as perceived by 

secondary school principals.  These questions are: 
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1. What are secondary school principals’ perceptions of music learning outcomes as they 

are currently being met and as they should be met under ideal conditions? 

2. What are secondary school principals’ perceptions of broad educational goals as they are 

currently being met and as they should be met under ideal conditions? 

3. Is there a difference between principals’ perceptions of current and ideal conditions? 

4. What are secondary school principals’ perceptions about the degree to which eleven 

selected variables impact music education? 

 

 

Methodological Overview 

 

 Because of my interest in investigating and describing the perception of Trinidad and 

Tobago’s secondary school principals toward music education, this dissertation study is a 

descriptive study that uses a cross-sectional survey design.  This design would allow me to 

collect relevant data concerning the attitudes, opinions, and beliefs of the secondary school 

principals, concerning music education (Creswell, 2008).  Trinidad and Tobago is divided into 

eight educational districts (Education Sector Strategic Plan: 2011-2015, 2012) and data will be 

fielded from the principals such that each district is represented.  In keeping with Creswell’s 

(2008) suggestion that researchers have much to gain by locating a reliable and valid instrument, 

and modifying it to meet their specific needs rather than working to develop a new instrument, I 

have decided to modify Abril’s and Gault’s (2006, 2008).  Given that my research questions and 

interests closely relate to theirs, their questionnaires are highly appropriate and applicable.   

 Abril and Gault (2006, 2008) conducted studies that investigated the perceptions of 

principals toward music education; the first study investigated the perceptions of the elementary 

school principal (Abril & Gault, 2006) and the second study investigated the perceptions of the 
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secondary school principal (Abril & Gault, 2008).  In both instances, the instruments were 

developed based on research and informal conversations with various stakeholders within music, 

music education, and arts education.   

The survey instruments gathered demographic information related to the participants and 

to measure their beliefs, attitudes, and perceptions of music education in the secondary school 

(Abril & Gault, 2006, 2008).  The researchers used ground mail to send surveys to principals at 

public elementary and secondary schools across the United States of America.  The main 

difference between Abril’s and Gault’s (2006, 2008) designs and the one used in the current 

study is that whereas they focused exclusively on principals of public schools in America, I 

focused on principals in government, government assisted, and private secondary schools in 

Trinidad and Tobago. 

 Using descriptive statistics, I will discuss the results as they relate to data associated with 

the schools, in general.  Considering the similarity between the guiding questions for this study 

and the guiding questions for Abril’s and Gault’s (2006, 2008) studies, I will follow their 

protocol for further analysis of the fielded data.     

Other specific aspects of the guiding questions, namely the music program, music 

learning outcomes, program educational goals, and factors affecting the music program will be 

addressed by appropriate methods; to measure the degree of consistency between the current and 

ideal conditions, a Spearman correlation will be calculated, repeated t-tests will be used to 

statistical difference between current and ideal ratings, and Chi-squared analyses will be used to 

identify the differences in principals’ perception of how particular variables impact music 

education (Abril & Gault, 2006, 2008).  Additionally, statistically significant differences 

between ‘current’ and ‘ideal’ learning outcomes and conditions will be expressed using a Cohen 
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d value to indicate the magnitude of the differences (Abril & Gault, 2006).  These statistics will 

assist the researcher in providing a description of the overall trends and data distribution, with 

respect to the principals’ perception of music education in secondary schools in Trinidad and 

Tobago. 

 

Definition of Terms 

 

 This study is designed to describe the beliefs, attitudes, and perceptions of secondary 

school principals towards music education, in Trinidad and Tobago.  Secondary school students, 

in Trinidad and Tobago, fall in the age bracket ranging from age 12 to age 16.  Upon completion 

of five years of secondary school, students sit the Caribbean Examinations Council’s (CXC) 

Caribbean Secondary Education Certificate (CSEC) examinations in various subjects.  Some 

students opt to continue with secondary school for an additional two years, leading to the 

Caribbean Advanced Proficiency Examination (CAPE).  Most students, however, choose to 

complete their secondary school careers at the CSEC level and then matriculate into tertiary 

education or enter the work force.   

CSEC examinations cover various subject areas and students are expected to pass 

examinations in five subjects so as to be considered as having successfully completed secondary 

school.  This benchmark of five CSEC stands largely because regional tertiary institutions and 

several regional employers primarily set the said amount of subject passes as the minimum 

requirement for applicants to be considered for placement.  Mathematics and English are 

compulsory and students choose at least three other subjects, for a total of five subjects.  The 

three optional subjects can be chosen from a list that comprises of 31 subjects and students 

usually select subjects based on their anticipated program of tertiary study, or vocation.  Students 
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begin the two year specialized focus in their chosen cohort of subjects in the penultimate year of 

their secondary school matriculation.   

The CSEC examinations are standardized such that all secondary school students 

throughout the Caribbean, in any given subject, sit the same examination.  There are 16 

participating territories from among the English-speaking and Dutch-speaking Caribbean islands 

and Trinidad and Tobago is one of the participating territories.  In this study, the terms 

Commonwealth Caribbean and Caribbean region refer to the pool of 16 territories that participate 

in the CXC CSEC examinations (Caribbean Examinations Council, 2011). 

In Trinidad and Tobago, secondary schools are classified as government schools, 

government dependent or assisted schools, and private schools.  According to the Education Act 

of Trinidad and Tobago: 

1. A Government school is a public school wholly owned by the Government.  

2. An assisted school is a public school, the Board of Management of which has  

received or is in receipt of public funds for building or extension or re-building or  

for the equipment and facilities provided for the school.  

3. A private school is a school provided and maintained by some person or authority       

other than the Government. (“Education,” n.d., p. 15)  

For this study, principals will be polled from a cross-section of these classifications of secondary 

schools. 

 

Limitations 

Since the results of this study are dependent upon the completion of the issued surveys, 

the level to which the results are generalizable to the population will, consequently, depend on 

the number of completed surveys.  Closely related to the number of completed surveys is the 
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consideration that some principals may not complete the survey based on the fact that their 

school does not have a music program and they find the survey to be irrelevant.  Given such 

likelihood, it is possible that response bias may occur in this study.  

     

Conclusion 

Using descriptive statistics, this study describes the beliefs, attitudes, and perceptions of 

secondary school principals towards music education, in Trinidad and Tobago.  The results of 

this study may assist music education policy makers and other stakeholders, involved in music 

education advocacy, with developing support systems for secondary school music education 

(Abril & Gault, 2008).  
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CHAPTER 2 

 

REVIEW OF LITERATURE 
 

 

Educational System of Trinidad and Tobago 
 

In his study, Mundle (2008) documents that Jamaica’s educational system derives, 

largely, from the British colonial legacy and that although the country gained independence in 

1962, the overriding British influence still remains.  A similar experience holds true for Trinidad 

and Tobago.   

 

Ministry of Education: Background, Organization and Structure 
 

 The 1850s was the decade in which the responsibilities of the Ministry of Education 

(MOE) began to emerge.  The 1850s marked the beginning of school supervision and school 

inspection in the country of Trinidad and Tobago (Ministry of Education [MOE], 2006).  Over 

the next century, the mandate of the inspectorate remained fundamentally unchanged even 

though the title of the office experienced modifications.  The first name change, from “Inspector 

of Schools,” to “Education Officer,” came approximately a century after the initial 

implementation of a government chartered educational system.  In 1966, the title was again 

revised and the new title, “School Supervisor,” was crystallized in the Education Act of 1966 

(Alleyne, 1996; MOE, 2006). 

 From its inception, the inspectorate of the education system of Trinidad and Tobago was 

expected “to ensure policy implementation regarding effective instructional practice and 

wholesome learning environments” (MOE, 2006, para. 2).  The well established organization and 

purposes of today’s MOE have been documented: 
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the purpose and mandate of the Ministry of Education are spelt out in the Education Act  

Chapter 39:01 of 1966. The powers conferred on the Minister by this Act shall be 

exercised so as to ensure:  

1. the promotion of the education of the people of Trinidad and Tobago, and 

the establishment of institutions devoted to that purpose by means of 

which he shall thereby contribute towards the development of the human 

resources, physical, mental, moral and spiritual of the community;  

2. the establishment of a system of education designed to provide adequately 

for the planning and development of an educational service related to the 

changing needs of the community;  

3. the effective execution of the education policy of the Government.  

 The Ministry of Education was established to assist the Minister in the discharge of 

his/her responsibilities and has been able to and continues to fulfill its mandate through 

the critical roles performed by the Permanent Secretary, the Deputy Permanent 

Secretaries, the Chief Education Officer, and the staff of the many Divisions and Units 

within the Ministry. (Education Sector Strategic Plan: 2011-2015, 2012, p.7)  

 The organizational structure of the MOE follows the traditional top-down or bureaucratic 

model (Lunenburg & Ornstein, 2008).  As outlined in the Education Sector Strategic Plan: 2011-

2015, the MOE is: 

. . . made up of a Strategic Executive Team headed by the Minister of Education who is 

the political head of the Ministry.  The Minister is supported in his duties by the Minister 

in the Ministry of Education, the Permanent Secretary (who is the administrative head of 

the Ministry), three Deputy Permanent Secretaries and the Chief Education Officer.  
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Heads of Divisions and a cadre of technical, administrative and clerical officers comprise 

the rest of the support staff who are actively involved in the administration of the 

education system, the execution of the education policy of the Government and the 

monitoring and evaluation of the education system. (p. 7) 

The MOE is responsible for administering, monitoring, and evaluating four of the five 

levels of the education system in Trinidad and Tobago.  The four levels of education coming 

under the purview of the MOE are pre-primary, primary, secondary, and post-secondary levels 

(Education Sector Strategic Plan: 2011-2015, 2012).  Figure 2 shows the structure of the 

educational system in Trinidad and Tobago.   
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Figure 2. Educational System of Trinidad and Tobago 

 

Figure 2.  Chart depicts the flow of the educational process in Trinidad and Tobago.  The 

levels of learning begin at the bottom of the chart and ascend to the post-graduate level. 

Reprinted from “Educational System of Trinidad and Tobago,” 2011, Retrieved from 

http://photos.state.gov/libraries/port-of-

spain/223843/PDFs/EDUCATIONAL%20SYSTEM%20T_amp_T%202011.pdf 
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The nation’s primary and secondary schools are distributed across eight educational districts 

(Education Sector Strategic Plan: 2011-2015, 2012) with each district being lead: 

by a school supervisor 3 (SS3) – equivalent to a school district superintendent in the 

United States.  The SS3 is assisted by SS2s responsible for secondary schools and SS1s 

responsible for primary schools.  All district supervisors report to the central office of the 

MOE (Ministry of Education), which is headed by the permanent secretary (the chief 

administrative  officer responsible for the overall functioning of the ministry) and the 

chief education officer (the chief technocrat responsible for educational matters). All 

educational policies and mandates emanate from the central office to the respective 

supervisory levels. (Brown & Conrad, 2007)  

As of 2011: 

Thirty seven percent (37%) of schools, excluding special schools, are owned and 

operated by the state and are entirely funded through the national budget. The remaining 

63% of schools are controlled by either church/denominational boards or private entities. 

Government–assisted schools are owned by religious denominations, financially aided by 

the government, and administered jointly by the Ministry of Education and the respective 

denominational boards. (Education Sector Strategic Plan: 2011-2015, 2012, p. 10) 

 

Development of the Structure of the Secondary School Education System 
 

Secondary education in Trinidad and Tobago possibly dates back to the days of Spanish 

rule, towards the end of the 15th century (Alleyne, 1996).  In those days, education was provided 

mainly by missionaries, many of whom were operating as private tutors.  Similar to Europe’s, 

Trinidad and Tobago’s most important schools for both primary and secondary education were 
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connected to monasteries.  The curriculum reflected this connection with primary areas of study 

consisting of “Latin, Rhetoric, History, Geography, Divinity, Language, and Literature” 

(Alleyne, 1996, The Secondary School System section, para. 4).   

Trinidad and Tobago’s becoming a colony of England in 1797 was a significant event in  

shaping the country’s physical, social, and intellectual development.  Negative evidence of this 

became visible in 1834 when slavery was abolished and the legislation of freedom, yet neglected 

to translate into the automatic emergence of a society.  At the time, there was a functioning 

educational system but it failed to serve as a building block in the burgeoning national society.  

During the days of slavery, education, which primarily focused on the Christian religion, was 

viewed by the planters as a threat to their ability to control the slaves and to the in vogue 

plantation system.  The planters’ view of education led to public secondary education being 

affordable only to the elite.  The idea of funding for public secondary education became realized 

in 1869 but by that time such an education was still a foreign concept to the now freed slaves 

(Alleyne, 1996). 

In 1859, the first public secondary school was established.  Presently called Queen’s 

Royal College, this secondary school was initially “set up as the apex of the secular educational 

system established in an ordinance in 1859.  Its raison d’être was unashamedly to turn young 

Trinidadians into young English gentlemen” (Alleyne, 1996, The Secondary School System 

section, para. 13).  Invariably, Queen’s Royal College (QRC) was regarded as the most 

influential secondary school in the colony.  As time progressed, the secondary school curricula in 

the few extant private Catholic schools began to follow after QRC and the English model of 

secondary education since, at least for the elite, secondary education was a step towards tertiary 

studies in England (Alleyne, 1996). 
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The current basic existing structure of the Trinidad and Tobago’s education system has 

remained virtually unchanged, even after “the significant reform and expansion periods of the 

1970s and 1990s” (De Lisle, Seecharan, & Ayodike, 2010, p. 9).  Trinidad and Tobago became 

an independent nation in 1962.  Although this marked the end of four and a half centuries of 

colonial rule, the structure of effects of the earliest provided European education models could 

still be felt (Alleyne, 1996).  Barrow and Lochan (2012) note that children in Trinidad and 

Tobago enter preschool at the age of three.  At the age of five they begin primary school and by 

the age of ten they are completing their final year in primary school.  After completing either the 

secondary school entry examination or the Secondary Entrance Assessment (SEA) at about age 

11, students enter secondary school.  The results, or scores, from this examination, taken into 

consideration with the parental choice of school and available space, determines which 

secondary schools the students attend (De Lisle et. al., 2010; Jennings, 1993; London, 1994).   

 Pre-independence secondary schools fell into two basic categories; schools were either 

under the purview of the government (public school) or under the purview of a religious 

organization (private church school) (Alleyne, 1996; De Lisle, et al., 2009).  Secondary schools 

that were established during this pre-independence period came to be known as traditional 

grammar schools.  London (1994) aptly describes the traditional grammar schools when he says 

that: 

The grammar schools were modeled after their respective metropolitan counterparts, and 

provided schooling for only a small number of students admitted on the basis of a number 

of criteria including demonstration of academic proficiency, race, gender and social class.  

Academic excellence, however, was a major goal of these institutions. (p. 409) 
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As discussed by De Lisle et al. (2009), the development of and establishment of the post-

colonial secondary schools was propelled by different societal needs at different times in the   

nation’s progress.  The newer post-colonial secondary schools have gone through a notable 

metamorphosis that resulted, at first, in the emergence of variant models of secondary education.  

“These models and variants differ by governance system (church/state)…and by the curriculum 

and years of schooling offered” (p. 136).  Known as Junior Secondary, Senior Secondary, Senior 

Comprehensive, and the Composite, these four models represent the newer types of secondary 

schools in Trinidad and Tobago (Alleyne, 1996; London, 1994).  London (1994) discusses the 

concept of the four models by noting that: 

conceptually, the Junior Secondary comprises the base of the hierarchy of New Sector 

schools in Trinidad and Tobago.  As regards access, Government’s policy is that students 

who enter at the Junior Secondary level must attend for 3 years (first cycle of high 

school), after which secondary education for 2 or 4 years may be completed at another 

New Sector school, either the Senior Comprehensive or the Senior Secondary.  At the 

Composite school students remain in attendance for 5 years, and complete both cycle one 

and cycle two of their official high school career. In those cases where performance at the 

high school leaving examination is exceptional, students in New Sector schools may 

complete a third cycle of high school (another 2 years) at either a Senior Secondary, a 

Senior Comprehensive or at a secondary school within the traditional sector. (p. 411)   

 In 1985, the government presented the Education Plan 1985-1990 to the Cabinet.  The 

plan included the government’s response to the view of the general population of Trinidad and 

Tobago that the newer secondary schools were inferior to the traditional grammar schools.  

Consequently, in an effort to lift the status of the New Sector secondary schools, the government 
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undertook at least five initiatives, all of which might not have been immediately successful but 

would have led to the current secondary education system (London, 1994).   

In one instance, attempts were made to modify the cumbersome shift system upon which 

the Junior Secondary schools operated.  This double-shift system required one cohort of students 

to be in attendance for the morning shift, between the hours of 7:30 a.m. and 12:15 p.m., while 

students on the afternoon shift started classes at 12:30 p.m. and ended, at 5:15 or, sometimes, 

after sunset (Alleyne, 1996; London, 1994).  Other government reactions included the: 

conversion of some New Sector schools to the Composite model…, a new policy to 

refrain from building anymore 3-year or 2-year secondary schools…, the creation of 

school complexes within the New Sector [such that both the Junior Secondary and Senior 

Comprehensive schools existed on the same property], and the . . . conversion of 

traditional grammar schools into comprehensive-type institutions through curricular 

modifications . . . .  (London, 1994, pp. 414-415) 

 Having navigated a number of subsequent changes in political leadership, trends in 

national development, and priorities in various Education Plans, the secondary education system 

now functions to meet the aims and objectives of the National Model for Education in Trinidad 

and Tobago (MOE, 2007).  The model documents the duration and structure of secondary 

education as follows:  

5.4.1  The norm of secondary education will be of a five year period comprising five  

 years of continuous secondary schooling. However, where available, schools will  

 offer a Sixth Form Programme [sic] (Lower and Upper Form VI). The school will  

 therefore be structured with three levels where available:  
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1. Lower Secondary Forms I – III – leading up to the National Certificate of Secondary 

Education (NCSE) - Level I  

2. Upper Secondary Forms IV – V – leading up to the NCSE - Level II and/or the 

Caribbean Secondary Education Certificate and the National/Caribbean Vocational 

Qualifications at the appropriate levels  

3. Sixth Form Level – Forms Lower VI and Upper VI – Leading up to the Caribbean 

Advanced Proficiency Examinations, Advanced Levels or National/Caribbean 

Vocational Qualifications.  (MOE, 2007, p. 34) 

With respect to the curriculum, the National Model (2007) indicates that: 

 

5.5.2  The curriculum to be implemented at all schools will be in accordance to that  

 prescribed by the Ministry of Education, except for certain parts of individual  

 subjects which may be in contradiction to either moral and religious teachings of  

 particular faiths. In such instances the relevant denominational boards will  

 approach the Ministry Of Education and point out the areas which may be  

 considered to be offensive to their teachings.  The boards and the Ministry Of  

 Education will agree on alternative programme offerings acceptable to both  

 parties. However, all schools will implement a compulsory common core of  

 subjects, at the lower secondary levels (Forms 1 – 3), as follows:  

 Mathematics   

 Language Arts  

 Integrated Science  

 Social Studies which will include a special programme in Diversity  

 Technology Education  
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 Visual and Performing Arts  

 Spanish  

 History  

 Physical Education  

 Morals and Values Education (infused). (p. 34) 

 

According to the MOE (2007), religious studies should be in accordance to the regulations 

stipulated in the Education Act (1966) and although other subjects may supplement the 

curriculum, this common core must be delivered in satisfactory manner.   

