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ABSTRACT 

The intention of this study was to understand public school educators’ perceptions 

of music education. This mixed methods study utilized a survey, interviews, and artifacts 

to interpret to what extent teachers and principals value music education as a contributing 

component of the academic program. The researcher aimed to comprehend how 

educators perceive music when compared to other academic subjects, how underlying 

factors and experiences contribute to perceptions of music education, and how 

perceptions align between teachers and principals. The data gathered for this study drew 

upon practicing educators from Pennsylvania public schools who serve in primary and 

middle years schools. 135 participants responded to a survey distributed via email, and 10 

of the respondents were selected for follow up interviews. 

The findings of the study indicated that classroom teachers and principals 

generally perceive music to be less important that other academic subjects. The findings 

of the study also indicated that an educator’s background in music and exposure to music 

have an impact on their perceptions of music education, although the level of impact 

varies depending on the specific type of musical undertaking. The findings of the study 

also showed that the perceptions of the importance of music education aligned between 

teachers and principals: teachers and principals agreed that music was a vital component 

to the academic curriculum. Lastly, the findings of the study indicated that educators in 

K-8 schools generally value music education more than educators in K-5 schools.      

Keywords: music education, perceptions, curriculum, educational leadership    
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CHAPTER 1 

INTRODUCTION 

Statement of the Problem  

Music education is generally an accepted component of public education 

organizations. In public schools, a music education program helps to provide students 

with a well-rounded education. U.S. public education organizations generally include 

music education as part of a fine arts curriculum. However, music can be utilized in ways 

other than solely an independent area of study. Music programs can be an attractive 

component of a school or school district when families are deciding where to enroll their 

children. Music programs can also provide schools with a means of connecting with the 

school community through the presentation of performances, such as musicals or band 

concerts. Music-related content can be a means of making cross-curricular connections to 

other subjects or disciplines of study, or as a tool for learning within the contexts of other 

subjects and content.   

Music education can have positive impacts on the overall academic outcomes of 

individual students, and on an educational organization collectively. For example, there 

are vast amounts of research available that support the idea that music education can have 

a positive impact on the development of children. One study published in Frontiers in 

Psychology in 2017 reported that 46 studies of beneficial effects of music intervention on 

the development of children were found by researchers when music, music instruction, 

music education, music lesson, music training, development, child, student, and pupil 

were used student, and pupil were used as key words for their search (Dumont, et. al, 

2017, p. 1). There is also research that suggests music programs can have substantial 
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positive effects on the school as an educational organization collectively. A study of both 

charter and traditional schools in Chicago found that “schools that offered music 

instruction during the day had significantly higher test scores and higher attendance rates 

than schools that did not” (Kelley & Demorest, 2016). These two studies clearly indicate 

that a music program can have a significant impact on schools, and there are likely many 

other studies which support this notion. 

Schools and school districts with successful music education programs are 

generally understood to provide students with the most relevant and accessible music 

education experience possible. The National Association of Music Merchants (NAMM) 

recognizes successful music programs by awarding schools and school districts with 

annual awards. School districts throughout the United States are identified by NAMM as 

the Best Communities in the Nation for Music Education. In 2020, 754 school districts in 

the United States were recognized by NAMM for demonstrating an exceptionally high 

commitment and access to music education for the outstanding efforts by teachers, 

administrators, parents, students, and community leaders who have made music 

education part of a well-rounded education. Out of the 754 school districts recognized by 

NAMM in 2020, 115 were Pennsylvania school districts (2020 best communities for 

music education district, 2020). Regardless of a school organization’s music program 

being recognized as exceptional or not, music and music education can still be an integral 

component of the overall educational experience when implemented properly and with 

fidelity within the individual context of the organization.   

Beyond the realm of formal education, music is a significant component of 

cultures and customs throughout the world in some form or capacity. Music is woven into 
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the very fabric of what it means to be human and serves as a literal language and a form 

of expression, among myriad other things. Music is an art form that connects with 

emotions and feelings but is also highly structured in nature. Music is remarkable because 

it encompasses so many other areas of knowledge, including but not limited to 

mathematics, history, science and language. Understanding music can influence humans 

in both cognitive and physical ways, whether the understanding is on the most basic level 

or incredibly complex. 

In the United States, the presence and significance of music has not diminished 

since the very beginnings of the American society. Music education has also been a 

significant contributor to American society. For over a century, organizations such as the 

National Association for Music Education (NAfME) have advocated for music education 

at the local, state, and national levels as a profession and as an integral part of the school 

curriculum (NAfME history and leadership, n.d.). Music is truly unique for the 

aforementioned reasons, making it completely reasonable that music education is present 

in U.S. public education curricula.     

In my experience as both a general elementary school teacher and a K-8 music 

educator, music education is generally undervalued and perceived as less important than 

other subjects by many educators. This is apparent in educators’ use of vocabulary 

associated with music classes. For example, in unionized settings general education 

teachers and administrators often refer to music class as “prep class” both verbally and in 

writing. This is not limited to interactions between educators, but also applies to language 

used in front of students, and words written on student schedules posted in classrooms. 

Students referring to music class as their “prep class” is a consequence of the misuse of 
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language, which can potentially undermine the efforts of music educators. It is also 

apparent when classroom teachers utilize scheduled music class time for purposes 

specific to their needs, such as holding a student to finish an assignment without advance 

notice, then sending the student to music class for the last 15 minutes of a 45-minute 

class period.   

