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ABSTRACT

The purpose of this study was to investigate and compare pre-service and inservice music teachers’ perceptions of readiness to teach East Asian vocal music.
Through a survey design, the study focused on pre-service and in-service music teachers’
preparation, satisfaction, and self-confidence to explore the extent to which the two
groups of music teachers feel ready to teach East Asian vocal music.
A web-based survey was developed to explore pre-service music teachers’
perceptions of readiness to teach East Asian vocal music. It was sent to 149 pre-service
music teachers who were undergraduate music education majors at eight northeastern
NASM accredited universities. A similar web-based survey was developed to explore inservice music teachers’ perceptions of readiness to teach East Asian vocal music. It was
sent to 132 in-service music teachers who were K-12 public school certified music
teachers in Mid-Atlantic states. The two surveys were designed for pre-service and inservice music teachers to rate their multicultural/world music training regarding East
Asian vocal music in order to reflect their preparation, satisfaction, and self-confidence in
teaching East Asian vocal music. Data regarding participants’ demographic information
(e.g., gender, age, ethnicity, educational background, second language learning),
collegiate course work, music education faculty, and musical experiences were also
collected to investigate what factors influenced pre-service and in-service music teachers’
preparation, satisfaction, and self-confidence in relation to their perceptions of readiness
for teaching East Asian vocal music.
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Descriptive statistics (e.g., frequency distribution, central tendency, and
dispersion) were used to analyze demographic data, responses to questions in Preparation
component, Satisfaction component, and Self-Confidence component, and responses for
the questions reflected participants’ beliefs about teaching world music and East Asian
vocal music. Inferential statistics (Cronbach’s Alpha Coefficient, Pearson Correlation,
and Independent-Sample T-Test) were used to analyze factors that influenced
participants’ perceptions of readiness to teach East Asian vocal music, and to compare
the differences in perceptions of readiness to teach East Asian vocal music between preservice music teachers and in-service music teachers.
Data revealed that both pre-service and in-service music teacher participants felt
they received inadequate preparation for teaching East Asian vocal music from their
college training and professional development experiences, they felt dissatisfied with
their college programs and training experiences in relation to teaching East Asian vocal
music, and they did not feel confident to teach East Asian vocal music. The results of the
t-tests suggested that no significant differences existed in the perceptions of readiness to
teach East Asian vocal music between pre-service and in-service music teachers.
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CHAPTER 1
INTRODUCTION

Racial and ethnic diversity is one of the most distinctive demographic features of
the United States. As “a nation of immigrants,” the U.S. has a remarkable history of
honoring a variety of ethnicities and cultures in its diverse society since the nation was
established (Kennedy, 1964; Martin, 2011). From the 1600’s colonial immigration to
postwar (World War II) immigration, the movement of migration never ended and is still
actively ongoing. According to the data reported by the U.S. Department of State, by
November 1st, 2014, over 4.4 million immigrants were waiting for a green card (U.S.
Department of State, 2014). This number has been gradually increasing every year. In
addition, there are numerous potential immigrants who have not applied for an immigrant
visa yet but are studying, working, and contributing to communities in the U.S. Racial
and ethnic diversity in the U.S. continues to increase, and immigrant populations are
bringing their cultures and values to enrich this multicultural nation.
As a citizen growing up in China – a non-Western cultural environment – for
more than 20 years, and then being assimilated into the U.S. Western culture for almost a
decade, I have enjoyed the cross-cultural competencies that my life experiences brought
to me. Being an ethnic minority while living and studying in the United States, a
culturally diverse society, I have derived lifelong benefits such as receiving knowledge
about various cultures, understanding traditions and customs of multiple cultures,
respecting people from different cultures, etc. Upon beginning a career as an international
graduate student and a teaching assistant in the United States, I was grateful to see how
1

much American college students respected diverse cultures, and how much they desired
to learn music from different cultures. Meanwhile, I noticed many of them were
unfamiliar with East Asian music due to their limited learning experiences related to this
body of repertoire. I believe that the general population should be exposed to music from
various cultural and ethnic groups including the region of East Asia.
Music exists in every culture in the world. Europeans systematized the nature of
music, developed standard music theory, and made huge contributions to the
development of Western classical music in history. In the meantime, music was
continuously developed in non-Western cultures as well. Human beings produced music
for multiple purposes in different cultures. One may recognize a type of music, but may
not understand the music, because music is often related to the ethnic culture (Elliot,
1995; Miller & Shahriari, 2012). Musicians, especially ethnomusicologists, are aware of
the relationship between musics and cultures. Therefore, the term “World Musics” was
produced to define various musics of different regions, countries, and cultures (Floyd,
1996). East Asian music, as part of world musics, has its value and place among musics
from other regions of the world. This category of music should be known, learned, and
appreciated.
East Asian Music
East Asia is a big region with a long history of civilization. Music, as an
indispensable art, has undoubtedly played an important role in East Asian cultures. Since
the days of the Zhou Dynasty (1122-256 B.C.E.), music has been a required subject in
ancient Chinese education (Ho, 2010). During that time, a student could be recognized as
an educated man only when he had mastered the Six Arts – Rites, Music, Archery,
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Charioteering, Calligraphy, and Mathematics. The Chinese philosopher Confucius (551 –
479 B.C.E.) also emphasized the importance of music in both politics and education as a
means to influence people’s mind (Miller & Shahriari, 2012). He said, “To educate
somebody, you should start with poems, emphasize ceremonies, and finish with music”
(cited in Yue, 2008, p. 128). Music never lost its reputation or place in East Asian
history. East Asia, as a region with profound philosophical knowledge, absolutely
deserves people’s attention to appreciate its culture and music.
Geographically, East Asia encompasses Mainland China, Taiwan, North Korea,
South Korea, Japan, and Mongolia. Historically, Mainland China, Taiwan, and Mongolia
have a long-term overlapping history. Thus, they share the root of Chinese culture. A
similar historical and cultural connection exists between North Korea and South Korea.
Therefore, East Asian culture can broadly refer to Chinese culture, Korean culture, and
Japanese culture.
Chinese Music
According to the history of Asian music, the origin of East Asian music occurred
in ancient China (Miller & Shahriari, 2012). The Chinese invented a variety of musical
instruments as early as the Zhou Dynasty. The ancient Chinese musical instruments were
classified into eight materials – wood, bamboo, metal, stone, clay, skin, silk, and gourd,
which were so-called “bayin” (eight sounds). Chinese music is known for its melodic
characteristics. With the five-tone scale – gong, shang, jue, zhi, yu (do, re, mi, sol, la), the
major pentatonic scales were largely used in Chinese music (Owst, 1928). Besides
instrumental music, vocal music is another large body of Chinese music. Since China has
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a large land area with many populations, vocal music has been developed by regions.
Folk songs and musical theaters are two major genres of Chinese vocal music (Jie, 2011).
Korean Music
Korean music is similar to Chinese music due to China’s involvement in Korean
history. Korean traditional culture was majorly influenced by aspects of Chinese culture,
such as “Confucian teachings and philosophy, the emperor system, Chinese Buddhism
and Daoism, and many of China’s instruments and musical types” (Miller & Shahriari,
2012, p. 217). Therefore, court music and ritual music were two major types of music in
ancient Korean society. As compared to Chinese music, Korean music is more rhythmic
though it focuses on melodies as well. One of the most distinguishing rhythmic aspects of
Korean music is the use of triple meters in its music. When the major pentatonic scale is
combined with triple meters, it makes Korean music unique and representative.
Japanese Music
Japan, as another East Asian country historically influenced by ancient Chinese
civilization, does not merely have similarities but also differences to Chinese musical
culture (Malm, 1959). An American musicologist who specialized in Japanese music,
William P. Malm (1959), described Japanese music as “maximum effect from minimum
material” (p. 122). Compared to Chinese and Korean music, Japanese music is quieter
and more subtle. The primary difference between Japanese music and Chinese and
Korean music is the tonality. Although the pentatonic scale plays an important role in
Japanese music, the content of the five-tone scale is quite different. In Japanese music,
the five-tone scale contains two half-step intervals (e.g., mi, fa, la, ti, do). Whereas, in
Chinese and Korean pentatonic scales, there is no half-step interval (e.g., do, re, mi, sol,
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la). Similar to Chinese and Korean music, along with the long history, “traditional
Japanese classical music includes sacred and secular works, theater music, vocal and
instrumental music, and works for orchestra, chamber ensemble, and soloists” (Kamien,
2011, p. 540).
East Asian Vocal Music
Vocal music is an important musical form in the three cultures of East Asia.
When studying East Asian vocal music, ethnomusicologists interpreted deep insights into
vocal music. Frederick Lau (2013) defined “vocal music, more so than other musical
forms, is generally seen as closely tied to a specific culture because of its connection to
language, location, timbre, and body” (p. 100). The aspects related to vocal music
provide extensive meanings to the music. Some ethnomusicologists noticed the limited
research studies on East Asian vocal music, and realized the needs of widening the
geography of intercultural research on vocal music; therefore they advocated for more
scholars to do research studies on East Asian vocal music in Western languages (Utz &
Lau, 2013).
Demographic Trends in the U.S.
Looking at the Western hemisphere, the demographic trends happening in
American societies and schools are notable. According to a report from the National
Center for Education Statistics (2014), the percentage of students of color enrolled in
public K-12 schools has rapidly increased since 1997. As of 2012, students of color
enrollment increased from 36.61% to 49%. It is predicted that the enrollment of students
of color will reach 54.71% by the year 2022 (See Figure 1).
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Figure 1. Public School Enrollments. Current and projected percentage of white students
and students of color enrollment in public elementary and secondary schools in the
United States for selected years. Source from National Center for Education Statistics,
2014. Calculations by author.
According to another report from United States Census Bureau (2012), among the
of color populations, “the Asian population grew faster than any other race group in the
United States between 2000 and 2010” (p. 1), and “the Asian population increased more
than four times faster than the total U.S. population” (p. 3). In addition, based on the data
of State Enrollments by Race/Ethnicity 2012-13 reported by National Center for
Education Statistics, the population of Asian students was greatly distributed in the states
of California, New York, Texas, and New Jersey. Music teachers in the West Coast, the
Northeast, and the Southern United States are facing rapidly increased Asian students in
mainstream classrooms.
Given the shifting demographics in the United States, the need exists for music
teachers to be prepared to teach music representing a diversity of cultures – including
Asian music. According to the United States Census Bureau (2013), Asians comprise
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5.3% of the total population. In the state of New Jersey, the Asian population is 9.2%; in
the state of New York, the Asian population is 8.2%; and in the state of Pennsylvania, the
Asian population is 3.1%. From a global perspective, over 20% of the world’s population
is from East Asia, including China, Japan, South Korea, North Korea, and Taiwan
(United States Census Bureau, 2014).
One might say, “If there is only 5.3% Asian population in the U.S., then why
should people learn Asian music?” In order to answer this question, a similar statement
should be presented for reconsideration. “If there was only 1% population in the world
that died from a serious disease, should we ignore the disease? Should we give up on 1%
of the population?” When the data shows “1%,” it often seems very few. However, if we
calculate the exact number of the 1% population in the world, which would be over 70
million people, the result might be taken more seriously. Similarly, the number of 5.3%
Asian population in the U.S. is approximately 17 million people. Should we ignore these
people’s culture? Should we ignore their culture of music? Of course, the answer would
be “No.” Moreover, every culture deserves its value to be known and appreciated. So
does the music from various cultures. Therefore, including Asian music in American
school music curricula is necessary.
Multicultural Music
The term multicultural is defined as “involving people or ideas from many
different countries, races, religions, etc.” by Longman (Longman Dictionary of American
English, 2008). The definition of multicultural emphasizes cultural diversity. “Beginning
in the 1950s, American leaders, who before 1945 had tended to view the United States as
an Anglo-Saxon or Euro-American society, redefined the United States as a ‘nation of
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nations,’ a federation of ethnic and racial groups united only by democratic idealism”
(Judis & Lind, 1995, p. 24). As Volk (1998) addresses in her book Music, Education, and
Multiculturalism, “The period from 1969 to 1990 was one of public ‘consciousness
raising’ regarding ethnic diversity in the United States…. ethnic groups all began laying
claims to the public’s attention” (p. 85). From “melting pot” to “salad bowl,” the U.S. has
been gradually developing into a multicultural country.
There was a debate about whether to use the term “world musics” or
“multicultural musics” to define an educational content in the music curriculum in
American music education society (Mark, 1996). Scholars argued about the difference
between the definitions of the two terms. The term “world musics” emphasizes the music
of cultures from various nations in the world, specifically on those non-Western musical
cultures. Whereas the term “multicultural music” emphasizes the music of cultures from
multiple ethnicities in the United States, specifically on those ethnic minorities’ musical
cultures. Michael Mark (1996) describes the crisis of lacking culturally diverse musics
for ethnic minority students:
The traditional emphasis on Western art music was too restrictive to meet
the needs of a nation of immigrants. For too long, many American
students did not recognize their own cultures in the traditional music
curriculum. This was ironic because as citizens of the nation that has the
greatest variety of ethnic backgrounds of any country, they were part of
the most heterogeneous society in the world. Even so, few of their musics
found a place in basal series or were sung by high school choruses. (p.
190)

Multicultural Music Education
Anderson and Campbell (2009) defined multicultural music education as
reflecting “… the cultural diversity of the world in general and of the United States in
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particular by promoting a music curriculum that includes songs, choral works,
instrumental selections, and listening experiences representative of a wide array of
ethnic-cultures” (p. 1). It emphasizes the inclusion of teaching musics of American
minorities and the importance of expanding the repertoire to meet ethnic minority
students’ musical needs in all music curricula. Since the second half of the 20th century,
multicultural music education has been advocated as a special issue in American music
education society (Anderson, 1992; Campbell, 1991; Mark, 1996). Developing
multicultural music curricula that adequately reflects the diversity of populations in the
U.S. has been a focal area at many major music education conferences.
In 1963, as reported by Lowens, the Yale Seminar on Music Education criticized
the unbalanced school music repertory and limited attention to “non-Western music, early
Western music, and certain forms of jazz, popular, and folk music” (as cited in Mark,
1996, p. 35; Volk, 1998, p. 76). The seminar addressed the importance of including music
from a variety of cultures in the K-12 music curriculum. In responding to the Yale
Seminar, the Julliard Repertory Project began to supplement non-Western music with
authentic folk songs from different cultures in particular, into the school music repertory:
The largest number of songs [in Julliard Repertory Project], sixty-two
(27%), is in Folk Music. Individual sections here are about folk music:
Brazilian songs, the songs of Robert Burns, Chinese folk songs, Croatian
folk songs, French Canadian songs, Akan (Ghana) songs, Greek folk
songs, Icelandic luulabies, Isaraeli folk songs, Japanese songs, Slovak folk
songs, Venda children’s songs, and Yiddish folk songs. (Scholten, 1998,
p.34)
The Tanglewood Symposium held in 1967 reinforced the demand of broadening
the school music repertory. As written in the Tanglewood Declaration, “Music of all
periods, styles, forms, and cultures belongs in the curriculum. The musical repertory
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should be expanded to involve music of our time in its rich variety, including currently
popular teen-age music and avante-garde music, American folk music, and the music of
other cultures” (Choate, Fowler, Brown, & Wersen, 1967, p. 51). As a response to the
Tanglewood Symposium, the Goals and Objective (GO) Project proposed goals and
objectives relative to music of non-Western cultures, and committed to continuously
follow the statements to serve school music programs (Mark, 1996).
Since the late 1960s, along with the major music education conferences, the
Music Educators Journal (MEJ) has constantly been involved in supporting multicultural
music education in American music education society (Volk, 1993). MEJ first published
a special issue that focused on African American music and culture in 1971. A year later,
MEJ released an issue named “Music in World Culture,” which specifically focused on
music from various cultures including “Northeast Asia, Southeast Asia, South Asia, West
Asia-North Africa, and Africa south of the Sahara, European folk traditions, the
Americas, and Oceania” (Volk, 1993, p. 142). Articles in this issue not only provided a
variety of world musics repertoire, but also offered suggestions of how to teach those
world musics in music classes. In 1983, MEJ released another issue named “The
Multicultural Imperative.” As compared to the 1972 issue, this one provided more
insights to multicultural music teaching. Articles in this issue “stressed the fact that no
educator could ignore the cultural diversity in the classrooms of the United States….
offered assistance with classroom applications” (Volk, 1993, p. 144).
Since the Wesleyan Symposium brought music educators and ethnomusicologists
together in 1984, the research, resource materials, and publications in relation to
multicultural music teaching increased in production (Volk, 1998). In the 1990s, the
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emphasis on multicultural music education was even stronger. The Multicultural
Symposium presented by MENC in 1990 emphasized the need to connect people and
their music and to incorporate music and its culture in the school music program (Volk,
1998). Musics of many cultures were presented in the symposium with authenticity,
meaning they were performed by artists from the cultures. Participants in the symposium
had chances to perform, sing, dance, play, and appreciate those musics from different
cultures (Volk, 1993). This symposium opened musicians’ and educators’ eyes and minds
on multicultural music teaching and learning as they exchanged the musical cultures.
MEJ published another special focus issue, named “Multicultural Music
Education” in 1992. This issue stressed the challenges of incorporating multicultural
approaches in different music classes (e.g., general music, choral music, instrumental
music), and offered the pedagogical information for teaching music through multicultural
perspectives (Anderson, 1992; Volk, 1993).
The birth of the first National Standards in Music Education in 1994 reinforced
the importance of including musics from all cultures in music curricula. Although in the
official music content standards, the ninth standard is briefly written as “understanding
music in relation to history and culture” (Music Educators National Conference, p. 29), it
was proposed as two contents: “understanding the music and musical practices of the
Western tradition” and “understanding the music and musical practices of representative
world cultures” in draft music standards (MENC: The National Association for Music
Education, 1993, p. S-8). The final version of the National Standards for Music
Education synthesized the two contents which provided music teachers more freedom to
develop music lessons, but the goal of having “… an informed acquaintance with

11

exemplary works of art from a variety of cultures and historical periods, and a basic
understanding of historical development in the arts disciplines, across the arts as a whole,
and within cultures” should not be neglected (Mark, 1996, p. 50).
In June, 2014, the new National Standards entitled the Core Music Standards was
released by the National Coalition for Core Arts Standards (NCCAS) (National
Association for Music Education, 2014). The Anchor Standards #11 – “Relate artistic
ideas and works with societal, cultural and historical context to deepen understanding”
highlighted the connection between musics and cultures (National Core Arts Standards,
2014). NCCAS (2014) emphasized that one of the lifelong goals for the new National
Standards was to “artistically literate citizens know and understand artwork from varied
historical periods and cultures, and actively seek and appreciate diverse forms and genres
of artwork of enduring quality/significance” (p. 10).
While approaching the 21st century, music educators in the United States were
truly aware of the necessity of multicultural music education. The Vision 2020
highlighted the need to teach musics from all cultures and providing high quality school
music programs for inclusive populations. As an agreement of provide all students
valuable and meaningful music learning experiences, the Housewright Declaration
stressed:
1. Persons, regardless of age, cultural heritage, ability, venue, or financial
circumstance, deserve to participate fully in the best music experiences
possible.
2. All music has a place in the curriculum. Not only does the Western art
tradition need to be preserved and disseminated; music educators also
need to be aware of other music that people experience and be able to
integrate it into classroom music instruction. (Hinckley, 2000, p. 23)

12

Readiness to Teach Multicultural Music
Although multicultural music education has been recognized as an important issue
in American music education society for a long time, whether music teachers are
adequately ready to teach multicultural music is a crucial question. Since the 1990s,
music education professionals have noticed and addressed issues in relation to
multiculturalism in music teacher education:
The education of musicianship and the achievement of self-growth,
constructive knowledge, and musical enjoyment will not occur if music
teachers and learners approach music narrowly (or aesthetically), as a
collection of autonomous pieces. To develop full musical understanding
and appreciation, we need to re-mind ourselves and others that music is a
diverse artistic-social-cultural practice. (Elliott, 1995, p. 198)
Teachers must be especially sensitive to how they themselves
communicate with people of other cultures, and how they convey
knowledge of their musics. Teacher education programs do not usually
cover this in depth, and music educators must learn them through
experience. (Mark, 1996, p. 194)
Given the statements reflecting the importance of preparing music teachers to
teach multicultural music in music teacher education program, the notable demographic
shifts indicating the rapidly increased Asian population in the U.S., and the value of
teaching East Asian vocal music representing the music of cultures from several
ethnicities in the U.S., it is necessary to explore whether pre-service music teachers and
in-service music teachers consider themselves adequately ready to teach East Asian vocal
music.
Methodological Overview
This study utilized a cross-sectional survey design. This type of survey design
could be used to compare “two or more educational groups in terms of attitudes, beliefs,
opinions, or practices” (Creswell, 2008, p. 390). In this study, two web-based surveys
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were designed and used to explore pre-service and in-service music teachers’ perceptions
of readiness to teach East Asian vocal music. Each survey contains 72 questions in 4
categories: demographic information, college curriculum and music education faculty,
musical experience, and pedagogical experience. The survey created for pre-service
music teachers was administered to undergraduate music education students. The other
one created for in-service music teachers was administered to public school music
teachers.
Prior to sending the final form of the surveys to the study participants, I
conducted pilot studies to test the surveys on a small sample. The purpose of piloting the
survey was to identify and eliminate potential problems. In order to determine the survey
face and content validity, the pilot surveys were sent to five pre-service music teachers
and five music educators. Based on the small sample’s feedback, I revised the surveys.
Upon the completion of the pilot studies, the final form of the surveys was determined
and sent to each participant via email with an invitation letter and a SurveyMonkey® link
to access the online survey.
Upon the completion of data collection, I downloaded the data from
SurveyMonkey®, and input it to the software Statistical Package for the Social Sciences
(SPSS®) to analyze the data. Descriptive statistics and inferential statistics such as
Cronbach’s Alpha Coefficients, Pearson Correlation, and Independent-Sample T-Test
were used to reveal pre-service and in-service music teachers’ perceptions of readiness to
teach East Asian vocal music.
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Definition of Terms
World Musics is defined as the music of cultures from various nations in the world,
specifically from non-Western musical cultures.
Multicultural Musics is defined as the music of cultures from multiple ethnicities in the
United States, specifically from those ethnic minorities’ musical cultures.
Multicultural Music Education is defined as reflecting “the cultural diversity of the world
in general and of the United States in particular by promoting a music curriculum
that includes songs, choral works, instrumental selections, and listening
experiences representative of a wide array of ethnic-cultures” (Anderson &
Campbell, 2009, p. 1).
East Asian Culture is defined as Chinese culture, Korean culture, and Japanese culture in
this research study due to the overlapping history among the East Asian countries
such as Mainland China, Taiwan, and Mongolia; and North Korea and South
Korea.
East Asian Vocal Music is defined as songs performed by human voices originally from
Chinese culture, Korean culture, and Japanese culture.
Pre-Service Music Teacher is defined as a prospective music teacher who is currently
enrolled in an undergraduate music teacher education program, and is pursuing
state licensure in music education.
In-Service Music Teacher is defined as a certified music teacher who is currently
teaching any of the music subjects (e.g., general, vocal, choral, instrumental,
band, etc.) in a K-12 public school.

