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ABSTRACT

The pre-primary year of schooling, the first year of formal
education for many children in Western Australia, has the
potential to capitalize upon young children's rhythmic and
auditory responsiveness and can provide a solid foundation upon
which further musical understandings may be built.l Music
educators such as Xodaly and Orff have stressed the advantages
of children's early exposure to music. {Lawrence, 1978, p. 108;

Teak, 1985/86, p. 8).

The Western Anstralianm music syllabus "Music in Schools
K-3" (1980, p. 3) highlights the significance of music educatim
in early childhood and warns that "to neglect music at this
time may limit our children's ability to express themselves
masically in later years." Thus it would appear advantageous

for children to begin music education in their earliest years.

This study investigated the distribution and quality
of resources and facilities for music education in pre-primary
schools from the perspectives of the surveyed pre-primary
teachers. Information gathered from the teachers interviewed
could be valuable for educational planners in better resocurcing

caxrrent and projected pre-primary schools.
The personnel responsible for music education in the pre-

1 In Western Australia, children attend pre-primary school in

the year they turn five. Enrolment is optional at present.
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primary schools were examined. Explanations were sought
regarding the operation of music specialist services in the
respective pre-primary schools. The amount of time allocated
for music educaticn and factors which limited children's access

to music instruction were explored.

McMahon (1986a, p. 45) caments on the need for professicnally
trained personnel with knowledge of child development to initiate
programres in music for children. This study examines the
musical backgrounds and professional preparation of pre-primary

teachers interviewed for the purposes of this project.

Data for this study was collected using interviews with
pre-primary teachers and those music gpecialists who operated in
the pre-primary schools of 21 randomly selected government primary
schools fram five of the 14 educational regions in the Westem
dustralian, Perth metropolitan area. Grouping proocedures and

frequency counts facilitated further analysis.

Young children can benefit fram fulfilling musical experiences.
They will have such experiences if capable teachers using quality
musical equipment and facilities are available for children in pre-

primaxy schools.
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The Treasure

A lonely life 'twould be without music.

No gay sound, no tranquil melody,

No spirited carols bringing Christmas joy,

No scothing lullaby for a small, wee babe,

No haunting richness of a tenor's strong voice.
A life without such treasures -

A lonely life 'twould be.

what of the music of the light-hearted, gentle finches,

The welcame ringing of church bells echoing acrosg a valley,
The wind's soft, child-like voice as it dances amorng bowing
daisies and cornsticks,

The steady beating of rain on the leaves of staid, proud trees,
Or the pounding tremor of wild horses as they flee from the
inescapable, deafening thunder?

What of a life without their misic?

But a lonely life 'twould be.

For all has been given from the Lord above,

To cheer a cheerless heart,

To camfort the =small child,

To stir the ever-spirited soul,

To unite the human being.

Without these to be cherished and appreciated by all, from
the youngest child to the wisest elder...

ah, but a lonely life 'twould be.

By Anna-Therese Kania
® July 1990



CHAPTER I

Thesis Title:

Teacher Backgrounds, Resources, Facilities, Personnel and

Time Allocation: A Survey of Music Education in Metropolitan

Pre~Primary Schools.

INTRODUCTTION

The teaching of music in pre-primary schools can be
restricted if the quality and quantity of resources and the
nunber of staff capable of instructing the subject are limited.

An examination of the personnel and resources for music education
in the pre-primary schcools could provide valuable information of
the musical backgrounds of those responsible for music instruction

and the availability of such resources.

The importance of music in the education of young children
should be realized by all who contribute to the education of
children. Music educators have attempted to spread the message,
one such educator claiming that "without music, man is incamplete”
{cited in Callaway, 1976, p. 65). Such words quoted by Perron,
may be a strong statement, but it is a statement by a man who has
influenced music teaching methodology in many schools world-wide.
Zoltan Kodaly's words echo the intentions of other major music
theorists such as Orff, Jacques-Dalcroze and Suzuki whose work in
the field of music education have contributed to bringing music

into the reach of increased nunbers of young children.



However, although the methodologies of those prominent
educators have been utilized and adapted by school music teachers
to form the basis for workable music curriculum documents, it is
umnfortunate that music education may not be receiving the status

that Kodaly and Orff strove so enthusiastically to achieve.

During the 1960's English music educators noted the "lack of
‘system' evident in the music scene of primary schools" and the
way in which "music is much neglected in many primary classes"
(Addison, 1976, p. 37; Lambert, 1976, p. 41). In 1981, educators
in England continued to bring to attention the fact that music was

considered an area of low priority. (Pearcey, 1981, p. 9).

The Australian Situation

Bartle (reviewed by Neal, 1968, p. 67) alerted teachers to
the state of music education in Australian primary schools in the
late 1960's. His findings rewvealed that "A few shining examples

apart, the picture presented is sorry and depressing.”

In 1985, attempts to highlight the opportunity for musical
participation for young children were still occurring., Vickery
(1985, p. 29) engaged in active pramtion, endeavouring to rally
the support of Westem Australian Principals in "encouraging and
facilitating the development of a strong programme in the arts.”
Buxton (1981, p. 73) stated that the Australian Society of Music
Education (ASME) Conference (Tasmanian Chapter) "reaffirmed the

belief that music should be given greater emphasis in the early



years.ll

The pre-primary vear of schooling is of great importance in
the early acquisition of basic fundamental musical learnings.
Distribution and quality of music educators and the availability
of resources are major factors determining the extent to which
young children receive misic tuition in their first schooling

experiences.

It would therefore seem that if inadequacies exist in
staffing and resources, yourg children's exposure to music is
severely limited. This suggests a need to investigate the
provisions made for masic education in the pre-primary year of
schooling. The extent to which such resources are provided give
same indication concerming potential achievement of the masical
goals advocated by those leading music educators already

mentioned.

tbjectives:

An investigation of staffing and facilities available to
children in the pre-primary vear of schooling may be justified.
The importance of music education in the early years of a child's
life shall be discussed in the literature section. The need for
adequate music facilities, resources and time allocation shall be

mentioned.



This study investigated:

Teacher Backgrounds/Preparation

* The musical backgrounds/preparation of pre~primary
teachers.

Rescurces and Facilities

* Availability of instruments in pre-primary schools.

* Instrnument usage in pre-primary schools.

* Adequacy and candition of instruments and equipment
fram the perspectives of pre-primary teachers.

* Adequacy of room space.

Personnel

* The personel responsible for music education in pre-
primary schools.

Time Allocation

* Time allocation for music education in pre-primary
schools.



CHAPTER 1T

REVIEW OF LITERATURE

Significance of Early Childhood Music Education

The child's first years of schooling have been recognized
by early childhood music educators as the most appropriate time
to nurture in the child a musical ocomnsciousness which can assist
in laying a solid foundation for the development of future musical
learning, The Western Australian music syllabus "Music in Schools
K=3" (1980, p. 3) mentions the importance of music education for
young children. It asserts that:

The early childhood years are critical cnes in the

development of certain musical skills. To beglect

music at this time may limit cur children's ability
to express themselves musically in later years.

Harris (1977, p. 5036) explores the benefits of musical
auditory training of young children. She coaments that "younger
children are more respcnsive than older subjects." Forrai (cited
in McMahon, 1986b, p. 162} put forth an arguvent stating that the
"development of the sense of rhythm can be facilitated by regular

stimuli of singing in the first few years of life."

McMshon (1986a, p. 45) camments on the benefits of music
instruction for the young child. The advantages cited include:
discrimination of musical differences; development of expressive
qualities; improvisation skills; improved co-ordination; enjoyment
and conmunication effectiveness. Jalongo and Collins

{1985, p. 18) emphasize that "children from infancy through age



five reach many milestones in their musical development.”

Kodaly was also aware of the significance of musical exposure
in the early formative years and consequently stressed that music
education must start as soon as possible. (Lawrence, 1978, p. 108;
Ieak, 1985/86, p. 11). His view was echoed by those at an ASME
Conference (Tasmanian Chapter) who listed recammendations for music
education in Australian schools which included the statement that
"misic within the Arts be given special priority for young children
in all educational systems" (Buxton, 1981, p. 173). The report
further emphasized the need for greater awareness of the importance
of music in the core curriculum. An investigation into the extent
to which music education in pre-primary schools is undertaken might
indicate the degree to which such a goal has been achieved in 1990

in Perth pre-primary schools.

The early years of a child's life are again noted to be of
significance in music education through the words of Hoemmann
(1981, p. 7), who asserts "it is necessary for our teachers to
build the musical foundations in the first year of formal
schooling, known as kindergarten." The pre-primary, usuvally the
first year of formal schooling for many children in Westemn
Australia, may then be considered valuable in providing many
reqular cpportunities for music to be experienced, thereby
affording as Hoermann states (1979, p. 1) "a basis for the

educated life and mind...enriching the quality of life."

Other sources were utilized by the writer to acquire

additional research information for the review of literature.



Letters were mailed to Canada, the United Kingdam and the
Australian states of Queensland and New South Wales. Unfortunately,
responses to the writer's requests were poor. Indeed the only
person who replied and therefore assisted the research was Ms

Olive McMahon of Queensland. In addition to external sources

being tried, the ERIC (D~RM proved an ideal means of collating

information for the purposes of this project.

Teacher Backgrounds/Preparation

McMahon (1986a, p. 45) suggests that "early music education
should be based on a sound knowledge of child development.” The
teacher education qualifications held by teachers operating in
pre-primary schools included in this study shall be presented and
discussed in addition to the musical backgrounds of pre-primary

teachers,

Hoermann (1988, p.7) refers to "the fact that many of them
[pre-primary teachers] lack musical skills.” Although her discussion
does not specifically comment on the musical knowledge of early
childhood teachers, her statement may have implications for the
backgrounds of pre-primary teachers. Constable (cited in Bourne,
1988, p. 87) stresses that there exists "a lack of proper music
teaching in our infants' and primary schools" and that a "national
awareness and urgency of action is imperative" (Smart, cited in

Bourne, p. 63).

In a short discussion with Mr Clive Nicholls (then a Ministry

Education Officer, 6th April, 1990), he indicated that there



appeared to be little documentation available concerning the
backgrounds of teaching staff in pre-orimary schools. This project
has gathered information on the musical training of pre-primary
teachers - private instrumental/vocal studies and the musical
knowledge gained during their undergraduate studies. The
adequacies of their studies were also examined. In addition,
reascns contributing to possible inadecuacies have been further

investigated.

Bonham (cited in Bourne, 1988, p. 63) ocutlined the
"inadequacy of music in early childhood and primary teacher
education.” Undergraduate courses which do not provide
pre-service teachers with essential skills to enable them to
knowledgeably engage children in regular and sequential musical
experiences, and which also provide inadequate time in the
three year course to allow such aims to be realized, serve to
disadvantage young children in schools. As Bridges (1980, p. 34)
highlights:

How is it possible to prepare teachers adequately
for this task (teaching music) when so little time
can be allotted to music in the total pre-service
teacher education programmes?

Gill (1985, p. 24) outlines a potential solution for
perceived tertiary music education inadequacies when he comments
that "more time needs to be spent in training institutions on
misic itself." If teachers are able to participate in music
education studies at the early childhood level which give them
the time to develop a misical background which can provide them

with the expertise onto which confident musical interactions



with young children can be built, then the concern for the lack of
misical training and skill development of teacher graduates would
perhaps not be as grave as recent literature shows. As Harle's

paper (1990, p. 26) reports:

Many pecple involved in the training of teachers to
work with masic in the early childhood field are
faced with a situation which is far from ideal.
Often they are allocated only minimal hours to work
with the teacher...often the students have little
confidence or expertise in music.

The fact that in early childhood education "it is the
classroom teacher who must take the day to day responsibility
for misic™ indicates that the teachers beirg prepared need to
acquire special skills for the beneficial implementation of
misic programmes for their young children. (Bridges, 1980,

p- 34). The musical qualifications/backgrounds of the surveyed
teachers and their corresponding perceptions of the adequacy of
music education units taken as part of their undergraduate
courses shall be covered in this section. Additional information
corcerning the rusical backgrounds of teachers which highlights
their instrumental studies, vocal training and utilization of

instruments for music instruction also shall be discussed.

Resources ard Facilities

Bartle in 1968 provides an account of music education in
Bustralian schools. He camments on resources and facilities
afforded to students. Neal (1968, p. 67) in his review of the
book, provides an illustration and states that there exists:

"insufficient teachers, inadequate equipment and conditions."
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McMahon (1986a, p. 43) discusses resources for music and early
education. She remarks that "the schools themselves have been
criticized for their limited resources - teaching facilities,
music and instruments." The situvation could have implications
for pre-primary schools in which provision of adequate resources

could be questionable.

The distribution and quality of facilities are factors
influencing the nature of musical experiences of students., If
resources are limited, then the desired development in children
of musical concepts could be limited. An investigation of
existing facilities in the selected pre-primary schools could
provide information for planners in better equipping current and

planned pre-primary schools. Miller (1974, p. 2) notes that:

Guidance in music activities rests primarily with the
regular teacher who frequently possesses a natural love
for the art, but often lacks formal training. Knowing
and having access to quality equipment and materials
however, can ameliorate this deficiency to a
significant extent.