From observations in my professional experience, there is an indication that 

administrators may undervalue music education as well. Like teachers, administrators 

also frequently utilize the language of “prep class” when referring to music class. 

Administrators also utilize music class time for their specific needs, such as school-based 

incentive activities and office detention. There are instances when multiple classes of 

students are grouped together purely for the purposes of scheduling teacher coaching and 

professional development sessions.   

With regard to special education students, assistive technology is never even 

discussed in the context of music class. And, collaboration between teachers, 

administrators, or families is not encouraged or supported by the administration. Music 

teachers’ schedules are frequently utilized to support general teachers who are struggling 

to manage a classroom where there are significant behavior challenges. Or, music 

teachers are required to co-teach during literacy blocks. The revised schedules often 

result in school district-employed teachers with the designated title of General Music 

Teacher teaching other subjects for more time during the school day than teaching 

music.   
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Research Objectives  

The proposed study of the opinions and perspectives of elementary school 

principals and elementary school teachers, with regard to how they relate to music 

education, may confirm or deny that music education is considered less important than 

other subjects among most educators. This study may also provide context as to how the 

conceptions of the value of music education impact the implementation and support of 

music education in academic programs, and how the perceptions of music education can 

impact decision-making connected to music education.     
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CHAPTER 2 

LITERATURE REVIEW  

Introduction  

The following discussion focuses on the relevance of music education, the music 

training of educators, the implementation of music in education, perspectives of music 

education, and the cognitive development and academic achievement associated with 

music education. Training, prior knowledge, and personal experiences can be 

contributing factors to how educators perceive the value of music education. For 

example, an educator who had positive experiences with music education as a student 

will mostly perceive music education in a more positive light than someone who did not 

have a positive experience with music education as a student. However, the review of 

literature of research on perspectives of music education, the topic of this study, is also 

included to provide a premise of how perspectives can influence the decision-making of 

teachers and administrators, which is the purpose of the proposed study.   

Definitions  

In this writing, specific words and terms are used which are well established in 

the context of education but may not be apparent to the reader. The following list 

provides the reader with definitions of the words and terms which may be unfamiliar, as 

they should be understood for the purposes of this writing.      

• Academics – Courses of study taken at a school.  
 

• Academic achievement – The extent to which a student or institution has 
achieved either short- or long-term educational goals.   
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• Academic outcomes – Academic outcomes represent the skills, knowledge, 
and abilities that students develop through their course work and 
other educational experiences.  
 

• Act 48 – Legislation in Pennsylvania that requires educators who hold a 
Pennsylvania public school certification to participate in ongoing professional 
education. 

 
• Administrator – A person responsible for supervision and support of an 

educational organization.  
 

• Assistive technology (AT) – Any item, piece of equipment, software program, 
or product system that is used to increase, maintain, or improve the functional 
capabilities of persons with disabilities.   

 
• College Board – An American not-for-profit organization that provides 

resources, tools, and services to students, parents, colleges and universities in 
the areas of college planning, recruitment and admissions, financial aid, and 
retention.  

 
• Common schools – A public school in the United States during the 

19th century.  
 

• Core subjects – The four subjects of study commonly deemed 
essential: English language arts, math, science, and social studies.  

 
• Co-teach – Two teachers working together to plan and implement instruction 

and/or make assessments for one group of students.  
 

• Cross-curricular – Relating to or involving different courses or subjects of 
study.  

 
• Cross tabulation – A method used to quantitatively analyze the relationship 

between multiple variables.   
 

• Curriculum – The totality of student experiences that occur in the educational 
process.  

 
• Differentiated instruction – Tailoring instruction to meet individual needs.   

 
• Elementary school – A school for the first four to six grades, usually including 

kindergarten.  
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• Elementary school teacher – A certified professional classroom school teacher 
who is trained to provide differentiated instruction to students of all levels and 
abilities in grades K-5(6).  

 
• Every Student Succeeds Act (ESSA) – A 2015 law that governs K-12 public 

education policy. The law replaced the No Child Left Behind and modified 
provisions relating to high-stakes testing given to students.  

 
• Fine arts – Creative art, especially visual art whose products are to be 

appreciated primarily or solely for their imaginative, aesthetic, or intellectual 
content.  

 
• General teacher / Generalist – A certified professional classroom school 

teacher who provides differentiated instruction to students of all level and 
abilities.  

 
• High-stakes testing – Any test used to make important decisions 

about students, educators, schools, or districts, most commonly for the 
purpose of accountability.   

 
• Individualized education program (IEP) – A legal document under United 

States law that is developed for each public school student who needs special 
education.   

 
• Inclusive learning – The recognition of all student's entitlement to 

a learning experience that respects diversity, enables participation, removes 
barriers, and anticipates and considers a variety of learning needs and 
preferences.  

 
• Music education – Music instruction given in the context of a school, 

including but not limited to general, instrumental, or choral.  
 

• Literacy blocks – Time allotted during for a specific component of literacy 
instruction.  

 
• Music teacher – A certified professional educator who provided music 

instruction in the context of a school.   
 

• The National Association for Music Education (NAfME) – An organization of 
American music educators dedicated to advancing and preserving music 
education as part of the core curriculum of schools in the United States.  
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• National Association of Music Merchants (NAMM) – An organization 
that advances active participation in music making across the lifespan by 
supporting scientific research, philanthropic giving and public service 
programs.  

 
• Normal School – An institution created to train high school graduates to be 

teachers by educating them in the norms of pedagogy and curriculum.  
 