15

Readiness: is defined as a condition of being prepared to do something (Longman
Dictionary of American English, 2008). For this study, the concept of readiness
includes the following three components: preparation, satisfaction, and selfconfidence in relation to teaching East Asian vocal music.
Conclusion
Through a cross-sectional survey design, this research study focuses on preservice and in-service music teachers’ preparation, satisfaction, and self-confidence to
explore the extent to which the two groups of music teachers feel ready to teach East
Asian vocal music, and compare the differences in how pre-service music teachers and
in-service music teachers perceive their readiness to teach this body of repertoire. The
result of this study may reveal factors (e.g., gender, age, ethnicity, second language
learning, education background, school factors, certification training, college curriculum,
music faculty structure, repertoire sources, teaching experience, and music-making
experience) that influence pre-service and in-service music teachers’ preparation,
satisfaction, and self-confidence in relation to their perceptions of readiness for teaching
East Asian vocal music, and provide a better understanding of whether pre-service and
in-service music teachers are adequately ready to teach Chinese, Korean, and Japanese
vocal music.
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CHAPTER 2
LITERATURE REVIEW

The United States, with its ethnic diversity, is a multicultural nation. Since the
early 20th century, teaching multicultural music has become an important contemporary
trend for music education in American society. In the past decades, music educators,
ethnomusicologists, and enthusiastic scholars in the U.S. have advocated the need for
teaching world musics in K-12 school settings (Anderson, 1992; Anderson & Campbell,
2009; Campbell, 1991; Choate, Fowler, Brwon, & Wersen, 1967; Elliott, 1995; Hinckley,
2000; Mark, 1996; Miller & Shahriari, 2012; Scholten, 1998; Utz & Lau, 2013; Volk,
1993; Volk, 1998). They have dedicated themselves to the topic of multicultural music
education and the exploration of effective teaching strategies and appropriate pedagogical
approaches (Mark, 1996). The emphasis on music teacher education regarding
multiculturalism was raised along with the growth of multicultural music education in the
U.S. (Volk, 1998).
Researchers have raised multicultural music education issues from multiple
perspectives, such as assessments for diverse students, pedagogical approaches, repertoire
selections, and supportive materials (Feay-Shaw, 2000). In recent years, researchers have
begun to discuss issues of music teacher preparation in relation to multiculturalism.
Music educators have become increasingly aware of the importance of multiculturalism
in the music classroom (Anderson & Campbell, 2009; Mark, 1996; Volk, 1998).
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Music Teacher Preparation
Howard, Swanson, and Campbell (2013) described six practical vignettes of how
music teachers strengthened their teaching skills in relation to world music. The six
vignettes were real events that took place in various school settings including “Certifying
Teachers in World Music Pedagogy” (a university-level summer training course),
“Visiting Artists in a University’s Music Program,” “Mariachi Music in Two American
Cities,” “Balkan Fever for the Music of Southeastern Europe” (a Balkan focused teaching
developed by a choral music teacher), “Following an Afro-Latin Musical Thread” (a
multicultural concert directed by an elementary music teacher), and “A ‘Pupil Partners’
Project on the Music of Ghana” (a cross-cultural partnership project designed by an
elementary music teacher). Although music teachers gained multiple levels of
multicultural music experiences from these cases, researchers (Howard et al., 2013)
suggested that adequately preparing music teachers to teach multicultural music was an
on-going issue in the field.
Belz (2006) suggests that in order to obtain skills of teaching multicultural music
to diverse students, university-level music education programs should provide adequate
training in the area of multicultural music to pre-service teachers. In her study, the music
education majors were assigned to observe practicing music teachers teaching world
music, interpret multicultural music lesson plan, to study a non-Western music and its
culture, and present their findings. She concluded that “for the students involved, the
experiences in this class appear to have opened the doors a bit further to the multitude of
musical traditions in our world” (p. 45).
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Teicher (1997) conducted a comparative study to investigate pre-service
elementary teachers’ attitudes toward multicultural music teaching. The participating preservice teachers (N = 60) were divided into two groups: one group was assigned to
develop a lesson plan for “integrated curricular” [science, social study, health, and
language arts] with multicultural/non-Western music repertoire; the other group was
assigned to develop a lesson plan for “integrated curricular” with European/American
music repertoire (Teicher, 1997, p. 419). Results revealed that pre-service teachers of the
multicultural treatment group were significantly more willing to teach multicultural
music than pre-service teachers of the other group.
College Music Education Curriculum
The benefits of including multicultural music pedagogy in music teacher
preparation programs are noticeable, but whether or not all programs (or at least
university-level programs) provide sufficient training in this area is debatable. Legette
(2003) conducted a study to explore in-service music teachers’ beliefs and attitudes
toward multicultural music teaching. Nearly all (99%) of the participating teachers
positively affirmed the value of teaching multicultural music; however, over half of the
participated teachers (64%) were not provided any multicultural music training in their
college study (Legette, 2003). The teachers gained multicultural training experiences
either from professional development activities or literature sources. Legette (2003)
concluded that
Although music educators should upgrade their knowledge base as often as
possible, school personnel and those involved in teacher preparation at the
university level are encouraged to work more closely in preparing teachers
so that they are better equipped to meet the musical needs and challenges
presented by an increasingly diverse student population. (p. 57)
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Moore (2007) investigated Texas elementary music teachers’ preparation for
multicultural music education, and found that more than 85% of the participating teachers
(N = 318) disagreed when asked if they received adequate multicultural music education
training in their college program; more than 70% of the participants indicated great
disagreement on the question “my district provides inservice and workshops dealing with
cultural diversity issues” (p. 99). In addition, Moore (2007) requested the participants to
list the countries and musical cultures with which they were knowledgeable. Among the
participants’ answers, China (3%), Japan (2%), and Korea (2%) were three of the least
frequent countries reported by those elementary music teachers. Results suggest that a
majority of elementary music teachers in this Texas population felt they were
inadequately prepared, and received very limited multicultural music education training
from their music teacher education program.
NASM Mandates
The National Association of Schools of Music (NASM), as a national
organization that accredits qualified musical institutions and provides standards for
undergraduate and graduate music programs in the United States, has recommended
including multicultural exposure in degree programs (Volk, 1998). NASM’s statement of
the multicultural mandate indicates an increased emphasis on multicultural music in
music education undergraduate programs. The NASM Handbook 1995-1996 mandates
that “students have opportunities through performance and academic studies to work with
music of diverse cultural sources, historical periods, and media” (cited in Volk, 1998, p.
160). NASM then provided a specific multicultural mandate for music education
undergraduate programs:
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The prospective music teacher should be able to apply analytical and
historical knowledge to curriculum development, lesson planning, and
daily classroom and performance activities. Teachers should be prepared
to relate their understanding of musical styles, the literature of diverse
cultural sources, and the music of various historical periods. (NASM
Handbook 2003, p.96; 2005, p.84; & 2007, p. 84)

Based on this mandate, in 2008, NASM made a further revision of this
multicultural mandate in the handbook. The revised mandate has been emphasized in the
handbooks from the 2008 edition to the most current edition.
The prospective music teacher should be able to apply analytical and
historical knowledge to curriculum development, lesson planning, and
daily classroom and performance activities. Teachers should be prepared
to relate their understanding of music with respect to styles, literature,
multiple cultural sources, and historical development, both in general and
as related to their area(s) of specialization. (NASM Handbook 2008, p.96;
2009, p.99; 2010, p. 99; 2011, p.113; 2012, p. 119; 2013, p. 118; & 2014,
p. 117)

The revised mandate emphasizes adequately providing multicultural studies for
undergraduate music education students in all areas of specialization (e.g., general, vocal,
choral, instrumental, band, etc.). Whereas the old version provided a generally described
emphasis on music teacher preparation in relation to multicultural studies in
undergraduate music education programs. Regardless of the difference, this multicultural
mandate reveals the need for including multicultural studies in the undergraduate music
education curriculum. In order to meet this mandate, it is necessary for universities and
colleges to review their music education curricula and make appropriate adjustments on
the curriculum structure and/or the course content.
In a study of multicultural music education courses in higher education programs,
ten well-known NASM accredited universities that offer undergraduate and graduate

21

degrees in music education and music performance were investigated (Miralis, 2003).
Among the 53 pedagogical courses in total provided by the ten universities, only two
courses (4%) related to multicultural music education were provided to undergraduate
music education students (Miralis, 2003). Although numerous multicultural music
courses were provided to music and non-music major students in the ten schools, the
number of undergraduate multicultural music pedagogy courses was quite limited.
According to Miralis’ (2003) study, one of the reasons behind this limited number of
course offerings was the lack of faculty with specialization in multicultural music or
ethnomusicology.
Terese Volk (1998) has stated that having a racial and ethnic diverse faculty team
would benefit a music education department to develop the multicultural curriculum. She
suggested “… music education departments can enhance the multicultural program they
present through the recruitment of students and faculty from a wide range of cultural and
ethnic backgrounds” (p. 165). In addition, Volk (1998) emphasized the importance of
providing adequate multicultural training to graduate music education majors as well as
collegiate music educators as they might face to more and more generations of
prospective music teachers. From Volk’s perspective, preparing collegiate music
educators with multicultural expertise may be beneficial for music education programs
toward the success in preparing prospective music teachers in multicultural training.
Cross-Cultural Competence and Multicultural Music Teaching
In a multicultural society, music teachers must be adequately prepared to teach
culturally diverse students. If teachers intend to teach about cultures other than their own,
it is important for them to develop cross-cultural competence (McKoy, 2009, 2013).
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Butler, Lind, and McKoy (2007) created a conceptual model categorizing five
dimensions (teacher, student, content, instruction, and context) that provided a theoretical
frame for research related to music learning and cultural diversity. The structure of the
conceptual model comprises a process: the five dimensions are affected by culture; they
also interrelate to each other, and ultimately influence music learning (Butler et al.,
2007). The conceptual model may guide researchers to “think deeply about how the
issues of race, ethnicity, gender, and culture might mediate music learning” (Butler et al.,
2007, p. 249).
Based on the conceptual model, McKoy (2009) conducted research to investigate
86 student teachers’ cross-cultural competence. The survey-based study focused on
participants’ multicultural music teaching training experiences, along with the factors
fostering and constraining their readiness to teach in a multicultural environment. Results
revealed that most participants received multicultural training experiences from their
college programs, and were aware of the importance of addressing multicultural music
aspects in their teaching, but “results neither confirmed nor negated that respondents held
attitudes and beliefs hindering their readiness to teach in culturally diverse educational
environments” (McKoy, 2009, p. 128).
McKoy (2013) conducted further research with a larger sample (N = 337) to
investigate participating student teachers’ cross-cultural competence. The participants
were selected according to their ethnic demographic information. She found that
“respondents in the racial/ethnic minority demonstrated greater disagreement with survey
items reflecting attitudes that might constrain their readiness to teach in culturally diverse
educational environments than did participants in the racial/ethnic majority” (McKoy,
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2013, p. 384). In other words, racial and ethnic minority students indicated more
readiness to teach in culturally diverse environment than their racial and ethnic majority
counterparts. In both studies, McKoy (2009, 2013) specifically focused on pre-service
music teachers’ cross-cultural competence regarding their readiness to teach in culturally
diverse environments. However, studies investigating pre-service teachers’ perceptions of
pedagogical readiness in relation to multicultural music teaching have yet to be
conducted.
Methodology Training
Orff Schulwerk, Kodály Method, Dalcroze Method, Suzuki Method, and Gordon
Music Learning Theory are internationally recognized music teaching approaches.
Although developed by music educators from different countries, these approaches were
systematically introduced to American music education society and were broadly known
by American music teachers since the 20th century (Mark, 1996). Each of these teaching
approaches has its own educational organization in the United States which offers various
levels of professional training.
Orff Schulwerk and AOSA
Founded in 1968, the American Orff Schulwerk Association (AOSA) is a
professional organization for music educators who are passionate about the pedagogical
process developed by the German musicians Carl Orff and Gunild Keetman. The AOSA
started with just over 300 members with seven chapters and has grown to 96 chapters and
approximately 4500 members (American Orff Schulwerk Association, 2015). AOSA
provides three levels music teacher training. According to AOSA Teacher Education
Curriculum Standards (2012), music teachers receive training in six musical aspects: 1.
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Time, Rhythm and Meter; 2. Melody; 3. Accompaniment Texture; 4. Form; 5. Timbre;
and 6. Expression. In each aspect, music teachers are expected to focus on the following
eight components: 1. Speech; 2. Performing Body Percussion and Playing Unpitched
Percussion Instruments; 3. Singing; 4. Playing Pitched Instruments; 5. Playing Recorder;
6. Movement; 7. Improvisation, Composition, Orchestration; and 8. Pedagogy. The Orff
approach particularly emphasizes world musics by performing a variety of instruments
from different cultures on Orff instruments.
Kodály Method and OAKE
Founded in 1975, the Organization of American Kodály Educators (OAKE) is a
professional development association established for American music educators to learn
Zoltan Kodály’s music teaching philosophy and to understand his concept of “Music for
Everyone” (Organization of American Kodály Educators, 2015). Kodály developed the
method based on Hungarian music in which he emphasized the importance of singing,
folk music, solfege, and improvisation (Choksy, 1988; Mark, 1996). In the Kodály
Method, most songs that Kodály suggested to teach are Hungarian folk songs. The
pentatonic scale “do, re, mi, so, la” is contained in the folk songs. Kodály thought it was
easier for children to sing whole steps than half steps (Mark, 1996; Richards, 1966). He
strongly recommended teachers to teach diatonic scales only when children have
thoroughly learned the pentatonic scales. In response to the National Standards for Music
Education (1994), OAKE stresses “Kodály students sing songs from many cultures and
eras. Song, which combines music, language, and culture, is an excellent tool for
exploring relationships among the arts” (Organization of American Kodály Educators,
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2015). OAKE provides a variety of teacher training including multiple levels of
certification training every year in different locations in the United States.
Dalcroze Method and DSA
The Dalcroze Method was first introduced to the United States in 1913 (Mark,
1996). The Dalcroze Society of America (DSA) was established to promote the Swiss
musician Emile Jaques-Dalcroze’s method and his teaching philosophy (Dalcroze Society
of America, 2015). Dalcroze emphasized the importance of body movement, and
suggested to use movement to do ear training and improvisation (Mark, 1966). Thus, the
Dalcroze approach features three components: eurhythmics, solfege, and improvisation.
DSA provides teacher training including certification training every year in different
locations in the United States.
Suzuki Method and SAA
Founded in 1972, the Suzuki Association of the Americas (SAA) is a professional
development organization established to promote the Japanese music educator Shinichi
Suzuki’s teaching philosophy and his belief of “Every Child Can Learn” (Suzuki
Association of the Americas, 2015). Suzuki stressed the emphasis of mother-tongue
language learning, and suggested applying the mother-tongue approach to music learning
process. He believed that even young children can play instruments with a good quality
sound (Mark, 1996). Although Suzuki was a Japanese musician, the method and his
teaching philosophy are Western-music based which are often applied to teaching
Western classical music instruments. SAA provides teacher training including
certification training every year in various locations in the United States.
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Music Learning Theory and GIML
Founded in 1987, the Gordon Institute for Music Learning (GIML) was
established to promote the American music educator Edwin Gordon’s teaching approach
– Music Learning Theory, and his pioneering research in music aptitude and theories on
how children learn music (Gordon Institute for Music Learning, 2015). GIML also
provides teacher training including certification training every year in different locations
in the United States. Gordon suggests advancing music understanding through audiation
which refers to “the process of assimilating and comprehending music we have just heard
performed or have heard performed sometime in the past” (Gordon, 2007, p. 3). Music
Learning Theory provides a sequential learning process to comprehend students’ tonal
skills and rhythm skills. In the tonal learning sequence, Gordon lists eight tonalities
including major, harmonic minor, Dorian, Phrygian, Lydian, Mixolydian, Aeolian, and
Locrian as objective tonalities because each of these tonalities has its resting tone (the
tonal center). He believes that it is beneficial for children to experience various tonalities.
However, Gordon stresses that a pentatonic scale (e.g., do, re, mi, so, la) does not have a
tonality. He thinks that by audiating the five pitches, any of them could imply the resting
tone. Therefore, a pentatonic scale should be considered as a subjective tonality rather
than an objective tonality (Gordon, 2007). While providing a sequential teaching
approach to music teachers, Music Learning Theory potentially minimized the possibility
of exploring music from non-Western cultures such as Chinese music which uses various
modes of pentatonic scales as the fundamental tonal system.
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Teaching East Asian Music
Diversity is an essential topic that educators have been discussing and researching
for years in various educational settings. The term “diversity” in education generally
refers to age, race, gender, religion, culture, language. (Solem, Foote, & Monk, 2009).
Among these identifications, cultural diversity and linguistic diversity can definitely
influence class dynamics in early stages of the teaching-and learning process. The United
States, as a nation with many more cultures and languages than any other country in the
world, absolutely needs to consider cultural and linguistic diversity as a crucial
component in American music education.
The majority of the U.S. population experiences the music education curriculum
from a Eurocentric perspective (Campbell, 2004). Given the diversity of ethnic and
cultural populations in the U.S., the teaching of music representing non-Western cultures
has become crucial (Fung, 1995). Fung stated an important benefit of having world music
in the music curriculum as “world music traditions brought into the country are worth
studying and are worth being incorporated as part of the nation’s musical life, including
its education” (p. 37). Anderson (1992) suggests the inclusion of multiple cultures in one
music lesson as a way of allowing students to experience as many styles beyond Western
music as possible. In his lesson plan sample, he demonstrated how to include Western
Classic music, Chinese music, Korean music, Greek music, Jazz music, and Indian music
in one lesson.
Few studies have been conducted to investigate pre-service or in-service music
teachers’ preparation to teach East Asian music (including instrumental and vocal music).
Research in music education that related to East Asian music is mostly focused on music
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preference, music identification, or teaching strategies. Fung (2004) conducted research
to find out pre-service music teachers’ preference among three East Asian music pieces
(Chinese, Japanese, and Korean music). Among the 66 participants, over 90% were
Caucasian-Americans (Fung, 2004, p. 37). Results of the study indicated no significance
in terms of preference among the three culturally diverse music pieces. This study also
revealed that “pre-service music educators might tend to base their preference decision on
their analytical perception, feelings, and interests associated with the musics, rather than
their familiarity with the music” (Fung, 2004, p. 41).
Other researchers, including Anderson (1983), Campbell (1991), Lau (2007),
Bowman (2008), Kang (2013), and Yoo and Kang (2014), have conducted studies on
teaching strategies and pedagogical approaches for teaching East Asian music. These
researchers provided numerous valuable paths of teaching East Asian music through
authentic cultural perspectives.
Anderson (1983) reported an international collaborative project of Professor
Virginia Hoge Mead being invited to teach Dalcroze in China. In this article, Professor
Mead described her Dalcroze teaching experience to various age groups of music
students and teachers in Shanghai and Beijing regarding her teaching sequence, content
knowledge, and pedagogical approach. The Chinese students and teachers actively
participated in the project and highly complimented Mead’s teaching at the end. This was
a very early international music education collaboration between the United States and
China in terms of Dalcroze eurhythmics. It represents that music education can be a
bridge to connect music educators from different nations and cultures.
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Campbell (1991) wrote a book named “Lessons from the World.” This book
introduced the music teaching philosophies, pedagogical approaches, theoretical frames
from different countries, and provided teaching strategies from cross-cultural
perspectives in terms of teaching world musics. In Chapter 6 and 7, Campbell (1991)
specifically described music education in Asia including China and Japan. It provided not
only an introduction of what traditional Asian music was, but also an in-depth of the way
Asian people teach and learn music. Campbell (1991) explained that “the comparison
here of traditional techniques of many cultures with current practices in the training of
professional musicians in Western-styles schools, universities, and conservatories is
designed to present a balance of Western and world tradition and innovation in music
education” (p. xiii).
Researchers (Bowman, 2008; Kang, 2013; Lau, 2007; and Yoo and Kang, 2014)
constantly emphasize the importance of teaching with authenticity. In today’s
multicultural society, music teachers are facing ethnically diverse students from various
cultural backgrounds. It is essential that music teachers are providing meaningful music
experiences to meet those students’ music learning needs. Some music teachers were not
aware that their instructional approaches from a teacher-directed perspective isolated the
cultural diverse students’ perspective because of the disconnections between the teachers’
approaches and the students’ cultural and musical background (Kelly-McHale, 2013).
Although a teacher might try to include some folk songs of the students’ cultures into the
music class, if the cultures are what the teacher is not familiar with, it is likely some
inauthentic music experiences would be provided from the teacher’s beliefs.
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Koops (2010) found that many music teachers in the United States use adaptive
strategies such as changing the original texts as well as other aspects of the music,
thereby making the music more accessible and easier to teach. However, as music
teachers make such adaptive changes for themselves, they reduce music authenticity for
their students.
One of the most essential goals of introducing multicultural music in a music
classroom is to let students experience the most accurate cultural context of the music
from different cultures. Music teachers are responsible for delivering accurate and
authentic music aspects in relation to cultural context to all students. It is understandable
that a music teacher might not be able to know all music from all cultures. Koops (2010)
suggested that “using indigenous instruments, original languages, and involving culture
bearers in instruction benefits student involvement and interest as well as helps them
develop musical skills” (p. 27).
Lau (2007) introduced Chinese vocal music – folk songs, in particular, and
explained the cultural background and the musical aspects of the folk songs. Lau stated,
to teach Chinese vocal music, a music teacher must understand the tonal system of
Chinese music. He introduced the five modes of pentatonic scales and the relevant threenote patterns as the “tonal scaffolding structure” (p. 25). In order to help American music
teachers to teach Chinese folk songs in an authentic way, Lau (2007) also provided a
lesson plan model as well as resource materials along with the article. Although Lau
(2007) emphasized on the authenticity of teaching Chinese vocal music, the lyrics in the
music scores he provided in the article were translated into English.
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Bowman (2008) suggested including Korean folk music in American K-12 music
curriculum because she once noticed there were very limited Korean music source
materials for the general music teachers to access as she needed to prepare for welcoming
South Korean exchange students to their school district. She discussed the connection and
differentiation between Korean and Chinese music, listed the source materials of Korean
folk music, and introduced the music and education cultural background. In this study,
Bowman (2008) did not specifically describe the pedagogical approaches and strategies
for teaching Korean folk music.
As many music teachers know, one of the most famous Korean folk song is
“Arirang.” Kang (2013) discussed how to incorporate current pedagogical approaches to
teach this Korean folk song. She introduced the historical and cultural background of this
song, discussed the musical aspects, the lyrics’ meaning, and music style of the song, and
explained incorporating the Orff approach to teach this song. Additionally, Kang (2013)
mentioned the Korean traditional music instrument named “Gayageum,” and introduced
an alternative way to hand-make a “Miniature Gayageum” for music teachers who had
limited budgets. This study provided not only a different perspective for music teachers
to teach “Arirang,” but also important information for authentic teaching. In conclusion,
Kang (2013) recommended “using various Arirangs as the best first step to Korean
music, not only because the song is so well known, but because it conveys the unique
ethos and pathos of the Korean people” (p. 35).
Yoo and Kang (2014) introduced effective teaching of Korean rhythms. They first
introduced the historical and cultural background of Korean music, the rhythm patterns in
particular followed by another introduction of Korean percussion instruments and
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performance techniques. They described a teaching process to perform Korean rhythms
by incorporating improvisation. Moreover, they encouraged music teachers to include
composition and performance as important steps for students’ music achievement and
provided useful source materials to help teachers. The main purpose of their article was
to improve music teachers’ world music teaching with authenticity. They suggested that
“more world music materials satisfying both the original musical tradition and
practicability should be developed and disseminated to the music classroom, not only
from Korean music but also from various music cultures” (p. 22).
Wang and Humphreys (2009) investigated the time spent on multicultural music
during the undergraduate course study at NASM accredited university music teacher
programs. Results indicated that the 31 participating choral/general pre-service teachers
spent .02% time of course study on Asian music, and 49 participating instrumental preservice teachers spent .07% time of course study on Asian music. In this study, Wang and
Humphrey (2009) pointed out an important issue in response to the suggestion of
providing non-Western music experience in music education methods classes:
Our view is that such approaches could help improve the current imbalance,
but given the small portion of the music teacher education curriculum
devoted to methods courses, it would be unrealistic to expect to make up for
significant deficiencies in basic multicultural musical training in that quarter.
(p. 28)
Wang (2009), as the principal author of the study, “identified only one song of Asian
origins in two volumes [MENC, 1996, 2000] of songs selected for an MENC campaign
intended to help preserve an American musical heritage” (p. 22). The lack of Asian vocal
music materials/sources for pre-service teachers is also notable.
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Although there is some research focusing on music teacher preparation in relation
to multicultural methods and materials, the question still remains as to whether preservice and in-service music teachers consider themselves ready or not ready to teach
multicultural music – East Asian vocal music, in particular. Moreover, after reviewing
the body of literature on the topic of pre-service and in-service music teachers’
preparations to teach multicultural music, few research studies comparing the perception
of readiness to teach multicultural vocal music between the two groups of teachers were
found.
Conclusion
Very few studies have been conducted to compare pre-service and in-service
music teachers’ preparation for teaching East Asian music. Researchers (Saldana &
Waxman, 1997) claimed that, regardless of the core academic subjects, both pre-service
and in-service teachers should receive adequate multicultural music training in order to
better serve culturally diverse students in mainstream classrooms. There are very few
studies available to provide insight on multicultural music teaching preparation from both
pre-service and in-service teachers’ perspectives. Therefore, in the field of music
education, a comparison of pre-service and in-service music teachers’ perceptions of
readiness to teach multicultural music – particularly East Asian music, is necessary.
Even fewer studies have been conducted to determine music teachers’ preparation
for teaching East Asian vocal music. The aforementioned studies indicate various
circumstances surrounding music teacher preparation in relation to multicultural music
education, but none focus on the extent to which pre-service and in-service music
teachers felt ready to teach East Asian vocal music.
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Purpose and Research Questions
The purpose of this study is to investigate and compare the perceptions of
readiness to teach East Asian vocal music between pre-service music teachers and inservice music teachers. The following major research questions will guide this study:
I.