Curriculum in the latter years of secondary education is discussed as well. The National Model 

for Education in Trinidad and Tobago (MOE, 2007) outlines that: 

5.5.3  At the Upper Secondary and Sixth Form levels, additional subjects in  

conformity with guidelines of the Ministry of Education and the  

requirements of the National Certificate of Secondary Education (NCSE), 

Caribbean Secondary Education Certificate (CSEC) and Caribbean Advanced 

Proficiency Examinations (CAPE) developed by the Caribbean Examinations 

Council (CXC), Advanced Levels and the Trinidad and Tobago National 

/Caribbean Vocational Qualifications (NVQ/CVQ) will be selected according to 

the needs of schools and students. In particular at the forms IV –V level, all 

students will pursue a compulsory core of English Language, Mathematics, and a 

science subject in a programme which will allow them to offer at least six subjects 

for the CSER Examination. It is desirable that schools should offer at least one 

Technical/Vocational programme which may also lead to the NVQ/CVQ 

qualifications at the appropriate levels. At the CSEC level English Language, 
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Mathematics and Science (at least one science subject) will be compulsory. 

Students will however be required to offer at least six subjects at the examination. 

Students entering for the NCSE will be required to satisfy the number of subjects 

as required by the Ministry of Education.  

5.5.4  These additional subjects (at forms IV – VI level) include:  

• English Literature • Additional Mathematics  

• Human & Social Biology • Biology  

• Physics • Chemistry  

• Geography • French (optional)  

• Elec/Electronics Tech [sic]. • Design Tech/T.D.  

• Food and Nutrition • Agriculture Tech. 

• Mechanical Eng. Tech • Tech Ed.  

• Principles of Accounts • Principles of Business  

• EDPM & OP • Home Ec./Management  

• Clothing and Textiles • Building Tech. (p. 35) 

The above list of supplemental subjects is not exhaustive but it is representative of the wide 

range of subjects to which students may be exposed.   

 In 1999, the first cohort of students to be exposed to the CXC Music programme was 

produced (Byron, 2012; Tucker & Bowen, 2001).  Like Jamaica, many of the neighbouring 

Caribbean islands (Tucker & Bowen, 2001), and Brazil (Martinez & Hentschke, 2004), in Latin 

America, Trinidad and Tobago has a rich musical heritage with a long tradition of informal 

music learning and practice.  Unlike many of the countries in Europe, Asia, the UK, North 

America (Campbell, 2008), and Argentina (Martinez & Hentschke, 2004) that have benefited 
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from a lengthy timeline of formal music education, secondary schools in the Caribbean began 

officially following suit only in the late 1990s  (Byron, 2012; Tucker & Bowen, 2001).  Byron 

(2012) suggests that the aesthetic, intellectual, and social development of the Caribbean student 

as the backbone of the rationale for including music education in the secondary education core 

curriculum.  Her purporting of music’s and music education’s role in the holistic development of 

students (Byron, 2012) is supported by the CXC’s expressed reason for offering the CSEC music 

syllabus.  The CXC posits that through the CSEC Music syllabus it:  

is providing opportunities for the development of a practical knowledge of music and of 

the skills of analysis that can form the basis for further studies in teaching, performing, 

conducting, composing and arranging, the music business and other music-related 

fields.  The syllabus is rooted in Caribbean musical expressions, as well as in the musical 

expressions of other cultures. Further, the syllabus enables regional peoples to participate 

in the continuing development of Caribbean musical culture and to contribute to, and 

draw from, the pool of knowledge that constitutes world music. (Caribbean Examinations 

Council, 2014) 

Secondary music education and the music curriculum development have not taken place 

in a vacuum.  In addition to embracing local cultural elements (Tucker & Bowen, 2001), the 

CXC also strives to ensure that the music syllabus equates with syllabuses in countries further 

afield (Byron, 2012).  As such, Byron (2012) discusses the impact of secondary school music 

education on “administrative and curricular issues within some territories,” (p.7) and she 

acknowledges the presence and development of the secondary school music education system, 

within the Caribbean. 
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International Music Education Systems and Standards 
 

 Music education systems, wherever and at whatever level of sophistication they exist, 

operate on two fundamental assumptions; “Wherever in the world music is made, it is 

experienced aurally; it is learned wholly or partly by ear” (Campbell, 2008, p. 40).  In European, 

Asian, African, and North American societies (Campbell, 2008), these assumptions often work in 

tandem with various types of knowledge–classical knowledge, critical knowledge, and 

community knowledge (Gutstein, 2006), or formal knowledge, nonformal knowledge, and 

natural learning (Campbell, 2008).  Both authors have similar ideas concerning classical/formal 

knowledge and community knowledge/natural learning, such that (a) classical/formal knowledge 

refers to teacher involvement in a highly structured setting, as would occur at school, university, 

or similarly structured learning environment, and (b) community knowledge/natural learning 

considers how individuals learn unconsciously through enculturation, without direct instruction 

(Campbell, 2008; Gutstein, 2006).  The more evident link between critical and non-formal 

knowledge exists in the idea that such knowledge is transmitted outside of the structured school 

setting.  Though less evident, the link which implies that individuals use critical musical 

knowledge along with critical general knowledge (general knowledge about their world) to 

engage in problem solving (Gutstein, 2006), is arguably more significant. 

Campbell (2008) examines the music education systems and standards across 11 nations, 

showing the similarities and differences in how cultures value the types of knowledge across 

cultural boundaries.  She gives consideration to three countries “in Europe (France, Hungary, and 

the United Kingdom), two in Asia (China, Japan) and in South America (Argentina, Brazil), one 

in Africa (South Africa), two in North America (Canada and the United States), and one in the 
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Pacific region (Australia)” (p. 62).  Campbell’s (2008) broad interrogation attempts to answer 

several questions.  She asks: 

At home and abroad, what similar and differentiated goals are there in elementary and 

secondary schools, in instrumental and vocal/choral settings, in various large and small 

communities, and in urban, suburban, rural settings?  What emphasis is given to 

performing, listening, movement/dance, and creative expression?  What national 

standards are maintained and upheld, for various age and grade levels – or is music a very 

local and decentralized concern?  What expectations do communities have of their music 

teachers, and how are these teachers prepared to take on the responsibility of musically 

educating students enrolled in school programs?  Where does popular music, music of 

indigenous people, and music of the world’s cultures fit? (p. 61) 

The characteristics and features of each reviewed music education system encompassed the 

gamut of learning domains, namely the cognitive, affective, and psychomotor domains (Hanna, 

2007) but some level of similarity exists across systems, irrespective of territory.   

Across the boundaries, at various levels along the continuum, the education systems give 

attention to (a) music study at the elementary, secondary, tertiary levels; (b) singing in the early 

childhood years; (c) the standard repertoire by Western classical composers; (d) teaching by rote, 

modeling, and by music education theories, processes, approaches and methodologies such as 

Music Learning Theory, Orff, Kodály, and Dalcroze; (e) vocal and instrumental ensembles; (f) 

demonstration of musical understanding through demonstration of musical behaviors such as 

performing, composing, appraising, and knowledge application and creativity; and (g) specialist 

teacher training (Campbell, 2008).  O’flynn (2005) categorizes the universal similarities of music 

education systems in broader terms.  He identifies the systems’ engagement with society’s 
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historical, political and cultural context, the juxtaposition of a generalist and specialist delivered 

music education curriculum, contextual aims and objectives, and value system which determines 

the emphasis placed on either formal or informal music education (O’flynn, 2005).  

There are existing dichotomies across systems as well.  Campbell (2008) points out that 

in some cultures respect is given to the tradition of formal school music education while other 

cultures may lean toward the informal learning process; some cling strongly to the idea of 

preserving the traditional and folk music of the culture, while music of the Western classical 

canon pervades the curriculum of others.  Further, she claims that other cultures, depending on 

the value they give to notation and its meaning to their musical development, may focus on 

specific musical goals such as “performance and aural skills” (Campbell, 2008, p. 62), while 

others value music as an integral part of child development or as “a reflection of the 

sociopolitical principles by which the nation stands” (Campbell, 2008, p. 62).  From a 

philosophical standpoint, Reimer (1997) and Miyoshi (1997) discuss issues related to the concept 

of a universal philosophy of music and music education, offering some insight as to why these 

dichotomies exist.  Their offerings range from the idea that any given musical culture tends to 

cling tenaciously to the characteristics that make it unique (Reimer, 1997), to the idea that a 

musical culture is ideologically rooted and the roots define the musical identity of that musical 

culture (Miyoshi, 1997).  Irrespective of the contrasting views, however, most musical cultures, 

if not all, find music and music education at least to be desirable and that both should be made 

available to the majority and not the select minority (Campbell, 2008; Miyoshi, 1997; Reimer, 

1997). 

Access to high quality music education is an issue that is present across music education 

systems as well.  Many nations, as identified by Campbell (2008), provide music education at 
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both the primary and secondary level, often dependent upon the availability of music teachers.  

Yet, as in the case of Brazil, music education is seldom a part of secondary education.  In China, 

by way of audition, music education may be provided for only the talented few.  Japan has 

implemented national curriculum, which all teachers are expected to follow, that prescribe the 

repertoire, concepts, and musical symbols that ought to be taught at both the primary and 

secondary levels.  In the United Kingdom, studies in the arts are compulsory for children 

between the ages of five and fourteen but, thereafter, are optional (Campbell, 2008; Lowther, 

2010).  The United Kingdom’s music education system is based on a national curriculum that 

spans four content areas: (a) performing; (b) composing; (c) listening; and (d) applying 

knowledge.   From 1994 until June, 2014, rather than building its music education system on a 

“nationally mandated curriculum” (Campbell, 2008, p. 63), the United States, chose to build its 

music education system on a set of nine voluntary national standards (Campbell, 2008; Lowther, 

2010).  These National Standards for Music Education were: 

1. Singing, alone and with others, a varied repertoire of music. 

2. Performing on instruments, alone and with others, a varied repertoire of music. 

3. Improvising melodies, variations, and accompaniments. 

4. Composing and arranging music within specified guidelines. 

5. Reading and notating music. 

6. Listening to, analyzing, and describing music 

7. Evaluating music and music performances. 

8. Understanding relationships between music, the other arts, and disciplines outside the 

arts. 
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9. Understanding music in relation to history and culture. (National Association for 

Music Education [NAfME], 2014) 

In June, 2014, the National Standards were replaced by the National Core Arts Standards 

(National Coalition for Core Arts Standards [NCCAS], 2014).  The new standards were 

developed to meet the 21st century needs of teachers and students (NAfME, 2014) and the 

NCCAS intends for the 11 standards to be realized within the framework of four specific artistic 

processes.  Each process is assigned corresponding standards so that the structure exists as 

shown in Figure 3.  
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Figure 3. National Core Arts Standards 

 

Figure 3. Chart shows the 11 National Core Arts Standards and the four overarching 

artistic processes which provide the framework for the realization of the standards.  

Reprinted from National Coalition for Core Arts Standards, 2014, Retrieved from 

https://nccas.wikispaces.com/Overarching+Anchor+Standards 

 

Music Education and the Core Curriculum 

The nascent years of formal music education in North America were between 1830 and 

1840.  Although previous research indicates that some schools offered music classes from as 

early as 1750, by 1838 the catalytic voices of William Channing Woodbridge and Lowell Mason 

had most influenced the inclusion of teaching of vocal music in the school curriculum 
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(Sunderman, 1956; Pemberton, 1988).  The early accounts of this inclusion reveal that from the 

onset there were two major concerns, concerns related to the impending high cost of maintaining 

music programs and that music programs would cause a reduction in instructional time for core 

curriculum subjects (Sunderman, 1956).  According to Abril & Gault (2008), such concerns still 

divide administrators.   

Realities of recent struggles of music programs’ survival in public schools have 

compelled music education proponents to justify, by any means necessary, music education’s 

place in the regular curriculum (Miksza, 2007).  In response, researchers . . . “by-any-means-

necessary” justification drive has translated into several research studies aimed at providing 

evidence that would support including and maintaining music education programs in public 

schools, in America.  Some researchers have investigated the correlation between music 

participation and academic achievement and development (Gouzouasis, Guhn, & Kishor, 2007; 

Gromko, 2005; Miksza, 2007), they have examined the correlation between music participation 

and personal development (Hallam, 2010) and they have reported findings that suggest that 

participation in performing arts helps to curb deviant adolescent behavior (Eccles & Barber, 

1999). 

Studies focusing on music education and its connection to the core curriculum have been 

broad in scope.  State and national profiling of music education programs (Abril & Gault, 2006, 

2008; Elpus & Abril, 2011; Miles, 1993; Schmidt, Baker, Hayes, & Kwan, 2006) has been 

undertaken.  These studies have focused on the structure and offerings of elementary and 

secondary music programs (Abril & Gault, 2006, 2008), the characteristics of high school 

students who participate in ensemble programs (Elpus & Abril, 2011), and the public school 

general music and ensemble offerings in given US states (Schmidt, et al., 2006).  “Statewide 
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studies of public school music programs have been rare” (Schmidt et al., 2006, p. 25), but even 

during the first half of the twentieth century Burns (1935) sought to describe the public school 

music program in Louisiana.  Schmidt et al. (2006) indicate that statewide studies have covered 

topics of “teaching responsibilities and characteristics of music educators in Iowa, world music 

curricula in Florida general music programs, classroom teachers’ perception of music instruction 

in Illinois, and public school string education in Ohio” (p. 26).  Further, Schmidt et al. (2006), 

point out that similar research, investigating how music educators and school administrators 

justify music education, has been conducted in Ohio and South Carolina. 

Miles (1993) indicates that national public school studies began in 1885 and that since 

then, “numerous national reports and studies have been conducted to evaluate the place of arts in 

education” (p. 6).  His study, based on a national survey, gathered census information on 

academic problems faced by public high school band programs across America (Miles, 1993).  

Having noticed a gap in the body of literature concerning a national profile of public school 

orchestral programs, Gillespie and Hamann (1998) designed a study to capture descriptive 

information about such programs.  Prior to Gillespie and Hamann (1998), Leonhard (1991) 

reported on a large scale national level survey that gathered four types of data on arts programs 

at large and small elementary schools, middle schools and high schools; the study secured data 

on (a) demographics, (b) curriculum, (c) sufficiency of instructional materials, and (d) the 

support base for arts education (Leonhard, 1991).   

Yet another strand of research, at the national level, is that of the availability of music 

programs based on factors of socio-economic status, concentration of minority populations, types 

of academic programs offered, and program accessibility to students with disabilities (Costa-

Giomi & Chappell, 2007).  Butler, Lind, and McKoy (2007) continued in the vein of music 



43 
 

program accessibility and availability when they investigated how race, culture, and ethnicity 

influence (a) teachers, (b) students, (c) content, (d) context, and (e) instruction.  They argue that 

if culture is significant then it must form part of the framework for designing learning 

experiences and research (Butler, Lind, & McKoy, 2007).  

While some studies pertain to the status of music and arts education in terms of curricular 

offerings and their accessibility, other studies investigate the same phenomenon from the focal 

point of teachers’ and school principals’ perceptions (Abril & Gault, 2006).  Coudriet (2013) 

notes that the perceptions of teachers and principals determine the establishment of curricular 

and instructional priorities.  Corroboration by Abril and Gault (2006) indicates that disparities do 

exist between how teachers and principals ascribe value to music learning and student ensemble 

participation.  They submit that in evaluating music programs and elements of the music 

curriculum, principals place a greater value on musical criteria than do music teachers (Abril & 

Gault, 2006).  Setting focus on the perception of the principal, in the discipline of visual arts, 

Luehrman (2002) investigated the attitudes of principals with respect to art education and, as 

similar studies suggest (Abril & Gault, 2006, 2008; Lidell, 1977; Punke 1972), principals’ 

attitudes have an impact on art education programs.  According to Luehrman (2002), one of the 

reasons principals have such influencing power is because they have a voice in deciding how, 

and if, such programs should be funded.  Additionally, Abril and Gault (2008) speak of 

principals’ weighty influence “in determining what course offerings are made available to 

students” (p. 69).  Evidently, the influence extends further as Coudriet (2013) explains that the 

value of the principal’s perspective also allows him/her to be sensitive to the teachers’ 

instructional support needs.   
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  Considering that music and music education is a global phenomenon (Miyoshi, 1997; 

O’flynn, 2005; Reimer, 1997; Walker, 1996), that the development of music education in Britain 

and the US share various similarities (Pitts, 2000), and that “hard-hitting criticisms of music in 

British schools resonated across the seas to Caribbean countries, causing those of us who work in 

systems of education initially modelled on the British system to examine our practices (Tucker, 

2003, p. 157), investigating the principals’ perception of music education within in the Caribbean 

context is valuable.  There is evidence that the status of music education is low in both the 

United States and in Britain.  Issues surrounding assessment exist in both countries.  In both 

systems educators have redesigned programs to improve student learning through teacher 

effectiveness, and both countries have increased efforts to be authentically multi-cultural in the 

music classroom (Pitts, 2000).  Correspondingly, music educators in the Caribbean region are 

concerned about the status of music education, even in the wake of the implementation of a 

secondary school level music syllabus and examination that equates the standards of external 

examining bodies (Byron, 2012). 