Same music educators in England commented ypon the limited
resources for music whereby "primary schools are having to share
out an inadecuate supply between all their classes...crying cut
for a few tuned instruments® (Addison, 1976, p. 39). Cuts of
financial resources for music was also mentioned. (Pearcey,
1981, p. 9). An American study by De Laine (1987, p. 28) into
the status of music education in the public schiools of Maryland
in 1983-84 concluded that "Music and equipment varied in
availability and adequacy,..additional funding was needed for

programme effectiveness." It is to be hoped that the situation
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in Perth pre-primary schools will be an improvement on the state

of music education in those countries.

Music education has the potential to foster social inter-
action, improvisatory music-making, creative producticn,
problem-solving abilities, exploration and physical co-ordination.
(Burkart, 1980, p. 26). The degree to which a child may reach
such goals could be restricted if equipment offering stimulating
opportunities for discovery, group and individual tasks,
instrumental improvisaticns, skill development, accomplishment
and musical interest, are non-existent or severely lacking in

quantity and quality.

Resources such as a selection of Orff-type instruments are
important in the pre-primary school as a means of encouraging
free and creative expression and instrumental improvisation by
young children. Such instruments are of particular relevance to
children in their early years. Through the use of the
instruments, children are encouraged to "explore sounds, invent
rhythmic or melodic fragments, use them to create accompaniment
fiqures...to learn to play from memory" (Camte, 1982, p. 36).
Such resources, syllabl materials, listening materials, adequate
space for implementation of music lessons, electromic eguipment,
misic comers, reference books and visual materials are all
resources which can assist in catering for the needs of music

education in the pre-primary and primary school years.

Ban (1981, p. 62) describes the hierachical progression of

introducing misical instruments to children as they mature in
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their musical understandings. She states that:

Instruments are used fram the earliest stages by all
teachers who adhere to the Kodaly principles. Children
learn to handle a variety of simple rhythm instruments,
graduate to melody making percussion and later learn to
play simple woodwind instruments which lead to the
study of more camplex instruments.

For children to successfully participate in such advancements,
they must first receive opportunities to partake in auditory
discrimination experiences and be allowed to explore instruments
and the sounds they produce. (McMahon, 1986a, p. 45). This again
highlights the importance of satisfactory provision of music
resources in the early stages of a child's schooling - that stage

being of course the pre-primary year.

Salaman (1982, p. 125) refers to the skill of improvisation
as being "the most important element in music education...
undoubtedly trains the ear to listen with discrimination.™
During informal interactions incorporating a range of activities
with both tuned and non-tuned instruments, the child may be given
the opportunity to develop improvisatory techniques which can
"Jead to spontaneous, personal, musical experiences" {Orff, cited

in lawrence, 1978, p. 133).

Kenney (1989, pp. 33-34) discusses the role and organization
of music corners/centres in the early musical experiences of
children. She remarks that "they create an environment where
children are free to make choices...explore independently...

pursue his or her own musical interests.” Spontaneous,
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uninhibited, active instrumental masic-making and improvisation
could be restricted in a child's early school life if informal
opportunities are not presented to allow such experiences.
Reqular formal musical experiences coupled with informal
individual or small group music-making opportunities encouraged
by the presence of a potentially versatile music cormer can

- grant the availability of tuned and non-tuned instruments to all
students in what are ideally expected to be relaxed learning

situations. Accessibility to the instruments may then occur.

The availability of sufficient room space for music and
movement activities to be undertaken shall be investigated.
Rooms where whole class groups can canfortably partake in
movement: sessions simultanecusly may enhance the development of
confident student expression in which the child can "depict and
interpret not only the music's rhythm but its other elements,
too" (Hughes, 1987, p. 132), A description of an ideal music
roam is provided in the paper "Music Framework Kindergarten -
Grade 12" (1988, p. 67}. Considering that the majority of music
instruction undertaken in pre-primary schools occurs in the
actual centres it is worthwhile taking into account desirable
characteristics of music roams such as: adequate space for
whole group activities and the "use of carpet for floor
covering [which] provides excellent acoustical effect and

student camfort during movement activities" (1988, p. 67).

Pre-primary schools are used regularly for musical
purposes and therefore would benefit by exhibiting
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conditions which could enhance the transfer of musical knowledge.
For creative dance/movement and music experiences to be executed
without constant anxieties for child safety requires the avail-

ability of adequate room space.

The importance of movement activities was maintained by
Jacques—Dalcroze when he described early rhythmic movement
experiences to be the "fundamental, motivating force in all the
arts" (cited in Landis and Carder, 1972, p. 7). That moving to
music is a natural means of expression for young children asks
that active participation in large and small group sessions he
provided so that opportunities exist for children to engage in

such a natural form of communication.

The "Music Framework Kindergarten - Grade 12" (1988, p. 67)
points to more desirable circumstances in the discussion
concerning the appropriateness of facilities to cater for

elementary music programmes. It was emphasized that:

Facilities of adequate size and appropriate design
are necessary to accoamodate effective instruction
in the essential elements of the elementary schools
curriculum which includes activities of singing,
listening and moving to music.

Although not solely a music room, the pre-primary school
structure is required to support the extension of the musical
knowledge of young children. Inadequate roam size could hamper

the provision of movement activity and “"effective instruction."

It must be deemed necessary to ascertain the state of
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misic education in selected pre-primary schools as a means of
contributing information which could prove useful in order to
provide adequate personnel and facilities for music education

for children in Perth pre-primary schools.

Personnel

The teachers responsible for misic education in pre-primary
schools shall be identified. Hoermann (cited in Callaway, 1974,
p. 128} in assessing the role of the regular teacher in elementary

music education programmes comments:

It may be the regular classroan teacher who is best
able to bring a music programme to fruition and, in
so doirg, make a significant contribution to the
development of a child's aesthetic consciousness.

Taylor (1987, p. 81) emphasizes the important role of
general teachers in providing music education for their children.
He states that "the classroom teacher is in the best position to
exercise such 'pastoral' care as well as tend to the education
of the whole child." In pre~primary education the emphasis
centres on catering for the development of the whole child ~ the
pastoral care aspect being of crucisl significance. Taylor (1987,
p- Bl) gives further support for music education to be the
responsibility of the general teacher when he mentions that the
regular teacher "is able to integrate music education with all
other learning experiences." The identification of personnel
responsible for music education in pre-primary schools would

allow the percentage of pre-primary teachers who organize and
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present musical experiences to their children to be known.

In addition, other personnel who may contribute to the
musical activities of pre-primary children such as teacher aides,
parents, friends, commnity musicians and music specialists will
permit the identification of other resource pecple to which the
pre-primary may refer and utilize - the musical responsibilities

thus being shared.

An outline of a paper by Hockey (1990, p. 102) reveals that
music specialist consultation and coaching in elementary music
education may have its benefits. It is mentioned that "the aim

is to help classroom teachers...learn ways to develop their music

progranme. "

In a discussion, Mary Jane Whitehead (W.A. Ministry of
Education Consultant - Music Education, 18th May, 1990),
focussed on the responsibilities of primary school music
specialists, stating that specialists are employed to teach
misic to students from grades one to seven and autamatic
inclusion of pre-primary students does not occur. She later
emphasized that if music specialists do not negotiate to include
pre-primary students in their music responsibilities for the
schools involved, the students could be excluded fram receiving
specialist tuition. The pre-primary year, the year in which
young children can develop rapidly in their musical growth, could
therefore be overlooked and the potential talents of music

specialists not shared with young students in pre-primary schools.
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Time Allocation

Iehmann (1986, p. 13) in his article "The Class of 2001"
describes an anbitious aim stated by the Music Educators National
Conference (MENC) National Executive Board concerning goals for
the year 1990. It read: "By 1990, every student, K-12, shall
have access to music instruction in school." wWhether such an
abjective has in fact been attained in selected pre-primary
schools in the Perth metropolitan area shall be investigated in
this project. The extent to which this aim is achieved and the
time granted for its instruction comprise additional points
for investigation. Rimmer (1986, p. 8) outlined his list of
suggestions for music education in Western Australia for 1990 and

placed the need for a camprehensive K-12 curriculum to be of primary
importance.

McMahon (1986a, p. 45) refers to the need to:

ensure that young children have the time and opportunity
to develop musical wunderstanding through a process of
discovery and invitation nurtured and guided by
sensitive parents and teachers,

McMahon (1986a, p. 45) emphasizes that informal and formal
sessions of musical learning be provided for students and that
it should be a part of "integrated daily living." The Western
Australian syllabus "Music in Schools K-3" (1980, p. 26)
highlights that "many pre-primary teachers and children enjoy a
reqular 'music spot' every day." &An investigation of the time
allocation for music sessions in pre-primaxy schools would reveal

the time provision for music education per week and show the
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percentage of teachers who organize regular formal and informal
musical experiences for their children.

The importance of preparing an informal musical envircnment
was raised by Comte (cited in McMahen, 1986b, p. 162) when he
states that children should be able to extend their repertoire of
sounds in a "rich and responsive sensory environment." Thackray
(1974, p. 29) elaborates further on the provision of varied

situations for musical learning with young children., He comments:

a balance needs to be kept - a balance between discovery
{informal) and teaching, between child centred and
teacher directed (fommal), between entertainment and
instruction.

The importance of allowing reqular informal masical
experiences was reported by Holohan (1984, p. 1) in which he
described the development of musical syntax in children aged
five months to five years. Through his observations of 150
children in informal musical situations it was concluded that
"children can learn a great deal through informal exposure to
music and this exposure should begin before kindergarten."
Music corners/centres are able to provide the opportunity for
children to engage in spontanecus, group/individual musical
activity. Children can be presented with opportunities to
interact with instruments - a knowledgeable teacher may guide and
encourage exploration, creation and instrument interaction. If
thoughtfully utilized, the music comer can extend experiences
undertaken in formal situations, for example, rhythmic ostinati.
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The extent to which formal and informal musical experiences
are pursued by teachers and the time allotted to planned musical
activity by teachers in pre-primary schools shall be ascertained
and discussed. The need for daily musical interaction was
mentioned by Bourne (cited in McdMahon, 1988, p. 82) when he stated:
"Why does not every kindergarten ard primary school include music
as a normal part of daily activity?" It is anticipated that
pre-primary teachers will expand upon the musical organization

operating in their centres.
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CHAPTER IIT

Subjects

The population for this study camprised pre-primary teachers
and music specialists who operated in the selected pre-primary
schools. The units of analyses were the pre-primary teachers who
taught at the 21 randomly chosen government primary schools which
catered for pre-primary students, and music specialists who shared
their services with pre-primary students. It was acknowledged that
not all pre~primary schools receive services of music specialists.

Reasons for their absence from some centres shall be explored.

Research Instruments/Tools

The instruments developed for this study were two interview
schedules designed to obtain information from pre-primary teachers
and music specialists involved in the supervision of music

programmes undertaken in the randomly selected schools.

The interview technique when used in research projects is
considered an appropriate means of obtaining information on the
current status of music in schools. It allows the interviewer
to "follow up ideas, probe responses and investigate motives
and feelings, which the questionnaire can never do" (Bell, 1987,

p. 70}). An interview can elicit specific information and
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requires careful plamning to be effective.

The interview schedule as an instrument allows the collection
of data which may be used to organize plans to meet future needs
or substantiate or refute the validity of a current practice.
(Phelps, 1986, p. 188). When interviews are undertaken with much
thought and care they are able to provide valuable data. The
technique should not be viewed as the mere reporting of answers
but as a means of obtaining more data and greater clarity. (Boryg,

1981, p. 86).

Prior to piloting, the schedules were reviewed by experts in
the field of music education and research and any reocommendatiorns
were acted upon. The interview schedules were piloted on a small
sample whereby the identification of any deficiencies or possible
inappropriateness of questions were raised and alterations
undertaken. Such a preliminary check allowed additional comments
fram teachers to be considered a fruitful means of further
enhancing the quality of the schedules and in turn increase
suitability and validity. The aim was to devise schedules which
could encourage participants to co-operate and therefore respord
readily to the questions, becoming willing contributors to the

research.

The interview technique ensured that information was
received fram the chosen staff mewbers in such a way that it was
possible to obtain more detailed data which were later transcribed
from the interview tape recordings. There did not exist the lack

of reciprocity often associated with mailed cquestionnaires.
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Clarification of misunderstood answers and the re-stating of
questions were additional benefits of the interview technique.

It allowed the interviewer to follow up on incamplete or confusing
responses through the use of probing questions which aided
clarification of the original responses. (Gay, 1981, p. 166).

The use of the tape recorder to record responses assisted the
oollection of data and ensured all answers were noted. In
addition, all teachers gave their permission for tape recorder
use during the interviews. Teachers were offered the opportunity
to listen to their tape recorded interviews to allow for the

qualification of responses - thus increasing validity.

Design and Procedure

21 primary schools with pre-primary schools were randamly
selected fram five of the 14 educational regions in the Perth
metropolitan area using the cluster sampling technique. A table
of random numbers was employed. Approximate proportional
representation of the pre-primary schools from the five randamly

chosen regions was achieved.

Bayswater = 5 schools {(with pre-primary schools from the
22 in the region).

Cockburn = 5 schools (with pre-~primary schools from the
22 in the region).
Joondalup = 5 schools {(with pre-primary schools from the

21 in the region).

Melville = 4 schools (with pre-primary schools from the
18 in the region).

schools (with pre-primary schools fram the
14 in the region).

]
3%

South Perth

The Principals ard teachers of the participating schools
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were approached to obtain their permission for the interviews to
be conducted. Details were explained to avoid any confusion
concerning expectations. The teachers involved in the study have
not been identified either by name or school in this project.
Results were analyzed and conclusions drawn on the basis of the

data receiwved.