To what extent do pre-service music teachers feel ready to teach East
Asian vocal music?
1.

To what extent do pre-service music teachers’ collegiate programs and
training experiences prepare them to teach East Asian vocal music?

2.

To what extent do pre-service music teachers feel satisfied with their
collegiate programs and training experiences in relation to teaching
East Asian vocal music?

3.

To what extent do pre-service music teachers feel confident to teach
East Asian vocal music?

II. What factors influence pre-service music teachers’ readiness to teach East
Asian vocal music?
4.

What factors influence pre-service music teachers’ perception of the
preparations regarding teaching East Asian vocal music that they have
received from their collegiate programs and training experiences?

5.

What factors influence pre-service music teachers’ satisfaction for their
collegiate programs and training experiences in relation to teaching
East Asian vocal music?
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6.

What factors influence pre-service music teachers’ self-confidence to
teach East Asian vocal music?

III. To what extent do in-service music teachers feel ready to teach East Asian
vocal music?
7.

To what extent do in-service music teachers’ collegiate programs and
training experiences prepare them to teach East Asian vocal music?

8.

To what extent do in-service music teachers feel satisfied with their
collegiate programs and training experiences in relation to teaching
East Asian vocal music?

9.

To what extent do in-service music teachers feel confident to teach East
Asian vocal music?

IV. What factors influence in-service music teachers’ readiness to teach East
Asian vocal music?
10. What factors influence pre-service music teachers’ perception of the
preparations regarding teaching East Asian vocal music that they have
received from their collegiate programs and training experiences?
11. What factors influence pre-service music teachers’ satisfaction for their
collegiate programs and training experiences in relation to teaching
East Asian vocal music?
12. What factors influence pre-service music teachers’ self-confidence to
teach East Asian vocal music?
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V. How does pre-service music teachers’ perception of readiness (e.g.,
preparation, satisfaction, and self-confidence) to teach East Asian vocal
music compare to that of in-service music teachers’ perception of
readiness (preparation, satisfaction, and self-confidence) to teach this body
of repertoire?
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CHAPTER 3
RESEARCH METHODS

In this descriptive study, I used a survey research design to explore the extent to
which pre-service and in-service music teachers perceived themselves ready to teach East
Asian vocal music. I also compared the differences between the pre-service music
teachers’ and in-service music teachers’ perceptions of their readiness to teach this body
of repertoire. Based on the purpose and the research questions of the study, I developed
web-based surveys to examine the effects of the following areas on pre-service music
teachers’ perceptions of their readiness to teach East Asian vocal music: demographic
information (e.g., age, race, education background, second language learning); college
curriculum and music education faculty; musical experience; and pedagogical experience.
I also investigated the impact of the same areas on in-service music teachers’ perceptions
of their readiness to teach this body of repertoire.
Participants and Data Collection
Pre-Service Music Teachers
Participants in this study were college music education majors and K-12 public
school music teachers. They were divided into two groups: pre-service music teachers
and in-service music teachers. In this study, a pre-service music teacher is defined as an
undergraduate college music student who is enrolled in a music teacher education
program, and is pursuing a state teaching certificate. An in-service music teacher is
defined as a public school certified music teacher who is currently teaching any music
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subject (e.g., general, vocal, choral, instrumental, band, etc.) at any grade level (e.g.,
elementary, middle, and high schools).
During November 2014, upon receiving the approval for this study from the
Temple University Institutional Review Board, I identified potential pre-service music
teacher participants (N = 563) for this study from various National Association of
Schools of Music (NASM) accredited universities in Pennsylvania, New Jersey, New
York, and Delaware. In order to identify and recruit potential pre-service music teacher
participants, I first went to the website of NASM, and searched accredited institutional
members in four states (e.g., PA, NJ, NY, DE) by utilizing the NASM Directory Lists. A
total of 15 NASM accredited institutions (including public, private, urban, suburban,
research and liberal arts schools) were contacted for the study. Directors or professors of
those selected universities were contacted via email. I requested their permission to
recruit their music education undergraduate students as potential participants for this
study. Faculty members from various universities (N = 10) responded to my requests for
their help with the recruitment. Upon getting the permission from those universities (N =
8), I visited four selected northeastern universities and recruited the undergraduate
students by reading an invitation letter (see Appendix A) at various college music
education classes and NAfMEC (National Association for Music Educators Collegiate)
meetings. For the universities that I was not able to visit due to time constraints and travel
difficulties, I sent my invitation letter (see Appendix B) and the survey link to the
contacted music education faculty. The music education faculty then distributed the letter
and the survey link to their undergraduate music education students through various webbased interfaces such as Blackboard and P.O. Box. Based on the responses I received
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from the faculty and the college music education students, I successfully recruited 563
potential pre-service music teacher participants from eight colleges and universities based
in the Northeast.
After identifying potential pre-service music teacher participants, all the
participants received an invitation letter via email (see Appendix B). The electronic
invitation letter contained: an introduction, a description of this research study,
instructions for participants, and a web link for accessing the online survey.
After two weeks, I sent follow-up emails to remind the potential pre-service
music teacher participants to complete the online survey. The online survey for preservice music teachers was closed in February 2015. All participants’ answers for the
survey remained anonymous. Of the pre-service music teachers who received the
invitation letter and the survey, a total of 158 respondents participated in this study
(28.0% response rate) with 149 respondents completing the survey (26.5% response rate).
In-Service Music Teachers
Potential in-service music teacher participants (N = 514) were identified in
December 2014. In order to identify and recruit eligible in-service music teacher
participants, the website of National Center for Education Statistics
(http://www.nces.ed.gov) was used to identify the school districts with the highest
number of enrolled Asian students in Pennsylvania, New Jersey, and New York. I did not
include Delaware participants in this case, because Delaware did not have relatively high
numbers of Asian student enrollment as compared to the other three targeted states.
According to the most current data of School District Enrollments by Race/Ethnicity
2012-13, I selected 18 school districts from the aforementioned states.
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After I selected the school districts, I accessed those school districts’ websites to
identify potential in-service music teacher participants. For those school districts that did
not provide teachers’ contact information on the website, I obtained the information by
contacting the receptionist at individual schools within the districts. All in-service music
teachers were employed as of December 2014. Although music teachers in the sample
were identified as qualified in-service music teacher participants during the recruitment
process, I designed several questions in the survey to verify this information and ensure
their qualifications for this study.
After identifying the potential in-service music teacher participants, I sent an
invitation letter to all potential participants (N = 514) via email (see Appendix C). The
electronic invitation letter contained an introduction and a description of this research
study, an instruction for participation, and a web link for accessing the online survey.
After two weeks, I sent follow-up emails to remind the potential in-service music
teacher participants to complete the online survey. The online survey for in-service music
teachers was closed as of February 2015. All participants’ answers for the survey
remained anonymous. Of the in-service music teachers who received the invitation letter
and the survey, a total of 141 respondents participated in this study (27.4% response rate)
with 132 respondents completing the survey (25.7% response rate).
Survey Instrument
An online survey platform SurveyMonkey® was utilized to deliver the survey
questions and collect the data. A SurveyMonkey® professional plan was purchased
which allowed me to create unlimited questions in each survey, collect a large amount of
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responses, and keep the responses anonymous. I used my educational institute email
account "TUmail” to send the survey link and the invitation letter.
Pre-Service Music Teachers’ Survey
The survey designed for pre-service music teachers, Pre-Service Music Teachers’
Perception of Readiness to Teach East Asian Vocal Music was based on a review of the
related literature and the conceptual model created by Butler, Lind, and McKoy (2007).
This conceptual model also served as the theoretical frame for my survey. The survey
contained 72 questions in 4 categories:
I. Demographic Information: This category included questions on gender, age,
race/ethnicity, educational background, and second language learning.
II. College Curriculum and Music Education Faculty: This category included
questions on college level music methods courses, satisfaction for courses in
relation to world music/multicultural music training, and music education faculty.
III. Musical Experience: This category included questions on music-making
experience, foreign language familiarity, and confidence in performing East Asian
vocal music.
IV. Pedagogical Experience: This category included questions on world music/East
Asian vocal music lesson planning, confidence in teaching world music/East
Asian vocal music, repertoire sources, and professional development.
The questions in Categories II, III, and IV reflect a participant’s opinion on the following
three components: preparation, satisfaction, and self-confidence regarding the readiness
to teach East Asian vocal music.
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The framework for the survey used in this study was guided by McCoy’s (2009,
2013) research survey pertaining to cross-cultural competence of pre-service music
teachers. Questions in the Demographic Information category were designed to determine
if there was a correlation between the participants’ gender, race/ethnicity, educational
background, second language learning and their perception of readiness to teach East
Asian vocal music. Questions in the College Curriculum and Music Education Faculty
category were designed to explore the extent to which the participants felt ready to teach
East Asian vocal music, and determine if there was a correlation between the
participants’ course study, music education faculty and their perception of readiness to
teach East Asian vocal music. Questions in the Musical Experience category were
designed to investigate whether there was a significant correlation between music
teachers’ music-making experiences and their perception of readiness to teach East Asian
vocal music. Questions in the Pedagogical Experience category were designed to
investigate whether there was a significant correlation between music teachers’ teaching
experiences and their perception of readiness to teach East Asian vocal music.
Reliability Coefficient of Pre-Service Music Teachers’ Survey
Cronbach’s Alpha Coefficient was computed to test the internal consistency
reliability for the survey sections (II, III, and IV) individually and the total three
sections. The coefficient alpha showed the reliabilities of .82, .80, and .86 for Section
II, Section III, and Section IV of the pre-service music teachers’ survey and a
reliability of .88 for the overall three sections of the survey. Since the reliability
coefficients were all above .80, the internal consistency of the survey items were
sufficient to be accepted for this study (Salkind, 2011).
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When the pre-service music teacher participants clicked on the survey link, they
directly accessed the first page of the survey that contained the consent statement as well
as a brief reminder of the purpose and nature of the study. The first page of the survey
read as follows:
Introduction:
My name is Yiyue Zhang. As a part of my doctoral studies in Music
Education at Temple University, I have developed a study to explore preservice and in-service music teachers’ perceptions of readiness to teach East
Asian vocal music. The study involves an online survey, which should take
no more than 15 minutes to complete.
Description:
The purpose of this study is to compare the preparations and perceptions of
readiness to teach East Asian vocal music between pre-service music
teachers and in-service music teachers. In this study, the term “East Asian
vocal music” refers to Chinese, Korean, and Japanese vocal music. This
web-based survey is designed for pre-service music teachers to explore their
perceptions of readiness to teach East Asian vocal music. It contains multiple
types of survey questions, such as demographic questions (age, gender, race,
etc.), dichotomous questions (yes/no), and rating scale questions (five point
Likert-type scale).
Your participation in this research study is completely voluntary. Your
answers will remain anonymous and confidential. All names, emails, and
data obtained during the study will be destroyed once the study is completed.
There are no foreseeable risks to participating in this study. The primary
benefit that you will obtain from this study is the knowledge that you have
contributed to the understanding of this topic. The alternative to participating
is not to participate. You can withdraw from the study at anytime without
prejudice.
Should you have any questions, concerns, or complaints about the research,
please do not hesitate to contact the research team
at radclef@temple.edu or yiyuez@temple.edu. This research has been
reviewed and approved by the Temple University Institutional Review
Board. Please contact them at (215) 707-3309 or email them
at: irb@temple.edu for any of the following: questions, concerns, or
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complaints about the research; questions about your rights; to obtain
information; or to offer input.
Consent Process:
If you have read the content of the Introduction and the Description above,
understand the purpose and nature of this research study, and agree to
participate in the study, you may continue to enter the survey questionnaire.
Please understand, entering to the survey questionnaire, you are giving your
consent to participate in the study.
Thank you very much for your participation!
The complete pre-service music teachers’ survey is attached in Appendix D.
In-Service Music Teachers’ Survey
The survey developed for in-service music teachers, In-Service Music Teachers’
Perception of Readiness to Teach East Asian Vocal Music was based on a review of the
related literature and the conceptual model created by Butler, Lind, and McKoy (2007).
This conceptual model also served as the theoretical frame for my survey. The survey
also contained 72 questions in 4 categories:
I. Demographic information: This category included questions on gender, age,
race/ethnicity, educational background, and second language learning.
II. College Curriculum and Music Education Faculty: This category included
questions on college level music methods courses, satisfaction for courses in
relation to world music/multicultural music training, and music education faculty.
III. Musical Experience: This category included questions on music-making
experience, foreign language familiarity, and confidence in performing East Asian
vocal music.
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IV. Pedagogical Experience: This category included questions on world
music/multicultural music lesson planning, confidence in teaching world
music/multicultural music, repertoire sources, and professional development.
The questions in Categories II, III, and IV reflect a participant’s opinion on the following
three components: preparation, satisfaction, and self-confidence regarding the readiness
to teach East Asian vocal music.
The framework for the survey used in this study was guided by McCoy’s (2009,
2013) research survey pertaining to cross-cultural competence of pre-service music
teachers. Questions in the Demographic Information category were designed to determine
if there was a correlation between the participants’ gender, race/ethnicity, educational
background, second language learning and their perception of readiness to teach East
Asian vocal music. Questions in the College Curriculum and Music Education Faculty
category were designed to explore the extent to which the participants felt ready to teach
East Asian vocal music, and determine if there was a correlation between the
participants’ course study, music education faculty and their perception of readiness to
teach East Asian vocal music. Questions in the Musical Experience category were
designed to investigate whether there was a significant correlation between music
teachers’ music-making experiences and their perception of readiness to teach East Asian
vocal music. Questions in the Pedagogical Experience category were designed to
investigate whether there was a significant correlation between music teachers’ teaching
experiences and their perception of readiness to teach East Asian vocal music.
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Reliability Coefficient of In-Service Music Teachers’ Survey
Cronbach’s Alpha Coefficient was computed to test the internal consistency
reliability for the survey sections (II, III, and IV) individually and the total three
sections. The coefficient alpha showed the reliabilities of .83, .80, and .83 for Section
II, Section III, and Section IV of the in-service music teachers’ survey and a reliability
of .88 for the overall three sections of the survey. Since the reliability coefficients
were all above .80, the internal consistency of the survey items were sufficient to be
accepted for this study (Salkind, 2011).
When the in-service music teacher participants clicked on the survey link, they
directly accessed the first page of the survey that contained the same information of the
consent statement and the brief reminder of the purpose and nature of the study as shown
on the first page of pre-service music teachers’ survey.
The complete in-service music teachers’ survey is attached in Appendix E.
Pilot Study #1
Before I sent the formal surveys to the potential participants, I conducted two
pilot studies. The first pilot study was conducted to determine the length of time for
completing the survey. I recruited three international graduate students who spoke
English as a second language and were pursuing/had pursued a graduate level music
degree in the United States. All had music teaching experience. I sent the survey link to
the three participants; all completed the survey.
The three pilot participants reported the length of time that they spent for
completing the survey. Participant 1 spent approximately 9 minutes to complete.
Participant 2 spent approximately 10 minutes to complete. Participant 3 spent
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approximately 12 minutes to complete. These three pilot participants were English
Language Learners. If they could complete the survey within 12 minutes, it is reasonable
to predict that native English speakers would take no more than 15 minutes to complete
the survey.
Pilot Study #2
The second pilot study was conducted with pre-service music teachers (N = 5) and
in-service music teachers (N = 5) in Pennsylvania. The purpose of this pilot study was to
identify and eliminate potential problems and to determine the survey face and content
validity. Five senior undergraduate music education majors were identified and invited to
take the pre-service music teachers’ survey. Five music educators in Pennsylvania were
identified and invited to take the in-service music teachers’ survey. Participants were sent
an invitation letter and an online survey link via email. The initial email invitation read as
follows:
Dear (Name Here),
Thank you for your willingness to participate in the pilot study for my
dissertation project! Your participation in this study is voluntary, and will
remain anonymous. The following online survey will take no more than 15
minutes to complete. I would appreciate you completing the survey and
letting me know what you think about the survey.
In order to let me know your feedback about the survey, you can simply
reply me an email with your brief comments such as "I like this survey,"
"This survey looks good," "I suggest you change..." etc. Of course, any
thorough comments that can help me to improve the survey will be truly
appreciated and welcomed!
Please click on the link to get into the first page of the survey:
<INSERT WEB LINK>
Should you have any questions, please do not hesitate to let me know.
Thank you very much for your time! I appreciate your participation.
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After one week, I sent a follow-up email to remind those potential participants who had
not taken the pilot survey.
Dear (Name Here),
This is a reminder that I am conducting a pilot study as part of my
dissertation study. The pilot study involves an online survey, which should
take no more than 15 minutes to complete.
Here is the link of the survey: <INSERT WEB LINK>
Also, once you complete the survey, please send me an email with your
comments for the survey. The comment can be as simple as "This survey
looks good;" "I think you can change on..." etc. Thoughtful comments are
always welcomed.
Please consider taking the survey as soon as you can. I thank you for your
time and willingness to help!

Of the ten pilot participants who received my invitation email and the survey link,
eight responded and completed the survey (N = 3 pre-service music teachers; N = 5 inservice music teachers). Three pre-service music teachers provided brief comments based
on their survey completions: “This survey looks good.”; “The topic is very interesting. I
think including 0% as an option for some questions would be helpful”; “The survey is
good. I feel I need more preparation for teaching East Asian vocal music.” Five in-service
music teachers provided more thorough comments.
The first wrote:
Your questions are very thorough and specific. I like that you tried to isolate the
difference between training received in college and training from PD. I learned FAR
more about authentic world music from my co-workers in my school district than from my
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collegiate studies. Off the top of my head, I can’t think of anything that stood out to me as
needing to be changed or edited.
The second wrote:
I think you have a nice survey here. It makes me feel like I don’t know nearly
enough about East Asian music! I think I need to take another world music class that
specializes in East Asian! Here are some minor things I would suggest you to change. I
think you should say “White, non-Hispanic” instead of “White.” In question #8, what if
someone teaches at two different schools, and are therefore teaching both elementary
and secondary students?
The third wrote:
I believe that your survey is thoughtful and well done. I would suggest you add to
age level taught: college undergraduate students, college graduate student, or other,
such as I teach ages 3-21 as well as undergraduate and graduate college students. Can
you check more than one category? Perhaps some professionals have never had the
opportunity to experience world music classes in their training. Maybe a question such
as: have you had the opportunity to take world music classes? If not, skip to question #.
The fourth wrote:
I was glad you had a series of questions about learning experiences through
professional development training. I feel I have learned more about culturally authentic
instruction/performance through workshops I’ve attended than what I received in my
college training. I appreciated the definitions of “East Asian Vocal Music,” “cultural
immersion experience,” etc. Here are some grammatical fixes: Question 18, training
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(spelling); Questions 22: 81-100% (add hyphen, or make this match the other choices, it
looked different); I would reword question 27.
The fifth wrote:
Overall the survey looks good. Here are a few recommended edits. #6 should
read, “What IF any”. #11 is a little confusing. Is it supposed to be in the pre-service
survey? It also said “of color” and Asian which also made it confusing. #34 is an
awkward sentence. How about changing to: I believe the music education faculty in my
teacher education program was knowledgeable and prepared me how to teach East Asian
vocal music.
Based on the in-depth feedback from the pilot participants, I revised the survey
before it was sent to the main study participants. For instance, I changed the option “020%” to two options: “0” as a single option, and “1-20%” as another option. I edited the
grammatical issues as the pilot participants suggested. I changed Question 8 (regarding
the age level that music teachers teach) to a multiple choice question which allowed
participants to choose more than one answer, and add specific answers as they might
have. Also, I reworded Question 11 and Question 34. In addition, I added the six
questions regarding the Professional Development to the pre-service music teachers’
survey in order to match the number of questions in the in-service music teachers’
survey.
Data Formatting
Upon the completion of data collection, I used numeric formatting for the data
analysis as shown in Table 1.
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Table 1
Numeric Formatting of Survey Responses
Survey Response
Female
Male
African American or Black
American Indian or Alaska Native
Asian
Hispanic or Latino
Native Hawaiian or Other Pacific Islander
White or non-Hispanic
Other
1st year undergraduate
2nd year undergraduate
3rd year undergraduate
4th year undergraduate
5th year undergraduate
Bachelor
Post-Baccalaureate/Teacher Certification
Master’s
Doctorate
Keyboard
Voice
Brass
Woodwinds
Strings
Percussion
Guitar
Other
Elementary level grades
Middle level / Junior High grades
High school grades
Yes
No
1 – 5 year
6 – 10 years
11 – 15 years
16 – 20 years
21 or more years
0
1% - 20%
21% - 40%
41% - 60%
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Numeric Formatting
1
2
1
2
3
4
5
6
7
1
2
3
4
5
1
2
3
4
1
2
3
4
5
6
7
8
1
2
3
1
2
1
2
3
4
5
1
2
3
4

61% - 80%
81% - 100%
Never
Seldom
Sometimes
Often
Always
Strongly Disagree
Disagree
Neither Disagree Nor Agree
Agree
Strongly Agree
NA

5
6
1
2
3
4
5
1
2
3
4
5
0

Data Analysis
The survey results were exported from SurveyMonkey® into the statistical
analysis software Statistical Package for the Social Sciences (SPSS®) in February 2015. I
purchased IBM® SPSS® Statistics Standard Grad Pack 22.0 for data analysis.
Descriptive statistics and inferential statistics were used to analyze the data. I first
computed Cronbach’s Alpha coefficients for each of the sections in order to see whether
each section could be summed to compute a single score. I then chose those questions
that were relevant to my design and conducted descriptive statistics on these. Descriptive
statistics were computed across both groups and separately. Upon the decision on the
empirical structure of the questionnaire, the inferential analyses I used were Pearson
Correlation, and Independent-Sample T-Test. I computed correlations to investigate if the
demographic variables, musical experiences variables, course study variables, and faculty
factor variables related to the preparation data, satisfaction data, and self-confidence data.
Finally, I conducted t-tests to compare the differences in perceptions of readiness to teach
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East Asian vocal music between pre-service music teachers and in-service music
teachers.
Limitations of the Study
This study examined pre-service and in-service music teachers’ perceptions of
readiness to teach East Asian vocal music. Although world music/multicultural music
teaching was the broad concept and the fundamental context underlining the study, the
study focused on East Asian vocal music in particular. It was designed to explore the two
groups of teachers’ perceptions about their preparation, satisfaction, and confidence in
relation to the readiness to teach this body of repertoire. It was not designed to measure
what detailed knowledge was being taught and learned in the collegiate music education
curriculum.
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CHAPTER 4
RESULTS

Introduction
The purpose of this study was to investigate and compare the perceptions of
readiness to teach East Asian vocal music between pre-service music teachers and inservice music teachers. For this study, the primary factors that contribute to the concept
of readiness include preparation, satisfaction, and self-confidence. Therefore, the
following research questions were developed to guide this study:
I.