• Pedagogy – The method and practice of teaching, which can be influenced by 
the social, political and psychological development of learners.   

 
• Pestalozzian pedagogy – The practice of teaching through singing and playful 

performance rather than reading and writing music.  
 

• Prep class – An informal name given to “special” classes (i.e.: Music, Art, 
Physical Education, Technology, etc.) by some teachers and administrators 
which is considered disrespectful and offensive to many educators. Typically, 
students attend “special” classes during their classroom teacher’s regularly 
scheduled prep period.    

 
• Prep period – A period of time, often around 45 minutes, that teachers in 

unionized settings are meant to use to prepare for their lessons, grade, and do 
other non-teaching tasks during the workday.  

 
• No Child Left Behind Act of 2001 (NCLB) – A U.S. Act of Congress that 

reauthorized the Elementary and Secondary Education Act, and required states 
to test students in grades 3-8 in reading and math, and once in high school.   

 
• Opportunity cost – The loss or the benefit that could have been enjoyed if the 

alternative choice was chosen.   
 

• Otter.ai – A speech to text application used in this study to transcribe audio 
recorded interviews. 

 
• Professional development (PD) – Learning to earn or maintain professional 

credentials such as academic degrees to formal coursework, attending 
conferences, and informal learning opportunities situated in practice.    

 
• Qualtrics – An online survey tool used in this study to collect data. 

 
• Reading fluency – The ability to read with speed, accuracy, and proper 

expression.  
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• School based incentive activities – Various methods used to motivate and/or 
reward students to participate in out-of-school and/or in-school activities or 
programs.  

 
• Special classes – Special area subjects, such as physical education, music, art, 

and technology, taught by specific, specialized teachers to give children a 
more rounded education. This term is considered disrespectful and offensive 
by some educators who prefer classes to be referred to by the specific subject 
they are teaching.   
 

• Specialist – A specialized teacher of special area subjects, such as physical 
education, music, art, and technology. This term is considered disrespectful 
and offensive by some educators who prefer teachers to be referred to by the 
specific subject they are teaching.   

 
• Scholastic Aptitude Test (SAT) – A standardized test which is designed to 

measure reading, writing, and math skills. Most universities and colleges 
request applicant’s results/scores of the SAT as part of the application 
process.   

 
• Special education – A purposeful intervention designed to overcome or 

eliminate the obstacles that keep children with disabilities from learning, by 
providing children with disabilities with individualized plans of instruction to 
help them succeed.  

 
• Sophist – A paid teacher of philosophy and rhetoric in ancient Greece, 

associated in popular thought with moral skepticism and specious reasoning.  
 

• Standardized testing – A method of that is administered and scored in a 
consistent, or "standard" manner. 

 
• SPSS – statistical software developed by IBM used in this study for 

univariate, bivariate, and multivariate analyses. 

 
The Relevance of Music Education in Public Education  

Michael Mark and Charles Gary, music educators and music education history 

scholars, co-authored a book titled A History of American Music Education. This 

extensive history of music education in the United States traces the origins of music 

education dating back to ancient civilizations. According to Mark and Gary (2007) the 
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history of music education in western civilization can be traced back to the Hebrews of 

the Old Testament. “The Jews were unusual among other ancient peoples in believing 

that music was not an invention of the gods with the power to influence morality and 

affect behavior” (Mark & Gary, 2007, p. 3). Their belief that music was an influential 

human invention indicates they understood that the knowledge of music and the playing 

of music was worthy of study and could be infused meaningfully into their culture in 

multiple contexts. The ancient Greeks also understood the value of studying music. 

During the fifth century B.C., the sophist “educational systems were often built on 

music… and the education systems of both Sparta and Athens included music in their 

curricula” (Mark & Gary, 2007, p. 8).   

Prominent philosophers of Ancient Greece, such as Pythagoras and Plato, found 

music highly valuable for specific reasons directly related to education and knowledge. 

For example, “the Pythagorean school valued music because the same mathematical laws 

governed it [music] as those that governed the universe… a person who understood 

musical proportions could understand the harmony of the universe” (Mark & Gary, 2007, 

p. 9). From the Pythagorean viewpoint, mathematics and music were closely connected 

and based on universal concepts applicable in both disciplines and areas of knowledge. 

Plato also valued music highly, and believed it was a crucial component of education 

within an ideal political state. “Plato’s ideal state, described in the Republic and Laws, 

included an educational system with two basic elements: music and gymnastics” (Mark & 

Gary, 2007, p. 11). Plato did make a distinction between an education that was 

appropriate for ordinary citizens, but not necessarily appropriate for people preparing for 

leadership roles (Mark & Gary, 2007, p. 13). “To Plato, the arts did not offer a rational 



 

12 

approach to truth and were not suitable for intense study and practice by those who would 

be leaders” (Mark & Gary. 2007, p. 13). It is important to note this distinction as this 

perspective may be applicable in the context of leadership in music education today.  

Similar to the way music was a significant component of ancient civilizations, 

music was present and part of American society from its very beginnings. The American 

society was, and still is, a musical society. As early as 1781, there were singing schools in 

areas of New England which often led to the formation of singing societies (Mark & 

Gary, 2007, p. 155). As the United States began to form as a new nation in the late 

18th century, education became a subject of great interest to Americans (Mark & Gary, 

2007, p. 152). With the establishment of common schools, there were definitely people 

who perceived music as valuable and advocated for including music as part of the 

common school curriculum. William Woodbridge and Lowell Mason are generally 

credited as paving the way for music in American schools: Woodbridge being the person 

who introduced Pestalozzian pedagogy to the United States, and both Woodbridge and 

Mason for their collective effort to prove to the public that all children could be taught to 

sing (Mark & Gary, 2007, p. 152).   