ARMADALE
BALGA
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COCKBURN
DARLING RANGE
MANELLA
JOONDALUP
MELVILLE

PEEL

PERTH (SOUTH)
SCARBOROUGH
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o
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* Pinjarra
/ g Wandering -

\

Boddington

Figure 1. Map of Educational Regions.

BEducation Statistics Bulletin (1989). (10}, 67.
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The design made use of pre-testing procedures whereby
pre-primary teachers and music specialists fram two schools
(not those included in the 21 schools) therefore camprised a
small sample of the intended population. Feedback fram the
teachers were studied and received recomendations were

implemented where necessary.

Assumptions and Limitations

Inconvenience was incurred in the study with regard to the
categorization of answers which allowed for opinionated, para-
graph comments. Grouping of similar responses assisted the

analysis.,

Interviewing as a technique can present problems owing to
subjectivity and the possibility of bias. Wiersma (1975, p. 138)
highlights that pre-fabricated responses could be a disadvantage
of the technigque. Borg (cited in Bell, 1987, p. 73) comments on
other disadvantages which may include the possibility of vague
antagonism between the interviewer and the respondent. However,
an organized interviewer who is aware of such a danger can reduce

the likelihood of such factors affecting the outcame of results.

It must be remenbered that the interview technique can
provide valuable information which could not otherwise be
collected using alternative methods., It ensures that information
can be received fram the interviewed teachers in such a way that
"it is possible to obtain more detailed data...than be an

impersonal questionnaire sent through the mail" (Phelps, 1986, p. 137).
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Another factor could concern genwralizability of results.
Generalizability may be limited in this study as the sample size
marginally fails to meet the criteria for generalizability
mentioned by Gay (1981, p. 102) who recammends a 10% representative
sample for descriptive studies. ILogistical and time restraints
did not allow a greater number of interviews to be conducted
although generalizability was enhanced due to random selection of
the regions and schools and the proportional representation of
those primary schools with pre-primary schools from the regions.
Nevertheless, findings fram the study may be significant for

other schools and suggest aspects requiring further investigation.

Data Analysis

The interview schedule included a scale which asked the
participant to indicate his/her opinion concerning the validity of
music education in early childhood education. Other questions
required Yes/No responses. A freguency count of the responses
showing the selections of the respondents was undertaken. This
allowed the percentage of respondents who chose particular items
to be known. The identification of factors related to the

responses was explored.

Areas of the schedule asked for personal comments/short
paragraph remarks and suggestions for future practices in music
education (open-ended questions). Such responses were grouped
according to similarity of responses and the percentage then
listed. Where it was considered apprcopriate, statements from

the teachers were also referred to during the report.
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The number of music specialists in operation, the types of
resources provided for music instruction in the pre-primary
schools, the different musical backgrounds of teachers and the
reasons supplied by teachers regarding any lack of formal/
informal music instruction shall be presented in table form

along with many other relevant percentage results.
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CHAPTER IV

A, TEACHER RACKGROUNDS,/PREPARATION

1.0. Musical Backgrounds/Preparation of Pre-Primary Teachers

Introduction

Miller (1974, p. 1) in his reference to preschool education

in the United States argues that:

Misic activities are an important part of the prescheool
experience, vet these activities are often guided by
teachers who have had little masical training,

In some cases a teacher education course may be the only
masical background a pre-service teacher gains other than his/her

own music lessons whilst at school. For that reason it is important.

Correy (cited in Taylor, 1987, p. 13) alerts to "the fact
that teacher education is often regarded as the pivot of
educational systems." It can prepare teachers for the musical
undertakings of early childhood education - demonstrate its
value and provide prospective teachers with necessary skills
to cater for the misical needs of young children. However, such
aims can prove difficult to attain if time to participate in

musical experiences at the undergraduate level is restricted.

It is not implied that teachers with extensive musical

backgrounds will be "better" teachers. It is however being
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emphasized that if the pre-service teacher is:

given time for personal development in music within
teacher education programmes, it is possible for the
non-specialist teacher who is convinced of the value
of music education to use it effectively with young
children. (Bridges, 1980, p. 34).

It is therefore important that the undergraduate programme
provides the guidance and time for all facets of music education
to be explored so that a teacher's confidence may be nurtured,
his/her knowledge broadened and an appreciation of the value of
music education in the lives of young children be developed. As
McMahon (1988b, p. 79) argues:

My concern is that music be seen as an essential
element of any curriculum and the earlier this is
practised in any school/educational system the
richer and more camplex later achievement and the
fewer the remedial needs.

The realization is therefore strengthened that music is a
significant part of early childhood educaticn and that its
importance be shown by its reqgular inclusion in the timetables of
schools and other educational systems in order to reduce the
likelihood of a need for remedial provision. Teacher education
institutions being the "pivot" of educaticnal systems are therefore
centres which can enhance the realization - of music being a
worthwhile part of a teacher's education and thus of a child's
education. McMahon (1988b, p. 79) continues to highlight the need

for "preventive rather than remedial measures."
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Reference to inservice attendance shall camprise ancther
area for discussion which refers to remedial provisions
available to teachers. Anderson (1981, p. 20} mentions the
case of voluntary support of inservice by teachers because of
"their [the teachers'] personal desire for professional
improvement and to increase their teaching skills.” The types
of inservice activities attended and the lengths of such coarses

might indicate the teachers' concerns for their perscnal

development.
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Regults and Discussicn

Table 1 (overleaf) presents the personal dossier of each
teacher and the specializations/major option areas they undertook
during their wndergraduate courses.

As can be noted, the most common age range was 26-30 years
(6 - 28,6%). 13 teachers (61.9%) taught in pre-primary schools
for periods ranging from five to ten years. 11 teachers (52.4%)
mentioned that they had taught as teachers for the same period of
time. (Two teachers had experienced teaching of other grades
prior to working in pre-primary schools therefore their total
teaching experience was greater than five to ten years). 15
teachers (71.4%) possessed Diploma of Teaching/Education/
Bachelor of Arts (ECE) qualifications whilst six teachers (28.6%)

held Teacher's Certificates.,

During the interviews, question five on the schedule was
altered to read: "What are your teaching qualifications?"
rather than "What are your hidghest teaching qualifications?"
All teachers therefore supplied lists which included their
undergraduate studies which of course was desired in addition

to any higher qualificaticns such as Bachelor of Education

degrees.

Eight teachers (38%) gained qualifications fram the
Western Australian Institute of Technology (WAIT)/Curtin
University of Technology followed by seven teachers (33.3%)
from the Western Australian College of Advanced Education
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Table 1

Personal Dossiers of Pre-Primary Teachers

Age Ranges Pre-~Primary Teaching Qualification Institution Specialization Graduation
Experience Experience Year
51 - 55 16 - 20 21+ Tchr's Cert. Claremont Junior Primary '59
51 - 55 11 - 15 11 - 15 Tchr's Cert. WATT Social Studies -
51 - 55 16 - 20 21+ Tchr's Cert. Claremont Junior Primary '59
46 - 50 5-10 5~ 10 Dip. Bd. (ECE) WACAE Art '8l
46 - 50 11 - 15 16 - 20 Tchr's Cert. Graylands Junior Primary -
41 - 45 5-10 16 ~ 20 Tchr's Cert. Graylands Junior Primary -
41 - 45 Iess 5 yrs Iess 5 yrs B.A. (ECE) WACAE Scocial Studies 89
36 - 40 5-10 5 - 10 Dip. Tch (ECE} Wellington N2  Pre-Primary '69
36 - 40 5-10 5-10 Dip. Tch (ECE) WACAE Early Chldhd '85
36 - 40 5-10 16 - 20 Tchr's Cert. Claremont Junior Prim. '71
31 - 35 11 - 15 11 15 Dip. Ed. (ECE) WAIT Special Ed. '81
26 — 30 5-10 5-10 Dip. Ed. (ECE) WAIT Music '85
26 - 30 5-10 5-10 Dip. Ed. (ECE} WAIT Music 85
26 - 30 5-10 5 -10 Dip. Tch (ECE) WACAE Early Chldhd 84
26 - 30 5 - 10 5 - 10 Dip. B3, (ECE} WAIT Music 83
26 - 30 5 - 10 5-10 Dip. Tch (ECE) WACAE Art ‘84
26 - 30 5-10 5-10 Dip. Ed. (ECE) WAIT Psychology '85
20 - 25 5~ 10 5~ 10 Dip. Tch (BCE) WACAE Outdoor Pursuits 85
20 - 25 5 -10 5 -10 bip. Tch (ECE} WACAR Music '85
20 - 25 Iess 5 yxs less 5 yrs Dip. Ed. (ECE} Curtin Uni. Music 'g7
20 - 25 Iess 5 yrs Less 5 yrs B,A. (ECE) Curtin Uni. Psycholoqgy '89
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Age Ranges Pre-Primary Experience
56 ~ 60 0 {(0%) 21+ 0 (0%)
51 - 55 3 (14.3%) 16 ~ 20 2 ( 9.5%)
46 - 50 2 { 9.5%) 11 - 15 3 (14.3%)
41 - 45 2 { 9.5%) 5-10 13 (61.9%)
36 - 40 3 (14.3%) less 5 yrs 3 {14.3%)
31 -35 1 (4.8%)
26 - 30 6 (28.6%)
20 - 25 4 (19.0%)
Teaching Experience Qualification
21+ 2 ( 9.5%) Dip Tch/BEA/BA 15 (71.4%)
16 - 20 3 {14.3%) Tchr's Cert. 6 (28.6%)
11 - 15 2 ( 9.5%) (B. Ed) 6 {28.6%)
5-10 11 (52.4%)
less 5 yrs 3 (14.3%)
Institution Specialization/
Major Sequence
WATT/Curtin 8 (38.0%) Junior Primary 5 (23.8%)
WACAR, 7 {33.3%) Music 5 (23.8%)
Clrmt./Grylds 5 (23.8%) Art 2 ( 9.5%})
Wellington NZ2 1 { 4.8%) Social Studies 2 ( 9.5%)
Psychology 2 ( 9.5%)
Early Chldhd 2 ( 9.5%)
Pre-Primary 1 ( 4.8%)
OCutdr Pursuits 1 ( 4.8%)
Special Ed. 1 { 4.8%)
Graduation Year
'59 2 { 9.5%)
'69 1 { 4.8%)
*71 1 ( 4.8%)
'81 2 ( 9.5%)
'83 1 (4.8%)
'84 2 { 9.5%)
'85 6 (28.6%)
'87 1 ( 4.8%)
'89 2 ( 9.5%)
Couldn't state 3 (14.3%)
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(WACAE) - now Edith Cowan University) and five teachers (23.8%)
from Graylands/Claremont Teachers Colleges (which later became

part of WACAE}.

With regard to teacher specializations/major option areas
it was found that music education specializations were undertaken
by five teachers (23.8%). Music tied with Junior Primary
specializations/major option sequences campleted mostly by
primary school teachers who majored in the subject whilst at
Graylarnds/Claremont. Art, Psychology, Social Sciences and Early
Childhood Education were each campleted by two teachers (9.5%).
Six teachers finished their studies in 1985 although the range
of graduation dates was spread over 30 years. The percentage of
23.8% for music education option sequences demonstrated that
alongside Junior Primary studies, music education proved to be a
somewhat favoured undertaking for pre-primary teachers. Four
(19%) of the five (23.8%) teachers who completed music sequences
were graduates from WATT/Curtin University. The remaining

teacher was from WACAE.

Table 2 (overleaf) shows the number of music education units

canpleted by teachers.

As can be noted, all but two teachers mentioned they had
campleted at least one music education unit during their under-
graduate studies. Two other teachers (one who studied at
Claremont Teachers College, the other at Wellington Teachers
College, New Zealand) stated that music was an integral part of

their course - that it occurred throughout their training. Both
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teachers could therefore not consider thelr music education in

terms of units.

Table 2

Number of Music Education Units Completed by Teachers

No. of Units No. of Teachers
1 Unit 4 (19.0%)
2 Units 3 (14.3%)
3 Units 5 (23.8%)
4 Units ¢ (0 )
5 Units 0 (0% )
6 Units 4 (19.0%)
7 Units 1 { 4.8%)
Throughout 2 ( 9.5%)
Couldn't State 2 ( 9.5%)

Five teachers (23.8%) revealed they had campleted three
units whilst studying - three units being the most comon
nurber completed by the teachers interviewed. Four teachers
{19%) indicated they had passed six units of music and another
four teachers stated that they passed one music unit in their
urdergraduate course. It was evident that mumbers of units
campleted by the teachers ranged fram one to seven, The teachers
also indicated that at the undergraduate level they were able to
develop further their musical backgrounds by participating in
core music education units. Also they could gain additional
musical knowledge from the completion of other optional music
education units offered by their institutions. It would appear

that the extent to which teachers may advance their musical
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understandings depends on the numbers of units available to
pre-service students and their ability to accommodate those

units in their semester timetables. As one teacher elaborated:

"If I wanted to do a music major, I would have to go

in to the institution four times a week. It's not
that I wasn't interested but that I had a part-time
job. I worked three days a week and I had to choose
units that fit[ted] around my work. If I didn't work,
I couldn't have gone there. I can't see why it had to
be so time consuming. Perhaps if they had crammed it
into two or three days I might have been able to do it
...because I wanted to do music."

