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ABSTRACT

The aim of this study was to document the expressed beliefs and
observed practices of elementary school teachers involved in music instruction in
Vancouver and Hong Kong. It is important to understand beliefs and value
systems of teachers since they form the basis for their educational practices.
These beliefs are shaped by various contextual factors in a society. The music of
a society is one such factor that constitutes both cultural and educational
practices in that society. Therefére a cross-cultural, comparative study concerned
wifh music education was undertaken so as to better understand the underlying
contextual factors that shape teachers’ overall understandings and practices of
teaching music in the elementary schools. The present investigation is the only
study of this kind to date.

This study was designed as a qualitative multiple-case study, including
five cases in Vancouver and five cases in Hong Kong. The tools for data
collection were in-depth interviews and repeated classroom observations.

The results of this study suggést that teachers’ expressed beliefs and their
classroom practices about music education are informed by the following major
factors: (1) teachers"personal experiences, (2) social and cultural factors of the
societies in which they live, and (3) the music curriculum as set by the school
systems.

Furthermore, these results shed light on ways in which music education is

implemented in these two cosmopolitan cities and demonstrate interesting




interplay of various cultural influences. The findings of this study add to the
knowledge of Western and Chinese ideas, especially educational thoughts and
- music education, through presentations and analysis of beliefs and classroom

practices of teachers from these two cultures.
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CHAPTER ONE

Introduction to the Study

Introduction

Music is a manifestation of people and their culture. It is also one of the
essential elements that constitutes culture and its substance. Culture is a
collection of complex symbols, behaviours, attitudes, ideologies, systematic uses
of language and definitions of roles that shape the forms of a particular society
and in turn determines what the society expects from individuals and the
community (Geertz, 1973, LeVine, 1984, Ulin, 1984). Culture also provides
meaning, definition and description for an object experienced by the individual
and furnishes the individual’s experience with its cause (Walker, 1990, Alder,
1997). In reality, culture evolves from and in turn influences people’s daily life.

’ Culture is expressed through social institutions. Bruner (1996) regards
education as one of the most important social institutions that reflects the
essence of culture as well as prepares the individual for it. The interaction
between the individual and culture, that is, the process of socialisation, depends
on a society’s education system. Narrative arts represented through media such
as language, arts and music are important facets of culture and they
sﬁbsequently exist in the formal or informal curriculum of every culture. These

narrative arts permit human subjects to transform their expressions into a

representation of cultural beliefs and value systems in their society (Bruner,

1996).




Music is a narrative art and people all over the world make music for
different reasons. Music education therefore is one of the media that reflect and
transmit the beliefs and value systems of a culture. In other words, music
education is one of the ways to put the beliefs and value systems of a culture into
practice. Since the implementation of music education depends on music
teachers who may hold different beliefs and value systems in different cultural
settings, a thorough and detailed look into the beliefs and practices of music
teachers will be useful to better undérstand music education in the cultural

contexts of a society.

Purpose of the Study
As a descriptive, exploratory study, this research aims to investigate
beliefs and practices of teachers who teach music in two different cultural
settings: Vancouver, British Columbia, Canada, and Hong Kong, China. The‘
objective of this research is to document the expressed beliefs and practices of
in-service elementary school teachers involved in music instruction in Vancouver
and Hong Kong. In particular, this study focuses on the following questions.

1. What are the expressed beliefs of elementary teachers who are
involved in music instruction in Vancouver and Hong Kong regarding
music and music education?

2. In what ways do these beliefs manifest themselves in educational

practices of these teachers?

The present research consists-of 10 case studies of classroom practices




of teachers teaching music in elementary schools, with five of them in Vancouver
and five in Hong Kong. Through observations and interviews, profiles of teachers
are constructed that allow for reflections on the nature of their beliefs about
music education and the relationship of their beliefs to their classroom practice.
Given its cross-cultural nature, this study also aims at the exploration of
cultural/contextual factors as possible determinants of beliefs underlying music
education'practice in elementary schools. Furthermore, the descriptive,
exploratory approach taken in this study is conducive to uncovering and bringing
to light significant issues in music education meriting further examination, thus

identifying possible areas for future research in this field.

Rationale -

In the field of education, beliefs and values of teachers provide the basis
for the matrix of educational practices and curriculum that define life in
classrooms (Eisner, 1992). According to Eisner (1992), “belief systems provide
the value premises from which decisions about practical educational matters are
made” (p. 302). Since education is one of the important social institutions that
reflects culture (Bruner, 1996), beliefs and value systems of the society and the
individual determine the extent tq which a particular subject area is valued in the
education system. Nevertheless, the way in which the curriculum is implemented
in the classroom depends on the practices of teachers. As a consequence,
beliefs, curriculum and educational practices are inter-related where beliefs are

“expressed and developed through the processes of acculturation and



professional socialisation” (Eisner, 1992, p. 304). Beliefs of teachers are shaped
by various contextual factors of the society. Likewise, culture and beliefs
influence educational practices and decisions. The processes of acculturation
and professional socialisation of teachers consist of both affective and cognitive
features. Affective features include devotion, interest, enthusiasm and
commifment to the improvement of practices (Pang & Tam, 1986), while
cognitive features include the learning and teaching experiences of a téacher,
together with his or her ethical orientation (Cheng, 1992). The summation of
these features shape teachers’ beliefs and values about the purposes as well as
their practices in teaching a particular subject (Ayers, 1989). Therefore, there is a
need to study both beliefs and practices of teachers if we are to understand the
complexities of teaching in different cultural contexts, which is precisely the task

of this thesis.

Analytical Framework
Richardson (1996) states that “attitudes and beliefs are a sub-set of a
group of constructs that name, define, and describe the structure and content of
menta-l states that are thought to drive a person’s actibns” (p- 102). Since every
teacher is a unique individual, their educational and cultural background,
personal beliefs and experiences as well as expertise and ability to engage with
the subject will affect their decisions concerning educational practices. The

present study is based on the analytical framework proposed by Richardson and

her associates (1991) positing that teachers’ expressed beliefs are closely




related to their classroom practices and that teachers’ practi_ces are predictable
because their beliefs directly impact on teachers’ behaviours in the classroom.
This notion is consistent with Eisner’s (1992) claims regarding the close inter-
relationship among teachers’ beliefs and théir instructional planning and
implementation. This study is focused on exploring the expressed beliefs and
classroom practices of teachers involved in music education in elementary
grades in two different cultural settings, Vancouver and Hong Kong. Its design
allows for examination of both: expressed beliefs as well as actual classroom

practice and their relationship, in the context of Richardson’s framework.

Motivation for the Study

In Vancouver classrooms, teachers in all subjects face an increasing
challenge caused by the influx of immigrant students. Likewise, there is an
increasing number of students in Hong Kong who have lived in North America for
some time and have been exposed to Western educational practices. To
successfully meet these challenges, it would be most helpful for music teachers,
both in Vancouver and Hong Kong, to have a better understanding of the musical
practices that might have shaped their students’ educational experiences, which
they inevitably bring to the new learning environments. My education and
teaching experiences in both Vancouver and Hong Kong lead me to observe that
these two cities differ in many ways in terms of culture and educational systems.

A descriptive, exploratory study of beliefs and practices of teachers from the two

different school systems and cultures will allow for a greater understanding of the




potential influence of these two factors on the nature of the educational
experiences of students.

The structure of school systems in HongvKong and Vancouver is different.
In Hong Kong, schools are divided into Kindergarten (Kindergarten 1-3 for
children aged from 3-5), Primary (Primary 1-6 for children aged from 6-11) and
Secondary (aged from 12-18). In Vancouver, schools are divided into Elementary
(Grades K-7 for those aged 5-12) and Secondary (Grades 8-12 for those aged
13-17).

Also, there is a language difference in the research sites. In Hong Kong,
the official languages are Chinese and English. The majority of people use
Cantonese as their daily spoken language. In most of the primary schools, the
language of instruction is Cantonese although there are some primary schools

that traditionally use English for instruction. For example, the Syllabuses for

Primary Schools — Music (1987) is available in Chinese and English. In

Vancouver, the official languages are English and French. In this multicultural

city, the students may have different mother-tongue languages but the
mainstream language is English. English is the language of instruction in the
majority of the elementary schools in Vancouver although the Vancouver School -
Board also offers French Immersion programs and Programme Cadre de

Francais that use French for instruction. The Elementary Fine Arts Curriculum

(1985) of British Columbia is available in English and French.

Based on my teaching experience of pre-service music teachers in both

cities, 1 noticed that teachers’ musical experiences and their beliefs about the




purpose of music education clearly affect their teaching practices -- an
observation supporting Richardson’s notion of teachers’ beliefs and practices as
stated in the analytical framework. As a result, | am interested in investigating the
expressed beliefs of elementary school teachers in Hong Kong and Vancouver
who teach music regarding the purposes for music education, and in exploring
how these beliefs affect their educational practices.

This study is not to identify a prescriptive definition of the purpose of music
education or define excellence in music education practice. Instead, it seeks to
uncover beliefs ‘and attitudes of teachers who teach music in elementary
classrooms to examine and how teachers’ personal beliefs about the purpose of

music education influence their classroom behaviour.

Contribution of this Study

The findings of this study can enhance our understanding of educational
practices related to music and music education in Western and Chinese cultures,
through exploring the beliefs and practices of teachers from different cultural
contexts. Since no cross-cultural research to date has explored beliefs and
practices of teachers who teach music, this study serves as the first step to fill
the gap in the literature of music education research. As a descriptive and
exploratory inVestigation, this study begins the process of documenting beliefs
and practices of teachers involved in music instruction in elementary schools.

Understanding of these beliefs and practices can inform and expose teachers

and policy makers to music educational practices in different cultures, and allow




for exploration of the role of contextual factors that are instrumental in the
process of translating beliefs into practice. This study also unearths several

important issues in music education requiring further investigation.

Organisation of Dissertation

There are eight chapters in this dissertation. The first chapter states the
rationale, motivaﬁon, purpose and contribution of the study. The second chapter -
discusses the related literature in the field of music education and how this
dissertation complements them. The third chapter introduces the analytical
framework and discusses the methodology chosen for this study. The fourth
chapter discusses the social and cultural backgrounds of VancoUver and Hong
Kong, gives an overview of the respective education systems, as well as
highlights the ideas of music education in both cities. The fifth chapter discusses
the traditional beliefs about music education in the Western and Chinese
societies and how they might be reflected in the curriculum documents of
Vancouver and Hong Kong. The sixth chapter presents the 10 cases of this
study, including the expressed beliefs, practices and the reflections of the
teachers. The seventh chapter discusses the findings, makes comparisons
- among the ten cases and provides the conclusions of the study. The eighth

chapter discusses the issues raised by the study and provides further

suggestions for research.




CHAPTER TWO

Literature Review

As beliefs, attitudes and value systems of teachers provide the basis for
their educational practices, it would be worthwhile to explore the relationship
between those variables (Richardson, 1996). Although only very few researchers
have conducted studies related to beliefs and/or practices of music educators, an
examination of the existing research in this field as well as in the areas of cross-
cultural music education provides a context for the present study.

The existing research in this area includes studies that investigate
attitudes and opinions of music educators or students towards various issues
involved in music education. However, no study to date has specifically
concentrated on the relationship between teachers’ beliefs and practices in music
education. Therefore, this literature review also draws on relevant work done in
other subject matter fields

Furthermore, it should be noted that in exploring attitudes and opinions of
music educators or students, research to date has predominantly relied on
survey methodology. Among the existing studies concerned with teachers’

attitudes and beliefs, most have focused on investigating teachers’ attitudes

through the use of quantitative research methods.




Attitudes of Music Educators towards the Practices of Music Education

The study by Kacanek (1982) investigated attitudes of music educators

towards Bennett Reimer’s A Philosophy of Music Education conformed to

quantitative research methodology. In a similar fashion, Hanley (1987) explored
attitudes of educators towards various philosophical approaches underlying
music education. The study by Young (1996) examined music teachers’ attitudes
toward multicultural education and investigated the impact of those attitudes on
music classroom environment, music activities and teaching strategies. Overall,

. these studiés confirmed the hotion that music educators believe it is difficult to
put particular theories and/or philosophies of music education into classroom
practice (Kacanek, 1982, Hanley, 1987, Young, 1996). However, due to the
inherent limitation of quantitative approach, these studies do not show why and in
what ways music educators find it difficult to implement theory and/or philosophy

of music education in their classrooms.

Attitudes of Music Educators towards their Profession

Several studies concerned with attitudes and beliefs in the field of music
education focused on mqsic educators' satisfaction with their career (Hoffer,
1982, Tobin, 1990, Clingman & Vincent, 1993, Hamann & Lawrence, 1995).
Hoffer (1982) conducted a large study investigating attitudes of music teachers
toward their profession. He found that teachers liked teaching music and strongly
believed that it was worthwhile to have music included in the school curriculum.

However, most of them had negative feelings about their careers due to low

10




salaries, and the impression that music was not being treated as an important
subject area in the curriculum. This was in contrast to the study by Tobin (1990)
who investigated attitudes of Massachusetts’ music teachers towards their jobs
and concluded that the working environment of music teachers did not bear
effect on their job-related attitudes. Clingman and Vincent (1993) investigated the
attitudes and perceptions of Canadian music teachers toward their work. It was
found that the respondents clustered into two significant groups. The Canadian
Registered Music Teachers Associatibn members who are mainly teachers of
musical instruments perceived themselves as musicians, while the Canadian
Music Educators’ Association members who are mainly school teachers
perceived themselves as teachers and considered teaching as a vocation.
Hamann and Lawrence (1995) investigated the perceptions of university music
educators toward their work. The music educators were asked to rank the
professional activities according to the degree of frequency and usefulness. It
wés found that attending conferences and workshops was the most frequent
professional activity that university music educators undertook. The researchers
then hypothesised that university music educators engage in many activities that
may not necessarily help them with tenure/promotion, but are helpful in staying
up-to-date with the latest trends in their field of expertise.

On the whole, music educators have positive attitudes toward music
teaching regardless of the unimportant place of music in the school curriculum,
the low payment and the poor working conditions (Hoffer, 1982, Tobin, 1990,

Clingman & Vincent, 1993). Besides, music educators prefer participating in

11




activities that can help them to refresh and update their knowledge (Hamann &

Lawrence, 1995).

Attitudes reqarding Professional Preparation and Skills of Music Teachers

Saunders and Baker (1991) and Teachout (1997) investigated the useful
skills and activities in classroom music as rated by American elementary
classroom teachers that integrate music in their teachings. Saunders and Baker
(1991) found that the most useful musical skills rated by respondents were song-
teaching, movement with music, using rhythm instruments, selecting music for
listening activities, creative experiences and using music to supplement other
curricular areas. The topics that these classroom teachers rated least useful
were “developing a music curriculum” and “music theory and reading notation.”
These researchers observed that their results might suggest that classroom
teachers perceived their role to be very different from that of music-specialist
teachers, in that general classroom teachers regarded music as a recreational or
transitional activity that supplement other instruction in areas of the curriculum.
Therefore, in their opinion, reading music notations and developing specialized
music curriculum become relatively unimportant. Teachout (1997) compared
opinioné of pre-service and experienced teachers about skills and behaviours
that were important to music teaching. It was found that all the skills and
behaviours that experienced teachers indicated as important were also indicated
as important by pre-service teachers. According to Teachout, “it can be

hypothesised that pre-service and experienced teachers generally agree on

12




which skills and behaviours are considered to be most important to initial
teaching success” (p. 49). However, actual practices of these teachers remained
unexplored because of the scope of the study. Possible factors that contributed

to their preferences were also not addressed.

Beliefs of Student-teachers in Music Education

Schuleuter’s (1991) study is the only one found in this research that
employed ethnographic observations and interviews in the exploration of
teachers’ beliefs. Schuleuter (1991) examined the pre-active (pre-practicum) and
post-active (post-practicum) beliefs of student teachers in elementary general
music. The researcher selected a case-study approach. The subjects of this
study were three student teachers. Ethnographic observations and interviews
were used to collect data during the 10 weeks of practicum. Sources of data also
included student-teachers’ journals, lesson plans, stimulated recalls, interviews
and taped conferences of the student-teachers, co-operating teachers and
university supervisors. Schuleuter found that student-teachers who participated
in the study regarded student enjoyment as the primary objective in their
teaching and they preferred to integrate various curricular subjects in their lesson
planning. In addition, it was discovered that these student teachers changed their
thinking as they acquired more experience during their practicum. These
experiences helped them plan activities that well suited their students. However,
the change in thinking was not evident in the count of the curricular activities

undertaken, but was reflected in the qualitative interview data. It was found that

13




the impact of situational demands on the teachers’ thinking emerged only when it
was observed in a specific context over a period of time. The subtle change in
these student-teachers’ attitudes towards curriculum planning was identified
through ethnographic interviews rather than through any quantitative measures.
Despite the fact that most of the studies discussed above explored
attitudes and beliefs about music education, many of them did not correlate
teachers' beliefs and practices with the contextual factors of the societies where
these music educators practised teaching. In addition, in the present search no
cross-cultural studies were found that explored both teachers’ beliefs and
practices in the field of music education. In view of this, related studies about
music education in British Columbia and Hong Kong are outlined and discussed

below for background information.

Research Concerned with Music Education in British Columbia

According to Green and Vogan (1991), music education in Western
Canada was pioneered by Egerton Ryerson. Since 1846, classroom teachers
rather than music specialists were advocated to teach music in public schools
and this practice continues until now.

With the majority of music instruction in public schools of B.C. delivered by
generalist teachers, Hanley’s (1994) survey shows that there is a gap between
the programs that teachers are expected to teach and the subject expertise
required for effective teaching. Hanley (1998) brought to light specific problems in

music education in B.C. due to the fact that generalist teachers do not have

14




sufficient expertise in the subject and linked these difficulties to inadequacies of
elementary teacher education programs that do not allow room for specialization
in music.

Shand and Bartel (1993) found that music programs in public schools of
Canada seriously lack financial and administrative support. The case in British
Columbia is even worse because fhere are no longer specialized music
supervisors who typically take responsibility for the administration of music
instruction in public schools.

These studies about music education in British Columbia suggest that
music is not valued in the elementary curriculum and therefore has not been
receiving sufficient funding to the extent to which other subjects have.
Furthermore, the quality of music instructions as delivered by classroom
generalist teachers may also be varied and questionable as a result of

insufficient music expertise.

Research Concerned with Music Education in Hong Kong

In terms of research on music education in Hong Kong, Lau (1998)
studied and compared the cultural contents of secondary schools music
textbooks in Hong Kong and Taiwan. He found that Hong Kong music textbooks
put an unbalanced emphasis on Western music cultures and that there was a
lack of emphasis on music from local and Chinese culture, likely caused by the
British colonial influence.

Ng (1997) used surveys and interviews to examine the nature of music

15




curriculum and the role of music teachers in Hong Kong’s secondary schools.
According to this research, Hong Kong secondary school music teachers
perceived the listening approach for music appreciation as the most important
aspect of the curriculum while performance and creativity wére viewed as less
important. Ng claimed that this hierarchy was a result of music being a marginal
subject in the secondary curriculum, influenced by the school context and the
so;:iety’s expectation of schooling.

These two studies revealed some aspects and problems of the music
curriculum for secondary schools in Hong Kong. Since very few research studies
concerned with music education in Hong Kong are available, the present study

can begin to fill the pool of literature.

Research Concerned with Teachers’ Attitudes, Beliefs and Behaviours

Initially, | had the ambition to find relevant theoretical framework in the
field of music education to ground my study; however, the existing literature in
this domain has not offered an appropriate theoretical framework. As an
alternative, | turned to related literature about teachers’ beliefs and their relation
with practices which lead me, eventually, to rely on work of Jackson (1968),
Harvey (1986), and in particular Richardson (1996), in guiding my study.

Among the early explorations, teachers' beliefs and behaviour, the one
conducted by Jackson (1968) attempted to describe and understand the mental
constructs and processes that underlie teacher's behaviour. Jackson’s resonated

in the later investigations of Harvey (1986) who described beliefs as sets of
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conceptual representations which signify to its holder a reality or given state of
affairs of sufficient validity, truth or trustworthiness to warrant reliance upon them
as a guide to personal thought and action. Richardson (1996) also stipulated that
"attitudes and beliefs are ... thought to drive a person's actions" (p. 102). These
three scholars emphasized a strong association among teachers’ attitudes and
beliefs and behaviours.

These claims became further substantiated by the work of other
researchers who noted that teachers have preconceived id}eas about the subject
that they teach that affects their use of teaching strategies and their teaching
behaviour. For example, Duffy and Anderson (1984) and Borko, Shavelson and
Stern (1981) observed that classroom teachers possess theoretical orientations
that affect their instructional behaviours. They demonstrated that teachers hold
implicit theories which constitute their beliefs about students and the subject
matter that they teach. These beliefs also influence teachers’ reactions to their
own teacher education as well as to their teaching practice (Ashton, 1990). In
other words, teachers' implicit theories are their beliefs, which act as a filter
through which instructional decisions and judgements are based (Shavelson,
1983). The study by Richardson and her associates (1991) demonstrated that
beliefs of teachers are closely related to their classroom practice in the teaching
of reading comprehension. This lead to a claim of predictability of teachers’
behaviours based on understanding of their beliefs. This assertion was supported
by the consistency between beliefs and practices documented in the study of

Richardson and her associates.
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Many scholars claimed that teachers' beliefs are shaped by many factors.
According to Richardson (1996), teachers construct their beliefs from various
forms of direct experience including personal, educational and formal knowledge.
Others hold the view that teachers' beliefs may include influences of the nature of
the subject they teach, classroom experience and the opportunity for reflection
during the pre-service teacher education (Brousseau, Book & Byers, 1988;
Cherland, 1989; Richards, Gipe & Thompson, 1987). According to Schulman
(1986), teachers’ beliefs are influenced by their general knowledge, including
expertise of the subject-matter content, experience in pedagogy and knowledge
of the curriculum, which are importantly related to teaching. Beliefs also make up
an important part of teachers’ general knowledge through which teachers
perceive, process and act upon information in the classroom (Clark and
Peterson, 1986; Munby, 1982).

It was also continued that teachers' beliefs through their impact on
classroom practices in the end profoundly affect learning of the students. Clark
and Peterson (1986) stated that understanding teachers’ thoughts and actions
leads to a better understanding of how these two components interact to
increase or inhibit students’ academic performance.

A wide body of literature in general education and music education shows
the reciprocal relationship and suggests possibility of prediction of practice from
teachers’ beliefs. Richardson (1991) adopted the constructivist perspective on
teachers' cognition stipulating that beliefs and values are part of teachers'

cognitive systems that forms their knowledge, and that such knowledge
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"influences their actions" (p. 562).

In summary, the literature search has revealed only a limited body of
earlier research in music education directly relevant to the present study. In
particular, lack of attention to the relationship between attitudes, beliefs and
behaviours of music teachers and neglect of contextual factors influencing music
education practice indicate a void that the present study is designed to begin to
fill. Furthermore, researchers such as Kacanek (1982), Hanley (1987), Young
(1996), Hoffer (1982), Saunders and Baker (1991), Teachout (1997) and Tobin
(1990), who employed predominantly quantitative approaches in their research
strongly advocated the need for more descriptive, qualitative inquiry in the field of
music educators and the present study responds to this call.

As Beattie (1995) stated that narrative inquiry can “provide new ways for
thinking about pre-service and in-service education for teachers and for school
improvement and educational reform” (p. 65), the present study employs a
qualitative, multiple-case, cross-cultural design in order to explore and describe
the beliefs and practices of elementary school teachers who teach classroom
music in Vancouver and Hong Kong. Its findings complement the pool of
knowledge about music teaching in elementary schools in societies with different
socio-cultural heritage and characteristics. The present study goes beyond the
findings of Schuleuter (1991), Saunders and Baker (1991) and Teachout (1997)
in exploring beliefs and practices of teachers who teach music in elementary
schools by relating their beliefs and practices to the contexts within which fhey

emerged and are situated.
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CHAPTER THREE

Methodology

Introduction

In the fields of social science and educational research, the study of
human attitudes, beliefs, and practices has long been thought to be important in
understanding social phenomena in societies (for example, Allport, 1967,
Triandis, 1971, Petty & Cacioppo, 1981). The relationship between an
individual’s beliefs and his or her actions is an important area for social and
educational research because relationships are affected by social and
educational factors such as norms, expectations and reinforcement in the context
of the society (Fishbein, 1967, Triandis, 1971, Hammersley and Atkinson, 1995).
| will outline in the section below some of the important concepts underlying the

present study.

Analytical Framework

Attitude versus Beliefs

In the field of education, there ére numerous studies investigating
teachers’ beliefs and attitudes toward various aspects of education. In common
usage, the terms “attitude” and “belief” are similar in meaning. Morris and
Stuckhardt (1977) regard attitudes as human constructs acquired through
personal experiences in relation to social-cultural context. However, scholars

havevmade a distinction between the two. According to Fishbein (1967), attitude
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and belief are different in that attitude refers to the affective component of human
understandings of a phenomenon, while belief refers to the more cognitive,
conative components about that phenomenon. However, in many research
reports, the terms “beliefs” and “attitudes” are used interchangeably. For
example, the studies concerned with music education mentioned in Chapter Two
were designed to investigate teachers’ attitudes through the use of survey
questionnaires. Even though these studies used the term “attitude” more
frequently than the term “belief”, most of them addressed what Fishbein’s theory

would classify as "beliefs" in the various aspects of music education.

Nature of Beliefs

The synthesis of existing literature about teachers’ beliefs and practices
offered by Pajares (1992) indicates that beliefs are formed “according to the early
experiences of the individuals” (p. 324). These experiences include the process
of enculturation through observation, participation and imitation of cultural
elements, as well as formal and informal education: As a consequence, beliefs
rarely change once they are formed, even though they may be unreasonable or
inaccufate, or even when it is logical or necessary to change them. According to
Pajares (1992), beliefs also offer meaning for the individual at the personal level
while providing elements of structure, order, direction and shared values at the
social and cultural level. Over time, an individual develops his/her belief system
through the process of assimilating and accommodating his/her experiences in

the world. This belief system plays an adaptive function in helping him/her define
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and understand himself/herself and the surrounding world.

- Definitions of Beliefs

According to Pajares (1992), beliefs have been a topic studied in various
fields of research inside and outside the realm of education. However, the
concept of belief is seldom clearly defined in literature, despite the various
attempts to do so.

Abelson (1979) defined beliefs in terms of people manipulating knowledge
for a particular purpose or under a necessary circumstance. Brown and
Cooney (1982) explained that beliefs are dispositions to action and major
determinants of behaviour, although the dispositions are time and context
‘specific. ... Sigel (1985) defined beliefs as “mental constructions of
experience” ... that are held to be true and that guide behaviour. Havey
(1986) defined belief as an individual’s representation of reality that has
enough validity, truth, or credibility to guide thought and behaviour. Nisbett
and Ross (1980) wrote of beliefs as “reasonably explicit ‘propositions’
about the characteristics of objects and object classes.” ... Rokeach
(1968) defined beliefs as “any simple proposition, conscious or
unconscious, inferred from what a person says or does. (Pajares, pp. 313
- 314)

In brief, beliefs are mental constructs of human understanding that builds upon
experience and knowledge; they also constitute powerful determinants of human

behaviour.

Teachers’ Beliefs and Practices

According to Richardson (1996), “attitudes and beliefs are a sub-set of a
group of constructs that name, define, and describe the structure and content of
mental states that are thought to drive a person’s actions” (p. 102). Teachers’

beliefs and practices are inter-related in a complex fashion, and beliefs are
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thought to be major factors that affect teaching practices (Bean and Zulich, 1992;
Brousseau, Book and Byers, 1988; Cherland, 1989; Richards, Gipe and
Thompson, 1987; Richardson, Anders, Tidwell and Lloyd, 1991; Richardson,
1996). Teachers construct their beliefs mainly from three forms of experience: (1)
personal experience (such as personal, familial,. cultural, ethnic, socio-economic
backgrounds, gender and religious; (2) experience with schooling and instruction;
and (3) experience with formal knowledge, such as knowledge of subject matter
aﬁd pedagogical knowledge (Richardson, 1996). All these experiences contribute
to the formation of teachers’ beliefs, and in turn, affect their practices. The
present study is based on the analytical framework proposed by Richardson and
her associates (1991) positing that teachers’ expressed beliefs are closely
related to their classroom practices and that those beliefs are good predictors of
classroom practices. In this study, the focus has been placed on elementary
teachers’ expressed beliefs in music and music education in relation to their

classroom practices.

Methodology
Quantitative research methods, which were commonly used in social
science and education research in earlier decades, cannot fully explore the
relationship between an individual’s belief and his or her actions. Eisner (1996)
makes this argument réferring specifically to research in the arts. In the creative
process, artists express the refined senses that depend upon their perception

and interpretation of the qualities of experiences they encounter, which in turn
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stimulate their creative minds. From another perspective, the audience
appreciates the arts by making sense of what is perceived and in turn interprets
the artistic object or performance. The sensibilities and interpretations of the
artists and the audience are subjective and cannot be adequately expressed in
quantified terms. Consequently, qualitative interpretation is pertinent in
understanding the meaning of artistic performances and related activities.
Music is an area of the arts that has its own form of representation and
requires a form of qualitative interpretation. As mentioned in Chapter Two,
researchers in music education have suggested that quantitative methods cannot
effectively elicit music teachers’ attitudes and beliefs (Kacanek, 1982, Hanley,
1987, Young, 1996, Hoffer, 1982, Tobin, 1990, Saunders & Baker, 1991,
Teachout, 1997). Therefore, understanding the personal beliefs of teachers and

their educational practices requires qualitative methods (Beattie, 1995).

Qualitative Research Tools

Interview and observation are two of the most common methods in
gathering qualitative data in educational research that explores beliefs and
practices of teachers. These qualitative approaches in educational research
‘enable researchers to say what cannot be said through numbers — or at least
cannot be said as well” (Eisner, 1991, p. 187). Instead of presenting the findings
with statistical figures, qualitative description and interpretation are found to be
more appropriate ways to investigate teachers’ beliefs and practices.

The aim of the present study is to investigate the expressed beliefs about
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music and music education of teachers who teach music in Vancouver and Hong
Kong, and to examine how these beliefs are translated into their classroom
practices. Since it is a cross-cultural study with the goal of shedding light on how
culture may influence teaching practice, observation and interview are used as
tools to explore and discover the underlying beliefs and practices of feachers.
Eisner (1991) suggests that observation and interview are indispensable in
educational research because “asking a teacher to describe briefly his or her
philosophy of education is likely to elicit pious, canned proclamations ... ltis
usually better to focus the interviewees’ attention on the things they have done”
(p- 183). Consequently, a more in-depth understanding of the beliefs and
classroom practices of the teachers can be obtained from observations
supported with information discovered from interviews.

Furthermore, in cross-cultural studies, observation and interview are
indispensable because “not only may we not know why people do what they do,
often we do not even know what they are doing” (Hammersley & Atkinson, 1995,
p. 8). In order to gain in-depth understanding of how the beliefs of music teachers
in both cities are manifested in their educational practices, this research is
designed as a qualitative multiple-case study employing semi-structured
interview and observation as tools for data collection. The findings of this study
not only depend on the ethnographic techniques used, but also involve
triangulation that incorporates the use of other supporting materials relevant to
the cases being studied (Hamel, 1993, Yin, 1994, Stake, 1995, Creswell, 1998,

Merriam, 1998). It is observed that the patterns and results found across the
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various cases “provide substantial support” (Yin, 1994, p. 47) for the claims being

made in this study.

Case Study Approach

The present study consists of 10 cases. Case study reports provide
concrete and contextual information that allow readers to bring in their own
experience to construct understandings that lead to generalisation (Merriam,
1998, Stake, 1995, Guba & Lincoln, 1985). Through a holistic approach, an
understanding of the interaction between the participants and the researcher is
facilitated, thus increasing the trustworthiness and transferability of the study
(Guba and Lincoln, 1985). In this study, the socio-cultural contexts of both cities
are examined in Chapters Four and Five that provided background information
for the reader to understand the individual cases.

According to Cresswell (1998), researchers using case study methods
should provide clear boundaries of each case described. In this research,
identical research procedures are applied to each of the 10 component cases.
Every case is described with observation details and profiles of teachers and
schools. Furthermore, criteria for selecting samples and limitations of the study,
the analytical framework, the scope of the study, amid the nature of the socio-
cultural contexts are also clearly outlined and discussed. The application of a
qualitative case approach allows room for interpreting information found in
specific settings and accommodating diversity of the findings.

Observation. Observation is a common method in qualitative research.
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There are two types of observation: participant observation and detached
observation (Spradley, 1980, Calderhead, 1981). Participant observation enables
the researcher to share the direct, immediate and open-minded senses as
experienced by the participants of the research (Spradley, 1980). Detached
systematic observation involves an observer objectively counting, for example,
incidents of classroom behaviours from pre-established criteria, while participant
observation requires the observer to empathise with_ the participants through
lengthy periods of observation and interviews in order to provide interpretative
descriptions of the practices of teachers (Calderhead, 1981). The advantage of
participant observation is that it allows an opportunity to Iearn through active
involvement (Erickson, 1986), while detached systematic observation is relatir/ely
more objective as the researcher can “remain emotionally uninvolved and neutral
while making observations” (Spradley, 1980, p. 32). Both observation methods
can yield fruitful data, and the choice of method depends mainly on the nature of
the research. Detached observation was chosen for this study in order to avoid
interference in the teachers’ classroom activities and to minimise distraction to
the students. It was also the preferred method due to the limited time as imposed
by the participating teachers for the data collection phase.

According to Eisner (1991), quality of the subject content being taught
should also be taken into account in classroom observation. This is because the
quality of the subject content is as important as teaching practices and
methodology used by the teacher. In order to conduct a sensible and complete

observation of a teacher’s classroom practice, it is best if the researcher has the
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professional knowledge of “the subject being taught and about the ways in which
it might be taught” (Eisner, p. 244). As the researcher in this study, | am a
proficient musician and music teacher with more than ten years’ experience in
music teaching and music teacher education, which helps to focus and
appropriately analyse observation data.

This multiple-case study involved a total of 21 hours of observations in 10
selected classrooms. The observations were conducted during the period of
May/June, 1998 in Vancouver and September/October, 1998 in Hong Kong.
Each teacher was observed on at least two occasions. Before the observations
were conducted, a letter of protocol explaining the purpose and data-collection
procedure of the research was sent to the participating teachers and the
principals of their schools for approval. In this study, extensive field notes were
taken to record the observations (Marshall & Rossman, 1995, Schatzman &

- Strauss, 1973). The observed lessons were timed and carefully recorded by pen
and paper with attention given to the teachers’ activities and their interactions
with fhe students (see Appendix I). In addition, personal thoughts and analysis
were also jotted down by the side of the field notes to facilitate probing questions
with the teachersvin the follow-up interviews. Transcripts and draft of the
observation report were sent to the participating teachers for accuracy check.
Teachers were welcome to add information to provide more complete data and
they were willing to read these observation reports. They corrected and/or added
further details to these reports.

Interview. Maccoby and Maccoby (1954) refer to an interview as the
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“verbal interchange between the interviewer and the respondent” (p. 449).
Brenner (1985) acknowledges the conversational element in interviews and
considers it to be a direct interaction between two or more people with which at
least one person gets to know something from the other. The interaction between
the interviewer and the respondent can be counted as a conversation when the
purpose is in discovering ideas (Gorden, 1980). Using interviews, the interviewer
is able to explore the subjective aspects of the respondents such as their past
experiences, values, beliefs, attitudes, feelings and emotions, which cannot be
directly observed but will be helpful in providing insights into problems and
enhancing better understanding of the research setting (Garrett, 1982, Patton,
1990, Foddy, 1993). |

An ethnographic interview is frequently used in social sciences and
education research and allows the respondents to reveal their beliefs and
opinions in-depth (Fontana & Frey, 1994). This kind of interview is more
“reflexive” and the respondents are allowed to develop and explain opinions that
are relevant to the framework of the questions asked by the interviewer
(Hammersley & Atkinson, 1995). Furthermore, it allows the interviewer to probe
questions that can get a more in-depth explanation from the respondents. It is
distinguished from friendly conversation by the explicit purpose of the research
undertaken, objectivity of the researcher, and the characteristic ethnographic
explanations (Spradley, 1979). Assuming that the respondents will express their
beliefs and opinions in their own terms to the interviewer, respondents’

explanations and opinions are not to be taken at their face value but in context,
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which will be explored by the interviewer through analysis. Face-to-face
conversations between the researcher and the respondents help to reduce the
social distance between them and increase the possibility of a more open
communicative mode, which could enhance willingness of the respondents to
articulate their ideas (Anderson & Jack, 1991, Aquilino, 1994, De Leeuw et al.,
1996).

During the process of this study, | tried to encourage and develop with the
respondents a positive and communicative relationship that assisted the
respondents to easily express their personal beliefs. During the research, my
friendliness and enthusiasm about music and music education helped to make
the participating teachers feel that they were talking to someone who shared their
interests and empathised with their experiences.

Gorden (1992) mentions that respondents may be more willing to express
their ideas under a comfortable physical environment and secure social-
psychological condition, such as “the protected anonymity and confidentiality of
the data, the thorough understanding of the research objective and the positive
identity of the interviewer” (p. 138). In this study, the place and time for
conducting interviews depended on the convenience of the teachers. As to the
protected anonymity and confidentiality of the data, | made it clear to the
participating teachers that all data is anonymous and confidential, and that
participating teachers are invited to choose a fictitious name.

In this study, a semi-structured set of interview questions was used to

enhance the comparability of the data across cases. As a result, the same set of
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interview questions was used for all the teachers who participated in this
research (with appropriate translation). In addition, probing questions (see
Appendix Il) were added to clarify the answers of the teachers in an effort to
examine their underlying reasons and explore possible cultural differences
(Patton, 1990, Gorden, 1992, Gilllam & Granberg, 1993). Thé process of
developing the standardised semi-structured interview questions will also be
discussed later in this chapter.

All the interviews were tape-recorded with the consent of the teachers.
Tape-recording allowed me to have good eye contact with the teachers while
listening to their responses attentively (Fontana & Frey, 1994) and capture
information more accurately and completely than through a manual on-site
transcription. The tapes were subsequently transcribed and sent to the
participating teachers for verification. Transcripts were accordingly revised,
further checked by the teachers and revised again before they were used as
quotations in this report. When draft reports on teachers’ personal profiles and
reflections were completed, the participating teachers were again invited to make
necessary amendments ahd clarifications.

In any study conducted in multi-lingual settings, there is a possible
limitation caused by the translation of research instruments from one language to
another. In this study, however, this problem was minimalized due to the fact that
| am fluent in both English and Cantonese which facilitated accurate translation
of interview prompts. In addition, a certified Canadian translator proofread and

approved all originals and translated materials of this study for credibility and

31




reliability purposes.

Development Phase of the Research Strategies

The final set of interview questions was developed from the pre-pilot
interview questions that v;ere tested, recorded and evaluated with a small sa:mple
of respondents. This was consistent with strategies described by Cliff (1959),
O’Muircheartaigh, Gaskell and Wright (1993). Criteria for the selection of
respondents for the trial interviews during the research instrument development
phase were as follows: (1) professional knowledge, (2) diverse background of the
teachers, and (3) willingness to provide information and feedback (Gorden, >
1980). The pre-pilot interview questions were tried out with three music teachers
for feedback. At that time, these three teachers were practising elementary
teachers of music in the Greater Vancouver area who were part-time graduate
students. Since English was the first Ienguage of these participants, the trial
interviews were carried out in English. Pre-pilot interviews were recorded with a
tape-recorder and transcribed for reference and analysis. Revision was done to
the test set of interview questions after every pre-pilot interview. The respondents
provided helpful commentary with regard to the focus, scope and relevance of
the interview questions. A revised version of the interview questions was thus

developed for the pilot study.
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The Pilot Study

The purpose of the pilot study was to formally test the appropriateness of
the research instrument and to develop classroom observation methods to
improve the design an'd instrumentation of the actual study. This pilot study was
done as an eXperimentaI project for an ethnography course. Reséarch
procedures and interview questions were checked and approved by the course
instructor before the experimental project was carried out. The case of the pilot
study was a “typical sample” (Merriam, 1998, p. 68) of a music teacher who had
to teach music to at least one class of students during the period of the pilot
study, and would also allow me to observe her classroom music activities. The
teacher was selected for the pilot study because she was an experienced
elementary teacher of music and was willing to let me observe her teaching and
prO\)ide information for the project.

As an experimental project that had to be completed in two weeks, after
processing the observation and interview protocols, the pilot study consisted of
two interviews and one observation. Before the observation, a one-hour initial
interview was conducted. The purpose of this interview was to identify the music
teacher’s personal experience (experience of learning and teaching music as
well as musical preferences) and beliefs regarding music education. | observed
one 40-minute music lesson taught by this teacher. The teacher introduced me to
the students and explained to them the experimental purpose of the observation.
During the observation, field notes were taken to record the activities of the

teacher and the students. In order not to interfere with the teaching duties in the
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classroom, a detached observation approach was adopted (Spradiey, 1980).
This approach enabled me to observe activities in the music classroom, take
detailed field notes and prepare questions for the one-hour follow-up interview
after the observation. The purpose of the follow-up interview Was to further
explore the teacher’s initial account of her educational practices and allowed me
to ask probing questions about her beliefs and practices. The interviews were
transcribed for analysis. The feedback from the music teacher was valuable in
helping to finalise the set of interview questions and the research procedures

used in the actual study (See Appendix IIl).

Sampling Criteria

This cross-cultural, multi-case study consists of 10 cases: five
documented in Hong Kong and five in Vancouver. All participants were in-service
teachers of music in Hong Kong primary schools and Vancouver elementary
schools at the time when the data were collected.

In a comparative, multiple-case study, one pf the criteria is to find as much
variation as possible so as to reflect the average situation (Merriam, 1998). The
participants were chosen carefully and purposefully, according to “non-probability
sarhpling” (Merriam, 1998, Henry, 1990) or “theoretical sampling” (Glaser and
Strauss, 1967). The principal consideration in selecting teachers for thié study
was not so much that the teachers represented all of the music teachers in Hong
Kong and Vancouver, but rather that they were actively involved in music

education and were willing to help me to explore the research question in the
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most appropriate ways.

Two basic criteria for selecting the cases in this cross-cultural multiple-
case study were as follows: (1) the participant had to be an in-service teacher
who teaches music in a public or government-funded primary or elementary
school in Hong Kong or Vancouver during the period of data collection of this
research, regardless of their age and gender; (2) the participant must be willing
to let me the researcher observe his or her teaching in one of the music classes
for two consecutive weeks and be available for an interview. The choice of music
class and specific time and location of the interview session were left to the
participant.

In addition to these two basic criteria, additional criteria were applied in
selecting participants in Hong Kong and Vancouver. In the elementary schools of
Vancouver, most of the teachers are generalist “homeroom" teachers who
usually stay with the same group of students throughout a typical school day. As
a generalist homeroom teacher, they have to integrate various areas of study into
the curriculum. Since music is one of the subject areas in the elementary
curriculum, they may integrate some music into their teaching of various
subjects. Besides the homeroom teachers, students are sometimes taught by
other generalist teachers whose duties are to take up the group of students when
the homeroom teachers are entitled to have preparation time. These teachers
may also integrate some music into the curriculum. There are also a few music
specialists employed by the Vancouver School Board to teach string programs. It

is common that each of these music specialist teachers has to teach string
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programs in two or three elementary schools.

In this study, four generalist music teachers and a music specialist teacher
were invited to participate in this research, to account for the different ways in
delivering music instruction in Vancouver elementary schools. These teachers
were introduced to me through the "networking" of the British Columbia Music
Educators Association (Pétton, 1990, Merriam, 1998).

In the primary schools of Hong Kong, according to the statistics of the
Education Department of Hong Kong, aimost 90 percent of teachers in primary
schools are trained teachers (EDHK, 1996, p. 16). "Trained primary school
teachers refer to serving day primary school teachers holding Teacher's
Certificate from a former College of Education/Hong Kong Institute of Education
or equivalent" (EDHK, 1996, p. 20). Teachers who teach music in primary
schools are usually those who had special music education training in addition to
the training in other general subjects at the Colleges of Education. When these
teachers were selected to receive music education training in the College of
Education, they had to be proficient in at least one musical instrument (in most
cases, they are proficient piano players). Although they are not formally identified
as music specialist teachers, they have substantial knowledge in music and
special training in music education.

In Vancouver schools, teachers are normally assigned to a homeroom
where they are expected to be a generalist teacher. Music specialist teachers are
typically employed for string or band programs only. In contrast, in Hong Kong,

teaching duties are usually closely related to teachers’ specific subject-based
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expertise. In other words, teachers are assigned to teach the subjects in which
they are specially trained. In Hong Kong, teachers may teach several subjects,
but not all the subjects in the curriculum, to various classes of students at
different grade levels in a typical school day. Likewise, each class of students
would usually be taught by several different teachers during a typical school day.

To reflect this reality, | limited the Hong Kong cases in this research to
those teachers who graduated and had music education training from the former
Colleges of Education or Hong Kong Institute of Education. As a former lecturer
at one of the Colleges of Education, | was privileged to have access to many
music teachers in Hong Kong. The participants were found through "networking"
(Merriam, 1.998).

All the schools involved in this study, both in Vancouver and Hong Kong,
were fu_IIy publicly funded. In Vancouver, the Vancouver School Board manages
all public schools. However in Hong Kong, publicly funded schools are either
managed by non-denominational or religious organisations, or, to a lesser extent,
by the government (that is, the Education Department). These are called
government-aided schools and the system is equivalent to the public school
system, except that it is more diversified than that in Vancouver. Therefore, |
invited teachers that teach in all types of schools (governmént, religious or non-
denominational) to participate in the study so as to achieve “maximum variation”

within the sample (Glaser and Strauss, 1967, Merriam, 1998).
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Sampling Procedures

Before carrying out the research project in Vancouver, an official letter
describing the purpose and procedures of the research was sent to the British
Columbia Music Educators Association (BCMEA) asking for their consent to
release the members’ directory so that | could make contact with the music
teachers in Vancouver. After several follow-up calls, the Secretary of the BCMEA
released a randomly selected list of Vancouver elementary music teachers, with
the name and phone number of the schools where they worked.

I then began contacting the teachers by a letter that described the purpose
and procedures of the research and invited their participation in the study. After
the letter was sent, follow-up phone calls were made to explain the purpose and
procedures of the research.

When carrying out the research project in Hong Kong, |1 contacted music
teachers of various types of primary schools in Hong Kong by sending out letters
that described the purpose and procedures of the research to invite them to
participate in the research. Follow-up phone calls were also made.

Using the criteria for sample selection outlined above, ten teachers were
selected. In order to “protect anonymity and confidentiality of the data” (Gorden
1992, p. 138), each of these teachers was given or chose a pseudonym. A brief

‘description of their background is provided below:
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Cases in Vancouver.

Case 1: Diana
Diana is a female teacher in her 40s. She had her first degree in music.
She had her teacher training as an elementary generalist teacher and
started to teach music seven years ago.

Case 2: Danny
Danny is a male teacher in his 30s. He is a generalist teacher who does
not have any formal training in music or music education. He has been
integrating music in his classes for 10 years.

Case 3: Lola
Lola is a female teacher in her 50s. She has 25 years of teaching
experience and dbes not have any formal educational background in
music. As a generalist teacher, she has been integrating music in her
classes for 10 years.

Case 4: Kathy
Kathy is a female teacher in her 40s. With 20 years of experience, she has
been an elementary school generalist teacher. Even though she has been
teaching a variety of subjects, her Secondary Teacher Education Training
was focused on mathematics and music.