Music education faced significant challenges during its early development and 

implementation into American education. For example, in the 1830s state legislator 

Chauncy Holcomb failed in an attempt to amend the school law of 1832 to support 

compulsory music instruction (Mark & Gary, 2007, p. 168). In the second half of the 

19th century, cities such as Boston and Cincinnati frequently implemented music in their 

common school curriculum, but in other cities such as Philadelphia and San Francisco, 

music was vulnerable for reasons such as budget crises, teacher shortages, and doubts of 
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the value of music education (Mark & Gary, p. 185). Music education in the United 

States has progressed significantly since the founding of the country. Documentation of 

the history of music education in the United States indicates music was always a 

component of education on some level, but there have also always been conflicting 

perceptions of the value of music education.   

Music education can serve as a significant contributor to the experiences of 

students, making music education relevant in the educational context of students’ 

academic careers. For example, “music instruction, in particular, can help students feel 

connected to school through the establishment of cultural relevance in education” (Doyle, 

2014, p. 48). Effective planning and implementation of culturally relevant music 

pedagogy can also have profound impacts on students and their educational experiences. 

In another comparative study of music teachers from Spain, England, Australia and 

Sweden, the researchers studied how music teachers attempt to implement inclusive 

learning under challenging circumstances with students who are at risk of exclusion. The 

teachers from all four countries were able to overcome some of their challenges by 

making their instruction relevant to the students. The teachers “recognized both the 

inherent capacity for music experience to serve as a common ground between cultures 

and community values” (Burnard et al., 2008, p. 19). In this case study, the researchers 

were trying to determine the commonalities of how each music teacher made their music 

instruction relevant to their students. Although the approaches varied, the “qualities of 

teaching practice in each case facilitated an extremely productive, meaningful, and 

focused music experience and forged a relationship between student and teachers of 

respect and humanity” (Burnard et al., 2008, p. 19). These relationships between students 
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and teachers are impactful on the students’ experiences because these students who are at 

risk of exclusion are not commonly exposed to such engagement, behaviors, or 

experiences of success (Burnard et al., 2008, p. 19). Although this study is limited to four 

teachers and conducted in countries outside of the U.S., the study could easily be 

applicable to music education research in U.S. public schools: The educational 

experiences of music education in urban, suburban, and rural areas can vary because of 

the demographics and diversity of the given area, but necessitates the ability of the music 

teacher to make the instruction relevant to the students. Once again, the relevance of a 

music program can influence how educators and administrators perceive the value of a 

music program and make decisions with regard to music education programs, which is 

the premise for the proposed study.     

Although music education may be undervalued by general educators and 

administrators, there is some evidence that educators are willing to acknowledge these 

perspectives of music education and work toward making music more relevant in the K-

12 public education setting. One qualitative study found that working K-12 music 

educators had “strong desires to use research as a tool for advocacy, which justifies the 

practitioners’ values in what they do and has the potentials to influence policy change” 

(Fung, 2009, p. 84). One of the criticisms of this study is that it is based on interview 

questions given to only seven participants and limited to a small geographic location in 

the southeastern region of the United States, which is acknowledged explicitly by the 

author of the article. However, the author also acknowledges that “music education 

practitioners throughout the United States work in contexts highly similar to those of the 

participants in this study” (Fung, 2009, p. 85).     
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Training of Educators in Music Education  

One of the key components of understanding educators’ perspectives and opinions 

of music education is connected to how educators are trained. K-12 teachers are required 

to possess teaching credentials to practice in public schools. In all 50 states and in 

Washington D.C., to obtain a teaching credential, teachers are required to attend a teacher 

education program, in addition to holding at least a bachelor’s degree and passing exams 

appropriate to the requirements of the state (Teacher certification degrees, n.d.).  

These same requirements apply to K-12 music teachers indicating that, based on 

the criteria of required credentials, music teachers are at least equally qualified to teach 

their specified music content as other educators in their specified given content area. In 

Pennsylvania, possessing an elementary education degree enables a person to “test into” 

other content areas, such as K-12 Music and K-12 Art (Acceptable testing add-on 

instructional subject areas, n.d.).  

However, this same process cannot be replicated if reversed, since a person 

possessing a music degree may not “test into” an elementary education certification. This 

particular arrangement indicates that on the state level, music education is considered a 

subject that elementary school teachers need minimal additional training, or virtually no 

additional training other than studying music content, to be considered qualified to 

effectively implement in both elementary and secondary contexts, including in the 

context of special education. At the same time, this also suggests that the state believes 

that a person who possesses a degree in music requires an extensive amount of additional 

training in order to be qualified as an elementary school teacher. It is important to make 

this distinction, since in the context of the Pennsylvania Department of Education’s 
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system of obtaining teaching credentials, an elementary education degree is clearly more 

highly valued than a music degree, which may be a contributing factor to educators’ and 

administrators’ perceptions of music education.  