In this particular case the teacher's desire to increase
her misical knowledge was inconvenienced by her employment. The
teacher regretted her inability to undertake the studies but
highlighted the awkwardness that surrounds maintaining part-time
employment and accommodating difficult demands. It is unlikely
that university timetable fixtures however much designed to ease

the burden on students, can hope to suit all students.

Table 3

Undergraduate Music Activities

Activities/Content No. of Teachers
Songs /Games 21 {100%)
Theory/Notation 16 {76.2%)
Programming 16 (76.2%)
Percussion Enserble 14 (66.6%)
Movement /Burhythmics 14 (66.6%)
Recorder 14 (66.6%)
Solfa 9 (42.9%)
Choral 5 (23.8%)

Piano/Guitar/Instrumental 5 (23.8%)
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Although wide differences were apparent in the explanations
of music unit content of sawe teachers as opposed to others,
consistent similarities were evident in the descriptions of some
teachers especially those of recent graduates {mid and latter part

of 1980's).

The content discussed by many of the teachers who
graduated during the mid and latter part of the 1980's referred to
the utilization of Orff percussion instruments, solfa and
eurhythmic activities. Opportunities to pursue instrumental
studies (piano, guitar) appeared to become more common from the
mid 1980's. Consistent inclusions in the activities listed by
fourteen teachers (66.6%) cawprised percussion experiences and

singing activities.

It was not unexpected that all teachers revealed they
had participated in singing and song game sessions modelled by
lecturers in their respective institutions. The emphasis on
singing and musical games during undergraduate music education
studies was commented upon by teacher graduates of 1959 through
to 1989, A 1959 gradvate fram Claremont Teachers College with
a major in jumior primery studies referred to the music

camponent of her course and stated:

"It gave you a good overall grounding in music. It
centred on how to teach a sorxy, how to organize
singing games with the children...really caumon
sense. We didn't only do music during misic time
but maths had musical activities in it and language -
songs, rhymes."
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The significant role of singing and associated games and
actions continued to be espoused by a 1989 graduate student.

She mentioned:

"We did work on how to take a music lesson. There was

a choir which you could be involved in if you wanted to.
But we actually had singing lessons and made up a
resource file on different songs, activities."

The importance of singing games and action songs in early
childhood education continued to be a major part of the music
education component for teachers of young children although
another graduate of 1989 stated that "Solfege, sightreading,
movement and some ensemble work were other things we did quite
a bit of." The range of experiences mentioned by teacher
gradvates suggested a certain broadness of musical activity
which differed from the onus placed on unison singing and related
games noticeable in the descriptions of musical content provided

by the 1959 graduate.

16 teachers (76.2%) mentioned that they received tuition
which concerned the theory of music during their undergraduate
course. One teacher cammented on the extent to which musical
theory was pursued in her studies when she stated "We had to
learn about notation, had tests. We had to pass the practical
parts as well as the theory...rhythms." Aanother teacher added:
"Notation was part of the course. We all made charts, beat

charts and felt rhythmic pieces for our teaching.”

Although a large percentage of teachers was knowledgeable
of basic theoretical understandings so that young children
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could be introduced to the written form of music, teachers were
divided about its implementation in pre-primary schools. As one
teacher explained: "I don't like to get them involwved in it too
much, I just want them to enjoy music." This situation

contrasted with the methods employed by another:

"All my kids know ta, ti-ti and sa and they can echo
clap quite well and copy them from the blackboard.
We do games with them and they love it. I might do
it with them once or twice a week."

It was obvious that even though the teachers were in
possession of similar understandings the types of experiences
planned for their children were dependent on other factors.

In the cases just mentioned it was the teachers' views of
the appropriateness of certain musical activities which
determined their application in the pre-primary schools. The
relevance of such experiences for children were influenced by
their considered suitability by the teachers concerned, one
who felt that the inclusion of rhythmic notation would encroach
upon the pleasures that could be gained from musical activity,
the other whose belief it was for children's musical learnings
to contain knowledge of basic notational forms. Similarity of
musical background did not necessarily mean that techniques used
to transfer musical understandings were uniformly employed by

teachers.

Another 16 teachers (76.2%) revealed they had been informed
on how to develop programmes for early childhood music

education. Outlines of objectives, goals, sub-concepts and
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developmental stages were included in the lists of teachers. The
carwpilation of resource files were mentioned. They were commented
on most favourably by those teachers who reported the value of
undertaking such an exercise in view of the assistance it
provided to those teachers upon receiving employment. The

organization of a music file was described by a teacher:

"We had to make up a special file of simple range
songs and it had to be coded so we had movement,
playing, singing and so forth. Actually we learned
a lot of songs in that course and we also referred
a lot to books like the 'Children's Song Book.'
Doing that file was helpful.”

It was clear that teachers appreciated having prepared
resource materials which could be immediately used during their
first experiences as teachers in pre-primary schools/early
childhood centres. They continued to refer and utilize the
information and aids they constructed during tertiary studies
to assist the development of musical experiences for their
children throughout their careers., It appeared that the creation
of music resource files and aids were a worthwhile undertaking
for the teachers not only as a support for their initial
teaching experiences but for their oontinued growth as early

childhood music educators.

14 teachers (66.6%) referred to the use of percussion
instruments and ensemble performances during their undergraduate
misic education. A teacher elahorated on the activities in which

she was involved at the undergraduate level.
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"We used percussion instruments and learned songs that
oould be taught in pre-primaries. We had to go out to
one school and get the children to do a performance.
We also had to get into groups, each with a percussion
instrument and perform songs for an assignment. We
recorded songs and played instrmuments."

The teacher revealed she had participated in different types
of percussion activities however no teacher mentioned whether
emphasis had been placed on the utilization of non-tuned versus
tuned instruments, It is therefore not possible to establish
any association between recommended usages of non-tuned or
tuned percussion instrument practices undertaken in teacher
education tertiary institutions and overall non-tuned/tuned
instrument availability and use (to be covered in a later

section).

Movement and music activities were also mentioned by 14
teachers (66.6%) to be part of the musical experiences they
completed during their undergraduate courses. Burhythmic
sessions were included in descriptions provided by teachers.
Those teachers with Teacher's Certificates did not report/could
not recall having participated in movement sessions whilst
studying. This however does not suggest that the teachers

were not involved in any form of movement experience,

Teachers indicated that it was difficult for them to
provide in-depth descriptions of the cortent of their under-
graduate musical experiences. Many were unable to remember
every aspect of their course, This could be considered a

limitation of the question although teacher explanations were
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able to support the descriptions provided by other teachers who
graduated fram the same institution in the same year. For example,
the content listed by the Claremont Teachers College 1959 graduate
extended and gave weight to the musical experiences outlined by
another teacher who completed her studies also at Claremont in
1959 with the same subject major (junior primary) as the first
teacher. This procedure proved successful in that near identical
content descriptions were evident from teachers who graduated

from certain institutions in the same year.

The provisions of recorder tuition as a component of the
music education units campleted by teachers was mentioned by 14
teachers (66.6%). Three (14.3%) of the five teachers (23.8%)
who possessed Teacher's Certificates revealed that study of the
recorder was an important part of the musical activities

undertaken.

Nine teachers (42.8%) specifically referred to the use of
solfa by lecturers at tertiary institutions. Most teachers did
not elaborate on the usage of solfa in the musical activities

they presented to the students in their centres.

Choral participation was an interesting addition to the
content lists described by teachers. Four of the five teachers
(23.8%) who stated that they had had choral musical experiences,
had attended WATIT/Curtin University. The vocal training of

teachers shall be discussed later.
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Five teachers (23.8%) revealed that piano or guitar studies
were other music education units they completed during their
undergraduate courses. Four of the teachers (19%) reported they
were required to undertake two instrumental units whilst the
fifth teacher stated she had completed one pianc unit for each

semester of her course in addition t© core music requirements.

The types of musical activities listed by teachers indicated
that teachers had been exposed to a range of experiences designed
to prepare them to organize and execute music sessions with their
children. Although teachers participated in similar musical
experiences in their core units there were cases in which teachers
broadened their musical understandings by undertaking music option
sequences. This would have provided those teachers with more
advanced musical knowledge thus creating greater differences in
the backgrounds and therefore the musical understandings of
teachers. Musical background differences may be influenced by
other factors such as the existing knowledge teachers possess
upon entering an undergraduate course and the skills they may
develop to continue their personal musical development after
graduation. The instrument playing skills or teachers shall now

be examined.

Performance

The following table (overleaf) rewveals the instruments

currently played by teachers and the usage of those instruments

in the pre-primary schools of those teachers.
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Tabhle 4
Teachers Who Play Instruments

Teachers

Able to play an instrument 10 (47.6%)

Unable to play an instrument 11 (52.4%)

As can be noted, ten teachers (47.6%) reported that they

‘could play a nusical instrument. 11 teachers (52.4%) stated
they were unable to play an instrument. Of the ten teachers who
oould play an instrument, eight stated they played the piano or
keyboard and four indicated they were able to play the guitar.
The mumber of years of formal piano education undertaken ranged
from three to 11 years. One teacher camented she had taught
herself to play the organ/keyboard whilst two of the four
teachers who played the guitar were self taught. Interesting
additions to the list of musical instruments included the cello,
violin and traombone played by a teacher who learned the
instruments during her high school years, and the cornet which

was played by a teacher who received four years of tuition.

Regarding instrument utilization in pre-primary music
lessons, seven of the eight teachers able to play the piano/
keyboard incorporated the instruments in the musical activities
presented in the teachers' centres. Five of the seven teachers

utilized the instruments on an infrequent basis {once a fortnight/
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occasionally during the year). Two of the teachers used the
instruments everyday and the teacher who did not include piano/
keyboard accampaniment for pre-primary music sessions reported
that the centre was not endowed with a piano/keyboard. The teacher
possessed musical abilities yet did not have the necessary
ingtrumental resources to share her abilities with her young
students. The table below, provides information on instrument

usage by teachers.

Table 5

Instruments and Usage by Teachers

Instruments Nos. of Utilization Frequency
Teachers of Use

Piano/Keyboard 8 (38.0%) 5 (23.8%) Occasionally

2 ( 9.5%) Everyday

1 (4.8%) Rarely/Never
Guitar 4 {(19.0%) 2 (9.5%) Once per Wk

1 ( 4.8%) Everyday

1 (4.8%) Rarely/Never
Cornet 1 ( 4.8%) Rarely/Never Rarely/Never
Cello 1 ( 4.8%) " "
Violin 1 ( 4.8%) " "
Traroone 1 { 4.8%) " "

The use of the guitar during the musical experiences of
children was mentioned by three of the four teachers who were
able to play the instrument. One teacher stated she incorporated
the guitar into the everyday musical activities at her pre-primary

school whilst the two other teachers stated the instrument was
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used in their centres once every week. The two teachers who
between them were able to play the cello, violin, trambone and

cornet revealed they rarely used the instruments if at all.

It was evident however that even though teachers owned
instruments their utilization was not ensured. Three of the ten
teachers able to play an instrument incorporated one of their
instruments in the everyday musical experiences of children.

In addition to the eight teachers with pianos/keyboards in their
centres, another two teachers who also possessed the instruments
did not utilize them as they stated they could play neither a
piano nor keyboard. The teachers' backgrounds and initiatives
were cbviously factors which could have influenced the utilization
of the instruments in the musical experiences presented to
children. Perhaps if all teachers were familiar with basic
musical theory there would not exist apprehensiveness to include
for example, an electronic keyboard in the musical activities
undertaken by those teachers.

As was outlined earlier, one of the eight teachers able to
play the organ/keyboard used her initiative to teach herself to
play the instruments with positive results. Perhaps usage of an
instrument such as a portable keyboard by teachers could be
increased in most cases if teachers took the initiative to
further their understandings of musical theory either through
self education or attendance at music seminars or workshops.

Teacher support of music workshops shall be discussed later,

Table 6 gives the percentage scores of teachers who had
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received formal voral training,

Table 6

Formal Vocal Training of Teachers

Training Teachers
Formal Training 4 (19.0%)
No Formal Training 17 (81.0%)

Four teachers (19%) acknowledged that vocal training was
emphasized in the music major sequences they undertock. Choral
studies for those teachers lasted for a duration of one year.
17 teachers (81%) commented that special vocal training was not
an intense part of their courses although many of the teachers
indicated that singing practise, learning songs and recognition
of pitch intervals were included in the musical studies they

campleted.

One teacher who mentioned she did not feel confident in her
ability to sing in tune employed the keyboard to sound the
correct starting note and used the instrument as a device to
maintain the singing of her children. The compensatory function
the keyboard performed helped the teacher ensure that singing was
still a part of her overall music programme even though she did
not feel capable to iead the planned singing experiences in her

centre.
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Table 7 lists the reasons provided by teachers concerning

their perceptions of music unit inadequacies.

Table 7

Reasons for Music Rucation Unit Inadequacy

Reasons Teachers
Not relevant/Did not prepare for real 5 (23.8%)
situations

Did not cater fully for students with 3 (14.3%)

non-musical backgrounds

Did not adequately provide for pre-primary 3 (14.3%)
msic education specifically

A more practical element to be included 1 ( 4.8%)

Five teachers (23.8%) referred to the units they campleted

to have not been entirely relevant. One teacher explained:

"It didn't prepare me for the reality. I went up
north and had an unruly bunch of kids...not just
pre-primary but I also had to teach up to grade
three. I would try to teach them solfa and all
this ~ they tock one loock at me and thought 'No way.'
So we ended up doing things like Johnny Farnham and
things, adapted it and they really enjoyed it. My
whole belief in education is that they should enjoy
it."