Case 5: Steven
Steven is a male teacher in his 30s. He was a music major who took cello
performance when studying at university. After completing elementary

teacher education program, he has been employed for the past five years
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as a music specialist teacher teaching string programs in three different
schools.

Cases in Hong Kong.

Case 6: Ka-ling
Ka-ling is a female teacher in her 30s. She graduated from the Hong Kong
Institute of Education where she had her music teacher training. She has
been teaching music in a religious government-aided primary school for
eight years.

Case 7: Fong-fong
Fong-fong is a female teacher in her 20s. She graduated from one of the
Colleges of Education in Hong Kong where she completed her music
teacher training. She has been teaching in a religious government-aided
primary school for three years.

Case 8: Lily
Lily is a female teacher in her 30s. She graduated from one of the
Colleges of Education in Hong Kong where she completed her music
teacher training. She has been teaching music in a non-religious
government-aided primary school for 10 years.

Case 9: Stephanie
Stephanie is a female teacher in her 20s. She graduated from one of the
Colleges of Education in Hong Kong where she completed her music
teacher training. She has been teaching music in a non-religious

government-aided primary school for two years.
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Case 10: Siu-wa
Siu-wa is a female teacher in her 20s. She graduated from one of the
Colleges of Education in Hong Kong where she completed her music
teacher training. She has been teaching music in a government primary

school for three years.

The process of selecting study parﬁcipants was a challenging one. Before
obtaining consent of the 10 teachers, | had contacted many more teachers both
in Hong Kong and Vancouver. Among the Vancouver teachers who declined to
participate in the research, many were generalist teachers who indicated that
they would not mind contributing their ideas in interviews. However, they did not
want their music lessons to be observed by me, a specialist music teacher. There
were also some generalist teachers who intégrated some music lessons in their
classrooms in the past, but did not have a teaching assignment that allowed
them to do so during the academic year when this study was planned.

Similarly, among the Hong Kong teachers who were contacted and
declined to participate in the research, several were willing to contribute their
ideas in interviews but did not want their music classes to be observed. There
were also some music teachers who used to teach music in the past, but had
resigned from the job and changed their career, or were pursuing degree

programs to upgrade their qualifications.
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" The Actual Study

After finalising the selection of participants, interview appointments and
observation schedules were arranged with the teachers. The observation period
with each teacher was defined as two consecutive weeks, and each teacher
decided which classes and lessons he or she wished to be observed. The two
week time limitation was imposed by teachers and was a compromise to
accommodate some reservations regarding numerous, repeated observations. In
Hong Kong, since each class has two music lessons per week as recommended

by the Syllabuses for Primary Schools -- Music, | had the opportunity to observe

a total of four music lessons in those two weeks with each teacher. The duration
of each lesson ranged from 30 minutes to 35 minutes. The situation varied in
Vancouver. For the groups of students that had two music lessons in a week, |
had the opportunity to observe four lessons. However, for those students whose
teacher integrated music in his or her teaching only once in a week during
preparation time, | could only observe two lessons in the specified two weeks’
time. The duration of each lesson was 40 minutes.

Two interviews were conducted with each participant. Initial interview was
always conducted before the observation to investigate the background of the
teachers and explore their beliefs about the purpose of music education. The
initial interview lasted around one-and-a-half hour in each case. The purpose of
the observation was to investigate how the teachers’ disclosed beliefs albout
music education were put into practice. As the choice of teaching activities and

the content of subject matter often reflects the teacher’s beliefs about the subject
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(Eisner, 1992), | focused observations on teaching activities of the teacher and
the content of music activities.

In every setting, when [ first went into the classroom to do observation, the
teacher introduced me to the students as a graduate student who was there to
observe their music lessons because of “an assignment” related to my studies
rather than for the purpose of assessing the performance of the teacher or the
students. My identity as the researcher was thus made clear to the students.
According to Hammersley and Atkinson (1995), the careful presentation of the
researcher in the research site can avoid “damaging identities and to encourage
ones that might facilitate rapport” (p. 41). Students became used to my presence
soon after the teacher had introduced me. After two weeks, the students were so
used to my presence that they had behaved as if | was not there to observe their
activities.

As in the pilot study, foilow-up interviews were conducted after the
observations so as to explore the music teacher’s ideas about the relationship
between their beliefs in music education and their actual practices. In most
cases, it was impossible to conduct follow-up interviews right after each observed
lesson because teachers were busy with other lessons or school activities.
Follow-up interviews were therefore conducted with each participant at a time
and location convenient to the teacher, after all the observations were completed
within the two weeks period.

All the interviews were tape-recorded. The interviews with music

educators in Vancouver were conducted in English while the interviews with
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music educators in Hong Kong were conducted in Cantonese. The Cantonese
interviews were transcribed and translated into English by me for analysis and
comparison. A certified Canadian translator proofread and approved the originals

and translated transcripts before they were coded and organised for analysis.

Data Analysis

The data and findings of this research are presented in the format of a set
of categories. These categories were generated from the data to address the
research questions: (1) What are the teachers’ expressed beliefs about music
and music education? (2) How are their beliefs manifested in their professional
practise? The categories generated by the interview data were as follows: (1)
demographic profile of the teacher, (2) beliefs about music, (3) beliefs about
- music education, (4) reflection about content, and (5) reflection about pedagogy.
The categories generated from the observation field notes were (1) teaching
activities related to musical knowledge, (2) teaching activities related to practical
musical skills, (3) other significant issues such as discipline, language of
instruction, and so forth. Transcripts and observation field notes were coded
according to the above categories. To facilitate coding and further data analysis,
colour was used to identify the different categories (See Appendix I). Under the
significant issues categories, sub-categories were noted in each transcript.
These sub-categories often varied from case to case as they were emerging from
the data rather than being pre-determined by the researcher ahead of time. This

coding process allowed to move from the raw data to an analysis that permitted
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the detecting of pattern of differences and similarities across the cases.

After coding the data, three levels of anélysis were involved in this study: a
“within-case analysis” followed by a “cross-case analysis” (Merriam, 1998; Yin,
1994) and a “cross-cultural analysis” (Bray & Thomas, 1995). The “within-case
analysis” presented after the description of each individual case explores the
relationships between the interview and observation data. The discussion of
findings presented in Chapter Seven combined the cross-case analysis that
compares the overall findings of the teachers and the cross-cultural analysis, in
which possible influence of the contextual factors of different cultural settings

supported with cultural background sources is discussed.

Limitations of the Study

Language difference. Language difference in research sites, which is

often inevitable in cross-cultural research, imposed a limitation on the present
study. The majority of people in Hong Kong speak Cantonese whereas those in
Vancouver use English as their daily spoken language. Consequently, the
interviews with music educators in Vancouver were conducted in English while
the interviews with music educators in Hong Kong were conducted in Cantonese.
In this case, there is a possible limitation caused by the translation of
interview materials from Chinese (Cantonese) to English. However, this limitation
is believed to be minimal because the fesearcher was fluent in both English and
Cantonese, and made efforts to ensure that the English translations closely

reflected the meaning of the original Cantonese language and vice versa. In
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addition, for credibility and dependability purposeé, a certified Canadian
translator proofread and approved all translated materials of this study.

Limited time frame and availability of resources. The findings of this study

are also limited to the observations and interviews that took place during the two-
week observation period for each case study. Therefore, a limitation exists
regarding the time frame during which data was collected — only two weeks out of
an academic year. The limited resources available for this study meant it was not
possible for me to follow each of the 10 teachers for a more extensive time
period. Furthermore, the teachers’ hesitation in regard to ongoing, repeated
observationé made a shorter time frame more practical and appropriate. In
addition, only 10 teachers participated in this study — a very small proportion of
teachers whd teach music in the schools of Hong Kong and Vancouver.
Therefore, the readers should keep in mind that this study represents a very
preliminary effort in beginning to understand some of the influences on the
teaching practices of music teachers in the public elementary schools of
Vancouver and Hong Kong and that it does not intend to offer overarching
generalization.

Scope of the study. Since the scope of the present study is to understand

and compare beliefs about the purpose of music and music education and
practices of teachers who teach music in elementary schools of Vancouver and
Hong Kong, | also took into account the goals of music education as stated in the
respective curriculum guides of both cities. However, the scope of this study

limits the comparison of the curriculum guides of both cities to only the goals of
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music education outlined in the guides, but did not compare the content of the
guides in detail.

The current curriculum guide in Hong Kong is the Syllabuses for Primary

Schools — Music that was published in 1987. It was written for Primary 1-6. It is

understood that the new music curriculum ‘is under preparation and will be ready
by 2000. Nevertheless, during the period of collecting data for this study, the
1987 syllabus was still in use.

In Vancouver, the curriculum guide in use during the time of data-

collection of this study was the Elementary Fine Arts Curriculum (1985) of British

Columbia. It was written for the Music, Arts and Drama classes from
Kindergarten to Grade 7. In April 1998, the new Integrated Resource Package for

Music K-7 was updated. However, the Elementary Fine Arts Curriculum

published in 1985 was still in use by music teachers during the period of data

collection for this research. The Syllabuses for Primary Schools — Music and the

Elementary Fine Arts Curriculum, therefore constituted the relevant curriculum

guides in discussing the relationship of their goals and objectives of music
education with the teachers’ beliefs and practices.

Personal background of the researcher. As in any research project it is

“important to recognize researcher’s bias. Therefore, | need to acknowledge how

my personal background and experience might have directed the understanding
and interpretation of the research materials. The way | interpret the research
materials is, understandably, coloured by my experience as (1) someone of

Chinese heritage, born and educated in Hong Kong; (2) a postgraduate student
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educated in Vancouver; (3) a music teacher-educator in both Hong Kong and
Vancouver (lecturer at the Hong Kong Institute of Education and teaching
assistant at the University of British Columbia). These experiences played
significant roles in shaping my knowledge and interest in exploring and
comparing music teachers’ beliefs and practices in both cities; and my way of
understanding and interpreting this cross-cultural research. Although the
intention of this study has not been to evaluate the practice of the participating
teachers, my strength and expertise in music and music education made me
focus on certain practices, such as the teaching of musical knowledge and
musical skills that | personally regard as important.

However, | regard myself to be in a privileged position as a cross-cultural
researcher having been exposed to the music culture, educational systems and
classroom experiences in both cities explored in this research. This position
enables me, on the one hand, to obtain some unique insight and perspective into
- the beliefs and practices of music teachers in both cities, while on the other hand,
to be able to identify and understand the relevant educational issues and to make

informed comparison between these contexts.

Assessing the Merit of the Study

The value of qualitative research depends very much on the criteria by
which it is assessed and the validity of its procedures at the various stages of the
research process (Merriam, 1998, Stake, 1995, Yin, 1994). Three constructs are

commonly used as the basic criteria to assess the value and validity of a
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qualitative research, namely: credibility, dependability, and generalizability
(Lincoln & Guba, 1985, Marshall & Rossman, 1995).

Credibility. Since the research object in social science is human, and the
purpose of qualitative social science research aims at exploring and describing
patterns in research settings, the cultural norms and values of the participants
and researcher are indispensable to the interpretation of data and the validity of
the research. The meaning in a qualitative research study depends on the
constructive reality and interpretation of the participants’ meanings with reference
to the context of research (Harkess & Warren, 1993, Lincoln, 1995, LeCompte et
al., 1993). To enhance credibility of this thesis, possible limitations of the study
together with the focus and analytical framework of the research were stated in
the introduction and methodology chapters, in cdngruence with the criteria
. outlined by Marshall & Rossman (1995) that the “pérameters” and “boundaries
around the study” should be adequately stated.

My unique researcher position also helped increase the credibility of the
study. In particular, my cross-cultural experiences proved to be very helpful in
exploring and intérpreting music teachers’ beliefs and practices in both cities.

Furthermore, various measures were taken during the course of this study
to ensure that the participants were accurately identified and described (Marshall
& Rossman, 1995). Careful and extensive field notes were taken during
observations and reports were prepared accordingly. Transcripts, drafts of
observation reports as well as individual case reports were sent to the teachers

for verification and approval as well as addition and revision before the data were
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coded and analysed to avoid misinterpretation or misrepresentation of the
obtained data (Merriam, 1998, Stake, 1995, Yin, 1994).

Dependability. Repeated observations were done in this study to enhance

dependability of the findings (Merriam, 1998, Yin, 1994). It is noted that in
qualitative research, the researcher must attempt to “account for changing
conditions in the phenomenon chosen for study as well as changes in the design
created by increasingly refined understanding of the setting” (Marshall &
Rossman, p. 145). Repeated observations allow me to have more chances to
account for the teacher's varied practices as every lesson is different and the
classroom situation and dynamic constantly change. This would enhance
dependability as well as validity of the findings (Merriam, 1998, Yin, 1994).

The observation period for all 10 teachers in Vancouver and Hong Kong
was the same (two consecutive weeks). Although the number of music lessons
under observation was different for some cases, at least two observations were

conducted in each of the Vancouver cases. For each Hong Kong case, the total

number of observations during the whole period was four observations. However,

in one of the Hong Kong cases, the teacher waé absent for one of the
observations, therefore only three observations could be done.

When observation and ethnographic interviews are used as tools to collect
data for qualitative research, constant dialogue‘and good communication
between the researcher and the participants facilitate data collection. In this
study, | made a conscious aftempt to establish friendly relationships with the

participating teachers. Good relationships between the researcher and
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respondents help to explore and interpret meaning and enhance dependability of
the research (Marshall & Rossman, 1995, Patfon, 1990).

During the observation, | adopted the role of a detached observer so as to
facilitate observation and note taking and to avoid interference in classroom
activities (Schatzman & Strauss, 1973). The lessons were timed and recorded by
field-note taking. Transcripts and the draft of the observation report were sent to
the participating teachers for reference and approval for credibility purposes. The
teachers were welcome to add information to make the data more complete in
meaning and for dependability purposes.

Generalisability. According to Eisner (1991), generalisation of qualitative

educational research refers to “what we learn from an inquiry” and what “will be
used in other settings or is to be applied to them” (p. 204). The kind of
generalisation in a qualitative multiple case study is known as “naturalistic
generalisation” (Stake, 1978, 1995) or “retrospective generalisations” (Eisner,
1991). According to Firestone (1993), “analytical generalisation does not rely on
samples and populations” (p. 17). Consequently, appropriate generalisation of
the present study would be the capability to shed insight on the possible patterns
of relationship between teaching beliefs and practices in elementary music
instruction in other school and cultural contexts. As described by Stake (1995),
“full and thorough knowledge of the particular allows one to see similarities in
new and foreign contexts. This process of ‘naturalistic generalisation’ is arrived at
by recognising similarities of objects and issues in and out of context and by

sensing the natural covariations of happenings” (p. 85).
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In order to increase the generalisability of this study, several strategies
were employed, including the use of a multi-case approach, standardisation of
the research instrument, piloting research procedure, as well as careful selection
and description of research sites and participants with much attention given to
contextual detail.

Like repeated experiments that can claim replication, this study was
designed as a multiple-case study. According to Firestone (1993),

analytical generalisation has more promise, partly because there are more

ways to make links between cases and theories. One can look for threats

to generalisability within cases. Critical and deviant cases can be used to
explore or extend existing theories. Multicase studies can use the logic of
replication and comparison to strengthen conclusions drawn in single sites
and provide evidence for both their broader utility and the conditions under

which they hold. (p. 22)

Since the present study is a multiple-case study, the element of replication was
clearly involved.

All observations and interviews were conducted by the same researcher
and the same set of interview questions, the same length of observation period
and the same analytic procedures in each case were employed. This increased
comparability of the data and enhanced generalisability of the research (Merriam,
1998, Marshall and Rossman, 1995, Yin, 1994, Schofield, 1990 Brown & Sime,
1981, De Leeuw et al., 1996, Foddy, 1993).

Before the actual study began, | conducted a pilot study in Vancouver.
The pilot study was based on the same research methods and procedures which

enhanced the validity of the actual study. In order to be able to generalise

analytically, the fundamental insight linking multi-site studies to the analytic
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strategy is to think of each case as a replication (Yin, 1989, Firestone, 1993).
Then sites can be selected to maximise generalisation. The criterion of selecting
samples that aimed at choosing a variety of diversifying cases were discussed
above. The sample cases selecte-d provide a variation of relevant attributes that
might maximise diversity.

Finally, the findings of this modified multiple-case study are presented with
the description of each case and are supported with quotations from the
interviews. Triangulation with other sources of information (e.g. curriculum
documents) was also extensively explored. Thus, “naturalistic generalisation”
(Stake, 1995) or “retrospective generalisations” (Eisner, 1991) could be

achieved.
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CHAPTER FOUR

Background Information

This chapter discusses the social and cultural background of Vancouver
and Hong Kong, and gives an overview of the respective education systems and
educational thoughts, as well as the idea of music education in both cities.
Understanding of these contexts is essential in analyzing and interpreting caee

study data collected throdgh this research.

PART ONE -- VANCOUVER
The Vancouver Education System - An Overview

A Brief History

Central Canada, together with the provinces of 'Nova Scotia and New
Brunswick, were united in 1867 to become the federal provinces of Canada by
the British North-America Act. In 1873, British Columbia joined and became one
of Canada’s provinces. |

With the exception of the Native Indlans Canadlans are made up of

immigrants or descendants of lmmlgrants In Brltlsh Columbla the populatlon has

: aged and the birth rate has declined after the baby boom, but the cultural and

ethnic diversity increased because of the influx of immigrants. Since the
nineteenth century, the population of Canada has been made up of immigrants

from all parts of the world. Before the 1970s, nonetheless, most immigrants 'were

of European origin whereas most immigrants nowadays are visible minorities from
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non-English speaking countries of the Pacific Rim (Barman, 1996). Most of these
new immigrants settled in the urban areas of cities such as Toronto, Montreal,
and Vancouver. According to thé concept of multiculturalism, as enshrined in the
Report of the Royal Commission of Bilingualism and Biculturalism (1969), it is
deemed appropriate to have British and French cultures dominating the public
schools on the one hand, while on the other hand preserving the heﬁtage cultures
of most non-English or French Canadians. This idea of rhulticulturalism is théq

very different from the idea of the assimilation of cultures in the 19" century when

“Western culture was imposed on the Native Indians and non-English speaking

minorities through education (Persson, 1986, Friesen, 1991). As a result of

assimilative education policy of that kind, Western culture has been the

- mainstream culture of Canada since the 19" century, until the recent emergence

of the multiculturalism that is evident today.

According to Lawr and Gidney (1976), Canadian education serves as a

- harmonization “between the demands of society on the one hand and the self- -

realization of the individual on the other” (p. 238). It is a major part of Canadian
educational thought that every citizen has the right to receive a full education
provided by the provinciai government.

Ever since the beginning of the Canadian Federation, the unique social

- and'economic factors of every Canadian province have influenced its own

- direction of educational development (Barman, 1995). The educational policies,

programs and structures of the education system vary from provinc;e to prbvinge'.

Each provincial government is responsible for the funding of public education.
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Since confederation, the public school system has been the mainstream in
Canada and most Canadians have received public education. Before British
- Columbia became a province,-public provisions for education-were limited and
education was mainly voluntary. At that time, schools were usually set up by
churches so as to “produce a civilized and competent elite, equipped to preserve
and extend Christian civilization in the new world” (Lawr and Gidney, p. 17). The
teachers of these early colleges, grammar schools and academies were mainly
clergymen of the churches. | |
The provincial government of British Columbia assumed direct control of
- public education through the British Columbia School Act of 1872. Under the Act,
“formal instruction was believed to be important for the proper development of the
individual and the advancement of the society” (Lawr and Gidney, p. 11) and
public elementary education was established in the 'province. In Vancouver, the
first public school — Granville School, was opened as a result of the British
Columbia Act in 1872 (VSB, 1998b). The public schools in British Columbia were
non-religious and supposed to reach every child. Consequently the ideology of
education shn‘ted from spreading Chnstlamty to the development of socral order
In addition to the transmission of knowledge that was essentlal to all cmzens the
mastery of the two official languages, English and French, was also emphaSIzed
in public educatlon.' A’l that time, the provision for secondary education was still
insufficient and only a fraction of the stodents who finished elementary schools
could enter hrgh schools Secondary schools became a channel to prepare the

l|m|ted number of intellectual elite to serve society and were aimed at providing
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education to the leaders of the next generation.

Nonetheless, the traditional old style Canadian primary education prevailed
in the 19" century and was aimed to develop and train the inteliectual pdwers and
to “prepare the child to discharge the duties and meet the obligations of comiiig
manhood, including his relations to the family, society, and the State” (Lawr and

Gidney, p. 94).

The New Education Concept

With the expansion of education systems at all levels in the beginning
decades of the 20" century, improvement in quality had been a major concern in
| the field of education. New theories of education inﬂuenced the school curriculum |
of Noﬁh America. The idea of “new education” in the schoél curriculum of British
Columbia was advocated in 1922 by H. H. Mackenzie ‘(Johnson, 1964). “New
educatidn” referred to the idea of progressivism afﬁrmihg the new technology and
new pedagogy that takes place in schools. The idea of progressivism was derived
from the"‘child-centred” idea of D'ewéy and other educational theorists that ‘regard
“learning by doing” as an active progress.*According"c_o Johnson (1964, 1‘.968), the
idea of “new education” based on co.nstrﬁctivis't'ébproaéh to teaéhing aﬁd |
learning was introduced in the province with the' strong s'upport from the Normal
Schools and thé lnspéctors of Education. i

Influenced by theorists like Friedrich Froebel and John Dewey and by the

educational psychology of William James, Canadian educators were

- anxious to supplement the basic-skills and mental-discipline routines with
subjects and methods more attuned to the new educational theories that

emphasized the importance of the individual child’s activity, growth,
experience, and appérception. (Lawr and Gidney, p. 159)
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Many educatdrs therefore shifted from the academic tradition that focused on
training mentai discipline of students to the more practical child-centered program
more concerned with students’ interests, environment, and even their future
vocations. Contrary to the old style of teaching and learning when teachers used
to transmit knowledge by talking, the new iéaming theory advocated that children
need to have joy and pleas‘ure of play in the process of learning. Under the new
learning theory, work and play became interwoven in learning situations. Children
were encouraged to ésk questioné and discuss openly about the world. }It became
acceptable to have laughter and noise in the classroom. Serious and silent rooms
ceased to be considered as the ideal working contexts.

A major aim of the “new education” wa-s‘ to-motivate children to learn
through playing and activities. The idea of Ieafnihg through play'was_ further
developed by Neville Scarfe in Vancouver and was well received by teachers and
students in Vancouver as well as in other parts of Canada. According tq Scarfe, |
the “joy of discovery” and “satisfaction of creativity” are important components of
Iéarning through play (The Children’s Play Resource Centre, 1990, p. 11). In
~ order to motivate the children to learn, subjgcfs must be madem'eani‘"ngf'ulv and
relevant to children. Organized and guided activities are used to motivate children
and get them actively involved in the learning process. As a result, the traditional
emphasis on textbook teachinngas shifted to the use of audio-yisual teaching |
aids that make learning more effective. |

On the whole, thej child-;:entered approach which emphasized the

‘individual development of the child’s creativity, experience, and growth through
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discovery and play become the mainstream in the education system of
Vancouver (Wilson, 1983). Interestingly, in recent years, some parents in British
Columbia advocated for an alternative educational choice in the public As‘chool
system — a Traditional School, which emphasizes discipliné, basic tools of
grammar and focuses on acl/wievement of students. Though a few school boards
in British Columbia have included this alterhative in their school districts, it has
not yet come true in Vancouver.

- Schooling is only part of the learning environment for children. Children
today also receive family education from their parents as well as information from
the mass media. The values, beliefs and attitudes of these different social
institutions are often very different from those at‘s'chool and seldom _coIIaborate
-~ with each other. According to Scarfe, there are two major problems in"Canadian
education (hence Vancouver is no exception): one prdblem ié the divergence of
values promoted by the mass media that influences the attitudes and beliefs of
children. The other probiem is the lack of agreement and mutual support between
teachers' and parents (The Children’s Play Resource Centre, 1990, p. 114). As a
result, childrén_ are frustréted on the one hand by the different st'a.hd_ardﬁs and -
expectations at school and at home, while on thé other hana péfénts -a'nd
teachers are also frustrated by the behavior of children at home’or in school.

Job market. is another factor that influences the educational environment.
Aécording to Weiler (1982), formal edubation can socialize the young and allocate
social status with rewards in income. However, the unemployment rate has

continuously risen ever since the 1970s and it is increasingly difficult for well-
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‘educated people to find jobs in Canada. The income returns and job status are

declining with reference to the investment put lnto education. As a result, the
public expectations and confidence in the public school system are weakening.
According to the results of the 1993 Gallup Report (Livingstone and Hart 1995),
the rating of confidence in public schools in Canada dropped from 62 percent in
19889 to 44 percent in 1993, and the regional rate of confidence in British
Columbia dropped from 57 percent in 1989 to 32 percent in 1993. However, the
decline in public confidence in the education system has not led to declining
support in demand for government funding in ed.ucation. On the contrary, “more
Canadians expressed support tor increased spending on education. as well as for |
maintaining health and other established social welfare provisions”' (Livingstone &
Hart, p. 37). The assumption is that 'quality and quantity education can enhance
the economic and social potential of the country. Ed‘ucation remains the priority

concern for the public.

Vancouver classrooms

Vancouver has the most culturally drversrf ed cross- sectlon of resrdents in

" British Columbia. Among the 59 000 students who enrolled in the schools of the

Vancouver School Board, over 30,000 students'participated in the “English as a
second language programs” (VSB, 1998a). According to the 1996 Census of
Vancouver, almost 40 percent of the population have a mother tongue language
other than English (City of Vancouver, 1998). More than 15 different kind}s of

mother tongue languages are used by the various ethnic groups of people in
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“Vancouver.

Given this diversity of cultural and linguistic influences, it is inappropriate
and impossible to generalize the kind of family education which students receive
at home. However, it is possible to say that a child-centred classroom well
describes a typical educational setting in Vancouver schools. The teacher is often
more of a guide and a resource person, rather than a dotninating instructor
instead. Students are free to ask about, comment on, or criticize ths évents in the
classroom.

According to Esbensen (1995), the. issue of studént rights is a fundamental
matter in the Canadian educational contéxt and students clearly know the rights
that are granted to them by the education system. Teachers are usually -
concerned with the order in class, but many of them “are reluctant to have very
much silence in the classroom because they fear that silence will lead to disorder”
(Levin & Young, 1994, p. 271). Enforcing discipline is one of the duties of
teachers. However, the auth-ority of teachers cannot override the rights and

freedoms of the students. Students are allowed to ,participéte in the development

~ of the classroom codes of behavnor Students in the publlc schools do not needto

wear school unlforms It ] belleved that in such a school enwronment students
are encouraged to develop critical and analytical thinking, and the ability to
discuss issues |n a rational way. The public school system thus recognizes and
facilitates the development of the students’ sense of beirtg democratic citizens. A
new concept of dtscipline results as the students have the freedom to develbp

their individuality, self-expression and self-reliance.
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- The Child-Centred Approach and the Role of the Teacher

The role of teachers in Vancouver classrooms is very complex. They are

~surrogate parents, professionals and state agents (Dickinson, 1995). In addition

to protecting the health and Safety of pupils in schools, teachers are _ - _
}professionals that irnplement the provincial curriculum in classroorns that

enhance the intellectual growth of students. The child-centred approach requires

teachers to be imaginative, .resourcef‘ul and creative in curriculum design.

Knowledge of child deveiopment and a detailed observatien of inat de\'/elopment,'
- become essential for teachers to implement the “new Iearning tneory" |n the

curriculum. Teachers help students to discover oider and paﬁerns by learning o i
through activities, since experienee is believed to be the best way to acquire

knowledge. The BC Ministry of Education sets the content ef the provincial

curriculum guide for every subject offered in the pUine school eystem. -

Nevertheless, the curriculurn guides only outline in very general terms the key
-tepics to be covered and the eXpected learning outcomes, but the decision

regarding specific content, cho‘ice of teaching materials, activities and time

allocated for each topic are left to the teachers’ discretion.. This kind of‘phra’cf;‘j‘ce_

ailows teaehers ireedom in many areas of pedagogical deciéiene. 'ch&er',' o

teachers may find it difﬁ}cult to balance “adequate coverage of the Cu_rriculum end

following up on etudents’ [individual and diversified] interests” (Levin & Young,

1994, p. 271). In general, teachers tend to put more emphasis on_ class

discussion, individual essays/projects, group presentations and independent

. research rather than testing students on memorizetion of materials.




The style of reporting in Vancouver elementary schools under the “child-
centred” approach is quite different from the traditional school reports that used to
emphasize the academic achievement of the child. According to the Vancouvef
School Board, every student obtains three formal written report cards and two
informal reports in a school year (BCME, 1994a). For students in the Primary
years (Kindergarten to Grade 3), teachers usually advise parents on the personal

growth and development of various aspects of school activities in relation to the

‘expected learning outcomes set in the curriculum instead of commenting on the

eﬁainment level of specific subjects. For students in the Intermediate years
(Grades 4 to 7), besides written anecdotal comments regarding studeht’s
progress, behavior and development oh various aspects of school activities, letter
grades are also given to mark the level of performance of the student as related
to the expected learning outcomes for each subject. dn the whole, parents are
kept informed of the growth and development of their children throughout the
school year by receiving formal and informal reports, as well as attending parent;
teacher conferences held by the school. Some schools also sponsor student-iead

conferences.

The Provincial School System

In British Columbia, under the B.C. School Act, all children aged between
5 te 16 except those who attend independent schools or institutions under the
Indian Act of Canada or are subject to registered home schooling, must enroli in

an education program (BCME, 1997, p. 13). In general, education in B.C. is
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divided into three levels: Primary (Kindergarten to grade 3), Intermediate (Grade
‘4 to 7) and Secondary (Grades 11 and 12).. The core subjects include English, '
methematics, science, social studies, fine arts and applied skills which aim at
providing a “core of learning to ensure students learn to read, write,:and do basic
mathematics, solve problems, and use computer-based technology” (BCME,
1994b‘, p. 2). Besides intellectual deveI‘opment, Personal Planning programs are
implemented to help students’ human and social development a‘,.s well as career
development (BCME, 1994b). When students finish their Grade 12 sfudies§ they.
have to take a provincial examination in selected courses in order to graduate
from secondary school. These examinations do not intend to stream students into
different types of post-secondary education or training, but rather, to provide a
part of their final mark in selected subjects. However, the final marks (60% from
the school-based work and 40% from the proVinciaI 'eXamination) of the selected
subjects can affect the students’ choice and options of their post-secondary
education (BCME, 1994c, p. 15). Students are awarded a British Columbia
Certificate of Graduation (also known as the Dogwood Diploma) when they have
completed all the greduation requirements. For those students who do not fulfill
the requirements of graduation they will be awarded a'Corooletion C.e.rtiﬁc'ate"
testifying that the student has met the goals and objectives of an individualized
“Student Learniog Plao” (BCMEST, 1998).

Elementary schools and secondary schools in British Columbia are under
.jurisdiction of school boards representing every school district. There are

altogether 59 public school districts in the province of B.C. operating
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approximately 1,700 schools. The organization of schools may differ from district
- to district. Schools in the City of Vancouvef belong to the Vancouver School
District, the Iargeét school district iﬁ B.C.,andis mahaged by the Vancouver

| School Board. Accordihg td the Vancquver School Board (1995), fhere are 18
secondary schools and 91 elementary schools [73 elementary schools and 18
elementary annexes] (VSB, 1998a, p. 3). The elementary annexes are smaller
schools that operate school levels from Kindergarten to Grade 3 and affiliate to
an elementary school in the same neighborhood. Elementary schools operate
school levels from Kindergarten to Grade 7. Secondary schools provide
education for Grade 8 to Grade 12. As Cangda is a country with two official
languages (English and French), 14 schools (secohdary and elementary) in-
Vancouver provide French immersion Program for students who take French as
the sécond language and two schools provide Pro_gfamme‘ Cadre de Francais for
native French spéakers alongside with the regular English program. However,

schools that provide English program are the majority in the province according to

the B.C. School Act which states that “every student is entitied to receive an
educational program that is provided in thé English language” (BCME, 1997, p. -
14). Therefore, the majority of students in Vancouver receive education with

English as the first language in school.

The Policy Makers

The education system of Vancouver is mainly influenced by the British

Columbia Ministry of Education, Skills and Training. The Ministry sets the various
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levels of schoeling and graduation requirements in the province.'lt centrally |
esta}bli'shes the school curricutum for the elementary schools and secondary
schoels in British Columbia. The curriculum for every subject area is developed
by the joint effort of the officers of the Ministry of Education whc; are experienced -
educators, teachers in school districts, subject area specialist organizations and
academics from the post-secondary institutions in the province. The curriculum

| guides are published separately for elernentary level and secondary level per
subject area and are also available on the ‘Internet.

The Vancouver School Board is governed by the Board of School Trustees
who are pubilicly elected by people of tne community. Under the Board of
Trustees, the superintendent of schools together with other associate
superintendents and administrators of sub-areas of the Vancouver district look

~ after the safe operation of schools as well as the prOgrams to be offered in the
schools. In addition, there are parent representatives who form the District Parent
Advisory Council which interacts with the teachers and staff of the schooltboard
to reflect the needs and concerns of the students and parents.

Be3|des the government bodies, there are various subject area specralrst
organizations in the province that advrse the Mlnlstry of Educatlon and Vancouver
School Board on the matters of developing and lmplementmg curricular
programs. The BC Music Educators’ Assomatron is an example of spemahsts
organization. These organlzatrons also hold annual conferences, seminars and
workshops for their teacher members. Teachers from different school

environments are therefore able to share their insights and experienee of
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teaching.

The Certification and Appointment of teachers in Vancouver

Teachers in Vancouver are required to have a teaching certificate issued
by the B.C. College of Teachers so as to be eligible fer employment in the B.C.
public school system. The British Columbia Coliege of Teachers is an )
independent professional organization of teachers created under the Teaching
Profession Act of British Columbia effective January 1, 1988. The College
establishes standards for the education of teachers in public schools, issues
certificates and conducts certificate reviews. The College is geverned by a
Council that consist of twenty members. Fifteen of the council members are
elected representatives representittg a geographic zone of the province while five
tnemb_efs_are appointed members representing the Previncial Cabinet, the
Minister of Education and Deans of the Faculties of Education in the province.

There are altogether eix types of certificates that can be issued according
to the varied qualifications of teachers:
(1)  The Standard Certificate is issued when a person has cempleted a four-
year program of poet-secondary, prefessien‘al éntt aca.demicvs.tudiee. S
(2)  The Professional Certificate is issued when a person has completed a
teacher educatiert preram and a degree.
(3)  The Interim Professional/Standard Certificate is issued when a person has
completed a teacher education program outside B. C. |

(4) TheRestricted Interim Professional/Standard Certificate is issued when a
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person has completed a teacher education program outside B. C., and the
academic studies are not acceptable as a single teaching\ areain B. C.

(5)  The First Nations Interim Language Teacher Certificate is issued when a
person is a proficient speaker of a Firsf Nations language.

(6) The Developmental Standard Term Certificate is issued when a person
has completed a basic academic program, a teacher education program and an
inter-provincial trades qualification program.

Since elementary teachers are expected to teach and_ integrate various
subjects into the curriculum as a whole, they also need to have a basic academic
background which includes Mathematics and/or Laboratory Science, Canadian
Studies and additional academic studies.

The job postings for teachers in Vancouver are centrally advertised
through the Jobline of the Vancouver School Board. When there is a vacancy for
teacherin a sch‘oolk, the principal of that school informs the Vancouver School
Board-that‘ advertises the vacancy in newspapers as well as the Jobline.
Teachers who are interested in an advertised position have to send their
application to tﬁe School Board. Principal Qf that school will arrange interview with
the qualiﬁéd candidates. in thedry, the deCisfbn 6f employing teécheré |s I'efth to
the school principals because they know best whether the teachers suit the

needs of their students and school. However, according to the Public Educatioh

Labour Relations Act, teachers are employed according to their priority group as

stated in the Collective Agreement between the Vancouyer School Board and the

British Columbia Teachers’ Federation (VTF, 1996). The employment is finalized
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by the Vancouver School Board which centralizes the payroll of all serving

teachers in the Vancouver district.

Music education in elementary schools o7 Vancouver
As this.study only involves teachers in the elementaryschcols, the
foIIowing discussion will focus on music education at the eieinentary school level.
Instead of an isolated subject, music education is one of the three subject areas

(Art, Drama and Music) listed in the Elementary Fine Arts Curriculum of British

- Columbia (1987). These subjects are grouped together because of their

interrelated elements and common goals. According to the Elementary Fine Arts
Curriculum, in addition to the development of perception and responses to the
environment, arts education helps the child “to achieve self-discipline, to .
experience success, and to realize personal potential”'(p. 3). Furthermore,
“learning through the arts provides a fuller understanding and enjoyment of life”
(p. 3). Teachers are encouraged to integrate these subject areas in their
curriculum planning. The ratio and extent to which these subject areas are taught
is left to the discretion of the teacher. As a result, how the fine arts curriculumis
integrated and ii;npvl'er.nentéd in the ciementaiy curriculum depénds totetlly on the
professional strengths and personal bsliefs and p'references of the teacher.

All eIeméntary’ schocls in Vancouver are whole-day schools. Every group
of students usually follows a homeroom teacher who integrates various subject
areas into the curriculum. A school day is usually dividsd into teaching-blocks

which are separated by recess and lunch. Since the strength of music teachers
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varies from school to school, 'the arrangement of music lessons in Vancouver
schools also varies a lot. In schools that have ‘music specialist teachers, students
may have one or two music Iessons per week. For schools Where teachers donot
have specialist training in music, more lessons will be devoted to visual art‘s
drama, or the time may be redirected to other curriculum areas outside of the
arts. Some schools may even schedule music lessons to be led by substitute
teachers who take over the group of students dunng the preparatlon trme of the
full-tlme teachers. On the whole, the arrangement and |mplementatlon of the Fine
Arts Curriculum is Ieft to the deC|snon of the principals and teachers of individual
schools.

Besides the general musio classes, elementary schools may offer extra;\

curricular music activities such as an elementary choir, elementary band program

and elementary strings program. The choice of extra-curricular music activities

offered by each school varies a lot though, and depends mainly on the decision of
the school principal and the human resources available for that school. The choir

of an elementary school is usually led by a generalist teacher. Among'the 91

elementary schools in Vancouver 30 schools offer elementary band programs

and 18 schools offer elementary string programs These band and stnng
programs are usually only available to students of Grade 4 or above because of
their matured ability to play bavnd and string instruments. These programs are

taught by specialist lesic teachers who usually have to teach similar programs in

~ more than one school. The schedule of these band programs and string programs

is decided by the principal of the elementary school. In some schools, these




programs are scheduled within the daily time-table. In other schools, these

" programs are scheduled during after-school‘ hours.

Music Beyond Classroom

In addition to the music progtarhs offered during.school ttours, the
Vancouver School Board works in certjunction with the Vancouver Schools Music
Teachers’ Association to organize—extra-curricular activities for the students
studying in the pﬁblic schools managed by the Vancout/er School Board. These
extra-c’Urrichalj activities incllude district e\)ents such as the Elementary Choral |

Festival, Elementary Distriet String Coneen, Recorder Festival, Ukulele Festiyal
and Elementary Band Festival. Theee festivals and concerts are ﬁnaneially'
supberted by the Vancouver School Board and usually take place in the evenings
when family memtzers of students are _able to share 'an..d enjoy their performance.
The emphasis of these festivals and e‘oncerts‘is the sharing of nﬁusiC between the
performers (the students) and the audience. These music festivals and concerts
are non-Comp“etitive in nature. All schools of the Vartcouver School Board are

- encouraged to part:cupate Besndes the dlstnct events the Bntlsh Columbla

Kiwanis Musnc Festlval is another non-competltlve occasion that provndes

chances for students_ to perform and learn from the performance of other

students.
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PART TWO - HONG KONG
The Hong Kong Education System - An Overview

A Brief History

Hong Kong, a small island of 80 sq. km. off the Southern tip of China,
became a British Colony in 1843 after China was defeated in th‘e Opium Wars of
1840-1841 (Endacott, 1'964). The British enclave was later expanded to include
the Kowloon Peninsula in 1860.and a 99-year lease on the New Territories was
issued dated effective Ju'ly 1, 1898 (Endacott, 1964). The total area is thus |
expanded to approximately 1,106 sq. km. | |

- Before Hong Kong becamé a Britiéh colony, most inhabitants wére farmers
and fishermen living in villages, énd traders who came to Hong Kong on -
business. The villages had their own \/illage schools based on the Confucian‘
tradition, similar to Mainland China. The curriculum prepared stﬁdents for the
imperial examinations which constituted means to recruit bureaucrats. Textbooks
of Confucian teachings used in the traditional Chinese schools were the same
throughout China. In pre-colonial Hong Kong, “the enti.r’e school-going populétioh
of Hong Kong was less than one percgnt of the whole populatidn” (Sweeting,

1991, p. 15). Most of the students were boys because education was not méant

for girls in the traditionally male-centred society. Moreover, not all students would

study until they could take the imperial examinations. Instead, parents sent their
sons to schools to learn functional Iitefacy and-mathematics only for a few years
so that they could manage the daily business of farming or trading. The most

important aim of education in the traditional Chinese society was to learn to
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‘behave well and be a good person because the general approach of Chinese
education was based on ethics and morality.

- Soon after Hong Kong became a British colony, the London Miesionary
Society began to establ_ish new Anglo-Chiriese schools that offered both Chinese
and English education. One of the main purposes of these Anglo-Chinese |
echools was to spread Christianity. Another purpose for the British to open
schools for the Chinese was to facilitate communication. These schools trvere

' p’avrtially supported by the churches and partially supported by the gOVernn'rent
(and they became government-aided schools). EduCation for girls was pione'ered
by these missionaries. Besides missionary schools, non-religious puinc'Angto-
Chinese schools were also opened to provide free education. At that time, trained
expatriate teachers were employed from England. Besides the"government
schools and the missionary schools, there were a few .schoolis opened by
Chinese voluntary associations operated by funds from public donations.

 Atthat time, English was the only official language vof Hong Kong.’The

_ gradt]ates of the Anglo-Cninese schools were q’ualiﬁed for jobs in governrnent

tradrng ﬂrms and banks that offered better pay. Parents preferred their chuldren to

| attend Anglo- Chlnese schools because of very practlcal reasons: to acqwre good ”

knowledge of Chinese and English in order to have a better opportunity of movmg '
up the social Iadder and for making more money (Sweeting, 1990). The
knowledge ot English has become the guarantee to prosperity and that in turn
reinforced the use of English as teaching medidm in many schools since then.

After the fall of the Qing Dynasty in 1911, many educators from the leading
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educational and cultural centres of China in cities like Beijing, Shanghai, and
Guangzhou, began to set up private colleges and schools voluntarily in Heng
Kong. As a result, many private Chinese schools were opened. The ﬁrst
Education Ordinance of Hong Kong was established in 1913 to erisure the
registration of schools (H_ong_Kong Government, 1948). However, the percentage
of children that could have the chance to receive education at schools was still
low. It was because the government schools that offered free education had only
limited number of places; but the cost of study in aided and priyate schools was
far too expensive. .
All educational activities came to a halt during the Second World Waf
- when Hong Kong was invaded by the Japanese. When the war ended in 1945
Hong Kong was returned to the sovereignty of the Bntlsh government. The
populatlon then grew rapidly at an average rate of one m|II|on people per decade

it was approximately 2 million in 1951, and it lncreased to 6. 5 million in 1996 by-

census (Hong Kong Government, 1997a). The birth rate in Hong Kong decreased - -

from 35 per 1,000 in 1961 to only 10 per 1, OOO in 1996 (H‘ong Kong Gevernment
1962, 1997a) but the lnﬂux of people from Malnland Chlna has always been the '
main cause for rapld populatlon growth. ThIS vaIuabIe manpower facmtated the o
development of industries in Hong Kong (Hong Kong Government, 1950). -
Side by side with the economic development and‘ the rapid increase in o
population, the demand for high quality human reSoutces becarne higher and the ..
public demand for education was prominent. A nevt/ Education Ordinan-ce‘n/as B

established in 1952 to keep an account of the registration of schools{ teachers
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and managers of schools to ensure the satisfactory maintenance and operation of
schools (Hong Kong Government, 1954). | |

The number of schools increased from about 400 in‘1946 to about 2,400 in
1996 (Hong Kong Government, 1948,'- 1997a). The'sh.ortage—’of educational ‘
resources after the war caused the p'rimary schools in Hong Kong to oivide into -
morning schools and afternoon schools with very large class sizes, often
| exceeding 50 students per class. A 7-year plan for the expansion of primary
- education was started in 1954 aiming at providing free education for at‘l .orimary
school-_age children by 1961. Three colleges of_teacher training were
consequently opened to cope with‘ the demand for more trained teachers to teach
in pnmary schools and klndergarten (Hong Kong Government 1961)

As a result of the expansion in pnmary educatron there was a great
competntlon in secondary educatlon because the government could not provrde
enough for education beyond pnmary schools (Hong Kong Government 1961)

' Free and compulsory educatlonvfor the 6_-11 age group was mtroduced in 1971,
Then it was further expanded to 9-year free and comoulsory education for the 6-
| 14 age group in 1978 ThIS marked the expan3|on of Secondary educatlon |n o

~ Hong Kong (Hong Kong Govemment 1997a) ,

Chinese Educational Thoughts in Honq Kong

Under the laissez-faire pOlle of the colonial Hong Kong government the
Iaw was respected but dlstlngurshed from polltlcs The Chlnese people in Hong

-Kong enjoyed the freedom to choose and adopt Westem thinking and hfestyles
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. that would fit their livmg in a practical way, without contradicting theirtradition
Although Hong Kong had been a British colony for 155 years the long tradition of
- Chinese culture survnved in the socrety and the majority of people preserved the
traditional perceptions of education. The Chlnese in Hong Kong have developed '.
an attitude in which economics are clearly distinguished from politics. The
capitalist system is practiced (Lau, 1982). For them, making more money |mplies,
- the improvement in living standard of the family and in the quality of children’s
education These value's'have }p‘roved successful in post—vi/ar Hong Kong. |

Among the 6. 3 million people in Hong Kong, over 95 percent are Chinese
and almost half of them were born in China (Census and Statistics Department,
1996). Their experience of settling i in Hong Kong .was not smooth. Many were
deprived'of schooling due to poyerty. Some educated people were forced to take

up menial jObS due to their lack of prof crency in English The hardships in settling
in Hong Kong msprred their expectations of higher educational achievement of
their children. Parents in Hong Kong typically expect their children to reach at
least unrversnty level education (Lau et al 1991). These aspiratlons also reflect
. traditional Confuman thinking which places a high value on education
| Confucran thinking has been most inﬂuential in the Chinese s00|ety .for B

over 2,400 years (S‘zalay et al., 1994, Lau et_al.’, 1991). In traditional Chinese
thinking, education equates wrth high social status even more soina Chinese
society with a high rate of |l||teracy The traditional classnﬁcation of status ranks '
scholars the highest farmers the second, laborers the third and merchants the -

lowest (although merchants are usually the richest of all among the four) Being
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‘educated does not only refer to the knovyledge acquired, but’ also the moral
development of a person and the ability to maintain harmony in terms of human
relationship and other aspects of Iife In Confucnan thinking, the aim of education
is to achieve moral development, and harmony in relationships on diﬁerent levels.-

Since each individual lives in the context of family, country and universe,
these contexts are all inter-related and important to the self. At the first level, to
live in harmony and pe’aoe ‘means to maintain a good reiationship. with favmily '
members -- it involves respect for oarents and the elders, love and care of the
young, as well as helping other fa'mily members to maintain good relationships .
through propriety. At the second level, harmony means to be a functional citizen
of the country who helps maintain social equilibrium. During war or disorder,
families can be broken and individuals can suffer. If the country enjoys peace and -
order, families have the chance to develop those socual and economic aspects
which benefit the individual and the country on the whole. At the third level,
harmony means to maintain peace and order of the ‘universe. These values are
imposed to children at a very early age in Chinese families. Children raised with
these values are aware of expectations of their parents and tend to assume that |
'..to study well is their duty in the family They tend to become diligent to focus on
achievement and to develop self-reliance in learning, though the pressure and
competition is very high (Morris, 1996). - |

Confucianism is.not a religion. However, while there are many influential
religions in Hong Kong (e.g. Buddhism, Taoism andA Christianity), ‘Confucianism

remains influentiat in this modern, cosmopolitan city;_ People may hold the
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Confucian ideas even if they have other_ religioos beliefs. Chinese education
stresses the maintenance of harmony in human r_elationships — respect for elders
and avoidance of conflict (Miners, 1995). Children are expected to respect elders,‘
who are expected in turn to have authority and take resporisibility for the care of
the young. |
Besides family expectations, the sohool curticulum also affects Hong Kong
students’ concept of learning. Unlike othet experiences of colonization where
culture of the colonized was overwhelmed by the culture of the oolonizers by
‘means of neglecting the native language and history in the school curriculum -
(Clignet, 1991), students in Hong" Kong also learn Chinese culture in schools. |
During the nine-year free end'compulsor.y education', Chinese language and
Chtnese history are compulsory. The te>tts of the Chinese language used in
schools were written by Confucian scholars during Vatious periods of Chinese
history and they integrate the Confucian ideas of philosophy and moral education.
A thorough study of Chinese history enhances the cultural ideals of students. As
a result, students acquire traditional Chinese thinking in schools and identify
themselves as Chlnese despnte the fact that CIVIC educatlon was absent inthe
colomal Hong Kong school cumculum (Kuan & Lau 1989 Luk 1991 Cheng,
- 1996). The influence of the Confucian thinking can still be found in the “New
Guid'elines on Civic Education in Schools” drafted in 1996 that-aim to educate
children to become ratlonal active and responsnble citizens within the framework
starting with the famlly and extendmg to the commumty, the nation, and the world :

(Mak, 1996).
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Teachers and Confucian Values
Teachers in traditional Chi_nesesociety are usually held in very high
esteem and enjoy high social status. Chivnese people respectfully regard
Confucius as the “great teacher for all generations.” In .Chinese society, teachers
are not just guides or facilitators of learning, but also idealized role models and |
consultants for students in de_v,eloping human relationships. It is therefore not
surprising to find that the teacher-student relationship may continue for many
years even after students Ieave Ischool. One of the Confucian beiiefs abcut
education is powerful non-verbal teaching — is seen as more effective for the
| parents and teachers to convince the young by personal example rather than the
use of words or precepts. Besides, there is another Confuciantbelief about
effective learning througn reviewing old materials. As recorded in the Analects of
Confucius, Confucius said, “Is it not a pleasure after ail.to practice in due time
what one has learnt?” (Zhai et al., 1994, p. 1). Furthermore, there is also an ‘oId
Chinese proverb that says about “gv}aining new insights through reviewing o'Id |
“materials” (BFLI, 1981, p. 721) Th'erefore it'is a comrnon eXpectatidn of tea’cners
and parents that students should reV|ew the Iearnt matenais from time to time
The younger generation is educated to value and respect the expenence and
wisdom of parents and teachers. Many teachers view teaching not just asthe‘
transmission of .knov_vl.edge to the young, but the responsibility to educate them to
be “useful” and responsible for the future development and improvement of the
society. This may account for the existence of many schools managed by

Chinese voluntary associations and private post-secondary colleges run by
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| . Chinese educators in the past.