 

 

Music Education Systems in the Commonwealth Caribbean 
 

The Tucker and Bowen report (2001) that discusses practices in the music education 

system in Jamaica and the Commonwealth Caribbean countries includes similarities with 

Campbell’s (2008) far reaching description of music education systems.  At the primary level in 

Jamaica, music education is largely performance-based with much of the activities being 

centered on whole class singing, elements of folk culture and, at times, ring games.  St. Lucia 

and Jamaica are two islands that have focused on the training of specialist music teachers and, as 

a result, have more trained music teachers in the primary and secondary schools than many of the 



45 
 

other surrounding islands.  It is not uncommon, however, for classroom teachers, rather than 

specialist teachers, to be required to provide music education for students, especially at the 

primary level.  Mundle (2008) indicates that the situation is of greater gravity than classroom 

teachers merely replacing specialist music teachers, but is such that it is against government 

policy to employ the services of a specialist teacher.  It is only via creativity that some primary 

schools have a specialist music teacher on staff (Mundle, 2008).  In keeping with curricula 

requirements of other countries (e.g., Britain), Jamaica has begun to include composition, 

listening, and appraising in the primary music education curriculum.  Additionally, teachers are 

required to integrate music into the curriculum, using music as a teaching tool in other non-music 

subject disciplines.  This approach has been used to solidify music education’s place in the main 

curriculum (Tucker & Bowen, 2001).   

 Music education in the secondary schools follows the same basic structure, in terms of 

the inclusion of composition, listening, and appraising, with the addition on aural training, and 

with a few schools providing introductory knowledge of European composers.  Across the 

Caribbean region, music education in secondary schools developed neither as systematically nor 

as strongly as it did in elementary schools (Tucker & Bowen, 2001).  However, with the advent 

of the Reform of Secondary Education (ROSE) program, in Jamaica, and the Caribbean 

Secondary Education Certificate (CSEC) program, for the Commonwealth islands, more 

attention has been given to music, as a discipline (Tucker & Bowen, 2001).  ROSE, coming on 

stream in Jamaica in the early 1990s, was a reflection of the then new and developing trends in 

music education in the United States and in Britain.  According to Mundle (2008):  

The content of the curriculum is similar to the content strands of the Music Educators 

National Conference (MENC’s) National Standards of Arts Education.  Children are 
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expected to sing, perform, compose and arrange, listen to and analyze music, as well as 

read and notate music. (p. 15) 

The CSEC program, based on the tenets, performing, composing, and listening and appraising, 

seem more closely related to the four content areas of Britain’s national curriculum.  Although 

the implementation of this music program and its associated examinations suggest that the 

subject should be taught at all secondary schools, this is hardly the case.   

Similar to the situation within primary schools, secondary music education is plagued 

with a shortage of trained teachers, the lack of physical and material resources, and teachers 

devoting much of the class time to performance rather than to listening or composition activities 

(Mundle, 2008).  Secondary schools often have a single music teacher who is responsible for 

“preparing and presenting music for school performances, special programs, contests, and 

graduations, with teaching students in the structured classroom setting” (Mundle, 2008, p.15).  

Of matter of necessity, many of the ensemble activities are extracurricular, as there is limited 

scheduled time for structured classes.     

 The following descriptions outline the purpose, objectives, and attainments of the ROSE 

and CSEC programs.  The descriptions also indicate considerations that are specific to music 

education in the context of Jamaica and the Commonwealth Caribbean. 

The ROSE music curriculum is structured to: 

 Provide activities in the experiential domains of performing, composing and listening 

and appraising; 

 Encourage the development of student creativity, decision-making, inventiveness and  

the expression of musical ideas through these activities; 
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 Provide a programme [sic] in grade 7 (Form 1) that constitutes a foundation for 

students who have had a limited experience of music in primary school; 

 Expose students to music (made available as audio and print material) that reflects the 

eclecticism of Jamaican musical culture; 

 Offer a wide range of suggested activities in each parameter of music education, to 

allow for the teaching of students of mixed abilities from rural and urban 

communities, who have different musical aptitudes, skills and interests. (Tucker & 

Bowen, 2001, p. 7) 

With the implementation of the CSEC Music program: 

 

Three major attainments were realized [sic]: 

 The subject joined the ranks of its counterparts that had long before been regarded as 

“legitimate” subjects because they were formally assessed; 

 Caribbean upper-secondary music education became a unified concept and force to be 

reckoned with as a regional corporate entity; 

 Students of the region could embrace a new option upon which to focus career goals 

or gain additional artistic enrichment. (Tucker & Bowen, 2001, p. 9)  

Based on the aims and objectives of the CSEC Music program, the Trinidad and Tobago 

MOE has developed a music education curriculum that is designed to produce six essential 

learning outcomes: (a) aesthetic expression, (b) citizenship, (c) communication, (d) personal 

development, (e) problem solving, and (f) technological competence (MOE, 2009).  As part of 

the Secondary Education Modernization Programme (SEMP), these learning outcomes were 

articulated in order to guide secondary schools in the preparation of innovative people.  A 
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curriculum that reflected globally accepted and agreed upon goals would be the vehicle for 

preparing such citizens (MOE, 2009).       

 The MOE continues by outlining eleven performance standards: 

1. Creative Expression–Students apply knowledge and demonstrate an understanding of 

creative work on the Visual and Performing Arts in various forms. 

2. Vocal Music–Students apply vocal skills in performing a varied repertoire of Music–

alone and with others. 

3. Instrumental Music–Students perform on an instrument–alone and with others–a 

varied repertoire of music. 

4. Improvise melodies, Variations and accompaniments 

5. Compose and arrange music within specific guidelines  

6. Read and Notate–Students read, notate, listen to, analyze and describe music and 

other aural information using correct music vocabulary. 

7. Listen to, Analyze and Describe Music  

8. History and Culture–Students show an understanding of music in relation to history 

and culture. 

9. Aesthetic valuing–Students know and apply appropriate criteria to music and musical 

performances. 

10. Technology competencies–Students identify and use various technologies through the 

Visual and Performing Arts to improve the quality of artistic expression. 

11. Real World Connections–Students identify linkages between knowledge and 

experiences in the Arts to other areas of learning as well as career paths. [sic] (MOE, 

2009, pp. 113-119) 
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The curriculum content that complements the performance standards covers five broad 

topics, which are further broken down into specific topics.  The topics are: 

1. General Musicianship 

a. Rudiments 

b. Musical Styles and Genres 

c. Famous Musicians/Icons 

2. Expressive Devices 

a. Rhythm 

b. Pitch 

c. Musical Styles and Genres 

d. Timbre 

e. Score Analysis 

3. Organology 

a. Range (Concerts, Written) 

b. Technique 

c. Materials 

d. History 

e. Classification 

f. Tone Colour 

4. Composing 

a. Composition 

b. Arrangement 

c. Improvisation 
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5. Performance 

a. Performance on instruments 

b. Vocal Performance [sic] (MOE, 2009, pp. 129-140) 

General and specific objectives, content areas, and selected methods of assessment (MOE, 2009) 

are utilized to ensure that the desired learning outcomes are realized. 

 

Secondary School Music Education Demographics in Trinidad and Tobago 
 

 In October, 2011, the government of Trinidad and Tobago presented, to the Cabinet, the 

Medium-term Policy Framework 2011-14(MTPF).  This document outlines the government’s 

plans and strategies for improving Trinidad and Tobago’s socio-economic standing through 

“investment, diversification, competitiveness and innovation” (Government of the Republic of 

Trinidad and Tobago, 2011, p. 5).  The MTPF is supported by seven pillars, one of which 

focuses on the needed increase in opportunities for the accumulation and application of 

knowledge and, invariably, the need for curricular reform at the primary and secondary 

educational levels.   

In keeping with the framework’s call for innovation, creativity, and growth in cultural 

development, attention is directed toward the performing arts and the significant role artistic 

expression plays in defining a nation’s culture.  More specifically, the MTPF identifies music 

and music literacy as a matter of import, with respect to the development of the human capital of 

Trinidad and Tobago (Government of Trinidad and Tobago, 2011).  Since part of the purpose of 

the MTPF is to expand the knowledge base of the nation’s citizenry, then, by its very nature, it 

will influence the educational sector.  The extent of its influence, however, will be largely 
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determined by the Ministry of Education, how the ministry interprets the MTPF and the 

mandates that ministry will in turn issue to those involved in the education system. 

Questions to be addressed are: 

 How many government secondary schools offer CSEC Music? 

 How many specialized music teachers are employed at the secondary schools? 

 What are the necessary qualifications and what is the available music teacher 

education/training? 

o What are the statistics related to student enrollment and performance in the CSEC 

Music examination?  What is the pass/fail rate?  Do students perform better on 

particular sections of the exam that others sections?  Has enrollment for the CSEC 

Music examination been increasing or decreasing between 1999 (the first sitting 

of the examination) and 2015 (the most recent sitting of the examination)  

 

Governance and the Role of the Principal 
 

 The concept of governance is not the easiest to define, yet James (2012) posits that the 

idea of governance has implications for the involvement of various bodies, that form a type of 

network, sharing vested interests in the policy making and implementation.  Within the context 

of public education, governance serves to ensure that the benefits of learning and citizenship 

continually grow, to provide a forum for the society to indicate the educational benefits which it 

agrees upon, and to have these benefits systematically pursued (Jones & Ranson, 2010).  The 

governing body, as described by Barton, Lawrence, Martin, and Wade (2006) is “the custodian in 

perpetuity of the community interests and ensures that developments and changes proposed by 

the school are in line with community aspirations and needs” (p. 3).  In support, Jones and 
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Ranson (2010) note that the governing body, in England, “was to have regard for the overall 

strategic direction of the school, acting as the trustee of the community while taking into account 

national and local policies” (p. 8).   

 The influence of governance in education is a matter of great importance and researchers 

discuss its role in making learning relevant to the country’s children and young people (Jones & 

Ranson, 2010; Ranson, 2012).  If the purpose of the governing body is to guarantee the education 

of every child and young person such that they can develop their full potential for contributing to 

society, and to safeguard the process by which the relevant voices that shape the purpose of 

education are heard, then governance must matter for school improvement (Jones & Ranson, 

2010, Ranson, 2011).  Claims in the early 2000s were that there was little research to substantiate 

the notion that governance contributed school improvement, however, within recent times, the 

dearth in body of literature has been attended to (Ranson, 2011).  Ranson (2011) posits that 

universities across the United Kingdom, including the Universities of Birmingham, Manchester, 

and Bath, have invested in poignant research programs directly aimed at examining the 

effectiveness of governing bodies.  For this reason, Jones and Ranson (2010) were able to assert 

that “all the evidence demonstrates that governing bodies can, and do, have a positive effect on 

school improvement” (p. 9).    

The positive effects that governing bodies have on schools is dependent on what Scott 

(2009) identifies as governance efficacy.  He discusses the far-reaching effects of governance 

efficacy, as it relates to equity, access to quality education for every child, and to student 

achievement.  Governance efficacy, says Scott (2009), “is the power of school boards, among 

others, to change the face of education in their communities through positive and appropriate 

policymaking, equitable resource allocation and transparent accountability for all stakeholders” 
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(para. 9).  Further explanation of governance efficacy is offered by way of eight identified 

characteristics of effective school boards (“Eight characteristics of effective school boards,” 2011).  

The center documents that, according to research, effective school boards: 

1. commit to a vision of high expectations for student achievement and quality 

instruction and define clear goals toward that vision. 

2. have strong shared beliefs and values about what is possible for students and their 

ability to learn, and of the system and its ability to teach all children at high. 

3. are accountability driven, spending less time on operational issues and more time 

focused on policies to improve student achievement. 

4. have a collaborative relationship with staff and the community and establish a 

strong communications structure to inform and engage both internal and external 

stakeholders in setting and achieving district. 

5. are data savvy: they embrace and monitor data, even when the information is 

negative, and use it to drive continuous. 

6. align and sustain resources, such as professional development, to meet district 

goals. 

7. lead as a united team with the superintendent, each from their respective roles, 

with strong collaboration and mutual trust. 

8. take part in team development and training, sometimes with their superintendents, 

to build shared knowledge, values and commitments for their improvement 

efforts. (“Eight characteristics of effective school boards,” 2011, 2-9) 

The delivery of such governance efficacy relies on the level of efficiency with which 

governing bodies follow given processes and perform given roles.  These processes and roles 
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span a wide range and the nature of governing bodies is such that it is unlikely that any two such 

bodies will share the identical combination of processes and roles (James et al., 2011; Ranson, 

2011).  In his discussion of the roles of governing bodies, Ranson (2011) asserts that the 

expectation of securing sustained improvements in student achievement arguably placed the 

greatest pressure on school governance bodies.  The practices of the new school governance, 

geared towards creating “a wider learning community that encompassed not only families and 

communities but other schools, agencies and services,” (Ranson, 2011, p. 400) “need to make 

three tasks central to their strategic planning: deliberation in developing a motivational 

curriculum . . . ” (Ranson, 2011, p. 407) being one such task.   

 Bush and Heystek (2003) note that schools in several countries have made an 

unprecedented shift to self-governance.  Such countries include “England and Wales, Australia, 

Canada, Hong Kong, New Zealand, Portugal, Spain, parts of the USA and South Africa” (Bush 

& Heystek, 2003, p. 127).  Both researchers point out that there are numerous forms of self-

governance, as exemplified in the variant forms used from country to country, but Bush and 

Heystek (2003) further indicate that concepts of democracy and school-effectiveness undergird 

the forms of governance. 

 Governance and school leadership have been discussed by researchers (Brown & Conrad, 

2007; Oplatka, 2004) in terms of both their universally transferable and contextually specific 

characteristics.  Oduro, Dachi, Fertig, and Rarieya (2007) suggest that there has been an increase 

in research interest surrounding the topic of school leadership, as it relates to various 

international contexts.  Having conducted a comprehensive review of the related literature, 

Oplatka (2004) found emergent themes “such as limited autonomy, autocratic leadership style, 

summative evaluation, low degree of change initiation, and lack of instructional leadership 
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functions” (p. 427).  Other researchers note that several developing countries tend to follow the 

model of “centralized State control of education” (London, 1994, p. 336) and, invariably, 

principals in developing countries find themselves working within a system that is highly 

centralized and enveloped in bureaucracy (Brown & Conrad, 2007; London, 1994; Oduro et al., 

2007).  This highly centralized and bureaucratic structure holds true for the education system in 

the country of Trinidad and Tobago.   

The centralized model of education, in Trinidad and Tobago is very different from what 

exists in the United States or Britain (Brown & Conrad, 2007); whereas the expectation within 

the United States and British systems is that school leaders will act proactively, the education 

system, in Trinidad and Tobago, “is prescriptive, and thus principals are expected to follow 

directives as mandated by the Ministry of Education” (p. 195).  Review of the related literature 

does suggest that central administration relies significantly “on principals in terms of local 

programme [sic] improvement, implementation and administration,” (Heck, 1996, p. 75) and, he 

continues, “centralized authority structures in these systems may actually result in decision 

paralysis, where school administrators become fearful of taking the initiative to make changes 

without explicit orders from above” (Heck, 1996, p. 75). 

While Morris (1999) alludes to the idea of limited research on the topic of the role of the 

principal in the Trinidad and Tobago education system, and while Bristol, Brown, and Esnard 

(2014) explicitly state that “In Trinidad and Tobago, very little research attention has been paid 

to school leadership” (p. 17), Heck (1996) suggests that the role of the principal has been 

changing.  He, along with other researchers (Brown & Conrad, 2007; Heck, 1996; Oduro et al., 

2007) further note that much of the extant research concerning the principal’s role reflects what 

obtains in Western developed countries, yet they question the relevance of such findings in 
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relation to the context of developing countries.  At the point of concern, therefore, is whether the 

roles that emerge for school leaders in the developed countries, functioning in more 

decentralized education systems, should be mirrored, or expect to be mirrored, in the context of 

developing countries where school leaders function in a more bureaucratic education system 

(Oduro et al., 2007).     

Although it may be difficult to find a single universal definition of the role of educational 

leader (Brown & Conrad, 2007), the importance of the role cannot be denied.  According to 

Heck (1996), “the principal’s role has evolved considerably over the past two decades from 

manager, to street level bureaucrat, change agent, instructional leader and, most recently, to 

transformational leader” (p. 74).  In these highly centralized education systems, the principal is 

often viewed as the accountable officer, as is the case in Sub-Saharan Africa (World Bank, 

2008), having to answer to the District Education Officer, the Board of Governors, and the 

Parent Teachers Association.  Additionally, the role of education leader continues to become 

more complex as the era increasingly places student academic achievement solely on the school 

and as principals are expected to make decisions about curriculum and instruction, in the effort to 

improve student achievement (Brown & Conrad, 2007).  In the face of all the possible variant 

roles of the principal, Heck (1996) submits that “school principals appear to affect school 

outcomes and improvement processes” (p. 74). 

James (2008) indicates that research in school improvement, as it relates to the secondary 

schools in Trinidad and Tobago, is ongoing.  Driven by the desire to produce citizens who will 

make meaningful contributions to the country’s economy, social fabric, and comparative 

international development as an island state, the government is committed to school 

improvement.  School improvement, James (2008) suggests, serves to “impact ostensibly on the 
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relationship between the teaching and learning process and the conditions that support it.” (p. 2) 

School improvement goes beyond the mere implementation of policies and extends into 

engagement (James, 2008) with “improvements or adaptations of practice which transform the 

learning process to achieve the maximum impact on students, teachers and schools” (pp. 2-3).  

Invariably, at the center of the teaching and learning process, lies curriculum and its delivery. 

In the related field of visual arts, Luehrman (2002) investigated the attitudes of principals 

with respect to Art Education and, similar to findings from other studies (Abril & Gault, 2006, 

2008; Lidell, 1977; Punke, 1972), his study revealed that principals’ attitudes seem to have an 

impact on art education programs.  According to Luehrman (2002), one of the reasons principals 

have such influencing power is because they have a voice in deciding how, and if, such programs 

should be funded.  More directly related to this study, the attitudes and perceptions of 

administrative stakeholders, from various levels within music education, have been studied 

(Abril & Gault, 2006, 2008; Lidell, 1977; Punke, 1972), suggesting some connection between 

the attitudes of administrators, toward music education, and the status of music education 

programs.   