The teachers expressed concerns that the reality of teaching
was not imparted - that perhaps tertiary education distanced
itself fram actual practices found to be appropriate for early

masic education. The first teacher's comment suggested that more
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information be provided about catering for the musical needs of
children in circumstances differing from those usually encountered
in metropolitan schooling systems and what may be expected in

country institutions or in multi-ethnic, Aboriginal classrocms.

One teacher claimed that "I don't see how a course can make
you an expert in everything. It can't be. You learn from teaching
also." Taking into account this teacher's statement it could be
that teachers expected too much from their courses. As another
stated: "You came out of your course thinking 'I don't know
anything.' But really you have a wealth of knowledge inside."

In the previous cases however, the teachers were concerned that
the content of what they had been taught did not match the
realities of demanding teaching situations. This may have
implications for future learning content covered in undergraduate
music education units - greater emphasis on what may be expected
of them in a musical capacity and the possible teaching situations

which could be encountered. As Bridges {1980, p. 34} highlights:

Only when early childhood teacher education for music
becanes more realistic and more relevant during their
undergraduate studies will there be any hope of
breaking the vicious circle which is limiting
opportunities for children's aesthetic develorment.

Three teachers (14.3%) felt the music education units
campleted during their undergraduate studies inadequately prepared
them because they did not cater fully for the students with non-
musical backgrounds. The teachers elaborated on the difficulties

they experienced:
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"I still think that if you had gone into early
childhood education with a musical background

you were at a definite advantage. If you went

in with limited musical knowledge you were at a
disadvantage. T really had to struggle at the
practical side. On the other hand, I also learned
a lot because I will now go to our organ at home
and just play it. I still think though, that if
you went in with limited musical background you
were at a definite disadvantage.”

"I really had no musical background. I think the
units should have been made easier for people if you
didn't have a musical background. I found it very
threatening in same cases.”

These camplaints were supported by teachers with musical
backgrounds:

"The course was alright for me because I already had
musical knowledge...but same of the girls were not
so confident about music.”

"The course was adequate for me because I had the
musical knowledge. I had done music quite
extensively. For the others it was a bit harder."

The teachers obviously agreed that their musical
backgrounds assisted their progression through the courses
whereas those with a lack of musical knowledge believed they
were placed at a distinct disadvantage. One other teacher
mentioned that "It would have been good if the units could have
extended more those students who had already done music before.”
This could indicate that different units specifically designed
to cater for the musical needs of student teachers with varied

backgrounds would allow teachers to further their musical
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developments, although all teachers would of course have to leam
particular teaching methodologies and programing techniques.
Teachers canplained that their music education mnits were either
too difficult or not challenging enough.

Ancther three teachers (14.3%) cammented that their courses
did not adequately provide for pre-primary music education - that

the primary component was too pronounced.

One teacher (4.8%) expressed her concern regarding the need
for a more practical element to be included in mdergraduate music
education wnits. She stated: "For me, I would have rathered a
little more practical rather than the theoretical because I'd
been through the theory on the piano." Obvicusly the previous
musical knowledge of the teacher influenced her desire to have
received increased practical activity instead of the theory. This
again highlighted the different needs of teachers caused by the
varied musical backgrounds of student teachers upcn entering their

undergraduate courses.

Table 8 (overieaf) reveals teacher perceptions of the adequacy
of the music education studies imdertaken by teachers for preparing

them to teach music in pre-primary schools.

Eight teachers (38%) responded positively to the question and
declared that the music education wnits in which they were
involved prepared them appropriately for their future musical
mndertakings as teachers. One teacher (4.8%) was undecided and 12
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teachers (57.2%) believed their musical studies were inadequate
as a preparation for teaching music in pre—primary schools. Those
teachers who perceived their studies to be adequate explained

reascns for their decisions.

Teble 8

Reasons for Music Education Unit Adequacy

Reasas Teachers
Gave knowledge on what is appropriate 3 (14.3%)
for young children

Gave teachers background/grounding 2 (9.5%)
Knowledge on integration 1 ( 4.8%)
Gave confidence 1 ( 4.8%)
Canplemented existing knowledge 1 ( 4.8%)
Undecided 1 { 4.8%)

Margin of error .2%

As can be noted, three teachers (14.3%) indicated that the
mits they campleted gave them knowledge of the types of musical
experiences considered appropriate for young children. The
teachers elaborated further:

"The music wmnits I did gave me the ability to select
songs that were suitable for the four/five year old
c¢hild and how to present it to a c¢lass."
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"I just think it gave you a good basic idea of what
kids would be able to do - what they could do and
what they couldn't. The lecturer gave you a really
good idea of that. I've watched some people teaching
and the material they've chosen is not appropriate...
it's way too much over their heads or not challenging
enough - either too high or too low. So the course
did help you to choose the appropriate songs and
materials.”

This point was mentioned by a majority of the teachers who
viewed their studies to be adequate.

Two teachers (9.5%) explained their musical studies were
useful in that they provided them with the necessary background
to cater for the musical needs of young children. The teachers

camenteds

"Because I didn‘t have any musical background before
then, it gave me a good background to teach -
otherwise I would have been in trouble."

"The units gave people who didn't have any musical
knowledge at all a good grounding to start with.
People need to understand what's behind music and
then they can go fram there."

That the units were able to supply them with a basic
knowledge of musical theory appeared to be appreciated by the
teachers. The importance of musical theory in undergraduate
studies reaches greater heights in that the presence of pianos/
electronic keyboards in same pre-primary schools asks that
teachers have some knowledge of basic theoretical principles so

that they may be used for the benefit of children in the centres.



One teacher referred to the fact that her musical studies
gave her the confidence to pursue musical activity with young
children. She mentioned that "It gave me the confidence to sing
in public, use my voice and move with the children." The teacher
cbviously acquired valuable skills for the implementation of
music sessions. Another teacher (4.8%) camented on the knowledge
it provided her for the integration of music with other curriculum

areas. She explained her view:

"The units I did allowed me to see just how much
children can learn through music and how much it
has to do with other areas. BSo much of children's
leaming revolves around music and movement...I mean
you could teach just about everything in pre-primary
through music and movement - skills, concepts,
everything., It's gross motor movement, aural
training - just about everything."

The potential of music education to permeate other subject
areas and its ability to develop skills not solely of a musical
nature were recognized by the teacher during her undergraduate
studies. The remaining teacher (4.8%) felt her studies were

adequate in that they camlemented her existing musical knowledge:

"I found that the course was a bit easier for me
because I already had same musical background.
It acted as a revision as the course was very
thorough and the content was good.

In this case the teacher valued the revision she received and
camended the types of experiences undertaken and the way in

which the units were presented.



54

An interesting request put forward by a recent graduate
concerned the possible timetabling of additional core music
education units. Although satisfied with the adequacy of music
units she completed owing to her previous misical background the
teacher reported that:

"There was same concern that we really needed to have
done another unit in third year. Some of the other
students were less confident about music. They didn't
feel they had encugh just in that first year unit.
Also your thinking changes a lot towards the end of
the third year and you look at something differently
than when you were in first year. So they felt that
perhaps it would have been good to have had another
unit. Many of the students I spoke to said there was
room for more music education in the course. I think
they will probably put more in,"

The graphs (overleaf) reveal the number of music education
units allocated in the early childhood education courses at both
Edith Cowan University and Curtin University of Technology. When
viewing the graphs it must be remembered that each of the
institutions offered additional music education units in the
forms of music sequences, E-options and elective studies (for
exanple, one elective unit is available in the third year of the
Bachelor of Arts teacher education course at Edith Cowan

University, 1991).

It was evident especially at BEdith Cowan University that
the overall mmbers of core music education units offered during
the early childhood undergraduate course decreasad slowly
between 1978 and 1991. At Edith Cowan University the mumbers
decreased from four units in 1978 to one unit in 1984 and

remained the same through to 1991,
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At Curtin University of Technology fram 1978 to 1981
students were required to camplete one music educetion core unit
during semester four whilst in semester five it was optional to
camplete a music education unit. Fram 1982 to 1986 two music
education units (one curriculum and instruction music unit and
one movement unit) were included in the undergraduate early
childhood course. In 1987 the situation changed - the curriculum
and instruction unit remained and the movement unit was
incorporated into an entirely new unit called '"Movement, Physical
and Health Education." The situation did not alter in 1991. It
must be mentioned that overall time allocation for core music
education units were of a longer duration at Edith Cowan

University than those organized at Curtin University of Technology.

An interesting comparison could be drawn between the number
of units assigned to core music education and theose given for
Language Arts subjects (Communication, Reading) at both
institutions. The graph (overleaf) shows that at Edith Cowan
University, language arts subjects consistently equalled or out-
mumbered music education units. In 1978 language and music
education units each tallied four. In 1991 the situation
differed greatly: language units comprised four; music education

was assigned one unit.

At Curtin University of Technology from 1978 to 1982, two
language units were contained in the undergraduate course
campared to the one music core unit and the optional core music

unit available to students in the fifth semester. From 1983 to
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1986 three lanquage units as opposed to two music education
units were included in the course. From 1986 to 1991 one music
education unit was again out-numbered by thr. language

wmits.

Additional complaints about the lack of time allocated to
music education in early childhood education at both tertiary
institutions which offered the course were received frem
teachers as they responded to question 27 in the interview

schedule. Teachers' comments included:

"One improvement I would like to see is that they
upgrade the teaching courses for music. In one
semester of music the students can not pick up
enough information especially as they now tend to
place more emphasis on theory. The students come
out and it can be quite interesting their first
few musical experiences. Most of the students
that come out now know little practical."

"I feel at the moment that the teaching courses are
thrashing maths and language. One of the teacher’'s
at the school here said that what a lot of teachers
are frightened of is teaching misic. They don't
always admit it but that's the case. Maybe they'd
better look at the extent to which music is
undertaken during their undergraduate studies then.”

"I would like to see a bit more music education in the
teaching courses. You can do music options but not
many people did it when I was there. They tend to go
for maths or science. Same kind of inclusions in the
course that doesnh't make it so threatening or
encourages them to do it would be great.”

"I would like to see more emphasis placed in the
undergraduate course on early, early childhood music
education. I would have appreciated having help
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using music with the two/three age group. We have
a lot of the three/four age group caming into the
pre-primaries now and we need more on that."

"I think the courses centre more the primary level
not the pre-primary. They should have more music...
I mean you would probably do more music in the pre-
primary than the primary school anyway."

One teacher was slightly more positive about the provision

for misic in undergraduate teaching courses. She stated:

"I quess it was enough - otherwise I wouldn't have
had the faintest idea. You can build on the basics.
I know same other teachers who are more musically
inclined than I am and they really build on."

It was obviocus that scme teachers felt the need for more
music education to be included in their teacher education
undergraduate studies. The views of teachers appeared to echo
the belief put forth by Taylor (1987, p. 83) when he commented
that:

it would seem desirable that tertiary institutions
should allocate enough time to pre-service courses
and erable all graduates to teach music effectively
from Years K-3 as a basic requirement.

Although reported some years ago, the Tanglewood
Symposium of 1967 raised several issues which concerned the

preparation of teachers of young children:

Concerning the quality of music teaching, it was
recammended that MENC officially take the position
that a teacher with strong music preparation is needed
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for each school dealing with children of ages 3-11.

The support shown by teachers for music seminars and
workshops would suggest they were concerned for their
professional development as teachers and wished to extend or
improve their abilities to provide music education to their

students.

12 teachers (57.1%) mentioned they had attended music
workshops in the previocus two years. Nine teachers (42.8%)
revealed they had not participated in any workshops during that
same time period. It was interesting to note th'at eight of the
ten teachers who had attended music workshops all stated they
had been to introductory "Upbeat" workshops for pre-primary
teachers. One teacher commented on the advantages of using
"Upbeat" for teachers with limited musical backgrounds. She
mentioned that "For those teachers without musical backgrounds,
it's got it all there. It's easy to follow. It practically has

all the stuff you'd ever need for pre-primary masic."

The emergence of a musical package so widely accepted by
teachers could perhaps contribute to the common utilization of
tape recorders by teachers in pre-primary schools (as shall be
documented in the resources and facilities section of this
project). The comments received from teachers concerning the
availability of a package such as "Upbeat" were positive and met
with much rapport. One particular teacher was most enthusiastic

about the package and stated:



63

"The children absolutely love it. It gives them
variation. It's much, much more exciting - fabulous.
It's great for sameone who doesn't have much of a
msical background...who doesn't know much about
misic."

Its ease of utilization by teachers with limited musical

knowledge has heightened its attractiveness with those teachers.

Conclusions and Recamendations

The results revealed that the musical backgrounds/preparation
of teachers were varied. The number of rusic education units
undertaken during undergraduate studies ranged from one to
seven, indicating that teachers had gained different levels of

masical knowledge.

Five teachers (23.8%) chose music education as their area
of specialization and this tied with the number of teachers who
completed junior primary studies as major option sequences/
specializations (those from Graylands and Claremont). Music

education and junior primary were favoured areas.

The timetabling of units for a music option sequence was
seen by a small number of teachers to be unsympathetic to those
who wished to undertake the major sequence but because of other
responsibilities such as part-time employment or family commit-
ments they were unable to choose the area of music as a

specialization. A teacher also suggested that pre-service pre-
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primary teachers be encouraged to camplete majors in music

education - it being "where most music is done."