To what extent do pre-service music teachers feel ready to teach East
Asian vocal music?
1.

To what extent do pre-service music teachers’ collegiate programs and
training experiences prepare them to teach East Asian vocal music?

2.

To what extent do pre-service music teachers feel satisfied with their
collegiate programs and training experiences in relation to teaching
East Asian vocal music?

3.

To what extent do pre-service music teachers feel confident to teach
East Asian vocal music?

II. What factors influence pre-service music teachers’ readiness to teach East
Asian vocal music?
4.

What factors influence pre-service music teachers’ perception of the
preparations regarding teaching East Asian vocal music that they have
received from their collegiate programs and training experiences?
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5.

What factors influence pre-service music teachers’ satisfaction for their
collegiate programs and training experiences in relation to teaching
East Asian vocal music?

6.

What factors influence pre-service music teachers’ self-confidence to
teach East Asian vocal music?

III. To what extent do in-service music teachers feel ready to teach East Asian
vocal music?
7.

To what extent do in-service music teachers’ collegiate programs and
training experiences prepare them to teach East Asian vocal music?

8.

To what extent do in-service music teachers feel satisfied with their
collegiate programs and training experiences in relation to teaching
East Asian vocal music?

9.

To what extent do in-service music teachers feel confident to teach East
Asian vocal music?

IV. What factors influence in-service music teachers’ readiness to teach East
Asian vocal music?
10. What factors influence pre-service music teachers’ perception of the
preparations regarding teaching East Asian vocal music that they have
received from their collegiate programs and training experiences?
11. What factors influence pre-service music teachers’ satisfaction for their
collegiate programs and training experiences in relation to teaching
East Asian vocal music?
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12. What factors influence pre-service music teachers’ self-confidence to
teach East Asian vocal music?
V. How does pre-service music teachers’ perception of readiness (e.g.,
preparation, satisfaction, and self-confidence) to teach East Asian vocal
music compare to that of in-service music teachers’ perception of
readiness (preparation, satisfaction, and self-confidence) to teach this body
of repertoire?

Pre-Service Music Teachers’ Demographic Information
There were 149 respondents who completed the pre-service music teachers’
survey. In the first section of the survey, respondents reported the following
demographic information: gender, age, ethnicity, educational background, primary
area of concentration, methodology training, primary performance medium, grade
level interest, student teaching/field experience, school program ethnicity factor, first
language, and second language learning experience.
Of the 149 respondents, 96 were female pre-service music teachers (64.4%) and
53 were male pre-service music teachers (35.6%) (see Table 2).
Table 2
Pre-Service Music Teachers’ Gender
Gender
Female
Male
Total

Frequency
96
53
149

57

Percent
64.4
35.6
100.0

Of the 149 respondents, 57 pre-service music teachers (38.3%) were under 21
years old and 92 pre-service music teachers (61.7%) were between 21 to 30 years old (see
Table 3).
Table 3
Pre-Service Music Teachers’ Age
Age

Frequency

Percent

Under 21 years old
21 to 30 years old

57

38.3

92

61.7

Total

149

100.0

Based on United States Census Bureau (http://www.census.gov) classifications,
the race/ethnicity choices in the survey were named and listed as African American or
Black, American Indian or Alaska Native, Asian, Hispanic or Latino, Native Hawaiian or
Other Pacific Islander, White or non-Hispanic, and Other. The frequency and percentage
for the ethnicity of the respondents are found in Table 4. Of the 149 respondents, the
majority of the pre-service music teacher participants were White or non-Hispanic
(77.2%). There were 11 Asian participants (7.4%), 10 Hispanic or Latino participants
(6.7%), six African American or Black (4%), one Native Hawaiian or Other Pacific
Islander (.7%). Six participants (4%) indicated their ethnicity as Other. Those other
ethnicities reported by those six participants were Half Asian Half White; Middle
Eastern/European; Bangladeshi, Hispanic, and White; and White and Hispanic (see Table
4).
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Table 4
Pre-Service Music Teachers’ Ethnicity
Ethnicity

Frequency
6

Percent
4.0

11

7.4

Hispanic or Latino

10

6.7

Native Hawaiian or Other Pacific
Islander

1

.7

115

77.2

Other

6

4.0

Total

149

100.0

African American or Black
Asian

White or non-Hispanic

Table 5 shows the respondents’ current levels of undergraduate training. Of the
149 respondents, 17.4% of participants were 1st year undergraduate music education
majors, 14.8% of participants were 2nd year undergraduate music education majors,
26.8% of participants were 3rd year undergraduate music education majors, 34.9% of
participants were 4th year undergraduate music education majors, and 6% of participants
were 5th year undergraduate music education majors.
Table 5
Pre-Service Music Teachers’ Educational Background
Educational Background

Frequency

Percent

1 year undergraduate

26

17.4

2nd year undergraduate

22

14.8

3rd year undergraduate

40

26.8

4 year undergraduate

52

34.9

5th year undergraduate

9

6.0

149

100.0

st

th

Total

59

A multiple response question was used to ask respondents’ primary area of
concentration in the music education program. It allowed respondents to check all areas
of concentration that applied. There were 149 respondents surveyed and 249 total
responses generated. Of the total responses, the choral concentration was selected most
often with 85 responses that represent 34.1% of total responses. Six respondents (2.4%)
checked the option “Other” and specified the following answers: Beginning Band, Early
Childhood, Keyboard, Orchestra, Private Pedagogy, and Vocal (see Table 6).
Table 6
Pre-Service Music Teachers’ Primary Area of Concentration
Responses
N
Percent
85
34.1%
65
26.1%

Primary Area of Concentration
Concentration
Choral
a
frequency of response Instrumental
General
Band
Jazz
Other

61
23
9
6
249

Total
a. Dichotomy group tabulated at value 1.

24.5%
9.2%
3.6%
2.4%
100.0%

Percent of
Cases
57.0%
43.6%
40.9%
15.4%
6.0%
4.0%
167.1%

A multiple response question was used to ask respondents’ methodology training.
It allowed respondents to check all music teaching methodologies that they have studied.
There were 149 respondents surveyed and 434 total responses generated. Of the total
responses, Kodály was selected most often with 103 responses that represent 23.7% of
total responses. Orff was selected with 100 responses (23%). Gordon was selected with
88 responses (20.3%). Suzuki was selected with 65 responses (15%). Dalcroze was
selected with 51 responses (11.8%). Five respondents (1.2%) checked the option “Other”
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and specified the following answers: Laban, Taubman Approach, and Tomasone. There
were 22 respondents (5.1%) who indicated that they have not received any music
teaching methodologies (see Table 7).
Table 7
Pre-Service Music Teachers’ Methodology Training
Responses
N
Methodology frequency of
responsea

Percent of
Cases
69.1%

Kodály

103

Percent
23.7%

Orff

100

23.0%

67.1%

Gordon

88

20.3%

59.1%

Suzuki

65

15.0%

43.6%

Dalcroze

51

11.8%

34.2%

None

22

5.1%

14.8%

Other

5
434

1.2%
100.0%

3.4%
291.3%

Total
a. Dichotomy group tabulated at value 1.

Of the 149 respondents, the majority of the pre-service music teacher participants
(50.3%) indicated that their primary performance medium was voice (see Table 8).
Table 8
Pre-Service Music Teachers’ Primary Performance Medium
Primary Performance Medium
Voice

Frequency

Percent

75

50.3

Brass

24

16.1

Woodwinds

20

13.4

Strings

14

9.4

Keyboard

12

8.1

Percussion

4

2.7

149

100.0

Total

61

Table 9 shows the educational levels that the respondents were interested in
teaching. Of the 149 respondents, 47 pre-service music teachers (31.5%) were interested
in teaching elementary level grades, 38 pre-service music teachers (25.5%) were
interested in teaching middle level/junior high grades, and 64 pre-service music teachers
(43%) interested in teaching high school grades.
Table 9
Pre-Service Music Teachers’ Grade Level Interest
Grade Level Interest

Frequency

Percent

47

31.5

38

25.5

64

43.0

149

100.0

Elementary level grades (K-5)
Middle level / Junior High grades (6-8) or (7-9)
High school grades (9-12) or (10-12)
Total

Of the 149 respondents, 70.5% of pre-service music teachers had student teaching
or field experiences and 29.5% of pre-service music teachers did not have any student
teaching or field experience (see Table 10).
Table 10
Pre-Service Music Teachers’ Student Teaching/Field Experience
Student Teaching/Field Experience
Yes
No
Total

Frequency
105
44
149
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Percent
70.5
29.5
100.0

The majority of the respondents (87.3%) estimated that there were less than 40%
of students of color (non-White/non-Caucasian) in their undergraduate music education
programs. The majority of the respondents (71.1%) estimated that among the students of
color in their undergraduate music education programs, less than 20% of them were East
Asian (Chinese, Korean, and Japanese) (see Table 11).
Table 11
Pre-Service Music Teachers’ School Program Ethnicity Factor
% of Students Of Color
1% - 20%
21% - 40%
41% - 60%
61% - 80%
81% - 100%
Total
% of East Asian among the Students Of Color
0
1% - 20%
21% - 40%
41% - 60%
61% - 80%
81 % - 100%
Total

Frequency
84
46
8
8
3
149

Percent
56.4
30.9
5.4
5.4
2.0
100.0

9
97
20
11
7
5
149

6.0
65.1
13.4
7.4
4.7
3.4
100.0

The majority of the respondents (99.3%) reported that English was their first
language. Only one participant’s (.7%) first language was not English. This participant
indicated that her first language was Chinese (see Table 12).
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Table 12
Pre-Service Music Teachers’ First Language
English as First Language
Yes
No
Total

Frequency
148
1
149

Percent
99.3
.7
100.0

Of the 149 respondents, 138 pre-service music teachers (92.6%) had
studied/learned a language other than their first language and 11 pre-service music
teachers (7.4%) did not have a second language learning experience (see Table 13). The
respondents were asked to list the second languages that they had studied/learned
beginning with the language in which they were most proficient. The majority of the
respondents (51%) listed Spanish as their most proficient other language (see Figure 2).
Table 13
Pre-Service Music Teachers’ Second Language Learning Experience
Frequency
Valid

Yes
No
Total

Percent
138
11
149

64

92.6
7.4
100.0

Figure 2. Pre-Service Music Teachers’ Other Language #1.
Reliability Coefficient of Pre-Service Music Teachers’ Survey
In order to answer the research questions in this study, questions in Section II,
III, and IV of the survey were selected and regrouped into the following three
components: 1) Preparation, 2) Satisfaction, and 3) Self-Confidence (as shown in
Table 14). All selected questions were scored as continuous variables (e.g., 1-Strongly
Disagree, 2-Disagree, 3-Neither Disagree Nor Agree, 4-Agree, and 5-Strongly Agree).
Table 14
Regrouping Selected Survey Questions
Preparation

Satisfaction

Self-Confidence

Q18, Q19, Q20, Q21, Q22, Q23, Q24, Q42,

Q28, Q29, Q30,

Q45, Q46, Q47,

Q43, Q44, Q50, Q51, Q52, Q59, Q60, Q61,

Q31, Q32

Q48, Q53, Q55,

Q62, Q63, Q64, Q65, Q66, Q67, Q68, Q69,

Q56, Q57, Q58

Q70, Q71, Q72
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Cronbach’s Alpha Coefficient was computed to test the internal consistency
reliability for the three components (Preparation, Satisfaction, and Self-Confidence)
individually and the total three components. The coefficient alpha showed the
reliabilities of .83, .83, and .91 for the Preparation, Satisfaction, and Self-Confidence
component subscales and a reliability of .88 for the overall survey. The internal
consistency of the three survey components items were sufficient to be accepted for
this study (Salkind, 2011). The observed reliability coefficients are found in Table 15.
Table 15
Reliability for Pre-Service Music Teachers’ Regrouped Survey
Scale

Reliability Coefficients

Preparation

.83

Satisfaction

.83

Self-Confidence

.91

Overall

.88

Findings I
Research Question #1
In order to investigate the extent to which pre-service music teachers’
collegiate programs and training experiences prepare them to teach East Asian vocal
music, means, mode, and standard deviations of the Preparation component subscale
were derived. Questions in the Preparation component were scored using Likert-type
scales. Most questions provided response options on the 5-point Likert-type scale
ranged from “1 = Strongly Disagree” to “5 = Strongly Agree” and from “1 = Never”
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to “5 = Always.” Questions 21 and 22 provided response options on the 6-point
Likert-type scale ranged from “1 = 0%” to “6 = 81% – 100%.”
Among the 27 questions from the Preparation component, 16 had a mean score
lower than 3.00, thus revealing the degree of respondents’ disagreement on those items.
Table 16 lists the questions that had a mean score lower than 3.00 from low to high, and
the related standard deviations.
Table 16
Questions (M < 3.00) from Preparation Component
Questions
Q52: I have developed and taught a lesson plan that includes
teaching East Asian vocal music.
Q20: My college level music methods courses provided adequate
training for teaching East Asian vocal music.
Q22: Among my collegiate music methods courses that included
world music concepts, __% of the projects or activities focused
specifically on aspects of East Asian culture/music.
Q24: My collegiate music methods courses __ included
classroom cultural immersion experiences.
Q69: I have gained adequate preparation of how to teach East
Asian vocal music from PD experiences.
Q44: I can aurally differentiate between Chinese, Korean, and
Japanese vocal music.
Q68: I have learned a variety of East Asian vocal music repertoire
from PD experiences.
Q71: The PD experiences provided me more information
regarding how to teach East Asian vocal music than my college
program did.
Q67: I have gained adequate preparation of how to teach world
music from PD experience.
Q21: In my college level music methods courses, __% of the
curricula included projects or activities involving world music
materials and pedagogy.
(continued)
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Mean

SD

1.66

.69

1.83

.78

1.83

.62

2.01

.99

2.13

.74

2.15

1.11

2.16

.80

2.42

.93

2.45

.79

2.49

.98

Table 16 (continued)
Questions (M < 3.00) from Preparation Component
Questions
Q70: The PD experiences provided me more information
regarding how to teach world music than my college program did.
Q72: I learned more authentic world music from the PD
experiences than my college program.
Q42: I can aurally differentiate between spoken Chinese, Korean,
and Japanese.
Q51: I have developed and taught a lesson plan that included
teaching world music.
Q63: The community where I live would give me help, if I need
to teach an East Asian vocal music.
Q59: I have (an) adequate source(s) to access to if I need to teach
an East Asian vocal music.

Mean

SD

2.56

.92

2.56

1.03

2.68

1.51

2.76

1.22

2.83

1.17

2.99

1.01

Results in Table 16 reveal that the majority of respondents (91.3%) either
disagreed or strongly disagreed that they had experiences developing and teaching a
lesson plan that included teaching East Asian vocal music. About 53% of respondents
agreed that they experienced developing and teaching a lesson plan that included
teaching world music. The majority of respondents (82.6%) either disagreed or
strongly disagreed that their college level music methods courses provided adequate
training for teaching East Asian vocal music. The majority of respondents (91.9%)
reported that among their collegiate music methods courses that included world music
concepts, very limited projects or activities focused specifically on aspects of East
Asian culture/music. A large proportion (87.9%) reported that in their college level
music methods courses, 0 – 40% of the curricula included projects or activities
involving world music materials and pedagogy.
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The majority of respondents (72.4%) reported that their collegiate music
methods courses rarely included classroom cultural immersion experiences. Most
respondents disagreed that they received adequate preparation of how to teach East
Asian vocal music and world music from Professional Development experiences.
The majority of respondents (71.8%) either disagreed or strongly disagreed
that they could aurally differentiate between Chinese, Korean, and Japanese vocal
music. About 57% either disagreed or strongly disagreed that they could aurally
differentiate between spoken Chinese, Korean, and Japanese.
Although only about 29% agreed that the community where they live would
give them help, if they need to teach an East Asian vocal music, about 32% of
respondents neither disagreed nor agreed that they had adequate sources to access to if
they need to teach an East Asian vocal music while about 34% agreed and about 34%
disagreed.
Table 17 lists 11 questions from the Preparation component that had a mean
score higher than 3.00 from high to low, and the related standard deviations. The
results of these questions revealed the degrees of the respondents’ agreement on those
11 questions.
Because the score values for the response options “Agree” and “Strongly Agree”
were 4 points and 5 points, a mean score between 3.00 and 4.00 revealed a mild
agreement. Results in Table 17 indicate that only one question (Q60) from the
Preparation component revealed the respondents’ moderate agreement. The rest of the
questions in Table 17 revealed the respondents’ mild agreement.
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Table 17
Questions (M > 3.00) from Preparation Component
Question
Q60: I would use the Internet to search the cultural background,
text meaning, and language diction, if I need to teach an East
Asian vocal music.
Q62: I would ask music faculty from the music teacher education
program that I attend (or am attending) for help, if I need to teach
an East Asian vocal music.
Q65: A student in my school district would give me help, if I
need to teach an East Asian vocal music.
Q61: I have (a) friend(s) originally from East Asia that I can ask
for help regarding the culture and language issues, if I need to
teach an East Asian vocal music.
Q66: A parent in my school district would give me help, if I need
to teach an East Asian vocal music.
Q64: A colleague in my school district would give me help, if I
need to teach an East Asian vocal music.
Q50: I have received instruction on how to develop and teach a
lesson plan that includes teaching world music.
Q19: My college level music methods courses provided adequate
training for teaching world music.
Q23: My collegiate music methods courses __ included
lectures/discussions regarding accommodations and adaptations
of music teaching strategies for culturally diverse students.
Q18: My college level music methods courses provided adequate
training for teaching songs in foreign languages.
Q43: I can visually differentiate between written Chinese,
Korean, and Japanese.

Mean

SD

4.19

.74

3.64

1.06

3.40

1.03

3.39

1.27

3.25

.96

3.24

1.11

3.19

1.10

3.10

1.11

3.04

.85

3.01

1.04

3.00

1.52

A majority of respondents (91.9%) either agreed or strongly agreed that they
would use the Internet to search the cultural background, text meaning, and language
diction, if they need to teach a piece of East Asian vocal music.
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About 67% of respondents would ask music faculty from the music teacher
education program that they attended (or are attending) for help, if they need to teach an
East Asian vocal music. About 59% of respondents agreed that they would get help from
their friends originally from East Asia, if they need to teach a piece of East Asian vocal
music. Most respondents mildly agreed that they would get help from their students,
parents, or colleagues in their school districts, if they need to teach a piece of East Asian
vocal music.
Approximately 50.4% of respondents agreed that they received instructions on
how to develop and teach a lesson plan that included teaching world music. About 42%
of respondents agreed that their college level music methods courses provided adequate
training for teaching world music while 28% disagreed and 30% neither disagreed nor
agreed. About 54% of respondents reported their collegiate music methods courses
sometimes included lectures/discussions regarding accommodations and adaptations of
music teaching strategies for culturally diverse students. Approximately 36% of
respondents neither disagreed nor agreed that their college level music methods courses
provided adequate training for teaching songs in foreign languages while 35% agreed and
29% disagreed. About 48% of respondents agreed that they could visually differentiate
between written Chinese, Korean, and Japanese while 45% disagreed.
The 27 questions in the Preparation component subscale were divided into the
following three dimensions to reveal the respondents’ perception of preparation for
teaching East Asian vocal music: Collegiate Preparation, Sources of Help, and
Professional Development.
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A mean score higher than 3.00 indicated a positive statement whereas a mean
score lower than 3.00 indicated a negative statement. The results in Table 18 revealed
that the pre-service music teachers felt they received inadequate preparation for teaching
East Asian vocal music from their college training (M = 2.52, SD = .47). They also did
not feel that Professional Development provided adequate preparation for teaching East
Asian vocal music (M = 2.38, SD = .69). The pre-service music teachers were slightly
positive about having sources to access if they need to teach East Asian vocal music (M =
3.33, SD = .67).
Table 18
Pre-Service Music Teachers’ Perception of Preparation
Preparation Component Subscale

Mean

SD

Collegiate Preparation

2.52

.47

Source for Help

3.33

.67

Professional Development

2.38

.69

Research Question #2
In order to investigate the extent to which pre-service music teachers feel satisfied
with their collegiate programs and training experiences in relation to teaching East Asian
vocal music, a descriptive statistics approach was taken to show the means, mode, and
standard deviations of the Satisfaction component subscale. Questions in the Satisfaction
component were scored using the 5-point Likert-type scale ranged from “1 = Strongly
Disagree” to “5 = Strongly Agree.”
Among the five questions from the Satisfaction component, none had a mean
score higher than 3.00 and thus revealing the degree of respondents’ dissatisfaction.
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Table 19 lists the five questions with their mean score from low to high, and the related
standard deviations.
Table 19
Questions from Satisfaction Component
Question
Q32: I feel the college (program) has offered adequate courses
specifically focused on teaching East Asian music.
Q29: I feel satisfied with the training to teach East Asian vocal
music from the courses that I have taken.
Q31: I feel the music methods courses I have taken provided
adequate information regarding music teaching strategies to teach
East Asian vocal music.
Q28: I feel satisfied with the training to teach world music from
the courses that I have taken.
Q30: I feel the music methods courses I have taken have provided
adequate information regarding the music teaching strategies for
culturally diverse students.