Hong Kong schools share a common goal to develop the ﬂve perspectrves
of educatlon These include the development of moral cognltlve physrcal |
aesthetlcs and social abrlrtles of students Educators believe that all are equally
important in nurtunng the children’s personalltres Therefore |t is a norm for -

schools to organize a lot of extra cumcular activities of all klnds for the students

Achnevement onented Approach

The hlgh pressure of achieving good results in publlc examlnatlons is felt -

| by almost aII students and teachers in Hong Kong Although the Educatlon
: Department encourages the Target Onented Curnculum aimed at catenng for the .
mdtvudual needs of students wrth the child- centred approach to curriculum desngn

- and the whole-school approach to student gurdance the pressure on academrc

' 'achlevement in publrc examrnatlons is not Iessened (Morns 1996). Parents are
’ ) very supportlve of their children’s extra-cumcular activities. However most stull

k uItlmate|y emphasize high academlc achrevement with many providing their

children with extra academic tutorials aimed at preparation for examinations. |

The S'chool System

In Hong Kong, law requires all children to enroII._in full-time education from
- the age of six to their fifteenth birthday“or completion of Secondary 3, whichever
is earlier. In general, the educational institutions in Hong Kong encompassi

kindergartens, primary schools, secondary schools, technical institutes and '
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tertiary institutions.

Most children attend kindergarten frc_)m tne age of three. Kindergarten
consists of elasses from K1 to K3. Kindergartens in Hong Kong are either run by
private or by non-proﬁt-nwaking organizations. Kindergarten education is not free
and operators are allowed to set their curriculum and fee. Non—preﬁt—making
kindergartens are eligible for ﬁnancial assistance from the government under the
Kindergarten Subsidy Scheme where needy parents may apply for fee remission.

Children enter primary school at the age of siir. Primary scheels consist of
classes from P1 to P6. Most of the primary schools are publicly funded. The
government only directly manages about ten percent of the 860 primary schools.
‘Most of the primary schools are managed by non~proﬁt-_making voluntary
organizations that receive government funde under a code of aic_i: These publicly
- funded prin1ary schools provide free education. Besides the prablicly'funded
. primary schools, vthere are also privately funded primary schools and international
schoels. | . |

The core curriculum of the publicly funded p.rimary echools consists of
Chinese Language Enghsh Language Mathematrcs General Studles (mtegratmg,
wsocral studies, science and health educatlon) PhyS|caI Educatlon Musrc Arts
and craft. Cantonese is used as the medium of instruction in most of the priMary
schools. English and Putonghua (Mandarin) are taught as academic subjects. A
few primary schools use English as the language of instruction. The primary

school curriculum aims at providing a coherent and well-balanced program to

enhance the all-round development of the child. The curriculum of each subject is
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prepared by the Curriculum Development Council that is independent of the
Education Department. At the end of Primary 6, students have to take a centrally -
administered academic aptitude test. The result of this test and the academic
results during the Primary 5 and 6 of a siudent provide the basis for place
allocation in Secondary schools. |

Secondary education is divided into two levels: junior secondary that
consists of classes from S1 to S3 while se‘nior secondary consists of classes from’
S4to SS. At about the aée of twelve, children continue the three-year junior
secondary course. There are five types of secondary schools: grammar,
technical prevocational, practical and skills opportunity schools. Among the 498
secondary schools, there are 419 grammar schools Junior secondary curriculum
aims at prov1ding a weli-balanced and basic education for all students whether
they continue formal education after S3 or not. After S3, some students may end
their education while some may continue their studies at the vocational training
schools. However, most of the students continue to take the senior secondary
course after S3. The senior secondary course leads tovthe first public examination
~ the Hong Kong Certificate of Education Examination (HKCEE). The.subjects |
'examined. cdver'a .broad range of academic and practical subiects. Therefore -
students from both the grammar school's and vocational schools can be assessed
by the HKCEE. After HKCEE students may continue their studies in a 2-year.
- advanced level education (the Sixth Form) offered by most of the grammar
'schools. The admission of the Sixth Form i is based on the students’ results -

obtained in the HKCEE. After the 2-year advanced level studies, students are
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assessed by the Hong Kon‘g Advanced Level Examination (HKALE)' for their .
eligibility to attend university. | | | | |

In most of the secondary schools Chinese language, English language a
and Mathematics are the core curriculum The combination of other subjects ,
depends on the academic or vocational stream of the school. At the senior '
secondary and Sixth Form level, the combination of subjects depends on the
ability and choice of the students.

At the post-HKALE level, there are altogether eight tertiary institutio_ns,
including the Hong Kong Institute of Education that offer education at the
university Ievel. The entrance qualiﬂcation. is based on the students’ achievement
in HKALE. These eight institutions are autonomous Statutory bodies that receive

public funds from the government through the University Grantsl Committee. -

The Policy Makers

The education system of Hong Kong is influenced by a number of -

: government and independent bodies that are involved in the administration and

formulation of educatlonal pol1cnes Government bodres include the Education and _ '_

Manpower Branch of the Government Secretariat and the Education Department
The‘ Education and Manpower Branch are responsible for formulating and
reviewing education policy, securing vfunds in the government budget, maintaining
.’liaison with the Legiclative Council on. educational issues and supervising the
effective implementatiOn of educational programs. The Education Departrnent is

'responsible for promoting and implementing educational policies, aIIocati_on of
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public sector school places, monitoriog te_aching standardsv, administering public
funding to schools at kindergarten, primary and secondary levels. The
department contributes to the reviews and development of educational policies in
addition to thc co—oceration with the Cuﬁculum Development Institute in the
developmént of curricula for schools vin Hong Kong. The Advisory Inspectorate of
the Education Department is a division that promote quality curriculum and carry
out schools inspection. Each school cubject is inspected by an individual’section
of that subject in the Advisory_lnsoect'orate.

Thére are also various independénf non-gchrnment bodies that have |
'inﬂ‘uence on 'the educaﬁonal polic_ie'é. The Education Commission is én‘
indepéndent organization that édvises the;governménvt on the developmerit of
education system at al.l levels and initi}até educational research. The Board of
Education advises the gerrnment oh fofmulfation of educational policies. It |
focuses on the implementation of approved policies and the need for new or
" modified policies relating to éducation_ in schools. The responsibility of the

Curriculum Development Council is to advise the goverhment’ regarding school -

curriculum development and develop new cur(iculum for schools from

“ kindergarten to sixth-form level. The Stahoin_g‘éorﬁ:mit’t—e‘.e. On“Lahoué'ge':Educéti'on
and Research sets ianguage att‘aio.ment targets for each level of education and
‘suppo.rts research ano devélopment projects that can enhance language

proﬁciency and language in education. The Vocational Training Council advises

‘the government on the direction of téchnical and 'vocational training development -

that suits the needs of the Hong Kong labor market. The Hong Kon'g
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Examinations Authority operates thé two Idcél public examinations: the Hongl
Kong Certificate of Education Examination and the Hong Kong Advanced Level
Examination. It also offers proﬂéiency tests in Putonghua and administer
Qverseas examinations such as the London Chamber of Commerce and Industry
examinations, Test of English as a Foreigh Language and the music |
examinations of the Associated Board of the Royal Schools of Music and Trinity
College of Music, London. The School Management Committees are |
managemeht committees tha_f exist in every government'-aided primary and |
secondary school. Schools that registered under the Education Ordinance hbst

set up such committee to ensure the operaﬁoh of the school. -

Registration and Recruitment of Teachers in Hong Kong
A person who teaches in thAe govefnment schodls or government-aided
schools must be either a regiétered teacher 6r permitted teacher. According tQ
" regulation no. 68 of the Education Ordinance, a person should possess either |
one of the fojlowing qualifications in order to be qualified as a registered 'teacher:
1. A degree from a local university,v together wuth a teacher’s diploma;
2. a degree in educatioh from. a Ioééi ur"'i‘i;/er“sity; S o
3. adegree from a Ioéal university, and 3 years teaChfng experience;
_4. a teacher’s certificate issued by the Hong Kong Government;
5. a Hong Kong 'G_overn‘ment Normal'SChool certificate and 5 years
teaching experience;

6. .a Hong Kong Government Evening Institute teacher’s certificate and 5
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years teaching expenence

7. a certiﬂcate of status as “Qualiﬁed Teachef’ or Qualif ed Kindergarten

Teacher” as |ssued by the Educatron Department toa teacher who has -

'completed a course of training and passed a written and practical test,
and teaching experrence | 4
8. any other educational trarning and experience Wthh is equnvalent to the‘_..
qualiﬁcations specuﬁed in paragraph (1) (7) !
: Accordmg to regulation no 69 of the Educatlon Ordinance, permitted teachers |
- should possess at least ﬁye subjects passed in the Hong Kong Certrf cate of
'Educa‘tion Examination | L | |
| The approval of applicatlon of registered teachers and permitted teachers -
is governed by the Education Department and must be processed through the .
‘ nominatlon by the school in which the teachers are employed.v However, under
normal circomstanCe, a registered teacher will enjoy employment priority. This is '
. ,because reguiation of the}Education Ordinance (Ystates that the “application to -
employ a person as a permitted teacherin a Jschool may only be made if the
applrcant (the school pnnc:pal) is of the oprnlon that no su1table registered teacher '
| is available for employment as a teacher in the school” (Educatlon Ordrnance .
1995, Chapter 279, no. 48). . |
For govemment aided schools the job postings are advertrsed in
newspapers by the lndiwdual schools. Teachers usually send their application
directly to the school that they are interested in. The employment of}'a'teacher is

decided by the school principal and the administrators of the school according to
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the school’s needs. For government schools, the job postings are centrally 3
advertised in newspabers by the Education Department. The employment ofﬁ
teachers is decided by administrators of the Education Department. There is ho
collective agreement applicable to employment of teachers. However, the salary -

of teachers is set by the government according to the qualification and

" experience. .

!

Music Education in Hong Kong Primary Schools

Like other subjects taught in the curriculum of the primary and secondary

- schools, music education in primary and secondary schools is under the

inspection of the Music Section of the Advisory Inspectorate, Education -
Department. This body provides inspection to schools once every three years to
advise on curriculum matters, teachers’ qualification, teaching methods,
equipment and resources. The Music Section also provides tn—service training
courses, seminars and workshops for teachers. It is also the duty of the subject
section to advise on the publication of music textbooks used in Hong Kohg.‘ |

At pnmary Ievel musxc is one of the seven core subjects in the currlculum
Mus:c in the pnmary schools can be taught by tralned or untralned teachers
Trained music teachers are those teachers who had professional teaching
training in additi‘on to the knowledge and skill of music. Untrained music teachers
are those who possess recognized qualiﬁcation.in music but are without
professional teacher’s training. It is common that these teachets have the

knowledge and skill to play a musical instrument,' at least at the level of Royal
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Schools»of Music Grade 5. There are musid textbooks compiléd according to the
Music Syllabus for Primary Schools. However, the implementation of the syllabus
and choice of materials are left to the decision of the music teachers.

The duratibn of every lesson, including music lesson, in primary schools '
rangés from 30 minutes to 40 minutes. The nuhbér of lessons per day rangeé }
from 7 to 8. Most primary schools operate bi-sessibhally, i.e. two primary schools
(one morning school and one afternoon sChooI) share the same _schobl premises.
These half-day primary schools usually operate the “Long and short week”
system that alternate five- and six-day cycles every othervweek. Whole-day
primary schools usually have five school days a week. The Education
Department established a guideline for the time allocation for each subject. '
According to the Syllab'uses for Primary Schools, Muéic (1987), schools are

" recommended to allocate “two périods a week” for mu‘sic lessons that “shoﬁld be
supplemented by an extra-curriculum provision” (Curriculum Development
Committee Hong Kong, p. 5). As a result, it is common that students in‘ the

primary schools have 2 music lessons per week.

Music Beyond Classroom

Since most of the schools in Hong Kong "are govérnment-aided schools
managedvby reﬁgious'.organization, reI‘igious songs for wors_hip are also a part of
the music experience offered in these schooils. It is also cdrﬁmon for s‘chqols to
have daily assemblies before class. During these .assémblies, the principals or

teachers usually give speeches on maintaining good behavior and the importahce'
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of discipline in school and at home. School songs and/or other songs are usually |
sung during the assemblies. Music in thls way becomes the tool to spread |
religious thought or moral ideas.

Extra-curricular music activities play a significant part among the many
activities available in the school life of primary and secondary students. The
recommended extra-curricular music activities for primary schools include: school
choir, percussion band, recorder playing, melodica band, instrumental classes
(Western or Chinese), school orchestra/band (Western or Chinese) and
games/folk dancingjmusic and movement. H0wever, the decision and
organization of these activities are left entirely to the discretion of the schools
(Curriculum Development Committee Hong Kong, 1987, pp. 26-27). The
' recommended extra-curricular music activities for secondary schools are chorr
vocal groups, recorder groups, instrumental classes (Western and Chlnese)
school bands/orchestra (Western and Chine_se), concerts, competition and
interest groups (Curriculum Development Commlttee Hong Kong, 1983, pp. 20-
21). It is very common for a school to have chours bands and lnstrumental
classes. These actlvmes usually take place after school hours because the
school hours are fully occupled by academrc subjects The fundlng of these music
activities comes from the Education Department, the school and the parents. In
addition, the Hong K_ohg Jockey Club Music and Dance Fund provldes grants to
help schools to set up orchestras and repair musical instruments.

Every year, many students participate in the Annual Hong Kong Schools

Music Festival organized by the Hong Kong Schools Music and Speech
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Association since 1940. Local and foreign famous musicians and music

" educators are invited to adjudicate at the Music Festival. The Music Festival

includes competitions for solo instrumentalists, and singers, bands, orchestras
and Choirs from elementary to advanced level. Both Western and Chinese music" |
are included in the Festival syllabus so that young musicians can benefit from |
both th‘e Western\and Chinese musical cultures. |

Besrdes the musnc lessons offered by schools, the Music Office managed
by the Mumcrpal Councrls of the government also offers instrumental music
training classes for students.. These instrumental classe's are held after-school
hours so that students may attend them after school. The fee for these

instrumental classes is subsidized by the government. Students can rent their |

instruments from the office at an affordable price under the Instrumental Hire

Scheme. Western and Chinese orchestral instruments are taught systematically
under the instrumental programs of the Music Office. Supplementary to the

instrumental classes, the Music Office set up orchestras and bands as well as

* organizing annual music camps so that the musical training is more complete. In

addition, it orgamzes regularly “Musrc for the Millions” concerts armed at

introducing and promoting music to the general publrc
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'CHAPTER FIVE

Musical Beliefs in the Western and. Chlnese Societies

Musical beliefs constitute many essential contextual factors that influence
the development of music and music education in a society. They reflect how : :
people theorise about music so as to support the people’s ways of attributing
meaning to music, educatioh, culture, or even life. According tc Eisner»(1992),
curricUIum guides reflect values or pcsitions of an education systeﬁ, and the
goals stated in the curricclum guide may or may not have influence on the
practices of teachers. As the present thesis focuses on explorations of music and
music education-related understandings and practices of teachere, the following
discussion wiII centre on musical beliefs that are'applied ‘to edUcaticn in general,
as well as music education in specific in fhe two study settings. The diScuesion
will a)so relate the musical beliefs as_found in the Western and Chinese societies

to the goals of music education as stated in the respective curriculum guides.

Musical Behefs in Western Soc1et|es
In Western cnvmsatlon there are various bellefs about mu3|c such as the
" naturalness of functlonal harmony in musical composmons the relationship
between music and the order of the Universe (Walker 1990) and the connection
between music and the human soul. These convictions about the expressive
power of music can be traced back to the- time of ancient Greece. Plato believed |

that “the whole life of man stands in need of rhythm and harmony, ... [and] the
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ultimate end of éII educaﬁon isAinsight into the harmonious order [cosmos} of the

whole world” (Cornford, 1941, p. 88). From a functiona.l perspective, Plato’s aim

of education was similar to his political aim — to produce good citizens for the

benefit of society and to create a community where individuals can live together' -
on just and fair terms, in happiness and harmony. According to Plato, education

is a meéns tb improve a personfs moral quality, for “the bent given by education .

will determine the quality of later life” (Cornford, p. 116). Furthermore, training in

music and poetry “will sink deep into the recesses of the soul and‘ také thé

strqn‘gest hold there, bringing that grace of body and mind that is only to be found

in one who is brought up in the right way” (Cornford, p. 90).

Beliefs on the Quality of Music

In order to cultivate good character, intelligent mind and decent behaviour
of the citizens, Plato employed poetry, rhusic aﬁd other arts, which he regarded
‘to be the development tools that contain elemehts representing “ethos,” or the
character. According to Plato, these elements are modes, scales, accents and
rhythm, Ialso' the essentials in poetry and mugic. VAs a re§ult, pdetry, mlu's‘ic' and :
the other arts were indispensable subjects"in't'hé} curnculum of thé Athéﬁiéﬁ |
School. |

Siﬁce Pléto beiieved that poetry and music were power tools to sink into
one’s soul, he was véry concerned with the quaiity of r_nu'sic.' He considers that

“the excellence of form and content in discourse and of musical expression and

rhythm, and grace of form and movement, all depend on goodness' of nature. ...
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[The presence of grace, rhythm, and harmony] goes with that moral excellence
and self-mastery of which they are the embodlment (Cornford p. 89). The -
quality of musical expression, according to Plato, depends on its moral content |
that can be rated against the different levels of excellence and goodness of
nature. The graceful quality and the moral content of music are important in
nurturing the younger generation because “if our young men are to do theif
proper work in life, they must follow theee qualities wherever they may be found” |
(Cprnford, p. 89). Since Plato believed that music could sink into the human soul, |
he envisioned th-at the quality o.f mu_sie that the younger generations encounter
effects fheir future moral developmeht.' in ofder to imp}ove their moral quality, a
good beginning in musical education was essential.

Plato also believed that high-quality mgsic education can instil “a spirit of
order, ... [and can] foster their [the younger generatiohs’] growth, restoring any
ins{itutions that may earlier have fallen into deeay” (Cornford, p. 1 15). in this way,
young people become law-abiding persons of good conduct and eventually
benefit to the society. In addition, Plato was aware of the many different kinds of
music that affect the younger generation and the socual order, and suggested that',
“the introduction of novel fashlons in music is a thlng to beware of as ' :
endangering the whole fabric of socuet_y (Comford, p. 115). Therefore he warned
that, “it is in the.ﬁeld ef music and poetry, that our Guardians -mgst build their
watehtower” (Cornford, p. 115). The “wa.tchtower,’; or cénsorship in hodern ~
terms, 'thet Plato hes suggested was of a specific nature. Insfeed of censoring

'was aesthetic criteria, the focus of censorship was to prevent the promotion of
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undesirable behaviour that might endanger the community. Accordﬂing to Plato,
musical modes that promote undesirable behaviour or ideas should therefore be "
censored. He clearly believed that he believes that if the rulers did not lend a

* hand, the lone effort of educators would be insufficient in this regard. However,/
the practicability of this sort of censorship is certainly questionable in modern |

democratic societies where freedom of choice and expression prevail.

Beliefs about the Social Function of Music

Plato’s philosophy and the theory of “ethos” have been the major roots of
many different schools of thought that ev}OIved in Western societies. According to
Wisse (1989), “the favourable presen_tation of the speaker’s character can help to
persuade an audience” (p. 5). It has been common for ethos to be interpreted as
the representation or imitation of the human mood or ivnner spirits. Since the age
of Ancient Greece, the idea of ethos has been the most influential in Western |
civilisation and Iingered on thrcugh different periods of European music history.

In Medieval Europe 'the idea of ethos was transformed and further - |
~ developed by the church The church regarded mu3|c as a powerful tool that
could nurture the spiritual, not onIy mtellectual dlmensron of people The purlty of N
music was emphasised to aim at nurturing people’s soul. The teaching of |
Christianity, therefore; was promoted through music by the churc’h. As a result,
church music was most promihent in-Europe during the Middle Ages. |

During the time of Renaissance, composers were very concerned with the

representation of music as a mode to express the meaning of words. To strive for
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unity between music and words, “word palntino’; by me‘lodic and harmonic
devices were favoured by many European composers Although church music
continued to promote the pure and harmonlous feelrng by vocal musrc the ideas
of representing poetry with music could aiso be found in secular music. For
example, the ltalian madn‘gals of Gesualdo were well known in using extensive
chromatic notes to paint the words.

In the Baroque period, there were treatises that geared musical
compositions to a new direction: music was to be written with formal ‘ahd logical
structures of fugues. Since then, the dev.elopment of.a systematic and logical
musical structure in compositions became a norm in Western musical culture.

With the rise of instrumental music in the 18™ century, /there were more
compositions that ernphasised the indepehdence of music and musical forrhs ‘
from words. This resulted in a clear dichotomy in attitudes about music: some
regarded music as an expressnve tool that could imitate the expression of words,
while others regarded music as pure independent musncal constructron based on
the expressiveness of melody, harmony, rhythm, and counterpomt.

Slde by srde wnth the development of lnstrumental musrc operas were .
also |nd|spensable in the Western musrcal culture The evudence of lmkage R
between_ music and poetry can be found in operatic works. Gluck was well known
for his opera ref.orma_t.ion in the 18™ century classical period that succeeded in
‘creating the mood for‘the plots with music. He attempted to use music to painti
the emotions and feelings’ of the characters. l-lis dramatic use of orchestral

accompanime_nt in the chorus of the furies showed his'art_in painting th_e words




and the terrifying mood for theatrical effects.

In the 19™ century, philosophers and musicians were more COncerned with
the nature of aesthetic experience, the communicative power of music and the '
provocativeness of music; German art song, Lied, was one of the characteiistic
genre of compositions that exemplified the combination of music and poetry
articulating the composers’ interests in literary expression. Plato’s ethos theory
was further interpreted by equating the essence of feelings with the ideal ethos.

In Wagner's music drama, the integration of-music and words was pushed
to a new height. Wagner used the term “Gesamtkunstwerk” (Universal artwork) to
describe his music dramas that integrate_d words, stage setting and visible action '
with music. In fact, his music dramas were creations that demonstrated the ideal
fusion of all arts. The complex chromatic harmony, the unexpected sound effects,
the continuous melodic Vmaterials and the use of leitmotifs to symbolis_e

characters all resulted in an overWhelming musical experience for the audience.

- As h|s use of extensive chromatlcs moved away from the tradltlonal functlonal

harmony and the breakdown of tonahty, his works became the mllestones in the
development of mu3|c in Western crvnhsatuon after 1890 Wagner’s concept that
" music could penetrate the subconsmous Ievel was |n a way SImllar to i
Schopenhauer’s notion regarding the relationship between-music and the
subconscious and inner feelings of human, the “Will.”
Music is as direct an objectification and copy of the whole Will as the world
itself ... and music has, therefore, an indirect relation to ideas
[representations] ... unlike the other arts. ... According to all this we may
regard the phenomenal world, or nature, and music as to different

expressions of the same thing. ... Music, if regarded as an expression of
the world, is in the highest degree a universal language, which is related
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inoeeci to the universality of ooncepts (quoted in' Walker, ‘1990 p. 142)
Music was thus seen as an autonomous art form instead of the
| representation of words. It had the power to reach the realms of expression that
the other arts could not achieve. This direction of music development also ‘
resulted in the 2.0th century composeis’ experimenting with the possibilities of
sound effect in a radical way that treated sounds as elements of expression '

without following the tradition rules of composition.

Beliefs about Music Education

Plato’s ideas can still be found in the field of music education of the
Western world in recent decades. According to the writings of Dimitry Kabalevsky
in the 1960s, the purpose of music in school was “to instil musical culture in the |
pupils as a part of their overall spiriiual cuiture” (Kabaievsky,» 1988, p.‘ 41).
Kabalev‘sky regarded music as an essential ‘tooi in training the aesthe_tic taste .-
ahd moral ideals of students. Accord_ing to Kabalevskyv, the aesthetic ,tafste' of 5
students can'be cultivated by folk music ahd tra‘ditional' Western mUsio (such as-
‘the musnc of Bach Mozart Beethoven and Sowet composers) because these '
composmons are |mportant for aII people and all nationalities (Kabalevsky, mpl.‘ L
- 44). However, it is -important to remember that Kabalevsky has spent all his life in’

~ Europe. Therefore, it is not sur_prising that he preferred to use rhusic fro'm the
Western tradition to educate stu‘qents. His imolication of “all people and alI_
nationalities” may well be limited to those of European anoestry. |

Kabalevsky was aware that many students lose interest in school music.
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He thus advocated for “relat[ing] school music lessons to real life” with the use of
“artistic and attractive music” compositions of the Eurpnean tradition (pp. 21-29).
He viewed the knowtedge and training in traditidnal }Edropean music as the vmain
stream of music teaehing and learning. In addition, he ruled out the use of
popular rnusic in the school curriculum because he vregarded these compositions
as "bad” music that can “fuddle the ntind” (p. 131). His idea of using music as a
cultivation of aesthetic taste and moral ideals as opposed to as entertainment is
very sin'\ilar to Plato’s educational concept on musie. The idea of using scheot as
a clearinghouse and a place to culti\_/ate the “spiritual culture” of students may be
applicable to the society of the Soviet Union at Kabalevsky’s time, where
government had total control of education and interfered in many aspects of
people’s life. |

The mﬂuence of Plato’s bellefs in music can also be found in the wntmgs
of Bennett Reimer, a leading music educator in the USA Reimer (1989) regards
the function of music education as a way “to develop every person’s natural ,'
responsiveness' to the power of the art of music” (p. xii), and “to help people gain
access to the experlences of feelmg contained i in the aI"tIStIC quahtles of thmgs
' (p 53) He clanms that feellngs are centrwalh to’the human expenence and musu:
_can provide the experience to “move” the human senses and emotion. Similar to
t’lato’s idea abeut the function of music that can “sink into the soul,” Reimer
advocates his beliefs in the “poWer’of the art of music” and its ability to touch “the
experiences of feeling.” | |

Since the expected audience of Reinter are American music educators, he

98




“acknowledges the “need for America’s ethnic diversity to be celebrated rather
than homogenised’ beca_uee “mueic of each ethnic-cultural subgroup man'ifeste
that experience in the particular way in which that group e)rperiences the Werld
subjectiveiy” (p. 144). Although he seems to be aware of the ethnieally diversiﬁed
population in the US, R,evimer also regards Western music as tvhe mainstream
heri,tage m the music education of the United States, which is similar to
Kabelev'sky’s idea. He says that “the Ur\ited States is part of a larger culture — the |
culture of Western mus_ie — that should be part of the inheritance of eech of our .

, [American] citizens” (p. 145). In addition, he says that “the music used in music
education at all levels artd in all activities should be good music, whtch means
genuinely expressive music. ... which is generally ‘Vpelite,’ which is safe, bland,
sweet, well behaved” (p. 53).

The meanings of ‘good’ music and ‘genuinely expressive’ music are quite
abetraet and subjective. ‘Reimer equa'tes"go‘od’ and ‘genuinely expressive’ music
f with ‘polite’, ‘safe’_, and-‘well behaved’ shewi.ng obviously that he holds ideas |
similar to Plato who regarded music as a tool to cultivate the moral values in
people In addrtlon Relmers notron that only certaln krnds of expressrveness are‘
'good” echos Plato S |dea of censorrng the musrcal modes that can promote
u_ndesirable behaviour among citizens in the community. 'HQV,Vever, the qualities
he lists, being se abstract and subjective, may imply a differertt meaning to
different people. |

' Nevertheless unlike Plato s idea that popular music may endanger the

souls of people Rermer regards popular music as a musrcal style. He observes
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that the use of popular music in.the mu:sic classroom is “a healthy balance to the
teacher-dominated program we are so used to,vbeneﬁting everyon}e | l
psychologically as well as musically” (p. 144)», and the “generation gap” between _ '
teachers and students can thus be minimised. Although Plato’s orthodox ‘
influence can be found in Reimer’s writings, the idea of creative work is a focal
point in Reimer’s philosophy of music education. He emphasises the irnportance
of creativity because “in the creativon of music, ... [students can] expenence thelr
own exploration and discoveries of feeling (p 69) The emphasrs on creatlve '
work reflects the continued development of dlversiﬁed trends in musical
compositions that breaks away from the traditional theory of functional harmony
of European heritage. School music education can enrich students’ musical
experience and widen their scope of musical exposure in this way.
From a psychological perspective, the inﬂuence of Plato can also be found
in the writings of Keith Swanwick. Similar to Plato’s idea about the power of
music and poetry that sinks into the soul and develops the m'ind of people,
Swanwick (1988) regards arts “as part of the process of the development of
mind” because muslc works through mmds [and] mrnd expenencmg the ,
world W|th music’ (p 4). ltis therefore necessary to analyse musrcal )
compositions by identifying the elements from a vpsychological perspective.
Consequently, he sees the ultimate aim of 'music education "as prornoting |
“‘|mag|nat|ve cntrcusm bringing procedures and crlterla out into the open” (p.
115). This psychological approach requnres music educators to “famlllarlse

students with different structural conventions through active engagement -
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exploring and observing how musical ideas can become established ahd‘ )
transformed through various ways of repeating and contrasting” (p. 100). Besides
guiding students through the analysis of musical procedures of making cultural
music, a major task of the “school andcoll‘ege is to increase the likelihood of *
[ultimate encounters in the arts] by framing knowledge and experience in a
systematic way in an explicit spirit of musical criticism” (p. 138). In other words,
according to Swanwick, music educators should provide re-organised musical
experience for students to perceive and exercise their power of criticisrh in
music-making and musical perception.

Although the inﬂuence of Plato’s belief about music can still be found in
the writings of music educators in recent decades, there are educators who
follow the trends of music compositions of the 20"‘ century that break away from
the traditional beliefs in music and music education. Exploration of sounds in the
classroom has been experimented and ad\rocated since the 1960s by music
educators such as John Paynter, George Setf and Murray Schaffer, and so forth.
Paynter (1972) recornmends that music teachers’ “first task is to open his pupils’
ears’ to the music of today because it “is not a radical hreak with tradition buta
' steady and natural growth fromrt (p. 1'2). Srmllarly Schaffer(1976) suggests |
~ that music educators should teach music in. the‘ “preseht tense” and allow it to
develop into the future (p. 243). Consequently, guiding students through the
exploration of sounds can open up students to a new world of sound sources in
music compositions and help them express themselves with'-‘the new sovund

‘'sources.
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Music Education Beliefs of Pan-Cultural Approach
Nowadays, it is common for a great diversity of musical cultures to exist in
a society. As the auditory mechanisms of all humans are basically the same,
children from every culture should share similar responses to the kinds of sounds
in their envirdnment. Besides, children can have access to various kinds of mUSic
~ in their daily lives. Therefore it is inappropriate to educate children with Only one
kind of music, whether it be music from a specific culture or a general .
background. Walker (1990) advocates a Pan-Cultural approach in rhusic
education, which
.. begin{s] from a non-cultural, objective, acoustic standpoint so that the
extent of the different parameters of sound can be fully explored and
understood. ... Once students have explored and discussed sounds -
themselves, they can bring an intellectual analysis and understanding to
listening to the music of other cultures. ... Thus they will be encouraged to
develop respect and understanding for aII human musical: cultures in aII
their richness and-diversity. (p. 227) '
~ Walker believes that personal control-can be achieved through mastering
one’s own action and playing of__instrumeﬁis during the process of sound -
exploration. The development of personal control through education suggested
by Walker is somewhat sumllar to the ldea of Plato about usnng educatlon to
~ shape behavnour of cntlzens
Teaching, ‘ih Walker's approach, requires music éducato,rs to guide
children through exploring and experiencing a wide range of sounds without
specific linkage to any culture initially. After developing the children’s auditory

awareness of various kinds of sounds, music educators may begin introducing

the cultural use of sounds. Consequently, students will be able to develop the
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ability to appreciate music‘from their own traditionél culture, husic from other'
cultures and music of the contemporary style, with the hope of developing music ‘
in the future. As a caution, Walker mentions thai “the danger of the ‘_‘pan-cultur‘al
approach is that children might grow up knoWiﬁg no particular muéical culture’ (p.

222). However, this kind of “danger” will not happen in Areali'ty as the music that

.students encounter in music classrooms is only a very small portion among the

many different kinds of music they are eXposed to in everyday life.

Although creative works such as the exploration of sounds and téaéhihg

‘music of the 20™ century should be as important as the teaching of music from

the past, most music educators today are trained in traditional Western music, be

it the musical styles or teaching methodologies. The limited exposure to the

devices and sound sources of music compositions of the 20™ century makes

music teachers feel reluctant to integrate music oiher than that they were brought

up and trained with. The pan-cultural approach of music education would be

difficult to be put into daily practice in the classrbom, however, unless the music
educators have wide and sub'stantial knowledge of the different kinds of music
around tHg_World. |

Iﬁ s"r;c})'rt,.alkthdﬁghitherne "are rﬁany dlfferent approachesto teachmg m |
music education in the 20.th century, the ihﬂuence'of Plato’s_- ideas about ethos

can still be traced in the thoughts and beliefs ih music and music education in the

- Western societies.
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Musical Beliefs as Reflected in the Goals stated in The Elementary Fine Arts

Curriculum Guide/Resource Book (K-7) of British Columbia"

As the curriculum guide in use durihg th’e time of data—collection of this

| study i17 Vancouver was The Elementary Fine Arts- Curriculum Guide/Resource

Book (K-7), BC (1985), the following discussion will be based on this document.

The guide was written for three su'bject areas for the elementary schools of
Britis.h Columbia — art, drama and music. Due to the perceived interrelatedheSS
hof the fine arts subjects, the curriculum guide mentions the philosoph'y on which'it
is based in relation to art, music and drama in one statement:
Education in the arts is an essential part of the development of every child.
Participation in art, drama, and music provides a unique mode of
experience that stimulates creative and intuitive thought while developing
the intellect. Arts education assists the child to perceive and respond to
the environment through the senses. It also helps the child to achieve self-
discipline, to experience success, and to realise personal potential.
Learning through the arts provides a fuller understanding and enjoyment
of life. (BCME, 1985, p. 3)
Besides the emphasis on developing the child’s'ability to create and
' apprediate the arts, the guide also highlights the various functions of arts
education that help the child to “achieve self-diécipline,” “realiée personal’
potential,” as well as to have “enjoyment of life.” The idea of developing child’s
self-discipline through the arts is clearly similar to Plato’s idea. Furfhermore, the
ideal of a child-centred approach that emphasises the development of sélf—
motivation, independence, self-realisation, critical thinkihg and problem solving
skills through experience is also reflected in the philosbphy' behind the fine arts

curriculum'in British Columbia.

The goals for elementary fine arts education stated in the curriculum guide

A
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are as follows:
(1) to foster rhe child’'s enthu'siasm for the arts through involvement in art,
| drama, and music;
B (2) to develop the child’s ability tu explore, express, corhmunicate,
interpret, and create;}
‘(3)'tc.develop the child’'s skiIIv and technical ability in the "arts; :
(4) tc nurture the child’s capacity for critical and sensitive response to the
arts;
(5) to encourage the child’'s appreciation of the interrelatedness of the arts;
and -
(6) to advance the child’s knowledge of the ways in which the arts’ |
in'ﬂrrence and are influenced by scciety and fhe environmeht- (‘BCME,
1985, p. 3). |
In summary, “creation" ahd “abpreciation” are two‘ major aspects that
“apply to each of the three subject' areas of the frne arts curriculum. Teachers are
encouraged to integrate the learning of these fine arts with the other subject

areas of the currrculum accordrng to the teachers creatrvrty and skrlls Teachers

are free to choose matenals when desrgnrng rmplementatron of the curnculum
There is a clear emphasis on the child-centred approach that permeates other
areas of Canadian education and children’s enjoyment through creation and

appreciation of the arts remains the key concern.
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* Musical Beliefs in Chinese Societies
As in Western civilisation, beliefs about music and rhusic education can be

- found and traced in Chinese civilisation fhrbughout its history. Since ancignf

Chinese philosophy concentrates on the exploration an}d devélobfﬁent of Ithe.

relationship between human beings and the Univérse, consequently, the

structure of Chinese music reflects a similar emphasis. For example, the scale
~and pitch. systems of Chinese music are attributed symbolic meanings according

fo éncieht Chinese beliefs in the natural order in the human world. Spééiﬁcally

speaking, the twelve fundamental p'it‘che.s in Chinese rhusic,"upon v;/hich the

various sCales such as the Five-tone and 's-eveh—tone scales are bésed,

symbdlically_ c_orrespdnd to the “yin” and '“yah'g" symbols of the Yi.Jing, or The -

Book of Changes: Yi Jing is one of the “Five Classics™ in Chinese philosophical

literature. In Yi “Jing, there are four “yang” symbols and four “yin” symbols and the
combination of these eight basic symbols represent the order and'its related

changes in the Universe.

Traditional Chinese Mﬁsic Concepts and Beliefs

In add‘ifié).hpto the concept of yin” and *yang", the 12-pitches in Chinése
music aré also associated with thé order of the twelve months in thé lunar
calendar. The Five-tone scales commonly used in traditional Chinese music are

built on the Five basic tones, known as Gong, Shang, Jiao, Zhi and Yu (see

' “Five Classics” include Shi Jing (Book of Songs), Shu Jing (Book of History), Yi Jing (Book of
Changes), Chun Qiu (Spring and Autumn) and Li Jing (Book of Propriety and Rites). Anonymous
scholars who lived much earlier than Confucius wrote these books. The “Five Classics” was
originally known as the “Six Classics” before the Yue Jing (The Book of Music) was lost.

\
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Figure 1).

Figure 1. The Relationship Between the 12-Pitches, the Five Tones, Gender

and the 12 Months of the Lunar Calendar.

Pitch The 12-pitches . The Five tones The12 | Yin/Yang

equivalent months of
of the the Lunar
-Western ] calendar
- system - .
C . Huang-zhong . Gong 1" Yang
C# . Da-lu - ‘ 12" Yin
D ~ Taicu Shang N “Yang
D# Jia-zhong ) - : 2™ ~Yin
E Gu-xian Jiao ' 3" Yang
F Zhong-lu ' - 4" Yin
F# Miao-bin - .- 5" Yang
G Lin-zhong Zhi B 6" Yin
G# . Yi-ze R - 7. Yang
A Nan-lu ‘ Yu S 8" Yin
A# Wu-she . - o 9" .Yang
B Ying-zhong | - - 107 -Yin

Note. The data in column 1, 4 and 5 are from Zhong-guo Zhong Qing Lu Xue (p.
439), by Yun-mu Lu, 1987, Taipei: Chinese Cultural University Press. The data

in column 2 and 3 are from Historical Studies of Chinese Music, vol. 1 (p. 59), by
Sai-bung Cheung, 1974, Hong Kong: Union Press.

In ancient Chinese philosophy, the Five basic tonés, are :é\‘.'s‘s'.d::i‘a‘téd‘Wifh'.'i""" :
the Five matters and Five directions according'to their relatio'nships (see Figure 2.
and 3) — metal (West), wood (East), water (North), fire (SoUth) and earth

(Middle).
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Figure 2. - The Mutual Reinforcement between the Fi\)e Matters and their

Symbolic Equivalents with the Five Directions and the Five Tones.

Direction: North
Material: Water

Tone: Yu
Direction: West - - Direction: Middle : Direction: East
Material: Metal 4——————— - Material: Earth Material: Wood
- Tone: Shang - Tone: Gong » Tone: Jiao

)

Direction: South
Material: Fire
Tone: Zhi

;———) : Mutual reinforcement

Figure 3.  The Mutual Restraint between the Five Matters and their Symbolic

Equivalents with the Five Directions and the Five Tones.

Direction: North
Material: Water

Tone: Yu
 Direction: West Direction: Middle _ ~ Direction: East
Material: Metal Material: Earth 3-—-—- Material: Wood
- Tone: Shang Tone: Gong Tone: Jiao

Direction: South
Material: Fire
Tone: Zhi

- ——FE :Mutual restraint




Mythical Beliefs in Chinese Music

The concept of the Five matters is important in Chinese mythical beliefs as
it is essential in fortune telling. The beliefs in the order of the UniVer_se and the
coniiection a.mong all matters on earth are basically reflected in the relationship
of Yin/Yang and the relationship among the Five matters. These beliefs have‘}
been handed down from generation to generation ever since the ancient times.
Relationships as such have been fuither developed to include human

relationships that because the dominating idea in the Confucian schooi of

thoughts. According to one of the Confucian classics about music, Yue Ji (The

Record of Music), the order of the Five basic tones is thought to be hierarchical,
representing the order in a country. “Gong represents the emperor, Shang
represents the government officials, Jiao represents the people, Zhi represents
- the events and affairs of the people, and Yu'represents property and matters”
- (Lu, 1993, p. 88). This is probably because music has been traditionally tieated
as a tool to enhance ethical relationship more than to provide aesthetic
» enjoyment. | | |
During the Period of Spnng—Autumn and the Warnng States (403-221 BC)
there were different schools of thoughts in China such as Confucnanism and
‘ Taoism. However, the Confucian school of thought was the most inﬂuential and
dominating in the Chinese society since then. One of the historical reasons was
‘that the classics and ideas of Confucian school iiv'ere used as the main stream
curriculum for.s'eiecting bureaucrats since the Han Dynasty (206 B.C. -220 A.D.) A'

until the fall of the Qing Dynasty in 1911. Emperors and the children of the noble
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class were all educated under the Confucian curriculum. The ideas about music
and education in the Confucian schools were thus passed down from generation

to generation.

-

Confucius: Musician and Music Educator )

| Co‘nfuvcius (551-479 BC) is regarded as thé}greatest scholér, phi[osopher
and educator in Chinese history. Due to the tradition of teaching orally, the
teacﬁings of Confucius and his disciples were recorded and combileAd by their
disciples after the death of their masters. Neverthelesé, Confucius himself did not
invent a new phiIosbphy regarding music and music education. Instead, he was a
faithful transmitter of a tradition that passed dowﬁ the classical texts celebrafing
the ‘an_ciént sage-kings. The era of Sage'-kings ,_exiéted in anc_:ien_t timés‘ and their
ideas Were applicable to and entrenched in the Chinése society long before they
béca‘me Coﬁfuéian myths. At that time, a bombination of the religious and |
political authofities of the sage-kings was the central soVereign. However, with
the absence of written documents, a detailed history of thé era of the ancien-t

sage-kings cannot _bé traced today.

The Role of Chineée Court Music

, Accordihg.to thé’ ‘sporédic findings of the archaeolqéists and
ethnomusicologists, a complete system of court music, “Ya Yue” (“Ya Yue”
literally means “elegént music”. thaf was used in rituél énd Qourt ceremonies in

ancient China), was established in China in the Zhou Dynasty (11" — 3" cent.
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B.C.) with the advancement in musical theories that included temperament and
various scale systems (Yang, 1987). Besides, music education was emphasised
by the ruling regime of the Zhou Dynasty and there was an official institution _
established to provide specialised music training to the younger generation. The
official institution under the Zhou system was to provide music training |
particularly to young people with royal or noble. family background. l-lowever, |
there were also some students selected from the peasantry at times. The
curriculum included “Ya Yue,” of course, and theories of music, as i/vell as the art
of vocal and dancing. performances. The students entered the institution atthe
age of 13 and graduated at‘20. The training was organised in progressive '
sequences according to the age of the students. It was apparent from the |
curriculum that the ruling regime of the Zhou Dynasty taught the most rigorous
possible music education to their younger generatiOns. In addition, talented
students were also selected and promoted from among the peasantry to become
vthe gentry so that they could learn mu5ic together with the nobility itwas

| expected that the peasant-turned-gentry would be able to use music to teach and

: mﬂuence the common folks in order to keep the peace (Cheung, 1975)

| Confucms admired the model set by the sage kings of the ancrent times

- and regarded the promotion of peace and harmony through “Ya Yue” by the

Zhou empe'rOrsas a‘s.uccess. He thus advocated the idea of using music as a

tool to develop harmonious relationships through music and music education. As

recorded in Lun Yu;h‘he Analects of Confucius), he was very learned in music,

could play several musical instruments and used to sing everyday.
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Confucian Contribution to Music and Music Education

According to Confucius, music is an essential subject to develop a well-
rounded personality, and is also one of the “Six Arts” (rites, music, archery,
chariot driving, literature and mathemetics) that he expected his students to
learn. Confucius claimed tl"lat “a perfect man of virtue should be wise, brave,

‘honest, eouﬁeous and musical” (Zhai et al., 1994, p. 257). In His view, a man
who has learned these “Six Arts” can be regarded as educated and as being
closer to becoming a “perfect man of virtue."A Confucius learners were expected ‘ |

to study the “Five Classics.” Nowedaye, the Confucian philosophy of music and

music education can be found in the existing books such as Lun Yu, Meng Zi,

Xun Zi and Yue Ji (The Record of Music).