At this juncture, Brown and Conrad (2007), Heck (1996), Oduro et al. (2007), and 

Oplatka (2004) would possibly caution against unquestioningly assuming that the suggested 

connections between the attitudes of administrators and the status of music education, in the 

United States, would automatically apply to administrators and music education in Trinidad and 

Tobago.  Even if similarities in attitudes became evident, reasons may be disparate.  As Brown 

and Conrad (2007) point out, some issues of leadership are universal.  School leaders from both 

the United States and from Trinidad and Tobago identified elements of school leadership 

similarly.  School leaders from Trinidad and Tobago had interpreted slightly different 
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perspectives of the elements.  While elements of “shared vision and relational leadership in the 

context of transformational leadership, the school’s social and learning environment, and its 

effect on teacher motivation and student achievement” (Brown & Conrad, 2007, p. 194) are 

discussed in relation to school leaders from both the United States and Trinidad and Tobago, the 

school leaders from Trinidad and Tobago “see these elements from a more utilitarian 

perspective: that of ensuring a support base as they take specific actions to meet students’ 

learning needs” (p. 194). 

   Undoubtedly, the role of the principal within the education system is one of utmost 

importance.  The literature associated with the Anglo-American context of school leadership is 

sated with instances of principals implementing innovative ideas but there is a safety net that 

accompanies their risk taking (Brown & Conrad, 2007).  “Principals in the United States and 

England are much less likely to be reprimanded for trying new ideas and implementing new 

schemes.  Risk taking is expected” (Brown & Conrad, 2007, p. 195).  The importance of the 

principal within the Trinidad and Tobago context is enshrouded in the “centralized nature of the 

MOE” (p. 188) but Brown’s and Conrad’s (2007) findings reveal that the school leaders are 

highly aware of the importance of their role in ensuring collective vision.  As one participant in 

the study indicated, “vision does not have to originate with the principal.  However, he or she 

must own it, be enthusiastic about it, and ‘take it to the next level where it becomes everyone’s 

vision’” (p. 189).  The principals recognize their importance in making the school effective and 

so they rally all possible resources in order to deliver what the system promises to offer, but does 

not, because of its nature (Brown & Conrad, 2007). 
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Conclusion 
 

 The body of literature suggests that the status of music education is often in question; 

Abril and Gault (2006, 2008) suggest that this is true for the United States, and Tucker (2003) 

suggests that the same is true for the United Kingdom and the Caribbean.  The questions raised 

concerning the value of music education and how these questions are answered very much relate 

to the context in which the music education system functions.  The variants of education systems 

are almost as numerous as countries around the globe, but certain similarities do exist among the 

systems and across cultural boundaries.  Whether the music education system falls under the 

purview of a decentralized or a centralized system of administration is a major determining 

factor in how the system and its personnel function.   

In any given system, school leaders have a complex portfolio to manage and, with 

certainty, their position is one of significant influence, particularly in the aspect of school 

effectiveness.  A primary element of school effectiveness is curriculum and principals are 

required to make decisions, based on policies, concerning curriculum and instruction.  By this 

token, since the status of a school’s effectiveness rests, in part, with its offered curriculum and 

since school leaders largely determine curricular offerings, the support, and the resources which 

get funneled into each discipline, knowing the principals’ perspective is important.  Such is the 

case with music education, as MOEs and teachers work to solidify its place in the core 

curriculum. 

 

Purpose and Research Questions 
 

Jorgensen (2008) asserts that “Regrettably, descriptive research seems to be quite out of 

fashion in our time, too often regarded as the poor sister of other research methodologies that 
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attempt to refute or explain rather than describe” (p. 339).  Having come across only two recent 

descriptive studies (published in 2006) in a single state, she notes that such studies are lacking in 

the United States (Jorgensen, 2008).   

Cox and Hennessy (1999) indicate that little research in the United Kingdom focused on 

the teacher and the teacher’s role, providing an unclear picture of the status of music education in 

the UK.  Trinidad and Tobago, with its education system patterned after the British model 

(Alleyne, 1996) follows suit and Morris (1999) and Bristol, Brown, and Esnard (2014) submit 

that very limited research exists on the topic of the role of the principal and school leadership in 

the Trinidad and Tobago education system.  Although there may be limited knowledge of school 

leadership in Trinidad and Tobago, Heck (1996) suggests that the role of the principal has been 

changing and these changes have the potential to affect “school outcomes and school 

improvement efforts” (p. 74). 

Descriptive research that profiles the status of music education, in secondary schools, in 

Trinidad and Tobago, is needed so that administrators and policy makers can be better equipped 

to make informed decisions in shaping the future of music education within the Caribbean 

context.  Philosophers, administrators, policy makers, and stakeholders need the compelling 

evidence from descriptive studies, studies that explain what currently is, in order present solid 

arguments for future improvements (Jorgensen, 2008).  Few researchers have described elements 

related to music education, and few have described school leadership as it pertains to Trinidad 

and Tobago (Bristol, Brown, & Esnard, 2014; Morris, 1999).  To fill a gap in the literature, the 

purpose of this study was to investigate principals' perceptions of the status of music education in 

secondary schools, in Trinidad and Tobago.  Since I chose to probe issues arising in similar 
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studies, (Abril & Gault, 2006, 2008) I used similar guiding questions in this study. These guiding 

questions were: 

 

1. What are secondary school principals’ perceptions of music learning outcomes as they 

currently are being met and as they should be met under ideal conditions? 

2. What are secondary school principals’ perceptions of broad educational goals as they 

currently are being met and as they should be met under ideal conditions? 

3. Is there a difference between principals’ perceptions of current and ideal conditions? 

4. What are secondary school principals’ perceptions about the degree to which eleven 

selected variables impact music education? 
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CHAPTER 3 

 

METHODS 

 

Sample 
 

 Gaining gatekeeper approvals and permissions from the Ministry of Education (MOE) of 

Trinidad and Tobago to collect data for this study implied that I would be able to include only 

principals of the government/public secondary schools in the country.  According to the MOE 

website, there are 163 secondary schools in eight educational districts across the twin island 

nation.  More than half of these secondary schools (93 or 57%) are considered as government 

schools, institutions wholly operated by the government.  Further differentiation revealed that of 

the 93 government secondary schools, 87 were located in Trinidad and six were located in 

Tobago.   

Upon contacting the MOE, I was provided with a listing of the government secondary 

schools and current contact information.  Additionally, I was provided with the contact 

information for the School Supervisor III (SS3) personnel.  This information was necessary in 

that I needed to notify each education district supervisor that I would be conducting data 

collection procedures in the schools under his/her charge.  Potential respondents for this study 

were located in the eight educational districts of Trinidad and Tobago, namely, Port of Spain, St. 

George East, North Eastern, South Eastern, Caroni, St. Patrick, Victoria, and Tobago (Education 

Sector Strategic Plan: 2011-2015, 2012).  Seven of the eight educational districts are located on 

the island of Trinidad while the island of Tobago stands as a district.   

Since one of the purpose of survey research is to apply the results of the study to a larger 

population, survey researchers solicit as many participants as possible (Creswell, 2008).  To this 
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end, I conducted calculations based on factors such as confidence interval (95%), margin of error 

(5%) and population of (N = 93).  Results indicated that this study needed a minimum of 76 

participants1.  Since the district of Tobago has the smallest distribution of secondary schools it 

was highly likely that a random sampling alone would have led to this district being under 

represented.  History suggests that “Tobago developed separately” (Trinidad and Tobago, 2014, 

para. 10) artistically and culturally and, given such circumstances, I believed that the voice of the 

Tobagonian principals’ should be present in the sample, relative to its presence in the population.  

Similar to Abril and Gault (2008), I proportionally stratified the sample, “so that the sample 

might closely reflect the population” (p. 71).   

The potential respondents were distributed across Trinidad and Tobago such that 93.5% 

(87) of the principals were at government secondary schools in Trinidad and 6.5% (6) of the 

principals were at government secondary schools in Tobago.  This construct inherently lent itself 

to the model of stratified sampling (Creswell, 2008) and for that model to be reflected this study 

it required 71 respondents from the schools in the educational districts in Trinidad and five 

respondents from the district of Tobago.  To maximize my chances of meeting the minimum 

requirement of 76 participants, I distributed the survey forms to the entire population.   

 

Survey Distribution 

 

 

For this study, survey distribution eventually followed several courses of action.  I 

attempted to make initial contact with the School Supervisor III (SS3) officers, via telephone, to 

explain the nature of my study.  In some instances I spoke directly with the SS3 but, in most 

cases, due to the unavailability of the supervisor, I spoke with the officer’s administrative 

                                                           
1 Calculation done by the sample size calculator, http://www.raosoft.com/samplesize.html 
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assistant.  In all cases I requested, and was furnished with, an email address to which I would be 

able to forward softcopies of the survey form and the MOE granted permissions and approvals 

for the SS3 to review.   

Subsequent to the initial conversations with the SS3 officers and their administrative 

assistants, I began the process of distributing the survey forms.  I placed the survey forms, along 

with the documents outlining the necessary permissions and approvals, into large envelopes, 

separated and compiled the packages by the corresponding educational districts, and then had the 

packages delivered to each district education office.  Each envelope was identified and accounted 

for by the attached address, the address for each government secondary school within the district, 

and each group of envelopes included an envelope, containing similar documents, for each 

district’s SS3.  In the case of the Tobago Education District, I was instructed to forward the 

documents to the Administrator for the Division of Education, Youth Affairs, and Sport, who 

would then be responsible for passing the information on to the SS3. 

After examining the demographics of the educational districts, I decided to distribute the 

packages using a variety of methods.  Consequently, I forwarded packages to two districts 

(Tobago and South Eastern Education Districts) via the local postal service, I personally 

delivered packages to three other districts (Victoria, St. Patrick, and North Eastern Education 

Districts), and I had couriers deliver packages to the three remaining districts (Port of Spain and 

Environs, St. George East, and Caroni Education Districts).  Upon receiving the packages, and as 

agreed upon with the personnel at the education district offices, each package would have been 

forwarded to the school to which it was addressed, each consenting principal would complete the 

survey form, and return it to the district office.  I then collected the completed forms from the 

district offices in Trinidad.  I organized with the personnel at the district office in Tobago that I 
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would have someone collect the completed forms and post them to me, using the same local 

postal service.  The distribution of packages took place in the months of January and February, 

2015.   

After the initial distribution, I employed the use of telephone calls and emailing to 

follow-up on the dissemination of the survey forms.  Initial follow-up contact, within the first 

two weeks, revealed that distribution of the survey forms seemed to work smoother in some 

instances that in others.  Follow-up with the district offices sometimes revealed that the office 

personnel could not confirm whether the package had been delivered from the post office, to the 

intended district office.  In some cases, I was informed that the surveys had already been  

distributed to the principals.  In other cases, I was informed that the forms either had not yet been 

collected, by the principals, from the district office or, they had not yet been delivered the 

respective schools.  Still, in other instance I was unable to make contact with the relevant person 

who could share the needed information on the form distribution.   

After approximately six weeks, reports on the distribution process were leading me to 

consider whether I needed to redistribute the survey forms.  In almost every case I was informed 

that the surveys were distributed to the principals, however, none of the principals had 

responded.  Until this point, I had not contacted the principals directly because I wanted to be 

sure that all the SS3 officers knew about my study and that they had no objections concerning 

my data collection.  When it became clear that the forms had been distributed to the individual 

principals, I began making direct contact with the potential participants.  Similar to the process 

that obtained when I sought to make initial contact with the SS3 officers, I was able to speak 

with some principals via telephone, but, more often than not, I spoke with administrative 

assistants. 



66 
 

I began a process of selecting random schools, within each district, to contact to verify 

receipt of the survey form.  With each additional successful telephone contact, I discovered that 

many of the principals did not receive the envelope containing the survey.  This held true for 

principals in each of the eight districts.  After a number of principals indicated that they were 

unaware of my study and the supporting survey form, I began inquiring as to how I would be 

able to email principals the softcopy version of the documents that had been placed in the 

envelopes.  Again, I contacted district education offices to request email addresses for the 

schools or principals.  In most cases, the SS3 administrative assistants immediately provided me 

with school contact information and, in a few instances, I was provided with the principal’s 

direct email address.  Two administrative assistants indicated that they would need to verify 

whether they would be able to pass on the requested email addresses to me, and, eventually, they 

did so.  

Upon receiving the email addresses, I began to contact the potential respondents.  The 

email consisted of a brief explanation pertaining to why I was contacting them and pdf 

attachments of the permissions, approvals, letter of consent, and the survey form.  Since asking 

the principals to print the survey, then complete it and return it to the district office may have 

been a bit off-putting to some, I sent a second email, similar to the first, this time with a 

Microsoft Word version of the survey form attached.  This option allowed principals to complete 

the survey using Word and return the completed form electronically (Appendix D).   

  Over the next month, with continued email and telephone contact reminders, principals 

slowly began to return completed surveys via email.  As the end of June approached, response 

rate was still below 30%, prompting me to increase email and telephone reminders, and allow for 

an online form of the survey using the Google Mail online survey application.  I provided a link 
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to the survey in my reminder emails.  This method yielded enough responses to push the 

response rate beyond 30%.  The email soliciting online responses was similar to the previous 

email (Appendix D). 

Eventually, I received 34 completed surveys, a response rate of 36.5%, relative to the 

population N = 93.  By extension, I yielded a response rate of 44.7%, relative to the suggested 

required sample amount (n = 76).   

 

The Survey Instrument 
 

The survey form for this study was designed and used by Abril and Gault (2006, 2008) in 

two similar studies.  With their permission I piloted drafts, which various stakeholders reviewed. 

I considered their suggestions as I revised the survey.   

The final version of the form consisted of four sections aimed at collecting different types 

of information.  Section one served to collect general demographic data about the school and the 

principal and specific data about the current music program, if there was one.  Section two 

consisted of seven questions geared toward gathering data related to the intended learning 

outcomes outlined by the MOE’s secondary school performing arts curriculum.  A Likert-type 

scale (1=strongly disagree to 5 = strongly agree) allowed participants to indicate the degree to 

which they believed certain learning goals were being achieved.  Section three consisted of 14 

statements that relate to broad education goals and the perceived achievement of these goals was 

also rated by a Likert-type scale.  In section four, principals were asked to indicate how eleven 

variables affect the music program.  The Likert-type scale was used in this section as well 

(1=strongly negative to 5 = strongly positive).  Finally, principals were provided with two open 
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ended questions where they were asked to describe obstacles that may be inhibiting their ready 

support of the music program. 

Data analysis included tests that would provide the most relevant results for the proposed 

research questions.  Since some modifications were made to the survey instrument so it would 

apply more directly to the context of music education in Trinidad and Tobago, further analysis 

included attaining a Cronbach’s alpha coefficient “to measure the internal consistency of the 

survey items” (Abril & Gault, 2006, p. 10).   

The guiding questions of this study focused on the music program, music learning 

outcomes, program educational goals, and factors affecting the music program.  Additionally, 

one question related to the difference between how principals perceive the current music 

program and what they believe would obtain in the ideal music program.  With respect to the 

first two questions, a Spearman coefficient was calculated in order to measure the consistency 

between the ‘current’ and ‘ideal’ conditions.  The third question required that repeated t-tests be 

conducted on the variables of the first two questions in order to test for significant differences 

between the ‘current’ and ‘ideal’ states.  The magnitude of the differences between ‘current’ and 

‘ideal’ conditions were calculated and expressed as Cohen d values, expression of the effect size.  

The final question was treated by Chi-squared analyses so as to examine the differences in how 

principals perceive the impact of the eleven presented variables on the music program.  These 

statistics allowed me to describe the current view of secondary school principals, with respect to 

their perception of music. 

 Returned completed survey forms were kept at a secure location and the forms did not 

have any identifying information on them.  Few forms were returned in their hardcopy formats; 

most were returned via email and these were printed.  The forms were coded (numbered) to aid 
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in the data analysis process and the coding did not serve as identifiable information.  Anonymity 

was preserved in the use of the online version of the form as well.  Online submissions in no way 

indicated or identified who responded and the submissions were coded along with the softcopy 

submissions.  All data were accessible only to the student investigator. 
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CHAPTER 4 
 

RESULTS 

  

Status of Music Education 

 

Profile of the Secondary Schools 

 

 Table 1 shows the descriptive statistics of the government secondary schools that 

comprise the sample of this study.  The table indicates four major demographic categorizations 

across Trinidad and Tobago and the number of schools representing each locale.  The 

percentages indicate the distribution of the schools, in the sample, across the various locales.  

The majority of the respondents function at “Village” and “Town” schools but this is to be 

expected since there are more villages and towns than there are boroughs and cities. 

 

Table 1 

 

Schools by location 

School Location Number of Schools % 

  

Village 15 44.1 

Town 11 32.4 

Borough 1 2.9 

City 7 20.6 

   

 

 

 Table 2 shows the data on the number of schools that either offer or do not offer a music 

program.  Note that schools offering a music program may only be offering the program for the 

first 1 to 3 years of the secondary school curriculum.  Offering a music program as part of the 

curriculum for, or during, the first 3 years of secondary school does not guarantee that the school 
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will offer music at the CSEC level.  The percentages indicate the distribution of music program 

offerings within the sample. 

  

Table 2 

 

Schools offering music courses 

 Number of Schools % 

 
No Music course offered 3 8.8 

Music course offered 31 91.2 

 

 

 Table 3 shows the number of teachers that currently facilitate music programs at the 

government secondary schools in Trinidad and Tobago.  Apart from the three schools that do not 

have a music teacher, half of the remaining schools have one teacher, and the remaining half of 

the schools has two teachers.  The percentages indicate the distribution of specialist teachers who 

may not be fulltime, but who facilitate music courses. 

 

Table 3 

 

Specialist teachers facilitating music courses 

 Number of Schools % 

 

No teacher 3 8.8 

1 teacher 16 47.1 

2 teachers 15 44.1 

 

 

 Table 4 presents the frequencies for the number of fulltime, specialist music teachers that 

are currently employed to provide music instruction at the government secondary schools in 
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Trinidad and Tobago.  Similar to the distribution of specialist teachers, apart from the five 

schools which do not have a fulltime specialist, half of the schools have one fulltime specialist 

and the remaining portion of schools have two fulltime specialists.  The percentages indicate the 

distribution of teachers in the sample. 

 

Table 4 

 

Fulltime specialist teachers employed 

 Number of Schools % 

 

No specialist 5 14.7 

1 specialist 15 44.1 

2 specialists 14 41.2 

 

 Data in table 5 represents descriptive statistics for the principals’ music instruction, 

experiences, and activities.  Mean scores for music instruction and outside school activities, as 

they increase, have a maximum value of 2.  This means that the closer the score is to 2, the more 

principals received instruction or were involved in outside school music activities.  Mean scores 

for music experiences have a maximum value of 4.  Mean scores that are closer to the value of 4 

indicate greater positive music experiences.  