Mean

SD

1.75

.82

1.79

.86

1.87

.81

2.39

.89

2.99

1.02

Results in Table 19 reveal that the majority of respondents (83.3%) reported their
dissatisfaction with the lack of adequate courses specifically focused on teaching East
Asian vocal music. The majority of respondents (81.9%) reported their dissatisfaction
with the training to teach East Asian vocal music from the courses that they had taken.
The majority of respondents (80.5%) reported their dissatisfaction with receiving
adequate information regarding teaching strategies to teach East Asian vocal music form
the music methods courses they had taken.
Approximately 58% of respondents felt dissatisfied with the training to teach
world music from the courses that they had taken while about 30% felt neither
dissatisfied nor satisfied and 12% felt satisfied. About 33% of respondents felt
dissatisfied that the music methods courses they had taken had provided adequate
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information regarding the music teaching strategies for culturally diverse students while
about 30% felt neither dissatisfied nor satisfied and about 35% felt satisfied.
A mean score higher than 3.00 indicated a positive statement whereas a mean
score lower than 3.00 indicated a negative statement. The results revealed that the overall
satisfaction of the pre-service music teachers was negative. In other words, the preservice music teachers felt dissatisfied with their collegiate programs and training
experiences in relation to teaching East Asian vocal music (M = 2.15, SD = .68).

Research Question #3
In order to investigate the extent to which pre-service music teachers feel
confident to teach East Asian vocal music, descriptive statistics was conducted to
show the means, mode, and standard deviations of the Self-Confidence component
subscale. Questions in the Self-Confidence component were scored using the 5-point
Likert-type scale ranged from “1 = Strongly Disagree” to “5 = Strongly Agree.”
Among the nine questions from the Self-Confidence component, none had a
mean score higher than 3.00, thus revealing the degree of respondents’ disagreement.
Table 20 lists the nine questions with mean scores from low to high, and the related
standard deviations.
Results in Table 20 reveal that the majority of respondents (76.5%) reported
their very low self-confidence in singing Chinese vocal music. The majority of
respondents (73.8%) reported their very low self-confidence in singing Korean vocal
music. A large proportion (68.5%) reported their very low self-confidence in singing
Japanese vocal music.
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Table 20
Questions from Self-Confidence Component
Question

Mean

SD

Q45: I feel comfortable to sing Chinese vocal music.
Q46: I feel comfortable to sing Korean vocal music.
Q55: I feel comfortable to teach Chinese vocal music.
Q58: I feel comfortable to teach any East Asian vocal music.
Q56: I feel comfortable to teach Korean vocal music.
Q57: I feel comfortable to teach Japanese vocal music.
Q47: I feel comfortable to sing Japanese vocal music.
Q53: I feel comfortable to develop and teach a lesson plan that
includes teaching East Asian vocal music.
Q48: I am knowledgeable of the basic musical elements that
distinguish East Asian vocal music from other vocal music styles.

1.94
1.96
2.00
2.00
2.04
2.07
2.11

.86
.91
.87
.85
.87
.92
1.03

2.28

.91

2.60

1.04

The majority of respondents (76.5%) reported their very low self-confidence in
teaching Chinese vocal music while only about 6% felt comfortable to teach. The
majority of respondents (72.5%) reported their very low self-confidence in teaching
Korean vocal music while only 6% felt comfortable to teach. The majority of
respondents (74.5%) reported their very low self-confidence in teaching Japanese
vocal music while only about 8% felt comfortable to teach. The majority of
respondents (75.8%) reported their very low self-confidence in teaching any East
Asian vocal music while only 6% felt comfortable to teach.
Approximately 65% of respondents reported their low self-confidence in
developing and teaching a lesson plan that includes teaching East Asian vocal music
while only about 11% felt comfortable to develop and teach. About 48% of
respondents disagreed that they were knowledgeable of the basic musical elements
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that distinguish East Asian vocal music from other vocal music styles while about
29% neither disagreed nor agreed and about 23% agreed.
A mean score higher than 3.00 indicated a positive statement whereas a mean
score lower than 3.00 indicated a negative statement. The results revealed that the
overall self-confidence of the pre-service music teachers was negative. In other words,
the pre-service music teachers did not feel confident to teach East Asian vocal music
(M = 2.11, SD = .71).

Findings II
Compute New Variables
In order to address the next three research questions, the following new variables
needed to be generated from the data base I used for data analysis in SPSS®: Preparation,
Satisfaction, and Self-Confidence. While some pre-service music teachers might have
had Professional Development (PD) experiences, some might not have any PD
experiences at all due to various reasons (e.g., levels of undergraduate training, training
requirements, etc.). Thus, when designing the survey questionnaire for pre-service music
teachers, I added “NA” as a response option after the 5-point Likert scale for those
questions related to PD experiences. Respondents who checked “NA” for those questions
would be scored as missing data in SPSS®. Similarly, because some pre-service music
teachers might not have teaching experiences, it was not necessary for them to decide
whether a colleague, a student, or a parent in the school district would give them help if
they need to teach an East Asian vocal music. I also added “NA” as a response option for
those questions (e.g., Q64, Q65, and Q66). Respondents who checked “NA” for those
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questions would be scored as missing data in SPSS®. These cases (e.g., Q64, Q65, Q66,
Q67, Q68, Q69, Q70, Q71, and Q72) are not included in the Preparation component for
the inferential analyses.
Research Question #4
Pearson Correlation was used to investigate what factors influence pre-service
music teachers’ perception of the preparations regarding teaching East Asian vocal
music that they have received from their collegiate programs and training experiences.
Table 21
Correlation for Factors Influencing Pre-Service Music Teachers’ Preparation

% of Students Of Color in
College Program
Have Sung (a) Piece(s) of
East Asian Vocal Music
Have Performed (a) Piece(s)
of East Asian Vocal Music
Study Abroad

Knowledgeable Faculty

Pearson Correlation
Sig. (2-tailed)
N
Pearson Correlation
Sig. (2-tailed)
N
Pearson Correlation
Sig. (2-tailed)
N
Pearson Correlation
Sig. (2-tailed)
N
Pearson Correlation
Sig. (2-tailed)
N

Preparation
.262**
.001
149
-.204*
.013
149
-.180*
.028
149
-.210*
.010
149
.393**
.000
149

**. Correlation is significant at the 0.01 level (2-tailed).
*. Correlation is significant at the 0.05 level (2-tailed).

A series of demographic variables, musical experience variables, course study
variables, and faculty factor variables were chosen to assess their relationship with
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“Preparation.” Five variables showed a statistically significant correlation with the
variable “Preparation” (see Table 21). Of the five variables, only Knowledgeable
Faculty showed a moderate positive relationship with Preparation, r = .39, p < .01. It
indicated that participants who believed the music education faculty in their teacher
education program was more knowledgeable in teaching them how to teach East
Asian vocal music felt more prepared to teach East Asian vocal music. The rest of the
variables yielded a weak positive relationship and three weak negative relationships
with Preparation.
Due to the uneven and small sample sizes in different ethnicity groups and
primary performance medium groups in this study, it was impractical to run one-way
ANOVAs to compare the effect of participants’ ethnicity or the effect of participants’
primary performance medium on their perceptions of readiness (preparation,
satisfaction, and self-confidence) to teach East Asian vocal music.
Research Question #5
Pearson Correlation was used to investigate what factors influence pre-service
music teachers’ satisfaction for their collegiate programs and training experiences in
relation to teaching East Asian vocal music.
Table 22
Correlation for Factors Influencing Pre-Service Music Teachers’ Satisfaction

Age

College Level

Pearson Correlation
Sig. (2-tailed)
N
Pearson Correlation
Sig. (2-tailed)
N
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Satisfaction
-.242**
.003
149
-.245**
.003
149

Table 22 (continued)
Correlation for Factors Influencing Pre-Service Music Teachers’ Satisfaction

Orff

Pearson Correlation
Sig. (2-tailed)
N
Kodály
Pearson Correlation
Sig. (2-tailed)
N
Gordon
Pearson Correlation
Sig. (2-tailed)
N
% of Students Of Color in
Pearson Correlation
College Program
Sig. (2-tailed)
N
Have Performed (a) Piece(s)
Pearson Correlation
of East Asian Vocal Music
Sig. (2-tailed)
N
Have Analyzed (a) Piece(s) of Pearson Correlation
East Asian Vocal Music
Sig. (2-tailed)
N
Knowledgeable Faculty
Pearson Correlation
Sig. (2-tailed)
N

Satisfaction
.197*
.016
149
.163*
.047
149
.291**
.000
149
.239**
.003
149
-.188*
.022
149
-.176*
.032
149
.420**
.000
149

**. Correlation is significant at the 0.01 level (2-tailed).
*. Correlation is significant at the 0.05 level (2-tailed).

A series of demographic variables, musical experience variables, course study
variables, and faculty factor variables were chosen to assess their relationship with
“Satisfaction.” Nine variables showed a statistically significant correlation with the
variable “Satisfaction” (see Table 22). Of the nine variables, only Knowledgeable
Faculty showed a moderate positive relationship with Satisfaction, r = .42, p < .01. It
indicated that participants who believed the music education faculty in their teacher
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education program was more knowledgeable in teaching them how to teach East
Asian vocal music felt more satisfied with their collegiate programs and training
experiences in relation to teaching East Asian vocal music. The rest of the nine
variables yielded four weak positive relationships and four weak negative
relationships with Satisfaction.
Research Question #6
Pearson Correlation was used to investigate what factors influence pre-service
music teachers’ self-confidence to teach East Asian vocal music.
Table 23
Correlation for Factors Influencing Pre-Service Music Teachers’ Self-Confidence

Orff

Pearson Correlation
Sig. (2-tailed)
N
Have Sung (a) Piece(s) of
Pearson Correlation
East Asian Vocal Music
Sig. (2-tailed)
N
Have Performed (a) Piece(s) Pearson Correlation
of East Asian Vocal Music
Sig. (2-tailed)
N
Have Analyzed (a) Piece(s) Pearson Correlation
of East Asian Vocal Music
Sig. (2-tailed)
N
Have Watched (a) Concert(s) Pearson Correlation
of East Asian Vocal Music
Sig. (2-tailed)
N
Have Played (an) East Asian Pearson Correlation
instrument(s)
Sig. (2-tailed)
N
(continued)
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Self-Confidence
-.173*
.034
149
-.348**
.000
149
-.276**
.001
149
-.256**
.002
149
-.238**
.003
149
-.258**
.001
149

Table 23 (continued)
Correlation for Factors Influencing Pre-Service Music Teachers’ Self-Confidence

Have Taken (a) Course(s)
Related to East Asian music
Study Abroad

Knowledgeable Faculty

Pearson Correlation
Sig. (2-tailed)
N
Pearson Correlation
Sig. (2-tailed)
N
Pearson Correlation
Sig. (2-tailed)
N

Self-Confidence
-.166*
.043
149
-.201*
.014
149
.196*
.017
149

**. Correlation is significant at the 0.01 level (2-tailed).
*. Correlation is significant at the 0.05 level (2-tailed).

A series of demographic variables, musical experience variables, course study
variables, and faculty factor variables were chosen to assess their relationship with
“Self-Confidence.” Nine variables showed a statistically significant correlation with
the variable “Self-Confidence” (see Table 23). Of the nine variables, only Have Sung
(a) Piece(s) of East Asian Vocal Music (coded as 1 = Yes and 2 = No) showed a
moderate negative relationship with Self-Confidence, r = - .35, p < .01. 1It indicated
that participants who had experiences to sing (a) piece(s) of East Asian vocal music
felt more confident to teach East Asian vocal music. The rest of the nine variables
yielded a weak positive relationship and seven weak negative relationships with SelfConfidence.

1

Because the variable Have Sung (a) Piece(s) of East Asian Vocal Music was a dichotomous variable coded as 1 =
Yes, 2 = No, the interpretation for the dichotomous correlation in this study follows this rule: if a correlation is negative
and significant, then high values of X are associated with low values of Y, and vice versa.
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In-Service Music Teachers’ Demographic Information
There were 132 respondents who completed the in-service music teachers’
survey. Similarly to the pre-service music teachers’ survey, in the first section of the
survey, respondents reported the following demographic information: gender, age,
ethnicity, educational background, specialization, methodology/certificate training,
primary performance medium, grade level teaching, years of teaching experience,
school program ethnicity factor, first language, and second language learning
experience.
Of the 132 respondents, 80 were female in-service music teachers (60.6%) and
52 were male in-service music teachers (39.4%) (see Table 24).
Table 24
In-Service Music Teachers’ Gender
Gender

Frequency

Percent

Female

80

60.6

Male

52

39.4

Total

132

100.0

Of the 132 respondents, 35 in-service music teachers (26.5%) were between 21
to 30 years old, 53 in-service music teachers (40.2%) were between 31 to 40 years old,
26 in-service music teachers (19.7%) were between 41 to 50 years old, 16 in-service
music teachers (12.1%) were between 51 to 60 years old, and two in-service music
teachers (1.5%) were above 61 years old (see Table 25).
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Table 25
In-Service Music Teachers’ Age
Age
21 - 30 years old
31 - 40 years old
41 - 50 years old
51 - 60 years old
61 years old and above
Total

Frequency
35
53
26
16
2

Percent
26.5
40.2
19.7
12.1
1.5

132

100.0

Of the 132 respondents, the majority of the in-service music teacher
participants were White or non-Hispanic (93.9%). There were three African American
or Black participants (2.3%), two Asian participants (1.5%), and two Hispanic or
Latino participants (1.5%). One participants (.8%) checked the option “Other” and
reported the ethnicity as Native American (see Table 26).
Table 26
In-Service Music Teachers’ Ethnicity
Ethnicity
African American or Black

Frequency

Percent

3

2.3

Asian

2

1.5

Hispanic or Latino

2

1.5

124

93.9

Other

1

.8

Total

132

100.0

White or non-Hispanic
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Table 27 shows the highest educational level the respondents have attended or
are pursuing. Of the 132 respondents, 14.4% of participants identified Bachelor, 3.8%
of participants identified Post-Baccalaureate/Teacher Certification, 69.7% of
participants identified Master’s, and 12.1% identified Doctorate.
Table 27
In-Service Music Teachers’ Educational Background
Degree

Frequency

Bachelor
Post-Baccalaureate/Teacher
Certification
Master's
Doctorate
Total

19

Percent
14.4

5

3.8

92
16
132

69.7
12.1
100.0

A multiple response question was used to ask respondents’ specialization in
music teaching. It allowed respondents to check all that apply. The frequency and
percentage of the multiple responses are found in Table 28. There were 132
respondents surveyed and 259 total responses generated. Of the total responses, the
“General” was selected most often with 92 responses that represent 35.5% of total
responses. This reveals that among the 132 respondents, 92 in-service music teachers
taught general music classes. Nine responses (3.5%) checked the option “Other” and
specified the following answers: Orchestra, Musical Theatre, Ethnomusicology,
Sound Engineering, Piano, Singing and Vocalization, and Music Therapy with special
needs students.
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Table 28
In-Service Music Teachers’ Specialization
Responses
N
92

Percent
35.5%

Percent of
Cases
69.7%

63

24.3%

47.7%

51

19.7%

38.6%

Band

30

11.6%

22.7%

Jazz

14

5.4%

10.6%

Other

9
259

3.5%
100.0%

6.8%
196.2%

Specialization
Specialization
General
frequency of
Choral
responsea
Instrumental

Total
a. Dichotomy group tabulated at value 1.

A multiple response question was used to ask respondents’ methodology/
certificate training. It allowed respondents to check all music teaching certifications
they had gained. The frequency and percentage of the multiple responses are found in
Table 29. There were 132 respondents surveyed and 149 total responses generated. Of
the total responses, the option “None” was selected most often with 73 responses that
represent 49% of total responses. This reveals that 73 respondents in this study did not
have any music teaching certifications beyond state licensure in music education. Orff
was selected with 29 responses (19.5%). Gordon was selected with 18 responses
(12.1%). Kodály was selected with 11 responses (7.4%). Suzuki was selected with
eight responses (5.4%). Dalcroze was selected with three responses (2%). Seven
respondents (4.7%) checked the option “Other” and specified the following answers:
“not certified, but I have trained in Orff, Kodaly, and Dalcroze;” Choral Music State
Certification; Music Technology; World Music Drumming; and Guided Imagery and
Music.
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Table 29
In-Service Music Teachers’ Methodology/Certificate Training
Responses
Certificate frequency of
responsea

N
73

Percent
49.0%

Percent of
Cases
57.5%

29

19.5%

22.8%

Gordon

18

12.1%

14.2%

Kodály

11

7.4%

8.7%

Suzuki

8

5.4%

6.3%

Other

7

4.7%

5.5%

Dalcroze

3

2.0%

2.4%

149

100.0%

117.3%

None
Orff

Total
a. Dichotomy group tabulated at value 1.

Of the total responses, Voice was selected most often with 51 responses. It
revealed that 38.6% of in-service music teacher participants indicated their primary
performance medium was voice (see Table 30).
Table 30
In-Service Music Teachers’ Primary Performance Medium
Primary Performance Medium

Frequency

Percent

Voice

51

38.6

Woodwinds

23

17.4

Keyboard

19

14.4

Brass

16

12.1

Strings

15

11.4

Percussion

6

4.5

Other

2

1.5

Total

132

100.0
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A multiple response question probed respondents’ grade level teaching.
Respondents were able to check all grade level they were currently teaching. The
frequency and percentage of the multiple responses are found in Table 31. There were
132 respondents surveyed and 157 total responses generated. Of the total responses,
Elementary school level was selected most often with 62 responses that represent
39.5% of total responses. Middle school level was selected with 51 responses that
represent 32.5% of total responses. High school level was selected with 40 responses
that represent 25.5% of total responses. Four respondents (2.5%) checked the option
“Other.”
Table 31
In-Service Music Teachers’ Grade Level Teaching
Responses
N
62

Percent
39.5%

Percent of
Cases
48.8%

51

32.5%

40.2%

High

40

25.5%

31.5%

Other

4
157

2.5%
100.0%

3.1%
123.6%

Grade frequency of Elementary
responsea
Middle

Total
a. Dichotomy group tabulated at value 1.

Of the 132 respondents, 15.9% of in-service music teachers had taught at
public school as a full-time teacher between 1 to 5 years, 35.6% of respondents had
taught between 6 to 10 years, 11.4% had taught between 11 to 15 years, 12.1% had
taught between 16 to 20 years, and 25% had taught more than 21 years (see Table 32).
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Table 32
In-Service Music Teachers’ Years of Teaching
Years of Teaching
1-5
6 - 10

Frequency

Percent
21

15.9

47

35.6

11 - 15

15

11.4

16 - 20

16

12.1

21 or more

33

25.0

132

100.0

Total

Of the 132 respondents, 59.1% of them estimated that less than 40% of the
total population of students that they taught were of color. About 12% of respondents
estimated that approximately 41% - 60% of their students were of color. About 19%
of respondents estimated that approximately 61% - 80% of their students were of
color. About 10% of respondents estimated that approximately 81% - 100% of their
students were of color. The majority of the respondents (75.8%) estimated that among
the students of color in their classes, approximately 1% - 20% of them were East
Asian (Chinese, Korean, and Japanese) (see Table 33).
Table 33
In-Service Music Teachers’ School Program Ethnicity Factor
% of Students Of Color
1% - 20%
21% - 40%
41% - 60%
61% - 80%
81% - 100%
Total

Frequency
51
27
16
25
13
132
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Percent
38.6
20.5
12.1
18.9
9.8
100.0

Table 33 (continued)
In-Service Music Teachers’ School Program Ethnicity Factor
% of East Asian among the Students Of Color
0
1% - 20%
21% - 40%
41% - 60%
61% - 80%
81 % - 100%
Total

1
100
16
2
8
5
132

.8
75.8
12.1
1.5
6.1
3.8
100.0

The majority of the respondents (96.2%) reported that English was their first
language. There were five respondents’ (3.8%) first language was not English. They
specified the following answers to indicate their first language: Hebrew, Mandarin,
Ukrainian, and Chinese (Teochew Dialect) (see Table 34).
Table 34
In-Service Music Teachers’ First Language
English as First Language

Frequency
127
5
132

Yes
No
Total

Percent
96.2
3.8
100.0

Of the 132 respondents, 99 in-service music teachers (75%) had studied/learned a
language other than their first language and 33 in-service music teachers (25%) did not
have a second language learning experience (see Table 35). The respondents were asked
to list the second languages that they had studied/learned beginning with the language in
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which they were most proficient. Spanish was listed most often as respondents’ most
proficient other language with 49 responses that represent 37.1% of total responses (see
Figure 3).
Table 35
In-Service Music Teachers’ Second Language Learning Experience
Second Language Learning
Yes
No
Total

Frequency

Percent

99
33
132

75.0
25.0
100.0

Figure 3. In-Service Music Teachers’ Other Language #1.

Reliability Coefficient of In-Service Music Teachers’ Survey
Similarly to the pre-service music teachers’ survey, questions in Section II, III,
and IV of the in-service music teachers’ survey were selected and regrouped into the
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following three components: 1) Preparation, 2) Satisfaction, and 3) Self-Confidence
for data analysis in order to answer the research questions in this study (as shown in
Table 35). All selected questions were scored as continuous variables (e.g., 1-Strongly
Disagree, 2-Disagree, 3-Neither Disagree Nor Agree, 4-Agree, and 5-Strongly Agree).
Cronbach’s Alpha Coefficient was computed to test the internal consistency
reliability for the three components (Preparation, Satisfaction, and Self-Confidence)
individually and the total three components. The coefficient alpha showed the
reliabilities of .81, .85, and .94 for the Preparation, Satisfaction, and Self-Confidence
component subscales and a reliability of .88 for the overall survey (see Table 36).
Table 36
Reliability for In-Service Music Teachers’ Regrouped Survey
Scale

Reliability Coefficients

Preparation

.81

Satisfaction

.85

Self-Confidence

.94

Overall

.88

Findings III
Research Question #7
To investigate the extent to which in-service music teachers’ collegiate
programs and training experiences prepare them to teach East Asian vocal music,
means, mode, and standard deviations of the Preparation component subscale were
derived. Questions in the Preparation component were scored using Likert-type scales.
Most questions provided response options on the 5-point Likert-type scales ranged
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from “1=Strongly Disagree” to “5=Strongly Agree” and from “1=Never” to
“5=Always.” Two questions provided response options on the 6-point Likert-type
scale ranged from “1=0%” to “6=81% – 100%.”
Among the 27 questions from the Preparation component, 17 had a mean score
lower than 3.00, thus revealing the degree of respondents’ disagreement on those items.
Table 37 lists the questions that had a mean score lower than 3.00 from low to high, and
the related standard deviations.
Table 37
Questions (M < 3.00) from Preparation Component
Questions
Q24: My collegiate music methods courses __ included
classroom cultural immersion experiences.
Q22: Among my collegiate music methods courses that included
world music concepts, __% of the projects or activities focused
specifically on aspects of East Asian culture/music.
Q20: My college level music methods courses provided adequate
training for teaching East Asian vocal music.
Q69: I have grained adequate preparation of how to teach East
Asian vocal music from PD experiences.
Q68: I have learned a variety of East Asian vocal music repertoire
from PD experiences.
Q44: I can aurally differentiate between Chinese, Korean, and
Japanese vocal music.
Q42: I can aurally differentiate between spoken Chinese, Korean,
and Japanese.
Q43: I can visually differentiate between written Chinese,
Korean, and Japanese.
Q67: I have gained adequate preparation of how to teach world
music from PD experience.
Q21: In my college level music methods courses, __% of the
curricula included projects or activities involving world music
materials and pedagogy.
(continued)
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Mean

SD

1.61

.80

1.69

.63

1.79

.81

1.86

.82

1.87

.89

2.04

.89

2.14

1.13

2.18

1.16

2.33

1.02

2.34

.90

Table 37 (continued)
Questions (M < 3.00) from Preparation Component
Questions
Q71: The PD experiences provided me more information
regarding how to teach East Asian vocal music than my college
program did.
Q23: My collegiate music methods courses __ included
lectures/discussions regarding accommodations and adaptations
of music teaching strategies for culturally diverse students.
Q62: I would ask music faculty from the music teacher education
program that I attended (or am attending) for help, if I need to
teach an East Asian vocal music.
Q52: I have developed and taught a lesson plan that included
teaching East Asian vocal music.
Q70: The PD experiences provided me more information
regarding how to teach world music than my college program did.
Q72: I learned more authentic world music from the PD
experiences than my college program.
Q59: I have (an) adequate source(s) to access to if I need to teach
an East Asian vocal music.