Confucius valued music highly. He once said that, “People learn ideas

from poetry, develop human relationshipe on the basie of propriety and cultivate |
the mi'nd with music” (Zhai et al., p. 133). In addition,A he also regarded music as
a tool for political use. He éuggested that emperors eheuld make use of music to
cultivate their people. In practical terms, his music pelicy was to promote the
Music of “Shao” and the Music of “Wu’ asvihvhe_r‘iyited fromthe ancient times.
Although both of these kinds of music were considered :"g‘oédv andwere
encoﬁraged, the Music of “Shae” Was ranked higher because “the music of |
‘Shao"is good ih terme of form and content while the music of ‘Wu' is good in
ferms' of form but not the content” (Zhaietal., p 45). COnfucids gave preference
to the music ef “Shao” because it has been composed' to praise fhe lEmperor

Shun who has ascended the throne in peaceful succession to the Emperor Yao,
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while the music of “Wu” has been composed to praise the Emperor Wu who has
v' attained the throne through armed co_nquest. Confucius believed that music has
moral rer)resentation and can be evaluated accdrdjng to the moral repr_esentation
of its content. In othe.r words, according to Confucius, if music represented
peace, it was morally good; if it r_epresented war, it was morally bad.

Confucius’ ideas about musie and music education were formalised and
developed by the other Confucian scho.lars and have only become signiﬁeant and
truly influential after his time. The musical ideas of Cenfucms and other |
Confucian scholars, though fragmented, have been recorded and developed m

the book, Yue Jr (The Record of Music) (approx 2“d cent. B.C.). Yue Ji IS the

most comprehensive collectlon of musical ideas from the Confucian school

during this period, attributed to Gong-xun Zi. As mentioned in Yue Ji, music
originates from people’s hearts, eXpresses people’s feelings and reflects the .
culture of a society. As a result, “people could tell whether a nation was in peace
or at war by listening to the music df that nation” (Lu, p. 88). ‘This viewpoint 'is in
fact the extension of Confucius’s belief about the moral representation of ‘music

_ Furthermore one of the passages in Yue Ji specrf cally states that great musrc
descended from heaven above and would harmonlse with the heaven and earth". |

(Lu, p. 95), suggestmg that music is also linked to the Universe.
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Music and Confucian Moral Education

In Chinese language, the word “music’ is Iirerany equivalent to
“happiness.” However, according to the Confucian teachinge; “if people only
fccue on the entertaining purpose of music witheut considering the soeial ideal of
moral development, the 'society will end up in chaos and it’e impossible to be
really heppy. ...Song and dance can cultivate the mind. Righteous and kind heart
can be developed. Happiness ean befelt only with such heart. Peace of mind will
thus be resulted. ... [A] p'erson weuld be creser to the Universe like gods” (Lu, ppP.
105-7). During the times of the ConfUcian schvolars, music has always been used
to accompany »the’ ceremonres of rites and courtesy. The_purposes of muerc and
dancing were not just for entertainment, but also ,improvement in people’s moral.
standard. The “song and dance” mentioned in Xy_eél_i are probably the songe and
danees used in ritual ceremonies, which ellegedly bronght pepple closer 'ro the
gods and the Universe. It was believed that when the style of song and danee '
were simple and expressed the seasons of‘ Universe, then they were inferesting'

and well organised, like the stars and planets of Uniyerse that move around the

- orbit.

it was believed ihaft" beneVBieﬁt peor‘;le in the past have ‘r,n.ade mu3|c “echo
the sounds of heaven” (Lu, p. 100). In additien;'dances and'.instrumental .
accompanimenr of songs were “unified by the‘rnythm that helped unify people in
gbOd relationship” (Lu, p. 104). Through the performance of song and dance,
- “human relationship could be rmproved, the audio and visual senses_of,peeple |

- become articulated, the emotions of people become calm and peaceful. The‘
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culture of the society could be i.mproved and all people would behappy" (Lu,
119). Frem this 'perspective, music was believed to be a powen‘ﬁl tool to improve
people’s moral standard and move people deeply to the exterﬁ that it would
eventually change the culture of a society.

The Co'nfucian school of theught about music and its social function were
Iater extended and developed by other Confucian scholars. According to Meng
Zi, “the voice of benevolence cannot move peeple as deeply as the music of |
benevolence does” (Ji, 1959, }p.' 58). The voice of benevolence ’rhat Meng Zi
refers to was “Ren inn” (literally means the' voice of benevolence)," the political
and legal systems of a good society, whereas the music of benevolence Was “Y_a‘
Yue”, the established system of court and ritual music, as discussed before.
What Meng Zi meant was that even the established politica_l and legal systems of
a sociery can not influence people'}as deeply as good .mu_sic does. Accordingto
the Confucian'ideas, “‘good music” is equivalent te “Ya Yue,’ {herefore the good
systems'will still have to rely on good music in order to reach out to the |
population-at-large. This view of Meng Zi deﬂnitelyl afﬁrmed and reoted itself from
the traditional Confucian view about the pohtrcal and. socral functrons of musnc

Furthermore Meng Zi also mentroned that Zi Gong, a drscrple of
Confucrus has once said that people could tell the system of a nation by its
rites, and know the natron s moral standards by |ts music’ (Ji, p 16). In the
Period of Spring-Autumn and the Warring States, every state had its own rites
and prevailing music. Because rites were usually accompanied by'musiclat that

time, there was a very close link between the two. Music was a representation of
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'. the ritual system, and the ritual system in turn, was a repre"sentation of the |
political system. | |

Among the various Confucian scholars, Xun Zi(c.a. 298 BC to c.a 238
BC) was the one who has inhe'ri‘ted the essences of all Confuci'an schools of
thought. He was also an expert on various schools of thought other than the
| Confucian school and their exponents. According to his followers, Xun Zi payed

high regard to Classics. He.has once said that “Shi Jing (Book of Songs)

expressed ideas, Shu Jing (Book of History) gave an account of historical events,

Li Jing (Book of Propriety and Rites) set the standard for behaviour, Yue Jing

(The Book of Music) expressed the harmony in feelmgs whereas Chun Qiu

(Spring and Autumn Annals) |mphed Judgement From this, it can be seen that
Yue Jing (The Book of Music) has still been available at Xun Zi's time and was in
high regard. |

Accordning to Xun Zi, “rites heIped people respect one another while music
was pleasant to the ear and could create harmonised -feeling at heart” (Ji, p. 37).
Ifa person was happy and contented with the rites and music, then he would be
: prudent and would not enter |nto conﬂlct wrth others Slmllar to what the Yue J|
mentroned about music berng capable of changrng the customs of a socrety, Xun
- Zisaid that by observrng the habits and customs of the people and listening to
| their music, one can tell the state of a nation. In his vrews music was therefore
the representation of culture and, in particular, the -public feeling of a society. It
was also Xun Zi's idea that a social system that ernphasises rites and music can

correct people’s behaviour, set examples for people to follow, and change the
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customs to become virtuous and good. In addition, he believed that “music
penetrates deeply into people’s minds, infiuences people and changes their mind
in very short time” (Ji, p. 24).‘ In other words, since music is so powerful in
influencing people’s min_d,v educators could make good use of music to educate
younger generations.. His ideas fully reﬂected the Confucian concept of teaching |
others by one’s own ekample‘ -and the recognition of music as a tool for.
improvmg the moraI standards of a socrety

The Confucuan phllosophies including the musical ideas, have been
revered and granted the status of monopoiy since the Han Dynasty. Their
influences have grown with the strengthening power of the centralised and |
unified Chinese Empire, and have become the guiding philosophies for the ruling
regimes in the generations to come. During this period of time, nevertheless,
there have been many other schools of thoughts in‘China, for example, Mo Zi -
and Lao Zi. Both of them agreed that music had the function of enjoyment b_ut
also criticised music from different perspectives. Mo Zi suggested that music yvas
~ evil and not worthwhile in many ways. He believed th.at emperors shOuld spend
the country s wea|th |n |mprovmg people s Iife mstead of making musical
instruments or h|r|ng people to perform musuc and dance ln addition Mo Zl.
claimed that music occupied too much time of the people and could become a
hindrance preventing ipeople to engage in more constru.ctiv.e activities. Lao Zi

preferred freedom in life and suggested that silence was the greatest music.

117



Alternate Voice: Xi Kang

Much as the prevailing Confucian p‘hilos‘ophies emphasise the moral

content as well as the function of music to teach and influence. However, Xi
Kang from the nation of Wei (223 - 263 AD) who has written "‘0nthe Neut'ral-ity of
Sound” offered other views regarding musi.c. He considered music as something |
of the mind whereas its working on the mind h‘ad nothing to do with the actual
content of music itself. He argued that there was no direct relationship between -
music and hutnan feelings, but music could instead create a harnjony to ’i‘.nduce _
people»to exprese the feelings that were inherent in their hearts. He jnsisted that"
deepite the pleasute of music and its pov‘\/er:to touch human emotions, music
itself could not achieve the educational function of transforming social habits and
.customs. From an aesthetic vperspective, Xi}» Kang maintained that good or bad
music/should be determined by its 'pleasure to the e‘are but not by the rightor »
wrong of its moral ethics. In other words he did not adopt the Confucnan |
phllosophlcal ideas about music. In addition, he also rejected the superstltlous or
{ myst|cal aspects of music. Although the aesthetic approach of Xi Kang in
understandmg musuc was pioneering and unuque for h|s time, it had not been _
taken seriously enough and the Confucnan focus of the educatlonal functlon of
music contmued to assume a dominating role.in Chinese civilisation.

| Mu3|c education in Chinese society, under the traditional influence of

vConfUCIan phllosophtes ‘has emphasnsed the pohtlcal funotlon of music but

" ) neglected musm education of the pubhc for centunes The study of musical

theories has been particularly and unfortunately insufﬁcient. In the case of
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performance, most often the focus was placed on the practical or entertaining

. .aspects while the integration of practicality and theories remained ignored.

Western Influence on Music Education in Chinese Societies
In the 18th century, Western music came to China with the advent of
Western religion, and by the 20" century Western influence was already very

strong. At the beginning of the 20" century, Chinese intellectuals who had

studied overseas bfought back to-China Western music and music educational _

approaches, and it was ohly then that Chinese music education began to free
itself from the control of Confucian philosophical ideas and subjected itself under

Western influence. However, at that étage more emphasis had been put on

promoting Western music instead of traditional Chinese music. Western musicon

the one hand helped enrich people’s liVes, but on the other hand also indi-rectly
led to the neglect of Chinese traditional music.
* Hong Kong, once a British colony on Chinese land, has a Western

educational system distinctly different from the tréditional Chinese systém. Under

| such unique system, the i_nﬂuences of both Western and Confucian ideas ‘,
therefore can be found in the goals of music education as stated in the music

-syllabus.
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Musical Beliefs as Reflected in t_he Goals stated in the Syllabuses for Prima[y'

: Schools — Music (1987)

‘As the curriculum guide in use during the time of data-collectiOn of this

'study in Hong Kong was the Svllabuses for Primary. Schools - Music ‘(1"987),' the:
following discussion will he based on this'vdocument. -_The syllabus was written for |
music asva subject in the primary school curriculum ‘in Hong Kong. The;syllabus
‘ -Irsts the foIIowmg aims of primary educatron | o |
1. To cultlvate in the Chlld a sound outlook on hfe a. stable character healthy ‘
- habrts the ablllty to dlstmgwsh between nght and wrong, and a posrtrve
) :.t-;attltude towards work and self-lmprovement |
| 2. To make the child aware of the lmportance of: mamtarmng harmonlous
relat|onsh|ps with other people the family and the communlty, respectmg the
rights of others helplng and co operatmg wrth others and to develop in the | ;
\Chlld a sense of love for hrs famrly, an mterest in the commumty and the spirit
of servnce to souety “ B
3. To stlmulate the chlld S mterest in acqumng knowledge to deve|op his abtlnty |
‘-»|n the use of Ianguage and h|s command of basrc concepts and skulls in. .
_ Mathematlcs to cultrvate h|s powers of observatlon analysns deductlon’an'd :
- judgement, and to make hlm aware of the relatlonshlp between man and his
environment . |
4. ',To develop the Chlld S phyS|ca| fi tness mental well- bemg and sportsmanshlp,
to encourage him to pay specral attentlon to personal and publrc hyglene and -

to gunde him to make worthy use of his Ie_lsure by taklng part in suitable

!
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recreational activities.

5. To cultivate the child’'s sense of aesthetic appreciation and to develop his
imaginative and creative bowers for the enrichment of life. (CDCHK, 1987, p.
2). . .

Since both English and Chinese are the official Ianguages in Hong Kong,
this syllabus is published in bilingual versions, implying that the Chinese and
English versions are supposed to be the same. Interestingly enough, 'thére isa
phrase in aim no. 5 of the Chinese version that is not included in ;the English -
versidn. According 'to'the Chinese version, aim no. 5 is defined as: “... dévelop
his_,imaginativé and creative pbwers for nurturing the character and enricﬁment of -
life.” I;cl is obvious that “developing the imaginative and creative powers” of
children reflects the influence of Western educational thoughts that emphasise
on the importahce of creativity. However, the idea of “.nur‘turing the chafacfer”
(the pﬁrase that is omitted in the English version) through education can be
' fdund and traced back to the Confucian educational thought about rriusi§
'educatlon |

Other Confucuan mﬂuences are also visible in the syllabus For example
the idea of malntalmng harmomous relatlonshlps WIth other people the fam|ly ,-
~and the communlty is obviously mhented from the Confuman school of thoughts
that emphaS|ses the harmonlous relatlonshlps in the famlly and the community.
To develop the child's “sense of love for his family” is especially important in the
Chinese society as Confucian thinking regards the family as the nucleus of thé |

society.
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In speciﬂc_ terms, the aims in primary music education as-stated in the
syllabus are: |
1. Tofoster a wide variety of music making experiences through ‘practical

lnvolvement in playing, srnging listemng and creative activities, so that -
’ children may gain delight, enjoyment and satisfaction from music and to love
and pursue music in their later lives.

2. To develop aural awareness and musical perception, and to providea
systematic introduction to the'elements of music and a growing avuareness of
musncal forms and styles

3. To develop personal qualities of self—discipline self-expressmn concentratlon
and co-ordination through the practice of music (CDCHK, p. 5).

Similarly to the Elementary Fine Arts-Cur'riculum Guide in British
Columbia, the Music Syllabus for Primary Schools in l-long Kong also
em'phasises and aims at developing children’s power of self-expression,
creativity and appreCiation. This is _evidence of the influence of Western -

' educational thought.‘ However, the idea of developing personal qualities such, as
“self—discipline” and concentration through musxc education reﬂects the
Confucran ideas that regard music as a tool to nurture the character" of a
person. To conclude, the interesting interplay of both Western and Chinese
concepts WOrking togethe“r makes the music education in Hong Kong a unique

. and challengmg experience for both students and teachers. . |

lt is interesting to fi nd that the curriculum guides in use at the time when

' data for this research was coIIected cIearIy reﬂect values that can be traced back
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to musical beliéfs of the past and as such ére agehts"v» of philosophies and

educational approaches with long standing roots. Even though individuals have
not necessarily formally studied works of scholars mentionéd in this chaptér, the .
~ musical bel'iéfs in Western and Chinese societies reviewed in this dhapter may

have constituted part of cultural heritage of the Westerh and Chinese societies.
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CHAPTER SIX

Research Findings

Introduction

This chapter presents research fi ndings of this multiple-case, cross- -
cultural study. It is organized-in three parts Part One describes the f ndings from
the five cases in Vancouver and Part Two descnbes the five cases in Hong
Kong: Each case begins with a personal profile of the teacher and_ his or her
expressed beliefs about music and music education. The quotations presented in |
this Part are derived from the data of the initial interviev&s; Next,- .schooi profiles
and teachers’ practices are described based on the observation data and ofﬁcial
information obtained from the schools. Finally, teachers’ reflections about their '
practices derived from the data of the follow-up interviews are presented. Each -
case ends with an analysis of the teaCher’s beliefs and practices. Part Three is
-the summary of ﬁndings in the iform of comparison tables compiled for easy . B
reference (See Tables 1-4). Table 1 isummarises the personal profiles of the
parhcnpating teachers Table 2 summarises the partimpating teachers beliefs
about musnc music education and the emphaSis demonstrated |n their practices. |
Table 3 summarises the research settings of all ten cases. Table 4 summarises

the characteristics of music education as observed in the research settings. i
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PART ONE -- VANCOUVER

Case 1: ' DIANA

Personal Profile

- Diana is a Caucasian teaéher in her 40s. She had her Bachelor degree in
music and obtained her Teacher’s Certificate as an élementary generaliét
teacher. She started to teéch music seven years ago. However, she did not |
originally plan to be a music teacher ahd did not have specific traihing invfnqsic
education. | | o |

I wasn’t planning. to be a music ‘teacher. | thought | would just teach
-regular class but found that the best way to get a job was to do music. And
actually found that | really enjoyed it, so that's why | continued. ... | didn’t
specifically train as a music teacher ever. | mean l.did in different ways but

not ever specifically though | had very few music education courses.

According to Diana, it was her family and piano teachers that moétly
influenced her early interest in music.

There was always a lot of music in my home though my parents, neither of
them played a musical instrument. They really valued that. ... When | was
seven years old, at my mother’s suggestion, | started studying piano. But |
enjoyed it. ... When | was sixteen, my piano teacher asked me to do'some
“teaching of beginners for her. So that got me started and then | decided to
go into music, got a music degree at the department of music at UBC. .
“thought | was going to be a harpist and make that my career, but I'm a
very nervous performer so'l. decided to go into teaching. ....Then l.worked
for Yamaha for music education. ... Then went back to UBC-and did my
Diploma in Education.

Although she started to study piano and harp a long time ago, she loves . -

singing most.
| played in orchestra as a harpist. ... I sing with the choir at my church. ... |
would say | enjoy anything to do with singing. ... | like classical music
more, ... | can really get into musical theatre, ... but I'm not much into pop
music. o ' :
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Beliefs about Music and Music Education

‘According to Diana, m'usic is a'way to express feelings -

MUSIC mvolves your emotions and makes you feel better when thrngs are
going bad. It just puts ycu in touch with what'’s important in life. ... When
you experience music in any way, it's a sprrltual experience that s good for
people. | mean non-religious splrltual :

: _ Diana regards music education asa way'to provide skills that “en"abl'e
chrldren to express themselves musncally 7 On the one hand she thlnks that |t is’
lmportant to teach students to sing and keep the beat of music. On the other - ‘
hand, she thinks that music readmg needs not be taught in elementary school

1 think that, comes before everything else is singing. And then, keepmg a
beat is essential. ... Note reading is great, but | don’t think it's important
that kids learn to 'read notes, those kinds of things, because they do that-

outside of school. ...As long as they can sing in tune, it doesn’t matter if .
they don’t read notes too well. They can still join a choir. -

Proﬁle of the School

' The school was srtuated ina quret resrdentlal areain the Clty of
Vancouver with mostly mrddle class detached houses and some low-income
housmg The school was a srngle block bunldlng with two storeys Behmd the .

school burldmg there was a big playground The school offered progra S ToE

students from Krndergarten to Grade 7 There were approxrmately 450 students “
' that were divided into-18 groups Diana was one of the 23 teachers. Over 60
‘percent of the students enrolled in the school were from Asran famrlres but only a -
small percentage of these 'students partrcrpated in the Englrsh asa Second
Language (ESL) program The school also offered a strlng program taught by a

specralrst musrc teacher Students from Grade 4 to Grade 7 were free to jorn or .
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not to join the String programltThere were usually two school cortcerts a year;
the Christmas concert and the Year-end concert, and both were performed by |
the String groups and other students. |

Durrng the perlod of observation, there were two 40- reinute music Iessone
Dlana taught to the group of Grade 7-students that she chose for the study
Accordlng to her,

that's the length of a period at the school. And so in your own class if you

have three periods in a row, you can structure it how you want. But if

you're trading with someone else, you have to keep to the 40 minutes. So
that's just it, | don’t know why 40 minutes was chosen.

Instructional Setting

The music leesons took place tn a comner of the. “homeroom” of Diana that
was ongmally the homeroom of a group of Grade 5 students A mustard colour
carpet covered the corner area where students sat dunng music Iessons An
upright piano was placed on one side of the carpet. The h|-ﬁ system and
bookcases for music books were placed on the opposite side.

The group of students being observed was a group of 26 students of
Grade 7. Thi.s‘greup of students came to .ha\(’e” f;rnus_ivc ,,'éﬁ'son? with’ Diana because
theyvdid not choose the string class that was taught by the .r‘nusic speeialiet
teacher; | o o

The school bell only rang for the beginning of the t:|rst lesson, the recess
time,« the -Iunchtirhe and the time when s‘chooI' finished. When the lesson time
came, the group of:Grade'7 students moved to Diana’s horneroom individually

while Diana waited for them in the homeroom. They chatted among themselves
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when walking into the classroom and they greeted Diana individually. Then each |

student randomly found a place to sit on the carpet.

Observed Practices

Since this group of Grade 7 students chose to leamn singing instead of
string instruments, during the lessons uinder observation they had rhythm reading
and singing. It was obvious that Diana placed her focus on music reading and

. singing.

Music readinq — rhythm training. At the beginning of the ﬁrst lesson, one of

the students helped Diana to distribute a music book Patterns of Sound

Everyone in the class, mcludrng the teacher had a book in hand Drana practised
reading rhythm exercises with her students as printed in the book, learning notes
and rests in 4/4 time. | |

At the beginning of the second Iesson ‘a student took his own initiative to

distribute the Patterns of Sound as in the first Iesson The class started readrng

rhythm exercises and revrewed the various rhythm patterns in 4/4 time.

Srnqmg skrlls Srnce Dlana belreves that [what] comes before everythmg

elseis snngrng and regards music educatlon asa way to prov:de skrlls that
- “enable children to express themselves musically,” she consequently devoted
much time for her students to sing and taught them how to eXpress themselves in
a musical way. | |
At the first lesson under observation, when the students started to sing, ‘

Diana asked the class to stand up for a good posture in singing. The students
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practised singing the short pitch drills in the Patterns of Sound and sang Solfege_‘
in unison with the teacher. Diana first led the whole group to sing several times
the first voice of a 2-part pitsh drill, and then together they sang the second |
voice. After that, Diana dtvided the class'tnto two sub;groups' with one group
singing the ﬁrst voice and the other singing the second voice. The second voice
students sang out of tune whsn théy Were singing because Diana led the first
voice. After several attempts, Diana led the second vsice and asked the first
voice students tb sing on their own. However, this time it was the first yoice
students that sang out oftune. Diana then asked the whole class to sing the first
vvoice altogether in unison, then the second voice.

Still in the first lesson, Diana took out Music Canada Book § (1972) and
reviewed singing “Vive 'amour” with the }students. She led the students to sing
the second yoice of the chorus several-timssb before dtviding the group into first
and second voices to sing in parts. When the class sang in two parts, Diana
played piano accompaniment and helped the seso'nd'voice. The students
seemed to enjoy singing very much despite occasional confusion caused by their

sungmg out of tune. Diana then revnewed other famuhar songs |n the Musnc ,

‘Canada Book 5 W|th the class for fun. Agaln when they started to s
~ teacher asked the class to stand up for a good posture.

During the second lesson, Diana led the students td sight-sing short pitch

drills in the Patterns of Sound with Sol-fa names, as in the first lesson. She again
“‘reminded the class of good posture when singing. The teacher also practised

with them the two-part exercise that they sarig in the previous ,Iesso‘n.v She firstly
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reviewed with the whole class the first voice, thén the second voice, before
asking thenﬁ to sing in two parts. After practising several times, the students
finally managed to sing the two parts together in tune. After the practice, Diana

asked one of students to collect the .Patterns of Sound and distribute the song

sheet of “Seasons of Love,” a theme song from a Broadway musical. She played"
a demonstration tape of the song to the class and asked the students to sing
once, following the tape. When she found that some students could not fe|low,
she reminded them of the skills of fellowing a vocal-piano score and also o
reminded them of reading the signs of the score. Then she played the tap‘e'.ag'ai‘n

~and the whole class followed by singing with it twice before the lesson ended.

Teacher's Reflections

Teacher's Reflections about the Content

Instead of plannrng the Iessons according to the cumculum guide, Dlana
made her own chorces ‘about lesson content She regarded the currrculum gurde
somethlng useless for her teachlng

Because SO many people are doing music but don’t know anythmg about

music. The curriculum gurde is so wishy-washy: It means so Ilttle that | -

don’t think anybody pays any attention to it. That’ s'my feelmg "I never
enjoyed teaching the elements of music; ... I'd rather do music rather than
talk about it. ... | could just throw it out of the wrndow the curriculum. | just
think it's useless for me.

‘Consequently, she disregarded the curriculum guide and did not consuilt it
when planning for instruction. Diana claimed thatvshe‘ tried to teach according to

the interests and ability of the students.
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| don't actually plan really carefully. So.l kind of go along, go with the flow
and whatever feels right, it's what we do in the class. What | was trying to
do with that group is to give them some structured activities so that we do
the rhythm activities and the singing activities. ... | find it easier with a
group if | can have a book that I'm working through at least part of the
time. And that gives them a little bit of structure to hang things on. ... | try
to start zvith something that’s a bit:-more structured and then, and with
things that are more fun and that’s the way | usually structure my lesson.

Diana was also awere that students in Grades 6 and 7 may need more
freedom and choice in the classroom, therefore she allowed her students to have
sorhe choices in the content of music lessons.

| also had them voted on the songs that they really wanted to do. ... Let

kids have choice, particularly at the Grade 6 and 7 levels. ... They can't

complain to me. Tough?! You chose it, right. | didn’t choose it, don’t blame
me. - ‘ : '

Besides, Diana also beli'eved that it was necessary to have assessment in
the students’ progress of learning music as in other subjects.

Unfortunately, | have to keep kids accountable. If | don't test them and

have something that | can test them on, then they won't take it seriously.

And it’s just the general attitude. It's not even that | have to be that tough

on them. It's they have to know that music is just as much somethlng
they’re going to be tested on as. math

Teacher's Reﬂectlons about the Ch0|ce of Pedaqoqy

Dlana explalned that she has put a lot of emphasus in teachlng the g -

' students to sing as she belleves that smglng is good for the body and splnt as

well as promotung peace among people. |
| think a lot of my teaching | try and work on singing because | think it's
just so very important. :.. It involves your body and because it involves
breathing. It involves your own person and | think it's just spiritually so
good. 1 think if people sing together, | don’t think they would fight as: much
as they do. | think it's a peaceful kind of thing to do. .

When she taught her students to sing, she trained them to sing in Sol-fa
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names before singing the Iyrics‘..She reflected that according to her teaching
experience it is the most effective way to train students to-sing in tune.

Solfege is reaIIy a good system for sight singing. | think it's wonderful and |
was never taught Solfege. ... | learned it from teaching Yamaha..... It just
makes so much sense. It really helps with the sight singing. It's. the best .
- thing that I've ever learned to do s19ht singing from. That s why | taught
that. . , o

”Although she expected her'stud'ents to Iearn seriously in music Iessons as
in other subjects, she also emphaS|sed the enjoyment of Iearnlng

- Sometimes .... be chaotic in' my room a httle bit because the kldS have to o
- be physically mvolved I think they generaHy enjoy themseives. It's .
important that children enjoy what they're doing. So | try and keep thmgs

- varied enough that they’re happy being there. So | think that my teaching
would encourage children to participate in music and encourage thelr '
enjoyment of music as well as their Skl" acqulsmon

. Assessment and Evaluat|on ,

Dunng the observatlon period, assessment was not evrdent in the Iessons

vobserved Nevertheless during the interviews, Diana mentloned how she was

o K gorng to assess her students by the end of the term In Dlana s sntuatlon

because the students chose not to take the Strmg Program but to study wuth her R

mstead she had to assess them and g|ve them a grade on thelr report card

" ~D|ana herself also beheves that |t |s necessary to “keep kIdS accountable.,?'}:?
| " Therefore, she would assess their smgrng and mUSIC readmg Skl"S just Ilke other
forms of tests are used in other subjects. She based her evaluatlon on the book

' Patterns of Sound that they used: regularly for tramlng pltch and rhythm durmg

‘music Iesson. Accordmg to her, “if ,I. donlt test them and have somethrng that I

~ can test them on, then they don't take it seriously. ... Othenr/tse,‘ they're going to
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pay attention to math and not pay attention to music.”

About the assessment test, she explains that she would ask the students
to clap some rhythm pat{ems and do some singing. She does not expect to test
the students individually but will let them do the test as a group. The contert of
the test will be assigned and practised with them beforehand. Although the test is
to be used as an assessment, she said she would not count against the students
if they cannot sing in tune. The pufpose of the test is only a way for her to give
some basis for marks for the students’ report and to make her students learn
music as seriously as other subjects. Here is how Diana describes the
assessment:

I have to give them marks so if | don’t have something written, ... | will do

some sort of written assignment. ... When | do their marks | try to do it 1/3

on something written, 1/3 on testing of whatever we're doing and 1/3 on

participation. | never can test kids by themselves because they're too
nervous. And | want an accurate picture of what they can do. So what | do
is | have some sort of written work for the class to just come in, everybody

sits at the desks and then | bring them up in small groups of just 3 or 4

kids. And we go through whatever it is that has been assigned for the test.

I’'m just really carefully watching them and listening to them. When | was

with that group | had them do some clapping things, but it was assigned to

them beforehand so that they could practice it. So it wasn’t something they
hadn’t seen before. And some singing things and | would not count it
against them if they weren'’t smgmg in tune because | feel that they can’t
really help that. The kids that sing in tune know how to sing in tune and
the kids that don’t know how to sing in tune, they haven’t had mdwudual '
instruction in singing. | wouldn’t expect them to sight sing or sight read.
The format of the test:is just a description provided by Diana. The researcher.
was not able to verify this, as it did not take place during the weeks of
observation. However, Diana undertook continuous informal evaluation in the
lessons by reminding students of good posture, breathing, and accuracy in pitch

and rhythm. .
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Analysis

Diana has put all her emphasis on teaching her students to sing ‘because
this was the students’ preference. Her practice that allows students to vote on
what to learn demonstrates the democratic atmosphere in many other Vancouver
classrooms that the researcher was able to observe informally on other
occasions. Diana’s students are free to choose their place to sit and stand when
having their music lessons, and they are allowed to go at their own pace to the
classroom where the lessons take place. This position shows the teaeher’s
respect for students’ ability to make their own decisions while illustrate the liberal
- atmosphere in some Vancouver classrooms (Esbensen, 1995, Levin & Young,
1994). Diana’s practice also demonstrates her hope to maintain an enjoyment in |
the students’ learning experience, reflecting the child-centred approach that
permeates education in Vancouver schools (Johnson,' 1964, Lawr & Gidney, -
1976).

As seen in Diana’s nractice, she reviewed reading rhythm patterns with
her students and singing short melodic patterns with Solfege. She regarded

Solfege as an effective way to help students to srng in tune These reﬂected her

behef that students should learn to keep the beat of musrc and srng in tune In
addition, her practice also matched her personal preference of singing though

she said that her curri.culum decision was greatly inﬂuenced by the students’ \
" choice to leamn singing. In addition, her interests in musical 'theatre could be seen

in her choice of a theme song from Broadway musical as a teaching material.

Her formal training in music probably |eads to her emphasis on music reading
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and singing and matches. This practice reflécted her own experience through
education, which is in turn affected her own teaching performances, consistent

with Pajares’ (1992) and Richardson’s (1996) predictions.

Case 2: DANNY

Personal Profile

Danny is a Canadian-Japanese teacher in his late-30s. As a generalist
teacher who does not have any formal training in music or music education, he
“has been integrating music in his classes for 10 years. As a classroom teacher
who has to bring together various areas of the curriculum in claés, he tries to
integrate some music elements in the curriculum, as they are not available in the .
school.
I'm not really a music teacher, I’tn‘ a classroom teacher and | just do some
music. ... Well I'm a generalist for the classroom, so | do art, | do
gymnasium, | do music. | didn’t really specialise in music. ... We don’t
have a music teacher where the kids go to, so the classroom teacher does
all the areas. It's just something that | take on, even though your
background may not be there.
Although Danny does not have any formal training in music or music
- education, he can play several mu3|cal mstruments -
| was in school band and | played gwtar sol brought some of that back
into the classroom. ... Well with the trumpet, it was my parents wanted my
brother and sister and | to have some kind of music. ... My parents didn't
_discourage us listening to music or playing guitars and stuff. ... Guitar, |
wanted to, that was something on my own. | just really liked other people
that played and so then | tried it myself.
Among the many kinds of music activities, besides playing guitar, he also

loves singing, listening to music and dancing.
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| listen to everything. What's on the current radio right now; | listen to not a
lot of classical but a good more than | used to. | like modern country
music, ... probably more of the pop and top 40. ... | think it's to hear what |
the krds are listening to because when the kids come to school, those are
the songs that they relate to and | mean you should expose the kids to
some of the older music too. ... I've always enjoyed listening to the radio
and having music as something for background music or going to dances.

Beliefs about Music and Music Education
Danny regards music as something that existed in all places. In addition,
music is always associated with dance.

it doesn’t matter which country, there’s always some kind of music from '
that place. . I tie in dances as well as music.

" He regards music education as something important to his own experience that
he grew up with and should be brought back to his students.

It is important having the kids have some exposure to it. ... It's important
for the growth of any child and for people. ... Music has been something |
grew up with through the band in school and then just my own wanting to
play guitar. I've thought music was important and | grew up with that. So |
guess through my teaching | try and bring that out. Whatever | can do to
bring that into the classroom program, that’'s what | try to do. :

In addition, he sees music education as a way to balance out other -
subjects in the curriculum and eventually the creativity learned from music and
other arts would tie back mto academic subjects

It balances out. ... | mean music ties in wrth a lot of academrcs too. When |
do a writing program sometimes | just put background music on, some
classical music. Just to stimulate the writing. .. It also ties in with the
language. But they don’'t know that they’re learning reading and writing
while they're enjoying the song. ... But'if you do something with music or
art, there’s a lot of creativity that way. ... Those kids really grow positive in
that way, builds their self-esteem, ... allows them a chance to have some
release in their creativity. And then hopefully tie it back into the academic.
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Profile of the School

The school that Danny taught at was an annex school that was smaller in
size than the average school. There were only eight classrooms in the one-level

- building of the school. Next to the school building there was a relatively small
playground. This school only offered progréms for students from Kindergarteh to
Grade' 3 with 150 students divided among eight homeroom-teachers. The school

was situated in a residential area where the population was a mixture of middle-

working class, and low-income people. Caucasian students were a minority in
this school. 80 perc;ent of the students were Asian-Canadians and over 50
percent of them were enroiled in the ESL program.
During the observation period, Danny taught two 40-minute lessons to 16
Grade 1 students. Those two lessons were not specified as music lessons, but
were conducted during a “prep period” (preparation’ period) for the classroom
“teacher to éet release time to prepare lessons or complete marking. Danny was

assigned to take over instruction during that time.

Instructional settings
| Thé Mo'léssdns conducted during the':“brep perio'd;"'Wér:e' not spemally ‘
and wholly designated to be music lessons. As observed, the first 10 minutes of
" the “prep perio'd" was‘library time that took place in the Iibréry corner. After the
library time,- Danny instructed the students to line up before marching to the
gymnasium where the music lesson took place.

In the spacious gymnasium, there were some long benches along the side
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of the wall. There was a storage case on the wall Where a hi-fi system was
placed. Besides, Danny also brought his guitar, cassettes and songbooks with
him. When Danny taught students to sing with his guitar accompaniment, hA'e sat
on one of the benches to play guitar while the studénts sat on the floor facing

him.

Observed Practices

As observed, Danny put his teaching focus on firstly, dancing and mdsica_l
movement, and secondly, singing.

Musical movement. Danny believes that music ties in with dancing and

creativity. He said, “If you do something with music or art, there’s a lot of -

creativity that way.” He also believes that music “allows them '[the‘ students] a

chance to have some release in their creativity. And then hopefully tie it back into -

the academic.” Therefore it was no surprise that he devoted much time to

encouraging his students to be creative through music and dance (musical

- activities).

At the beginning of the two 40-minute “prep perilgd” under observation, just

when the students were ehtéring'fhe"gyr‘n';ééid-‘rfﬁ‘,ﬁbanhy asked _tﬁém toforma
circle and do warm‘ up exercise. He thén turned on the cassette and blayed a pop
song at fast spéed. Hé asked the students to run and mové aboutvin their-own
creative way with the song as background music. After the running-and moving
about, he taught the kids some steps of “Danish Dance of Greetihg” and

reviewed the steps with them without music. He_ waited until the .students were
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familiar with the dancé steps before playing the music tape of “Danish Dance c;f

Greeting.” When the kids danced, he sai.d the steps and'counted joudly, and .

‘ danced with them. It was obvious that the kids were very excited'with the musical
movements. There were frequent roars 6f laughter when they moved and -

danced.

Singing skills. During the first lessbn of the two “prep periods,” Danny
reviewed a familiar rhyme, “Open, Shut Them” with his students. He then
integrated singing with movement, asking the kids to move the different parts of
the body when they sang “Open, Shut Them,” and at the same time aIIoWing
them to learn the names of the different parts of the body. He asked the kids to
volunteer suggesting which part of the body to move, such as knee, elbow, neck,
and the like. He then tried some singing‘With them; but instead of deciding
himself hé asked the kids which song they iiked to smg One of the students said,
“| Eat Sandwich.” Danny then played his‘guitar and all the kids started singing |
with him. "

After thuat Danny taught students a new song, “The‘ Cat Came Back” He
held up a colourful st'orybookywit}h lyrics o_f the_song and pictures telljng the story.
He read the lyrics as printed in the book, and showed the pictures to the kids.
After reading the lyrics, he started to sing the song accompanfed with his guitar.
The students foilowed him. He sang the song twice with thé kids. Although the
kids were not singing in tune and some of them simply could not catch the words,
they kept singing something, anyhow.

At the second lesson of the “prep period,” Danny reviewed singing “Open,
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Shut Them” with the kids and once again asked them to contribute ideas to what
to move while they learned the vocabularies aboﬁt the different parts of the body
with singing and moving. He also asked the kids to sit in a circle and told them
that they will learn a “Chicken Dance.” The kids turned into laughter again. They
followed the teacher in flapping wings with their elbows, just like the chicken.
Then they learned to “lay eggs” when he said “wiggle, wiggle.” They practised the
dance steps without music at first, only with the counting of Danny. They danced
with music only when they became familiar with the dance steps. 'The
characteristic of the “Chicken Dance” was the frequent change in tempo of the
dance. The kids, while dancing as chicken, had tQ respond to the frequent

change in tempo with their body movement.

Teacher’s Reflections

Teacher’'s Reflections about the Content

Danny explained that the two lessons were planned as the usual format of
“prep period” that he used to do. .

| tried to follow the same format because it's a prep period. We always try
to tie in some libraries so that's why they have some library and gotothe -
gymnasnum and do either some gymnasium activities but | always like to
try music. '

Furthermore, it was his usual practice to include singing, gymnasium and
dancing activities in his music teaching.
| guess variety, present the music in different ways. We always do some
kind of singing. Could be through the folk song games, ... through dance,
...just through exercise, we put some music on the exercise. Kids hearing

the music or learning rhythm. ... Just trying a variety of experiences
involving music. Again having the balance. ... | try ... sort of get away from
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doing some classroom things. So giving them a chance to move around
and using the gymnasium and involving music that way. :

Teacher's Reflections about the Choice of Pedagogy

Danny reflected that his emphasis of music teaching is on creative
movement because he preferred his students to participate enthusiastically in
expressing themselves through music and movement.

| encourage enthusiasm, through the music ability to explore and express
themselves. Especially through the creative movement, when just do
warm-ups, put music on and everybody have a chance to do something.
The child’s skill and technical ability with that young of an age 1 think just
an introduction and without going into formal music lessons about rhythm
and about musical notes and the scale and those kinds of things. The kids
learn part of it but it's not done in a formal way.

He thinks that his way of integrating music in classroom learning can
promote appreciation to the arts and enhance the language skills of students in
an alternative way.

An appreciation to the arts, I'm trying to encourage them to involve
themselves in the activity whether it's dance or to sing. ... Just simple
singing and nursery rhymes, ... | try and tie in some of the literature with
the music so it involvés a little bit of that but maybe not as much. ...
Language and the literature tie in with nursery rhymes and folk tales. It
helps them, with their language skills later on. | think it's very important
and it gives them an introduction to music, gives them a foundation for

language and it gives them a balance so they have sort of the non-writing . .. .

and the non-reading way of learning.

Assessrrient and Evaluation

During the observation period, assessment was not evident in Danny’s
teaching. Danny did not need to provide grades or marks for his students so
there was no formal requiremént for him to assess the students’ ability and

learning in music. In addition, continuous informal evaluation of students’
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response was not evideht in the lessons observed. Danny never attempted to
correct or improve the musical skills of students in his lessons or provide them
with any feedback.

Analysis

As seen in Danny’s practice, he taught vocabulary about the human body
through singing and movement, and told stories through singing nursery rhymes.
This reﬂected' his idea of teaching language skills through music and I'etting_ -
students learn in an alternative way.

Danny’s belief about music education as a way to release the creativity of
students could bé seen in his practice. For example, he aliowed his students to
move in their own way when doing the warm-up exercises with 4music. He also
asked the students to contribute their ideas of how to move when singing the

~song “Open, Shut Them.” |

When doing the warm-up exercises, the music that Danny used was
popular music. This showed his preference for popular music declared earlier. In
addition, his love of dancing and his belief that music’ i.s always as_soc;iated with
d.ance was also revealed in his pféc,ticé. He“aev'eka)péd:the étudéhtéffgépohéé to

. music through dancing, by teaching students to move to the beat of music. He
also integrated éingiﬁg with body movement. Danny’s beliefs reflected his
acquired experience of ‘dance music and popular music as well as his teaching
experience of language, all of which affected his practices of teaching music io a

certain extent.
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Danny’s ihsistence on allowing students _to learn in an enjoyable and .
ihformal way clearly marked the child-centred approach prevalent in Vancohver
schools, which minimises bressure ahd emphaSises enjoyment of learning.

_A,Although Danny reqtjested his students to line up and march to the >gymnasiu_m,
- students enjoyed rhuch freedom in the classroom: they were free to find their

own seats and they were encouraged to voice their opinions.

Case 3:. , LOLA

Personal Profile

Lela is a Caucasian teacher in her mid-50s. As a \generalist feacher who
does not have any formal training in musie or music education, she has been
integfatjng music in hef classes for 10 years. However, it was not her !ntention to
become a music teacher. |

| was asked if | would take a job as a part-time music teacher. And | had -

been a primary teacher up until that time. ... When | was asked to be a

music teacher, | was excited. But my training was in Primary Education

-and my music training was piano in the past as a child. ... So that’s how |

ended up teaching music. When they asked me | felt very comfortable

saying yes even though | hadn’t had a formal music degree. ... | am

recorded ofﬁcnally as a prep time teacher, rather than a music teacher |n .
- .. prep time they will cover thlngs like musnc French what they call non- e

academic subjects : _

Although Lola does not have a formal degree in music or music education,
- she can play several mu.sical i_nstruments and has taken some short courses
“ever since she has taken 'up the post to teach music in preb time.
‘| played piano since | was seven years old. | went through the Royal
Conservatory Music exams to Grade 7, then | stopped. ... But | would play

for enjoyment. | played for work; | used the piano a lot. . I played recorder
for 10 years, ... teaching it. 'm usually a few steps ahead of the children
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-on recorder. ... The ukelele, I've been playihg for 45 years. Just an
instrument, a toy | picked up as a child and enjoyed as sing-along and
', used it for sing-along through the years and I've always enjoyed ukelele.
.. My skill is minimal but the children think I'm wonderful
Since she does not have any formal training in music teaching, she took
Orff music courses when she decided to teach music in her class.
| found myself in a classroom that had a whole set of Orff instruments ...
so that each child in my class could be on the barred instrument. ... |
~ realised that | needed to improve, | needed to know what to do, to how to
teach this, use these instruments with the children. ... | took introduction to -
. Orff and then Level | Orff over a period of two years. And | Jomed the BC
Orff chapter and | go to workshops that glve us material to use wnth
instruments. -
 Besides playing several musical instruments, she enjoys music activities
too.
- 1 personally am involved in a church and S0 I m very. lnvolved in. musm of
worship bands. ... | enjoy country and western I-enjoy dancing. ... | enjoy
- classical as well. I enjoy a variety of music. ...It's my religion and my life
v experience probably dictates.
Beliefs about Music and Music Education
Lola regards‘ music as a gift to enrich people’s lives and can calm the
mood.

| think it can lift our splnts ennch our l|ves alter our moods, encourage us.
.. Itsagift. :

She regards music ed'ucation as a means to provide children with the
skills-and opportunity to participate and make music.
M‘usic education is to give children an opportunity of experience how
~ music can enrich our lives, to teach them skills so that they can participate

in making music, and to guve them an enjoyment of experiencing music.

According to Lola, developmg the Ilstenmg and singing skills of students is
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essential in music education.

To increase skills of listening and their personal enjcyment. ... Teaching

them the elements of music so that they can make music themselves. And

it becomes an active thing in their lives that they’re participating in.

ability to sing in tune and to keep rhythm and beat and dance. They wnII be
able to sing, they will be able to do basic music participation. ... Then

they’ll have an educated ear, they’ll know what they're hearing and they’ll

have a discerning ear when they hear different sounds of music and

different styles of music.

s

Profile of the School

The school that Lcla taught at was vsituated ina residential. area with a
working-middle class and middle class population. The'schocl premises
ccnsisted of two one-lével buildings. A big playground was situated next to these
buildings. The school offered programs for students from Kindergarten to Grade‘ |
7. There were approximately 450 students in the school, vta_ught by 18
homeroom-teachers and’ﬁve resource teachers. About 65 percent of the
students spoke Englieh as a second language, but only a relativelyvsmall
percentage of the students were referred to the ESL resource teacher for
additional help. This school also offered a String program taught by a specialist

music teacher Students of Grade 4to Grade 7 were free to Jom the Strrng

program This school usually orgamsed a Chnstmas concert and a Talent Show .

at the end of the schocl year.

Two 40-minute lessons were observed during the fvvo-yveeks_ period
assigned for thie etudy. Those two lessons werevnot specified as rnusic Iesscn,
but as has been the case with Danny, they took place during the “prep time.”

However, Lola spent the whole two 40-minute lessons of “prep time” on teaching
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_ music. fThe,“'students being observed were a group of 20 Grade 1 students.

lnstructional Settinq
B Th‘e'music lessons tool< place in a spacious gymnasium. There vvas a
: blackboard at the back of the Gymnasium and an uprlght piano (wrth an external
| lock) near the blackboard. Smce there was no hi-fi system in the gymnasrum
o -"Lola had to brlng a portable cassette player and other musrcal mstruments before
the lessons started. Lola did not need to lead students to move to the |
gymnasium. There was another person (another teacher ora pare_nt volunteer)
: -Who helped_her to get the students lined up and walked to the g’ymnasiumlfrom :
their homeroom.
| At the first lesson, it was the class teacher who led the students to‘move
to the gymnasium. Besides, the,vice-princioal,‘.Lola"s husband,also came into | |
the gymnasium to participate in the lesson. For the-second lesson, he also came

into the gymnasium and stayed for a while. In addition to these human resources

~ from the school, there was also a parent volunteer who Ied the students to move

to the gymnasnum The parent volunteer stayed wrth the group of students to
partrcrpate in the lesson It has been a norm for that partlcular school to have a
| parent-volunteer stay in the classroom to help the teachers of prlmary Grade

students.
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Observed Practices
Lcla focused her teaching practices firstly on singing, and secondly, on |

music and movement.