It was found that music education units offered at the
tertiary institutions from which the teachers graduated
exhibited similarities and differences of musical content.
Noticeable main diversions from the majority of teachers who
studied the recorder, participated in movement and music activities,
learned programming techniques and lesson presentation and utilized
percussion instruments, were the choral and solfa experiences of
teachers. It was noted that great variation was evident in the
musical backgrounds of teachers owing in part to the differences
of content to which they had been exposed whilst at their
respective tertiary institutions (and their pre-tertiary music

studies}.

The ability to play an instrument was also investigated. It
was observed that although teachers were able to play instruments,
that ability did not ensure its utilization in the musical
experiences for students in their centres. One teacher stated
she was unable to include the piano in any pre-primary misical
activities because a piano was not available in her centre. In .
this case a lack of instrument availability hindered piano

inclusion in the pre-primary musical activities.

Conversely the presence of electronic keyboards in two
pre-primary schools did not ensure their use for musical purposes

by the teachers in those centres. Both the teachers registered
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concern that they could not play the instrument and therefore it
was not part of their pre-primary music programmes. This
contrasted with the initiative of anc-lier teacher who taught

herself to play the organ/electronic keyboard.

That a basic knowledge of theory and electronic keyboard
interaction is developed and provided to undergraduate student
teachers during their misic education studies is important.
Teachers commented on the way in which the electronic keyboard
assisted greatly in the management of unison singing and
canpensated for an inability to provide correct starting notes/

in-tune singing.

Teachers saw the need for undergraduate music studies to
cater more appropriately for those student teachers with limited
musical backgrounds. The suggestion was brought forward that
different core units which could cater specifically for the
varied musical backgrounds of teachers {those with minimal
knowledge and those with advanced understandings) be made
available for pre-service teachers. This would help to minimize
potential disadvantages spoken of by teachers with limited
musical backgrounds. It would also allow teachers with previous
misical knowledge to extend their understandings whilst of
course learning about methodologies and programuing considerations
for early childhood development.

It was interesting to trace the decline of core music

education tertiary units since 1978 and compare the allocation of
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masic education units to the number of language arts units
available in undergraduate courses at both Edith Cowan University
and Curtin University of Technology. Teachers were in favour of
more core music education units which might better prepare teachers
with limited musical background for the teaching of music education

in pre-primary schools.

The attendance at "Upbeat" workshops by teachers and their
subsequent praise of the package's appropriateness for use by
teachers with little or no musical background could have
suggested that teachers were indeed searching for an aid which
could compensate somewhat for a lack of musical knowledge or

confidence.

The area of increased confidence was mentioned by the
"Music Framework Kindergarten - Grade 12" (1988, p. 9) in
which it was found in a study undertaken that many qualified
teachers of music (specialists) believed their "unqualified”
colleagues "needed confidence-building music education and
appreciation workshops and methodological training." The
teachers interviewed for this project spoke most favourably of
music inservices although two complaints were received fram
teachers who did not attend workshops because of the cost

factor.

The undergraduate core music education units may be for
same teachers {as could be noted from the comments of some

teachers in this section) their first in-depth musical studies.
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That over half the mumber of teachers interviewed mentioned their

studies to be inadequate and that requests were put forward for

music education to receive greater emphasis in the core unit

fixtures of a three year undergraduate early childhood course,

indicates that such a request be sericusly considered.

Unfortunately as Hoermann (1988, p. 88) highlights:

pressures on the tertiary timetable have increased
and led...to a decrease in the time allocation for
rmusic. Musicians seem to have had little success

in convincing institutions and accreditation
authorities that misic is not 'the same' as maths

and language simply because so many students have
to start as ‘beginners'.

Summary of Findings

1.1.

1.2,

1-3-

38% of teachers gained qualifications from the Western
Australian Institute of Technology (WAIT)/Curtin University
of Technology followed by 33.3% fram the Western Australian
College of Advanced BEducation (WACBE} - now Edith Cowan
University and 23.8% from Graylands/Claremont Teachers

Colleges.

71.4% of teachers possess Diploma of Teaching/Education/
Bachelor of Arts (E.C.E.) qualifications. 28.6% held

Teacher's Certificates.

Music education option sequences/specializations were

completed by 23.8% of teachers which demonstrated that
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alongside Junior Primary studies, music education proved
to be a somewhat favoured undertaking for pre-primary

teachers.

At least one music education unit had been campleted by

90.5% of teachers.

23.8% of teachers revealed they had completed three units
whilst studying with three units being the most cammon

nuber completed by the teachers interviewed.

All teachers revealed they had participated in singing and
song game sessions modelled by lecturers from their
respective institutions. However, the range of experiences
mentioned by teacher graduates suggested a certain broad-
ness of musical activity which differed fram the onus
placed on unison singing and related games noticeable in
the descriptions of musical content provided by a graduate

from 1959,

76.2% of teachers mentioned they received tuition which
concerned the theory of misic during their undergraduate

course.

Another 76.2% revealed they had been informed on how to
develop programmes for early childhood music education.
Resource files were camented upon most favourably by

teachers.
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1.9. 66.6% of teachers referred to the use of percussion
instruments and ensenble performances during their
undergradnate misic education, Movement and music
activities and recorder tuition were also mentioned by

66.6% of teachers.

1.10. Solfa, choral participation, instrumental studies were

mentioned by lesser murbers of teachers.

1.11. 47.6% of teachers reported they could play musical
instruments. The guitar, piano/keyboard, cornet, cello,
violin and trombone were included as instruments played by
teachers (the latter three instruments being played by the

one teacher).

1,12, The muber of formal years of piano tuition ranged fram
three to seven years. Other teachers were self-taught

pianists.

1.13. 33.3% of the 38% able to play the piano/keyboard incorporated
the instruments in the musical activities presented in the
teachers' centres. 23.8% of the 33.3% used the instruments

on an infrequent basis (occasionally during the year).

1.14. Use of the guitar during musical experiences was mentioned by
14.3% of the 19% of teachers able to play the instrument.
4.8% (one teacher) incorporated the guitar into everyday

masical experiences whilst the remaining teachers stated the
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instrument was used in their centres once per week.

It was evident however, that even though teachers were in
possession of musical instruments their utilization was not
ensured. 14.3% of the 47.6% of teachers able to play an
instrument incorporated one of their instmments in the
everyday musical experiences of children. Another 9.5%

of teachers with instruments in their centres did not
utilize those as they could play neither a pianc nor a
keyboard. The teachers' backgrounds and initiatives were
chviously factors which could have influenced the
utilization of the instruments. Ensuring all teacher's
have knowledge of music theory could reduce apprehensiveness

to use instruments if available.

81% of teachers cameented that special vocal training was
not an intense part of their courses although many of the
teachers indicated that singing practice, learning songs
and recognition of pitch intervals were included in the

musical studies they campleted.

57.2% of teachers felt the music education units completed
during their undergraduate course to be inadequate. 23.8%
argued that the units did not prepare them for real
situations, 14.3% stated they did not cater fully for
students with non-music backgrounds and anothexr 14.3% felt
they were not adequate in providing for pre-primary misic

education specifically.
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Those teachers without a previous knowledge of music
believed they were placed at a distinct disadvantage.
Different units designed to cater for the musical needs of
student teachers with varied backgrounds would allow
teachers to further their musical development according to

their previous knowledge and needs.

Overall numbers of core music education units offered
during the early childhood undergraduate course decreased

slowly between 1978 and 1991 at Edith Cowan University.

In 1987, Curtin University returned to providing one core
music education unit after five years of retaining two music

education units in the undergraduate course.

At both Edith Cowan University and Curtin University,
Language Arts units consistently out-mumbered music

education unit allocation.

Additional ocomplaints about the lack of time allocated to
misic education in early childhood education at both

tertiary institutions were received fram teachers.

38% of teachers declared that the music education in which
they were involved prepared them appropriately for their
future misical undertakings as teachers. 14.3% mentioned
they acquired knowledge on activities appropriate for young

children and 9.5% stated students were given necessary
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muisical background to cater for the musical needs of
young children., Integration procedures and heightened

confidence were other reasons put forward by teachers.

57.1% of teachers mentioned tliey had attended music
workshops in the previous two years. The "Upbeat"
workshops received greatest patronage fraom teachers and

were positively evaluated by teachers.
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CHAPTER V

B. RESOURCES AND FACILITIES

2.0. Availability of Instruments in Pre-Primary Schools

Introduction

learning areas such as those allocated to language, science
and outdoor activities play important roles in developing the
"whole" child, making possible varied and often stimalating
experiences which can be given extra dimensions through the use
of quality resources and facilities. The quality of each area is
improved with the availability of relevant equipment and music

education is no exception.

Misical instruments of all types, audio equipment including
tape recorders and record players, visual aids, black/white
boards, game accessories, teacher resource bocks and adequate
classroom space for gross motor activity, comprise a base list of
masic rescurces which can give the young child the necessary

stimilus to partake actively in misic-making.

Erbes (1988, p. 15) refers to the opportunities a teacher
possesses in the lower grades (K-3) to enhance a child's
confidence through simple musical activities and to develop
positive attitudes and interest towards music education. He
mentions the facilitating role of music resources in musical

activity when he states that "a variety of materials and
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activities can provide impetus" for the achievement of such

goals.

The incorporation of a variety of musical resources serves
to encourage an appreciation of musical activities and heighten
child participation. Their value as components of a music
programme has long been recognized by teachers. Forrai (1988,

p. 80) elaborates on the use of musical instruments and equipment
as a means of "foster{ing] active listening skills to awaken the
children's interest in music." Purcell (1974, p. 19) refers to
"the use of interesting and exciting materials to stimilate the

children's interest."

The creation and utilization of music areas in pre-primary
schools which aim to assist positive attitudes towards music and
promote skills development, calls for resources to be available so

that children may be allowed the:

freedom to explore timbre, rhythm, melody, form and
expressive music qualities, as well as singing, playing
instruments, composing, listening, categorizing and
evaluating. (Kenney, 1989, p. 33).

Given such opportunities, a varied musical diet may arouse
children's curiosities and develop favourable attitudes toward

misical participation in the pre-primary year of schooling.

Erbes (1988, p. 8) refers to grade level outcaomes for music
in pre-primary education and says that "Group singing and
instrumental performance are recommended." The Western Australian

syllabus "Music in Schools K-3" (1980, p. 14) advocates interaction
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with varied instruments in early childhood as a means of training
young ears and developing "the ability to choose the right sounds
for the right effect.”

orff mentioned the importance of providing opportunities to
participate in musical activities utilizing tuned and non-tuned
percussion instruments in order to acquire techniques of improvis-
ation. He stated that "My idea was to take my students so far
that they could improvise their own music" {(cited in Lawrence,
1978, p. 133). The skills for such improvisation can be
conmenced in the early childhood years and this investigation is
in response to Orff's claim that "The art of creating music...
[comes] directly from playing the instruments themselves."
The investigation will examine the availlability and adequacy of

masical instruments in the selected pre-primary schools.
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Results and Discussion

The table below indicates the percentages of pre-primary
schools which were in possession of specific types of tuned
instruments. Non-tuned instruments shall be analyzed later.
The list was devised in conjunction with the recommendations of
the Western Australian syllabus "Music in Schools K-3" (1980),
Anderson (1981) and Epstein (1985) who outlined those
instruments which they deemed suitable for use with young
children. Aasterixed instruments refer to those added by
teachers to the original list of instruments presented in the

interview schedule.

Table 9

Percentage of Tuned Instruments in Centres

Tuned Instruments Mumber of

Centres
Chime Bars 15 (71.4%)
Tarbour 15 (71.4%)
Xylophone 12 (57.1%)
Piano/Reyboard 10 (47.6%)
Glokenspiel 8 (38.0%)
Metallophone 7 (33.3%)
Pitched Bells 3 (14.3%)
Autocharp 2 { 9.5%)
*Bottle Xylophone 1 { 4.8%)
*Didgeridoo 1 { 4.8%)
Tunable Timpani 1 ( 4.8%)
*Kazoo 1 { 4.8%)
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Tuned Instruments

As can be noted, the tambour and chime bars were included
in the tuned instrument repertoire of 15 (71.4%) of the
surveyed pre-primary schools. The xylophone was present in
just over half the pre-primary schools (12 - 57.1%) and was
followed by the piano/electronic keyboard (10 - 47.6%).
Instruments in relatively low possession conprised the
glckenspiel (8 - 38%), metallophone (7 - 33.3%), pitched bells
(3 - 14.3%), autoharp (2 - 9.5%), didgeridoo {1 - 4.8%) and
kazoo {1 - 4.8%). It was interesting to note that a bottle
xylophone was only used in one (4.8%) of the pre-primary
schools. In view of the fact that approximately half the
nunber of centres was endowed with professionally manufactured
xylophones and that lesser numbers possessed glokenspiels and
metallophones, it may be surprising that more teachers had not
used their initiatives to compensate for what could be
perceived as a lack of such tuned instruments in scme pre-primary
schools., Of course a balance could be achieved to an extent if
the glokenspiels/metallophones were available in the centres

which did not have xylophones.

As table 10 shows, six (28.6%) of the nine (42.9%) pre-
primary schools without xylophones had the availability of a
glokenspiel or metallophone. Three (14.3%) of the centres did
not have access to a scalic tuned percussion instrument
although one (4.8%) of the teachers in those pre-primary schools

innovated by creating her own bottle xylophone. Chime bars
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could perhaps have been included in the assessment undertaken
but as the writer was referring to a scalic percussion unit and
no teachers reported having camplete chime bar scales, it was

not included in the previous analysis.