 

Table 5 

 

Descriptive statistics for principals’ music instruction, activities, and experiences 

 Received 

childhood 

instruction 

Elementary 

music 

experiences 

Received 

secondary 

instruction 

Secondary 

music 

experiences 

Outside 

school 

activities 

Outside 

music 

experiences 

M 1.26 2.25 1.76 3.18 1.62 2.94 

SD .45 1.41 .43 1.29 1.62 1.46 
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 Table 6 shows the number of principals who either received or did not receive formal 

music instruction in their elementary and secondary education.  The percentages indicate the 

distribution of principals in relation to their childhood engagement with formal music 

instruction.  Interestingly, these results show that approximately the same amount of principals 

who did not receive elementary school music instruction, did receive secondary school music 

instruction.  Further, it is observed that approximately the number of principals who received 

elementary music instruction, did not receive secondary school music instruction. 

 

 

Table 6 

 

 

Principals and formal music instruction 

 Number of principals % 

 Elementary music instruction   

 

No 25 73.5 

Yes 9 26.5 

Secondary music instruction   

No 8 23.5 

Yes 26 76.5 

 

 

 The data in table 7 represents principals’ perceptions of their experience with formal 

music education while attending elementary and secondary school.  Most of the principals could 

not relate to having an experience with music education in elementary school but most of those 

who had the experience described it as positive.  For secondary school, most of the principals 

indicated that they had a “Positive” experience with music education.  The percentages indicate 

the distribution of principals across the experience continuum.    
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Table 7 

 

Principals’ elementary and secondary school music experience 

Perception of experience Number of 

principals 

%   

 Elementary experience     

 

Not Applicable 20 58.8   

Neutral 2 5.9   

Positive 12 35.3   

 
 

Secondary experience 
    

d Not Applicable 8 23.5   

 Negative 1 2.9   

 Neutral 2 5.9   

 Positive 23 67.6   

 

 

 Table 8 provides data related to the principals’ involvement with music outside of 

elementary and secondary school.  This involvement may have included informal instruction and 

learning outside of the school curriculum as well as participation in music related activities 

outside of school. 

 

 

Table 8 

 

Principals’ outside music activities and experience 

Perception of experience Number of 

principals 

%   

 Outside school activities      

 
No 13 38.2   

Yes 21 61.8   

 
 

Outside school experience 
    

d Not Applicable 12 35.5   

 Positive 22 64.7   
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Table 9 presents the faculty-led ensembles/courses offered at the secondary schools 

represented in this study.  Note that the National Certificate of Secondary Education (NCSE) and 

the Caribbean Secondary Education Certificate (CSEC) are standardized examinations that are 

taken at the end of Form 3 and at the end of Form 5, respectively.  The NSCE examination is 

compulsory and taken by every student; the CSEC music examination is optional and taken only 

if the student selects Music as a subject for study for the last two years of secondary school. 

 

 

Table 9 

 

Profile of the music ensembles/courses currently offered  

Music Courses Offered Number of schools %  

 

Band/Jazz Ensemble 7 21.9 

Orchestra/Strings 2 6.2 

Chorus/Vocal Ensemble 9 28.1 

National Certificate of Secondary 

Education (NCSE) – Music 
30 93.8 

Caribbean Secondary Education 

Certificate (CSEC) – Music 
26 81.2 

Instrumental Lessons 12 37.5 

Music Theory 25 78.1 

Music Writing 7 21.9 

Music Technology 1 3.1 

 

 

 

Table 10 shows the ensembles/courses which principals would like to offer at their 

respective schools.  Note that the scores for NCSE and the CSEC are expectedly low, in this 

instance, because most of the respondents have an existing music program.   
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Table 10 

 

Profile of music ensembles/courses principals would like to offer 

Would Like to Offer Number of 

principals 

% 

 

Band/Jazz Ensemble 17 51.5 

Orchestra/Strings 27 81.8 

Chorus/Vocal Ensemble 22 66.7 

National Certificate of Secondary 

Education (NCSE) – Music 
4 12.1 

Caribbean Secondary Education 

Certificate (CSEC) – Music 
7 21.2 

Instrumental Lessons 18 54.5 

Music Theory 7 21.2 

Music Writing 21 63.6 

Music Technology 16 48.5 

Other 3 9.1 

 

Table 11 shows the ensembles/courses and certificates for which the principals indicated 

they would need more information on before they make a decision to offer a particular ensemble 

or course.  Note that the National Certificate of Secondary Education (NCSE) and the Caribbean 

Secondary Education Certificate (CSEC) are standardized examinations that are taken at the end 

of Form 3 and at the end of Form 5, respectively.  The NSCE examination is compulsory and 

taken by every student; the CSEC music examination is optional and taken only if the student 

selects Music as a subject for study for the last 2 years of secondary school. 

Additionally, some principals pointed out that they either offered other types of 

ensembles or would like to offer other ensembles. Two respondents indicated that they offered 

Steel Band and one would like to offer Jazz Combo; the other respondent would like to offer 

Steel Band and Tassa (a form of drumming). 
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Table 11 

 

Profile of music courses for which principals would need more information 

Would Need More Information Number of Schools % 

 

Band/Jazz Ensemble 10 45.5 

Orchestra/Strings 5 22.7 

Chorus/Vocal Ensemble 3 13.6 

Caribbean Secondary Education Certificate 

(CSEC) – Music 
1 4.5 

Instrumental Lessons 4 18.2 

Music Theory 2 9.1 

Music Writing 6 27.3 

Music Technology 17 77.3 

Other 1 4.5 

 

 

 

Results for Music Learning Outcomes and Broad Educational Goals in current and ideal 

conditions 

Table 12 displays the descriptive statistics for the realization of learning outcomes, across 

the music curriculum, as perceived by the principals.  Mean scores for the music learning 

outcomes, under current conditions, were low with none of the outcomes recording mean scores 

above 3, the midpoint of the scale (1 to 5).  The mean scores under ideal conditions were 

generally higher than those under current conditions.  This difference in mean scores indicates 

that while principals generally perceive the current realization of learning outcomes to be less 

than satisfactory, they expect the realization to be, at minimum, very good. 
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The learning outcomes were ranked by level of importance, with the item corresponding 

to highest mean score being ranked as the most realized outcome and with the item 

corresponding to the lowest mean score being ranked as the least realized outcome.  In both 

current and ideal conditions, Music Performance and Music Listening recorded the highest mean 

scores.   

 

Table 12 

 

 

Means, Standard Deviations, and Rank for Music Learning Outcomes in Current and Ideal 

Conditions 

  Music 

Performance 

Music 

Listening 

Read/Write 

Music 

Analyze 

Music 

Relate to 

History & 

Culture 

Compose 

Music 

Relate to 

other 

Subjects 

Current        

M 2.94 2.94 2.82 2.43 2.38 2.34 2.23 

SD 1.15 1.15 1.14 1.00 1.03 1.00 0.98 

Rank 1.5 1.5 3 4 5 6 7 

Ideal        

M 4.45 4.46 4.42 4.15 4.44 4.38 4.32 

SD 0.62 0.62 0.61 0.77 0.63 0.67 0.65 

Rank 2 1 4 7 3 5 6 

Note.  n = 34 

 

Table 13 displays the descriptive statistics for the realization of broad education goals, 

across the music curriculum, as perceived by the principals.  Mean scores for the broad 

educational goals, under current conditions, were mostly around the midpoint of the scale (3 out 

of 5), indicating that the principals were generally satisfied with the realization of the broad 

educational goals.  Under the ideal conditions, the mean scores indicate that the principals 

believe that the achievement of the goals should be very good or excellent. 
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Table 13 

 

 

Note. n = 34; BEG = Broad Educational Goal 

BEGi - Collaborative Learning, BEGii – Pleasant Diversion, BEGiii – Sensitivty to the Arts, BEGiv - Future Arts Involvement, BEGv – 

Self-esteem, BEGvi  – Understand other Cultures, BEGvii – Creativity, BEGviii – Lifelong Learning, BEGxi – Self-expression, BEGx – 

Understanding Music in Life, BEGxi – Transmitting Heritage, BEGxii – Intelligence, BEGxiii – Learning in other Subjects, BEGxiv – 

Critical Thinking 

 

 

Means, Standard Deviations, and Rank for Each Broad Educational Goal in Current and Ideal Conditions 

 BEGi BEGii BEGiii BEGiv BEGv BEGvi BEGvii BEGviii BEGix Beg BEGxi BEGxii BEGxiii BEGxiv 

Current               

M 3.18 3.11 2.97 2.86 2.81 2.75 2.72 2.71 2.70 2.67 2.64 2.41 2.40 2.22 

SD 1.20 1.35 1.19 1.10 1.19 1.11 1.11 1.16 1.03 1.12 1.10 .98 1.13 1.01 

Rank 1 2 3 4 5 6 7 8 9 10 11 12 13 14 

Ideal               

M 4.54 4.47 4.56 4.49 4.69 4.59 4.59 4.50 4.45 4.41 4.46 4.35 4.47 4.38 

SD .52 .53 .45 .52 .44 .46 .53 .57 .59 .62 .52 .60 .63 .62 

Rank 5 8.5 4 7 1 2.5 2.5 6 11 12 10 14 8.5 13 
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 Table 14 shows the correlations between the current and the ideal conditions for both the 

learning outcomes and the broad educational goals.  The strength of the association between the 

current and ideal conditions is reported based on the Spearman rho correlation coefficient.  For 

both the learning outcomes and the broad educational goals, the association between the 

conditions was moderately positive (Abril & Gault, 2006), such that “increases in current 

conditions were accompanied by increases in ideal conditions” (Abril & Gault, 2006, pg. 12). 

 Whereas both learning outcomes and broad educational goals are similarly positively 

associated, only the broad educational goals show a statistically significant association.  This 

suggests that a moderate association between the current and ideal conditions, for broad 

educational goals, would exist across the population. 

 

Table 14 

 

Correlations with ranked current and ideal learning outcomes and current and ideal broad 

educational goals 

         rs  p 

Current and ideal learning 

outcomes 

 

        

.71 

 

  .07 

Current and ideal broad 

educational goals 

        
.65* 

 
  .01 

              

* p < 0.05. 
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Results for t-tests on Music Learning Outcomes and Broad Educational Goals in current and 

ideal conditions 

Table 15 displays a summary of the statistics for t-tests carried out on the learning 

outcomes.  Mean scores, t-statistics and Cohen’s d values are all negative, indicating that the 

mean scores of the second condition (the ideal condition) are higher than those of the first 

condition (the current condition).   

Further, the results indicate that there was a significant difference between the current 

and ideal conditions for each of the learning outcomes, as perceived by the principals.  The 

statistically significant difference between the current and ideal conditions is further supported 

by the value of the t-statistic.  The further the value of the t-statistic moves away from zero, 

either positively or negatively, the more likely it is that the null hypothesis will not be accepted.  

In the case of this study, such movement of the t-statistic would indicate that there is an 

association between the current and the ideal conditions of the learning outcomes.  Additionally, 

a Cohen’s d value of 0.8 is considered as a large effect size.  In every case of learning outcomes, 

the Cohen’s d values were greater than 0.8, suggesting a high practical significance.  

Specifically, the large effect sizes in this study suggest that there is a high practical significant 

difference between how principals perceive the learning outcomes to be currently being met and 

how they believe they should be met, ideally. 
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Table 15 

 

Descriptive and inferential statistics and effect sizes for paired t-tests on Learning Outcomes 

 Pair 1 Pair 2 Pair 3 Pair 4 Pair 5 Pair 6 Pair 7 

 
M -1.52 -1.52 -1.72 -2.09 -1.60 -2.04 -2.06 

SD 1.27 1.23 1.20 .96 1.40 1.05 1.09 

t  -6.95* -7.20* -8.40* -12.69* -6.66* -11.36* -11.04* 

p  .00 .00 .00 .00 .00 .00 .00 

d  -1.65 -1.63 -1.93 -2.51 -1.75 -2.40 -2.41 

Note. Pair 1 – Current/Ideal State of Performing Music; Pair 2 – Current/Ideal State of Listening 

to Music; Pair 3 – Current/Ideal State of Analyzing Music; Pair 4 – Current/Ideal State of 

Relating Music to Other Subjects; Pair 5 – Current/Ideal State of Reading/Writing Music; Pair 6 

– Current/Ideal State of Composing Music; Pair 7 – Current/Ideal State of Relating Music to 

Culture & History 

*p < 0.05; df = 33 

 

Table 16 displays a summary of the statistics for t-tests carried out on the broad 

educational goals.  Mean scores, t-statistics and Cohen’s d values are all negative, indicating that 

the mean scores of the second condition (the ideal condition) are higher than those of the first 

condition (the current condition).   

Further, the results indicate that there was a significant difference between the current 

and ideal conditions for each of the learning outcomes, as perceived by the principals.  The 

statistically significant difference between the current and ideal conditions is further supported 

by the value of the t-statistic.  The further the value of t-statistic moves away from zero, either 

positively or negatively, the more likely it is that the null hypothesis will not be accepted.  In the 

case of this study, such movement of the t-statistic would indicate that there is an association 

between the current and the ideal conditions of the learning outcomes.  Additionally, a Cohen’s d 

value of 0.8 is considered as a large effect size.  In every case, for the educational goals, the 

Cohen’s d values were greater than 0.8, suggesting a high practical significance.  Specifically, 
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the large effect sizes in this study suggest that there is a high practical significant difference 

between how principals perceive the broad educational goals are currently being met and how 

they believe they should be met, ideally. 
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Table 16 

 

Descriptive and inferential statistics and effect sizes for paired t-tests on Broad Educational Goals 

 Pair 1 Pair 2 Pair 3 Pair 4 Pair 5 Pair 6 Pair 7 Pair 8 Pair 9 Pair 10 Pair 11 Pair 12 Pair 13 Pair 14 

M -1.87 -1.82 -1.74 -1.36 -1.75 -2.16 -1.95 -1.84 -1.59 -1.63 -1.88 -1.79 -2.07 -1.36 

SD 1.14 1.05 1.10 1.08 1.15 1.07 1.02 .93 1.06 1.00 1.18 1.22 1.07 1.20 

T -9.60* -10.08* -9.21* -7.36* -8.82* -11.74* -11.10* -11.56* -8.78* -9.50* -9.28* -8.53* -11.25* -6.64* 

P .00 .00 .00 .00 .00 .00 .00 .00 .00 .00 .00 .00 .00 .00 

D -2.15 -2.11 -2.08 -1.47 -1.92 -2.58 -2.37 -2.17 -1.77 -1.90 -2.10 -1.96 -2.26 -1.30 

Note. Pair 1 – Current/Ideal State of Developing Creativity, Pair 2 – Current/Ideal State of Transmitting Heritage, Pair 3 – 

Current/Ideal State of Facilitating Self-Expression, Pair 4 – Current/Ideal State of Teaching Collaboration, Pair 5 – Current/Ideal State 

of Understanding Music in Life, Pair 6 – Current/Ideal State of Fostering Critical Thinking, Pair 7 – Current/Ideal State of Improving 

Overall Intelligence, Pair 8 – Current/Ideal State of Improving Cultural Acceptance, Pair 9 – Current/Ideal State of Increasing Arts 

Sensitivity, Pair 10 – Current/Ideal State of Promoting Future Arts Involvement, Pair 11 – Current/Ideal State of Raising Self-Esteem, 

Pair 12 – Current/Ideal State of Promoting Lifelong Learning, Pair 13 – Current/Ideal State of Promoting Learning in Other Subjects, 

Pair 14 – Current/Ideal State Providing a Pleasant Diversion 

* p < 0.05. 
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Results for overall effects of selected factors on the music program 

Table 17 displays the descriptive statistics for the overall effect that selected factors have 

on the music program, as the principals perceive it.  Generally, the principals thought that the 

considered factors had a positive effect on the music program.  Scores closer to five indicate a 

greater level positive overall effect, for the associated factor, whereas scores of three or less 

indicate a more neutral to negative perception of the associated factor.  Results indicate that the 

School Board and Budget/Finances factors were perceived as the factors with the most negative 

overall effects on the music program while Music Teachers and Students were perceived as 

having the most positive effects. 
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Table 17 

 

Means and Standard Deviations for Overall Effect of factors on music program 

 Music Teachers Students Classroom 

Teachers 

Standardized 

Testing 

Educational 

Research 

Ministry 

of 

Education 

Parents Policy 

Frame-

work 

Scheduling School 

Board 

Budget/Finances 

M 3.88 3.68 3.50 3.41 3.29 3.26 3.21 3.21 3.00 2.94 2.85 

SD .77 .84 .71 .78 .52 .83 .88 .69 .78 .55 1.08 
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 Table 18 presents data on each selected factor, as an effect category, such that each factor 

is recognized as having a positive or negative effect on the music program, or that principals are 

neutral towards identifying whether a factor has an overall positive or negative effect on the 

music program.  Effect totals indicate that although principals are generally more positive about 

the effects that the selected factors have upon the music program, they are more inclined to 

maintain neutrality on several of the selected factors.  Note that the scores for neutrality are 

higher than scores for the positive effect in all but four factors, namely, “Music Teacher,” 

“Student,” “Classroom Teacher,” and “Standardized Testing.”  In all cases, scores for neutrality 

are higher than scores for the negative effect.   
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Table 18 

 

Frequencies and percentages for overall effect of selected factors on music program 

Effect category Number of principals per effect % 

 Positive 

Effect 

Neutral Negative 

Effect 

 

 

Music Teacher 26   76.5 

  6  17.6 

   2 5.9 

Student 24   70.6 

  7  20.6 

   3 8.8 

Classroom Teacher 17   50.0 

   15  44.1 

    2 5.9 

 Standardized Testing 16   47.1 

   14  41.2 

    4 11.8 

 
Educational & Scientific 

Research 11   32.4 

   22  64.7 

    1 2.9 

 Governing Office (MOE) 11   32.4 

   18  52.9 

    5 14.7 

 Parents 12   35.3 

   16  47.1 

    6 17.6 

 

Policy Framework 

(“Medium-Term Policy 

Framework 2011-2014”) 8   23.5 

   23  67.6 

    3 8.8 

 Scheduling 9   26.5 

   17  50.0 

    8 23.5 

 School Board 3   11.8 

   27  79.4 

    4 8.8 
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Table 18, continued 

 

Frequencies and percentages for overall effect of selected factors on music program 

Effect category Number of principals per effect % 

 Positive 

Effect 

Neutral Negative 

Effect 

 

 

Budget/Finances 9   26.5 

  13  38.2 

   12 35.3 

 Effect totals 146 178 50  

 

 

 Chi-squared analyses were carried out to determine differences in the ways principals 

perceived that the selected factors were impacting the music programs.  Tables 19 through 29 

present the results from the Chi-squared analyses.  Similar to Abril and Gault (2008), the 

selected factors were collapsed such their categories indicated positive effect, negative effect, or 

that the respondent chose to be neutral on the effect of the factor.  Each table displays the 

selected factor along with the expected and actual count of occurrences of each effect.  It should 

be noted that in every case the actual amount and the expected amount are virtually identical.  