Singingskills. During the first lesson under observation, Lola began by
reviewing the songs that her students learned in the previous Iessons, including

“Old MacDonald,” “The Cat Came Back” and “in the Jungle."’ Lola played the

ukelele while her husband led the students to clap the beat of the songs as they ~

| sang. The kids were srttlng on the floor, facing the teacher LoIa also asked the
students to give names of animals while they sang
At the second Iesson, Lola taught her students to sing a new song, “Trot

Old Joe.” She sang the song phrase by phrase and asked the students to follow

her, phrase by phrase. She also led the students to tap the baS|c pulse on the lap "

~ when singing: After the students. managed to get the steady basic pulse of the
song, she began to clap a different rhythm against the basic pulse while they"
sang the song repeatedly. She also revtewed another song, “Good Morning
Song,” with the kids. She played the piano accompaniment and it was obvious

that the kids sang the song wrth much fun and Joy

Musrcal movement Lola and the vrce-pnncrpal taught the students to Iearn‘ o

a new dance, “Limbo Rock,” at the first lesson. The klds an}d teachers stretched
out and formed a big circle. The vice-principal counted the steps and both
teachers demonstrated the dance steps. Then the whole class counted the steps
together, practised the steps repeatedly while they fo|,lowedthe teachers, without

music. The kids were obviously very excited with the steps, especially the turns.
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After that they danced with music.

| At the second lesson, Lola played the music of an English folk dance and |
leﬂdthe students to tap their lap, shoulder and heads, and to clap their handsl
'aocordlng to the basrc pulse of the dance music. She and the vice-principal then
revnewed the dance steps of “lebo Rock” with the kids before the whole class
danced with music.

Also at the sécond lesSon, Lola played a “When | Say Go”‘game with her- f
students. She first sang the song, “When | Say Go,” then the kids tiptoed from 3
one end of the gymnasium to the other end, touched the wall and returned to sit
on the floor. She then divided the class into several groups with five kids in each
group and asked them to walk in a row. When the kids walked, they had to strike
the rhythm sticks that the teacher gave them and walked according to the pulse

of the song as sung by‘ the teacher.

Teacher's Reflections

Teacher's Reflections about the Content

Lola reﬂected that she planned to have the wce—prmmpal Mr S (her
husband) to partrcrpate |n the lessons and do some of the actlvmes together
Having Mr. S come in and do dancing, ... we had planned that too. My
~ originally planned activities were basically ... to review what | had done
with them before. Clap the beat, ... dance, and singing.
However, she thought that her students could learn much more if more

time could be scheduied for music.

| think it is to the detriment of the children that music isn’t scheduled inon
a regular basis and valued, highly valued. Suggests that music doesn’t.
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have the value that other subjects have. ... At the moment | see each:
class once a week for 40 minutes, which is not much music. Very difficuit
to-get any continuity in my program because | see them so seldom.

Teacher’s Reflections about the Choice of Pedagogy

-

Lola reflected that it was her intention to train the attentiveness and
listening skills of students through game.

A listening activity game | call ‘When | Say Go’, ... it's a game. And it's to

make sure that they are listening and attending to what I'm doing. A ot of

them | realised weren't listening well. And in order to go on in the lesson |

realised that | needed to pull them together and get their attention.

She also explained her emphasis of teaching beat and pitch awareness
through games.

I'm very concerned about beat awareness and keeping pitch. And so most

of my teaching is to reinforce beat awareness, to teach beat awareness

through activities and games, and experiencing and hearing it, doing it,
- walking it, speaking it through chant and singing.

Assessment and Evaluation

During the observation period, assessment was not evident in the lessons
observed As Danny, Lola did not need to proVide'grades or marks for the subjeot
of musw on students report cards Therefore she drd not need to assess the
students’ abrhty and learnrng in musrc However contrnuous mformal evaluatron.
Aof students’ response was evrdent in her teachlng For example when she taught
~ her students to sing, she taught them phrase by phrase until her students ell\got
~ the tone and words correctly. The way she taught the song in some ways
showed her continuous informal evaluation of the students’ response as she

taught according to the students’ ability and pace of learning. Similarly, when she
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and her husband taught the students to dance, they rehearsed the dance steps
many times until they got the steps correct before dancing with music. In

I u

addition, as she expresses her concern about the students’ “ability to sing in tune
and to keep rhythm and beat and dance,” it is evident that she tried to teach her
students to sing in tune and dance rhythmically as much as she could, and was

wiIIing to offer them her feedback and advice.

Lola’s practice of teachlng her students quite a number of songs was
congruent with her disclosed bellef’about the importance of Iearnlng to sing in
tune at an early age. Since children enjoyed singing familiar songs, her practice |
of revisving familiar songs with the students showed her concern of students’ |
enjoyment in making music. Again, Lola’s approach reﬂected the child-centred
philosophy of education that emphasises students’ enjoyment of learning.

Since Lola had some music training when she was a chlld and contlnued
to attend workshops about musm teachlng ever since she started to teach music
in her classes she was able to help her students effectlvely in musnc learnlng
ThIS was ewdent in her practlce of contlnuouswlnvformal evaluatlon and her
successful efforts to improve her students’ ability in music making and music
appreciation. |

Her practice of teaching children to dance also reflected her own i_nterests

in dancing as well as her behef about maklng music as “an active thing in thelr

(students) lives that they re parhcnpatlng in. ... keep the beat and dance.” The
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eagerness cf her students to dance reflected their familiarity with this form of art
as a result of Lola’s efforts in making dance a usual element in her music
teaching. As seen from her practice, Lola tried to include her husband in the -
dancing with the children whenever possible_. This revealed her husband’s
support of her teaching while also demonstrating the coup‘le’s keen interest in
dancing. In addition, Lola’s use of the Iistening activity, “When | say go’ game, to
“make sure that they (students) are listening and attending what l’rn doing” |
clearly reflected her belief about the importance of listening ekills.

Consistently with notions introduced by Pajares (1992) and Richardson -
(1996), Lola’s beliefs about music educaticn acquired through her 'ex‘perience of
formal and infcrmal education, such as the piano training in childhood years, her
interests in dancing, as well as the music education workshops that she

attended, all seemed to have affected her practice.

Case 4: KATHY

Personal Profile

Kathy is a Caucasran teacher in her mld-40$ She has her Bachelor L

degree in educatlon for secondary teachmg, specnahsmg in mathematlcs an
music. Instead of teaching in secondary school, however, she has been'an -

elementary school generalist teacher that had to teach various subject areas for

20 years.
| wanted to be a teacher ever since | was llttle . I went into’ Educatlon at
UBC right after Grade 12. | went into secondary educatlon actually. Then
in there | specialised in mathematics and music. ... | did not want to be -

only a general music teacher because | enjoy teachlng the academic
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subjects.
According to Kathy, her family greatly influences much her interests in music.

| was always involved in music because my famrly was involved in musrc
so that seemed natural to go into. ...When | was six or seven, | began

*  piano lessons and vocal lessons at about 10 or 11. | was in choirs singing -
under my parents’ leadership. | grew up in an atmosphere with lots of
music. ... | enjoy live concerts. | enjoy listening to CDs. | like a broad
range and mostly classical. '

Beliefs about Music and Music Education
According to Kathy, music is a unive'rsal language for pedple to express -
their emotions. |

Music is a way of expressmg emotions in that universal Ianguage which
everybody understands. ... Even if they can’t understand the words, .
you can still understand the emotions behind it. You can still get the
meaning from it.

She regards music education as the means to provide musrcal
expenences for children and to educate music llsteners for the future.

| love music, | hope that, that gets passed on and generally I think I'm
_effective in passing that on. ... Music education is there to give children a
broad range of experiences in music both as a listener and a performer.
To make them educated music listeners in the future. ... I think the more

they know about it, the better listeners they are going to be, the more
enjoyment they are going to have from that. ... We taik about o
instrumentation. ... We talk about expressron in music. . All. those put
together then we g|ve them some keys to ||sten|ng At least hopefully
they will enjoy music as adults too.

In addition, she regards music theory essential for students.

| think that they have to be introduced to some basic theory. They have to
understand how music is put together. ... They should be introduced to
the basic notes. They should be able to read rhythms. Everybody has a
voice to begin with, they're encouraged to use it.
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Profile of the School

| ~ The school that Kathy téught at was situated in a quiet residential area

that was one of the most affluent residentiai'neighborhoods in Vancouver. Th'e' |
school was a two-level building with a big pIayground behind the school bunldmg
" There were approximately 350 students enrolled in the program ranging from
Kmdergarten to Grade 7. These students were divided into 14 divisions that werev '
taught by 17 teachers. Approximately 60 percent of the students in this school :
were Canadian born while the others were immigrants from a wide range of
countries. About 65 percent of the students spoke English as a second language

and apout 40 percent of them were referred to ESL classes. Since the students
in this school mostly came froﬁ1 affluent families, Aacc'ording to Kathy, host of |
them had private music lessons aftér school and'parents usually encouragéd the
students to paﬁicipéte in the band program and choir. It was also the tradition of
the school to organise concerts at the end of the school year as well as
 participate in Band Festivals and Choir Festivals of the Vancouver School Board
and the Kiwanis Music Festival. |

L

Instructional Setfing

During the period of observation, four 40—mihutes music lessons were
investigated. The music Iessons‘t'oo‘k place in the “homeroom” of Kathy that was -
6riginél_ly the homeroom of a gfoup of Grade 6 and 7 students. There was an
upright pianq near the window. The piano had a lot of choral music and books on

it and it looked more like a bookcase rather than a frequently used musical
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instrument. There was a portable‘CD'/caséette player near the teacher’s desk at
one end of the classroom, witH the blackboard at the other end of the classroom.
Kathy reflected that “Vancouver is very pbor for rhu,si_c facilities. | have neverin .
my teéching career had a proper music room. It's always been é‘straight
classroom.” |

| The group ofvstudents being observéd was fé group of mixed Grades,
ranging from Grade 5 to Grade 7 (a “Gifted” }multi—age class). There were
altogether 18 students in the group. All four lessons were schéduled just after
recess time. Since the room Wés locked whenever Kathy was out, the students

had to fine Lip and waitéd for her to’come back after'recess'.} There were several
| long working tableslin the room and the kidé’just randomly picked their seats.
When the teacher talked, some of the kids had to turn their chairs around so that |

they could see her.

Observed Practices

Kathy believes that “music education is there to give children a broad
range of experiénc_es in musig both as a Iistener_and a performer. To _mgke tﬁem
' ed'uc;teyd' musuc iisieﬁeré in the future |t Waé not surpnsmgthat shé pluéc':e‘d.her
emphasis of teaching practice largely on music"appfeciation and musical
knowledge. | “ | o

Music appreciation. According io thevl‘essons under observation, Kathy
mainly taught music app}_'reciatiﬂon through listening activitieé and open discussion.

During the first lesson, Kathy allowed her studenté to listen to Bizet's -
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mformatlon avallable on the Internet

“Prelude” to the opera Carmen. She discussed the mood and the use of various

instruments in the “Prelude” with the class. The students were very excited. In .
addition, she also shared with them background knowledge about the composer
and the work.

At the second lesson, the class listened to Benjarnin Britten’s “Four Sea

Interludes No. 2” from the opera Peter Grimes. Instead of telling the students

background information about the composer and the work, Kathy asked the

-students to find out the story themselives and determine how the excerpt that

they listened to in class would fit into place in the opera. When she asked whatn
the students had noticed about the characteﬁstics of the piece, they gave
answers that were sophisticated tor their age. They mentioned the use of
atonality and non-traditional harmony, the change of tempo and the use»of :
syncopated rhythm. | | |

Kathy discussed with the students the findings that they reported on the '

stoty of Peter Grimes in the third lesson. Then she asked them to research more

details about the story and suggested they consult the encyclopaedia, as well as

‘ MuS|ca| knowledqe Based on the four lessons observed the main focus

of Kathy’s training of musical knowledge was on teaching rhythm.
During the first lesson, Kathy reviewed time signature and note values ‘

with her students. The children also practised reading rhythm patterns in class.

- Then the teacher explained how beat was related to rhythm and asked three

students to play a 3-rhythm pattern simultaneously on three different percussion
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instruments. She reminded the students to applaud after the performance.of their

classmates, explaining it as “audience ’etiquette.” Shethen'discussed th,e )

contrasts in tone colour of the three percussion instruments (shaker, a-gol-goj "

bells and wood block) when played together .
Kathy explained to the class syncopated rhythm with reference to the "

excerpt from Peter Grimes at the second lesson under observation She asked

the kids to compose an 8 bar rhythm pattem for four instruments. She also |

reminded them of the criteria in choosing instruments for their rhythm

composition. Students were free to dISCUSS among themselves and try testing the

sounds of the instruments. The teacher went around among the tables to See
how the students were domg

At the third lesson Kathy told the students that they could try out the
rhythm pattern that they did in the prevnous lesson either msnde or outSIde the
classroom. She also reminded t,hem that |f they-went outSIde, they had to take

good care of the 'instruments an.d if they chOse to 'stay inside the classroom they

had to play softly SO that they would not disturb the other groups The kldS voted -

to stay |nS|de Then the teacher asked them to pair up to practice The students
.were very involved in testing their rhythm composntion and tried the various
effects of the. instruments Kathy allowed them to use up the lesson time for the
‘ -practice

Some studehts brought back their finished .rhythm compositions to the

+ fourth Iesson although some still had not finished the work Kathy reminded

them of the appropnate way of writing full score and part score for the players of
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their compositions. She then distributed blank paper to the kids and they startedv

to put the draft into neat scores in class.

T ' Teacher's Reflections

Teacher’s Reflections about the Content

‘Kathy reflected that she did not heve a Very rigid plan of what to teach, ‘
- and she taught according to the interests of students-and tried to tincorporate a
~ variety of activiti.es in her planning, instead of following a ourticu|unt Quide as this
was a Gifted class | |

| tend to go with the flow and see where their interests are going to be that
day and that's what | do. ... Each day, | was hoping to do some listening. -

..  was hoping to do a Iistening activity of some kind each day and then
go into talking about the percussion scores and working on them. ...Some
days | spent too much time on the listening and other days | didn’t do any
of those things. ... | try to give them a varlety e} I m not domg Just one
thing for the whote period.

Teachet’s Reflections about the Choice of Pedagogy

Kathy reflected that she incorporated discussion and various activities so
that the Iesson would not be monotonous

There might be some dlscussmn about somethung such as the hstemng or
discussion about how they're going to write the score and then giving
them time to write the score. By giving them a littie bit of time with the -

~ instruments, so | try to vary it so we're not doing just one thing, one activity
in the period.... | like to do something with rhythm during the year. In this
case, it's the percussion scores, or maybe using percussion instruments.
Actually they were writing rhythms so they're to read the rhythm and clap

. They heard a broad range of musical styles and then how these various

rhythms fit in.
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Assessment and Evaluation |
During the observatlon penod assessment Was not evident in the lessons.
Since most of the activities done in the lessons dunng the observatlon penod
focused on open discussions about the rhythmlc composmons of the students
and compositional devioes, or the use of rhythm in the music excerpt Iistened,
continuous tnformal evatuatton‘of students performance was also not obvious.
However, as Kathy said that she taught according to the “flow and where thelr
interests are gomg to be that day,” it could be observed that she was domg some
kind of continuous _|nformal evaluation to determine the students’ pace of
“learning. In addition, when she asked her students to do the rhythmic
composition, she dtd not even mention that the composition was to be treated as

an assignment of some sort or work for that would be subject of assessment.

Analysis
Kathy’s practice, as observed during the four lessons reflected her belief
regarding the need to educate students to become “listeners in the future.” Her

way of dlscussmg the mstrumentatlon and expressuon in musrc was a way to tram

students to be analytlcal and crrtlcal Ilsteners In add:tron the fact that she asked -

her students to ﬁnd out supplementary mformatron'about the piece that they .
listened to, encouraged them to explore knoWIedge beyond the classroom and
make use of various channels for retrieving information.' As Kathy stated, “allA
those put together then we give them some keys to listening.”

Her emphasis on teaching the students rhythm and asking them to make -

158




use of their knowledge about time-signature and note v_aI;jes tc compose rhythm
pattern reflected her belief about the importance of introducing music theory to
students. She ‘mentioned that “(students) have to understand how music is put
{ogether. ... They should be introduced to the basic notes: They should be able
to read rhythms." These elements were all reflected in her teaching act‘ivities
such as those teaching time and note values, training students to read rhﬁhh i
patterns, guiding students to write short rhythm composition, and explaining the
use of syncopated rhythm in the music evxcerpt for Iistening. Her frequent music .
encounters since childhood and her formal training in music has affected Kathy’s
beliefs and practices that emphasise music readipg and listening.

Kathy’s teachihg style encouraged cpen discussion about the content of
the lesson. fhe practise of voting; and the freedom that her students enjoyed
reﬂ‘ec‘ted the characteristic of many Vancouver classrcoms'that aim at devevlo’ping

the democratic spirit of the students (Esbensen, 1995, Levin & Young, 1994). g
| addition, her claim that she prefers to teach according to the “flow and where
their interests are going to be that day” demonstrates her emphasis of a child-
centred approach WhICh proceeds accordlng to the students pace as welI as

their enjoyment of Iearmng (Johnson 1964, Laer & Gldney, 1976)
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Case5:  STEVEN

Personal Profile

~ Steven is a Caucasian teacher in‘his. mid-3t)s. He wae- a music major who
 took cello performance when stUdying at university. After taking the teacher . |
education program which allowed hin'l to teach at elementary schools, he has
been employed as a music specialist teacher to teach string programs in three
different schools for five years. However he made up h|s mind to be a music
teacher onIy after he graduated from the university.

I had been doing a lot of performing as a young person and as a teenager
and had sort of put it aside then ... decided at 25. | was in the music
program at UBC and after studying | decided that that was what | wanted
to do. ... | wanted to become a music educator. ... So, | entered the
teacher education program. Actually my specialisation is secondary which
is very interesting, ... my practicum was more than half elementary.

He reflected that his music teachere probably have influenced his keen
interests in music. |

I started with piano when | was five, but | stopped piano lessons when |
was 12 and just did cello and concentrated on cello. ... My parents gave
me the opportunity to start cello. ... My music teacher in high school had
much, much knowledge himself and was very supportive of me and music
itself. He opened up music for me, to show me what is available through
music in classroom setting. Through choral and orchestral music, he was -
able to influence me. ... My cello teacher'gave me the SkI"S and the = ~
technlques to let the musrc come alive and to live as it were.

Steven can play several musical instruments, but cetlo has been his
favourite. Due te his training, he prefers Baroque music to any other musical
style.

In my personal life, | derive a lot of pleasure through practising at home. |

love Bach. | spend a fair bit of time at home with Bach. Just for keyboard

and for cello. | think probably a lot of the Baroque music tends to be quite
- uplifting and qunte . there’s a high energy.
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In addition, he enjoys teaChing music very much.
There’'s much joy and excitement that comes from the classroom. Joy and

excitement comes when a group has achieved a certain level. There’s
much, much enjoyment and satisfaction through that.

Beliefs about Music and Music Education

Steven regards music as a part of his soul and a medium for people to

“express themselves.

Music is a part of soul and allows us to express ourselves ina Way that
you cannot express yourself in words. ... Or if you can't do it, if you can’t
do an instrument, then be moved yourself by what you're listening to.

He reflects that music has moved and changed his life experience in a

constructive way.

Music can move and change us. It is very powerful in that way. ... | did
~ very poorly in elementary school. But music gave me the opportunity

personally to do something different and to develop myself. And | became
quite good and | learned discipline through music. And then that discipline
generalised into my schoolwork and by the end of high school, | was doing
very well. ... Music was a huge and major force in my life. | want to share .
that. | want to give that to the children and to allow them to have this world
open for them. -

He believes that music education is to provide children with the tools and -
_keys to understand, appreciate, make and »cré‘éte music.

| believe that children are like a lock and that if you put th'e'right keyinand

you do the right thing, they’ll respond and the door will open. ... Music

education is to give the children some tools and keys to be able to

understand music, to be able to be moved by music, to be able to express

themselves through music. ... 1 think above all is to become part of making

and creating themselves. ' o :

He also regards music reading skills and »'te'c;hnical skills of playing music

instruments essential in music education.
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The physical stuff of notes in notation, ... those are all good things.
... There’s the technical aspect of the co-ordination of the learning to read
music, to be able to experience a broad range of instruments.

Profile of the School

The school that Steven taught at wés located in a"q~uiet residential
community consisting ofA many single farﬁily homes and duplexes. Most of the
studenté came from rhiddie class families. _The‘.‘r.ﬁajority of A‘svtudents were
Caucasians while there were some Asian students whb spske »Englizs‘h_ as av-' |
second language. Hdwever, only a s;mal_l.perégnt;ge of students were referred o
ESL support t_each'ers.' The school premises cohsiétéd of three bﬁildings linked .
by long corridors. ,T\)vo blocks were 2-s_torey«buil'ding while one block was a 3-
storey building. The gymnasium was located in one of the 2¥storey buildings. The
sc:hopl offered programs for students from Kindergarten to Grade 7 The 4_40
‘students were divided into 20 divisions. There Wére altogether 30 téachers
working in the school._ |

| During the period of observation, there were altogether fdur music
Iessqns. The group of students being Qbserved was a group of 18 students from |

Grade 4 =

Ihstructional Setting

The ﬁrst'three music lessons took place in a special room for music. It was
a very spacidus foom that chId acCommodate’t‘é v‘string 6rcr;éstra oi; 30 students. ,
" There were cabinets >for étoring the string instruments on one side of the music

‘room. There was also an electronic piano in front of the blackboard, beside the
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teacher’'s desk. The' hi-fi system was placed next to the teacher’s desk. Before
lessons started, many parents came in the music roem and put down the str'ing
instruments in the cabinet. When leseon: time came, students moved intor_t.he
music roo'.hr, took out their inetruments from the cabinet avnd prepared to play.

~The last music lesson under observation took place in the gymnasium be_cause
students were preparing for a performance for the whole school on that day. The
performance was to be done by the students whotook the string program»at each
Grade (Grade 4 to 7). Sihce-they -had to perforrh togetheras a string orchestra, _
the last lesson was in fact a joint-rehearsal. |

Before Steven started his lessons, he u_sual'ly asked one of the students to
keep ptaying a D minor chord on the electronic piaho se that he could do'the
tuning of the instruments. Other.students would centinue to chat among |
themselves or do warm-up before the teacher checked the tuning for all the string
instruments in the class.

_ In that school, the string program was the only music program available. It
meant that if the students did not choose to take the strlng program they would
not have any general musrc Iesson at school at all Accordlng to Steven it was
the result of budget cuts from the Vancouver School Board therefore there was |

no music teacher that taught general music at this school.

Observed Praetices

Steven put his teaching emphasis on developing the students’ practical

skills in string instruments, and to a lesser extent on musical knowledge and
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discipline.

Practical skills. Since the lessons observed were the string classes,
Steven was very concerned with the students’ technical 'skills in playing the string
instruments. An obvious exarnple was his constant reminder of the proper
fingering and bowing position, as well as a good posture in holding and playing
the string instruments. He also paid much attention on the‘ quality of the kids’
performance. Whenever the students made.a' mistake, he would practise with
them that particular segrnent repeatedly with much patience, and reminded them
of the correct notes and bowtng until i}t was properly done.

| _ As'there were two parts of violin,: one ‘part of viola and one part of cello, he
often practised with each part separately and asked the kids to listen carefully to
their own playing and when the other parts played as wetl Warm up exercises on
| A mtonatxon were the routine pract|ce of every lesson, when all parts practised
playmg D major scale together as conducted by the teacher. After the warm up
exercises, the class practised their concert pieces, which included a wide variety
_of repertoire such as German folk songs, “My Heart Witl Go On” (love theme from -
“Titanic” ) and Purcell s “Canon
Besndes developmg the students technlcal skills in playmg stnng
instruments, Steven also adopted the practice of asking h|s students to sing the.
bowing with hint, which as a result rehear.s‘ed' the bowing as well as intonation.
Mus:cal knowledge. Dunng every Iesson under observatlon it was
- Steven’s usual practlce to review with the. students the letter names, the beat and

counting, as well as the musucal terms that were written on the score of their
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concert pieces. He was very concerned whether the students did everything
properly in tune, in beat, and t/yith expression.

Discipline. It was very obvious that Steven was very concerned with the
students’ discipline and self-control in his class. Whenever he put his hands"up,
~ his students would stop chatting or playing instrument. Students were trained to
respond to him by raising their right hands wi_th bows so that no more sounds
could be made on their instruments. He often reminded the students not to talk
while playing thekir instruments, or while the teacher was demonstrating or talking. |

Generally speaking, though, it was evident that Steven also cared for the
students’ enjoyment and appreciation because h.e_ always ended the rehearsal |
with the students’ favourite song, “My Heart Will Go On.” Whenever they 'played
this song, the kids were very excited and eager. Steven also taught the students

- to appreciate the moment of silence when music ended.

Teacher s Reflections

Teacher s Reflections about the Content

Slnce one of the objectlves of the strlng program is to perform in concerts
accordlng to Steven the content of the strlng program Iessons are usually the
- pieces to be performed.

As you know, we have been preparing for our concert which we had on
Tuesday night and so the overall plan was to bring the children to a point
where they were ready to play. ... | think they were probably planned for
this concert, 1 try to have a balance of activities, a balance of hard
slugging, a balance of fun songs. ... When there’s a deadline then
~ sometimes, we've got to get prepared, start cramming, so probably some
~of the flow that's normally there went to try to push for the concert.
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Teacher's Reflections about the Choice of Pedagogy

- Steven reflected that he tried to achieve the “feeling of wholeness” of the
lesson through various activities such as instrumental playing and listening.

Music is an experience and they’re going to learn best in a variety of ways.
.. One way to learn is through the book by looking at something. Another
way to learn is through demonstration and through listening to someone
else play or listening to me play. Another way to learn perhaps is by
playing for your partner or all the different methods and strategies that we
can use and so when you use all of those different methods, the time goes ,
quickly but there's this feelmg of wholeness that the lesson has a feehng : -
of wholeness : :

‘He also mentioned his emphasis on students"enj‘oyment through
" instrumental playing and appreciating the m'usic made by themselves.
I've tried always to make the way that | teach, give them an experience,
not only how to read notes, not only learn the co-ordination of playing, but
. have come to appreciate music and to experience the joy. When they play
Purcell round and they’re all together, you can tell that they’re really
excited about it. And that’s what I'm aiming for. .
in addition to his emphasis on enjoyment he tried to develop the self-
dlscnpllne of students in the process of Iearnmg music.
Self-discipline, now that's somethlng that we’re always working on in
class, learning to take verbal instructions, learning to sit through someone
else’s problem. Waiting as a section to fix something else. ... | think they
do work on self—dlsmpllne and they do get better _ : :
Besides teachlng students to play stnng mstruments Steven also
indicated his |ntent|on to help students’ develop singing sklllsand reading skills_
by encouraging them to sing while playing string instruments.
| | believe that our voice is the very first instrument that we ever had. And if
children can use their voice not only do they understand pitch because

~ most children can sing in tune if you sing with them. It helps them with
their reading as well so they can start to read what they see on the page.
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Assessment and Evaluation

During the observation period, assessment was not evident in Steven’s
lessons. However contrnuous mformal evaluatron was obvious when Steven '
reminded hrs students of the correct posrtron;of holding the instruments, bow;ng, o
intonation, rhythm and fingering. It indireotly showed that he was evaluating their
performance and giving feedback immediately.

Since he had to give assessment grades on the students’ report card, he
mentioned that he would

assess the performance of the-students aooordrng to various areas: -

intonation, practice, behaviour in class, punctuality, Iearnrng attitude and

~ position of holdrng the string mstrument
Due to lrmrted lesson time, h_e would record the performance of the students with
a video camera.

| use a video camera to tape them all. | walk around the classroom and

tape them when playing in a group. Then | play the recording to myself

and also let them see how they play. They are not to be assessed as solo

performer but as group playing. For elementary kids, they feel better this

way.

. Analysis
In the practrce of Steven, hrs eagerness and patlence in tramrng the
“technical skills reflected his beliefs that music educatron is “to grve the children

some tools ... to be able to understand music, ... moved by musrc, ... express
themselves through music ... to become [a] part” in music making. His
continuous effort in developing their music reading skills was demonstrated by

his patience of reminding and revising the notes, beats and expression marks

., with his students. Instead of just Ie’_arning it theoretically, his students putthe
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| mUSIcaI knowledge into practice by playing it out with their instruments This
reflected Steven s belief that musnc education should mclude the teaching of
music reading, technical aspect of co-ordination and masterlng the instruments,
as well as developing the students voice so that they WI|| be ‘able to sing in tune.
FoIIowung h|s personal experience, Steven believed that students can -
learn discipline through music and generalise it into other aspects of schoolwork
and life. He was very much concerned vvitn _the training of discipline in the string
program. He has :esta}blisned rules with his stodents to help thern be more
attentive to others _and be able to listen to and “sit t‘hrough someone else’s
problem” through making“music‘ together_.' His beliefs about musicand music
education were acquired through his experience of learning rnusic since an early .
age and through his formal education and training in music. It is observed'that his
experience in learning musical instruments that emphasized discipline, patience
and expectation of perfect performance is the major influence to his practice.
This conﬁrmed Pajares’ (i992) notion that‘teacners’ beliefs are formed through
- experience of formal and informal education. In the case of Steven ‘these beliefs
were also evrdent to have effect on his teaching practice as suggested by
. Richardson (1996) o | . ‘
Although there was a pressure to “meet the deadline” and Steven and his
students had “tol pusn for-the concert,” enjoyment and appreciati}on were alvvays
present in his teaching. This was evident in his choice of the repertoire that
ranges from classic to pop music and provided different rnosical experience for

the students to perform, enjoy and appreciate. As he tried to give students “an
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experience, not only how to read notes, not only learn the co-ordination of
playing, but also have come to appreciate music and to expeﬁence the joy’, his
emphasis on the enjoyment in m@nsic learning reflected the child-centred

approach. - J -
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PART TWO - HONG KONG
Case 6:. KA-LING

Personal Profile

Ka-ling is a Chinese teacher in her mid-30s. Due to hei religious belief,
she chdse to teach in a religious-oriented government-aided primary school. She
has been teaching in that school for eight years after graduated from one of the
Colleges of Education in Hong Kong. Because the College of Educatlon program -
was not a degree -based, she later took a 3-year part-tlme degree program of
'educatlon from a Bntlsh umversnty graduated last year

She had wanted to be a music teacher ever since she was little. She
acknowledged that it was her music teacher at primary school who influenced her
interests in mdsic However, she had not really decided to become a music

' teacher untll her admlssmn to the College of Educatlon
"My mu3|c teacher at primary school was very nice to me and | was
influenced by her. | thought to myself that it would be nice to be like her
- when | grow up. ... She taught well. She taught me how to breathe when

‘'singing. She encouraged me to join the choir and paid much attention to

me. She said | sang well. That made me think | had the talent in this

aspect, then gradually I fell in love with music. | love music and | like other
people to share with me, therefore | chose to teach kids. | applied to the

-College of Education, but | was never sure if | would be accepted When |

was accepted I decided to become a musm teacher. e

Among the rnany kind of musical actlvrtles, she likes playing piano and |
singing religious hy'mn's.\She also conducts and actively sings in the church
choir. She started to learn piano when she was 14 years old.

| have loved piano when | was a child. It was me who wanted to learn, not

under the pressure of my parents, but | learned intermittently. ... because

my schoolwork was busy, | didn't have much time to practise. | learned
. and stopped, learned and stopped. ... | learned flute before, only at
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beginner stage, though. | started to learn flute when | started my study at
the College of Education because it was compulsory to learn one more

~ instrument. | played flute for two years, then stopped. ... | like singing
hymns too because hymns are related to my religious belief. I 'sing in the
church choir. We perform every few months and | would conduct for them.

Beliefs about Music and Music Education

Ka-ling regards music as a channel to express a person’s feelings.

Music is for expressing my mood, ... Joy, anger, sorrow, happiness. Music

‘is a very good means to give vent to oneself, but not necessarily related to
nurturing a person’s personality because I've seen some people who are
very good in music but have very bad tempers. ' ‘

According to her, the purpose of music education is to provide the tools
and knowledge with which students can appreciate MUsic and express
themselves in the future.

- Music education provides the kids a channel_, 'a means to appreciate and -
express their feelings. ... It's a must to teach kids to appreciate music.

- With basic musical knowledge, they can compose, ... create, express, and
so on. :

She reflects that abcording to her teéching experience, the music reading
and practical skills that she taught had helped her students to extend th‘ei'_r
musical interests beyond classroom musw She believes that fhese $kill$ ',cén |
help her students to appreciate music throughQUt;thei"r adult lives.. . . |

The kids would go to the bookstores to find books on their own and came
back to tell me which song was good for playing recorder and which song
“was not. ‘Because they learned to read scores and-rhythm and they could
apply these skills to appreciate music. ... | taught them to read scores, so
whenever there are scores available to them, they will know how to play
the song. ... | am pleased, of course! That meansthey don’t need me
telling them to play a certain song or teaching them every note, they know
- how to get things out there on their own. ... | hope they woulid be able to
appreciate music, know the notes and sing in tune. Say, in future, they
would know enough to go to the bookstores to find something to entertain.
Even when they grow up and hold a microphone to sing Karaoke, they
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would sing in tune.

Profile of the School

The school where Ka-ling taught was located near some publlc housmg
estates. It was a government- alded primary school managed by a rellglous—
oriented organisation. The school building was a single 5-storey building W|th an |

“open-air playground and a covered playground, which accommodated both
morning and afternoon schools. Each school 'l'ta‘d about 900 students that were
divided into 24 classes (four classes in each of the six gfade levels). There were _

- 32 teachers (excluding the headmaster) in each school. Ka-ling was a teacher in

~ the morning school. As it was a religious-oriented school, there was a 10-mlnute

~ assembly before lessons for daily prayer and announcements. During the

assem‘bly, students would do tneir prayer and sing hymns led by tne teachers.

The school 'also organised extra-curricular activities for students on every other

Saturday. There were a variety of extra-curricular activities that students could )

choose, such as drawing and dancing classes and the school choir. Besides,
there were usually a Christmas concert and a 'year—end talent show performed by
the dance groups school-choir and talented students As Cantonese was the
language for instruction of the school all subjects except Engllsh language were :
taught in Cantonese

Three 35-minute music lessons were observed with Ka Ilng Four lessons
were originally scheduled (two lessons per week) but one of the lessons was

cancelled because Ka-ling was sick and was absent on that day.
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Instructional Setting
| During the period of observation, the music Iessons took place in a special

room fbr music on the third floor of the school building. In the musis room, an
upright piano was placed near the blaskboard. A hi-fi set was placed next to the -
piano. The chairs for students were arranged in fows,- facing the blackboard. The
group of students being observed was a class of Primary 4 that consisted of 38
students. v |

- Beforé evéry music tesson, Ka—ling had to go to the cléssrdom where the
stUdents wére, helped them 'li-ne up and walk quietly to the music room.
According to Ka—ling, Ydis_cipline wss,a major concern when students had to attend‘
lessons in special rt)oms because; their noise could disturb the other classes
when they passed by. After every lesson, Ka-l'ing had the students line up again
and move back quietly to their original classroom. Since the students had to
commute trbm their classroom to the sbecial’robm, the actual duration of the 35-

minute music lesson was effectively shortened to only about 25-to 30 minutes.

Observed Practices 1
Ka"-uli'n:g pléced Hea\)y.emphés.is of her teéchihg firstly, o‘r{tbésic music’
reading, and secondly, on practical skills in singing and recorder playing.

Music reading. As mentioned earlier, Ka-ling believes that itis a mustto =~ '

teach hef students to appreciate music and that basic musical knowledge is
essential to achieve this goal. She also thinks that “basic musical knowledge’

means “music theory and music reading.” Here are some examples of her




emphasis on the training of music theories:
~ One of her emphasis was on teaching time and beat. At every lesson that
" was observed, Ka-ling asked her students to read out the time signature and key
signature that were piinted on the score of the song that they were going to sing.
She also reviewed and reminded her students the concept of metrical accents
and beat in relation to time signature
| In the first lesson under observatlon for example Ka-ling asked the |
~ students, “How many beats are there in 6/8 tlme’?” “Two They promptly and _‘
correctly answered This clearly demonstrated that her students were |
- continuously trained and drilled in music theories. She then took the opportunlty
to remind the students of the metrical accent when they were readrng the rhythm
of the song “Bell Tower:” In the second Iesson before she taught London s
Burmng that was a new song to the students, Ka- hng asked “How many beats
are there in 3/4 time'?” and of course the students knew the answer rlght away.-
- She then asked them to beat with the basic pulse while she demonstrated the
' song on the piano. In the third lesson, Ka- Img asked the: students to tap to the
basic putse whrIe listening to music, to remforcevthe concept of beat andv- | | o
responSe 'to th’e' music | | - | - &
Another emphasns that Ka-ling put on music theory was teaching students
to drfferentrate consonance and drssonance In the first Iesson under observatron
Ka-lrng explained the harmonic texture as created in rounds, using “Bell Tower”
as an exampte. She further allowed the students to exberiénce the harmonic

effect of a major 3" by asking half of the class to sing “dol” while the other half
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sang “me.” At the second lesson, Ka-ling explained to her students the harmonic
effeet by demonstrating on the piano the dissonance of major 2" interval and
consonance of major/miner 3" intervals. She also reminded the students of the
harmonic effect ae created in rounds. In fact, the weaching of consonance and
dissonance was aiso a traihing of the singing and listening skills .of the students.
During the third lesson, Ka-ling divided the class into two groups and had each
group sing a different note (as instructed by the textbook). She then asked the
students to listen to those intervals and distinguish whether the intervals are
consonance or dissonance. She also analysed' the intervel relationehip as
resulted in the round of “Lendon’s Burning.”

In addition, Ka-ling al_so put a lot of emphasis on training students’ pitch
end rhythm sense. Ka-ling expeets her students to be able to read rhythm pattern |
and sing or play to music scores. At the first lesson 'uhder observation, she asked
her studehts to read out the rhythm pattern'. She further esked themto read the

-notes and sing the netee with Sol-fa names. That practice obviously was training
in sight-reading. At the second lesson, Ka-ling reminded her students of the key

sugnature of the song “Bell Tower” and asked them to play the notes on the

| ’recorder At the thlrd Iesson she dlwded the class mto two groups and tned

sight-singing wnth them in two parts.

Practical skills. Since Ka-ling believes that music educatlon is to “provide

the kids a channel, a means to appreciate and ,express their feelings,” she thinks
that polished skills are important‘ih providing the kids with the appropriate tool to

distihg_hish good music from bad music. -
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One of Ka ling s focuses on practlcal skills was singing. Dunng the. ﬁrst
observed Iesson Ka-ling constantly reminded her students of the mouth shape
when singing in order-t'o get better sound. She also paid much attention to their

| pitch accuracy, posture of singing and breathing. She practised phrase by phrase
and sang with the students repeatedly until the sound quality |mproved Before
singing in round, Ka-ling asked the class to sing as first voice with herself as the
second voice. After practising for several times until the class could manage to
sing independently, she then 's'ang with a.small groop as the second i/oice whivle ,
the majority sang a_s the first voice. She repeated this for several tirnes until the
class could sing in two parts round on their own. During the practice, she
con'stantly remind.ed the students to listen well while they sang so that they could
sing in tune and in good balance. . - o
At the second lesson, Ka-ling played a demonstration tape of Bell Tower”
to the_ students and asked them to provide a critique of the singing. Some
students raised their handsand offered the answer that the singers in the tape
sang the round in a faster speed. She then commented to the class that the
sunging in the tape was very accurate in pitch and therefore the musm effect was
. very pleasant and harmonious Ka-Iing also practised smging Sol—fa names of
_ ““London’s Burning” with the cIass until they were accurate in pitch. Since
“London’s BUming" was sung in English, Ka-ling read the E.ngvlish words with the
students to mahe sure that their diction was correct. She also explained in
Chinese the meaning of the words to her students. |

During the third Iesson Ka -ling reviewed the pronunciation of words in
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“London’s Burning” and played a demonstration tape that was read by a native
English speaker. She also practised singing “London’s Burning” with the students
and reminded them of good posture and mouth shape when singing.

Ka-ling also put a lot of emphasis on teaching students to play recorder. At
the ﬁrst lesson under observation, Ka-ling demonstrated and reminded the
students of the ﬂngering of B and F on the recorder. She further asked the
students to practise ﬂngenng at home Ka—Iing played “Bell Tower” wrth the .
students on the recorder at the second Iesson She once again reminded the
students of the proper fingering, practised several ,times with them until they
could manage to play properly on their own.‘ Then she divided the class into two
groups and had them play two-part round. During the third lesson, Ka-ling played
“London’s Burning” on the recorder with the students. She repeated the teaching
method she had used in the second lesson, that was, have them practised many
times until they could manage to play the song properly, then dividéd the class

into two groups and let them play in two-part roiJnd.

| 4Teache'r’s Reﬂections
Teacher's Reflections about t:he Content” o
As Ka- ling was only one of the four music teachers who taught in that
school, she explained that the content of her lessons followed a subject work
scheme that was set and agreed among all the music teachers at the beginning ‘
of the school year. i—iowever, the implementation depended very much on

individual teachers. She reflected that she had considerable freedom regarding
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the choice of teaching activities although she had to follow the work scheme as

well as the textbook.

The Scheme of Work for the whole school year was decided at the. ,
beginning of the school term, that is, the Scheme of Work for a particular
level, say, all the classes in Primary Four. | don't teach all the classes.
There is some other music teachers in the school. In the beginning of the
term, we (music teachers) discussed and finalised the materials that we
have to teach. We use the same music textbook, teach the same songs.

. There is great flexibility, though. There may be some teachers that only
teach songs. No one knows what you have been doing. Some teachers
would add lots of other activities. It very much depends on how the
teacher implements. | myself decided the teaching plan .. according to
what the students had learned before. '

Teacher’s Reflections about the Choice of Pedagoay

_Ka‘-ling indicated that she taught recorder playing and singing because
she wanted to train the pitch accuracy of her students.
When playrng the recorder, you press the holes, the notes will deﬁnrtely be
~ there. It won’t be out of tune. However, when they sing, it is very easy to
- go out of tune. ... The issue is when using voice, some children simply
~ cannot sing the notes accurately. This (to play recorder and sing) is for
“them to listen and have a contrast when the two things are compared,
they would realise that they can sing better, they can make the same
harmonious effect like when they are playing the recorder. That is why |
chose to teach both singing and recorder.
‘She reﬂected that demonstratrng good examples of performance through
Irstenrng to recordrngs could wrden the V|ew of her students |
For Irstemng actrvrtres thrs is for them to listen and realise that other
people can sing so well. It is for them to listen to some good things, so that
they know their own standard Give them a good example.
Ka-ling explained that she prepared the students with rhythm and pitch drills
because she thought students could learn better with those preparatory drills. In

addrtron she thought that srnglng and playrng round” could help to relnforce
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learning so that students in future could apply their knowledge in music

appreciation.

| think they could grasp the song better if they had some rhythm drills
~ (reading rhythm) and pitch drills (singing Sol-fa) before singing with words.
- -... 1taught them ‘round’. | asked them to sing it, and play it with recorder,
then their impression would be reinforced. When they come across this
kind of music in future, they will then know how to appreciate.

She rationalised that her pedagogical approach best suited the students because
she taught from simple basics to difficult corhplexés. She reﬂected that she got
this kind of pedagogical idea from her training at the College of Edubation.

| think music education ... everything has to be learned from the easiest to
the most difficult... | first teach them the basic stuff, then gradually move
on to the more difficult stuff, so the students would comprehend more
easily the things you want them to learn.... Those are the things | learned
at College of Education... | thought it's applicable so | followed those
methods. | have tried some other means before, but the students couldn’t
comprehend as quickly and as good.

Assessment and Evaluation

During the observation period, assessmént was not evident in Ka-ling's
lessons. Howevef, continuous informal evéluation of the. stu&ents’ performance .
was very obvious. Ka~ling was very concerned with the acCuracy of pitch, rhythm
and pronunciation of w,ords_'_when she vtaug_h't‘ 'th'e 'studénts,s,ihg.jShe pald much -
attention to with the accuracy of ﬂngérian and fhythm when .tea'ching récorder

. playing. |
Ka-ling also mentioned that she would assess the students according to
" their performance of practical skills fhat they learned in class.
| would assess their singing and recorder pIaYing. Due to the I.imited time

and the number of students, it is impossible to assess them individually.
Usually, | would ask them to sing and play recorder in small groups of four
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students. Besides, | would take their behaviour in classroom into account.. |
Although she taught the students basic musical knowledge, she did not include
that in the music-examination. Accordrng to her, |

Primary 4 students are too ycung to have written music examlnatron We

don’t want to add too much examination pressure on them. So 1 just base
the assessment on their practlcal skills.

As seen in the practlce of Ka-ling, the content of her lessons w‘as'entirely _
| Western orrented For example the songs used (such as “Bell Towef’ and
“London’s Burning”), the concept of music theory, the notation for music readlng,
playing recorder and singing all originated in the Western music. it also matched
her beliefs that “it is a must to teach basic musical knowledge” (music reading
and music theory) and that'music education was to “provide the tools” so that the
students can “express, compose and appreciate.” |

'Nevertheless, l(a—ling’s style of teaching that emphasised passing on
knowledge to students clearly came from a Chinese heritage. In her practice she
contmuously evaluated her students and gave prompt advice on what to do in
order to |mprove Her way of repeated practlses her demonstratmg good |
. examples in the llstenlng activities and expllcmy expect her students to improve
~in singing skills reﬂect the achievement-oriented approach as influenced by the
Chinese culture. Iin Chinese eduoation,'teachers usually eXpect students to -
repeat doing the same thl‘n_g until perfection. This kind of expectation congruent

‘with the Confucian sayings that students are expect to review learnt materials
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andregards the process of review as a kind of pleasure. As according to the .
achievement-oriented approach, enjoyment comes from ac_hievement_, ‘and Ka-
ling believed that the children wil enjoy mUSic more if they can master the skills .
of singing and recorder playmg .

Al of the above reﬂects on the one hand, Ka-ling’s tralmng in Western
music, the Western mﬂuences in the curnculum of the educational system in " |
Hong Kong, as well as the infl,uences of both Western and Chinese culture -
~enacted in the context of contemporary life in Hong Kong. In short,I Kaélinvg’s'

practise serves as an illustration of Bruner’s V(1996) notion that education reﬂects
culture. Her case ‘al_so suggests that culture influences the belief systems that
exist in society, which in turn have an effect on teacher’s beliefs through the
process of professional socialisation (Pang & Tam, 1986, Cheng, 1992, Eisner,
1006) | | | |
} " As Ka hng is professronally tralned and proficient in singing and playing |
“piano, she is very concerned wrth her students’ proﬁcrency in practrcal musxcal
skills and always remlnds- them to produce a better sound quality when they sing
or play the recorder She also pays much attentlon to thelr music readlng abllrty
From the performance of her students durrng the Iesson observed it was obvrous
that her students have been contrnuously tralned to read music. Thrs was also
demonstrated by the fact that therr pitch accuracy and music reading skills were
good enough to allow them to sing and play in two-part rounds very qui_ckly and
harmoniously. According to Ka-ling, music education is to provide the kids with

essential tools, to “create, express and appreciate” music in future and her
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practice seems to be congruent with this belief.