Table 10

Possession of Scalic Tuned Percussion in Centres

Possession Number of

Centres
0 of the 3 3 (14.3%)
1l of the 3 9 (42.8%)
2 0of the 3 8 (38.0%)
3 of the 3 1 { 4.8%)

Ten (47.6%) pre-primary schools possessed a piano/
electronic keyboard. This revealed that 11 (52.4%) of pre-
primary schools did not have a useful instrument for enhancing

children's learning and for accompanying class music sessions.

Electronic keyboards appeal to young children and its
often quoted successful use in pre-primary schools by the
teachers interviewed, served to strengthen the cause for its
inclusion in early childhood centres. The following list is a
campilation of positive comments from teachers with access to

electronic keykoards in their pre-primary schools.
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"The keyboard is good when you're starting a new
tune because the children can really hear what
you're playing."

"Te thing they love the most is the keyboard
because it has 200 different sounds that it can
make, rhythm patterns...it really is great."

"The kids jig up and down and they can play same
of these little tunes on it."

"It's very effective to teach children the tune."

"I'm interested in music so I bought my own
keyboard and I play that with the children and
I don't mind doing it."

One teacher was apprehensive about using a keyboard and
another stated "We have an electronic keyboard but I can't play.
I don'‘t use it at all." All other teachers with kevboards in
their pre-primary schools possessed enough knowledge to
demonstrate a basic keyboard competence to introduce new sorgs
to their students. Those teachers mentioned reasons for their
abilities to utilize the instrument. They included having
previous insi-umental experience, learning some theory during
undergraduate studies and being self taught. Perhaps greater
reference to the use of keyboards in undergraduate courses
could ensure all teachers possess a basic knowledge of keyboard
gkills and operation. Another teacher who had studied the

piano for several years had no keyboard in her centre.

The use of the piano and other equipment in early child-
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hood centres was mentioned by Anderson (1981, p. 38) when she
cammented on elementary music and stated that "The piano,
record player...furnish excellent accampaniment for rhythm
band activities." One teacher with a piano in her centre
described its varied use. Apart from its regular use by a
skilled teacher, aide or parent as an accampaniment to class
singing, or as a means of demonstrating the high-low pitch
concept, the teacher revealed her flexibility in allowing her
students to explore the piano, attempting to create and play
simple tunes. It was in only five (23.8%) of the centres with
pianos/keyboards that children were permitted access to the
instruments. The main reason put forth regarding limitations
for child use included concerns for noise levels and the

possibilities of harsh treatment by children.

Informal experiences can broaden children's musical
understandings and "provide children wonderful opportunities
for sound exploration and experimentation" Miller, 1974,

p. 3). Epstein (1985, p. 46) adds:

Many an adult's intense interest in music has begun
in childhood with a private exploration of what those
magic keys can do, how a tune can be picked out and
how some notes played together sound crunchy and
exciting.

It may seem that potential lessening of teacher
restrictions concerning informal child use of keyboard
instruments could be achieved if success stories were made

known to teachers.
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Another tuned instrument, pitched bells, was favourably
mentioned by three teachers (14.3%) who added the instrument
to the original list of tuned instruments contained in the
interview schedule. One teacher stated "the children love
them" and another said she would appreciate having more of

the bells in her instrument collection,

The kazoo was an interesting mention by one teacher
{4.8%) although due to hygienic reasons the kazoo in her
possession was not used. The tunable timpani also was
named by one teacher. The instrument was not familiar to
teachers, many of wham asked for descriptions in order to

gauge its existence in their instrument collection.

Non-Tuned Instruments

Once again teachers added the instruments they possessed
to the original list which allowed for a greater assortment
of non-tuned instruments to be examined. Bells (wrist and
cluster), maracas and triangles headed the list with
percentages of 100% which acknowledged that all pre-primary
teachers surveyed had such instruments in their centres. Any
rerceived instrument inadequacies fram the perspectives of

teachers shall be discussed later,

As is evident in the table overleaf, tambourines were

available in most pre-primary schools (20 - 95.2%). Other
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non-tuned percussion instnments included; woodblocks/
toneblocks (19 -~ 90.4%), castanets (18 - 85.6%) and drums
(18 ~ 85.6%). 16 pre-primary schools possessed claves
{76.1%) followed by cymbals (14 - 66.6%) and finger cymbals

(13 - 61.8%}.

Table 11

Possession of Non—-Tuned Instruments in Centres

Non-Tuned Instruments Number of
Centres
Maracas 21 (100%)
Bells 21 (100%}
Triangles 21 (100%)
Tambourines 20 (95.4%)
Wood /Toneblocks 19 (90.4%)
Druns 18 (85.6%)
Castanets 18 (85.6%)
Claves 16 (76.1%)
Cymbals 14 (66.6%)
Finger Cymbals 13 (61.8%)
Guiro 8 (38.0%)
Sandblocks 2 ( 9.5%)
*Coconut Halves 2 { 9.5%)
*Bongo Drum 1 (4.8%)
Lagerphone 1 ( 4.8%)
*Poinsettia Pods 1 ( 4.8%)

A decline was found in the total number of pre-primary
schools which owned the remaining listed instruments. The
unique sounding guire was possessed by eight pre-primary
schools (38%) whilst the lagerphone and bongo drum were each
reported to be in the instrumental collections of one pre-

primary school (4.8%). On a rating of 9.5%, two teachers
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included cocomat halves as novel additions to the list followed
by poinsettia pods (1 - 4.8%). It appeared that some teachers
took initiative to provide opportunities for their students to
interact with a variety of sound producing devices in association
with their experiences with more cammon instruments. However, it
mist be noted that of the three pre-primary teachers (14.3%) who
included natural resources as part of their instrument
collections, two teachers (9.5%) felt that the instruments they
owned were inadequate with regard to quality and numbers. The
use of natural resources may have been employed to campensate

for perceived insufficient or deficient instrument collections.

It was obvious overall, that the percentages of pre-primary
schools with specific non-tuned instruments were greater than
the results achieved for tuned instruments. On seven occasions
non-tuned instruments received ratings of over 80% whilst 71.4%

was the highest rating for tuned instruments.
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3.0. Instrument Use in Pre-Primary Schools

The table below presents the results of an investigation
of the frequency of tuned and non~-tuned instrument use per week
by students, In addition, the most favoured instruments of

students are noted as well as average frequencies of usage.

Table 12

Frequency of Instrument Use Per Week

Frequency Non-Tuned Tuned
Everyday 15.70% 12.20%
2/3 Times 20.20% 23.00%
Once 54.70% 40.50%
Rarely/Never 9.60% 24.30%

(Margin of error .2%)

Both the tuned (12.2%) and non-tuned instruments (15.7%)
revealed close but low percentage scores for everyday usage.
It was again noticeable that similar percentages were achieved
for tuned (23%) and non-tuned instruments (20.2%) regarding
usages of two or three times per week. Instrument usage of
once per week showed a rise in student utilization of
instruments but at a lower frequency rate. 54.4% of non-tuned
instruments were used once per week by students., The situation
with tuned instruments (40.5%) also showed that as the number
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of student-instrument interactions increased the freqguency.of
use decreased. In such instances, students interacted with

instruments at a rate of once per week.

The remaining frequency option revealed the percentage of
instruments with which students rarely or never engaged. The
writer added the option of "rarely" to the original interview
schedule in response to the many teachers who stipulated that
their students might utilize certain instruments once every one

or two months.

Table 12 shows that an average 9.6% of non-tuned
instruments was rarely/never played by students. This was
followed by the interesting figure of 24.3% for tuned instrument

use. The results can be clearly seen in table 12.

Figure 6 (overleaf) shows the campiled averages of cambined
use of tuned and non-tuned instruments. The availability of
instruments in pre-primary schools could possibly influence the
degree to which they were utilized. Without tuned and non-tuned
instruments, a major camponent of young children's musical
experiences could be neglected. One such case was chserved in a
pre-primary school in which no tuned instruments were available
except an old tambour (the teacher was not sure whether she
still possessed the tambour). The teacher and children did make
instruments during craft activities, but the longevity of such
creations was not encouraging. She explained she felt her

children were not receiving the benefits which could be gained
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from regular experiences with quality musical instruments,

Student-Instrument Interacticon - Music Corners

The presence of instruments in pre-primary schools does
not guarantee regular child utilization. The results shown in
table 12 and figure 6 could possibly have been affected by
influences which arose fram child or teacher preferences, the
quality and quantity of equipment offered and the circumstances
in which the instruments were made available to students. A
teacher who restricts student use of a metallophone to cne or
maybe two music sessions per week, is providing only minimal
interaction with a tuned instrument in formal, controlled
situations. It is understandable then that children may not
be able to play the instrument on two or three occasions or
indeed everyday because they are not given the opportunity.
The provision of music corners in pre-primary schools may
assist the utilization of instrnuments in which children can be
permitted informal interactions with tuned and non-tuned
instruments and thereby encourage personal exploration and

creation.

Question 19 on the interview schedule encouraged teachers
to provide insight into the types of musical experiences they
presented to their children. It was evident that activities
which asked for improvisatory responses fram students were
lacking in the repertoires of teachers during formal music

time. Two teachers (9,5%) without music corners mentioned the
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use of ostinati and personal student creations as alternative
uses to the regular beat and high-low experiences for which
tuned instruments are usually reserved. The results showed
that minimal time was spent on individual creative pursuits
incorporating tuned instruments during the formal sessions set

aside specifically for music.

In addition to providing informal interactions with tuned
instruments, the music corner may also be used to give
opportunities to play a variety of non-tuned instruments.
Miller (1974, p. 4) lists the different uses of both tuned and
non-tuned instruments which include: the accompanying of songs;
rhythmic activities and records; creating special effects and
original compositions or as tools for sheer sound exploration.
Such varied learning situations can be made available to
students during formal and informal activities - the music
corner acting as a means of broadening the experiences
encountered in the more structured musical sessions planned by
teachers. The provision of music corners in the surveyed pre-

primary schools may be noted in table 13.

Table 13

Pre-Primary Schools with Music Corners

Music Corner Allocation Pre-Primary Schools
With Music Corners 4 (19.0%)
Without Music Corners 11 (52.4%)
With Non-Constant/Occasional 6 (28.6%)

Music Corners
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Table 13 shows a distinct difference in the percentage
scores of pre-primary schools with misic corners (4 - 19%) and
those without (11 - 52,4%). It was revealed that over half the
nunber of pre-primary schools surveyed did not encourage informal
interactions with musical instruments in the form of music
corners. Centres often had musical instruments which were not

reqularly available to students.

Six teachers (28.6%) mentioned that occasional music
corners were organized in their centres when appropriate. This
signalled that ten pre-primary teachers (47.6%) catered for some
sort of informal instrument use. However the situation still
illustrated that more than half the total number of students in
the pre-primary schools may not have been involved in informal
masical experience. Such circumstances could be campared to the
practices employed regarding music corner organization in early
childhood centres in the United States of America. Kenney (1989,
P.- 33) states that "Although preschools frequently include
learning centres...few preschools include a music centre
[corner]." Explanations concerning their limited use wevre
unfortunately not supplied in the article. Nevertheless, question
18a and b on the interview schedule allowed the writer to probe
each teacher for reasons concerning the non—existence of music
corners in their respective pre~primary schools. Table 14 lists
the limitations mentioned by teachers which encroached upon music

corner inclusion.
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Table 14

Limitations of Music Corner Inclusion

Limitations Teachers
Noise 12 (57.1%})
Instrument Misuse 3 (14.3%)
Lack of Room Space 2 {9.5%)

Iearning Centre - Interchanges 2 ( 9.5%)
Instrument Breakages 1 { 4.8%)

Iack of Instruments 1 { 4.8%)

The noise factor was the reason offered by 12 teachers
{57.1%) for the sparse use of music corners in pre-primary

schools. The following camments were made:

"We had a music corner going here at one stage but
it was really noisy."

"I find that a music corner in a centre such as this
[a double unit pre-primary] deoesn't work...there's
too much volume to have sameone banging a drnum
unattended.”

"They want to play them all the time."

"T found myself saying 'Play it quietly'...and they
don't enjoy playing it quietly."
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"They get a bit silly."

"It's pointless...you're creating the friction instead
of having it for pleasure."

"They don't play it sensibly, they just play it to
make noise, and that's not right."

The problem with noise control forced many teachers to
abandon their efforts to install permanent centres for musical
exploration, expression and learning. Indeed scme of the
teachers who referred to excessive noise also raised other
concerns restricting the incorporation of music corners in pre-

primary school organization.

Misuse of instruments was mentioned by three teachers
{14.3%) who described negative experiences with informal
instrument usage which included:

"You just can't put out a music corner and go for
it because they just end up bashing the instruments."

"They don't use them as they slould be used."

The lack of constructive and disrespectful instrument use
by students constituted the second most supported rzason for
restricted informal student interactions. Each mentioned by
two teachers (9.5%) were the concerns for roam space and the

occasional use of designated music corner space for interchanges
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with puppet theatres and other learning centres. One teacher

elaborated cn room size:

"In the traditional, big centres, you could have the
space. But here, no."