Additionally, the p value for each value is reported and the values reveal that there were no 

significant differences (p > 0.05) for any of the factors. 
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Table 19 

 

Overall effect of Policy Framework – “Medium-Term Policy Framework 2011-

2014” 
 

 Music Course Offered 

No Yes p value 

Policy Framework 

Category 

Negative 

Effect 

Count 0 3 

.216 

Expected 

Count 
.3 2.7 

Neutral 

Count 1 22 

Expected 

Count 
2.0 21.0 

Positive 

Effect 

Count 2 6 

Expected 

Count 
.7 7.3 

 

 

Table 20 

 

Overall effect of Students  

 Music Course 

Offered 

 

No Yes p value 

Student Effect 

Category 

Negative 

Effect 

Count 0 3 

.331 

Expected 

Count 
.3 2.7 

Neutral 

Count 0 7 

Expected 

Count 
.6 6.4 

Positive 

Effect 

Count 3 21 

Expected 

Count 
2.1 21.9 
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Table 21 

 

Overall effect of Parents  

 Music Course Offered 

No Yes p value 

Parents Effect Category 

Negative Effect 
 0 6 

.368 

 .5 5.5 

Neutral 
 1 15 

 1.4 14.6 

Positive Effect 
 2 10 

 1.1 10.9 

 

 

Table 22 

 

Overall effect of Budget/Finances  

 Music Course 

Offered 

 

No Yes p value 

Finance Effects 

Category 

Negative 

Effect 

 0 12 

.240 

 1.1 10.9 

Neutral 
 2 11 

 1.1 11.9 

Positive 

Effect 

 1 8 

 .8 8.2 
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Table 23 

 

Overall effect of Scheduling  

 Music Course Offered  

No Yes p value 

Scheduling Effects 

Category 

Negative Effect 
 0 8 

.428 

 .7 7.3 

Neutral 
 2 15 

 1.5 15.5 

Positive Effect 
 1 8 

 .8 8.2 

 

 

Table 24 

 

Overall effect of Standardized Testing  

 Music Course 

Offered 

 

No Yes p value 

Testing Effects 

Category 

Negative 

Effect 

 0 4 

.597 

 .4 3.6 

Neutral 
 1 13 

 1.2 12.8 

Positive Effect 
 2 14 

 1.4 14.6 
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Table 25 

 

Overall effect of School Board  

 Music Course Offered  

No Yes p value 

Board Effects Category 

Negative Effect 
 0 4  

 .4 3.6  

Neutral 
 2 25 .330 

 2.4 24.6  

Positive Effect 
 1 2  

 .3 2.7  

 

 

Table 26 

 

Overall effect of Governing Office  

 Music Course Offered  

No Yes p value 

MOE Effects 

Category 

Negative Effect 
Count 0 5  

Expected Count .4 4.6  

Neutral 
Count 1 17  

Expected Count 1.6 16.4 .343 

Positive Effect 
Count 2 9  

Expected Count 1.0 10.0  
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Table 27 

 

Overall effect of Music Teacher  

 Music Course 

Offered 

 

No Yes p value 

Music Teacher Effects 

Category 

Negative 

Effect 

Count 0 2  

Expected Count .2 1.8  

Neutral 
Count 0 6  

Expected Count .5 5.5 .428 

Positive Effect 
Count 3 23  

Expected Count 2.3 23.7  

 

 

Table 28 

 

Overall effect of Classroom Teachers  

 Music Course 

Offered 

 

No Yes p value 

Classroom Teacher 

Effects Category 

Negative 

Effect 

Count 0 2 

.730 

Expected 

Count 
.2 1.8 

Neutral 

Count 1 14 

Expected 

Count 
1.3 13.7 

Positive 

Effect 

Count 2 15 

Expected 

Count 
1.5 15.5 
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Table 29 

 

Overall effect of Scientific and Educational research  

 Music Course 

Offered 

 

No Yes p value 

Research Effects 

Category 

Negative 

Effect 

Count 0 1 

.422 

Expected 

Count 
.1 .9 

Neutral 

Count 1 21 

Expected 

Count 
1.9 20.1 

Positive 

Effect 

Count 2 9 

Expected 

Count 
1.0 10.0 

 

Results for greatest obstacles to the music program 

 

 Principals were provided with two open ended questions which were designed to 

ascertain what they believed to be the greatest hindrance, or hindrances, to the music program.  

Table 30 presents the descriptive statistics for the responses provided by the principals.  The 

need for adequate resources was identified as the greatest need for music programs.  The 

remaining variables indicate that the principals believe that there is need for more and better 

trained teachers, need for increased funding for the purchase and maintenance of instruments, 

need for more time in the schedule for music classes, and the need for increased parental support. 

 

  



 

96 
 

Table 30 

 

Means, standard deviations, and percentages for obstacles to music programs 

 Physical 

Resources 

Teachers Funding Scheduling Parents 

M 1.47 1.44 1.32 1.12 1.06 

SD .51 .50 .47 .33 .24 

% of Responses 47.1 44.1 32.4 11.8 5.9 
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CHAPTER 5 

 

DISCUSSION 

 

 

 

Summary 

 

Purpose 

 Researchers (Abril & Gault, 2006, 2008; Coudriet, 2013; Lidell, 1977; Luehrman, 2002; 

Punke 1972) have indicated that the role of educational leadership is highly influential in 

determining the structure and direction of the school curriculum. In light of this, having an 

understanding of how principals perceive the school curriculum and the various offered 

programs is critical.  The purpose of this study was to investigate principals’ perceptions of the 

status of music education in secondary schools, in Trinidad and Tobago and, similar to Abril and 

Gault (2006, 2008), the results in this study revealed that the principals do distinguish between 

the current and ideal conditions of music learning outcomes and broad educational goals.  

Specifically, the secondary school principals indicate that they believe music education possesses 

“a greater potential for meeting both musical and non-musical goals” (Abril & Gault, 2006, p. 

17).   

Notably, although principals, across the three studies, showed that they expect and desire 

more to be attained in both learning outcomes and educational goals, the principals in this study 

had a much lower perception of the current conditions, in both cicumstances.  This is not 

surprising, considering that even after over fifteen years of standardized testing music educators 

are still concerened about the value that is placed upon curricular music education (Byron, 2012). 

Their perceptions of the ideal conditions, in learning outcomes and educational goals, were more 

comparable with those of the prinicipals in Abril’s and Gault’s (2006, 2008) studies.  Perhaps the 

universality of what aspects of music education pervade the curriculum (Campbell, 2008) and 
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how music education systems engage with historical, political, and cultural structures extends to 

how school leaders perceive music programs.   

 

Demographic results 

 

 The permissions and approvals obtained for this study provided ready access to only the 

government/public secondary schools, in Trinidad and Tobago.  Although attained approvals 

limited the study to only the government secondary schools, it did increase the level of 

homogeneity of the sample. Given the small population size, gaining a response rate as close to 

100% as possible would enhance the argument for generalizability.  Considering the yielded 

response rate of this study (36.5%, a count of 34 completed surveys), generalizability could be 

argued similar to Marcus, Bosnjak, Lindner, Pilischenko, and Schütz (2007) on the premise that 

a relatively specific population was utilized.  Additionally, although not a criteria for sample 

inclusion, it did not subtract from the homogeneity of the sample that the majority of principals 

had experienced music education at either the elementary or secondary school level. 

   Interestingly, most of the respondents represented “Village” schools, with “Town” 

schools being the second most identified locale.  What is even more curious is that the three 

principals who pointed out that they did not offer music programs, were all located at “Village” 

schools, and indicated that they “Would Like to Offer” any of the listed options for music 

courses.  There could be several reasons for the low response rate of principals from “Borough” 

and “City” schools, and from principals in general.  Informal conversations with a music teacher 

highlighted the possibility of lack of interest in the survey topic.  Similar conversations with a 

few principals highlighted the phenomenon of prioritizing; some of them mentioned that they 

had the survey on their desk, or had noticed it in their email inbox, but could not attend to it at 
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the time because more important matters demanded their attention.  Other unforeseen issues may 

also have affected response.  An example of such was highlighted when one principal 

apologized, via email, for the delay in responding to the survey.  The principal attributed the 

delay to poor internet connection; the survey was never returned.  In yet another instance, a 

principal responded “Noted,” via email, at least three times yet never returned the completed 

survey. 

The district of Tobago is adequately represented in the respondents.  Following the 

procedure of stratified sampling required that six schools in the Tobago district be polled.  Of 

this required amount, five principals submitted completed surveys.  The high response rate from 

the Tobago district, relative to the overall response rate, suggests that principals in that district 

may have a more positive perception of the status of music education than the principals in the 

districts in Trinidad.  It is somewhat concerning that three methods of survey distribution needed 

to be used in order to increase the response rate.  Creswell (2008) mentions that response rate is 

influenced by other factors including follow-up procedures, respondent notification, and 

respondent interest.  The achieved response rate in this study, does raise questions about the way 

music education is perceived, the level of interest in music education, and the existence of music 

education programs.  Finally, given that most of the respondents offer music programs, it is 

possible that many of the non-respondents do not offer music programs and did not feel inclined 

to participate in this study. 

 The majority of schools, represented by the returned survey forms, do offer a music 

course, since it is mandatory, according to the MOE, that all secondary schools offer the Visual 

and Performing Arts (VAPA) curriculum (MOE, 2007) for the first three years of secondary 

school.  The VAPA curriculum caters for four aspects within the arts namely, dance, drama, 
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visual art, and music.  Ideally, “within each year, two terms2 will focus on acquiring basic skills 

in each of the four discrete disciplines of drama, dance, visual art, and music” (MOE, 2003, pp. 

2-72).  Whether the school is able to offer classes in each of the four disciplines is largely 

dependent on the availability of teachers.  It follows, then, that the absence, or presence, of any 

one of the arts disciplines does not necessarily speak to the absence, or presence, of any of the 

other arts disciplines.  This study revealed that about half of the schools with music programs 

have two fulltime teachers and half of the schools have one fulltime teacher, although it is not 

clear what determines how many fulltime music teachers are assigned to a school.  In most cases, 

the fulltime teachers are specialist teachers. 

 Across the secondary schools, the three most popular music course offerings are the 

“National Certificate of Secondary Education” (NCSE), the “Caribbean Secondary Education 

Certificate” (CSEC), and “Music Theory.”  It is to be expected that the NCSE and the CSEC 

programs would be more prominent because they are the culminating standardized tests that 

assess and evaluate students’ learning within the arts and music programs.  Courses much less 

offered are ensembles, “Instrumental lessons”, and “Music Technology.” 

 Taking into account the numerous cultural events and musical competitions/events that 

occur in Trinidad and Tobago, many of which are designed for schools’ participation, it does 

raise the question as to why more schools do not have ensembles.  Again, one issue may be the 

availability of teachers who are capable or willing to lead ensembles, considering that rehearsal 

time outside of regular school hours could become a factor.  Interestingly, though, the results 

show that after “Orchestra/Strings,” the next course that principals “Would like to Offer” is 

“Chorus/Vocal Ensemble.”  Notably, it appears that the four schools which currently do not offer 

                                                           
2 There are three terms per school year; typically the duration of the first term is from September to December, the 

second term goes from January to April, and the third term from April to July. 



 

101 
 

the NCSE program, “Would Like to Offer” the program.  In a similar vein, of the eight schools 

which do not offer the CSEC program, seven principals “Would Like to Offer” the program.   

 Further examination of what the principals “Would Like to Offer” reveals that a similar 

number of them would want to offer, “Band/Jazz Ensemble” and “Instrumental Lessons” as well 

as the strikingly less popular “Music Writing” and “Music Technology.”  That there seems to be 

relatively high interest in these four aspects of music education and given that principals found 

“Music Technology,” “Band/Jazz Ensemble,” and “Music Writing” to be courses for which they 

“Would Need More Information,” suggests that principals are interested in news ways of 

developing creativity.  In addition to the apparent desire to offer newer options for developing 

creativity, a few principals pointed out interest in offering courses/ensembles with a more direct 

cultural link, namely the Steel Pan Orchestra and Tassa group.   

 

Results based on music learning outcomes 

 

 Results indicate that currently the principals do not believe that the students are meeting 

the standards for music learning outcomes in a satisfactory manner.  Although “Music 

Performance” and “Music Listening” standards were both ranked as the highest achieved 

standards, their means scores fell below the average “Satisfactory” score.  In other words, 

principals have indicated that the current level at which the music learning outcomes are being 

met is “Very Poor.”  In response to how they believe the standards should be met under ideal 

conditions, the principals indicated that such should be at the level of “Very Good.”     

 These results further show the disconnect which the principals may be experiencing when 

they perceive how the standards for the music learning outcomes are being, or not being, met.  

Since there are relatively few performing ensembles, relatively few opportunities to learn to play 

instruments, and by extension, limited performing mediums, it then suggests a possible reason 
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why the principals point out a less than “Satisfactory” level of achievement in “Music 

Performance.”  A comparison of the mean scores between the current and ideal conditions 

reveals that there are significant differences, in every case, between how the principals believe 

the standards for music learning outcomes are currently being met and how they should be met.  

Further analysis produced results of large effect sizes for all instances of the standards for the 

learning outcomes.  The instance of the smallest effect size shows that the ideal condition (the 

level at which the principals believe that standard should be met), is more than 1.5 standard 

deviations higher than the current condition (the level at which the principals believe the 

standard is now being met); the instance of the largest effect size shows that their perception of 

the ideal condition for that standard is higher than the current condition by 2.5 standard 

deviations.     

 Another dimension of the principals’ perception of the music learning outcomes, based 

on the current and ideal conditions, is the rank order of the standards.  It is worth noting that in 

both current and ideal situations the principals placed most importance on “Music Performance” 

and “Music Listening.”  Table 31 presents a summary of the rank order of the music learning 

outcomes in both the current and ideal conditions.  The shift in “Relate to History & Culture” 

from position “5,” under current conditions, to “3,” under ideal conditions, may probe the idea 

that principals believe history and culture to give music education more relevancy, and thus, a 

more deserving place in the curriculum. 
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Table 31 

 

Summary of rank of music learning outcomes 

Rank order Standards under Current 

Conditions 

Standards under Ideal 

Conditions 

1 Music 

Performance/Listening 

Music Listening 

2 Music 

Performance/Listening 

Music Performance 

3 Read/Write Music Relate to History & Culture 

4 Analyze Music Read/Write Music 

5 Relate to History & 

Culture 

Compose Music 

6 Compose Music Relate to Other Subjects 

7 Relate to Other Subjects Analyze Music 

Note. 1 = Standard that is most highly met under current conditions/should be most highly met 

under ideal conditions; 7 = Standard that is least highly met under current conditions/should be 

least highly met under ideal conditions. 

 

 

Results based on broad educational goals 

 

Analogous to the results yielded based on the music learning outcomes, those based on 

the broad educational goals indicate that currently the principals largely do not believe that the 

students are meeting the standards in a satisfactory manner.  The survey form presented 14 

standards for the broad educational goals and of the 14 and under the current conditions, two 

standards, “Collaborative Learning” and “Pleasant Diversion,” were the only standards with 

mean scores above the “Satisfactory” level.  Here too, the principals have indicated that, in terms 

of the level of achieving the standards of the broad education goals, the plane is “Very Poor.”  In 
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response to how they believe the standards should be met under ideal conditions, the principals 

indicated that such should be at the level of “Very Good.” 

 The question of how the principals perceive of music education is, again, given insight 

via rank order of the broad educational goals, under current and ideal conditions, as well as the 

effect sizes of the instances of all the goals.  Table 32 displays a summary of the rank order of 

the broad educational goals in both the current and ideal conditions. 
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Table 32 

 

Summary of rank of broad educational goals 

Rank Order Standards under Current 

Conditions 

Standards under Ideal 

Conditions 

1 Collaborative Learning Self-esteem 

2 Pleasant Diversion Understanding other Cultures 

& Creativity 

3 Sensitivity to the Arts Understanding other Cultures 

& Creativity 

4 Future Arts Involvement Sensitivity to the Arts 

5 Self-esteem Collaborative Learning 

6 Understand other Cultures Lifelong Learning 

7 Creativity Future Arts Involvement 

8 Lifelong Learning Pleasant Diversion & Learning 

in other Subjects 

9 Self-expression Pleasant Diversion & Learning 

in other Subjects 

10 Understanding Music in Life Transmitting Heritage 

11 Transmitting Heritage Self-expression 

12 Intelligence Understanding Music in Life 

13 Learning in other Subjects Critical Thinking 

14 Critical Thinking Intelligence 

Note. 1 = Standard that is most highly met under current conditions/should be most highly met 

under ideal conditions; 14 = Standard that is least highly met under current conditions/should be 

least highly met under ideal conditions. 

 

 

 Further probing may continue when one considers the rationale for music education, as 

set forth by the MOE, and the rank ordering of the standards, according to the perceptions of the 
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principals.  Firstly, it should be noted that the MOE both identifies the need for and calls for a 

curriculum that supports the development of multiple intelligences (National Model, 2007).  