Mean

SD

2.49

1.10

2.50

.94

2.55

1.19

2.62

1.18

2.66

1.23

2.77

1.25

2.86

1.05

Results in Table 37 reveal that the majority of respondents (85.6%) reported
that their collegiate music methods courses rarely included classroom cultural
immersion experiences. About 56% of respondents reported that their collegiate music
methods courses rarely included lectures/discussions regarding accommodations and
adaptations of music teaching strategies for culturally diverse students while about
29% reported that their collegiate music methods courses sometimes included.
A large proportion (90.9%) reported that in their college level music methods
courses, 0 – 40% of the curricula included projects or activities involving world music
materials and pedagogy. The majority of respondents (94.7%) reported that among
their collegiate music methods courses that included world music concepts, very
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limited projects or activities focused specifically on aspects of East Asian
culture/music. Of the 132 respondents, about 53% disagreed that they had developed
and taught a lesson plan that included teaching East Asian vocal music while about
15% neither disagreed nor agreed and about 32% agreed.
The majority of respondents (87.1%) either disagreed or strongly disagreed
that their college level music methods courses provided adequate training for teaching
East Asian vocal music. The majority of respondents (84.8%) either disagreed or
strongly disagreed that they received adequate training to learn a variety of East Asian
vocal music repertoire and to teach East Asian vocal music from their Professional
Development experiences.
The majority of respondents (75%) reported their disagreement with being able
to aurally differentiate between Chinese, Korean, and Japanese vocal music. About
74% of respondents disagreed with being able to aurally differentiate between spoken
Chinese, Korean, and Japanese while about 70% disagreed with being able to visually
differentiate between written Chinese, Korean, and Japanese.
Approximately 49% of respondents disagreed that the PD experiences
provided them more information regarding how to teach East Asian vocal music than
their college programs did while about 33% neither disagreed nor agreed and about
18% agreed. About 46% of respondents disagreed that the PD experiences provided
them more information regarding how to teach world music than their college
programs did while about 27% neither disagreed nor agreed and about 26% agreed.
About 43% of respondents disagreed that they learned more authentic world music
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from the PD experiences than their college program while about 27% neither
disagreed nor agreed and about 29% agreed.
About 37% of respondents disagreed that they have (an) adequate source(s) to
access to if they need to teach an East Asian vocal music while about 33% reported
their agreement. About 58% of respondents disagreed that they would ask music
faculty from the music teacher education program that they attended for help, if they
need to teach an East Asian vocal music while about 14% neither disagree nor agreed
and 28% agreed.
Table 38 lists 10 questions from the Preparation component that had a mean
score higher than 3.00 from high to low, and the related standard deviations. The
results of these questions revealed the degrees of the respondents’ agreement on those
10 questions.
Table 38
Questions (M > 3.00) from Preparation Component
Question
Q60: I would use the Internet to search the cultural background,
text meaning, and language diction, if I need to teach an East
Asian vocal music.
Q51: I have developed and taught a lesson plan that includes
teaching world music.
Q66: A parent in my school district would give me help, if I need
to teach an East Asian vocal music.
Q65: A student in my school district would give me help, if I
need to teach an East Asian vocal music.
Q64: A colleague in my school district would give me help, if I
need to teach an East Asian vocal music.
(continued)
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Mean

SD

4.22

.48

3.82

.93

3.68

.98

3.64

1.03

3.44

1.05

Table 38 (continued)
Questions (M > 3.00) from Preparation Component
Questions
Q61: I have (a) friend(s) originally from East Asia that I can ask
for help regarding the culture and language issues, if I need to
teach an East Asian vocal music.
Q50: I have received instruction on how to develop and teach a
lesson plan that includes teaching world music.
Q63: The community where I live would give me help, if I need
to teach an East Asian vocal music.
Q18: My college level music methods courses provided adequate
training for teaching songs in foreign languages.
Q19: My college level music methods courses provided adequate
training for teaching world music.

Mean

Mode

3.27

1.20

3.19

1.12

3.17

1.08

3.04

1.16

3.02

1.03

Because the score values for the response options “Agree” and “Strongly
Agree” were 4 points and 5 points, a mean score between 3.00 and 4.00 revealed a
mild agreement. Results in Table 38 indicate that only one question (Q60) from the
Preparation component revealed the respondents’ moderate agreement. The rest of the
questions in Table 38 revealed the respondents’ mild agreement.
When asked about the sources to access to if the respondent needs to teach an
East Asian vocal music, the majority of respondents (97%) either agreed or strongly
agreed that they would use the Internet to search the cultural background, text
meaning, and language diction. None of the respondents reported disagreement on this
question. A large proportion (70.5%) were positive that the parents and students in
their school districts would give them helps. About 60% of respondents were sure that
their colleagues in their school districts would give them helps while about 21%
neither disagreed nor agreed. About 53% of respondents were positive that they had
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friends originally from East Asia would help them regarding the culture and language
issues. About 49% of respondents were positive that the community where they lived
would give them help while about 33% disagreed.
While the majority of respondents (80.3%) reported their agreement with
having experiences to develop and teach a lesson plan that included teaching world
music, about 55% of respondents reported that they had received instruction on how to
develop and teach a lesson plan that includes teaching world music. About 37% of
respondents agreed that their college level music methods courses provided adequate
training for teaching world music while about 29% neither disagreed nor agreed and
about 34% disagreed. Approximately 44% of respondents agreed that their college
level music methods courses provided adequate training for teaching songs in foreign
languages while about 20% neither disagreed nor agreed and about 36% agreed.
The 27 questions in the Preparation component subscale were divided into the
following three dimensions to reveal the respondents’ perception of preparation for
teaching East Asian vocal music: Collegiate Preparation, Sources of Help, and
Professional Development. A mean score higher than 3.00 indicated a positive
statement whereas a mean score lower than 3.00 indicated a negative statement. The
results in Table 39 revealed that the in-service music teachers felt they received
inadequate preparation for teaching East Asian vocal music from their college training
(M = 2.46, SD = .52). They also did not feel that Professional Development provided
adequate preparation for teaching East Asian vocal music (M = 2.33, SD = .89). The
in-service music teachers were positive about having sources to access if they need to
teach East Asian vocal music (M = 3.42, SD = .52).
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Table 39
In-Service Music Teachers’ Perception of Preparation
Preparation Component Subscale

Mean

SD

Collegiate Preparation

2.46

.52

Source for Help

3.42

.52

Professional Development

2.33

.89

Research Question #8
In order to investigate the extent to which in-service music teachers feel satisfied
with their collegiate programs and training experiences in relation to teaching East Asian
vocal music, descriptive statistics were conducted to show the means, mode, and standard
deviations of the Satisfaction component subscale. Questions in the Satisfaction
component were scored using the 5-point Likert-type scale ranged from “1=Strongly
Disagree” to “5=Strongly Agree.”
Among the five questions from the Satisfaction component, none of them had a
mean score higher than 3.00, thus revealing the degree of respondents’ dissatisfaction.
Table 40 lists the five questions with their mean score from low to high, and the related
standard deviations.
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Table 40
Questions from Satisfaction Component
Question
Q32: I feel the college (program) has offered adequate courses
specifically focused on teaching East Asian music.
Q31: I feel the music methods courses I have taken provided
adequate information regarding music teaching strategies to teach
East Asian vocal music.
Q29: I feel satisfied with the training to teach East Asian vocal
music from the courses that I have taken.
Q28: I feel satisfied with the training to teach world music from
the courses that I have taken.
Q30: I feel the music methods courses I have taken have provided
adequate information regarding the music teaching strategies for
culturally diverse students.

Mean

SD

1.67

.72

1.73

.72

1.84

.73

2.55

1.04

2.70

1.05

Results in Table 40 reveal that the majority of respondents (86.6%) reported their
dissatisfaction with receiving adequate courses specifically focused on teaching East
Asian vocal music. The majority of respondents (90.9%) reported their dissatisfaction
with receiving adequate information regarding teaching strategies to teach East Asian
vocal music form the music methods courses they had taken. The majority of respondents
(84.1%) reported their dissatisfaction with the training to teach East Asian vocal music
from the courses that they had taken.
Approximately 51% of respondents felt dissatisfied with the training to teach
world music from the courses that they had taken while 28% felt neither dissatisfied nor
satisfied and about 21% felt satisfied. About 45% of respondents felt dissatisfied that the
music methods courses they had taken had provided adequate information regarding the
music teaching strategies for culturally diverse students while about 29% felt neither
dissatisfied nor satisfied and about 26% felt satisfied.
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A mean score higher than 3.00 indicated a positive statement whereas a mean
score lower than 3.00 indicated a negative statement. The results revealed that the overall
satisfaction of the in-service music teachers was negative. In other words, the in-service
music teachers felt dissatisfied with their collegiate programs and training experiences in
relation to teaching East Asian vocal music (M = 2.10, SD = .68).

Research Question #9
In order to investigate the extent to which in-service music teachers feel
confident to teach East Asian vocal music, descriptive statistics were conducted to
show the means, mode, and standard deviations of the Self-Confidence component
subscale. Questions in the Self-Confidence component were scored using the 5-point
Likert-type scale ranged from “1=Strongly Disagree” to “5=Strongly Agree.”
Among the nine questions from the Self-Confidence component, none had a
mean score higher than 3.00, thus revealing the degree of respondents’ disagreement.
Table 41 lists these questions with the mean score from low to high, and the related
standard deviations.
Results in Table 41 reveal that the majority of respondents (78.1%) reported
their very low self-confidence in singing Chinese vocal music. The majority of
respondents (72%) reported their very low self-confidence in singing Korean vocal
music. A large proportion (66.7%) reported their very low self-confidence in singing
Japanese vocal music.
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Table 41
Questions from Self-Confidence Component
Question

Mean

SD

Q45: I feel comfortable to sing Chinese vocal music.
Q46: I feel comfortable to sing Korean vocal music.
Q55: I feel comfortable to teach Chinese vocal music.
Q47: I feel comfortable to sing Japanese vocal music.
Q56: I feel comfortable to teach Korean vocal music.
Q58: I feel comfortable to teach any East Asian vocal music.
Q48: I am knowledgeable of the basic musical elements that
distinguish East Asian vocal music from other vocal music styles.
Q57: I feel comfortable to teach Japanese vocal music.
Q53: I feel comfortable to develop and teach a lesson plan that
includes teaching East Asian vocal music.

1.88
1.94
2.11
2.14
2.17
2.17

.80
.85
.88
1.05
.92
.90

2.33

1.08

2.35

1.03

2.73

1.10

The majority of respondents (72%) reported their very low self-confidence in
teaching Chinese vocal music while only about 8% felt comfortable to teach. The
majority of respondents (68.2%) reported their very low self-confidence in teaching
Korean vocal music while only 10% felt comfortable to teach. About 58% of
respondents reported their very low self-confidence in teaching Japanese vocal music
while about 15% felt comfortable to teach. The majority of respondents (65.2%)
reported their very low self-confidence in teaching any East Asian vocal music while
only 7.6% felt comfortable to teach.
Approximately 64% of respondents disagreed that they were knowledgeable of
the basic musical elements that distinguish East Asian vocal music from other vocal
music styles while about 16% neither disagreed nor agreed and about 20% agreed.
About 41% of respondents reported their low self-confidence in developing and
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teaching a lesson plan that includes teaching East Asian vocal music while only about
27% felt comfortable to develop and teach.
A mean score higher than 3.00 indicated a positive statement whereas a mean
score lower than 3.00 indicated a negative statement. The results revealed that the
overall self-confidence of the in-service music teachers was negative. In other words,
the in-service music teachers did not feel confident to teach East Asian vocal music
(M = 2.20, SD = .78).
Findings IV
Research Question #10
Pearson Correlation was used to investigate what factors influence in-service
music teachers’ perception of the preparations regarding teaching East Asian vocal
music that they have received from their collegiate programs and training experiences.
Table 42
Correlation for Factors Influencing In-Service Music Teachers’ Preparation

Gender

Suzuki

Pearson Correlation
Sig. (2-tailed)
N
Pearson Correlation
Sig. (2-tailed)
N

Have Sung (a) Piece(s) of
East Asian Vocal Music
Have Performed (a)
Piece(s) of East Asian
Vocal Music

Pearson Correlation
Sig. (2-tailed)
N
Pearson Correlation
Sig. (2-tailed)
N
(continued)
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Preparation
-.244**
.005
132
.185*
.034
132
-.293**
.001
132
-.265**
.002
132

Table 42 (continued)
Correlation for Factors Influencing In-Service Music Teachers’ Preparation

Have Analyzed (a) Piece(s) Pearson Correlation
of East Asian Vocal Music Sig. (2-tailed)
N
Pearson Correlation
Vocal Diction Course
Sig. (2-tailed)
N
Pearson Correlation
Have Taken (a) Course(s)
Related to East Asian music Sig. (2-tailed)
N
Pearson Correlation
Study Abroad
Sig. (2-tailed)
N
Pearson Correlation
Knowledgeable Faculty
Sig. (2-tailed)
N

Preparation
-.230**
.008
132
-.234**
.007
132
-.247**
.004
132
-.312**
.000
132
.330**
.000
132

**. Correlation is significant at the 0.01 level (2-tailed).
*. Correlation is significant at the 0.05 level (2-tailed).

A series of demographic variables, musical experience variables, course study
variables, and faculty factor variables were chosen to assess their relationship with
“Preparation.” Nine variables showed a statistically significant correlation with the
variable “Preparation” (see Table 42). Of the nine variables, only Study Abroad
(coded as 1 = Yes and 2 = No) and Knowledgeable Faculty showed a moderate
relationship with Preparation, r = - .31, p < .01 and r = .33, p < .01 respectively. 2It
indicated that participants who had a study abroad experience that highly related to a
different culture than their own felt more prepared to teach East Asian vocal music;

2

Because the variable Study Abroad was a dichotomous variable coded as 1 = Yes, 2 = No, the interpretation for the
dichotomous correlation in this study follows this rule: if a correlation is negative and significant, then high values of X
are associated with low values of Y, and vice versa.
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and participants who believed the music education faculty in their teacher education
program was more knowledgeable in teaching them how to teach East Asian vocal
music felt more prepared to teach East Asian vocal music. The rest of the nine
variables yielded a weak positive relationship and six weak negative relationships
with Preparation.
Due to the uneven and small sample sizes in different ethnicity groups and
performance primary medium groups in this study, it was impractical to run one-way
ANOVAs to compare the effect of participants’ ethnicity or the effect of participants’
primary performance medium on their perceptions of readiness (preparation,
satisfaction, and self-confidence) to teach East Asian vocal music.
Research Question #11
Pearson Correlation was used to investigate what factors influence in-service
music teachers’ satisfaction for their collegiate programs and training experiences in
relation to teaching East Asian vocal music.
Table 43
Correlation for Factors Influencing In-Service Music Teachers’ Satisfaction

Age

Degree

Suzuki

Pearson Correlation
Sig. (2-tailed)
N
Pearson Correlation
Sig. (2-tailed)
N
Pearson Correlation
Sig. (2-tailed)
N
(continued)
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Satisfaction
-.244**
.005
132
-.256**
.003
132
.224**
.010
132

Table 43 (continued)
Correlation for Factors Influencing In-Service Music Teachers’ Satisfaction
Satisfaction
Elementary Level

Pearson Correlation
Sig. (2-tailed)
N
Have Taken (a) Course(s)
Pearson Correlation
Related to East Asian music Sig. (2-tailed)
N
Study Abroad
Pearson Correlation
Sig. (2-tailed)
N
Ethnically Diverse Faculty Pearson Correlation
Sig. (2-tailed)
N
Knowledgeable Faculty
Pearson Correlation
Sig. (2-tailed)
N

-.210*
.016
132
-.256**
.003
132
-.239**
.006
132
-.372**
.000
132
.628**
.000
132

**. Correlation is significant at the 0.01 level (2-tailed).
*. Correlation is significant at the 0.05 level (2-tailed).

A series of demographic variables, musical experience variables, course study
variables, and faculty factor variables were chosen to assess their relationship with
“Satisfaction.” Eight variables showed a statistically significant correlation with the
variable “Satisfaction” (see Table 43). Of the eight variables, Ethnically Diverse
Faculty (coded as 1 = Yes and 2 = No) showed a moderate negative relationship with
Satisfaction, r = - .37, p < .01; and Knowledgeable Faculty showed a strong positive
relationship with Satisfaction, r = .63, p < .01. It indicated that participants who had
ethnically diverse faculty in their teacher education program felt more satisfied with
their collegiate programs and training experiences in relation to teaching East Asian
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vocal music; and participants who believed the music education faculty in their
teacher education program was more knowledgeable in teaching them how to teach
East Asian vocal music felt more satisfied with their collegiate programs and training
experiences in relation to teaching East Asian vocal music. The rest of the eight
variables yielded a weak positive relationship and five weak negative relationships
with Satisfaction.
Research Question #12
Pearson Correlation was used to investigate what factors influence in-service
music teachers’ self-confidence to teach East Asian vocal music.
Table 44
Correlation for Factors Influencing In-Service Music Teachers’ Self-Confidence
Self-Confidence
% of East Asian Students

Pearson Correlation
Sig. (2-tailed)
N
Have Sung (a) Piece(s) of East Pearson Correlation
Asian Vocal Music
Sig. (2-tailed)
N
Have Listened to (a) Piece(s) Pearson Correlation
of East Asian Vocal Music
Sig. (2-tailed)
N
Have Performed (a) Piece(s) Pearson Correlation
of East Asian Vocal Music
Sig. (2-tailed)
N
Have Analyzed (a) Piece(s) of Pearson Correlation
East Asian Vocal Music
Sig. (2-tailed)
N
Vocal Diction Course
Pearson Correlation
Sig. (2-tailed)
N
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.203*
.020
132
-.348**
.000
132
-.358**
.000
132
-.379**
.000
132
-.185*
.033
132
-.387**
.000
132

Table 44 (continued)
Correlation for Factors Influencing In-Service Music Teachers’ Self-Confidence

Have Taken (a) Course(s)
Related to East Asian music
Study Abroad

Knowledgeable Faculty

Pearson Correlation
Sig. (2-tailed)
N
Pearson Correlation
Sig. (2-tailed)
N
Pearson Correlation
Sig. (2-tailed)

Self-Confidence
-.213*
.014
132
-.211*
.015
132
.389**

N

.000
132

**. Correlation is significant at the 0.01 level (2-tailed).
*. Correlation is significant at the 0.05 level (2-tailed).

A series of demographic variables, musical experience variables, course study
variables, and faculty factor variables were chosen to assess their relationship with
“Self-Confidence.” Nine variables showed a statistically significant correlation with
the variable “Self-Confidence” (see Table 44).
Of the nine variables, the following five variables showed a moderate
relationship with Self-Confidence: Have Sung (a) Piece(s) of East Asian Vocal Music
(coded as 1 = Yes and 2 = No), Have Listened to (a) Piece(s) of East Asian Vocal
Music (coded as 1 = Yes and 2 = No), Have Performed (a) Piece(s) of East Asian
Vocal Music (coded as 1 = Yes and 2 = No), Vocal Diction Course (coded as 1 = Yes
and 2 = No), and Knowledgeable Faculty, r = - .35, p < .01; r = - .36, p < .01; r =
- .38, p < .01; r = - .39, p < .01; and r = .39, p < .01 respectively. 3It indicated that

3

The interpretation for dichotomous correlations in this study follows this rule: if a correlation is negative and
significant, then high values of X are associated with low values of Y, and vice versa.
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participants who had experiences to sing/listen to/perform (a) piece(s) of East Asian
vocal music felt more confident to teach East Asian vocal music; participants who had
taken a course in vocal diction felt more confident to teach East Asian vocal music;
and participants who believed the music education faculty in their teacher education
program was more knowledgeable in teaching them how to teach East Asian vocal
music felt more confident to teach East Asian vocal music. The rest of the nine
variables yielded a weak positive relationship and three weak negative relationships
with Self-Confidence.

Findings V
Independent-sample t-tests were computed to compare perceptions of
readiness (e.g., preparation, satisfaction, and self-confidence) to teach East Asian
vocal music between pre-service music teachers and in-service music teachers. In
order to parallel the two groups’ data for the inferential analysis, the cases (e.g., Q64,
Q65, Q66, Q67, Q68, Q69, Q70, Q71, and Q72) were not included in the Preparation
component for both groups.
The results in Table 45 revealed no significant differences in perceptions of
preparation to teach East Asian vocal music between pre-service music teachers (M =
49.80, SD = 8.12) and in-service music teachers (M = 48.03, SD = 8.24); t (279) =
1.81, p = .072. No significant differences in perceptions of satisfaction with collegiate
programs and training experiences in relation to teaching East Asian vocal music
existed between pre-service music teachers (M = 10.79, SD = 3.39) and in-service
music teachers (M = 10.50, SD = 3.41); t (279) = .70, p = .484. No significant
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differences in perceptions of self-confidence in teaching East Asian vocal music
existed between pre-service music teachers (M = 19.00, SD = 6.37) and in-service
music teachers (M = 19.83, SD = 7.04); t (279) = -1.03, p = .303.
Table 45
T-Test Results of Comparing Perceptions of Readiness to Teach East Asian Vocal
Music between Pre-Service Music Teachers and In-Service Music Teachers
Readiness

N

Mean

SD

t

Df

p

Preparation
Pre-Service
In-Service
Satisfaction

149
132

49.80
48.03

8.12
8.24

1.81

279

.072

Pre-Service
In-Service
Self-Confidence

149
132

10.79
10.50

3.39
3.41

.70

279

.484

Pre-Service
In-Service

149
132

19.00
19.83

6.37
7.04

-1.03

279

.303

Pre-Service and In-Service Music Teachers’ Beliefs
About Teaching World Music and East Asian Vocal Music
There were three questions in both surveys that reflected pre-service and inservice music teachers’ beliefs about teaching world music and East Asian vocal
music. Descriptive statistics were conducted to show the means, mode, and standard
deviations of pre-service music teachers’ beliefs. The three questions were scored
using the 5-point Likert-type scale ranged from “1 = Strongly Disagree” to “5 =
Strongly Agree.”
All the three questions had a mean score higher than 3.00. The results in Table
46 revealed the degree of respondents’ agreement on those questions.
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Table 46
Questions for Beliefs

Question

Mean
(PreSv)

SD
(PreSv)

Mean
(InSv)

SD
(InSv)

4.47

.68

4.11

.60

4.36

.76

4.36

.58

3.44

.87

3.45

.72

Q35: I believe the music education faculty
in any music teacher education program
should be competent in preparing future
music educators to teach world music.
Q49: I believe it is important to teach
authentic performance practices when
teaching world music.
Q54: I believe that teaching East Asian
vocal music requires unique approach as
compare to teaching other styles or music.