Case 7: - FONG-FONG

Personal Profile
Fong-fong is a Chinese teacher in her late-20s. She graduated from one
~of the Colleges of Educatron in Hong Kong where she had her music educatlon
training. Due to her relrglous behef she has been teaching in a rellglous onented
government—arded pnmary school for three years She revealed that she had
loved music since she was very young.
When | was very small, | listened to the sound of piano and thought it was
beautiful, so | was interested. | also loved listening to music; | had always
wanted to learn to play piano. ... | started learning piano at around 13
years old. ... | don't know if that's persuasion or not, but | had made the
request (of learning piano) when | was younger, but they [my parents] did
not let me. Only when | grew older that they allowed me to learn.
According to Fong-fong, it has always been her dream to study music at |
college level. | |
When | was in high school, | was envious to see people studying music at
" universities or colleges. ... | thought it was really wonderful, to be able to
get in touch of music, to play music, everyday. « '
Howeve_r,' she did not decide to becomea music teacher nntil she was |n
her early 20s. She made the decision because she thought “teaching rndsic
would have more varieties than teaching other subjects” and also because it was
her interest. Before she entered the College of Education, she had been playing
plano for several years. She tried learning violin when she was studying at the

College of Education. After she graduated, she started to learn playlng ﬂute

‘Because | love musrc ] wanted to learn one more lnstrument . to be




exposed to a wider“scopev of music ... to learn more. Flute is nice to listen
to, and one looks cool playing flute. ... The tone colour is beautiful and its
shape looks very nice, very elegant: -

Besides playing piano and flute, Fong-fong loves singing in choir, listening
to CDS and going to concerts.

| love to buy and listen to CDs, and look into the area of classical music.

. It's my own initiatives to go to concerts. | normally choose to listen to
classmal music. | Iove Chopin and Mozart, | love large-scale orchestral
pleces :

Beliefs about Music and Music Education
Fong-fong regards music as a “practical hobby” which enhances
communication with other pebple:

Even if | have no improvement in other aspects, but at least | would
improve in music. ...The more | am exposed to it, the more | learn. ... |
know many friends through music. | think music is very important to me.
Because of music, | gain a lot. :

In addition, she believes that music is a medium to express feelings.

- When you make music, you have to involve yourself, ... submerge
yourself in music and give vent to the feeling.

. About music education i_n school, she suggests that it is very impdrtant_ for
students to Iéam musical knowledge, learn to appreciate music, sing in tune and
be creative. o | B -

The purpose of music education in school is for the students to learnto
appreciate music. ... May be they don’t sing that well, ... at least, they can
learn to sing, and learn some musical knowledge. ... At least they know
how to read the notes, ...the simple musical theories. In future, when they
learn musical mstruments learn to sing, join choir or whatever, ... it will
help them.... Music appreciation should be taught at the very begmnmg
They can Iearn to listen when still very young. ... If school doesn’t teach .
music appreciation ... perhaps they don’t’ have that many opportunities to
be exposed. So that is why we have to teach music. If we don’t teach, they
won't know what to listen to, they don’t know how to-appreciate beauty in
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music. ... Many classical music pieces are worth appreciating.... Kids like
singing best in music lessons. ... Kids in HK, ... perhaps it is because they
sing karaoke, they love singing.... People usually follow the social trends.
Like when karaoke is popular, lots of people learn to sing.... | think some
creative activities can be added too. Creative activities such as: after
listening to music we can ask the kids to draw. Or, we can ask them to
design some sound effects, for Primary 5 or 6 classes. | think these are
meaningful and much better than just singing all the time.

Profile of the School

The school where Fong-fong taught was a government-aid primary scho'ol
managed by a church greup.' It.was located on a street where there were many_ A
luxurious high-rise apartments to‘gether with shabby corners such as a hawker’s
market and run-down old apartments. The 5-storey school building had an open-
air concrete playground and a covered p‘layground. This building accommodated
two schools: an A.M. school and a P.M. school. Fong-fong.taught in the P.M.
schoel._ t.ike in the case of Ka-ling, the school was a standard-size primary
scheol. Each school had approximately'QOO students that were divided into 24
classes ranging from Primary 1 to Primary 6. There were 32 teachers that
worked for each school (excluding the principals). According to Fong-fong, her
students came from diverse backgrounds rangrng from very afﬂuent famlhes to
working class famllles but the majonty came from mrddle class famrlles The |
music room was located on the top—ﬂoor of the school bunldrng whule the hall was
on the 19‘t floor where the offices were located. As this school was a religious-
eriented school, there were assemblies every day when students had to say
prayer and sing hymns together. Besides, the school also organised extra-

curricular activities before or after school (A.M. school usually had the extra-
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curricular activities after school hours whilethe P.M‘. school had them before
school hours). These extra-curriciilar activities included violin classes, recorder
band, melodica band, percussion band and the school choir. These bands and
school choir participated in the annual H'cng Kong Schools .Musi‘c Festival and
performed at the school ccncerts dLiring Christmas time and the graduation

cererhony at the end of the school year.

Instrumental Setting

During the period of observation, there Were altogether four 30-minute-
music lessons. According to Fong-fong,
Music lessons are shorter than normal. Among the eight lessohs ina
school day, the first lesson is 40-minute long, five lessons are 35-minute
long and two lessons are only 30-minute long. . Perhaps the 40-minute -
lessons are reserved for more important subjects Perhaps it's because of
administrative convenience. . ‘
The group of students being observed was a class of Primary 2 with 36
students. Only two of the four music lessons (the first and the third lesSOns) took

place in a special room for music because during the second and fourth Iessons ' .

the room had been scheduled for the other classes to have their musuc lessons

In the musrc room, ‘an upright piano was placed near the blackboard A hl-ﬁ set
was placed next to the ‘piano. Students were arranged to sit in rows facing the__'
blackboard. - | |

The second music lesson being "obser\/.ed tock plac‘e‘in' the hall. Acccrding
to Fong-fong, this would ha.ppen when two classes of students were having_

music lessons at the same time slot. One class would then be scheduled to have
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_ Iesspns in the music room while the other class would be arranged to have music
lessons in the hall. The hall was the place where school _cefemonies usually‘ took
place. There was a stage in the hall with a grana piéno. HoWever, the music
lesson took place in a corner and only a portion of the ha|I‘ was used. Since the
grand piano of the hall was placed on the stage, it was inconvenient for the
teacher to use the grand piano while the students sat in rows downstage. The‘ _
ohly teaching equipment that Fong-fohg could use in the hall was a movable |
white board that she placed in front of the students. The students sat in rows
facing the teacher. _For convenience, Fong-fong bro_ught a portable CD/cassette
player to the lesson instead of making use of the central sound system in the
hall.

The fourth lesson took place in the classroom where the class of Primafy
2 being observed usually stayed for their other Iéssoné. It was because some
construption had to be done in the hall that day. Fong-fong was worried that the
construction would produce noise that might disturb the lesson, so she preferred
to have the lesson in the claésroorh. In the classroom, there was neither a piano
nor the hi-fi System to. play music. Fong-fong hgd to bring along the portable
CDiCassetté player to the cla'sérbom. THe studentssat :in .row:s With desks fai:irig
the blackboard. | |

To make,. sure fhat the students would not disturb thé other classes while
they moved from their classroom to the special rooms, Fong-fong had to get the
students line up béfore accompanying them to the mUsic, room or the hall. As a

result, the actual duration of a 30-minute music lesson was shortened to only
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about 20 minutes.

Observed Practices

According to the tour lessons under observation,;FonQ-fong plaeed the~ A
focus of her teaching on baSic musical knowledge; practical skills in 'singing;.and
music appreciation. | o | -

Music reading. Since Fong-fong“beli:e\res that “it is very importa"nt fer‘ " ‘
students to learn music kneredge, learn to appreciate music, sing'in t‘uneﬂ'and
be creative,” she thinks at vleast they shduld “know how to read the vnotes, ...the
simple musical theories.” Here are some examples of how she trainedi her
students on music theories: ‘ | | E

At the very first lesson that was observed, Fong-fong read, clapped and_, o

reviewed the rhythm pattern with her students. She also asked, for example,

~ “How many beats are there in a bar when the time signature is 2/4?" She then

reminded the students of the strong and weak beats (metrical accents);of 2/4

time.
in the thlrd Iesson Fong-fong once agarn read clapped and revnewed the ‘

rhythm pattern wrth the students When she rntroduced the 6/8 trme to the class -

’she demonstrated the beats by countrng the basic pulse of 6/8 whrle cIapprng

rhythm with the students

Practical skills. .Fong—fong observed that “kids like singing:best ’in music
lessons.” This belief was confirmed at her lessons because she not onl'y taught

her students how to sing, but also made them sing well. According to'the four
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Iessons under observation, this particular class rea_lly' enjoyed singing and sang
well for their age. Here are some examples of how she taught her students to
sing. |

During the first lesson under observation, Fong-fong demohstrated by
singing “I have a Wish” on her own _(a translated version in Cantonese). She then
taught the students to s‘ing the song phrase by phrase, repeatedly, until they
were familiar with the song. She also aeeompahie_d the singing of the students h
with piano. o B |

At the second lesson, Fohg—fong reviewed singing “I have a Wish” with her
students. When singing, she constantly reminded the kids not to shout, but to
sing gently and softly. She also demonstrated by sihging softly herself. It_was
evident that she was very concerned with their singihg tone quality. When the
students were familiar \tvith the song, she had them 'sihging in round. She asked
the students to sing the first voice and she sang the second voice. It was obvious

that the students were very enthusiastic, excited end happy when they sang in

‘round.

Fong—fong demonstrated the song “chkory chkory Dock" wnth p|ano

'accompanlment at the th|rd Iesson Slnce the song ‘was in Englnsh she f rst

taught the studente to read the lyrics phrase by phrase accordmg to rhythm, then
taught them to eing the song phrase by phrase and repeated the procedure. .
When they were singing, she also reminded the stLtdents to sit with proper 2
posture. |

Music appreciation. Since Fong-fong regards music as a “practical hobby”
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and enjoys listening to music, especially classical music, it is ne surprise that she
encourages .and motivates her students to similar interests. Following are some
examples of her emphasis on reaching her students to appreciate and enjoy
music. | |

During the first lesson under obServation, Fong-fong had the students

listen to J.S. Bach’s “Bradinerie” from the.OrchestraI Suite No. 2. She drew the
students’ attention to the tone colour of flute with a real flute and CD. She also
explained how sound was produced on a flute.

During the third lesson, Fong-fong played Tchaikovsky's “Theme” from
Swan Lake, demonstratihg the tone colour of the oboe with CD and showing
| pictures of the oboe to the students. She also explained how sound was:-
produced on an oboe.
| Fong-fong and her students listened to Mozart’e “3"’ movement” from the

Horn Concerto No. 3 in the fourth lesson. She placed the emphasis on French

horn and demonstrated its tone colour With CD and pietures of the instrument. ,

She also explained how sound was produced on a French horn.

 Teacher's ﬁeﬁecti‘one"‘ |
Teacher's Reflections ebout the Content -
. Fong-fohg expiained fhat the content ane the scheme of work were jointly |
* planned ‘with her eelleagu_es. When they did the planning, they. basically followed

the music textbook rather than the Syllabuses for Primary Schools (Music).

The ech,eme of work was done according to different levels. For exémpl,e,
if you teach Primary 2, then you are the one to write the scheme of work
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for Primary 2. In fact, we (Fong-fong and her colleagues) just copy the
scheme of work as written in the music textbook. That means | won't
particularly design a scheme. ... We just follow the textbook, just kind of
follow the Syllabus from the Education Department. Or, we would omit
some, but rarely would we add anything. One thing at issue is because the
scheme of work we use is the same for both the A.M. and P.M. schools. If
any change is to be made, it would affect the teachers in the A.M. schools.

However, she reflected that she did not always foIIow the scheme of work. She

usually taught the songs in the textbook as stated in the scheme of work, but

would change the choice of other activities, such as music apprecnatlon

| don’t usually follow the scheme of work. I would teach the songs use the
rhythm drills and pitch drills of the book. ... For other things, | just ignore
them. Because the lesson plans (on the book) are useless and the
scheme of work (on the book) are badly done. ... The way of arrangement
- is not good enough. | really want to change, if it can be changed. | want

" the whole school to change together and not just myself. ... The songs of
the lessons were the ones in the scheme of work. They are in the music
book. ... They (students) like to sing songs from the textbook. They love
revnsmg the songs in the textbook, from: begmnlng to the end. ... They
enjoy singing familiar songs. '

. She usually chose the music for appreciation practice acccrding to her personal

preference rather than following the textbcok’s recommendations.

For music appreciation, | would try to choose music that is pleasant to
hear, that is, the students will love to listen. When | choose the music |
would see if the melody is light-paced, and if the instrument is easy to
identify, that is, if it is obvious enough. -

Teacher’s Reflection about the Choice of Pedagogy

Fong-fong prefers to give demonstration before teaching her students a

new song, because she thinks that is easier for the students to learn. Besides,

she beheves that it is more effective to smg along wuth the students especially

when they find the song difficult. -

When | teach them a new song, ... | will play it once ﬁrst, ... normally, |
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sing first, ... then | would read the words according to the rhythm. | always

teach this way because this will allow thé kids to quickly sing the song

smoothly. ... “Hickory Dickory Dock” is difficult to sing, because it's an

English song Even if they cannot follow, | will sing w1th them. The

students will feel easier that way.

About tea‘chving music ‘appreciation, Fong-fong elaborated that she did not
expect her students to remember the'detailed points for listening exercises. She
only hopes to expose them to some music experienee that would develop their
interests in listening in the future

" For music apprecuatlon the most lmportant thlng would be to allow them to
listen and have a feeling of... and to know the musical instruments ... | '
won'’t dare to hope that after the lesson they would remember that plece of
music or the instrument. Perhaps at best they would remember the look of
the instrument. For the name and sound, | won’t expect them to remember

. It is only for them to listen to some musnc hoping to develop in them an
mterest in Ilstenlng to music.
Assessment and Evaluation

No assessment was seen during the period of observation. However,
Fong-fong mentioned that she “would assess them on their singing only. It's
impossible to assess them individually. They are afraid to sing alone, so | assess
them.in a group of four or five. | would review the songs with them before

~ assessing them.” Although Fong-fong also tquhf her students insvtr‘ufnenit,}s'"end‘ |
rudiments, she would not include those in the assessment. “Perhaps at best they ,
would remember, ... | won't expect them to remember. ... Hoping to develop in
them an ivnterest in listening to mu_sic.” In addition,vcontihuous informal evaluation
of students’ performance could also be seen when Fong-fong regularly reminded

her students of the accuracy in pltch rhythm, good singing tone, and

pronunmatlon of words.
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Analysis

As seen in the practices of Fong-fong, she acted consistently with her
declared beliefs. For example, she was especially concerned with teaching music
appreciation, which reﬂected her own interest as well-as her teliefs about music.
She stated that “(Western) classical music is worth appreciating” avnd she insisted
that “apprectating music should be taught ... when (kids are) still very yopng.”
The musical excerpts that she chose for the lessons during the observation |
period were all Western classical mpsic. This matched her own interest —“love
Iistening to music, ... normally choose to listen to classical music.” This showed
the effect of personal interests on her professional socialisation (Pang & Tam,
1986), which in turn became her belief that affect her practice (Richardson,
1996). | )

In addition, her style of teaching emphasised passing on knowledge to the
students She was mindful of her students’ proficiency in singth skilts and |
always reminded them of good singing quality and posture for smgmg Her

v_ practice of demonstratlng good example in singing, pointing out the good and
'.‘ bad aspects of students performance grvrng prompt advrce for rmprovement
| and dnlhng her students when teachmg practlcal skllls demonstrated the teacher— :
'centered achievement-oriented approach as influenced by Chlnese cutture a_nd
commonly adopted in‘ Hong Kong. Her practice reflected her belief that “the | o
purpose of music education inschool is for the students to learn to appreciate
music, ... learn to sing, ... learn some musical knowledge" hoping that the

knowledge “in future, ... will help them” to enjoy music..
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Besides the inﬂuence of Chinese oulture, inﬂuence of Western culture was
also evident in Fong-fong’s practice of teaching music reading. The content of
her lessons was entirely Western. For example, the songs used and the notation
system were all of Western origin. The musio for’appreciation and theorohestralt
instruments demonstrated were also Western music. This clearly reflected Fong-
fong’s training in Western music as well as the Western influence in the
curriculum of the educational system of Hong Kong. These beliefs provided
further evidence of the conjectures advanced by Cheng (1992) and E‘isner (1992)
that cultural influences have an effeot on the cognitive features of teachers during
the process of professional- socialisation. tn the case of Fong-fong, her formal -7
and informal education experiences shaped her beliefs and were clearly -

demonstrated in her practices.

Case 8: LILY

‘Personal Profile

Lilyis a Chinese teacher in her rnid-3OS AShe graduated from one of the
Colleges of Educatlon in Hong Kong where she had her musrc educatlon tramlng
She has been teachlng music in a non- relrglous government-arded pnmary )
school for 10 years. Since the program that she studied at the College of
Education was not tovtards a degree, she aIso completed a. 6-year part-time .
degree. program in L|terature at a local umversrty After she received her first.
degree in therature she contlnued to study in a 3-year Master’s degree in-

socuolmguustlcs at another unlverslty ona part-tlme basis and has Just recently'-
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graduated with distinction.:

She has always wanted to bea teacher. Ac'cording~ to her, it was the |
bio_g_raphy of great musicians that inﬂ’Uenced her interests in mosic.,However, she '
did not specifically wanted to be a music teaoher'un'tit she was about to ent‘erthe }‘
'.Co|lege of Education. | | o N o

"1 had wanted to be a teacher since | was little, but had never thought
about what subjects to teach. | only considered that when | was about to
enter College of Education. ... At that time, | thought music was fun, .
playful while having lessons rather than staymg tradrtlonal and bonng
Therefore | chose this subject ‘ :

She recalled that her mterests in music were developed through learning piano
~ and through reading the biography of musicians. :

| started to learn piano when | was studying Form 1. ... | thought playing -
piano was fun. And the community centre offered plano lessons that were
not too expensive, that | could afford. ... At that time, ... when | 'had '
nothing else to do, | would read. | would read the brography of musnc1ans 1
found their biography different from those of other famous people. ... | was
thinking if | could achieve the same, and wanted to try it for myseIf

Among the various kmds of musical actlvmes she likes gomg to concerts and
hstenlng to music CDs

I like opera and musmals I thmk it would be a b|t bonng if only singing
is involved. If there is a story line, ... the program will be richer in content.

. For: music CDs, |, would either plck the | songs’in the 603 hght music or
classrcal music that is short. . . I don't quite like pop songs.’ T like Irght '
music ... with simple melody, smooth and fluent, no complicated
aocompamment comfortable to listen, and simply meant to relax. ...1 think "

it (interests in music) had not much to do with religious or family

background. ... | think it was more due to the experience in life. |
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Beliefs about Music and Music Education
- Lily regards music as a means to communicate and express feelings.

When we sing a song of happiness, people will know that we are happy.
When we hum a song of sorrow, people will know that our mood is low. So
it's a means of communication. ... Just like using the same words when
you speak. You have a different way of expression when you are happy or
not. People can feel there are two different ways of expression. The
“musical notes or words you use may be the same, but the feellng that you
convey to people would be different.

She thinks that music education is a means to nurture one’s temperament
(character) besides pore enjoyment.

I think really, it (music education) is to nurture one’s temperament. To
allow the students to feel more comfortable, to reduce stress. | hope the
purpose of music, as a subject, will not add to their pressure but instead to
alleviate their unhappiness and the pressure that they experience from
other subjects. ...When they sing, they are very happy. When they listen
to music ... they naturally use their body movements to follow. That
showed that they are really happy. You can see that they are smiling. ... It
is an enjoyable thing for them. ... Through music education, ...make thelr
life happier, less stressful and hence to nurture their temperament

She thinks that it is |mportant for music teachers in primary schools to teach
snngmg, music appreciation, instruments and music readmg_.

I think the primary thing is to teach them to sing, ...then they should learn
to appreciate music. That means to know what is good and what is not
good in music. To be able to tell what things are pleasant to listen. Like in
singing, | sometimes would teach the kldS that when. srnglng rn thlS way, it.

" is not pleasant to hsten but if you follow my way it will be more pleasant
more gentle, and more appropriate to the feeling of the song. ... Learning
musical instruments would be good too, ... say, now, many are Iearnrng
recorder: It helps to enrich their life. They would feel less boring, that they
have something to do at leisure..... Music theory is important too. ... In the
future, ...if they don’t know any music theory, they can’'t read score and
learn songs on their own.

Due to the crowded classroom she expresses regret that she can not do much-

musical movement with her students
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| concentrate less on rhythmic movements, because in the school setting,
particularly with the crowded situation we cannot do much. We can only
do a little bit such as clapping hands or some body movements, but not on
a large scale.

Furthermore, she also thinks that creative music activities are good for the
musical development of students, but the fact is that the noise made during the
process may disturb the ‘neighbouring classrooms.

Creative music activities would be good for the kids, ... to foster quick
minds and to train creativity and imagination through music. ... Many of
them are very creative. They could use any musical instrument available
in the music room. Basically, they don’t have problems in creative work,
except that there were more noises in class because when they were
practising they would try to play the musical instruments. At that point one
would need to control really well. Otherwise while they were practising
other people will think that they were noisy.

Profile of the School

The school where Lily taught was a governrhent—aided pkimary school
managed by a non-religious charlty orgamsatlon The school was located in an
urban area where the neighbourhood was a mixture of run- -down reSIdentlal
| 'apartments and retall stores. According to Lily, as the area where the school

located was an |mpover|shed area, most of the students came from Iow-mcome
' mlddle class famlhes The school bmldmg was a 6—storey bunldlng w1th an open-
air concrete playground and a covered playground The school haII was Iocated
on the 1'?" ﬂoor of the school building, the offices and specual rooms (mcludmg‘,
“music room) were located on the 2™ floor while the 3" to 6" floors were ell‘ N
classrooms. The school building accommodated two schools: an A.M. sehoel and
a P.M. school. As in the cases of Ke-ling and Fong-fong, the school w'h.ere Lily

taught was also a standard-size primary school. Lily taught in the A.M, school. In .

196



each school, there Were approximately 900 vstudents that were divided into 24
classes and taught by 32 teachers (excluding the principals of the two schools).
According to Lily; the school that she worked at oreferred the traditional'teaching
style. There were some extra-curricular music activities organised by the school,

- which mcluded dancing, percussion band and school chorr A talent:show was
held every year after the final examination at which students would sing, dance -

or play musical instruments.

Instructional Settino |

During the period of observation, there were altogether four’35-m_inute
music lessons. All the music lessons took place inrthe music room. In the music }
room, an upright piano was placed near the blackboard, while the hi-ﬁ set was
placed next to the piano. The chairs where students sat were arranged in rows,
facmg the blackboard The group of students being observed was a class of
Primary 5 that consisted of 38 students _

Before every music lesson, 'Lily had to accompany the students to walk

~from therr classroom to the music room. For the first and thlrd Iessons}under ‘

observatlon L|Iy Ilned up the students outsrde thelr classroom before'movmg to""' )
the music room. Agaln due to the time was spent on the move, the Iessons were

.shortened to about 30 mlnutes each.
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Observed Practises

It was observed that Lily steadily end consistently placed her emphasis of
teaching on firstly, basic.musical knowledge; secondly, practical skilis in si_hginé,
recorder playing and perctxssion instrumentis; thirdly, music appreciation; and
fourthly, creative works.

“Music reading. 'Lily believes thét “music theory is important” in the way that |

. if they don’t know any music theory, they can’t read scores and Iearn songs
\
on their own.” ‘Here are some examp|es of her empha3|s in focusing her
students’ learning on music readi'ng and musical terms:
Training the pitch and rhythm of students was one of her emphasis. At the
first lesson, Lily reviewed key signature and letter names with her students

before playing the recorder and singing at sight. It was observed that the

students’ response was very good and enthusiastic, showing that they have been

already well learned in this regard. During the second lesson Lily 'reviewed,

among other things, key signature, time signature and rhythm drills with the
class. She also asked the students to practise wr|t|ng key S|gnature on the
workbook. In the thlrd lesson tlme sngnature and rhythm drills were once agarn
practlced In addmon to rewsmg key S|gnature she also pract|sed smgrng.; hSeI-fa
names with the class

Teaching musical terms was another emphasis of Lily. In the first. Iesson

under observation, Lily reviewed “repeat sign,” “D.C.” and “Fine” as seen on the

score and taught the students to apply the terms to recerder playing. At the

second lesson, she mentioned once again “repeat sign” as seen on the score.
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She explained to her students the meaning of “prelude,” “interude” and
“postlude,” demonstrating these terms using the song “Wild Rose” as a_n =
example. She a_lso reviewed “rit” and “crescendo” as found in “Wi'ld’R_ose” and
applied the terms to singing. During the third lesson, Lily explained “fermata’ and
reviewed “rit” with the class and applied them to singing. | |

These examples showed Lily’s continuous etfort in teaching music reading

and musical terms.

Practical skills. Lily believes that singing can help to express' one’s

feelings. She said, “I sometimes would teach the kids that when singing |n this -
.way, it is not pleasant to listen, but if you follow my way it will be more pleasant,
more }gentle, and more eppropriate to the feeling of the sono.” It is no surprise,
therefore, that during the four lessons under observation she }conc‘entrated her
efforts on teaching students to sing well. Likewise, she also believes that |
“learning musical instruments would be Qodd too, ... it helps to enrich their life.
They would feet less boring, that they have something to do at Ieisure."

One'of the musical skills that Lily taught was reoor‘der playing. During the

first observed Iesson Llly taught the students to: play “Twmkle Twrnkle Luttle Star"

| on recorder Further to mentlonmg and practlsmg proper fi ngenng‘:‘she ,remlnded’
the class of proper tonguing and demonstrated how good sound»quallty can be
produced with oorrect breathing and tonguing. She ﬂrstly demonstrated the_song'
phrase by phrase, then practised with the student phrase by phrase until they ,,
were comfortable in doing it themselves. She asked them to continue preotising

at home and located the fingering of the second part of “Twinkle Twinkle Little -
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‘Star” for t'hem from the fingering chart in theivr textbook. o

Lily reviewed “Twinkle 'Twinkle Little Stai” on the recorder at the third
Iesson She asked if the students had practised the. second part at home. Some o
kids raised their hands With enthu3iasm and volunteered to play the second part.

The result was impresswe The whole class then practised pIaying the second

. part under the teacher s gwdance Lily then divided the class into two groups

~ One group played the fi rst part while the other group played the second part She L
even encouraged the kids to play recorder solo in front of the class by offering
small gifts to those who were brave enough to do it
Lily also put a |ot of emphaSis on teaching students to smg During the ﬂrst
Iesson observed, Lily practised smging Sol-fa names of 0, Susanna with the_
students and accdmpanied their singing, on piano. She was very attentive to the
‘students’ pitch acCUracy. She’ COrrected theirfmistakes as soon asthey finished.
singing the 'phrase in question by dernonstrating ia correct way vof singing_by L
her'selt; Then she led the stu.d‘ent’sto sing and ‘practised with them repeatedly_ o
Vuntil they sang in tune. When the students sang with words, she also paid |

' attention to their diction and intonation When they were more familiar With the }

| words, Lily pIayed piano accompaniment and sang along With them”Theq '»r e
students were obViously very excited and happy when they discovered that they ‘
could master the song |

Lin reViewed “O, Susanna” at the second lesson With the students smging'
both in words (in Cantonese) and Sol-fa names: She reminded the students of

good posture when singing, and how to express the feeling in the song. During

200




the third lesson, she practised singing the Sol-fa names of “Wild Rose” with the
students with piano accompaniment. She also reminded the students to observe
the dynamic marki‘ngs and sing with more exnression and fesliné. Lily reviewed
singing “Wild Rose” (in Cantonese) during the fourth lesson. She reminded the
vclass of good posture and en’couraged students to sing with more expresSion.

in addition to recording playing and singing, she also let her'students
blaying some percussion instruments. During the first lesson, Lily demonstrated _
how to play classroom percussion instruments, such as triangle ahd castanets.
Soms students volunteered to play ths instruments according to an ostinatb
. pattern while the rest of the class sung “O, Susanna.” Lily. played piand
accompaniment for the class. Since there were not enough percussion
instruments for each student to have one, they sang the song‘ three times and
took turns to play. it was observé_d that the students Were very eager and well
behaved when they followed the tsachér’s instruction. Sinwilarly, at the end of tne
lesson, they were very dtsciplined and put the instruments back into the box.

During the third lesson, t_ily demonstrated the ostinato pattern for
accompanymg “Twmkle Twmkle L|ttle Star As in the ﬁrst Iesson the students
took turns to play wuth percussnon mstrument whlle some of them played rést;rder

and the teacher played piano accompaniment. -

Music appreciation. Lily believes that listening and playing music can help

to relieve stress and nurture one’s character. Consequently, other than making
and playing music, she also places emphasis on music appreciation in her

teaching. She said,
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When they listen to music ... they naturally use their body movements to
follow. That shows that they are really happy. You can see that they are
smiling. ... It is an enjoyable thing for them. ... Through music education,
...make their life happier, less stressful, and hence to nurture their.
temperament.

- During the fourth lesson, Lily demonstrated a CD excerpt with harp solo

playing the melody from J. S. Bach’s Minuet in G major. She explained _the tone

production of harp with reference to the textbook. Since it was impossible to
show a real harp, she brought a guitar to the class and let the students heve an
~ experience with it to realise how sound was produced on a ptuck;string |
instrument. |
Creative activities. During the fourth lesson under observation, t_'ily asked
her students to compose a two-bar phrasé and be prepared to demonstrate their
composition by clapping it out. She first sh'owed her own work on the blackboard
" and demonstrated clapping. She then asked the stUdents to write their
composition in their music books. The students were free to discuss among
themselves when the teacher walked around the classroom to see how they
were doinc. After 10 minutes, she asked if any of them would Iike to ShOW }their
work. The kids were shy and hesntant atfi rst so she called them to come out by
-their class numbers Because of madequate tlme onIy three students had the
opportunity to show their work. For the rest of the class, the'teacher 'said she

would check their work when they handed in their music book..
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Teacher’é Reﬂections
Teacher's Reflections about the Contént
Lily reflected that Ah‘er teaching basically followed the lesson plans that
were planned and developed by the joint &ffort with her cblieagues. As the
_students had their own music textbooks, she and her. colleagues usually taught
' the materials in the textbooks. Although the content was thé same for all classes
| of the same level, teachers were free to design their own pedagogical activities to
teach the set materials of the textbook.

The four lessons were the same as the lesson plans, but they (the plans)
were not done by me. At the beginningof the term, we planned ... there
are several teachers that taught the same subject ... one of us would be
assigned to do the lesson plans for a particular level. ... Basically, the
lesson plans are the same for the same level. ... Normally we would do it
according to the lesson plans unless there is not enough time. We have
many old lesson plans done by the previous teachers. We use the old
ones unless there is a change in Syllabus. You know, ...change in
Syllabus can be a change in textbooks, and then we really have to
change. ... Nowadays, the textbooks come with corresponding CDs, so |
~ use those CDs for listening too. ... Since our lesson plans are not detailed
at all. You can say that there is much room to carry out one’s ideas about

pedagogy.
~ Lily was also aware of the language of the songs in the music textbooks that
might have effect on the music learning of students.

If they can sing in the song’s original language, that would be much better.
Perhaps after adaptation the meaning of the words would be changed. ...
so it would not be able to match the culture in those countries. ... | think if
it can match the original meaning that would be good, but sometimes we
don’t even know the original words of the songs. So we won'’t be able to
explain the cultural background in this regard. '
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Teacher’s Reflections about the Choice of Pedagogy

Lily believes that her way of teaching music can provide her students with
the basics such as singing, music reading, instrumental playing and music |
appreciation. She hopes that through the activities, her students will be able to
appreciate music and become critical Iisteners of good performances

| expect them to be able to apprecuate music, sing some songs, and play
some musical instruments. ... To the very least, they can read music and
sing it out. This is the very basic thing that they could do. ... | think, |
taught them to sing, read music, etc... and by reading music, they can.
learn to sing independently, and don’t have to rely on the teacher. ... By .
teaching them to play recorder, or music appreciation, they can distinguish
what are good and pleasant. | think it can be said that these goals are
achieved in my teaching.

According to her, the pedagogical approaches that she adopted toteach
practical skills like-singing and recorder playing can effectively improve the skills
of her students. They also guide and help children become critical listeners able
to distinguish well-performed music. She believes that it is very effective to train
students with Solfege phrase by phiase when teaching a new song.

For singing, ... some (students) catch up with things more quickly, ...but

for some others, they would be slower. | have to ... sometimes train them

phrase by phrase, and then they can sing the whole song fluently. ... Just
for teaching a new song, | would teach them to sing Sol-fa names. ... |
think, to the very least, let them know that they don’t smg just like that that
is, not just shout. And to know that to express a song is slightly different
from singing a song. Singing is easy, but it requires skills to express the
song. So, ... to train them to be able to do this. Likewise, it is the same for
playing the recorder. Sometimes |-would say ‘this is not good enough or
that is good’ . | would teach them how to distinguish. ’

Lily indicated that her students enjoyed creative activities. However, she
noticed that they were hesitant to show their work in front of their classmates’

because they were afraid to make mistakes.
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For creative activities, ...they are willing to try on their own, but not many -
are willing to come out. ... But if | call, they will come out to show their
work. They are a bit timid. ... May be they are afraid of making mistakes.

She reflected that her teaching of music instruments attracted students

very much and they were very excited. In this context they were eager togoin

front of the class and play instruments.

For playing musical mstruments, many students rushed to put up their
hands, or even their feet, wanting to come out to play. ... They think these
-are toys. They want to touch them because they have no chance to touch -
those instruments beyond the music room. So if you give them a chance

to play, there would be many students that are willing to touch the toys ...
everyone would be willing to come out.

Assessment and Evaluation

No assessment was noted during the period of observation. However, Lily

mentioned that she would include written examination on mtjsio theory and

-practical examination of singing and recorder playing. She reminded students

frequently of the musical terms and rudiments of music in her teaching, clearly

preparing them for such tests. According to her, she designed the assessment

into two sections,

40 marks on written examination. Then the remaining 60 marks would be

" on recorder and singing together. Originally it should be elther smgnng or .

recorder. But | decided on my own that recorder should have’ atleast-10 -

~ marks. Singing is 50 marks. ... so that if they don’t sing well, they can still -
use recorder playing to get better marks. Or when their recorder playing is
no good, they can use singing to take cover. When testing their recorder
playing, they would have to come out and play alone, one by one. For
singing, | would allow two of them to sing together they wili smg in turn,

one line after the other.

In addition, continuous mformal evaluation was evident when Lily taught

her students to sing and play recorder. She kept rentinding students of the
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correct position for singing proper ﬁngen’ngand tonguing for playi‘ng re'corder h
accuracy in pitch, rhythm and pronuncra’uon ‘She pointed their mistakes promptly
and asked students to correct them followrng her rnstructrons and

dem,onstratrons.

- Analysis |
Lily believes that music education should provide students with the basics.
such as singingﬁ, mu;sic reading, i'nstrumen'tal-pl'aying and music apvore}’Ciation. Her
practice reflects these beliefs ‘in that these activities can' be frequently found-in
her lessons. Although she also -mentioned'that creath/e activities areimportant;‘
they were less frequently included in her practice. | |
During creative activities, Lily e.ncourages students to discuss their_work
: among themselves. Since the students are trained to behave with Qood'
discipline the class did not become chaotic when granted “freedom..” However ';
her students tend to be trmrd when asked to show their creatrve work in pubhc
‘This reflects tradrtronal Chrnese approach to education, where students Iearn to |

behave in a drsmplrned way in the classroom and wh|ch does not emphasrze .

rndlvrdual forms of creatrve expressnons
lnﬂuences of both Western and Chmese cultdre are evrdent in Lrly s
practice. The content of her lessons is entirely Western The songs such as “O; |
~Susanna” and Schubert’ s “erd Rose are of Western ongln although students
srng them in translated ver5|on in Cantonese. The tune for recorder “Twrnkte

- Twinkle, Little Star” as wel| as notatlon for musrcal readlng skrlls also come from' :
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the Western culture. This olearly reflects 'i_ily’s training in Western music as well
as overall Western inﬂueno‘e in the school curriculum in.Hong Kong. |

Lily’s style of teaching that. emphasises passing knowledge to students
and values practice and drill also shows inﬂu_ences' of Chinese educational
thoughts such as Confucius’ sayings about the 'pleas'ure to “practice in due' time
what one has learnt” (Zhai et al., 1994, p.1").. For example, she expected her
students to practise playing recording at home and kept reviewing and remindingl ;
them of the musical terms and the music reading Skl||S such as readlng time-
S|gnature key-sugnature and notes on 5- line staff ThIS also matched her beliefs |
that “the primary thing is to teach them to smg, .. they should learn to appremate ‘
music, ... learning musical instruments, read score and learn songs on their
own.” | |

Though continuous informal evaluation Lily pomted out the good and bad
practices of her students and gave them prompt. advnce on what to do in order to

improve. Lily’s patience and her way of repeated practices with the students,

aiming at more expressive and better quality in tone production when singing and

| Aplaying recorder, clearly demonstrated the achievement-onented approach that

permeates in Hong Kong education In addition her |deas and practice of
demonstrating “good examples” in practical skills and music appreciation, “teach
them how to distinguish, ... this is not good enough, or that is good” clearly

echoes Confucian educational thought of “setting good examples” and expect

- students to foIIow However, this may also be the reason why her students are

sometimes “afraid of making mistakes” in creative actiwtles
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On the whole, Lily is very cohce‘med with her students’ proficiency in -
practical musical skills and.music reading ability. From the performance of her
students during the lesson observed, it is obvious that her stqdents _have been
continuously trained to read music. This is demonstrated by the fact that their
' | pitch accuracy and music reading skills are so good that they can sing melody ét |
sight without much help from the teacher. This in fact matches exeectations and
beliefs of Lily about music education and .t:estiﬁes her ability to reach her geals

with students.

Case 9 STEPHANIE

Personail Profile

Stephanie is ajC.hinese teacher in her late-20s. She graduated from one of
the Colleges of Edu_eation in Hong Kong where she'héd her musie educ:atien |
training. Since the program that she studied at the College of Education was not
.a degree course, she further completed a ’3-year full-time degree program in
primary education in a local university right after she graduated from the College
of Educatlon Smce then she has been teachlng musuc ina non rellglous
govemment-a|ded pnmary school for two years o | .

Accordlng to her, it was the msnstence of her mother and the mﬂuence of
her piano teacher that shaped her decnsnon to become a music teacher.
Stephanie truly loves music.

| always wanted to be a teacher, since | love music, ...so when | entefed

College of Education, it was natural that | chose to study music.

..Decided by my mom, | started to learn playing piano when | was in
Prlmary 3 or 4. When | passed the Grade 8 Piano Examination of the
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Royal Schools of Music (equivalent to Grade 10, Royal Conservatory of
Music in Canada) at Form 4 (Grade 10), my piano teacher told me that |
only knew very, very little about music. So passing Grade 8 should not be
the end of my learning path. Grade 8 was just achieving a little bit in
music. And I should continue to learn. ...I really wanted to study music, in
a structured way.

-

Among the various kinds of musical acti\/ities, she loves playing recorder and
attending concerts.

Now | play recorder a lot. You can say it's for teaching, but | actually play it
for interest. Because | teach recorder, | discover this is an instrument that |
can take with me anywhere. | can pack it when travelling and play it from
time to time. ...1 like going to concerts. It's different from listening to CDs
in the way that | would have enjoyment to both hearing and seeing. ...
May be the music played is the same, ... but the presentation is different.

- It's different from listening to a machine. '

Stephanie indicated that she loves Westerh; music,in-the classical style most
~ because of its uniformity.
| like classical style most, ... the work of Mozart and Haydn. They have |
their own uniformity. ... May be my personality makes me like things at
that period: straightforward and narrative, with only little variation at times.
Besides, she has just ‘started to éxplore making music with éompUter.
| kind of fool around with the computer at hOme. ... | think it is getting more

and more popular, so ... | just love it.

Beliefs about Music and Music Education .-

Stephanie regards music as “something that everyone would come across
in daily life.” |
Very simple, like, ... whenever you are awaké, you will come into contact
with lots of things related to sound. And when you think deeper, there may
be sounds that are organised. ... It is also a means of expression, ... itis a
pleasure. . ' : o ' :

- She believes that music “can comfort and calm a person’s mind. .‘..It helps
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people to develop patience, ...when 'you Iisten to it, ...you eventually appreciate
it.”

As she believes that music is “a part of life,” she regards music edu'cation
a form of general knowledge in school, as important as other academic subjects.
She suggests that music lessons in schools should include the teaching of
rudiments, singing and appreciation. |

At least, let the kids have a chance to be exposed to something related to-

their life. And if possible, allow the kids to gradually develop their interest.

.. At least through music education, hopefully the kids will not reject
music. .

- She insists that it is very important to teach music rudiments, singing, and

listening skills in music lessons.

Very important elements in music education are ... music rudiments, like
grammar in English, then you begin knowing how to appreciate it, then
gradually create on you own. ... They should have the opportunities to
sing. At least everyone can use their own voice to express themselves....
listening skills should come next; ... it can be trained in music. Not
detailed analysis of music, but ...when listening to it, they won’t reject and
feel it is relevant to life, ... eventually, appreciate it.

Profile of the School

The school where Stephanle taught was a government arded prrmary
school managed by a non- rellglous charrty organrsatlon The school was Iocated
inan urban area with a mixture of business centres, luxurlous high-rise
apartments and inexpensive residential burldmgs The school was housed in a 3-
storey bu‘ilding with one open-air small concrete playground and one covered
playground. Howeyer, it did not have a school hall. All the assemblies and

gatnerings were held in the covered playground. This school ouilding
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accommodated two schools: an A.M. school and a PA.M. school. The A.M. school
where Stephanie taught had approximately 240 students, with one class of |
students in each Ievel of Primary 1 to 6 taught oy elght teachers. Since it has
been the tradition of this school to use English as the language of instruction, all |
subjects except Chinese were taught in English. The students came from diveree
family backgrounds ranging from worklng class to upper-middle class families.
Stephanie was the only music teacher in the A.M. school. As th'evs_ize of this
school was relatively small and only a percossion band was offered a; an e>dra-,
curricular activity for students. The percussion band usually had their gatherings
on Saturday mornings. The percussion band performed at the joint graduation
ceremony for the school network under the management of the same charity

organisation.

Instructional Setting

During the period of observation, there were allogether four35-mi_nute
music lessons. These rnUSic lessons took place in a special room for music
where an uprrght plano was placed near the blackboard A hi-fi set was placed
next to the plano The charrs for the students were arranged in two rowsthat .
formed a semrcrrcle, facmg the blackboard, leaving the centre of the music room
spacious enougn for all the students to form two co-centric circles. The group of
students being observed was a class of Primary 2 that consieted of 40 students.

Before and after every musrc Iesson Stephanre had to accompany the

students from thelr classroom to the music room and vice versa. The actual -
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duration of the 35-minute music lesson was thus shortenéd to about 25-30

minutes.

Observed Practices

Since the Qovernment-aided'primary school whe}e Stephanie taught
chused en Ehglish proficiency of the students, Stephanie also taught music in
English. She would only explain in Cantonese the part that the students did not
seem to understand. NeVertheIese, it was noted that the Primafy ‘2 >stUde_nts
chatted am'ong themselves mostiy in Cantonese.

Stephanie put her emphasis of teaching on firstly, music reading abilities
of the students, secondly, on sinéing; and thirdly, on ﬁstening.

Music reading. Stephanie believes that “very important elements in music
education are ... music rudiments, like grammar in En.glish, then you begin
knowing how to appreciate it, then gradually create on you own.” From the four
lessons under observation, it was ob\)ious‘thai she paid much effort and attention
to teach her very young primary 2 students muvsic reading.

During the first lesson, Stephanie shoyyed ﬂesh cards and preetgeed
reading rhythm with the students. She reminded the 'el'a'seféf the strongand weak
~ beats (metrical accents) of 4/4 times. She reviewed the rhythm drills in the
second lesson, end Aseng with the studeﬁts the Sol-fa names of “if You Are |
'Happy” with hand signs. After that, she shewed a 5-line staff notatioh of the song
on the blackboard and sahg SoI-fe names with th'e}m, pointing to every individual

note on the staff as they sang.
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" During the third Iesson Stephanie f rst sang’wrth her students Sol-fa }
names of “American Cowboy Song” with hand 3|gns She then showed a 5- Iine -
staff notation of the song on the blackboard ‘again and sang Sol-fa names w:th
‘ them, pornting to every individual note on the staff as. they sang along She aIso
-asked the students to clap the basnc pulse of the song when they sang

Stephanie repeated the same method when she taught Canadian Canoe | -
Song durlng the fourth lesson. It was observed that although the Primary:2 ’-
students had limited ability in sight-reading, Stephanie was very patientin
repeatedly using the poin‘ter to show the notes when Singing with them. It was
- apparent that she had hoped that the students wouid be aware of the reiationship
‘between the Sol-fa names they sang and the 5-line staff notation. -

Sinqmg skliis Since iti is Stephanie s belief that students * should have the

opportunities to smg At least. everyone can use their own v0|ce to express
themselves her students had many opportunities to sing during the Iessons '
' She also taught snnging Skl"S and most importantly, encouraged students to
: express themseives through smgmg -

Dunng the ﬂrst |esson Stephanie began W|th the Good Morning Song
She aIso taught anew song, “If You Are Happy She demonstrated the new |
song with pia‘no accompaniment. When teaching .“If You Are Happy, Stephanie
taught the students. toi sing Sol-fa names phrase,.by phrase: and when they sang,v |
‘she reminded them not to shout but smg softly When the Iesson ended the :
: students sang “Good- bye Song |
Stephanie started,the secdnd lesson aga'in with “Good' Morning Song.” -

y -
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She then reviewed “If You Are Happy” with the students using pitch accuracy
~ drill, that is, singing Sol-fa names according to her hand signs. She also asked .
the students to sing the song with body movement, such as clapping hands and
stepping on their feet according to the basic pulse.‘ She again ‘remind'ed thev |
students not to shout when singing. |

Then she played the song game “If You Are Happy” with the class. Making
use of the front area of the classroom, the students formed a circle with |
Stephanie in the centre. She led the song and asked her students to suggest
some other movements to replace “clap youf hands.” One of tne students raised
his hand and suggested “touch'your head.” The whole class then sang the song
replacing “clap your hands” with “touch your head.” They also matched the song
with r'novement,' that was, touching their heads when they seng _the appropriate
phrase. Another student raised her hand and soggested “siep your feet.” The
wnoie class foIIowed in the same way. Stephanie led the song and did the
movement with the stLidents all the way through. It was obvious that the stodents
were very happy and excited when they were playing the song game. Stephanie
ended her second lesson W|th “Good bye Song

Dunng the third Iesson Stephanie onoe again started the Iesson wnth
“Good Morning Song.” She ﬁrst reviewed singing “If You Are Happy” with the
students, then demonstrated.a new song, “American Cowboy Song,” wi’ih piano
accompaniment. She guided the students to sing phrase by ohrase in Sol-fa
names with hand signs. Tnen she led them to sing phrase by phrase in \ivords;

reading the scores. Stephanie paid much attention to their pitch accuracy and
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constantly asked them tp listen carefully when singing"'. She ended the Iesson
with “Good-bye Song” again. |

Stephanie used “Good Morning Song” to start the fourth lesson in the
same way. as the previous three. S}he reuiewed singing “American Cowboy -
Song” with the class before she started to teach a new song, “'Canadian Canoe
Song,” with piano accompaniment. She guided the students to sing “Canadian
}Canoe Song” phrase by phrase in Sol-fa .names with the assistanc‘:evof hand
signs. Then she taught students to sing in words, again phrase by phrase,
reading the scores. Since there were lyrics written both in English and Chinese
on the song sheet, Stephanie asked the class to ‘sing both the English and

Chinese versions. She ended her lesson with “Good-bye Song,” Iike before.