There is no doubt as to whether the intention is that music be included  in the curriculum, as the 

proposed daily schedule, for Early Childhood Education, has “Music and Movement” included 

as a component to the daily activities.  Secondly, the curriculum drafts that guide the NCSE 

Visual and Performing Arts (VAPA) Program and the CSEC Music program consistently refer to 

the idea and importance of developing disciplined or critical thinking.  In reference to the NCSE 

VAPA program, the MOE posits that the: 

Visual and Performing Arts envisions itself as the platform from which all students will 

develop creatively and holistically in their quest to become worthy citizens of the global 

society, capable of critical and analytic thinking, effective at problem solving, and 

technically competent.  (Secondary education modernization programme, 2008, p. 21) 

Similarly, the MOE rationalizes the CSEC Music syllabus thus: 

 

Music Education contributes to the enhancement of aesthetic and intellectual 

development as well as social skills….  Music is also known to contribute to the 

development of qualities that other disciplines aim to develop, namely: creative and 

inventive thinking, self-control, self-expression, disciplined thinking, problem-solving 

abilities, teamwork and sensitivity to the needs and contributions of others.  (Caribbean 

Examinations Council, 2009, p. 1) 

 A brief review of the rank ordering for the broad educational goals, in current and ideal 

conditions, in light of the context of the rationales, outcomes, and goals outlined by the MOE 

makes it apparent that the principals perceive of the goals of music education somewhat 

differently from the MOE.  Under the current conditions, “Collaborative Learning” is the only 
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MOE stated standard that the principals identified as being met at a “Satisfactory” level.  With 

respect to the ideal condition, standards of “Self-esteem,” “Creativity,” and “Understanding 

different Cultures” rise to higher levels of prominence.  Although all of the standards, under 

ideal conditions, are perceived at the level of “Very Good,” it is significant that the 

corresponding MOE stated standards of “Self-Expression,” “Critical Thinking,” and 

“Intelligence” (Intellectual development) are at the bottom of the list, as far as the principals’ 

perceptions are concerned.  The disconnect, therefore, is apparent; the MOE is rationalizing 

Music Education more as an enterprise which can develop various intelligences and pathways of 

thinking while the principals view Music Education more as a “Pleasant Diversion” from daily 

scheduled activities and a personal development tool.  

 Again, a comparison of the mean scores between the current and ideal conditions reveals 

significant differences, in every case, between how the principals believe the standards for the 

broad educational goals are currently being met and how they should be met.  Further analysis 

produced results of large effect sizes for all instances of the standards for the educational goals.  

The instance of the smallest effect size shows that the ideal condition (the level at which the 

principals believe that standard should be met), is more than one standard deviation higher than 

the current condition (the level at which the principals believe the standard is now being met); 

the instance of the largest effect size shows that their perception of the ideal condition for that 

standard is higher than the current condition by more than 2.5 standard deviations. 

 It may be of some importance to note that for both the music leaning outcomes and the 

broad educational goals, the standard deviations for the current conditions are larger than those 

for the ideal conditions.  This suggests that the principals more closely agree on the levels at 

which they believe the standards should be met than they do on the levels at which they are 
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currently being met.  Chi-squared analyses showed that there was a moderately positive 

association between the current and ideal conditions for both the music learning outcomes (rs = 

.71) and the broad educational goals (rs = .65).  It then means that increases in the current 

conditions would yield increases in the ideal conditions.  Only the associations in the educational 

goals, however, proved to be statistically significant at the p < 0.05 level. 

 

 

Results for the effects of certain variables on music education 

 

 On the survey, the principals were asked to indicate how they thought certain variables 

affected, or would affect the music program.  Eleven variables were presented to the principals; 

they identified two, “School Board” and “Budget/Finances,” as having a negative effect on the 

music program and they were completely “Neutral” on whether “Scheduling” had any effect on 

the music program.  According to the mean scores on the overall effects of the variables, the 

principals appear to believe that the remaining variables positively affect the music program; 

however, a review of their response frequencies shows that they most often chose to remain 

“Neutral” on the variable effects.  It is not clear why the “Neutral” response turned out to be the 

most popular response but it could be that the principals either preferred not to share their views 

on the matter, or, they did not have enough information to make a decision for either a negative 

or positive effect.   
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Tests for associations, via Chi-squared analyses, between the effect variables and the 

music program, revealed no statistically significant results.  Examination of the data tables 

(tables 19–29) shows that the actual count, for each effect category (Positive, Neutral, and 

Negative) was close to the indicated expected count.  The lack of variability between the actual 

and expected counts, therefore, resulted in each effect category producing a value of p > 0.05 in 

every case.  In summary, none of the variables posed either strongly positive or strongly negative 

effects to the music programs. 

  

Results based on open ended questions 

 The last section of the survey presented the principals with two open ended questions, 

one question asking them to identify what they believe to be the greatest obstacle to their music 

program and the other question giving them the opportunity to submit any other comment they 

wished.  As the results suggest, outside of identifying the lack of necessary physical resources as 

the number one hindrance, the principals are calling for more and better trained music teachers to 

deliver music curriculum content.   

By way of additional comments, principals shared various thoughts.  One noted how 

involvement in music has helped to build the students’ self-esteem and acknowledges the passion 

with which the music teacher works to ensure student success.  Another shared that the students 

who are involved in music are more disciplined and are higher academic achievers and still one 

would like to see more competitions and festivals incorporated into the curriculum, making it 

more diverse and encouraging a broader scope of learning outcomes.  Two of the principals who 

do not currently have music programs offered at their school shared their thoughts, one attesting 

to music education and its ability to keep students engaged, thinking, and creative while the other 
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principal laments the fact that the school has not had a music teacher in 25 years.  A final two 

principals address music education directly as a discipline.  The principals express concerns of 

wanting to see music education garner the respect it deserves as a discipline and a more relevant 

curriculum that would prepare the students for music industry jobs, as they currently exist. 

Conclusions 

 

 The purpose of this study is to investigate principals’ perceptions of the status of music 

education in secondary schools, in Trinidad and Tobago.  The guiding questions for this study 

were: 

1. What are secondary school principals’ perceptions of music learning outcomes as they 

are currently being met and as they should be met under ideal conditions? 

2. What are secondary school principals’ perceptions of broad educational goals as they are 

currently being met and as they should be met under ideal conditions? 

3. Is there a difference between principals’ perceptions of current and ideal conditions? 

4. What are secondary school principals’ perceptions about the degree to which eleven 

selected variables impact music education? 

 

Music Learning Outcomes 

 

 The principals were presented with seven music learning outcomes and they were asked 

to respond on how they believe the outcomes are currently being met and on how they believe 

they should be met.  Results indicate that the principals are notably unsatisfied with the level at 

which the learning outcomes are currently being met.  The results further suggest that the 

principals perceive that there is great room for improvement in order to attain the level at which 

the outcomes should be met.  They do agree that “Music Listening” and “Music Performance” 
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are and should ideally be at the forefront of the learning outcomes but they believe that the 

remaining outcomes may need to shift order of significance and relevance so as to improve the 

status of music education, as they perceive it. 

 

Broad Educational Goals 

 In this instance, the principals were asked to consider 14 broad education goals and to 

respond on how they believe the goals are currently being met and on how they believe they 

should be met.  The yielded results show that the principals are, in this case as well, unsatisfied 

with the level at which the broad educational goals are currently being met.  The results further 

suggest that the principals perceive that there is great room for improvement in order to attain the 

level at which the educational goals should be met.  Several of the goals presented on the survey 

form aligned with the goals outlined in the MOE’s rationale for music education; however, 

currently, the principals do not seem to perceive of the educational goals in the same way as does 

the MOE.   

The difference between the views of music education is further highlighted by the fact 

that although the principals desire the goals to be attained at a “Very Good” level, their beliefs of 

which standards should be more significant is different from those indicated by the MOE.  Here 

it is apparent that perceptions of the MOE and the principals are at variance. 

 

Difference in perceptions of current and ideal conditions 

 In an effort to describe the status of music education, as the principals perceive it, I was 

interested in fielding data that would represent both how they observe music education to 

function now and how they believe it should ideally function.  For both the music learning 

outcomes and the broad educational goals, the principals believe that the current conditions for 
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meeting the standards are below the desired level.  According to the principals, there is a 

difference between the level at which the learning outcomes and broad educational goals are 

currently being met and how these outcomes and goals should be met.  Not only is there a 

statistically significant difference between the conditions but the difference is practical as well.  

In other words, the difference between the current conditions is one that the relevant stakeholders 

may want to consider addressing. 

 

Effect variables 

 Eleven variables were presented to the principals and they were asked to indicate the 

effect which the felt the variable has on the music program.  The results show that the principals 

were largely “Neutral” on many of the effect variables.  Consequently, although they seemed to 

believe that most of the variables had a positive effect on the music program, none of the 

variables were thought strongly positively affect the music program.  The converse is also true, 

in that none of the variables were thought to strongly negatively affect the music program. 

 

Recommendations 

 

 This study was a replication of two previous studies, conducted by Abril and Gault (2006, 

2008).  Their studies were conducted in the United States of America and focused, separately, on 

elementary and secondary public schools.  The results of this study are similar to those yielded 

by Abril’s and Gault’s (2006, 2008) studies.  In this study, the results build upon Abril’s and 

Gault’s (2006, 2008) studies by adding credence to the position that the status of music education 

is in question.  Additionally, this study builds on the work by Mundle (2008) and Tucker (2003).  

Work by these researchers focused mainly on the island of Jamaica and they engaged the voices 
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of the music teachers, whereas this study focused on the twin island of Trinidad and Tobago and 

engaged the voices of the secondary school principals. 

 

Limitations of this Study 

 The interpretation of the results from this study are tempered with various limitations.  

The primary limitation is that of sample size and the number of respondents since small sample 

sizes require caution with respect to generalizability of results.  I worked to ensure that the 

questions on the survey were as clear as possible so that they would field the most accurate 

responses; however, it is possible that some of the respondents did not correctly understand all of 

the questions and may have answered inaccurately.  This survey may have also been affected by 

response bias, given that some of the principals may not have completed and returned the 

surveys because their school does not offer a music program. 

 Originally, the survey was to be completed and returned in hardcopy format.  During data 

collection I realized that I needed to try other methods of survey distribution and collection in 

order to increase my response rate.  It is possible that principals may have responded to various 

questions differently, depending on whether they completed the form as a hardcopy, in softcopy 

form, or as an online survey. Several factors come to bear upon survey response rates as well as 

upon the fielded responses (Barrios, Villarroya, Borrego, & Ollé, 2011).  Also, there may have 

been instances when the principal may have been unavailable to complete, or uninterested in 

completing, the survey and the vice principal may have been asked to respond.  As Barrios, et al. 

(2011) report, “it is well known that participants are more likely to respond to a questionnaire if 

they consider its topic salience to be high” (p. 216) and, in some cases, this may have led to the 

form not being complete and returned.  In cases where the vice principal may have completed the 
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survey, the responses, though not the explicit response of the principal, would have been those of 

personnel in the educational leadership role. 

 

Recommendations for further research  

 In quantitative research larger populations increase the likelihood of more generalizable 

results.  Further research in this aspect of music education should include efforts to replicate and 

expand on the population for this study.  There are 16 territories that participate in the CSEC 

examinations and while demographics may make it challenging to include all the principals from 

all the territories in a single study, this reality should not diminish the effort to discover insights 

into the perceptions of the principals across the territories.  Although there are similarities in 

educational structure and educational systems across the Caribbean islands, the differences in 

cultural nuances may yield different results. 

 Future studies may seek to include the voice of the music educators, since they directly 

work in the field.  While it may be true that the offering of a subject may be strongly influenced 

by the principal, the actual course content is delivered by the individual teacher.  Whether the 

teacher feels adequately prepared to deliver the course content and whether the teacher feels as 

though his/her field is respected may have implications for how the teacher views the status of 

music education.  

 

Implications for Music Education 

 Music education, in the context of standardized testing and within the Caribbean 

territories, is still a relatively new phenomenon.  The CSEC Music curriculum was introduced 

approximately 20 years ago and the NCSE, approximately 11 years ago.  Since its inception the 

CSEC syllabus has gone through two major revisions, the first revision in the year 2000 and the 



 

115 
 

second revision in 2009.  It is likely that many of the principals in this study would have already 

been in the teaching service when these music programs were implemented and may have been 

aware of some of the teething problems each program experienced.  Undoubtedly, both the 

principals and the teachers would have their list of “things to fix” and such did manifest 

themselves in this study.  

 Coming out of this study, first, is the need for more specialized music teachers who are 

better equipped to deliver the course content.  This is a call for policymakers to create 

opportunities for music teachers to be trained and to expand efforts to further bolster music 

teacher education.  There must also be more prospects for ongoing and in-service training so that 

the teachers are current with best practices in classroom music instruction. 

 Closely related to classroom instruction is assessment.  The NSCE and CSEC 

examinations provide chance for student assessment but with the need for music teacher training, 

the question of how efficiently the students are being assessed, prior to the NCSE and CSEC 

examinations, arises.  If principals are concerned with the level of delivery of the course content 

then it is likely that they are curious about what is being assessed and how it is being assessed.  It 

may spark a change in the principals’ perception of music education and boost the status of 

music education if teachers were able to show, via efficient methods of assessment, how music 

education works to develop the aspects of “Self-expression,” “Critical thinking,” and 

“Intelligence.” 

 In the end, a music program is only as good and as solid as the support it gets from 

parents, fellow classroom teachers, and the school administration.  By its very nature, the music 

program is dependent on a strong external support base.  Without the support of parents ensuring 

that students complete homework assignments, practice consistently, and attend rehearsals and 
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performances, the music program will suffer.  Unless the MOE and the music teachers make 

strong cases for the relevance of the music program its status will continue to be in question.  

Advocacy is necessary to gain the confidence and support of the stakeholders who will help to 

keep the music program going and growing. 
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1) Protocol Title 
The Status of Music Education in Secondary Schools in Trinidad and Tobago: Perspectives from 

Educational Leadership 

 

2) Investigator  
Primary Investigator: Dr. Deborah A. Confredo, Department of Music  

Education and Therapy, 215-204-8310 

Email: DebConfredo@temple.edu 

 

Student-Investigator: Eldon Blackman, PhD Candidate in Music Education,  

Telephone: 868-474-7755 (mobile) 

Email: tuc35605@temple.edu 

 

3) Objectives 
In 1999, the Caribbean Examinations Council (CXC), the examining body that prepares administers the 

examinations that signal the completion of students’ required high school matriculation, administered the 

first sitting of the music examination.  Since the first sitting of the examination, music education has 

become more cemented into the regular curriculum of Caribbean secondary schools but questions 

concerning the value of music education still prevail.  Given that music is central to the fabric of several 

Caribbean islands, music learning, whether by learning to play an instrument or by singing, is a 

widespread activity.  In several cases, musicians do most of their performing in the numerous cultural 

events that occur during the calendar year.  The phenomenon of music learning, however, has not 

translated into the large scale offering of music education in schools.   

In the current education system, gaining the Caribbean Secondary Education Certificate (CSEC) in any 

given subject secures the entry-level requirement for employment and for college/university enrollment.  

As the system is structured, English and Mathematics are compulsory and students choose additional 

subjects based on their vocational interest or desired field of further studies.  Even with this structure, the 

fact that Caribbean colleges and universities do not yet require the CSEC music certificate for 

matriculation into their music programs, as other tertiary programs have associated and appropriate 

prerequisites, suggests an under valuing of the CSEC music certificate, giving cause for the investigation.  

Since principals have great influence in deciding what supplemental subjects are offered at their schools, 

it would be helpful to know and understand what principals’ perceptions are of the CSEC music 

curriculum, as such would give insights into the current status of music education in the secondary 

schools in Trinidad and Tobago. 

The purpose of this study is to investigate principals’ perceptions of the status of music education in 

secondary schools, in Trinidad and Tobago. 
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4) Rationale and Significance  
 

The nascent years of formal music education in North America were between 1830 and 1840.  

Although previous research indicates that some schools offered music classes from as early as 

1750, it was the catalytic voices of William Channing Woodbridge and Lowell Mason that 

influenced inclusion of the teaching of vocal music in the school curriculum, by 1838 

(Sunderman, 1956; Pemberton, 1988).  The early accounts of this inclusion reveal that from the 

onset there were two major concerns, concerns related to the impending high cost of maintaining 

music programs expenses and the reality music programs would cause a reduction in 

instructional time for core curriculum subjects (Sunderman, 1956).  According to Abril & Gault 

(2008), such concerns still divide administrators.   

 

Realities of recent struggles of music programs' survival in public schools have compelled music 

education proponents to justify, by any means necessary, music education’s place in the regular 

curriculum (Miksza, 2007).  In response, the 'by-any-means-necessary' justification drive has 

translated into several research studies aimed at providing evidence that would support including 

and maintaining music education programs in public schools in the Unites States.   Researchers 

have investigated the correlation between music participation and academic achievement and 

development (Gouzouasis, Guhn & Kishor, 2007; Gromko, 2005; Miksza, 2007) and the 

correlation between music participation and personal development (Hallam, 2010).  Findings 

suggest that participation in performing arts helps to curb deviant adolescent behavior (Eccles & 

Barber, 1999). 

 

Soon after its inclusion as part of the core curriculum, music education came under the 

microscope and in 1838, as Sunderman (1956) notes, one of the earliest questionnaires appeared 

with the purpose of assessing the status of music education in the schools.  Even in these early 

stages, the merits of music education and the teaching of vocal music were being discussed at 

teachers' conventions (Sunderman, 1956).  Similar discussions continue today (Abril & Gault, 

2006, 2008).  Though the status of music education may preclude its inclusion in the core 

curriculum, Abril and Gault (2006) submit that “throughout history, philosophers, religious 

leaders, aristocrats, and civic officials have described music education as a necessary component 

of society” (p. 6).  Consequently, researchers have been drawn to the topic of music education 

and its inclusion in the curriculum. 

 

Studies focusing on music education and its connection to the core curriculum have been broad 

in scope.  State and national profiling of music education programs (Abril & Gault, 2006; Abril 

& Gault, 2008; Elpus & Abril, 2011; Miles, 1993; Schmidt, Baker, Hayes, & Kwan, 2006) has 

been undertaken.  These studies have focused on the structure and offerings of elementary and 

secondary music programs (Abril & Gault, 2006, 2008), the characteristics of high school 

students who participate in ensemble programs (Elpus & Abril, 2011), and the public school 

general music and ensemble offerings in given US states (Schmidt, et al., 2006).  “Statewide 

studies of public school music programs have been rare” (Schmidt et al., 2006, p. 25), but even 

during the first half of the twentieth century Burns (1935) sought to describe the public school 

music program in Louisiana.  Schmidt et al. (2006) indicate that statewide studies have covered 

topics of “teaching responsibilities and characteristics of music educators in Iowa, world music 

curricula in Florida general music programs, classroom teachers’ perception of music instruction 
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in Illinois, and public school string education in Ohio” (p. 26).  Further, Schmidt et al. (2006), 

point out that similar research, investigating how music educators and school administrators 

justify music education, has been conducted in Ohio and South Carolina. 