As early as the 19th century, teacher training institutions called Normal Schools 

were established in the United States to train teachers in pedagogy and curriculum. These 

particular institutions actually put an emphasis on music training for schoolteachers. This 

emphasis on music education fell under the differentiated curricula where each 

component of the “curricula is designed to prepare for a specific type of teaching service” 

(Brown, 1919, p. 280). Under the Normal School curriculum for training teachers for 

primary grades in a State Normal School in Oshkosh, Wisconsin, there were five periods 

dedicated to music during the first semester of training, matched only by five periods 

dedicated to English (Brown, 1919, p. 280). This indicates that the philosophies and 

pedagogical approaches of Normal Schools highly valued music, and perceived music as 

an essential component an elementary school teacher’s skill set as an educator. It is 

evident that music was highly valued by Normal School institutions based on the 

emphasis of music training in the curricula, but music skills could also be a prerequisite 

to training. For example, faculty members at the Normal School in New Britain, 

Connecticut valued music so highly that “candidates entering the Kindergarten 

Department were expected to know how to sing and if possible, play piano” (Hash, 2020, 

p. 423). Although the proposed study does not include teachers in secondary education, 

the State Normal School of Oshkosh, Wisconsin also emphasized music training for 

teachers of intermediate grades and teachers for upper grammar grades (Brown, 1919, pp. 

281-282). It is also important to note that under the Normal School curriculum for 
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principals for State Graded Schools, music is not included in the training (Brown, 1919, 

p. 282). This distinction between an emphasis in music training for teachers, but not for 

administrators, may be applicable in the context of leadership in music education today.   

The lack of training in music education is also apparent in the area of special 

education. In one study conducted through Trabzon University in Turkey, researchers 

were trying to understand music teachers’ views of teaching to students with special 

needs in an inclusive setting. In this qualitative study the findings indicated that the 

participants in the study believed “they did not have the necessary knowledge and 

equipment for special education” (Altun & Eyüpoğlu, 2018, p. 92).  The sentiments of the 

participants in this study echo some of the problems of music education in the context of 

special education discussed in an article written by Alice-Ann Darrow for the National 

Association for Music Education. According to Darrow (2017) music teachers generally 

have little experience or are simply not prepared to teach students with severe disabilities 

(p. 40). At the same time, the inability for music teachers to implement music education 

successfully in the context of special education goes beyond training and demonstrates 

there is a lack of collaboration with music educators. Darrow (2017) emphasizes the 

importance of meaningful collaboration in a successful inclusion model (p. 40). She 

strongly advocates for collaboration, as it is crucial to successful programs for students 

with severe disabilities, and that music educators can play a significant role in 

contributing to the development of students with severe disabilities (Darrow, 2017, pp. 

40-41).    
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Implementation of Music Education 

A lack of training in music can have an effect on how well a general educator can 

implement music education in their classroom, when compared to how a music specialist 

implements music education in their classroom. The idea that all educators are not trained 

in music education becomes problematic when “nationally, 70% of public elementary 

schools that provide music education report that the subject is taught by certified music 

specialists only; 22% indicate the subject is taught by both music specialists and 

generalists; and 8% provide instruction by generalist alone” (Byo, 1999, pp. 112-113). 

This study conducted by Susan J. Byo, an assistant principal of the Fine Arts Academy in 

Rio Rancho New Mexico, indicates that a significant portion of elementary school 

teachers are responsible for implementing music education instruction, yet they are 

unable to do so as effectively as a trained music specialist. Not to mention, these 

percentages do not take into account schools where music instruction is non-existent. 

This study connects with this research topic because it is a clear indication that music 

education is not perceived by many educators as valuable enough to mandate that the 

subject of music is universally implemented by music specialists, which would maximize 

the effectiveness of music instruction. It also suggests that the training of teachers in 

higher education often does not include music pedagogy, evident by the fact that general 

teachers are not able to implement music instruction as effectively as music specialists.  

Despite the fact that implementation of music education is perhaps more difficult 

for general teachers and proven to be less effective when implemented by a general 

teacher when compared to a specialist music teacher, music is still very often present in 

classrooms and utilized by non-music teachers. This is evident in a study done by a 25-
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year career musician named James DiDomenico of National Louis University. In his 

study with 25 elementary school classroom teachers from a midwestern metropolitan city, 

the researcher found that the teachers claimed they were implementing music in their 

classroom in multiple capacities. For example, when teachers were asked how often they 

use music to teach core subjects, 52% replied sometimes, 20% replied daily, 20% replied 

quite often, and 8% replied never (DiDomenico, 2017, p. 10). The teachers in the study 

also reported that they utilized music in their classrooms in several other capacities, such 

as classroom management purposes and promoting creativity, but teaching core subjects 

was the only question connected directly to pedagogy. It is important to note that all of 

the teachers surveyed claimed they utilized music in their classroom in some capacity. 

However, 48% of the teachers reported that they never included music in their lesson 

plans on a regular basis (DiMomenico, 2017, p. 8). This mixed methods study is relevant 

to the study because music is being implemented in classrooms as a tool for pedagogy of 

core subjects, as well as a tool for other purposes. Yet, almost half of the teachers do not 

think it is necessary or important enough to include music in their planning.             

Jeffery Mangram, Associate Professor of Social Studies Education at Syracuse 

University, and Rachel Weber, a master’s student in secondary social studies education at 

Syracuse University, conducted a study of the use of music in the classroom as a sound 

and useful pedagogical tool. Through semi-structured interviews, the researchers sought 

to determine how secondary social studies teachers perceived music with regard to their 

pedagogical choices, and how the teachers were implementing music in their classrooms. 