Llstenrnq skills. In terms of listening skills, Stephanle beheves that training
of young students should be more of an exposure klnd to enhance their ability to
appreciate music. “Not detailed analysis of music, but ...yvhen listening to it, they
won't reject and feel it is relevant to life, and ... eventually, appreciate it

During the third iesson under obsewatipn, Stephanie put some melody
score cards on the blackboard She sang one of the melodres and asked the
students to guess whrch card she sang from and match the tune wrth the melodyf "
card. She then pIayed ‘short melodic phrases on the plano and asked the class to-
listen and use thenr movement to rndlcate if there were repeated notes. If there
were no repeated notes, students should remain seated but |f there were
repeated notes, th‘ey should stand up. When playing, the kids were very excited

because they were happy to have the opportunity to move about.
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During the fou'rth lesson, -Stephani.e pleyed on the piano melodies with
either upward melodic movement or downward melodic movement. She asked
the students to identify the melodic movements from the short phreses and
indicate the answer again by movement. If the melody went up, they should -

stand up; but when the melody went down, they should sit down.

Teacher's Reflections

Teachers’ Reflections about the Content .-

Stephanie was the only music teacher in her primary school. Therefore
she had more freedom to manoeuvre and design the content of the lessons.

The school gave me much freedom to choose the content. ... The whole-
framework of the curriculum was done according to the music Syliabus of
the Education Department. | would organise the elements in a way ...that |
would teach more comfortably and they would learn more smoothly. ...1
select the materials from a very wide source -...from the textbooks
available in Hong Kong and England and other places, ...some are from -
collection of songs, some from choral materials. ... hope ...the students
will feel that music has many varieties. :

She indicated that since she hoped her students could focus better, she
purposefully implemented greeting songs in every music lesson.
The Good Morning and Good- bye songs .are to focus their attention .

again after walking all the way from’ thelr classroom .a very ‘musical way |
to greet each other. :

Teacher’s Reﬂections"about the Choice of Pedagogy

Stephanie reflected that she designed the teachmg activities so that the
students could experience a musxcal element in different ways.

| don’t just want to use one or two activities for all music lessons. There
can be many different methods to teach the same elements. Those four
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lessons are some of the methods that | use. ... | divide the lesson in the
way that there are some quiet time when suttlng down, and some play time
too. _ :

instead of allowing the students to move in their own way, she reflected that they

could learn to be more rhythmic through singing with movements. Stephanie ‘

stated that it requires special strategies to teach junior‘cla.sses. She believed that

it was possible to teach students to respect the other classmates by singing

gently and listening carefully.

Singing skills for junior classes | thlnk lt’s difficult to teach. ...Why | told
them not to shout during the lessons ... was to try to avoid them shouting,
making unwanted noises ...| hope that they would respect the classmate
sitting next to them, that is, will be able to listen to the person sitting next
to them sing. ... so that in future, they could sing in rounds or two-part
songs. . From singing, they can learn the strong rhythmic sense of
music, and express themselves appropnately with rhythmic movements.
..They are still really little, and they would sit restiessly. Since they would
move on their own anyway, | might as well indirectly ... control how they
-move. ...The activities are related to their lives, such as.forming circles
and jumping to the rhythm of the song. ... When listening to music,
students would move unconsciously according to the rhythm too. .
Smaller kids would usually sing the songs with movement in a happner
mood and enjoy more:

Stephanie indicated that it was also important td-train the attentiveness of the

students. Therefore, besides the greeting songs, she used matching games and

singing with hand signs to make students leam attentively, as if they were .

learning in other subjects.

The matching games or looking at hand signs,. ... is to train them to look at
the teacher attentively, just like the lessons of other subjects. So it is not
much different from other subjects, but what | tell them is somethlng about
music instead.
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Assessment and Evaluation

No assessment was evident during the period of observation. However,
Stephanie said she would include in the assessment testing of singing skills,
musical movements and music theory.

First of all we would test singing. They would have to come out to sing

individually at the far end of the classroom. | would play like normal on the

piano. When they sing, they can follow the movements that | taught
- before, or can come up with new movements on their own. As for those

more theoretical stuff, | would ask them to come out and show them a

segment of music scores and clap or read to the rhythm.

Continuous informal evaluation of the students’ performance was evident in

Stephanie’s lessons as she constantly pointed to and corrected her students of

their mistakes in pitch, rhythm and singing position.

Analysis
According to Stephanie, music education is to pass the knowledge of
mustc rudiments, teach singing skills and train listening skills. He_r choice of
teaching materiale all .originated in Western culture. For example, the songs “If |

you are happy,” “American Cowboy Song,” “Canadian Canoe Song,” “Good

- Mormng Song and “Good bye Song’ are aII Westem Her use of hand sngns and

Sol-fa names come from the Kodaly method of European herltage and the music |
rudiments such as time sngnature and 5-line staff reading are also originated from
Western music culture. As Stephanie believes that music reading is important in
musie education, it was obvious that she tried to teach her Students to read

music in every lesson. This was likely influenced by Stephanie’s training in-

Western music has that shaped her beliefs in emphasising the knowledge of
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Western music. In addition, the Western influences in the curriculum of the
educational system in Hong Kong also had efféct on the curriculum that she

implemented.

Her choice of pedagcgical activities such as singing with movement that -

aimed at allowing the students to “express themselves with rhythmic movements”

and enjoy a “happier mood,” matched with her belief that music “is a means of
expression” and “is a pleasure.” Her emphasis of music educatlon in developlng
the expressive power and enhancing enjoyment reﬂected the lnﬂuence of the |
Western educatlonat thoughts that she experlenced in the process of
professional socialisation. |

As to Stephanie’s teaching of singing skills, it was obviods that both

Western and Chinese influences could be traced. The use of Western songs,

| Kodaly hand signs, Sol-fa names and 5-line staff notation clearly reflected the -

Western influence. On the other hand, her way of teaching demonstrated the
achievement-oriented apprcach. For example, she ta‘ught her students _tc 'sing

phrase by phrase, continuously evaluated and pointed out the gocd and bad

aspects of students performance gave prompt adwce for |mprovement and Ied | E
'students to practlce repeated untll |mprovements were made

Furthermore, Stephanie’s idea of using “Good Morning Song” and “Good-

bye Song” to develop the pol'itene'ss of'students in a musical way indicated the
influence of Confucian philosophy that music could be seen as a tool to promote
good human relationships. Likewise her idea that music is a form ‘of general

knowledge just like other subjects in the curriculum also reflected the Confucian
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idea that music was one of the core subjects in education. It originates from the
Chinese educational thou'ghfs that focused on the balance between the five
aspects of edncation (as discussed earlier in the chapter concerned with Hong

Kong education). -

Case 10: = SIU-WA

Personal Profile

Siu-wah is a teacher in her late-20s. 'She graduated from one ef the
Colleges of Education in Hong Kong \)Nhere she received her music education
training. She has been teaching music in a government primary school for three
years. Since the program that she studied at the College of Education i/vasvnot a
degree course, she had ju‘s_t starteci a part-time degree erogram in primary
education at a local university. | |

~ She decided to be a teacher after graduating from secondary school. To
apply to the College of Education was one of her many efforts to enter post-
secondary academic institutions. |

When | decided to be a teacher | thought teachlng music would be nice,

. because | started to learn musrcal mstruments when I was Irttle Twas .
mterested in. this area. '

Among the many kinds of music activiiiee, she loves playing Pipa (a
Chinese pIuck—etring rnusical instrument with 4 strings) moet. In addition, she
started to learn playing piano when she began her studiee at the College of -

Education.

When | watched Chinese TV series about the ancient times and saw
people playing Pipa, ... | thought that was nice. When i'was at Primary 5,
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.. I happened to know that courses on musical instruments were available
at the Music Office. ... So | tried to learn. ...| played Pipa for 7 or 8 years
and have finished the whole course. Actually when | started Iearning it, |
- found it was quite hard ... and | was not devoted enough, but as |
continued | felt quite good. Firstly it was very pleasant to listen; secondly |
took part in competitions and the sense of success. ...My Pipa teacher R
sent us to competition, let me join playing Pipa eneemble ..it developed : .
my sense of co-operation. | would feel that my scope was Iarger I no '
longer only played my own Pipa. There was a Chinese orchestra at the
Music Office, and | learned more about different musical instruments,
learned to co-operate, and my scope was enlarged. ... Therefore | fell in
love with it. ...1 fell in love with music. ... May be | was cultivated in
Chinese music since | was littie, that | enjoyed listening to Chinese music
* more. ... At the College of Educatron | realised only then that musicis
- more than Chrnese musrc

Siu-wa started to learn piano when she began her studies at the College of -
Education. She continued to learn piano as she felt that it was a 'useful
instrument in classroom teaching.

I'm still learning piano now. It is a very basic musical instrument. ...

Especially during music lessons, ...1 use piano. But for technical things, it . .
requires continuous practices, especially because | was already grown-up . -
when | started. ... It was tough playing and there was limited time to -

practise. ... | want to continue learning to improve myself and won’t want

to stop at this stage.

Beliefs about Music and Music Education

Siu-wah regards musrc as a part of hfe a way of expressrng feellngs and
meanmgs as weII as a means to nurture one’ s personahty and temperament

I think it's is a part of life, especially in Hong Kong 1 think, the pressure is
tremendous. Music, other than expressing feelings ... it can also express
one’s meaning. We would come into contact with it everyday. ... For
example, when watching TV, there was Pipa, and | could come lnto
contact with it in daily life too. ... Music can nurture one’s temperament. .

| would have that experience in musrc When I'm not happy and | play
music, then | would feel happier; or when the pressure at work is great, |
would listen to songs to vent out myself. ... | think music is very interesting
in the way that it can change a person. | dont know how to express the
wonder of it. ... As | grow, | don’t see any bad influences. But if | say good
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influences ... | feel, that is, it can train myself to be patient, and also in -
music, . whnle playing or listening, my perspectives would be expanded
because of the exposure :

According to her, music education is a way to pass knowledge to the next

- generation.

All education is meant to pass the knowledge from one generation to the
next generation. It's the same for music. But music is special in that it is
more than knowledge; it ...occupies our lives. Music education allows
them (students) to have a better foundation in music.

She further clarified that “foundation” means music appreciation, singing, music
reading and computer music. As she has training in both Chinese and Western '
music, she also emphasises the teaching of Chinese music.

To train their ears in listening. Not just train their ears, but to train the
aesthetic perception of music and music appreciation. ... Singing needs to
be taught too. ... Have to tune them in the way that the sounds they hear
and the sounds they sing are in tune. ... Because we have to train them to
be independent, they should know how to read notes. Even for singing
Sol-fa names, it's the same. | think starting from Primary 4; they should be
able to read music. ...l would teach them the difference between Chinese
and Western music. ...Right now, we are in a computer world. ... | think if
applicable, we can use different media to mtroduce mus:c to students it
would be more impressing. : :

- Profile of the School

, The school where Slu-wa taught was a government pnmary school
Iocated in an old urban area. Most of the buuldlngs in that area were establlshed |
almost 30 years ago. People living in that area were usually working class, low-
income families. The school building was a 5-storey building With a covered

playground and an open-air concrete playground, but with no school hall. School -

| assemblies and gatherings usually took place in the covered plaeroUnd. vUnlike

Aothe'r Hong Kong cases, where the primary school was either A.M. school or
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P.M. school, this government school was a whole day school. There were
aperoximately 450 students who were divided into 11 classes (from _Primar)r 1to
6). Since some of the students had learning difficulties and needed remed’iel
teaching in split-classes, there were altogether 20 teachers serving in thi‘s ‘sc\hool.
As Siu-wa was very enthusiastic in playing Pipa, she offered to teach Pipa

playing every Saturday morning as extra-curricular music activity.

Instructional Setting

During the period of observation, there Were altogether four 35-minute
music lessons. The music lessons took place in a special room for music. In the
| music room, an upright piano was placed near the blackboard with a hi-fi set
nearby. At the back of the music room, there were storage ee'binets where the
musical instruments were placed. Besides, there was a small storeroom fnext ’te.
the music room where teacher could put teaching aids and larger instruments for; '
classroom use. The group of studente being observed was a class of Primary 5.2
" that consisted of 40 students. |

Slnce the musnc Iessons were aII scheduled just after recess tlme

students had to I|ne up in the playground and move back to thelr own classroom "
under the supervrsron of the teacher responsrble for that Iesson They had to o
bring the music book and recorder from the classroom, then line up again- and
walk to the music room accompanied by Siu-wah. After the music Iesson,' they ’
had to return to their own classroom. The actual duration of every musnc Iesson

was therefore shortened to about only 25 minutes. - .
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Observed Practices
Siu-wah placed an emphasis on teaching firstly, musical knowledge; and

secondly, practical skills in singing and recorder playing.

- Mustcal reading. Siu-wah believes that it is important fot the students to
learn to read music. “They should know how to read notes. Even for singing Sol-
fa names, it's the same. | think starting fron1 Primary 4; they should be able te
read music.” Therefore it IS NO surnrise that she devoted much attention to
teaching her students music reading. |

| During the ﬁvrst lesson under observation,’ Siu-wah revi.ewed key signature,
tonic and dominant chords with her students. She asked them to spell out the
notes (letter and\ Sol-fa names of tenic ana dominant chords) in the key of the
song. She first explained, then asked her students to try matching eae_h bar of the
melody with either tonic or dominant chord by fitting tne Sol-fa names of the
melody with chords. The students raised their hands in enthusiasm, and ‘she

~asked one of them to find the chord for a bar. Siu-wah demonstrated the first two

| bars as examples’ The students found\the rest. Since there were 16 bars
altogether 14 students got to do the exerC|se Each of them d|d one ata tlme

Slu—wah then p!ayed the tonlc and domlnant notes on a xylophone and |

asked if anyone from the class would like to volunteer playlng it. Many students
wanted to try so she Just randomly called a student to do it. The whole class sang
the song and Siu-wah played piano accompaniment while the student played -
tonic and dominant notes to ha(monise the melody.

During the second lesson, Siu-wah reviewed the key signature, tonic and
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dominant chords with the class. She explained once again the fouhd‘a'.tion‘o’fitenic»x
| and dominant chords as in relation to the key, and asked the students te }s‘peII‘ otjt
the notes (letter names and Sol-fa names of the tonic and do'r‘nihant‘she_r'ds). She
again asked them to try matching each bar ¢f the tnelody with either tonic or |
dominant chord by fitting the Sol-fa names of the melody With thechords.
At this same lesson Siu-wah brought two chime bars to slass ahd played
on thém. One of the chime bars was the tonic note and the other was the‘ .
dominant note. She demonistrated singing the melody while playind the tonic note
“and dominant notev at the corresponding bars. She then asked if any of the
students would like to play. The children were all excited and most of them
wanted to try. When Siu-wah chose two students,‘ the whole class sang the
melody with Siu-wah piaying the piano accompahiment while the two Students
played the chime bars to harmonise the song.
During the third Iesson when teaching 'e Chinese folk song “Seerch the
Plum Blossom in the Snow” that was new to the students, Siu-wah reminded the o
' class of the key sngnature of the song She also reviewed the musmal term “D C. |

al f ne wuth them and dlscussed the use of mus1ca| terms used in the song. She '

again revnewed time sugnature 3/4 W|th the class and read the rhythm'!pattem wuth | ' |

them.

In the fodrth Iesson, Si’u—wah again reviewed key sig‘nature and the |
‘musical terms previously learned by her students. She discussed the different - -
sections as found in the song “Search the Plum Blossom in the Snow.” She'alsq

introduced the concept of “Ternary Form” with reference to the structure of the
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song.

Practical skills. It is Siu-wah’s belief that students should be trained to the

“aesthetic perception of music and music appreciation." In addition, she also
thinks that “singing needs to be taught too. ... Have to tune thens in the way that
the sounds they hear and the sounds they sing are in tune.”

In the first lesson, She reViewed with her students “Let’s'Sing the Song
Together,” the song learned in the previous lesson. She played the piano
accompaniment while the students sang. She reminded the students of good
posturevtkhen singing.

During the second lesson, Siu-wah again practiced “t_et’s sing the song
together” ‘with the students by playing piano accompaniment 'to their singing. She
repeatedly reminded them of good posture when singing'and told them to listen
well for eitch accuracy. | |

Siu-wah reviewed the song “Search the P’Iu,m Blossom in the Snow” with
her students by playing recorder during the third lesson. She reminded the class

of the proper ﬁhgering and had them practise playing the song. The students also
sang melodic patterns as found in the song gwded by the teacher She also
taught the song by smglng Sol-fa names W|th the class phrase by phrase |

At the fourth Iesson, Siu-wah repeated S|ng|hg Sol-fa namesvof "S_earch
the Plum Blossem in the Snow.” She asked the class to sing the whole song in
Sol-fa names with pia‘no accompanirnent. She firstly demonstrated singing the

' Sol—fanames, then reminded the students to listen well and sihg in tune. She

once again asked the students to sit with good posture.
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Teacher's Reﬂections

Teacher’s Reflections about the Content
- Siu-wa reflected that she had much freedom to plan for her lessons.
~ 'However; she usually taught according to the materials contained in the te-_xtbo'ok
because students were required to have textbooks.

We have two music teachers in this school. She teaches all classes of

Primary 1 to 3 and | teach all the classes of Primary 4, 5 and 6. Since we

are teaching different levels, so | planned my part on my own. The school

did not specify what | have to teach, but I followed the Syllabus of the

Education Department and the music textbook because | use the ,

materials in there. Students are compulsory to buy their own textbooks.

She reflected that she usually put more erﬁphasis on teavching music

- rudiments in Primary 5 than in Primary 4, the level where she put more emphasis
on practical skills.

I normally would teach recofder once or twice in a month. ... Because théy

are in Primary 5 now and we have to teach them music rudiments, so |

teach recorder less frequently than when they were in Primary 4.

As Siu-wah notiéed during the first observed lesson that the cor_icept of _‘
tonic and dominant chords were quite difficult for the stuAdents to graép, she
decided to change the original planvéh'd taught these concepts again in the
second lesson.

| fepeated that at the second lesson, | spent more time on it because

some of the students didn’t understand. The theories that | taught had to

be examined and when they didn’t understand, | just repeated it all over

again. ... Exam is the primary motivating force to make them learn, ... it
further reinforced those not so motivated to learn. '
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Teacher’s Reflections about the Choiee of Pedagogy

Siu-wa expressed her hope that her teaching could help to nurture
character and temperament ofy her students. Therefore, she always tried her best
to improve herself and teach with different methods so as te be a more effeetive
teacher. |

| Hoping to bring music to the students, to nurture their temperament, to

| enjoy and be fulfilled, and to develop their imaginative ability. ...Itryto
make use of everything | know at the moment to teach them. ... And |
would upgrade myself... that is ... | would read more, try more ... trying to
make use of different methods to teach them. '

She realised that it was important to get students invplved in music
learning. As a result, the pedagogical activities she used to teach always
involved the students, such as having the students n1atching chords with-
melodies when teaching the knowledge’ abeut chords.

At the primary level, it is to let them know and participate, then they would
remember better. ... | really want them to realise that music is just like any
other subject, and it is not particularly difficult. Therefore | try to let them
participate as much as possible. For example, in teaching tonic and
dominant chords, or those musical elements, ... | tried to match them with
the singing and other activities. | tried to have them participated in various
aspects and hopefully through those things, like musical instruments, and
. participation, | could reinforce their impression. ... After participation,their
rmpressnon would be enhanced : : L

'Although she put her emphasrs on srudents nartlcrpatron. ehe regretted o
that she could not involve all the students in playmg the percussron lnstruments
- She was concemed wrth the enjoyment of students in music Ieamrng at the same
time.
” In real classroom situation, there were not enough percussion instruments
that | could prepare, ... not all of them could participate playing the chime

bars and xylophone. ... Some were quite smart, and they could find the
notes and match the chords by themselves when they came out in front of
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the c‘lialss. ... 1 would feel that they Iook happy and were véry involved.
| Besides, she reﬂécted that she,normélly included singing activities in
_every lesson because she regarded singing as the basics.:
- I think activities should be diversified. The basic thing is to sing. In singihg
'you must be careful with intonation, because we don't just sing with our

“mouths, we sing with our ears and hearts. ... To train them with the many
facets of music, ... it just enriches their experience in music. '

Assessment and Evaluation

“No formal assessment practice was observed during the study period. .
However, Siu-wa mentioned that she Would design the assessment to include |
written eXaminatioh on musfc theory and practical skills. She regarded
exam'ination as “the primary motivating'force fo maké them learn, it further
reinforced those not so motivated to learn.” She also said,

- The written e‘xaminétion‘ would be 20 marks. 'Sihging would be 50 marks
and recorder playing would be 30 marks. Since there won’t be enough
time to assess them one by one, and they are not brave enough to sing
alone, they would sing and play recorder in groups of three or four.

-Siu-wa’s on—gping informal aééessmeﬁt of her students was however,
strongly evident. Forvexample; when she found that the students could not catch
up with the Iearnjng of chords, she repeatgd thﬂe‘ teé_,ching ot _c.ho,rdg inthe
- following lesson to make sure that héf students ;'eéll; Qndérsfo'c)d thé concept.

Continuous infbrmal evaluation of students’ performance could also be seen in
her te'abhing of singing and recorder playing skills. For exémple, she kept
_remi.nding her students of the accuracy of pitch, rhythm and fingerings, showing
“that she was evaluating prompﬂy and aiways trying to help her students to

improve.
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Analysis
Although Siu-wah was originally trained in Chinese musAic,‘ strong Western
influence was evident in~ her lesson content. The husic notations for music
reading originated in the Western musical culture. The song, “Let’e Sing
Together” that Siu-wah used to demonstrete the harm_ohisation of chords also
originated in Western musical culture. However, Siu-wah’e classroom practice .
was also influenced by her training in and preference of Chinese music. This was
evident in her teaching of the Chinese tu‘ne the song “Search the Plurh B_‘IAossem‘ ~
in the Snow,” and her volunteer teaching of I5ipa as an extra-curricular music
activity. One interesting point to observe, however, was related to the use of the
~ song “Search .the Plum Blossom in the SnoM. This song was composed -by‘
Huang;tsh, a Chinese compeserh‘at the beginning of the 20™ century but was
Written in the Western 5-line staff notation, with which Siu-wah taught her
students to play the recorder and sing. In fact, this song is a perfeet example to
demonstrate the influence and interplay of both Chinese and Western cultures in
20th century Chinese music. All of the above reflect the Western influence in'the
cumculum of the educational system in Hong Kong and the Western and
| Chmese mﬂuences in the practlce of Slu-wah WhICh echoes the ldeas of Brllher T
(1996) that educatlon reflects culture, and Eisner’s (1992) notion that practical
educational maﬁers depend on beliefs systeme of the teacher and the
curriculum. |
Siu-wah’s practice to repeatedly explain the concept of music theory and

continuously revisit learned materials with the students reflected her idea that
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“music is just like any other subject,land it is not particularly difﬁcult.” When she -
teaches practical skills, like singing and recorder playing, she is very concerned
with the quality of the students’ ptaying and singing, and keeps re_minding them of
good posture, correct fingering and pitch accuracy. Her dsrnonstration of “good
examples” in the Iisteni'ng activities clearly shows the Confucian educational
thought of "setting‘ good examples” for the students to foliow.
Although no formal assessment was evident during the observation

penod contrnuous mformal evaluation could be seen as Siu-wah pointed out how .
well the students drd and gave immediate rnstructrons that facilitated
improvement. In addltron her idea that * examrnatlon is the primary motivating -
~ force to make them learn, [and] further reinforced those not so motlvated-to
learn” clearly demonstrated the achievement—oriented approach as influenced by
, the Chinese culture of Hong Kong. -

| Siu—Wah belieVes that it is important ‘for the students to Iearn to read music
and sing in tune. Therefore, activities that help students learn music reading and ,
singing skills were inoIUded in every lesson }of her practices during the
observatron perrod As she also belreves that musrc educatlon |s a way to pass
‘ knowledge to the next generatron her efforts to do so in the areas of musrc |

: readrng, music theory and practlcal skills were evident in the Iessons observed
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PART THREE: SUMMARY OF FINDINGS

Table 1 included below summarizes the teachers’ personal profiles.
- Among the ten participating teachers, two were men and eight were women. All
of them were experienced teachers and one of them had 6ver 20 yeal;s of
teaching experience. The participating Vancouver teachers held at least a
Bachelor degree. All of the five Hong Kpng teachers had their Certificate of
Education and only three of them had Bachelor's degree. However, only two of
the five Vancouver teachers had formal training in music education, while all the _
participating Hongi Kong teachers had formal training in this field. Consistently, all
| ~of the participating teachers had some. form of training and experience playing
' musical instruments since their childhood. In the VancouVer cases, four of the
teachers had sohe trainin‘g in piano playing and man'yl vof them‘ could play more
than one musicél inétrument. In the Hong Kong caSés, four of the stud_y
participants received training in piano'playing and one of them had trainiﬁg in
Pipa in their childhood. However, all participating Hong Kong. teachers wére
proficient in playi‘ng piano. |

All the ten teachers enjoyed'participating in various kinds of music
activities. Family'influe.nce and the experience of learming muéic were the most ..
influential factbrs that had contribUtéd their music interests and their development

in music and music teaching.
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Table 1

'The Teachers: Pe_rsonal Profile

Teacher Gend | Years Education | Trained | Training | Favorite music | Influential
er/ of in in music | activities factor to
Age teachi music music
ng ed. - interests and
school development
e music
V | Case 1 F/40s 7 B. Mus No Piano Singing Family
A | Diana Dip.Ed. Harp Piano teacher
‘N (Elem.)
o]
O | Case 2 M/30s 10 B. Ed. No Guitar Dancing Family .
U | Danny Trumpet | Singing .| School Band
v : : Listening to pop
E | Case3 F/50s 10 B. Ed. No Piano Dancing Family
R | Lola - Recorder | Listeningto Religion
Ukelele Country & Life-
Orft Western Music experience
Church band
Case 4 F/40s 20 B. Ed. Yes Piano Singing Family
Kathy (Sec.: math Singing . | Listening to CDs
& music) (classical music)
Case 5 M/30s | * 5- - | B.Mus. Yes Piano Playing Cello Family A
| Steven Dip.Ed. : Cello Listening to School music
(Sec.: classical music | teacher
: | music) Teaching music - | Cello teacher
H | Case 6 F/30s 8 B. Ed. Yes Piano Singing - v School music
O | Ka-ling Cert.Ed Playing Piano - teacher
N ﬁ Religion
G | Case7 F/20s 3 Cert.Ed Yes Piano Playing flute & Religion
Fong-fong Flute Piano Life-
K Singing : experience
(o) Listening to CDs '
N (classical music)
G : : Concert going
Case 8 F/30s 10 M. A, Yes Piano Listening to CDs | Life-
Lily B. A. ' (light & classical | experience
Cert.Ed music)
‘ : . Concernt going
Case 9 F/20s -2 B. Ed. Yes Piano Concert going Piano teacher
Stephanie Cert.Ed | Recorder | (classical music)
" | Playing recorder
, Computer music
Case 10 F/20s 3 | Cert.Ed Yes Pipa Playing Pipa TV _
Siu-wa Piano & Piano Pipa teacher
-Listening to
Chinese music




The following table (Table 2‘)‘summa'rizes the teachers’ beliefs and
practices. Generally speaking, most of the teachers fégarded music as a part of
people’s life that expresses feelingsf One of the Vancouver teachers and three of
the Hong Kongkteachers believed that music could change people’s life
experience or comfort people’s mind. Two of the Hong Kong teachers also
explicitly stated that éccording to thém, music could nurture people’s charécter
and temperament.

All the ten teachers believed that the purbose of music edubatioh was to
provide music experience for the children. However, the Vancouver teachers |
placed more emphasis on providing musical éxpéﬁence while thé Hong Kong
teachers emphasised more on ,lea}ning of musical knowledge and skills. It was

observed that the teachers’ practices reflected their personal interests in music

and their beliefs about music education..




Table 2

The Teachers: Be|iéfs and Practices

Beliefs about music

Nurture one’s

Provide music skills and

Teacher Beliefs about music Observed emphasis on
education practices '
V| Case 1 Express feelings Provide musical skills for | Music Reading
A| Diana self-expression Singing
N} Case 2 Associate with dance Provide music Dancing/musical
C| Danny experience and balance | movements
o between other academic . | Singing
) subjects
Vi Case 3 Enrich people’s lives Provide musical skills Dancing
E| Lola and music experience Singing
R| Case 4 Universal language Provide music Music appreciation
Kathy Express feelings experience Creative works
: Educate music listeners | Music reading
_ for future
Case 5 A part of soul Provide music skills for Strings playing
Steven Express feelings appreciation, Music reading
Change people’s life performance and create | Discipline training
experience music - .
H| Case 6 Express feelings Provide music skills and | Music reading
O| Ka-ling » experience for self- Singing _
N expression and create Recorder playing
G| Case 7 Practical hobby Provide music skills and | Singing
Fong-fong | Enhance communication | knowledge for music Music reading
K appreciation and o
0] performance
N| Case 8 Means for Provide music skills Music reading
G| Lily communication experience for Singing
Nurture one’s appreciating and making | Recorder playing
temperament music; and to nurture Percussion instruments
students’ temperament playing i
Music appreciation
Creative activities
Case 9 A part of daily life General knowledge in Music reading
Stephanie | Comfort people’s mind school Singing
: Provide music skills and | Music appreciation
experience for making »
music and appreciation
Case 10 A part of life Pass knowledge to the Music reading.
Siu-wa Express feelings next generation Singing

Recorder playing

temperament experience for making Percussion instruments
Change people’s life music and appreciation | playing
experience
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Table 3 provides a summary overview of the study settings. Thé observed
music classes ranged from Grade 1 to Grade 7, and one of the Vancouver music
classes was a mixed group of Grade 5 to 7. The number of students in the
Vancoyiver classeé ranged from 16 to 21. The number of students in the Hong
Kong, however was around 40, almost double what was observed in Vancouver.
The scheduled duration of music lessons in Vancouver was typically 40 minutes
while it was only either 30 or 35 minutes in the Hong'Kong cases. The actual.
durétion of lesson time in the Hong Kong cases was even shorter due to the time
spent on moving from regular classroom to the music room/Hall.

Most of the music lessons in the Vancouver took place in either regular
classrooms or the gymnasium. It Was only in Steven’s case that the music
lessons were taught in a specialised music room. However, in all the Hong Kong
cases, music Iréssons took placé in specialised music room (except fn Fong-
fong’s case, two m.usic lessons took place in the school hall).

The musical instruments uséd in the observed lessons in Vancouver
included piano, guitar and strings. Audio equipment Was used by all of the
Vancouver teachers. The most frequently used musical insfrument in the Hong
Kong classrooms was the piano. The éther equipment used in Hong Kong

included audio equipment, recorder and percussion instruments.
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Table 3

The Settings

Duration

Teacher Level | No. of No. of Venue for Facilities used
observa | (in min.) | students | music lessons :
.- | tions
V| Case 1 . G.7 2 40 21 Regular Piano .
A| Diana Classroom Audio equipment
N| Case 2 G. 1 2 40 16 Gymnasium Guitar
C| Danny , Audio equipment
O| Case 3 G. 1 2 40 20 Gymnasium Piano )
U| Lola Audio equipment
\ Percussion
E instruments
‘R| Case 4 Mixed 4 40 18 Regular Audio equipment
Kathy group Classroom Percussion
of : instruments
. G.5-7 .
Case 5 G.4 4 40 18 Specialised Electronic piano
Steven ' Music -Room Audio equipment
A Strings instruments
H| Case 6 P.4 3 35 38 Specialised Piano
O| Ka-ling . Music Room Audio equipment
N Percussion
G instruments
v : Recorder
K| Case 7 P.2 4 30 36 2 lessons in Piano
O| Fong-fong Specialised Audio equipment
N Music Room
G 2 lessons in Hall .
Case 8 P.5 4 35 38 Specialised Piano
Lily : Music Room Recorder
- Audio equipment
Percussion
. , instruments
Case 9 P.2 4 35 40 Specialised Piano
Stephanie . ' e Music Room ) .
Case 10 . P.5 . 4 35 40 Specialised Piano .
| Siu-wa : Music Room Recorder
Audio equipment
Percussion '
instruments




Table 4 provides a summary overview of the general characteristics of
music education in the observed cases and brings together some of the |
information presented earlier ih this section, placing ft in the context of the
educational climate and emphasis in the schools in Vancouver and Hong Kong.

The nature of student/teacher interéctions in the Vancouver cases was
enjoyment-oriented and child-centered while the achievement-oriented teacher-
centered approa.ch‘was obvious in the Hong Kong cases. The curricular
emphasis stated in the Vancouver’s curriculvumr guide were “appreciation” and _
“creation” While the curricular emphasis stated in the Hong Kong music syllabus
were skill based, sucﬁ as singing, music reading, listening, instrumental playihg,
movement and creative activities. The curricular emphasis observed in the
Vancouver teachers’ practices included practical skills, music reading, music
appreciation, musical movements and creati\}e activities. The curricular emphasfs
observed in the Hong Kong cases mdre or less corresponded to the Hong Kong
music syllabus.

Although assessment was not evident during the Aobservation period of this
study, the teachers of some of the Vancouver teachers mentioned the
requirements of assessrhent in music and all of the participating teachers in

Hong Kong mentioned that requirement.

| 238




" Table 4

Characteristics of Music Education

Vancouver

: i Hong Kong
1. Venue » Regular classrooms » Specialised music rooms
> Specialised music rooms > Hall
available for music specialist only '
» Gymnasium .
2. Facilities > Piano ' > Piano .
» Audio-equipment > Audio equipment
» Percussion instruments »- Percussion instruments
3.Class size » 18-30 students » 35-40 students
4. Time > once or twice a week . > twice a week
allocation > 40 minutes per lesson » 30-35 minutes per lesson
5. Nature of » Enjoyment-oriented child- » Achievement-oriented teacher-
student/teacher centered approach centered approach
interactions .
6. Curricular » Appreciation (learning about > Singing
emphasis music) » Music Reading
stated in the - music and people - Rhythm training
Curriculum -+ music and style’ - Pitch training .- -
guide/Syllabus - music and other disciplines . < Sight reading
> Creation (learning music) ' > Listening
- rhythm > Instrumental playing
- melody » Movement
- form > Creative activities
- harmony :
- dynamics
- tempo
- timbre
7. Curricular » Practical skills > Practical skills
emphasis as - Singing - Singing :
observed in - Instrumental playing - Instrumental playing
teachers’ (percussion instruments, (percussion instruments,
practices string instruments) recorder)
» Music reading » Musical reading
» Music appreciation - Musical terms
» Dancing/musical movements -. Pitch and rhythm
> Creative Activities - " Time and beat
: - 'Key-signature
- Chords
> Music appreciation
» - Musical movements
‘ » Creative Activities
8. Assessment | > Skill development > Not mentioned
and evaluation | » Personal development
stated in the
Curriculum
| guide/Syllabus ~
9. Assessment | > Personal development » " Practical skills (singing and
described by recorder playing)
teachers >
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CHAPTER SEVEN

Discussions and Conclusions

The 'ﬂndings of this study throw é new light upon the educational beliefs
_and practices of a group of teacher_s who teach music in élementary schoolvs in
Vancouver and Hong Kong. The study demonstrates that these teachers,
regardless of their cultural background, develop or originate beliefs in music and
music educatioh from -pérsonal experiences in music Iearning. Furtﬁérmdre,
beliefs thus developed closely approximate the'perso'nal experienéeé-that these
teachers have had With music throughout thei_r‘lives. There are various factors,
such as soCiety, culture, family and educatién, which confribute to the beliefs of
teachers. On the one hand, this study finds the expressed beliefs of the
participating teachefs, though from different cultural séttings, share many A
similarities. On the other hand, however, their observed practices were strikingly -
'dif_ferent in some respects. This ch.apter is dedicatéd toa discussion of the

findings in order to study these intriguing similarities and differences.

" Teachers' Beliefs

Beliefs about\ Music

Most of the 10 teachers who participated in this research, be they in
Vancouver or Hong Kong, regarded music as a part of life or of the human soul
and considered it as a medium to communicéte_ or express oné’s feelings. In

other words,' they believed that music enables the human spirit to reach out
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beyond oneself.

Generally speaklng, the beliefs of Vancouver teachers about music could .
be sald'to reﬂect therr Western hentage Plato’s ethos theory that emphasrses '
the representatlon of human mood and splrrts has been carried fowvard even to
the present day leen the obtained insights into the teachers educational
| | backgrounds lt can»be however stlpulated that this Platonic mﬂuence results
more from mformal soc1eta| medlatlon of bellefs and ideas rather than from dlrect}
knowledge of his ph|losoph|cal arguments For example one of the Vancouver .
teachers Dnana con3|dered music expenence ‘a spmtual experience thats good
-- for people, whrle Lola another teacher regarded music as a grft to ennch
people s ||ves as well as the means to calm the mood Accordlng to Steven
,mu3|c is “a part of soul ? and both Steven and Kathy conS|dered music a
universal Ianguage for people to express emot|ons a notlon often shared by
music lovers. Danny regarded music as somethlng that existed i In all places in
life, and claimed thatmusnc is 'assomated with darice and movement. .In addlt_lon, '

all of these teachers commented that their'family and music teachers, who

mu'

exposed them to musw in a posmve way, mﬂuenced_ thelr rnterests i '

The Hong Kong teachers that partrcupated |(n th|s rese rch also shared the o
behef that mu3|c is a medlum for expressmg human mood and spmts They held
. remarkably similar views about music with thetr counterparts in Vancouver, |
' although they often communrcated their vrews in dlfferent terms or expressnonsu :
For example, Stephanle |nd|cated that music “can comfort and calm a person s

mind. ... It helps people develop patlence whtle S|u-wa regarded music.as a
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means to “nurture one’s personality and tempérament.” Teachers in both
Vancouver and Hong Kong alike embraced fhe nojcion that music can educate,
influence, and bring out the good side of the human soul. |

In the context of Chinese philosophy, these views echo the ideas of
Confucian scholar Xun Zi, who believed that “music penetrates deeply into
people’s mind, inﬂuences people and changes their mind in very short time” (Ji,
p. 24). Confucian scholars believed that music could correct people’s behaviour,
set examples for people to follow, and inﬂuence'customs fo become virtuous and

good. Interestingly, similar notions can be found in Plato’s educational

philosophy. As Plato said in The Republic, music training “will sink deep into the
recesses of the soul and take the strongest.hold there, bringing that grace of
body and mind that it 'is only to be found in ‘one who is brought up in the right
way”‘_ (Cornford, p. 90). It was Plato’s idee that music education can instil the
“spirit” of people and “foster the younger generations’ growth” (Cornford, p. 115).
}These views in essence were similar to those expressed by Diana and Lola in
Vancouver that music is “a spiritual experience that's good for people” or that it
has power “to enrich people_fs lives.”

In Hongm"Kon;c;,. Ka-ling-, Lily'and Snu-wa }ééaraed musucas “a channel to
communicate” and “express a person’s feelings," a view they shared with Kathy
and Steven in Vanconver. Botn Stephanie and Siu-wa believed that music is “a
part of life,” a view their Vancouver ceunterpalrt‘s Danny and Steven also held.
Fong—fong regarded mnsic asa “prectical hobby” thaf enhances comrnunication

with other people, which was similar to Kathy and Steven in Vancouver with
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regarde to music as a universal ‘Ianguage to eomh_unicate and express. Their
' p‘erspective of music as a universal language for commuhication was rooted in
the 19 cenfury philosophical‘thoughts of Schopenhauer that_ “music, ... is in the
highest degree a universal language” (quoted in Walker, 1990, p. 142).

| The expressed beliefs held by these teachers: are clearly linked fo the .
thinking about music that has descended for generations through the
\ subeonscious aeculturatioﬁ of learning. They echo the idea of Geertz (-1.9_74) that
culture shapeé the eystem of meaning and constitutes the_ rationality df praeti‘ces'
~ in that culture. Teachers’ beliefs about music examined in this study allowed to
| highlight convergence of some fundamental ideas related to music in the
Western and Asian cultures that ere part of socially mediated concepts and

values. -

Beliefs about Music Education

The 10 teachers that participated in the present study shared common
goais add purposes regarding music education but held diverse views as td how
to achieve and implement them. Most of the teachers 'believed that mgsid e
education -'is"t‘o bfdvigdea m‘us:icazl' e);befience to the students andequrpthemwnh . ;f?
the necessary skills to enjoy and make music. For exa‘mple, Diana regarded
mus_ie educatioﬁ asa 4way to give skills thai “enable children to express |
themselves musically.” She thoulghf that it was importent to‘teach students to
sing and keep the beat of music. Lola regarded music educatioﬁ as e means to -

provide children with the skills and opportunity to participate and make music
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while Kath-y. regarded music education as the means to provide musical |
experiences for children and to educate music listeners for the future. Steven
also believed that an important goal of music education is to provide childten with
the tools and keys to understand, appreoiate,\make and create music. As a”
proficient cellist, Steven regarded music reading skills and technical vskills"in
playing music instruments essential elements of music education. According to
Ka-ling in Hong Kong, the purpose of music education is to provide the tools and
knowledge so that students can make use of the knowledge to appreoiate music
and express themselves in the future. Fong-fong suggested that it is very ‘.
important for students to learn musical knowledge learn to appreciate mu3|c
smg in tune and be creative. Lily thought that music education is a means to
nurture one’s temperament beS|des pure enjoyment, “It (mu3|c educatlon) is to
nurture one’s temperament To allow the students to feel more comfortable, to
r_educe stress.” Stephanie regarded music education as a type of general
knowledge in SChOOl, same as other academlc subjects. She suggeSted that

| music lessons should include the teaching of rudiments singing and o
apprecnatlon Accordmg to Slu-wa all educatlon |s meant to pass knowledge | 8
from one generatlon to the next generatlon lt s the same for musnc ThlS o
reflected one of the most important traditional Chinese educatnonal ideas — an'
emphasis on the cognitive growth of the students. Teachers of the Hong Kong

- cases still believe, in much the same way as their predecessors some hundred
years ago, that one of their roles is to pass knowledge to the next generation.

This knowledge transmission model dominating thought and practice of Hong
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Kong teacheré participating in this study was a sharp contrast to the
constructivist approach exemplified in responses ahd‘ actions c‘)flthevir Vancouver -
counterparts.' The consistency of these respectivé beliefé and their strong'impact
on practice supported Bruner’s (1996) general position that}education ‘rvéﬂects.
cultur_e. In turn, culture inﬂﬁences educational practice"svthrough the collective

experience of teachers and learners (Cheng, 1992).

Beliefs Connected to Personal Exgerie‘nces

This study demonstrated that teachers’ beliefs about music mostly
developed or originated from their personal éxperiences in music learning, which
in turn was projected into their practice in music education. This relationship
between experience and practice echoes the idea of Pajares (_1_992) that
teachers’ experiences of formal and informal educa'tio.n shape their beliefs.

In the Vancouver cases, most of the teachers revealed that they
developed their music interests and beliefs under the influence of family and
music teachers. in the Hong Kong cases, on the contrary, most of them indicated N

that thelr mterests grew from a vanety of sour

S rangmg from telev:smn (as in

the case of Slu-wa) to reI|g|on (as in the cése of Ka‘ Img) A|though they were
obviously supported or encouraged by their familiés, like the teachers in the
Vancouver cases, tb pursue mhsic instrumental trai‘ning at an early age, they did
not regard that an i'mportént ihﬂuénoe on théir beliefs. Thié may be aue to the
fact that “famiiy” is taken so mubh 'for granted as part of the individual's life in

traditional Chinese values and people may nbt think of particularly mentioning the
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influence of family rhembers. It may also reflect the Confucian idea entrenched in
the Hong Kong society that chiidren ere naturally expected to be properly brought
Qp and well taken cere of by their families, and that parents would naturally
assume authority over their children.

In short, the beliefs that the participating feachers held about music and
music education were often attributed by them to their eXperience in learning and

teaching as well as their personal experience in life.

| Educational Practices
Alihough the expressed beliefs of the participating teachers were found to
be remarkably'similar, the content and pedagogy as practised by the teachers in |
both Vancogver ‘and Hong Kong showed striking differences. The observed
educational practices of the teachers in this research vviII be discussed under two

main headings: content and pedagogy.

Content

Core sublect versus one of the three sub|ect areas in Fme Arts It was .. .

observed that musrc asa subject in the Hong lKong r)nmary schools recelved |

" relatively more emphasrs and attentlon than in the Vancouver elementary
schools._As seen in the formulation of music in the curriculum, it was found that
schools in Hong Kong place more emphasis on music, as it is one of the core
subjects in the primary curriculum. As a norm, students have two 35—_minute

lessons in a week, as recommended in the music syllabus in-‘Hong Kong. Despite |
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the Iirnited space,. most music lessons observed }in the cases of Hong Kong took
place in a properly set up music room with standard equipment such as piano .

and hi-fi systems.

In Vancouver, on the contrary, most of the music lessons observed took

place in regular classrooms or gymnasnums Kathy complained that “Vancouver

is very poor for music facmtles I have never in my teaching career had a proper
music room. It's always been a straight classroom.” Her comments refiected that
‘Vancouver schools were typically not equipped with a oropedv set up rn:us'ic :

room. It was only in the case of Steven that he could afford to have a special

room for his lessons, because his school was priviteged to have hirn, a music A‘
specialist teacher, to teach the string program. The supporting facilities or

resources that are put into a subject often reflect the extent to which that Subject B
is valued in the curriculum and in the whole educationsystem (Eisner, 1992). In |
some Vancouver schools,‘ like those where Danny and Lola taught, music was
regarded only as somethini; done by a substitute teacher during the regmar
classroom teachers’ preparation time. On the timetable, it was in fact written as

“preparation tlme mstead of mu3|c Th|s further reﬂected the comparatlvely Iow - |
status of music in the elementary educatlon of Vancouver As music is only one

of the three subject areas identified in the Fine Arts Cumcutum Guide for
elementary schools, the emphasis and time allocation for each of these areas are
left to the discretion of teachers and in turn reflects the actual human reeources

available at the schools.
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In Steven’s school, if the students did not choose to take. the string
program, then they would not have any music lessons at all. In Diana’s school,
students that did not take the string program would go to her for music lessons
for only half of the academic year, und for the rest of the year be assigned to
another teacher that would teach some other subjects. Obviously, there was a
lack of continuity in the implementation of the curriculum in this case.