Results in Table 46 revealed that the majority of pre-service music teacher
respondents (92.0%) either agreed or strongly agreed that they believed the music
education faculty in any music teacher education program should be competent in
preparing future music educators to teach world music (M = 4.47, SD = .68). A large
proportion (90.6%) either agreed or strongly agreed that they believed it was
important to teach authentic performance practices when teaching world music (M =
4.36, SD = .76). Approximately 54% of pre-service music respondents agreed that
teaching East Asian vocal requires unique approach as compare to teaching other
styles or music while about 33% neither disagreed nor agreed and about 13%
disagreed (M = 3.44, SD = .87).
Results in Table 46 also revealed that the majority of in-service music teacher
respondents (90.2%) either agreed or strongly agreed that they believed the music
education faculty in any music teacher education program should be competent in
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preparing future music educators to teach world music (M = 4.11, SD = .60). A large
proportion (96.2%) either agreed or strongly agreed that they believed it was
important to teach authentic performance practices when teaching world music (M =
4.36, SD = .58). Approximately 51% of in-service music teacher respondents agreed
that teaching East Asian vocal requires unique approach as compared to teaching other
styles or music while about 38% neither disagreed nor agreed and about 10%
disagreed (M = 3.45, SD = .72).
An independent-sample t-test was computed to compare pre-service music
teachers’ beliefs and in-service music teachers’ beliefs about teaching world music
and East Asian vocal music. The results in Table 47 revealed no significant
differences in beliefs between pre-service music teachers (M = 12.27, SD = 1.78) and
in-service music teachers (M = 11.92, SD = 1.21); t (279) = 1.87, p = .063.
Table 47
T-Test Results of Comparing Beliefs about Teaching World Music and East Asian
Vocal Music between Pre-Service Music Teachers and In-Service Music Teachers
N

Mean

SD

t

Df

1.78
1.21

1.87

279

p

Belief
Pre-Service
In-Service

149
132

12.27
11.92
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.063

CHAPTER 5
SUMMARY, CONCLUSIONS, AND DISCUSSION

Summary
Introduction
This study was designed to investigate pre-service and in-service music teachers’
perceptions of readiness to teach East Asian vocal music. Through a cross-sectional
survey design, the study focused on pre-service and in-service music teachers’
preparation, satisfaction, and self-confidence to explore the extent to which the two
groups of music teachers feel ready to teach East Asian vocal music, and compare the
differences in how pre-service music teachers and in-service music teachers perceive
their readiness to teach this body of repertoire. Two web-based surveys were developed
and distributed to the two groups of music teachers respectively. Data regarding
participants’ demographic information (e.g., gender, age, ethnicity, educational
background, second language learning, etc.), collegiate course work, music education
faculty, and musical experiences were also collected to investigate what factors
influenced pre-service and in-service music teachers’ preparation, satisfaction, and selfconfidence in relation to their perceptions of readiness for teaching East Asian vocal
music.
Method
The participants in the main study were undergraduate music education majors (N
= 149) at eight northeastern NASM accredited universities and K-12 public school full
time music teachers (N = 132) in Pennsylvania, Delaware, New Jersey, and New York.
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The pre-service music teacher participants were identified by contacting the music
education faculty, visiting selected universities, and reading an invitation letter at various
college music education classes and NAfMEC meetings. By contacting the identified
potential participants via email, a total of 158 respondents participated in this study
(28.0% response rate) with 149 respondents completing the survey, a survey response
rate of 26.5%.
The in-service music teacher participants were identified by accessing school
websites of the public school districts with high Asian student enrollment in
Pennsylvania, New Jersey, and New York. By contacting the identified potential
participants via email, a total of 141 respondents participated in this study (27.4%
response rate) with 132 respondents completing the survey, a survey response rate of
25.7%.
Analysis
Descriptive statistics (e.g., frequency distribution, central tendency, and
dispersion) and inferential statistics (Cronbach’s Alpha Coefficient, Pearson Correlation,
and Independent-Sample T-Test) were conducted in this study. Descriptive statistics were
computed to analyze the demographic data, the responses for the questions in Preparation
component, Satisfaction component, and Self-Confidence component, and the responses
for the questions reflected participants’ beliefs about teaching world music and East
Asian vocal music.
I computed Pearson Correlations to investigate if the demographic variables,
musical experiences variables, course study variables, and faculty factor variables related
to the Preparation data, Satisfaction data, and Self-confidence data. I conducted
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independent-sample t-tests to compare the differences in perceptions of readiness to teach
East Asian vocal music between pre-service music teachers and in-service music
teachers. I also conducted an independent-sample t-test to compare pre-service music
teachers’ beliefs and in-service music teachers’ beliefs about teaching world music and
East Asian vocal music.
Results
Pre-Service Music Teachers
The descriptive statistics revealed that the pre-service music teachers reported
disagreement with receiving adequate preparation for teaching East Asian vocal music
from their college training and professional development. The pre-service music teachers
were positive about having sources to access if they need to teach East Asian vocal
music. The descriptive statistics revealed that the overall satisfaction with the course
work and training they received in teaching East Asian vocal music was negative. It also
revealed that the overall self-confidence in teaching East Asian vocal music was
negative.
The Pearson Correlations revealed that the factors that significantly influenced
pre-service music teachers’ perception of readiness to teach East Asian vocal music were
knowledgeable faculty and having sung a piece of East Asian vocal music.
In-Service Music Teachers
The descriptive statistics revealed that the in-service music teachers reported
disagreement with receiving adequate preparation for teaching East Asian vocal music
from their college training and professional development. The in-service music teachers
were positive about having sources to access to if they need to teach East Asian vocal
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music. The descriptive statistics revealed that the overall satisfaction with the course
work and training they received in teaching East Asian vocal music was negative. It also
revealed that the overall self-confidence in teaching East Asian vocal music was
negative.
The Pearson Correlations revealed that the factors that significantly influenced inservice music teachers’ perception of readiness to teach East Asian vocal music were
study abroad, knowledgeable faculty, ethnically diverse faculty, having sung a piece of
East Asian vocal music, having listened to a piece of East Asian vocal music, having
performed a piece of East Asian vocal music, and vocal diction course.
Comparison between Pre-Service and In-Service Music Teachers
The t-tests revealed no significant differences in perceptions of preparation,
satisfaction, or self-confidence in teaching East Asian vocal music between pre-service
music teachers and in-service music teachers.
The descriptive statistics revealed that the overall beliefs about teaching world
music and East Asian vocal music of both pre-service and in-service music teachers were
positive. A t-test revealed no significant differences in beliefs between pre-service music
teachers and in-service music teachers.
Conclusions
The main purpose of this study was to investigate and compare pre-service and inservice music teachers’ perceptions of readiness to teach East Asian vocal music. Based
on the pool of subjects that participated in this study, the majority of the subjects in both
groups perceived that they were not ready to teach East Asian vocal music.
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Data revealed that both the pre-service music teacher participants and in-service
music teacher participants felt they received inadequate preparation for teaching East
Asian vocal music from their college training and professional development experiences;
they felt dissatisfied with their college programs and training experiences in relation to
teaching East Asian vocal music, and they did not feel confident to teach East Asian
vocal music. Both groups were slightly positive about having sources to access if they
need to teach East Asian vocal music.
To compare the perceptions of readiness to teach East Asian vocal music between
the two groups of music teachers, t-tests were computed to investigate if any differences
existed between the two groups’ Preparation, Satisfaction, and Self-confidence. The
results of the t-tests suggest that I cannot reject the null hypothesis.
Discussion
Research Questions I and II
Research questions I and II were developed to explore pre-service music teachers’
perception of readiness to teach East Asian vocal music and the factors that influenced
their perception of readiness. The three components: Preparation, Satisfaction, and SelfConfidence were focused in order to investigate pre-service music teachers’ perception of
readiness.
Pre-Service Music Teachers’ Preparation and Factors
Researchers (Legette, 2003; Moore, 2007) have found that music teachers were
not provided adequate multicultural music training in their college study. The pre-service
music teacher subjects’ responses in the present study were positive on the question
regarding whether the college level music methods courses provided adequate training
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for teaching world music. A large proportion reported that in their college level music
methods courses, 0 – 40% of the curricula included projects or activities involving world
music materials and pedagogy. Because subjects in past research (Legette, 2003; Moore,
2007) were music teachers from southeastern states and Texas, and the research studies
were conducted some years ago, it is reasonable that the result in the present study may
reveal that multicultural/world music training at undergraduate level music education
program has improved in recent years. Pre-service music teachers at the universities
surveyed for this study (in Mid-Atlantic states) indicated relatively positive attitudes
toward the amount of multicultural/world music training they were provided.
While the pre-service participants in the present study were positive in their
attitudes toward the extent of multicultural/world music training, the results indicated that
pre-service music teachers felt that they did not receive adequate preparation for teaching
East Asian vocal music in their college training. On the question regarding whether the
college level music methods courses provided adequate training for teaching East Asian
vocal music, the majority of the pre-service music teacher subjects showed either
disagreement or strong disagreement. A majority of pre-service music teachers reported
that very limited projects or activities focused specifically on aspects of East Asian
cultural/music among their collegiate music methods courses. These results raise a further
question about multicultural/world music training: Do undergraduate students in MidAtlantic music education programs feel that additional training, projects, and activities in
East Asian vocal music will enable them to be adequately prepared to teach this
repertoire to their future students?
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Miralis (2003) pointed out that the lack of faculty with a specialization in
multicultural music would cause an undergraduate program to offer limited courses in
relation to multicultural music. A similar factor has been found in the present study. Only
16.8% of the pre-service music teachers agreed that the music education faculty in their
program was knowledgeable in teaching them how to teach East Asian vocal music. This
result indicated that music education faculty in the investigated universities might be
knowledgeable and ready to help pre-service music teachers to teach a variety of different
cultures of music, but not East Asian vocal music. When investigating what factors
influenced pre-service music teachers’ perception of preparation regarding teaching East
Asian vocal music that they received from their collegiate programs, the variable
“Knowledgeable Faculty” was the only variable that showed a moderate positive
relationship with the variable “Preparation.” In other words, having knowledgeable music
education faculty in the undergraduate program was the factor that influenced the preservice music teachers’ preparation for teaching East Asian vocal music. The participants
who believed the music education faculty in their teacher education program was more
knowledgeable in teaching them how to teach East Asian vocal music felt more prepared
to teach East Asian vocal music. As cited earlier in this study, adequately preparing
future music teacher educators in teaching multicultural/world music is crucial as it may
influence the success in preparing prospective music teachers in multicultural training
(Volk, 1998).
Pre-Service Music Teachers’ Satisfaction and Factors
Having knowledgeable faculty was also the factor that influenced the pre-service
music teacher participants’ satisfaction with their college programs and training
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experiences in relation to teaching East Asian vocal music. Although a majority of the
participants reported their dissatisfaction with the course work and training they received
in teaching East Asian vocal music, participants who believed the music education
faculty in their teacher education program was more knowledgeable in preparing them to
teach East Asian vocal music felt more satisfied with their collegiate program training.
Based on the results, it is clear that more multicultural training in relation to East Asian
vocal music is needed for current and future educators who train music teachers.
Although the pre-service music teacher participants responded positively
regarding the extent of multicultural/world music training they received, approximately
58% of them felt dissatisfied with the course work and training they received in teaching
world music. This result indicated that not only the quantity of the multicultural music
literature and pedagogy courses should be considered, but also the quality, depth, and
breadth of training provided.
It was interesting to find the results showed that the variables “Orff,” “Kodály,”
and “Gordon” correlated with the pre-service music teacher participants’ overall
satisfaction levels. The weak positive relationships among the three methodologies with
the satisfaction levels indicated that participants who learned any one of the three
methodologies felt less satisfied with the training they received in teaching East Asian
vocal music from their collegiate program. It is possible that pre-service music teachers
who studied the methodologies of Orff, Kodály, and/or Gordon may have exhibited a
higher expectation for adequate multicultural/world music training than those pre-service
music teachers who did not study the aforementioned methodologies. Perhaps more
research is needed in terms of how teacher training in specific pedagogies (such as Orff,
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Kodály, and Gordon) may influence pre-service and in-service music teachers’ level of
satisfaction with multicultural music training.
As cited earlier in this study, both Orff and Kodály approaches and their
respective associations addressed the importance and issues in teaching
multicultural/world music (Mark, 1996). Although the two approaches were developed
by European musicians, both Orff and Kodály emphasized the essence of teaching
pentatonic scales at the beginning level. Since pentatonic scales are one of the most
representative characteristics of East Asian music, while taking the survey questionnaire
in the present study, pre-service music teacher participants who received Orff or Kodály
training might realize that they had experiences to learn pentatonic-based music from
Western cultures but perhaps not pentatonic-based music from East Asian cultures.
Among the three methodologies, the Gordon method (Music Learning Theory)
had the most significant positive correlation with “Satisfaction.” One reason for this
positive correlation may have to do with the limited pentatonic music repertoire provided
in Gordon training classes. Further research may be required to generate additional data
on this finding. Unlike Orff or Kodály approaches, Gordon did not include pentatonic
scales in his Music Learning Theory, thereby potentially minimizing the possibility of
exploring music from non-Western cultures such as East Asian music. Pre-service music
teacher participants who received training in Music Learning Theory training might not
get the opportunity to learn East Asian vocal music due to the omission of pentatonic
scale study.
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Pre-Service Music Teachers’ Self-Confidence and Factors
Results in the present study indicated that the majority of pre-service music
teacher participants expressed low self-confidence in singing and teaching Chinese,
Korean, and Japanese vocal music. Perhaps one reason for this result is that participants
may feel unfamiliar with the East Asian languages. Another reason may have to do with
participants’ limited East Asian music-making experiences. Data showed the factor that
significantly influenced the participants’ self-confidence was the variable of having sung
a piece of East Asian vocal music. This factor indicated that participants who had
experiences in singing pieces of East Asian vocal music felt more confident to teach East
Asian vocal music. The finding suggests that undergraduate music education programs
and other multicultural/world music training events should provide more opportunities to
sing East Asian vocal music so that music teachers would feel more confident to teach
this body of repertoire.
As indicated in the literature review for this study, ethnic minority pre-service
music teachers demonstrated more readiness to teach in culturally diverse environments
than their ethnic majority counterparts (McKoy, 2013). Due to the uneven and small
sample size in different ethnic minority groups, the present study did not run a one-way
ANOVA to compare the effect of participants’ ethnicity on their perception of readiness
to teach East Asian vocal music. Therefore, further research including large and equal
sample sizes in different ethnic groups needs to be conducted in order to determine this
finding.
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Research Questions III and IV
Research questions III and IV were developed to explore in-service music
teachers’ perception of readiness to teach East Asian vocal music and the factors that
influenced their perception of readiness. The three components: Preparation, Satisfaction,
and Self-Confidence were focused in order to investigate in-service music teachers’
perception of readiness.
In-Service Music Teachers’ Preparation and Factors
Similar to the pre-service music teacher participants’ responses, the in-service
music teacher subjects’ responses in the present study were positive on the question
regarding whether the college level music methods courses provided adequate training
for teaching world music. Based on the survey design, a mean score M = 2.34 indicated
that the majority of participants reported receiving a little more than 20% of the curricula
included projects or activities involving world music materials and pedagogy in their
college level music methods courses. Contrary to the findings of past researchers
(Legette, 2003; Moore, 2007) in which in-service music teachers in southeastern states
and Texas were not provided adequate multicultural music training in their college study,
the results in the present study revealed that the in-service music teachers in Mid-Atlantic
states were more positive in attitudes toward the extent of multicultural/world music
training they were provided in their college study.
Although the in-service participants in the present study were positive in attitudes
toward the extent of collegiate multicultural/world music training, the results indicated
that the in-service music teachers felt that they did not receive adequate preparation for
teaching East Asian vocal music from their college training and Professional
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Development (PD) experiences. The majority of the in-service music teacher subjects
either strongly disagreed or disagreed with receiving adequate training for teaching East
Asian vocal music from their college level music methods courses. A majority of inservice music teachers reported that very limited number of projects or activities focused
specifically on aspects of East Asian cultural/music among their collegiate music
methods courses. On another question regarding whether the PD experiences provided
more information of how to teach East Asian vocal music than their college program did,
the majority of the in-service music teacher subjects showed great disagreement. These
results also raise the question about multicultural/world music training. Do in-service
music teachers in Mid-Atlantic states feel that additional training, projects, and activities
in East Asian vocal music will enable them to be adequately prepared to teach this
repertoire to their students?
Similar to the results found in the pre-service music teachers’ survey in this study,
the result in the in-service music teachers’ survey showed that knowledgeable faculty was
one of the main factors that influenced in-service music teachers’ perception of
preparation for teaching East Asian vocal music. This result aligned with the results
found in past research (Miralis, 2003; Volk, 1998). The in-service music teacher
participants who believed the music education faculty in their teacher education program
were more knowledgeable in teaching them how to teach East Asian vocal music felt
more prepared to teach East Asian vocal music. It should be noted that only two inservice music teacher participants (1.6%) in this study agreed that the music education
faculty in their program was knowledgeable in teaching them how to teach East Asian
vocal music. The majority of in-service participants (75%) showed disagreement. This
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result indicated that music education faculty in the college programs that the in-service
music teacher participants attended might be knowledgeable and ready to help those
music teachers to teach a variety of different cultures of music, but not East Asian vocal
music.
Data from the in-service music teachers’ survey also indicated that the variable
“Study Abroad” had a moderate negative relationship with the variable “Preparation.”
This revealed that in-service participants who had a study abroad experience that highly
related to a different culture than their own felt more prepared to teach East Asian vocal
music. It could be that in-service music teacher participants may have acquired study
abroad experiences in their college programs; therefore they felt more positive about the
preparation they received from their college program. It also could be that study abroad
experiences provided the participants more sources to access if they needed to teach East
Asian vocal music.
In-Service Music Teachers’ Satisfaction and Factors
Similar to the results found in the pre-service music teachers’ survey, a majority
of the participants reported their great dissatisfaction with the course work and training
they received in teaching East Asian vocal music, because they felt the college program
did not offer adequate courses and music teaching strategies to teach East Asian vocal
music. Having ethnically diverse faculty was the main factor that influenced the inservice music teacher participants’ satisfaction. Participants who had ethnically diverse
faculty in their teacher education program felt more satisfied with their collegiate
programs and training experiences in relation to teaching East Asian vocal music. This
result indicated that the faculty’s ethnic diversity might positively influence collegiate
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multicultural/world music training. Ethnically diverse faculty may bring a variety of
multicultural/world music and their in-depth knowledge in relation to their own culture to
supplement the multicultural music education curricula.
Similar to the pre-service music teachers’ responses – although the in-service
music teacher participants felt positive regarding the extent of multicultural/world music
training they had received – approximately 51% of them felt dissatisfied with the course
work and training they received in teaching world music. This result indicated again that
not only the quantity of the multicultural music literature and pedagogy courses should be
considered, but also the quality, depth, and breadth of training provided.
In-Service Music Teachers’ Self-Confidence and Factors
Aligned with the results found in the pre-service music teachers’ survey, results in
the in-service music teachers’ survey indicated that the participants’ had very low selfconfidence in singing and teaching Chinese, Korean, and Japanese vocal music. The
majority of in-service participants (93.9%) in the present study were White and nonHispanic which is perhaps one reason most participants felt unfamiliar with the East
Asian languages. Another reason may have to do with participants’ limited East Asian
music-making experiences. Data showed that several factors significantly influenced the
in-service participants’ self-confidence. The factors were: a) having sung a piece of East
Asian vocal music, b) have listened to a piece of East Asian vocal music, c) have
performed a piece of East Asian vocal music, d) vocal diction course, and e)
knowledgeable faculty. Participants who had music-making experiences in relation to
East Asian vocal music felt more confident to teach East Asian vocal music. The finding
suggests that undergraduate music education programs, PD training, and other
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multicultural/world music training events should provide more opportunities to sing,
listen to, and perform East Asian vocal music so that music teachers would feel more
confident to teach this body of repertoire. The result also indicated that participants who
had taken a course in vocal diction felt more confident to teach East Asian vocal music.
This finding suggests that more music teachers should take vocal diction courses and
more pronunciation skills in relation to East Asian languages should be included in these
courses so that music teachers can gain greater confidence in teaching East Asian vocal
music.
Due to the uneven and small sample sizes in different primary performance
medium groups, the present study did not run a one-way ANOVA to compare the effect
of participants’ primary performance medium groups on their perception of readiness to
teach East Asian vocal music. Therefore further research involving large and equal
sample size among primary performance media needs to be conducted in order to
determine this finding.
Research Question V
The overall results of both pre-service and in-service music teachers’ data showed
that no differences existed in perceptions of readiness to teach East Asian vocal music
between pre-service music teachers and in-service music teachers. Because the
participants in this study were in a wide age range (under 21 years old through 61 years
old and above), the results revealed that collegiate music education training in relation to
East Asian vocal music did not change too much over generations. Professional
Development (PD) training in relation to East Asian vocal music also did not change too
much over generations. In addition, when comparing PD training and collegiate training,
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the majority of in-service music teacher participants indicated disagreement with the
notion of receiving more information regarding how to teach world music and East Asian
vocal music from PD training than their college program. This finding implies that
without receiving adequate training from PD experiences, it is difficult for music teachers
to continually develop their multicultural/world music teaching skills, and therefore K-12
students would gain limited multicultural/world music learning experiences.
Both groups of participants were positive about having access to sources (e.g., the
Internet, friends, faculty, communities, colleagues, students, and parents) if they need to
teach East Asian vocal music. A vast majority of respondents in each group indicated
great agreement with using the Internet to search the cultural background, text meaning,
and language diction. However, on the question that specifically asked about whether
participants have adequate access to sources if they need to teach East Asian vocal music,
both groups showed negative responses. Part of the reason, as cited earlier in the present
study (Bowman, 2008; Utz & Lau, 2013), is that there might be limited research studies
on East Asian vocal music and limited musical source materials of East Asian vocal
music for music teachers to access. The finding suggests that researchers need to pay
more attention to East Asian vocal music, and East Asian vocal music experts should
provide more musical and pedagogical materials to American music education society.
Researchers (Bowman, 2008; Kang, 2013; Kelly-McHale, 2013; Koops, 2010;
Lau, 2007; Volk, 1998; and Yoo and Kang, 2014) have suggested and discussed the
importance of authenticity in teaching multicultural/world music. The majority of
participants in the present study indicated strong beliefs about teaching world music with
authenticity. It could be part of the reason why both groups of participants did not feel
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confident to teach East Asian vocal music. Without adequate training, they might feel it is
difficult to authentically singing this body of repertoire. As suggested in past research
(Koops, 2010; Volk, 1998), inviting culture bearers to introduce accurate culture context
and musical contents; using songs that contain original lyrics, translated lyrics, and
pronunciation for the original lyrics; and finding materials along with audio/video media
for reference are valuable approaches to improve the authenticity in teaching East Asian
vocal music.
Implications for Music Education
As music teacher educators are increasingly conscious of the importance of
preparing pre-service music teachers to teach multicultural/world music, the inclusive
cultures and multicultural/world music contents should be fully addressed in music
teacher education curricula. The findings in the present study indicated a lack of East
Asian music and culture contents in music teacher education curricula. This suggests that
music teacher education programs should expand the multicultural curricula to cover East
Asian culture and music, and include more East Asian vocal music literature and
pedagogy in music methods courses.
If music teachers are not ready to teach musics representing ethnically diverse
students’ cultural background, it is likely that they will not be culturally competent;
therefore, their teaching will not be culturally responsive. Music teacher education
programs are responsible for preparing prospective music teachers to be more culturally
competent, more well-rounded, and more ready to meet the academic and cultural needs
of diverse ethnic populations. Music teacher preparation cannot be complete unless preservice music teachers receive knowledge of diverse repertoire and the skills to
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confidently perform and teach the music. The multicultural music curriculum is not
limited to East Asian culture, but other ethnic cultures such as Latino culture, South
American culture, West African, etc. Because the U.S. population is consistently
becoming more global, the education system will require music teachers to be culturally
competent and culturally responsive. The way that music teachers can approach to
develop the cultural competence is through understanding and being able to perform and
teach multicultural music so that they can not only relate to those students of color in
their classrooms, but also they can prepare ethnic majority students to be culturally
competent, and to be global citizens.
Although the present study narrowed the multicultural context and musical
contents down to East Asian vocal music, this research may be beneficial for researchers
focusing on other world cultures and the musical contents included in music teacher
education curricula. Multicultural music and world music are broad concepts, which
often refer to the music of cultures from multiple ethnicities in the United States and from
various nations around the world. None of the representative cultures should be
neglected. While participants in this study were positive for the multicultural/world music
training they received, they were negative for the East Asian vocal music training they
received from their college training. This result shall remind music educators to
reconsider the comprehensive cultural and musical contents under the umbrella of
multicultural/world music.
Not only do undergraduate music education curricula need to focus more on East
Asian vocal music, but graduate music education curricula do as well. Generally, Ph.D.
students in music education are prospective music teacher educators. They are
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responsible for adequately preparing pre-service music teachers to teach
multicultural/world music in the future. Findings in the present study indicated that preservice and in-service music teachers who had more knowledgeable faculty in teaching
East Asian vocal music felt more satisfied with the multicultural instruction they received
and they felt more prepare and confident to teach East Asian vocal music in a classroom
setting. Therefore, graduate music education curricula should also be expanded to
sufficiently cover inclusive cultures and their music.
Similar implications and suggestions need to be provided for Professional
Development. While in-service music teachers may not receive adequate multicultural
training to teach East Asian vocal music from their college programs, Professional
Development training is an effective channel to continually improve their
multicultural/world music teaching skills. In-service music teachers are facing ethnically
diverse students including East Asian students. Professional Development training should
adequately prepare music teachers to teach East Asian vocal music. The training could
include: (1) a variety of East Asian vocal music repertoire; (2) vocal diction for
accurately pronouncing East Asian lyrics; (3) East Asian cultural and historical contexts;
(4) information regarding the meaning of selected East Asian vocal music repertoire; (5)
opportunities to sing, appreciate, and perform East Asian vocal music; (6) and teaching
strategies to teach East Asian vocal music.
In order to help music teachers improve teaching skills in relation to East Asian
vocal music, music methods courses can address how to incorporate various pedagogical
approaches (e.g., Orff, Kodály, Dalcroze, Gordon, Suzuki, etc.) to teach this body of
repertoire. In addition, the methodology training from professional organizations can
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include more East Asian vocal music repertoire and connect the repertoire to effective
teaching strategies.
Recommendations for Future Research
Because the participants in the present study were not asked about the exact
source materials (e.g., music scores, text books, and other publications) they had used, we
do not know enough about how much and what East Asian vocal music materials music
teachers can access. However, it is always beneficial that more researchers provide
insights into research concerning East Asian vocal music, and more East Asian vocal
music experts provide valuable musical and pedagogical materials to American music
education society.
The present study was a quantitative research study focused on pre-service and inservice music teachers’ perceptions of readiness to teach East Asian vocal music. Except
demographic questions, no open-ended questions were provided. Further research
including qualitative questions is needed to explore in-depth the music teachers’ opinion
on their perceptions of readiness to teach East Asian vocal music. The scope of the
present research was limited to Mid-Atlantic States: Pennsylvania, Delaware, New
Jersey, and New York. Future researchers could widen the geography of the study to
determine whether the findings are truly generalizable across the country.
Because findings in the present study indicated that participants who had more
knowledgeable faculty in teaching East Asian vocal music felt more satisfied with the
multicultural instruction they received and they felt more prepare and confident to teach
East Asian vocal music in a classroom setting. The results showed that music education
faculty was a main factor that influenced pre-service and in-service music teachers’
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perceptions of readiness to teach East Asian vocal music. Further research is needed to
investigate music teacher educators’ perceptions of readiness in preparing music teachers
to teach East Asian vocal music.
In the present study, the sample sizes in different ethnic minority groups were
uneven and small. Further research including large and equal sample sizes in different
ethnic groups is needed to determine whether music teachers’ ethnicity has a significant
effect on their perceptions of readiness to teach East Asian vocal music.
The sample size of each primary performance medium group was also uneven and
small. Further research including large and equal sample sizes in different primary
performance medium groups is needed to determine whether music teachers’ primary
performance mediums has a significant effect on their perceptions of readiness to teach
East Asian vocal music.
The in-service music teacher participants in this study were public school certified
music teachers who were teaching any music subject (e.g., general, vocal, choral,
instrumental, band, etc.). Further research is needed to focus on in-service music teachers
who teach general, vocal, or/and choral music to explore their perceptions of readiness to
teach East Asian vocal music.
Finally, the present study was limited to East Asian vocal music in order to
investigate and compare music teachers’ perceptions of readiness to teach this body of
repertoire. Further research is needed to explore music teachers’ perceptions of readiness
to teach other specific multicultural/world music.
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Dear Future Music Teachers,
My name is Yiyue Zhang. As a part of my doctoral studies in Music Education at Temple
University, under the supervision of principal investigator, Dr. Rollo Dilworth, I have
developed a study to explore pre-service and in-service music teachers’ perceptions of
readiness to teach East Asian vocal music. If you are currently enrolled in an
undergraduate music education program, and are pursuing a state teaching certificate, I
invite you to consider participating in this study which involves an online survey. It
should take no more than 15 minutes to complete.
A description of the study:
The purpose of this study is to compare the preparations and perceptions of readiness to
teach East Asian vocal music between pre-service music teachers and in-service music
teachers. In this study, the term “East Asian vocal music” refers to Chinese, Korean, and
Japanese vocal music.
What would you need to do?
Your participation in this research study is completely voluntary. If you are interested in
participating, simply provide me your name and email address. I will put your contact
information on a list of other pre-service music teachers from Pennsylvania, Delaware,
New Jersey, and New York. I will then randomly select 150 pre-service music teachers
from the list. Those music teachers will be sent an email with a link to the online survey
on December 1, 2014. Providing your information and indicating your interest today will
not commit you to participating in this study. You may withdraw from the study at any
time without prejudice. Your answers will remain anonymous, and will be kept
confidential. All names, emails, and data obtained during the study will be destroyed
once the study is complete. There are no foreseeable risks to participating in this study.
If you would like to participate in this study, please provide your name, email address on
the sign-up sheet.
Thank you for your time and your consideration!
Sincerely,
Yiyue Zhang
Ph.D. Candidate
Temple University
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Dear Future Music Teachers,
My name is Yiyue Zhang. As a part of my doctoral studies in Music Education at Temple
University, under the supervision of principal investigator, Dr. Rollo Dilworth, I have
developed a study to explore pre-service and in-service music teachers’ perceptions of
readiness to teach East Asian vocal music. You are receiving this email because you have
indicated your interest in participating in this study. I appreciate your interst and your
time. The study involves an online survey in which data will be collected. It should take
no more than 15 minutes to complete.
A description of the study:
The purpose of this study is to compare the preparations and perceptions of readiness to
teach East Asian vocal music between pre-service music teachers and in-service music
teachers. In this study, the term “East Asian vocal music” refers to Chinese, Korean, and
Japanese vocal music. A web-based survey is designed for pre-service music teachers to
explore their perceptions of readiness to teach East Asian vocal music. It contains
multiple types of survey questions, such as demographic questions (age, gender, race,
etc.), dichotomous questions (yes/no), and rating scale questions (five-point Likert-type
scale).
What would you need to do?
Simply click on the link below to access the online survey. On the first page you will see
the consent statement as well as a brief reminder of the purpose and nature of the study.
Once you have read the first page and agree to participate in the study, you may continue
to enter the survey questionnaire. By doing so, you are giving you consent to the study.
However, you can withdraw from the study at anytime without prejudice. Once you enter
the survey questionnaire, you will spend no more than 15 minutes to complete the survey.
Data collection is conducted through SurveyMonkey®. Your participation in this
research study is completely voluntary. Your answers will remain anonymous kept
confidential. All names, emails, and data obtained during the study will be destroyed
once the study is complete. There are no foreseeable risks to participating in this study.
The primary benefit that you will obtain from this study is the knowledge that you have
contributed to the understanding of this topic.
To participate in this study, click on the link to get into the first page of the survey:
<INSERT WEB LINK>
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Should you have any questions, please do not hesitate to contact me via email.
Thank you very much for your time! I appreciate your consideration and participation.
Sincerely,
Yiyue Zhang
Ph.D. Candidate, Music Education
Boyer College of Music and Dance
Temple University, 2001 N. 13th Street, Philadelphia, PA 19122
Contact Information: yiyuez@temple.edu
Dr. Rollo Dilworth
Professor of Choral Music Education
Boyer College of Music and Dance
Temple University, 2001 N. 13th Street, Philadelphia, PA 19122
Contact Information: radclef@temple.edu
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Dear Music Teachers,
My name is Yiyue Zhang. As a part of my doctoral studies in Music Education at Temple
University, under the supervision of principal investigator, Dr. Rollo Dilworth, I have
developed a study to explore pre-service and in-service music teachers’ perceptions of
readiness to teach East Asian vocal music. If you teach music (general, choral/vocal,
instrumental, band, etc.) in a K-12 school, I invite you to consider participating in this
study. The study involves an online survey in which data will be collected. It should take
no more than 15 minutes to complete.
A description of the study:
The purpose of this study is to compare the preparations and perceptions of readiness to
teach East Asian vocal music between pre-service music teachers and in-service music
teachers. In this study, the term “East Asian vocal music” refers to Chinese, Korean, and
Japanese vocal music. A web-based survey is designed for in-service music teachers to
explore their perceptions of readiness to teach East Asian vocal music. It contains
multiple types of survey questions, such as such as demographic questions (age, gender,
race, etc.), dichotomous questions (yes/no), and rating scale questions (five-point Likerttype scale).
What would you need to do?
Simply click on the link below to access the online survey. On the first page you will see
the consent statement as well as a brief reminder of the purpose and nature of the study.
Once you have read the first page and agree to participate in the study, you may continue
to enter the survey questionnaire. By doing so, you are giving you consent to the study.
However, you can withdraw from the study at anytime without prejudice. Once you enter
the survey questionnaire, you will spend no more than 15 minutes to complete the survey.
Data collection is conducted through SurveyMonkey®. Your participation in this
research study is completely voluntary. Your answers will remain anonymous kept
confidential. All names, emails, and data obtained during the study will be destroyed
once the study is complete. There are no foreseeable risks to participating in this study.
The primary benefit that you will obtain from this study is the knowledge that you have
contributed to the understanding of this topic.
To participate in this study, click on the link to get into the first page of the survey:
<INSERT WEB LINK>
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Should you have any questions, please do not hesitate to contact me via email.
Thank you very much for your time! I appreciate your consideration and participation.
Sincerely,
Yiyue Zhang
Ph.D. Candidate, Music Education
Boyer College of Music and Dance
Temple University, 2001 N. 13th Street, Philadelphia, PA 19122
Contact Information: yiyuez@temple.edu
Dr. Rollo Dilworth
Professor of Choral Music Education
Boyer College of Music and Dance
Temple University, 2001 N. 13th Street, Philadelphia, PA 19122
Contact Information: radclef@temple.edu
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PRE-SERVICE MUSIC TEACHERS’ SURVEY
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APPENDIX E
IN-SERVICE MUSIC TEACHERS’ SURVEY
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IRB APPROVAL
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APPENDIX G
SPSS OUTPUT: PEARSON CORRELATION
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Correlation for Factors Influencing Pre-Service Music Teachers’ Perception of Readiness
to Teach East Asian Vocal Music
Correlations
Preparation
Gender