Additional limitations, each put forth by individual
teachers regarded the inappropriateness of music corners.
Repairs to music shelving, unsuitability of instruments owing
to breakages and damage and the witholding of instruments to
enhance longevity were included by teachers. Others raised
concerns about severe instrument shortages (1 - 4.8%) which
left them unable to establish varied informal or formal
musical situations employing instruments. One teacher
emphasized that "We do not have a music corner purely because

of the fact that we just don't have the instruments."

Recommendations by the MENC - United States, mentions on
six occasions the inclusion of misical instruments in the
objectives for pre-primary music education. (Erbes, 1988,

p. 10). Objectives become harder to achieve if essential
materials are not forthcoming - as with the case just
described in which deficient instrumental equipment prevented
opportunities for students regularly to play instruments (if
at all) and interrupted any hopes the teacher may have held
for the possible organization of a masic corner in her pre-
primary school. Such circumstances could perhaps be likened
to any teacher of music whose resources may be unfit for proper

use.
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Mark (1978, p. 107) illustrates the American school

music situation during the late 1970's when he stated:

Facilities and equipment are often less than
adequate. Given those conditions, most American
music teachers are not in a position to adopt
new programmes.

In the previous example inadequate instruments did not
permit the teacher to establish an informal learning centre
or allow her to place emphasis on the playing of instruments in
her music programme. The ability to "offer many opportunities
for musical learning as they (the students) desire and are capable
of assimilating” then becomes more difficult to accamplish.
(Mark, 1978, p. 76}.



94

4.0. Adeguacy and Condition of Instruments and Equipment

fram the Perspectives of Pre-Primary Teachers

Teachers were guestioned regarding their perceptions of
adequacy of instruments for the musical activities undertaken
in their pre-primary schools. (Adequacy in this case refers
to sufficient availability of instrument type and supply).

It must be remembered that one teacher's view of instrument
adequacy ocould differ fram anothers' perception of instrument
adequacy. The results of question 20a are displayed in table

15 below.

Table 15

Adequacy of Instruments

Instrument Adequacy Teachers
Instruments Adequate 12 (57.1%)
Instruments Inadequate 9 (42.9%)

Twelve teachers (57.1%) stated that the instruments
present in their pre-primary schools were adequate for the
musical experiences provided for their children. Nine
teachers (42.9%) gave negative responses - the teachers
believed that the instruments were not satisfactory for the
children's musical activities. It was noted that over half

the mumber of teachers surveyed viewed the instruments in their
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possessions to be cammensurate with the musical experiences of
children. Just under half the total number of teachers
revealed concems regarding the inappropriateness of
instruments (types/numbers) to fulfill programme requirements
(42.93%). It rewealed that a number of teachers was
dissatisfied with the instrument situations in their centres.
The following table lists those instruments sought by teachers

in the pre-primary schools,

Table 16

Instruments Sought by Teachers

Instruments Teachers
Xylophone 4 (19,0%)
Piano/Electric 4 (19.0%)
Tarnbourines 3 (14.3%)
Bells 2 { 9.5%)
Claves 2 ( 9.5%)
Drum 2 ( 9.5%)
Glokenspiel 2 ( 9.5%)
Autcharp 2 { 9.5%)}
Pitched Bells 2 { 9.5%)
Woodblocks 2 { 9.5%)
Tabours 2 ( 9,5%)
Cynbals 1 ( 4.8%)
Chime Bars 1 ( 4.8%)
Maracas 1 ( 4.8%)
Guiro 1 ( 4.8%)
Kazoos 1 ( 4.8%)

Of the above, the non-twned and tuned in
percentages are:

Nen—tuned (46.70%)

Tuned (53.30%)
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As is listed, a range of instruments was requested by
teachers which could signal deficiencies in both tuned and
non-tuned instrument collections. The xylophone headed the
list, being mentioned by four teachers (19%), which could
indicate that more emphasis on tuned percussion was sought

but their unavailability made implementation difficult.

Tuned instruments again became the focus for increased
accessibility in pre-primary schools in which the piano and
electronic keyhoards received a cambined rating of 19%, A
desire for more tambourines was mentioned by three teachers
{14.3%). Many teachers camented on the popularity of that
instrument among children. It was interesting to note that
although bells and maracas were available in every surveyed
pre-primary school {as could be seen in table 11), two
teachers (9.5%) requested additional bells and one teacher
(4.8%) wished for more maracas. Two teachers (9.5%) stressed
the need for full class sets of instruments. As one teacher

highlighted:

“There are just not enough to go around and I
don't think it's fair when some kids are sitting
with instruments and others are not."

Another stated: "I would like to have just basic things.
Things which we don't have." One other teacher mentioned:
"If we had more, more children would be able to use them."
This point can relate to the availability of instruments for

student usage which may not only be controlled by teacher
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restrictions imposed on instruments but can be determined by

the number of instruments present in a centre.

Eight specific non-tuned instruments were requested by
teachers which equalled the sum of tuned instruments called
upch by others. However as was noted in table 11 the
percentages of non-tuned instruments were on average, higher
than scores associated with the mumber of tuned instruments
in pre-primary schools. Such a situation could possibly be
influenced by the excessive costs of instruments which weighs
heavily in favour of non-tuned instrument purchases.
Financially it would be easier for a teacher to acquire three
sets of claves which would allow three children to participate
immediately in musical tasks, than to buy an expensive
xylophone which not only depletes financial resources but also
limits musical interaction to one or maybe two children at any

one time,

Problems resulting from a lack of funds was illustrated

by one teacher, who stated:

"T would like to have more instrnuments but the
school has no money. We have to split the
children into two groups to share the instruments
and even then there are not enough.™

The circumstances show how children's interactions with

instruments may be hampered owing to evident inadequacies.

The limited availability of instruments therefore restricted
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their usage by students.

On a somewhat brighter note, 100% of teachers indicated
that instruments they did possess were easily accessible. All
teachers reported that instrument collections were housed in
the centres to enhance accessibility. 20 teachers (95.2%)
stated they were allowed exclusive use of all music equipment
present in the pre-primary schools. One teacher (4.8%) did not
have that privilege in which musical resources were shared
amongst all primary school classes. That type of arrangement
could possibly allow for a greater variety of instruments to be
utilized in the pre-primary school as each class draws on the
individual resources of other classes including the pre-primary
equipment. However it can not be assured if particular resource

items are to be consistently available when required.

Table 17

Accessibility and Exclusive Use of Instruments

BAocessibility Yes 21 (100%)
No 0 ( 0%)
Exclusive Use Yes 20 (95.2%)
No 1 { 4.8%)

Borrowing of instruments by teachers was also investigated.

16 teachers (76%) stated they did not borrow instruments from
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other sources. Five teachers (24%) mentioned occasional
borrowing of instruments fram primary schools, other teachers
and primary school resource centres and music specialists. It
was noticeable though that teachers preferred to use their own
misical instruments rather than borrow from others. From the
nine teachers (42.9%) who stated that their musical instruments
were inadequate, five teachers (24%) made occasional borrowings.
This left four teachers ({18.9%) who persisted with instruments
they considered to be less than adequate and who refrained from
enlisting the help of other sources to compensate for any

perceived deficiencies.

Table 18

Borrowing by Teachers of Instruments

Borrowing Yes 16 (76.0%)

No 5 (24.0%)

Table 19

Borrowing by Teachers with Perceived Inadequate Instruments

Inadequate Instruments 9 {42,9%)
Borrowing Yes 5 (24.0%})

No 4 (18,9%)
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Music Resources

Teachers were also questioned regarding other types of
equipment they employed for music lessons. The table below
shows a variety of resources used by teachers to assist the

provision of fulfilling and motivating musical experiences.

Table 20

Music Resources Used by Teachers

Music Resources Teachers
Tape Recorders 18 (85.7%)
Record Players 16 (76.2%)
Props /Dress-up 5 (23.8%)
Posters/Charts 4 (19.0%)
White/Blackboards 4 (19.0%)
Song Cards/Signature Pictures 3 {14.3%)
Symbol Cards 2 (9.5%)
Books 1 ( 4.8%)
Self-Made 1 ( 4.8%)

It can be seen that 18 pre-primary schools (85.7%) had
access to tape recorders. When camared to the availability
of instruments in pre-primary schools, the tape recorder was
present in more centres than were drums, castanets, claves,

tambours and chime bars. The emphasis on the use of tape
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recorders to enhance music instruction was also consistent with
the support given by teachers for record players (16 - 76.2%).
The onus on such equipment may indicate that listening to nusic
and singing comprised a large part of the regular musical
experiences of children.

Miller (1974, p. 5) refers to the need for suitable audio

equipment to be in every elementary schocl room and highlights:

the fact that children are accustamed to hearing
quality [sound] systems in their homes...[to]
recognize that good equipment will last for years
and benefit countless nunbers of children.

The popularity of audio equipment in pre-primary schools heightens
the potential for greater exposure to the abundance of songs and
tapes on the educational resource market which are specifically
designed for children in the early childhood years of their
development. As two teachers cammented: "I lean very heavily on

the tape recorder" and "The tape recorder gets used all the time,™

Dress-up clothes/props/ribbons/streamers were materials
available to students specifically for musical activities in five
of the pre-primary schools {23.8%) to promote creative dance,
enrich musical stories, further skills of imagination and
encourage participation. Four of those teachers (19%) mentioned
they did not have music corners oirganized in their centres where
students could informally interact with instruments and
incorporate other stimuli such as clothing and scarves. The

preferred foxrmal availability of instruments to students by



102

teachers, was noted to be in common with the restrictive
practices employed by teachers regarding informal usage of
enrichment equipment for musical purpeoses such as dress-up

materials and props.

White/black boards and magnetic boards were utilized by
four teachers (19%) for musical purposes. One teacher
explained the importance of a blackboard for developing
valuable pre-reading skills. She stated:

"I use the blackboard for melodic shapes. I

might ask scmeone to draw me a sound from low

to high...we actually draw pictures and they

have to guess how the sound should go. We play
lots of other games on the board as well. They're
pre-reading skills."

Such statements were received fram a minority of teachers.

Also reported by four teachers (19%) were use of posters
and charts of varied types to increase children's knowledge
of different orchestral and ethnic instruments. In addition,
beat charts were utilized by teachers. One teacher cammented
favourably on the music charts and other resources she created

as part of her undergraduate teacher education course.

"I can't see any purpose of making them if you're
not going to use them. That's the best thing
about doing your studies at the institution I
went to., If you talked about scmething, you
made it the following week. I use my aids all
the time.™
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The willingness of teachers to construct their own music
aids and resources was noticeable from the comwents of other
teachers who mentioned that they made musical symbol cards
(2 - 9.5%) for their students. Positive comments such as
"hey [the students] know their ta's, ti-ti's and sa's" and
"They love beat games...they all can clap correctly" were
received fran enthusiastic teachers. One teacher (4.8%)
included children's picture books containing favourite songs
and nursery rhymes in her list of equipment employed for pre-
primaxy teachers (14.3%). The nmuber could be considered low
in view of the fact that the Western Australian Ministry of
BEducation supplies all Perth Metropolitan pre-primary schools
with sets of signature pictures (1991). Their unpopularity
amongst pre-primary teachers could reveal a lack of under-
standing concerning appropriate usage. Finding purposeful
uses for the song cards was difficult for some teachers who
stated that they presented no challenges to children - "I
mean if you hold it up [the song card] and say 'This is little

pussy'...so what? Big deal."

However there were teachers who praised the use of the
cards for the musical experiences of children. A teacher
camented: "We put the song cards in the box or onto the
easel...then the children can sing them themselves." 1In this
case the cards provided the necessary motivation for informal
musical encounters such as singing; the children received the

impetus to engage in spontaneous musical activity.
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Condition of Instruments and Equipment

The results of question 24a are presented which asked teachers
to indicate whether they judged the musical instruments and equipment
(previously discussed) used in the pre-primary to be in good
condition. "Good" condition refers to instruments and equipment
which are perceived by teachers to be of sound quality and which
allow for appropriate and safe use by students in the manner for
which they are intended. Teacher perceptions could differ and be
influenced by varied expectations held regarding quality and
appropriate use. However, teachers were supplied with a definition

of the term "good" and questions were answered in that context.

Table 21

Perceived Condition of Musical Instriments and Equipment

Perceived Good Condition Yes 12 (57.1%)
No 9 (42.9%)

As 1s evident, nine teachers (42.9%) gave negative responses
which highlighted a concern about defective musical resoures in
their centres. It was also observed that every teacher who
comented that musical instruments were inadeguate for the musical
activities undertaken in their pre-primary scheols in question 20a
also had qualms which related to the poor condition of instruments
and other equipment in their possessions. Those teachers with
perceived instrument inadequacies appeared to lack not only

instruments but also satisfactory musical egquipment and
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resources. Links might be established between the presence of '
inadequate musical instruments in centres and the existence of
inferior equipment and resources. All teachers who mentioned
that instruments were inadequate revealed dissatisfaction
regarding the condition of musical instruments and equipment in

question 24b.

Pre-primary school location and instrument/ecuipment

adequacy and condition are revealed in table 22,

Table 22

Iocation of Pre-Primary Schools, Instrument Adecquacy and

Condition of Instruments and Bouipment

Adequate Inadequate
On-site 12 (57.1%) 3 (14.3%)
Off-site 0 ( 0%) 6 (28.6%)

It is noted that 80% of teachers with on-site pre-primary
school locations were satisfied regarding the adequacy and
condition of music resources. 20% of teachers in on-site pre-
primary schools reacted with negative statements. The most

striking figure concerned off-site pre-primary school locations.

Of the six off-site pre-primary schoo