Students in most Vancouver cases did not use any music textbook outside
the class. For example, Diana USed singing books in class, but with thoSe books,
belonging to the sc_hool she collected them after each session and kept them in
the bookcase. It was only in the string program that the students had their own
instruments and books that they fcould take home and' use for indepehdent
practise. |

In contrast, students in Hong Kong were typicatly required to have their
own music textbooks as in other subjects. This allowed the children to haye more
chances to flip through the book and develop the sense that music had a similar
status to other subjects in the curriculum. They could use the textbooks to sing
by themselves at home if they wanted to or they could make use of the books to
review and prepare for music examlnatlons The textbooks avallable |n Hong |
Kong are all wntten according to the expected standard of musmal skills and
knowledge for each ptimary level of the syllabus, vetted and approved by the
Education Department. It is important to hote the powerful systemic in_ﬂuehce on

teachers’ practice related to the placement of music instruction within the school

'cur»riculum.‘ What the participating teachers chose and could do i'n:music
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education in their classrooms was directly related to these conteXtual
considerations. |
Diversity in lesson content. It was obvious that teachers in both

- Vancouver and Hong Kong paidmuch time and effort during their lessons to
teach the areas that they believed to be most important in music and music
education. Despite their Chinese heritage, Hong Kong teachers that participated
ln this study mainly taught Western music knowledge and practlcal skills through
Western notatlon It was also noted that creativity and music movements were .

not emphasized in:_their Iessons.'Their Iessons tended to integrate more
| repetition and guided practice leading to mastery of selected skills. Their
Vancouver counterparts, on the other hand, tended to expose the‘ir studentstoa
wider and more diversiﬁed scope of musical experiences, such as singing, |
musical movements, dan’cingv and creative work. In cornparison; they highly“
regarded creativity and enjoyment, while their Hong Kong peers valued teaching
of expert knowledge and skill training. All of the Hong Kong t_eachers in this
research, with the exception of Siu-wa, had a personal preference for Western

cIassncaI musnc Consequent|y, in therr practlces they tended to emphasrse the i

teachlng of Western music knowledge and pract|cal sk|IIs through Western -)
notation. In the observed Vancouver classrooms there was a similar emphasrs on
the Western musical heritage. |

However, the Vancouver Ateachers had more diversified interests in their |
preference of music (ranging from classical to popular) and the sources whrch

influenced these preferences were more drverse than those of their counterparts
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in Hong Kong. Take Diana as an example in. the Vancouver context. She placed
more emphasis on singing because she enjoyed singing, although she claimed
that it was the choice of the students. She also believed that “...[what] comes
before everything else is singing”, and regérded music education as a way to
give skills that f‘enable children to express themselves musically.” As a result she
allocated much time for her students to sing and taught them how to express
themselves in a musical way-. Other teechers such as Danny and ‘Lole in
Vancouver who loved déncing tended to implement (jan‘cing in their music
lessons. Kathy Ioved listening to music and tended to put more emphasis on

' music appr‘eciation. While the teachers’: p_references in music seemed to
determine their choice of materials and pedagegy, and the Vancouver music
lessone w‘ere found te be more flexible and diversified, this v;/as_ largely due not
only to teachers’ 'personal pre-dispositions but rather fo'fewer institutional
consfraints in implementing and carrying out their cUrri‘cqure.

Influences of the curriculum. As discussed in a previous chapter on

traditional music and mueic education beliefs in Wester'n and Chinese culture,
since the end of 19"‘ Century Western musnc and musuc educatlon have evolved
in the direction of creativity and expressnon of emotlons In contrast Chlnese |
music and music education have emphasised the functionai aspects of music,
and centred on eog;iitive growth and skill t'raining toA prepare children for a better
life. Therefore, it was not surprising to find that the participatin'g teachers in

Vancouver put more emphasis on enjoyment v(/hitle their_cOunterparts in Hong

Kong put more emphasis on passihg knowledge and skills to the children.
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As observed, the teachers in the Vancouver cases planned their
instruction independently of the Curriculum Guide and some have exptlicitly '
stated that they did not believe in the merit of this particular documerit. They felt
free to pursue their own p‘referencesand enjoyed greater freedom in planning
their curriculum which enabled them to more easily accommodate the prodress
and interests of their students. ln.'addition, consistently with the modern Western
societies emphaSIs on “liberalism” and mdnvnduallsm the expressron and
enjoyment of the self were obvious in the observed Vancouver classrooms

On the contrary, teachers in the Hong Kong cases seemed to rely much
more on official curriculum, textbooks, and on gro.dp consensus in their
instructional planning.‘ In some of the Hong Kong cases, teachers had to co- |
operate with their colleagues and follow the curriculum as well as the
standardised schemes of work. One point to note is the fact that harmonisation in
human retationship is valued highly in the Chinese society. This explains why the
teachers would try to minimise} the differences with their colleagues and conform

- to the standardised schemes of work. Nevertheless, the standardised schemes

of work allow very Ilmrted room for specnf c mterests of elther the teacher‘or the B

‘ students to be mtegrated or conS|dered senously in curncular planmng For -
example, in the cases of Ka-ling, Fong-fong and Lily, their choice of materials |
was prescribed by the scheme of work that was jointly written by their colleagues.'v ,
EXcept for Stephanie who enjoyed a tdtal freedom in designing the curriculum for "
her students, the other teachers in the Hong Kong cases felt obliged to follow the

textbooks that were written according to the Syllabus. Therefore it was not
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surprising that teachers in Hong Kong could only exercise their creativity and
individual preference through the choice of pedagogy, rather than the choice of
content. |
Comparatively, Hong Kong teachers could not follow as much the
interests of their students as their counterparts in Vancouver could. In addition,
because of the relatively less spacious setting and with a much larger class size
(number‘v of students) as compared with that of Vancouver, the opportunities for
Hong Kong students to move and dance were very limited. Duriné this study, it '. |
was observed that the movement of Hong Kong students was confined to
movement-in their seats, such as raising or clapoing their hands. If that creativity
and musical movement were almiost absent in the practices of Hong Kong
teachers, this absence can possibly‘be related to more than teachers’ beliefs and
value systems. It can also be attributed to the systemic circ_umstanCes within
which they practice as well as the perceived societal expectations regarding the

outcom_es of their work.

Influences of formal assessment. During the observation period, formal
summative assessment practlces in the Iessons were not observed |n Vancouver _
nor in Hong Kong Nevertheless all the teachers who parhcrpated in thrs |
| research descrlbed how they were going to assess their students by the end of
the term. In the Hong Kong cases, teachers are mandated to offer summative
evaluation because music}is a core subject in the curriculum. The emphasis on
assessment is seen as consistent with the achievement-oriented approach of the

Hong Kong curric_ulum and school system. Besides assessing practical skills
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-‘ sucnas singing or playing instrurnents, some teachers rnentioned that they
would also include written examinations to test students’ knowledge in music .
theory.
In the Vancouver system, anecdotal assessment_ is applied for all subjects
 from Grades K to 3 and letter grades are only introduced in Grade 4.
Furthermore, assessment is not mandated for the integrated mq_sic Iessons
offered in a preparation time period. In the cases ot Danny and Lola, since both -
of them implemented music during their preparation time period_, they did not -
need to provide either grades or even written comments related to music tor the
students’ report cards. Therefore they did not need to assess the students’ ability
and learning in music. In the case of Steven, written assessment was not
necessary for the String Program either, as the String was an optional but not a
required program. However, he was keen on assesSing and evaluating students’
learning for the pedagogical value of this undertaking. In the case of Diana, since
she believed that it was necessary to “keep the kids accountable” and her
intermediate students were enrolled in a required. class with her, she had to
‘grade their performance. Overall it was observed that assessment |n musrc was
'4 usually left to the dlscretlon of mdrvrdual schools or teachers to demde and that rt
was not commonly regarded as an inseparable element of musi_c education
practice. | | |
Different forms of continuous informal evaluation' of the students”
Pperformance were, however, observed in classroom practices of most of the

teachers in both Vancouver and Hong Kong, but the focus, frequency, and
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methods of evaluation varied from case to case. Informal, cngoing feedback was
much more systematic in Hong Kong and all of the Hong Kong teachers

consistently used informal evaluation. In Vancouver, however, some teachers did
not seem to have any assessment practice built into their teaching. For examp.le,

in the case of Danny, evaluation of students’ response was not evident at all in

_ the observed lessons and has not emerged as a significant issue in the

interviews.

Pedagogy

Enjoyment-oriented child-centred approach in Vancouver. In the education
system of Vancouver, the enjoyment—oriented child-centred approach aims at‘

motivating children to learn through play and activities. The emphasis on

- _children’s interests, enjoyment of learning, individuel'development of creativity as.

well as experience and growth through discovery and play has iong been the
norm. This approach was very obvious in the practices of the five Vancouver
teachers being observed in this research. Mcst of them reflected that they did not
have I'Igld planning for their lessons because they preferred the |essons to ﬂow | .
according to the interests and enjoyment of students Even when Steven :
admitted that there was a pressure “to push for 'concert,” enjcyment was never
missed in his Iessons. Conseduently, students enjcyed much freedom in the

Vancouver classrooms. For example, student_s were free to choose their seats in

the classroom and were consulted regarding their preferences of activities, etc.
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They were encouraged to contribute their ideas in developing activities.and their
choice was respected and acknowledged. o

| Be they generalist or speciaIiSt music teachers,'and regardless of their‘
proficiency in music, teachers in Vancouver highly valued the enj.'oymentv of )
children when teaching music at school. They also regarded children’s enjoyment
to be very important in the process of Iearning and encouraged creativity in their
practices. However, mastery of musical skills or acquisition of rnusical knowledge
was generally not emphasised, particularly among those with limited 'rnusical -
‘knowledge and experience

Achievement-orlented teacher—centred approach in Honq Konq In

contrast to the enjoyment-onented child-centred approach in Vancouver the
achlevement-orlented teacher-centred approach was very obvious i in the cases
of Hong Kong. Music teachers there valued highly. the’ tran_smission'of expert
knowledge and skill training, discipline, as. well as concentration of the students
musical learning. It was always the teacher that took the initiative to pass on the
knowledge that they expected the students to learn. In Hong Kong, it was
uncommon for teachers to ask the students to choose or vote on what they

“ wanted to Ieam as was the case in Drana s classroom in Vancouver They drd
not emphasise creatnvrty as much in their lessons as their counterparts dld in
Vancouver. Despite the fact that creativity and enjoyment were mentioned in ‘the
Hong Kong syllabus, limitations including standardised schemes of work,

pressure of examination, large number of students in a class and lack of space

all prevented teachers from practising more creative approaches to music with
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 their students. In addition, unlike their Vancouver counterparts, teachers of the

Hong Kong cases encouraged children to acquire enjoyment through

vachievement of skills and knowledge. This was evident in the teachers’ practice

and expectation in training the students to achieve a certain level of practical

skills and appreciate musical performances. This represents an interestihg
difference in ways in which certain beliefs can be translated into practice. If both
Vancouver and Hong Kong teachers wanted their students te enjoy mueic end
develop positive attitudeé toWards music thet \rvould last their wholev life, .th'ey saw
very differently the ways in which these objectives could be achieved. Vancouver
teachers’ praetice suggested the belief that pleasurable ectivities and

experiences is the key to life-long enjoyment of music. The§ did not seem to
regard competency and knowledge in music ae necessary to foster such
enjoyment. In contrast, the Hong Kong teachers beliet/ed .in the model that insists
on knowledge and skill mastery as avehues leading to music appreciation and
that implies that the amount of pleasure derived from encounters with music is in
fact related to one’s musical prqﬂciehcy. These r)oeitions clearly reﬂect the

distinct phllosophlcal perspectlves that can be traced back to cultural herltage of o

each of the settlngs as well as to the level of educatlon in musrc and musrcal

“expertise of the teachers. This second_ claim can be supported by the caSe of

Steven, the only Vancouver teacher participating in this study who possessed
musical training and experience comparable to his Hong Kong counterparts. His

practice clearly focused much more on skills mastery and musical knowledge
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than that of other Vancouver teachers and he was able to introduce this -
emphasis within the child-centred, enjayment-oriented framework.

The teacher-centred approach adopted in Hong Kong is prpbably a result
of the combined facts that Hong Kong teachers have to follow the scheme of
work as planned by other colleagues, fixed and rigid content af the lessons, as
well as the long standing teacher-ted tradition in Chinese education. This
approach appears to be effective in the Hang Kong classroom with 35 - 404
students (nearly double that of vVancouv.er) whera 'th'e'teachars havéﬁ to aperate -
under an inﬂexibty planned Schedule of‘the school and the syllabus of the
Education Department. In other Words, this approach fits the system and any
- departure from it would be difficult without a signiﬁaant systemic change.

it was obvious that the Hong Kong teacherslhave to jugg/l-e between
following the schedule set down for the classes of the‘same level and taking care
of the individual needs of every student. From their point of view, they would
probably cons_ider it impractical having to be torn between these two directions.
As seen in the case of Lily, her students remained passive and reluctant even

when she tned to organlse creatlve actlvmes for them It |s worth noting, -

however that desplte the many constralnts that they had to overcorn.e‘ sorna af
the Hong Kong teachers (such as Lily and Siu-wa) did try their very best to cater |
to the different needs and interests of their students_and encourage creativity. As
it is the norm to have achie\)ement-oriented teacher-centred approach in Hong
Kong classroorns, the students may also be caught in the dilemma b_etwe_en-

“being well behaved” and.“being creative.” Not being used to creativity demands
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in the context of other school subjects, it may be different for them to suspend
their “school habits” even if a teacher would encourage them to do so in a music
lesson.

Issue of discipline. As illustrated by the Hong Kong cases, to maintain

classroom discipline was an important issue for the teachers. It was a norm that
students had to behave well and not to disturb others when moving from their
classroom to the music room. In addition, students were also expected and E
trained to behave well when they were havmg thelr lessons. ThlS was oonS|stent
with the traditional Chinese Confucian educational thoughts that the purpose of
education was not confined to learning only to read and write but also to behave_
well. Hong Kong teachers expected gcod discipline in the classroom and
required learning concentration frcm thetr students. |

In comparison, only Steven (the string specialist teacher) in Vancouver
mentioned the importance of discipline and concentration. One reason could be
that like the Hong Kong teachers, Steven is proﬁcien‘t in music, has higher
expectations of his students’in achiev.in'g better qualtty practical skitls, and |
understands value and |mportance of dlscnplme and concentratlon |n musrcal
learnlng Slnce the teachers themselves (the ﬁve cases |n Hong Kong andhm’ h
Steven alike) attained proﬁciency in music through repeated practice,
concentration and training, their personal experiences in terrns of hard work in
music learning have shaped their beliefs, and their beliefs were in turn reflected
in their teaching practices. This study demonstrated that teachers who are more

proficient in music, regardless of their cultural background, put more emphasis
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on classroom discipline. In addition, teachers’ personal experiences are more
influential to their practices than some socio-cultural influences, as demonstrated
by Steven in his efforts to insist as a more disciplined learning environment.

Issue of demonstration and reviewing learnt material. Across the 10

cases, it was a common observation to ﬂnd that teachers made demonstrations
when teaching. However, it was obviéus that Vancouver and:Hong Kong
teachérs treated demonstration very differenﬁy.

in the Vancouver -cases,' it was common that for teachérs mére prdﬁcient.
in music, as in the case of Diana and Steven, 'singi'ng or playing instruments were
always demonstrated in ways that studénts were expected td follow their
examples and repeated demonstrations were used to facili‘tétel improvement of
students’ skills. However, the othef generalist teachers who did not have much |
training in mﬁsic, such as Danny and Lola refrained frbm such practice:. It was
observed that their demonstration of singing and instrumental playing were .
merely to give students a chance to experience music, but not to expect thefh to
be able to follow their example to develop skills in music. It was also evidént that . .
these teachers did ln'ot _speciﬁcally do anything with a yiew :‘t’o, hglp_th,ei,rx $1U?;%Dts__
to a'chi'efve‘:thev sk"ill: R S LR

It was also common to find in the Vancouver cases that teachers reviewed
with their studénts songs and dance that had been learnt. With the exception of
SteVen’s case, who expected his students to improve in their instrumental skills,
‘it was observed that Vancouvef teachers used thé reviewing oppoﬁunity fo warm

up the lesson through something that the students enjoyed instead of reminding
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the students of ways to improve singing or playing. This was congruent with the
child-centered approach that Vancouve_r teachers put as foremost emphasis on
experience through enjoyment, even-if it came at the expense of students’ |
learning and improvement in music. | | )

In the Hong Kong cases, it was common for teachers to make
demonstration by themselves or by using a CD. It was observed that teachers
were very much concerned with students’ achievement in musical knowledge
and musical skills. Since. Hong Kong teachers were under the pressure of
~ assessment to grade students accord'ing to their ability and achievement, they

kept reviewing learnt materials and constantly reminded students how to singor -
play better. For example, Ka-ling mentioned that it was important to dernOnstrate B
good examples in order to elevate the students’ expectation in terms of standard '
or achievement. This idea of setting good examples is conoruent with the ’.
tradttional Confucian idea for Chinese teachers to set good examples for their
students to att_ain a higher standard of achievement. It als_o reﬂected the
teachers' high expectation of their students. )

lee therr Vancouver counterparts Hong Kong teachers reV|ewed the
Iearnt matenals wnth thelr students Howeverﬁ it vt/as commonly found that Hong
Kong teachers, in reviewing Iearnt materials frequently with thenr students, took
the opportunity to repeatedly drill their students on musical knowledge and skills
repeatedly. For example; Lily, Ka-ling and Siu-wa mentioned that they expected
‘their students to be able to pass the written and practical eXarninat_ions and it was

necessary to drill them and expect them to practise at home. Insteadrof reviewing

260




learnt materials for warm-up and enjoyment as in the Vahcouver cases, the
practice of re\riewing learnt materials was in tact a pedagogy for the Hong Kong
teachers to reinforce the learnt materials, with the aim of achieving a higher Ie"vel
of skill and knowledge. Such reviews offered extensive feedback on students’
performance and offered speciﬁc advise Ieadihg to improvement. This practice
coincided with the Confucian educational thinking about the importance of

revieWing learnt material to help gaining new insights.

Factors Shaping Teachers’ Beliefs and Practices
What | was able to observe from the classroom practices and learn from
the interviews with the participating teachers allows me to conclude that there are

three main factors that shape teachers’ beliefs and practices.

Personal Experiences and Ntusical Proficiency
- Similar to Pajares’ (199_2) indication that beliefs are formed according to |
‘the early experiences of individuals, the cases in this stUdy showed that teachers’
| personal expenences of Ieamlng and teachmg musrc were closely related to thelr
bellefs and practlces All the 10 partlcrpatlng teachers of thrs study revealed thelr |
positive experience with music under the influences of their families and music
“ teachers, which has contributed to their enthusiasm in learning and teaching
music. Furthermore, there was a tendency observed indicating that the more
' proﬁCtent the teacher was in certain areas, the more im"portant he or she tho'ught

the area to be. Likewise, he or she would also devote more time and effort in
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teaching the students those areas they thought rnost important. Also, it was
found that among all partioipating teachers who were proﬁcient in music and
teaching skills, their teaching emphasised areas in which they were proficient
and had personal preferences.

For example, although Diana started to learn to play piano when she was
little and had formal education in music, she enjoyed music theatre so she taughtw
her students to sing music from Broadway musicals. Since Danny m hish_igh o
school years had enjoyed family support for his band playing »and he preferted o
popular music, he used popular music for the students’ creative movement. Lola 1
started to play piano and ukelele when she was little. Both she and her husband
loved danoing and -singing so she taught students to dance and sing. Kathy was

-brought up with classical music and therefore classical music was her choice for
listening materials. Steven, as a specialist teacher for ‘th.e string program, ha'd'
professional training in cello playing and emphasised practical ptaying skills.
Similarly in the Hong Kong cases,' those trained with Western classical music

-(Ka-ling, Fong-fong, Lily and Stephanie) preferred Western music and
mcorporated |t more m thelr mstructnon than Snu—wa who showed keen mterest in,
Chlnese music because of her tralmng in thls area. Smce aII five of them were :

- encouraged by their families to leamn piano and had formal _training in music

education, they emphasised music reading and practical playing skills in their
educational practices. |

Most of the teachers that teach in Hong Kong primary schools are

graduates from the local Colleges of Education (now known as the Hong Kong
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Institute of Educetion). As an entrance and greduation criterion, music teachers
trained from the Colleges of Education have to be proficient in playing at least
one musical instrument in addition to the study of music and rnusic education.
Since one has to master music reading before learning to play arty musical
instrument, it could be concluded that the- teachers them'selves' were also well
trained in music reading. it was found that the Hortg Kong music teachers not
o‘nly believe that mueical knowledge that included music reading was essential in
music education, b.ut also felt that they should pass on this krtowledge to the
students. ltis .not’ surprising, therefore, that as a matter of teaching practice, all of
them concentrated on the training of music reading skills. The emphasis of .
teaching musical knewledge end music reading wes strongly ev_ident in the
practi_'ces of the Hong Keng music teachers.

Similar to the finding of Saunders and Baker's,(t 991), generalist teachers
| spent less time on teechirtg musical knowledge. As observed in the Vancouver
cases, except for the music specialist teacher of the string program, teachere
‘who teach music in the Vancouver elementary schools are generalists that do not
' _:need to be prof crent players of musncal mstruments nor are they requrred to
| “have specrallsed tramlng in musrc educatron As a result the musrcal prof crency
of teachers in Vancouver varied greatly from case to case. This seriously
affected the quality of music teaching (Hanley, 1994) and was reflected ina
much greater diversity of practices than what was observed in Hong Kong. The
difference in professional training, combined with the liberal approach and

atmosphere in classrooms, made Vancouver teachers’ practices very different -
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from those of their Hong Kong counterparts. It was found that the more pr’oﬁcient
the teacher was in the area, the more confident and in-depth teaching was made
_possible. For example, Steven the VancoUi/er sbecialist string teacher aimed at
higher quality of performance and work from his students. Another example was
Diana, who started to learn piano at a very yeung age and had her Bachelor
degree in music. Even though she claimed that she did not have specific training
in music ediication and was a generalist teacher who implemented music as part
of her overall teaching, her practises were geared more towards teaéhing‘ |
students’ music reading skills, than simply singing through enjoyable times. |
Altheugh she said, “it doesn’'t matter if they don’t read notes too well,” she kept

- training her students to read music. It was ebvious that her expertise an.d'

knowledge of ihstrumental music influenced her practice. Danny the generalist

A
+

teacher, however, could only expose the children vto' music but did not try or was
unable to help those who could not manage to sing in tune or follow him in
singing. Although this is understandable given his limited background and
experiences in music, it could be seen that in the long term, his students would
find it moi'e difficult to develop theivr4 r_nusit: potential than‘ t_iiose students Who hési o
B moie ap,p:repriate'and attentive guida}nc_'ev freiii a:!bieﬁeieiit musncteacher : o
The signiﬂcance of musical knowledge in determining classroom piactice
-regardless of the cuiturai background was highlighted in the case of Steven, the
Vancouver spéciaiist teacher, whose piactice was very similar to}that of the

teachers in the Hong Kong cases. His expertise in music seemed to dire"ctihis- »
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teaching practice more than the cuitural influence of the context he was teaching
in.

‘Observation of the practices of the participating teachers demonstrated
that the eXperience that they acquired'through their own masic Iearnihg
contributed to.their enthusiasm toward music as a subject, which shaped their
beliefs about music education in a positive way. In turn, these beliefs contributed
to the teachers' enthusiasm to share,their kndwledge .and} love of music with their

students.

Social and Cultural lnﬂuences
Social and cultural fat:tors, including the values and structures embedded

in the.educational systems su‘chvas educational thoughts of the society and the
place of music in the overall curriculum, indicatect that centextual factors are
influential to the teachers’ beliefs and practices.

| In this study, it was obvious that Chinese and Western influences were
exhibited not only in the beliefs but also practices ot the Hong Kong teache-r's-As
the five cases demonstrated tradltronal Chlnese as well as Western educatlonal
thrnkrng constantly mteracts wrth each other in musrc cIassrooms amld the ~
context of a metropolitan city where Chinese and Western cultures mingle and
integrate. On the one hand, most of the teachers in the study adopted Western
beliefs that regarded music as a medium in expressing human mood and spirits.
On the other hand, Confucian ideas of using"r.nusic to educate the younger )

‘generations’ temperament could also be found_tn their beliefs. It was evident that
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Ch}inese and Western cultural influences co-existed in the social, cultural and
’educational contexts of Hong Kong, that teachers experienced these influences
‘through the process of socuallsatlon and that those lnﬂuences shaped their
beliefs about music and music educatlon |
As observed in the practices of the Hong Kong teachers, traditional
Chinese educational values that emphaslse achievement? discipline, and high |
regard for the teacher as an idealised role model to pass knowledge onto the
younger generation can he found in juxtaposition with ‘Western ideas that
emphasrse the interests of students and enjoyment of learning. These may not
| be explicit in their expressed beliefs about music or music educatlon but were
reflected in their classroom practices. For example, all five of the Hong Kong
teachers taught new songs by way of having the students sing phrase by phrase |
until they were familiar with the songs. They also 'demonstrated singing'ln front of
the class. This aspect of oultural influence may be a subtle one, but nonetheless
consistent. ” | |
In comparison, most of the teachers of the Vanoouver teachers acted .

more like facmtators in the classroom helplng students to explore musnc for
themselves It was mterestrng to note however that Steven a specnalrst teacher ‘
and a proﬂcnent.cello performer, was also very eager to pas_s his khowledge and
love of music to his students. It was obvi‘ous that his traininQ and experience in
music influence'd his beliefs about music and music education, which was
reflected in his practice. He also had the patience and discipline to encourage his

students to make improvements in music reading skills and practical
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performance skills. Steven’s example clearly iIIUstrates how discipline and
expectation of performing perfection that he acquired through personal music |
learning experience shaped his beliefs and constructed his understanding of his
role as a teacher. Therefore it can be stipulated that a teacher’s personal
experience of Ieaming and teaching is more influential to his/her practice than
some other socio-cultural factors.

The place of music education in the curriculum reﬂecting the soc1a| and
cultural values of the educational systems (Eisner 1992) is another aspect that.
influences teachers’ beiiefs and practices. As observed in the Hong Kong cases,
. music is a core subject in the pri'mary curriculum. Students had two regular music
lessons in weil-equipped music rooms, as recommended by the official 'syllabus.
Although music still may be regarded as a “marginal subject” when compared
with other academic subjects in the Hong Kong seconldary curriculum (Ng, 1997),
it is a core subject in the primary schools that teachers have to assess and report
on students’ achievement when dealing with the placement in secondary
schools. All the observed teachers in Hong Kong were found to be very

concerned about the students achievement in performance and musrcal

' knowledge In contrast as seen in the Vancouver cases musrc |s’ oniy one of the
three subject areas in the Fine Arts Curriculum, the emphasis and time allocation
for music depends bvery much on the discretion of the teachers or the availabie |
human resources of the school (Shand & Bartel, 1993). Often there is a lack of
continuity in the implementation of the curricuium because'students only need to

take the subject either for half of the‘_‘schooli year or during teachers’ “preparation
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time” and music is not regarded as a “serious subject’; of the echool curriculum. -
In some cases, if the students do not take the optiort of a string program taught
by a epecialist music teacher (atndffrequently such option is not even available),
they do not have any music lessons at all. Furthermore, in most of the observed
cases in Vancouver, music lessons took place in normal classrooms or |
gymnasium lacking equ_ipment for music lessons. It was observed that tttese
constraints in’resources and arrangements hindered teachers’ practices. -
Another interestin'g issue ‘emerged in Honé Kong classreoms related te

the language of instruction. In the Hong Kong cases, with the exception of
Stephanie, all teachers taught in Cantonese. AIthOugh the eongs that the
teachers used were mostly examples of Western music, the Iyrice were_ .
translated into Chinese so the students could sing in Cantonese. The quality of -
Chinese translation might have affected students’ apbreciation of the music invthe‘
song, which when sung in the original language would perhaps bettet render the
original beauty of the piece. Therefore in the Hong Kong classroom setting,
language can become either a barrier to Iearning or the medium to help the
students understand and appreuate music. |n addltlon the kmd of musnc culture
as taught in Hong Kong classrooms which is predommately Western may not be
entirely relevant to the daily life of teachets and students. It was observed in the |
Hong Kong cases that teachers spent considerable time teaching students how ._
to pronounce the English lyrics (that were not transtated) before they could
“actually teach ttte tune. This obviously influenced and affected the effectiveness

of teachers’ practices. The lack of relevancy of instructional material to students’

268




lives and experiences has not emerged as a major issue in the Vancouver cases,
where teachers generally tried to tailor content choices to perceived preferences

of thelr students.

Influences of the Curriculum

Despite the traditional Chinese understanding of the teaching role, it is
worth noting that the influence of Western culture in the Hong Kong currlculum
clearly affected teachers practice and Iead them to place more emphasns on
Western than Chinese music (Lau, 1998). From the mtervrewsand the observed
lessons, it was clear that the teaching materials and content of music Iessons
used in Hong Kong classrooms.were very much dominated by Western
influence. Ideology of the Hong Kong curriculum giving more‘emphasis to
Western music was likely a product of Bntrsh colonialism before Hong Kong was
returned to the sovereignty of China in 1997 (Cllgnet 1991) In addition, the |dea
of developing personal qualities such as "self-discipline" and "concentration”
through music education as written in the music syllabus, was“obvious in the
practlces of the Hong Kong cases However the development of creatwrty that ) .} ;
this document made reference to could onIy be seenin the practlce of L|Iy, vvhrle .
not with the other teachers.

It was found that prescribed curriculum played a much more important role
in Hong Kong than in Vancouver. Although most teachers in both cities reflected -
that singing in tune was one of the basic elements of music education, Hong -

Kong and Vancouver teachers acted upon this belief in their actual practices with
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remarkably dlfferent ways In the field of music, smging out of tuneis a matter of
' fact that needs training and gundance Therefore it was natural for the ' ‘ ‘ 3‘ ~ | | l
achievement-onented Hong Kong teachers to place emphasis on training their
) students to smg in tune. In add_ition, the educati_on system of Hong Kong requwes
teachers to assess and recount students’ achievements of the subject on the
report cards'. The students are also expected to achieve a certain standard of
knowledge and skills according to the of_ﬁcial syllabus. Therefore it was observed B
in the Hong Kong cases:thatthe teachers' practices were geared in a"way to A' -
‘prepare the students with the knowledge and_skills for examinations.

.Although there are offi cial-"curriculum "guides in Vancouvery teachers in the
Vancouver cases felt free to disregard the off cial curriculum document and at
least one of the particrpating teachers openly declared it to be rather irrelevant It
was observed that teachers in the“. \‘/ancouve_rvcases had much freedom in
choosing lesson content and p'edagogy. Besides‘, teachersin the Vancouver
cases did not always p.oint out or comment on theirstu.dents; ”performance,'
allowing them to sing out.of tune without correction or feedback Participation and

enjoyment of the students were of greater emphasns in their classrooms '

o Iiberal approach encourages and allows the students to explore observe and

- take initiative and perhaps be more open to expenmentation However it fails to , "
assist students in improving their skills and sometimes even in realismg their
mistakes and makes students learning solely dependent on good judgement ofa
' teacher who frequently lacks suffi cient musical knowledge and expenence to

make pedagogically sound choices in music education
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Conclusion

It was found that the participated teachers in the research shared-simila'r
expressed beliefs about music and music educatian Regardless of their cultural
background, most of the 10 participating teachers hold 'stmilar beliefs about |
music. According to them, music is a part of life or of the human soul, and music \
is a medium to express feelings. Typically, these teachers’ beliefs about musi.c
devetoped or originated from their personal experiences in music learning and
through family'inﬂtjences. This supports Pajares’ (1992) notion that bel‘iefs
develop through early experiences of formal and informal education.

.All of the participating teachers, in Vancouver and Hong Kong alike,
believed that music educatron is to give musical experience to their students and
provnde them with necessary skills to enjoy and make music. However they hold'
di\re_rse views in regard to how to achieve these goals. In Vancouver, teachers
stressed listening, self—expression and participation through music movements
and music making. In Hong Kong, teachers stressed mt_Jsic reading and training
of practical skills. AWhile in Vancouver the enjoyment‘ of music activities was
paramount mu3|cal achlevement was stressed in Hong Kong. In addltron some ‘
of the partrcrpatmg Hong Kong teachers regarded music education as a tooI to ,
nurture one’s character and temperament.

Three major factors — personal experiences, social»and cultural :factors, ‘
and curriculum, have emerged as'responsi_ble-for-shaping teachers’ beliefs and
practices. | |

Firstly, it is found among the 10 cases that personal backgrounds of the
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teache_rs and their experiences in tearning and teaching music played an ‘
important role in shacing their beliefs about music and music ed'ucation,‘ which in
turn influenced their practices. Teachers' practices reflected on the one hand
their beliefs and on the other hand their proficiency in the subject. The more
proficient the teacher was in certain areas, the more important he or she believed
- those areas to be and placed more emphasis on teaching their students in those
areas. | |

“ Secondly, social and cultural factors of the societies in which‘the teachers
lived also influenced their practices. In Vancouver, teachers were influenced by
the liberal and individualistic social and cultural emphasie of the West, which |
resulted in their,in'terest ih personal enjoyment and creativity in Iearning'. I.n Hong
Kong, teachers were influenced by the social and cultural norm.of a hlghly
competrtnve Chlnese society that values achievement and cognltlve growth in
learning. Consequently, Hong Kong teachers»emphasised teaching musical
knowledge and skills, and as a result aimed at hidher achievement in Whatet)er
areas they taught. The achievement-oriented, teacher-centred approach
- descended from tradrtronal Chmese educatron hentage clearly marked the N
practlces of Hong Kong teachers The enjoyment-orlented chrld-centred |
approach that dcmrna‘tes Western education culture was clearly detected ih the
practices of Vancouver teachers. |

Thirdly, curriculum and develop‘ment irhplementaticn are also .factors‘ that
influence teachers’ practice. Since music in Vancouver is only cne of the three

subject areas in the Elementary Fine Arts curriculum, emphasis of music
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education varied from schocl to school. Some schcols offered specialist string
programs when some schools offered general musicclasses taught by a |
generalist teacher. Some arranged music instruction during the preparation time
whlle some schools did not offer music Iessons at all. Music in Vancouver as one
of the three art subjects was not given substantial resources. Typlcally, music
lessons observed in Vancouver took place in regular classrooms. However,
teachers in the Vancouver cases had much greater freedom to plan and
implement the curriculum so as to accommodate }i_nterests of students" as well as
their own ideas about music education and proficiency in the subject. Their
teaching was quite independent ot the official curriculum mandates.

~ Comparatively in Hong Kong, music as one of the core subjects in the

Primary curriculum was taught in specially equipped spaces. Therefcre, teachers

" relied on and quite readily used curriculum guidelines and worked with one

another to construct music programs in their schools. However, teachers did not
have much room to be creative, nor were they able to take into account the
interests of their students. Regularly scheduled and compulsory music lessons

as well as mandated assessment made teachers more accountable in regard to

offi cnal curnculum ThlS ﬁndmg reﬂects Ersner s‘(tv992) observatlon that whether a |
pamcular subject is valued in the curriculum or not can often be determined by
how much support the subject receives in the curriculum.

The practices of the participating teachers demonstrated that the cont_ent
and pedagogy adopted reflected their beliefs and proficiency in music and music -

education, as well as the structure and demands of educational systems within
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vvhich they functioned. As :seen from the relationship betvv?e‘eﬁn the bel‘i'efs'an‘d
4pract|ces itis p033|ble that the teachers practices are. less epr|C|tly related to
the traditional beliefs but more to the contextual foundation and constraint of the
educational systems that affect their practices Steven s caseis an evndence of
“such. Despite his serious concern wrth the students enjoyment of learning and
the liberal atmosphere in hlS classmom Steven alsohas high expectations for
‘the dlSCIp|lne and quality performance of his students This shows that his
expenence and expertise in music play a more important role in affecting his
practice. .

Results of this study, and in particular the close srmilarity of beliefs
expressed by the teachers in Hong Kong and Vancouver and great differences in .
‘ their classroom practice provrde an interesting context for re-examination of
Richardson’s (1991) frameworh. RiChardson and her associates suggested that
~ there is a close, reciprocal relationl's"hip betwee_n‘ oeliefs_andv practices of Zteach{ers
~ and that teachers’ beliefs have a predictive value in reg'ards to their professional B
practice. Clearly, in the present research, similardisclosed beliefs were not f o

'paired wnth similar practices..

e '*?‘:*_'
4 ,(; o ek ',4

At least two explanations could be proposed to address this phenomenon B
The first one remains _situated within the Richardson’s notlon. It could be argued' |
that beliefs.uncovered in this study constitute only a sub;set of a more complex
system of beliefs, | attitudes andValues that remained unexploredin the present
mvestugatron but Wthh in their interaction lead to practices that cannot be |

effectively predicted if mdrvndual beliefs are examined in |solat|on from each |
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other. In order to confirm or reject this hypothesis, a more comprehensive study
focused on a wider range of music education-related beliefs as well as other |
beliefs relevant to education would be required. |

The alternative explanation puts Richardson’s framework into question. It
could be argued that teachers’ beliefs contribLJte only one of the r/ariables
impacting on their classroom performance, a variable that cannot be used for any
predictive purposes. In this study, implementation of music education was olear‘ly
affected by at least three other factors: (1) systemic, (2) context an'd- (3) teacner’s
musical 'exvperti'se. As Steven’s case snggested, knowledge and experienoe in
" music can be a very powerful, decisive factor in snaping a teach_er;s practice in -
music education. Naturally, this. notion would require further investigation' before
it could be proposedei.th any degree of certainty.

In summary, since beliefs related to music and music eduoation that were
explored in this researoh were found to play only a limited role in affecting
teachers' praotices other factors have to be taken simultaneously under
oonsrderatron in order to make chhardson s framework apphcable and relevant

| for any purpose of predrctrons Therefore only domarn specrf c belrefs (rn the

context of the present study, belrefs related to musrc and m‘usrc educatron) arel
not sufficient to use Richardson‘s framework to predict teachers' practices.
Factors such as influences of education -systems and influences of ourriculum
should also be taken into account.

After conside’r.ing the Varidus factors that affect teaohers’ practices that '

emerged in this study, it is possible to claim that the educational systems and
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curriculum have major effect on teachers’ praCtiée when they are impleménting
their educational beliefs and so does teachers’ expertise in the subject of
instruction. In other words, this study has exposed the fact that'the-formulation of
music as a subject in the school and the systémic context vbf educatioh in which .
- the teachers practisé, as well as their personal 'experienceé, muéical knowledgé :
and proficiency, and other cultural beliefs, are instrumental in enacting their |

beliefs in classroom practices.
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CHAPTER EIGHT

Issues Raised by the Study and Some Directions for Future Research

Issues Raised by the Study

~ This stu_dy raised several issues in the context of observation and
interview. These are discussed below in relation to teachers’ abilities to translate
beliefs into practice.
In the Vancouver cases with the exception of very few teachers who had
formal music education at university level, people in charge of music education in
.the elementary classrooms generally lacked knowledge and skills in music. «They
were often conscious of their own |irnitation; stating they knew little about music,
and openly suggested their limited knowledge and skills in music' hindered their
practices. - | | |
Another}serious problem was detected related.to the lack of continutty in
the Vancouver elementary curriculum. Music education was often treated as a
“preparation time” matter that could be addressed by any generalist teachers
dunng spare trme Thrs casual and recreatlonal” approach to musrc educatron
resulted in the Iack of contmwty in currrculum and‘the quallty of Iesson content
“and teaching were frequently questlonabte. There were also problems even for
those schools that offer strrng programs taught by specralrst music teachers.
Some students in those schools may only have music lessons for half of the
school year or even do not have any music Ie_ssons at all if they do not participate

_ in the string program.
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" As observed in the Vancouver caees, teachers of the primary grade
students in the Vancouver schools do not need to show on their report cerd any
letter grades for the subject of music, and even those teaehing in intermediate
grades are oftenv not mandated to conduct assessment and ev_aluation of their
students and report on their students’ learning in any syetematie manner. The

| lack of assesement practice' prevented teachers from actively evaluating
‘students’ learning and providihg them with needed feedback for imprevement .
and has not allowed teaehers to evaluate the effectiveness om; instruction.

" On the contrary, the studied teachers in Hong Kong were often
constrained by textbooks, the assessment measures and the syllabus to the |
point that some of the participating teachers said. that they cannot meet the
students’ needs in the best way or ex‘periment with innovative approach.
Teachers mentioned that they cannot make their cléssroonis more “child-
centered” given the Hong Kong school system and the parents’ traditional

expectation of high achievement.

Directions fer Future Research

-~ These iesﬁee ’beint to sorﬁe Zdilre‘cti}ohjs. :f:o"f ;fuiere 'res'e;fdcj‘;h.. Due tothe
limitation of reseurces and time, the scope and period of observatien in this |

" research were limited to only one class of students in two consecutive Weeks for
each participating teacher with teachers themselves deciding which class shoufd
be observed. itis p_ossible that teachers may have different practices in different -

class settings, and consequently, that some important aspects of their practice
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have not been documented in this research. In ’additiort, assessment and
evaluation were not seen during the observation. period and conclusions related
to this area had to be based only on information verbally disclosed by the
teachers. Because of these two factors, rrtcre extensive period and broader
scope of observation are recommended to obtain a more thorough understanding
of teachers’ practices, and consequently, to be able to further explore the
relationship of those practices to teachers’ beliefs. It would be especially useful to"-
observe a greater diverstty of classes being taugt'\t by the same teacher. The
»observation period should also be extended to at least one whole term or longer
so that it woutd be possible to determine how the teachers design, implement
and assess musi'c., In addition; since the present study dealt only with ele’mentary
schools, it would be useful to conduct a similar investiga_tion concerned with
secondary school music teachers’ beliefs and practices Similarly; a more
s comprehensrve study of music teachers’ beliefs relevant to their practlce would
further allow for examination of the usefulness. of Rlchardson s framework.

Since teachers’ proficiency in the subject matter was found to play an
i |mportant role in thelr abllrty to translate thelr behefs lnto practrce more studles -
concermng the professuonal background of teachers of music in relatron vrrth the E
effectiveness of music instruction should be conducted in Canada. These studles
could offer foundation for policy'changes about the education sYstem in the
future, the place of music education in the elementary curriculum, and the nature
of teacher education programs capable of graduating effective practitioners in

music education.
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APPENDIX |

Sample of Observation Worksheet

Steven: lesson #1

Class: Grade 4

Time: 9.00 a.m. — 9.40 a.m.
Venue: Music Room

| arrived at the music room 30 minutes before lesson started. | found a seat at
the rear end of the room where | could see the activities in the whole room.
During the 30 minutes, many parents came in the music room and put down the
violins and cellos in the wooden shelf. Steven picked out the violins and cellos
from the shelf and start tuning them. He put the violins back after tuning.

9.00
Steven continued to tune the violins.

9.05

Some students came in while chatting with friends. They picked their instruments
from the shelf and start playing on their own, rechecking the tuning of the
instruments. One student went to play a D minor broken chord on the electronic
piano repeatedly so that everyone in the room can check their instruments’
tuning. Students chatted among themselves, walked around the room to chat
with their friends. Some students continued to adjust the tuning pegs on their
own, setting up the music scores on the music stands. Steven kept helping those
who still have tuning problems. The room was full of noise. They sat according to
the parts they play (1% violin, 2™ violin and cello). There were 20 students.

9.10

Steven put hands up, students stopped talking. He introduced the researcher to
the students, telling them that the researcher was a graduate student of
university who was there to observe their lesson because of an assignment.
Students’ placed attention on the researcher for a while and shifted their attention
back to Steven when he put his hands up to signal them that he had something
to say. Steven reminded students not to talk while he was talking. Steven told
students to take out the music score of “German Folk Song” and prepare to play.
He reminded them of the dynamic contrasts and finger position that they had on
the book. He counted the starting beats and played the CD accompaniment, then
the students start playing. They played the piece with repeats.
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9.20

Steven reviewed the term “tenuto” with students and reminded students to pay
attention to the markings on the music scores. He asked students to practice
playing D major scale. He demonstrated D major scale on a violin and counted
the beat rhythmically. Students then followed. He reminded the students of the
correct bowing. He walked around the classroom to check if students were
playing correctly. He corrected incorrect hand position or bowing of students.

9.24

Steven told students to take out the “My heart will go on” score. Students were
very happy and took out the score enthusiastically. He reviewed the bowing with
the students. He counted 8 bars aloud, played the piano part, and students
joined in. Students seemed to be very happy when playing this piece. Some of
the students seemed to play with more confidence. Some could not follow and
were playing with different bowing and making wrong notes. He sang the
fingering and letter name out loud while students were playing.

9.37

Steven noticed that some students were not familiar with “My heart will go on,” he
reminded them to practice it more at home. He told students to take out the
music of “O, Canada.” Steven counted 2 bars before playing the piano
accompaniment for the students. Students seemed to be very familiar with the
bowing and notes of the piece. They played with more confidence and the sound
came out better. They seemed to be happy with the sound and Steven told them
that they did a good job.

9.40
Steven reminded students to practice more at home before students left the
classroom.

Color Codes:

Teacher’s activities:
(1) teaching activities related to musical knowledge
(2) teaching activities related to musical skills
(3) significant issues:
(a) discipline
(b) teacher’s expectation

Students’ activites.
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APPENDIX i

Sample of Probing Questions

| Standa'rdize_d Question: 'What do you think is the purpose of music?

Lily: I think really is to nurture one’s temperament. To allow the students to feel
more comfortable, to reduce stress. | hope the purpose of music as a subject will
not add to their pressure but instead to alleviate their unhappiness and the
pressure that they experlence from the other subjects ‘

Probmg Question: How does it work to help them to nurture one’s temperament
and alleviate pressure? According to your observation, what evidence can you .
tell that music helps? ~

‘Lily: While they are singing they are very happy. Say, when listening to songs
and if the music is relaxing, they will naturally use their body movements to
follow. That shows that they are really happy. You can see that they are smiling.

Even though sometimes the song may be difficult to follow, but they still fee!
happy. It is an enjoyable thing for them. To make their life happier, less stressful,
and hence to nurture their temperament. '

Probing Question: Can you expand your ideas a bit?

Lily: Oh. If there is no music, | think life would be very boring. In our lives lots of

music happen to exist, some pleasant to listen, some not. | think music |s similar

to language in that it is a means to communicate.
Probing Question: Can you give an example?
Lily: Eh, say, for exémple when we sing a song of héppiness people will know

that we are happy. When we hum a song of sorrow, people WI|| know that our.
“mood is low. So'it is a means of commumcatlon o LA 2

Probing Question: The melody would be the same, though. When you sing the "

melody, the musical notes on the scale would be the same. How to tell ... '

Lily: | think a different make-up of the musical notes will give people a different
‘feeling. When you are happy and sing, the feeling you convey is different from
the feeling that you convey in the singing when you are not happy. Eh. ... Just
like using the same words when you speak. You have a different way of
expression when you are happy or not. People can feel there are two different
- ways of expression. The notes or words you use may be the same, but the feel
that you convey to people would be different. 1 think it can be a means of
communication.
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APPENDIX Iil

Interview Questions

Question set no. 1 (before observatiohs)

1.

2.

9.

How did you decide to become a music teacher?
What kinds of musical instruments do you usually play?

Why and when did you start to learn playing musical instrument(s)?

‘How did you become ‘a music teacher?

Can you think of an incidence or a person that has major influence on your

music experience? What is the significance of that incidence or that person?

‘What kinds of musical activities do you enjoy most? Why?

What style of music do you enjoy most? Why?

What factors would have contributed to the development of your favorite kind
of musical activities? (would it be your education? religion? Family
background? Life experience?)

In your opinion' what is the purpose of music?

10. What do you thmk is the purpose of music educatlon? why’?

11. What factors would have contributed to the development of your behefs about

music and music education?

12.1s there anything you would like to add to our discussion?

N
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Question set no.2 (after observations)

1.

2.

Was there any changes in your originaﬂy planned teaching activities?

How was the teaching activities originally planned?

Why was the teaching activities planned that Vway? ' ) , -
How did my presence affect the way you téught?

How did my presence affect the students?

In your opinion, in what ways does your teaching reflect your bélief about the
purpose of music edu\cation? | |

In your opinion, in what ways does your teéching affect the children?

Is there anAything you wbuld like to add to our discussion?
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