 

Miles (1993) indicates that national public school studies began in 1885 and that since then, 

“numerous national reports and studies have been conducted to evaluate the place of arts in 

education” (p. 6).  His study, based on a national survey, gathered census information on 

academic problems faced by public high school band programs across America (Miles, 1993).  

Having noticed a gap in the body of literature concerning a national profile of public school 

orchestral programs, Gillespie and Hamann (1998) designed a study to capture descriptive 

information about such programs.  Prior to Gillespie and Hamann (1998), Leonhard (1991) 

reported on a large scale national level survey that gathered four types of data on arts programs 

at large and small elementary schools, middle schools and high schools; the study secured data 

on (a) demographics, (b) curriculum, (c) sufficiency of instructional materials, and (d) the 

support base for arts education (Leonhard, 1991).   

 

Yet another strand of research with a national focus is that of the availability of music programs 

based on factors of socio-economic status, concentration of minority populations, types of 

academic programs offered, and program accessibility to students with disabilities (Costa-Giomi 

& Chappell, 2007).  Butler, Lind, and McKoy (2007) continued in the vein of music program 

accessibility and availability when they investigated how race, culture, and ethnicity influence 

(a) teachers, (b) students, (c) content, (d) context, and (e) instruction.  They argue that if culture 

is significant then it must form part of the framework for designing learning experiences and 

research (Butler, Lind, & McKoy, 2007).  

 

While some studies pertain to the status of music and arts education in terms of curricular 

offerings and their accessibility, other studies investigate the same phenomenon from the focal 

point of teachers’ and school principals’ perceptions (Abril & Gault, 2006).  Coudriet (2013) 

notes that the perceptions of teachers and principals determine the establishment of curricular 

and instructional priorities.  Corroboration by Abril and Gault (2006) indicates that disparities do 

exist between how teachers and principals ascribe value to music learning and student ensemble 

participation.  They submit that in evaluating music programs and elements of the music 

curriculum, principals assign more weight to musical criteria than do music teachers (Abril & 

Gault, 2006).  Setting focus on the perception of the principal, in the discipline of visual arts, 

Luehrman (2002) investigated the attitudes of principals with respect to art education and, as 

similar studies suggest (Abril & Gault, 2006; Abril & Gault, 2008; Lidell, 1977; Punke 1972), 

principals' attitudes have an impact on art education programs.  According to Luehrman (2002), 

one of the reasons principals have such influencing power is that they have a voice in deciding 

how, and if, such programs should be funded.  Additionally, Abril and Gault (2008) speak of 

principals’ weighty influence “in determining what course offerings are made available to 

students” (p. 69).  Evidently, the influence extends further as Coudriet (2013) explains that the 

value of the principal’s perspective also allows him/her to be sensitive to the teachers’ 

instructional support needs.   

     
Considering that music and music education are a global phenomenon (Miyoshi, 1997; O’flynn, 

2005; Reimer, 1997; Walker, 1996), that “the history of music education in Britain parallels 
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music education struggles in the United States,” (Berger & Cooper, 2000, p. 74), and that “hard-

hitting criticisms of music in British schools resonated across the seas to Caribbean countries, 

causing those of us who work in systems of education initially modelled on the British system to 

examine our practices (Tucker, 2003, p. 157), investigating principals’ perception of music 

education within in the Caribbean context is valuable.  There is evidence that the status of music 

education is low in both the United States and in Britain, issues of assessment exist in both 

countries, in both systems educators have redesigned programs to improve student learning 

through teacher effectiveness, and both countries have increased efforts to be authentically multi-

cultural in the music classroom (Berger & Cooper, 2000).  Correspondingly, music educators in 

the Caribbean region are concerned about the status of music education, even in the wake of the 

implementation of a secondary school level music syllabus and examination that equates the 

standards of external examining bodies (Byron, 2010). 

 

Outlining the issues that plague music education in the United States, Britain, and the Caribbean 

seems to give credence the sentiments of Jorgensen (2008) when she asserts that “Regrettably, 

descriptive research seems to be quite out of fashion in our time, too often regarded as the poor 

sister of other research methodologies that attempt to refute or explain rather than describe” (p. 

339).  Having come across only two recent descriptive studies (published in 2006) in a single 

state, she notes that such studies are lacking in the United States (Jorgensen, 2008).  Cox and 

Hennessy (1999) indicate that little research in the United Kingdom focused on the teacher and 

the teacher’s role, providing an unclear picture of the status of music education in the UK.  

Trinidad and Tobago, with its education system patterned after the British model (Alleyne, 1996) 

follows suit and Morris (1999) and Bristol, Brown, and Esnard (2014) submit that very limited 

research exists on the topic of the role of the principal and school leadership in the Trinidad and 

Tobago education system.  Although there may be limited knowledge of school leadership in 

Trinidad and Tobago, Heck (1996) suggests that the role of the principal has been changing and 

these changes have the potential to affect “school outcomes and school improvement efforts” (p. 

74). 

 

Descriptive research that profiles the status of music education, in secondary schools, in Trinidad 

and Tobago, is needed so that administrators and policy makers can be better equipped to make 

informed decisions in shaping the future of music education within the Caribbean context.  

Philosophers, administrators, policy makers, and stakeholders need the compelling evidence 

from descriptive studies, studies that explain what currently is, in order present solid arguments 

for future improvements (Jorgensen, 2008).  Presently, music education in Trinidad and Tobago 

is in need of research that cover both the descriptive element and the element of school 

leadership, as they pertain to music education.  The purpose of this study, therefore, is to 

investigate principals' perceptions of the status of music education in secondary schools, in 

Trinidad and Tobago.  Since this study probes issues that have arisen in similar studies that have 

been conducted on public elementary and secondary schools (Abril & Gault, 2006; Abril & 

Gault, 2008), similar guiding questions will be used.  These guiding questions are: 

 

1. What are secondary school principals’ perceptions of music learning outcomes as they 

are currently being met and as they should be met under ideal conditions? 

2. What are secondary school principals’ perceptions of broad educational goals as they are 

currently being met and as they should be met under ideal conditions? 
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3. Is there a difference between principals’ perceptions of current and ideal conditions? 

4. What are secondary school principals’ perceptions about the degree to which certain 

variables impact music education? 

 

5) Resources and Setting  
 

This study does not require the assistance of other personnel.  Surveys will be mailed to the potential 

participants and will be returned, similarly, to the investigator.  There are 163 secondary schools in 

Trinidad and Tobago, 153 in Trinidad and 10 in Tobago (Education Sector Strategic Plan: 2011-2015, 

2012).  This study utilizes the sample of government secondary schools (n = 93), 87 in Trinidad and six in 

Tobago (T. Sahadeo, personal communication, October 14, 2014).  Based on factors such as confidence 

interval (95%), margin of error (5%), and population (n = 93) this study will need a minimum of 76 

participants3. 

 

Dr. Deborah Confredo, the principal investigator in this research project, has extensive experience as a 

researcher and educator in the field of music education.  Given her intimate dealings with research via her 

appointments to various editorial boards of flagship journals in the music education profession, Dr. 

Confredo will be able to supervise and mentor me through this research process. 

 

6) Prior Approvals 

 
The Chief Education Officer (CEO), in the Ministry of Education (MOE) of Trinidad and 

Tobago, serves as the gatekeeper for granting permission for the secondary school principals to 

participants in research studies.  On August 4, 2014, I emailed the CEO requesting information 

on the necessary process for attaining necessary permissions.  To date, I await a response from 

the CEO; follow up contact revealed that he was out of the country when the invitation was sent 

and he will respond as soon as possible upon his return. 

 

Additionally, I will seek his guidance as to whether he provides permission for the involvement 

of principals who function at private schools, or whether I make such requests of the individual 

school boards.   
  

                                                           
3 Calculation done by the sample size calculator, http://www.raosoft.com/samplesize.html 
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7) Study Design 

 

a) Recruitment Methods 

Principals of secondary schools will be invited to participate in this study during the first term 

(September to December) of the 2014/2015 school year.  Participants will be recruited via a letter 

of invitation and via follow-up telephone contact.  Postal addresses and telephone contacts will 

be obtained by accessing the contact information that is provided on the MOE website.  The 

study will include principals from private, government, and government assisted secondary 

schools, whether or not music is offered for CSEC study.   

 

Participation in the study is voluntary and there will be no compensation for participation.  

Subjects indicate their agreement to participate by returning the completed survey form.  

A letter of invitation will accompany the survey form. 

 

b) Inclusion and Exclusion Criteria 

In order to be considered eligible for this study, one has to be a functioning as an employed 

principal of a secondary school, in Trinidad and Tobago, at the time the study is being 

conducted.  Persons not meeting this criterion will be excluded from this study.  

 

c) Study Timelines 

The survey requires no more than 15 minutes of the participant’s time. 

October 3, 2014  First mailing of the survey to potential dissertation 

    participants 

 

October 17, 2014  Second mailing of survey to potential participants who  

    did not return completed surveys 

 

October 31, 2014  Telephone calls to potential participants if the required  

    number of responses is not met 

 

November 14, 2014  Data analysis begins 

 

March 6, 2015   Final report completed 

 

d) Study Procedures and Data Analysis 

Describe the study procedures and how the data will be analyzed.  

Although not an absolute replication, procedures outlined in this study closely follow the 

protocol of the Abril and Gault (2006, 2008) studies.  As such, a similar survey form will be used 

to gather the required data.  The survey instrument that will be used in this study was designed, 
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deemed reliable and valid, and used by Abril and Gault (2006, 2008) in two similar studies.  

Drafts were piloted and reviewed by various stakeholders and their suggestions were considered 

as the survey form was revised. 

The final version of the survey instrument if organized into four sections aimed at collecting 

different types of information.  Section one serves to collect general demographic data about the 

school and the principal and specific data about the current music program, if there is one.  

Section two consists of seven questions geared toward gathering data related to the intended 

learning outcomes outlined by the MOE’s secondary school performing arts curriculum.  A 

Likert-type scale (5 = strongly agree and 1 = strongly disagree) allows participants to indicate 

the degree to which they believe certain learning goals are being achieved.  Section three consists 

of 14 statements that relate to broad education goals and the perceived achievement of these 

goals is also rated by a Likert-type scale.  In section four, principals are asked to indicate how 

eleven variables affect the music program.  The Likert-type scale is used in this section as well (5 

= strongly positive, 4 = positive, 3 = no effect, 2 = negative, and 1 = strongly negative).  Finally, 

in section five principals are provided with two open ended questions where they are asked to 

describe obstacles that may be inhibiting their ready support of the music program. 

Data analysis will include tests that will provide the most relevant results for the proposed 

research questions.  Since some modifications have been made to the survey instrument, so that 

it applies more directly to the context of music education in Trinidad and Tobago, further 

analysis will include attaining a Cronbach’s alpha coefficient “to measure the internal 

consistency of the survey items” (Abril & Gault, 2006, p. 10).   

The guiding questions of this study focus on the music program, music learning outcomes, 

program educational goals, and factors affecting the music program.  Additionally, one question 

relates to the difference between how principals perceive the current music program and what 

they believe would obtain in the ideal music program.  With respect to the first two questions, a 

Spearman coefficient will be calculated in order to measure the consistency between the 

‘current’ and ‘ideal’ conditions.  The third question will require that repeated t-tests will be 

carried out on the variables of the first two questions in order to test for significant differences 

between the ‘current’ and ‘ideal’ states.  The magnitude of the differences between ‘current’ and 

‘ideal’ conditions will be expressed by a Cohen d value.  The final question will be treated by 

Chi-square analyses so as to examine the differences in how principals perceive the impact of the 

eleven presented variable on the music program. 

 These statistics will assist the researcher in providing a description of the overall trends and data 

distribution, with respect to the principals’ perception of music education in secondary schools in 

Trinidad and Tobago. 

 

e) Withdrawal of Subjects 

There are no foreseeable circumstances under which subjects will be withdrawn from the 

research without their consent.   

Subjects will indicate their willingness to be participants in the study by responding to the all 

survey questions and returning the survey form.  Subjects, however, are free to withdraw from 

the research at any time.  Withdrawal from the study will involve the subject contacting the 
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researcher, by November 13, 2014, and requesting that their provided data not be used in the data 

analysis.   

 

f) Privacy & Confidentiality 

Returned completed survey forms will be kept at a secure location which is overseen by the 

student investigator.  No identifying information will be evident on the forms; codes on the 

forms will be representative only of the school zone.  All data will be accessible only to the 

principal and student investigator. 

Participation in this study is strictly voluntary.  A decision for non-participation in the study, or 

withdrawal from the study, will not prejudice future interactions with the investigator, the 

participant’s employer. 

 

8) Risks to Subjects 

Subjects in this study will not be exposed to any risks, discomfort, inconveniences or physical 

danger beyond the norms of everyday life.    

 

9) Multi-Site Human Research 

N/A 

 

10) Potential Benefits to Subjects 

There are no guaranteed benefits for any one subject associated with this study.  It is 

hoped that the results will provide insights for improving the status of music education in 

secondary schools in Trinidad and Tobago. 

 

11) Costs to Subjects 

N/A 

12) Informed Consent  
 

Potential subjects will be asked to read the following statement prior to completing the survey form and 

participating in the study: 

This study, a survey in which data will be collected, is designed to gather information that will 

provide a picture of how principals perceive the current state of music education in secondary 

schools in Trinidad and Tobago.  There is extant literature on the status of music education 

programs within the Caribbean but the majority of this literature relates to only one Caribbean 

territory.  Data from this study which profiles the status of music education in Trinidad and 
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Tobago may help guide educators, policy makers, school administrators, and other stakeholders 

in decision making. 

 

To this end, I am interested in your perceptions and views as they relate to music education.  An 

accurate reflection of your views will provide meaningful results that might be used to improve 

the state of music education in secondary schools in Trinidad and Tobago.  Please feel free to ask 

questions about the study at any time, before or during the study.  I am happy to share the results 

of the study with you once the study has been completed.    

 

The survey should take no more than 15 minutes to complete.  The information you provide will 

remain confidential and will not be used to evaluate you, your school, or your school's music 

program. The forms have been coded for record-keeping purposes only. Returning the completed 

survey, in the self-addressed return envelope is an indication of your agreement to participate in 

the study.  There are no known risks and/or discomforts associated with this study.  With your 

participation, the expected benefits are encased in the information concerning your perceptions 

and attitudes toward music education.  Should this study be later submitted for publication, it 

will be indicated that principals from Trinidad and Tobago participated in the study. 

 

Participation in this study is voluntary.  Your decision for non-participation in the research or 

withdrawal from the research will not prejudice future interactions with the investigator. 

 

13) Vulnerable Populations 

N/A 
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LETTER OF REQUEST TO CONDUCT RESEARCH 
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LETTER OF APPROVAL TO CONDUCT RESEARCH 
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LETTER OF CONFIDENTIALITY 
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LETTER OF INVITATION 

 

The consent information will accompany the survey instrument as will read as follows. 

 

This study is designed to gather descriptive data that will provide a picture of how 

principals perceive the current state of music education in secondary schools in  

Trinidad and Tobago.  There is extant literature on the status of music education 

programs within the Caribbean but the majority of this literature relates to only one 

Caribbean territory.  The investigator believes that descriptive research that profiles the 

status of music education in Trinidad and Tobago is needed in order to guide educators, 

policy makers, school administrators, and other stakeholders in their decision making. 

 

To this end, the investigator is interested in your perceptions and views, as they relate to 

music education.  It is important that you provide information that accurately reflects 

your views.  This will provide meaningful results that might be used to improve the state 

of music education in secondary schools in Trinidad and Tobago.  Please feel free to ask 

questions about the study at any time, before or during the study.  I would also be happy 

to share the results of the study with you once the study has been completed.    

 

It should take no more than 15 minutes of your time to complete the survey.  Please be 

assured that the information you provide will remain confidential and will not be used to 

evaluate you, your school, or your school's music program. The forms have been coded 

for record-keeping purposes only. Returning the completed survey, in the self-addressed 

return envelope is an indication of your agreement to participate in the study.  There are 

no known risks and/or discomforts associated with this study.  With your participation, 

the expected benefits are encased in the information concerning your perceptions and 

attitudes toward music education.  Should this study be later submitted for publication, it 

will be indicated that principals from Trinidad and Tobago participated in the study. 

 

Be aware that participation in this study is strictly voluntary.  Your decision for non-

participation in the research or withdrawal from the research will not prejudice future 

interactions with the investigator or your employer. 
 

 

 

Sincerely 

Eldon Blackman, 

PhD Candidate, Music Education 

Temple University 
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SURVEY INSTRUMENT 
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CORRESPONDENCE ON PERMISSION TO USE/MODIFY SURVEY 
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The email read as follows: 

Dear Principal,  

 

I am sending this email to you as a follow up to correspondence that I had with your 

district office concerning a research study that I am conducting for my dissertation.  I 

understand that your schedule is a very busy one but I am kindly asking you to assist me 

by completing the attached survey in Microsoft Word (it should take only 15 minutes) 

and either 1) return it to your district office, or 2) email it to me. 
 
 

Please respond by letting me know whether you have been in receipt of the documents 

that are attached to this email or by letting me know if you have any questions.  I have 

also attached all the necessary approvals from the Chief Education Office and the letter of 

consent which includes an explanation of my research.   

 

Thank you and I look forward to your response.  

 

 

Best regards,  

 

Eldon Blackman 

Chair (Ag.) 

Department of Music and Fine Arts 

University of the Southern Caribbean 

Tel. 474-7755 (cell) 

       662-2241 ext.2519 (work) 
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Dear Principal,  

 

I am sending this email to you in connection with correspondence that I have had with 

personnel at your district office, concerning research that I am conducting for my 

dissertation.  I understand that your schedule is a very busy one but I am kindly asking 

you to assist me by completing the attached survey (it should take only 15 minutes).  The 

survey can be completed and returned in one of two ways; 1) I have attached the survey 

form as a Microsoft Word document so that you may type in your responses and email 

the document to me; 2) you may use the link (http://goo.gl/forms/WnBokSNtWx) in 

order to access the form online and to submit it, once completed. 

 

Additionally, I have attached all the necessary approvals from the Chief Education Office 

and the letter of consent which includes an explanation of my research.  If, for any 

reason, you would rather not respond (not complete the survey) please let me know.  If 

your reason is one that you would not mind sharing, please feel free to let me know...your 

reason may give me some guidance and ideas for research. 

 

 

Thank you for your cooperation and I look forward to your response. 

 

 

Best regards, 

Eldon Blackman 

 