In general, this multiple case study found that the social studies teachers incorporated 

music in two primary ways: utilizing music as a “fun” creative assignment or utilizing 
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music as a primary source to help students contextualize history (Mangram & Weber, 

2012, p. 16). However, the research also revealed that the social studies teachers found it 

challenging to utilize music in any capacity if they were not familiar with the music. For 

example, the study indicated that “the teachers felt that because they had not been trained 

as musicians or music historians, they, therefore, did not feel comfortable using music 

from a foreign country or different time period” (Mangram & Weber, 2012, p. 18). 

Although this particular study was with secondary teachers, its premise is particularly 

relevant to the research topic because it demonstrates that teachers utilize music in core 

subjects, indicating there is intrinsic value in understanding music and utilizing it as a 

pedagogical tool. Yet, the participants in this study revealed they have received little or 

no training in music education. In fact, in this same qualitative study, the authors 

“attribute this lack of professional training to the fact that music incorporation is not 

embedded within the vocabulary of social studies education” (Mangram & Weber, 2012, 

p. 18).   

Perceptions of Music Education  

Educators’ negative perceptions of music can develop before a teacher even sets 

foot in the classroom. In one quantitative study, researchers surveyed 116 preservice 

elementary classroom teachers. The results of the study indicated that the participants had 

positive attitudes toward music and agreed that music can improve academic outcomes in 

other subjects (Hash, 2010, p. 16). However, the results of the study also indicated that 

the participants viewed music as “somewhat important” but essentially ranked music 

significantly lower in importance than other subjects (Hash, 2010, p. 16). This finding 

emphasizes a significant dilemma which is addressed the research of this study: educators 
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seemingly understand the positive impact of music in education, yet continue to view the 

subject as less valuable than other subjects.   

 In the era of high stakes testing, music education may have suffered from the 

focus of priority on other subjects. Cydney Spohn addresses this problem in her March 

2008 article published in Arts Education Policy Review. In this qualitative case study, 

Spohn examines educators’ perspectives of arts educations programs under high-stakes 

testing federal policies. With the passing of the No Child Left Behind Act of 2001 

(NCLB) high-stakes testing became increasingly relevant and controversial in education, 

since the results of school testing were tied directly to federal funding. “Arts subjects 

were defined as core academic subjects under NCLB, but schools were only required to 

test children in reading and math” (Spohn, 2008, p. 3). Administrators whose decisions 

place greater emphasis on other subjects, for fear of being penalized due to high-stakes 

testing results, can send a profound message to both educators and students. Educators 

concede opportunities to improve math and language arts when districts deemphasize 

their arts curriculum and reducing music (and arts) curricula sends the message to 

students that language arts and math are more important than music and art (Spohn, 2008, 

p. 9). Perspectives of the impacts of NCLB on music education described in Spohn’s 

study were consistent with the findings of another quantitative study published in 

the Journal of Research in Music Education. Carlos Abril of Northwestern University, 

and Brent Gault of Indiana University (2008) studied United States secondary school 

music programs and 500 principals’ perspectives of those curricula. Among the findings 

of the study, the researchers found that of all the variables that could have a negative 

effect on a music program, standardized tests and NCLB were perceived as having the 
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most negative impact (Abril & Gault, 2008, p. 79). These particular studies both suggest 

that the perspective of arts education has shifted as a result of testing policy under federal 

law.   

When President Barack Obama signed The Every Student Succeeds Act (ESSA) 

into law in 2015, the recognition of music education as being part of a well-rounded 

education has begun to be restored after the enactment of NCLB. In a 2016 General 

Music Today article written by Alice-Ann Darrow, Irvin Cooper Professor of music 

education and music therapy at Florida State University, Darrow explains some of the 

implications of ESSA on music education. One of the most significant points Darrow 

(2016) explains is how ESSA has essentially given music a place alongside reading and 

math in the classroom as part of a student’s “well rounded” education. She also 

emphasizes how the ESSA refers to the time spent teaching music and arts as “protected 

time” and credits the National Association for Music Education (NAfME) and NAMM 

for their efforts to identify “music” singularly alongside “the arts” when referenced 

throughout the law. On a national level, music and the arts have begun to be reestablished 

as integral components of a well-rounded education. It is important to note, however, 

measures of accountability are ultimately decided on a state level. Pennsylvania, for 

example, tests students in English Language Arts, Math, and Science, but does not test 

students in music (Pennsylvania system of school assessment, n.d.).  

Although there is limited research available for music teachers’ perspectives of 

music education, one mixed methods study focused specifically on elementary music 

teachers’ perspectives of factors influencing their music programs and their teaching 

positions. This particular study indicated that participants “overwhelmingly considered 



 

23 

themselves the most influential individual or group positively affecting the music 

program, followed by the school administrators, teachers in their schools, and parents” 

(Abril & Bannerman, 2015, p. 354). These findings suggest that music teachers consider 

the work they are doing to be of high value and crucial to the existence of a school music 

program. However, they also consider a school-based leader, such as a school principal, 

highly influential as well. The findings of this study somewhat contradict another study 

examining principals’ perceptions of their influence on their music programs. In a mixed 

methods study of secondary school principals’ perspectives of music programs, the 

findings indicated that not all principals perceive the implementation of music programs 

and music teacher positions as something fully under their control in their decision-

making processes. The results of this study determined that “51% of the principals 

claimed that the decision determining whether there will be a music position at their 

schools was made by the state and/or district school board” (Abril and Gault, 2008, p. 