Age

CollegiateGrade

General

Choral

Instrumental

Band

Jazz

OtherConcentration1

Orff

Kodály

Dalcroze

Pearson Correlation

Satisfaction

SelfConfidence

-.037

-.077

-.060

Sig. (2-tailed)

.655

.349

.470

N

149

149

149

-.054

-.242**

-.035

Sig. (2-tailed)

.516

.003

.673

N

149

149

149

-.086

-.245**

-.009

Sig. (2-tailed)

.299

.003

.915

N

149

149

149

-.080

.048

-.034

Sig. (2-tailed)

.334

.561

.677

N

149

149

149

-.049

-.013

-.073

Sig. (2-tailed)

.555

.874

.379

N

149

149

149

-.035

.060

.021

Sig. (2-tailed)

.670

.466

.796

N

149

149

149

-.038

.083

-.041

Sig. (2-tailed)

.644

.316

.620

N

149

149

149

-.121

.001

-.120

Sig. (2-tailed)

.141

.995

.145

N

149

149

149

Pearson Correlation

.041

.017

.038

Sig. (2-tailed)

.617

.834

.648

N

149

149

149

-.080

.197*

-.173*

Sig. (2-tailed)

.334

.016

.034

N

149

149

149

Pearson Correlation

.022

.163*

-.041

Sig. (2-tailed)

.790

.047

.618

N

149

149

149

Pearson Correlation

.062

.134

-.069

Pearson Correlation

Pearson Correlation

Pearson Correlation

Pearson Correlation

Pearson Correlation

Pearson Correlation

Pearson Correlation

Pearson Correlation
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Gordon

Suzuki

None

OtherMethod

GradeLevel

FieldExperience

OfColor

EastAsian

SecondLanguage

Sig. (2-tailed)

.449

.103

.402

N

149

149

149

Pearson Correlation

.134

.291**

-.071

Sig. (2-tailed)

.104

.000

.390

N

149

149

149

-.037

-.016

-.047

Sig. (2-tailed)

.655

.848

.570

N

149

149

149

Pearson Correlation

.055

-.110

.086

Sig. (2-tailed)

.505

.180

.294

N

149

149

149

Pearson Correlation

.009

.065

-.076

Sig. (2-tailed)

.912

.429

.355

N

149

149

149

Pearson Correlation

.083

-.010

.089

Sig. (2-tailed)

.316

.903

.280

N

149

149

149

-.084

.041

.009

Sig. (2-tailed)

.309

.619

.911

N

149

149

149

.262**

.239**

.101

Sig. (2-tailed)

.001

.003

.222

N

149

149

149

Pearson Correlation

.045

-.107

.008

Sig. (2-tailed)

.590

.194

.926

N

149

149

149

-.151

-.081

-.016

Sig. (2-tailed)

.065

.328

.845

N

149

149

149

-.204*

-.128

-.348**

Pearson Correlation

Pearson Correlation

Pearson Correlation

Pearson Correlation

ME1_Q36

Pearson Correlation

Sung a piece

Sig. (2-tailed)

.013

.119

.000

N

149

149

149

-.001

.058

-.071

ME2_Q37

Pearson Correlation

listened

Sig. (2-tailed)

.994

.484

.389

N

149

149

149

-.180*

-.188*

-.276**

ME3_Q38

Pearson Correlation

Performed a piece

Sig. (2-tailed)

.028

.022

.001

N

149

149

149
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-.141

-.176*

-.256**

Sig. (2-tailed)

.085

.032

.002

N

149

149

149

-.154

-.023

-.238**

ME4_Q39

Pearson Correlation

analyzed

ME5_Q40

Pearson Correlation

watched

Sig. (2-tailed)

.061

.782

.003

N

149

149

149

-.064

.081

-.258**

ME6_Q41

Pearson Correlation

played

Sig. (2-tailed)

.441

.327

.001

N

149

149

149

CCF8_Q25

Pearson Correlation

.062

-.026

-.015

Vocal diction

Sig. (2-tailed)

.449

.749

.857

N

149

149

149

-.045

-.155

-.166*

CCF9_Q26

Pearson Correlation

East Asian music

Sig. (2-tailed)

.585

.060

.043

course

N

149

149

149

-.210*

-.040

-.201*

CCF10_Q27

Pearson Correlation

Study abroad

Sig. (2-tailed)

.010

.631

.014

N

149

149

149

-.140

-.096

.117

CCF16_Q33

Pearson Correlation

Ethnically diverse

Sig. (2-tailed)

.089

.245

.155

faculty

N

149

149

149

CCF17_Q34

Pearson Correlation

.393**

.420**

.196*

Faculty knowledgeable

Sig. (2-tailed)

.000

.000

.017

N

149

149

149

**. Correlation is significant at the 0.01 level (2-tailed).
*. Correlation is significant at the 0.05 level (2-tailed).

181

Correlation for Factors Influencing In-Service Music Teachers’ Perception of Readiness
to Teach East Asian Vocal Music
Correlations
Preparation
Gender

Age

Degree

General

Choral

Instrumental

Band

Jazz

OtherSp

Orff

Kodály

Dalcroze

Satisfaction

SelfConfidence

-.244**

-.119

-.121

Sig. (2-tailed)

.005

.176

.166

N

132

132

132

-.164

-.244**

-.094

Sig. (2-tailed)

.060

.005

.282

N

132

132

132

-.120

-.256**

-.063

Sig. (2-tailed)

.171

.003

.472

N

132

132

132

-.036

-.005

-.007

Sig. (2-tailed)

.686

.956

.935

N

132

132

132

-.088

-.016

-.115

Sig. (2-tailed)

.318

.859

.191

N

132

132

132

Pearson Correlation

.115

.062

.062

Sig. (2-tailed)

.190

.482

.478

N

132

132

132

-.041

-.080

.007

Sig. (2-tailed)

.639

.364

.935

N

132

132

132

-.042

.000

-.121

Sig. (2-tailed)

.634

1.000

.168

N

132

132

132

Pearson Correlation

.072

.066

.053

Sig. (2-tailed)

.410

.450

.544

N

132

132

132

-.015

-.008

-.024

Sig. (2-tailed)

.862

.927

.788

N

132

132

132

Pearson Correlation

.133

-.004

.121

Sig. (2-tailed)

.128

.963

.165

N

132

132

132

-.066

-.097

-.054

Pearson Correlation

Pearson Correlation

Pearson Correlation

Pearson Correlation

Pearson Correlation

Pearson Correlation

Pearson Correlation

Pearson Correlation

Pearson Correlation
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Gordon

Suzuki

None

OtherCtfct

ElementaryLevel

MiddleLevel

HighLevel

OtherLevel

YearsOfTeaching

Of_Color

EastAsian

SecondLanguage

Sig. (2-tailed)

.449

.268

.535

N

132

132

132

-.008

-.084

.119

Sig. (2-tailed)

.929

.336

.174

N

132

132

132

Pearson Correlation

.185*

.224**

.170

Sig. (2-tailed)

.034

.010

.051

N

132

132

132

-.073

-.002

-.012

Sig. (2-tailed)

.403

.980

.888

N

132

132

132

-.053

-.015

-.059

Sig. (2-tailed)

.547

.865

.503

N

132

132

132

-.105

-.210*

-.075

Sig. (2-tailed)

.231

.016

.391

N

132

132

132

Pearson Correlation

.058

.094

.018

Sig. (2-tailed)

.509

.285

.838

N

132

132

132

Pearson Correlation

.072

.107

.009

Sig. (2-tailed)

.410

.224

.914

N

132

132

132

Pearson Correlation

.130

.078

.115

Sig. (2-tailed)

.136

.374

.188

N

132

132

132

Pearson Correlation

.022

-.151

.031

Sig. (2-tailed)

.806

.084

.724

N

132

132

132

-.020

.051

.157

Sig. (2-tailed)

.818

.564

.073

N

132

132

132

Pearson Correlation

.022

.048

.203*

Sig. (2-tailed)

.800

.589

.020

N

132

132

132

Pearson Correlation

.105

-.059

.077

Sig. (2-tailed)

.232

.500

.382

N

132

132

132

Pearson Correlation

Pearson Correlation

Pearson Correlation

Pearson Correlation

Pearson Correlation
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-.293**

-.125

-.348**

Sig. (2-tailed)

.001

.153

.000

N

132

132

132

-.150

-.110

-.358**

ME1_Q36

Pearson Correlation

Sung a piece

ME2_Q37

Pearson Correlation

Listened

Sig. (2-tailed)

.087

.208

.000

N

132

132

132

-.265**

-.108

-.379**

ME3_Q38

Pearson Correlation

Performed

Sig. (2-tailed)

.002

.216

.000

N

132

132

132

-.230**

-.087

-.185*

ME4_Q39

Pearson Correlation

Analyzed

Sig. (2-tailed)

.008

.323

.033

N

132

132

132

-.146

-.009

-.148

ME5_Q40

Pearson Correlation

Watched

Sig. (2-tailed)

.094

.919

.091

N

132

132

132

-.036

-.159

-.091

ME6_Q41

Pearson Correlation

Played

Sig. (2-tailed)

.679

.068

.301

N

132

132

132

-.234**

-.116

-.387**

CCF8_Q25

Pearson Correlation

Vocal Diction

Sig. (2-tailed)

.007

.186

.000

N

132

132

132

-.247**

-.256**

-.213*

CCF9_Q26

Pearson Correlation

East Asian music

Sig. (2-tailed)

.004

.003

.014

course

N

132

132

132

-.312**

-.239**

-.211*

CCF10_Q27

Pearson Correlation

Study Abroad

Sig. (2-tailed)

.000

.006

.015

N

132

132

132

-.163

-.372**

-.146

CCF16_Q33

Pearson Correlation

Ethnically diverse

Sig. (2-tailed)

.062

.000

.094

faculty

N

132

132

132

CCF17_Q34

Pearson Correlation

.330**

.628**

.389**

Knowledgeable

Sig. (2-tailed)

.000

.000

.000

Faculty

N

132

132

132

**. Correlation is significant at the 0.01 level (2-tailed).
*. Correlation is significant at the 0.05 level (2-tailed).
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APPENDIX H
SPSS OUTPUT: INDEPENDENT-SAMPLE T-TEST
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T-Test for Comparing Perceptions of Readiness to Teach East Asian Vocal Music
between Pre-Service Music Teachers and In-Service Music Teachers

Group Statistics
Group
ComPreparation

Satisfaction

SelfConfidence

N

Mean

Std. Deviation

Std. Error Mean

Pre-Service

149

49.7987

8.12402

.66555

In-Service

132

48.0303

8.24338

.71749

Pre-Service

149

10.7852

3.39229

.27791

In-Service

132

10.5000

3.41416

.29716

Pre-Service

149

19.0000

6.36608

.52153

In-Service

132

19.8258

7.04348

.61306
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T-Test for Comparing Beliefs about Teaching World Music and East Asian Vocal Music
between Pre-Service Music Teachers and In-Service Music Teachers
Group Statistics
Group
Belief

N

Mean

Std. Deviation

Std. Error Mean

Pre-Service

149

12.2685

1.78064

.14588

In-Service

132

11.9242

1.21455

.10571
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