72). Regardless, principals are highly influential and ultimately weigh heavily in the 

decision to implement a music program in a specific school. It is important to understand 

the perspectives of principals, since the existence of a music program at a specific school 

can be determined by their judgement of the value of music education.  

There is evidence that some administrators see music education as an important 

component in an academic program. Marci Major, assistant professor of music education 

at the University of Missouri, conducted a case study of decision-makers’ perspectives of 

music education in the Detroit metropolitan area. In this qualitative study, the school 

district examined did not experience extreme budget cuts in music education over a 10-

year period, or make major reductions when budget cuts did occur (Major, 2013, p. 8). 
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Ultimately, the case study indicated that the decision-makers, as well as other members 

of the school community, placed a high value on their music education program as whole 

and considered it an essential part of the overall education of all students in the district, 

and were very reluctant to make cuts to the music program. For example, one of the 

participants interviewed in the study indicated that when they were elected to the school 

board, the outgoing member said to them, “Change anything you want in the curriculum, 

but don’t mess around with the music program” (Major, 2013, p. 13). Another indication 

that this school district highly valued the music program is apparent in their strategy of 

making the music program essential to the whole school curriculum collectively. 

According to Major (2013), the school district implemented a K-12 music curriculum that 

built upon what the students learn every year, making the removal of any component of 

the music program potentially damaging to the whole program (p. 13). As such, the 

administrators understood that it was beneficial to support the entire program, rather than 

only supporting parts of the program.   

The decision-makers of the school district in Major’s study explicitly stated that 

they placed a very high value on their music education program, and these values were 

evident in practice when they chose to support and not make modifications to their music 

programs, even when faced with budget issues. However, there is evidence that the 

expressed value of music education does not always translate into the same support or 

implementation that existed in Major’s study. In the spring of 2005, Illinois Creates: The 

Illinois Arts Education Initiative (2006) conducted a statewide survey of 234 

superintendents and 751 principals to assess the status of arts education in the state. 

Although an overwhelming majority of principals (94%) and superintendents (92%) 
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agreed that the arts were an essential part of the school curriculum, survey results 

indicated that approximately one third of elementary students received no instruction in 

the arts (including music), and only 25% of high school students were enrolled in any arts 

courses.   

The general consensus seems to be that music education is very important in the 

overall context of U.S. public schools. Yet, this gap between the expressed value of 

music education and the value of music education in practice is consistent with other 

studies. For example, the authors of a Texas Music Education Research 2015 article 

claim, “music education is well established, with 93% of Americans agreeing that music 

should be a part of a well-rounded education” (Killian & Wayman, 2015, p. 22). In 

general, educators and administrators claim to place great value on music in the context 

of education, whether it is an isolated subject, or as a pedagogical tool. Yet, music only 

plays a “part-time” role in U.S. public education curricula when compared to countries 

like Hungary, Japan, and the Netherlands. These countries have recognized the 

importance of music and have made music a crucial part of their curriculum because of 

its positive contribution to students’ aptitude and learning (Kelstrom, 1998, p. 35).  

Music Education, Cognitive Development, and Academic Development  

Although there may be some disagreement on the degree of impact that music 

education has on students, there is a plethora of research that suggests music can have 

positive effects on students as it relates to cognitive and academic development. Katie 

Cole, a vocal music teacher at Charles Carroll Elementary School in Westminster, 

Maryland wrote a 2011 article for Music Educators Journal that references some of the 

positive effects music can have on the cognitive development of students. For example, 
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Cole references a study done by Michael Posner from the University of Oregon. Research 

from the study has shown that “arts can generate sustained motivation that provides the 

cognitive benefit of strengthening executive attention networks in the brain, such as are 

found in the midline and lateral frontal areas” (Cole, 2011, p. 27). In the same synthesis 

of studies on cognitive development, there were also indications that engaging in an art 

form, such as practicing a musical instrument, can help students to pay better attention in 

school and develop a high level of concentration (Cole, 2011, p. 27).  

Music education can have an impact on the academic achievement of students: 

research has shown that there can be significant differences between the achievement of 

music students and non-music students. Joyce Kelstrom, a music educator in Elmhurst, 

Illinois, wrote an article for the National Association of Secondary School Principals 

Bulletin synthesizing the research supporting this notion. Kelstrom references one study 

of fifth graders from Albuquerque, New Mexico in which the students took a 

comprehensive test of basic skill. The study found that “music instruction actually 

enhances student achievement in areas outside of music” when the results from two 

separate years indicated instrumental music students scored higher than the non-music 

students (Kelstrom, 1998, p. 36). The results of the test also indicated that the longer the 

students were in a music program, the higher their achievement was when compared to 

the achievement of the non-music students (Kelstrom, 1998, p. 36). It is important to note 

that the 1979 study was replicated in 1986, and the study found similar results (Kelstrom, 

1998, p. 36). There are also strong indications that arts education is connected to 

achievement on the Scholastic Aptitude Test. “In a series of studies conducted by the 

College Board from 1990 to 1996, it was found that music/art students consistently 
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scored significantly higher on both the math and verbal sections of the SAT” (Kelstrom, 

1998, p. 36).  

The positive impacts of music instruction on the academic achievement of 

students described in Kelstrom’s study are consistent with the findings of another 

quantitative study conducted with 7-12 grade students in Canada. Martin Guhn, Scott 

Emerson, and Peter Gouzouasis of The University of British Columbia examined students 

who participated in music and how their participation in music connected to academic 

achievement in other non-music core subjects. The researchers found that “students who 

took school music courses had significantly higher mean exam grades than students who 

took no music courses” (Guhn, et al., p. 9). The researchers also made a point to 

emphasize that their study essentially debunks the “opportunity cost” hypothesis that 

school music diminishes or undermines achievement in core academics.    

It is important to note that there is research that suggests the impact of music on 

student development may not be quite as profound as some music education advocates 

might lead people to believe, and contradicts some of the research presented in this 

literature review. In Marci Major’s study of decision-makers in a Detroit metropolitan 

area school district, for example, Major cites other studies claiming administrators 

typically agree with literature supporting the idea that “music-makes-you-smarter” but 

that this has created a dilemma for music educators since more current research suggests 

these claims may be exaggerated (Major, 2013, p. 19). Furthermore, John Vitale of 

Nipissing University emphasizes the findings of other researchers in his study of groups 

of elementary education stakeholders that even when music is being advocated based on 

the notion that “music-makes-you-smarter” this undermines the perceptions of music 
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education because it is “viewed as either a rationale for music education, or as a general 

curriculum guide” (Vitale, 2011, p. 336). Instead, Vitale advocates for music as “not a 

means to an end, but an end in itself… its fundamental worth is not defined by 

nonmusical results” (Vitale, 2011, p. 337). Regardless of the personal philosophies or 

perceptions of the value of music, music has been proven to have positive benefits on 

student development, even if the level of impact is disputed.     

Summary  

Although the studies in this literature review suggest that classroom teachers 

regard music education as highly valuable in a well-rounded school curriculum when 

asked in a survey, there is limited research available indicating how generalist teachers 

actually interact with music educators, support music programs, or use language 

associated with music programs within the context of their specific schools. Teachers and 

administrators may claim to value music highly within the context of a school 

environment; however, their use of language and behavior may indicate otherwise. At the 

same time, there is very little research available that takes into account music teachers’ 

perspectives of music education, or music teachers’ opinions of how they feel they are 

treated or perceived by general teachers and administrators. Music educators face 

challenges when music classes are considered “special” content and perceived as 

unimportant or less valuable than other classes or subjects. This is evident in the use of 

language associated with music education, and in the way music educators are utilized in 

educational organizations. However, the struggles of music educators are not the product 

of a unique set of circumstances; research suggests music teachers commonly experience 
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similar obstacles, particularly related to scheduling and additional non-musical 

responsibilities (Abril & Bannerman, 2015, p. 357).    

There is a contradiction that exists in U.S. public education when most citizens 

openly embrace and respect music, yet there are simultaneously existing perceptions that 

music education is somehow inferior to other subjects when music education is not fully 

implemented in the context of educational organizations (Creates, 2006, p. 11). Music is 

deeply embedded in the culture of the United States, yet music as a school subject is not 

valued as much as other subjects by the general public (Major, 2013, p. 18).   

The leadership in U.S. public education is responsible for the contradiction and 

misconceptions, since ultimately, they are the people responsible for the high-level 

decisions being made within educational organizations, and the people responsible for 

either rejecting or nurturing a culture where the perceptions of music education exist. 

Research suggests administrators often highly value music education, and that some 

administrators express wanting to protect existing music programs from modifications 

that would eliminate or diminish the program (Major, 2013, p. 14). Yet, some principals 

may continue to make the decision to cut music, even when they are aware of the overall 

benefits a music program has on the specific school community, regardless of the 

geographic location or socioeconomic status of the students.   

Music education is an integral part of a United States public education 

curriculum. School leaders most likely understand research indicates there are positive 

impacts on overall education as a direct result of music education, yet they are willing to 

shift their focus away from music education and toward tested subjects, even when 

research has shown music education can make improvements to academic achievement in 
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those same subjects. Through the research of educators’ and administrators’ opinions and 

perspectives of music education, there will be a more in-depth understanding of why 

music education programs in public education are often highly praised publicly, but in 

practice not highly valued. The study took a fresh look at the current perspectives of 

music education in U.S. public education and applied the newfound knowledge in the 

context of educational leadership. The study also confirmed many of the perceptions of 

music education discussed in this literature review, with the intent to acknowledge and 

restore the perception that music education is an indispensably valuable subject and tool 

for learning in U.S. public education, and that decisions in educational leadership be 

made accordingly.    

Research Question  

The intention of this study was to address and answer the following research 

question: To what extent do elementary school teachers and elementary school principals 

value music education as a contributing component of the academic program?  
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CHAPTER 3 

METHODOLOGY 

Introduction 

This study examined public educators’ perspectives of the value of music 

education as a component of an academic program. The study consisted of gathering 

information from educators in elementary schools and K-8 schools to determine the 

extent to which they value music education as an important and contributing component 

of an academic program in public education. As indicated by the literature review, there 

are still questions that need to be addressed that will drive the methodology of choice. 

What are educators’ perceptions of music education in an academic program when 

compared to other subjects or areas of study? What factors or experiences contribute to 

how educators perceive the value of music education? How do perceptions of music 

education align between teachers and principals? 

Research Model  

The model below (Figure 3.1) is a visual representation of the processes that 

drove the study. Music education is presented as an overall area of the school curriculum, 

which can be valued differently according to the role of the educator. The underlying 

variables within the two categories of educators are factors such as training, experience, 

and perceptions. The role of the educators and the underlying variables influence how 

music education is perceived in schools and impact the education of students.  
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Figure 3.1 

Research Model 
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Research Design  

The research for this study was conducted through a mixed methods approach. 

Mixed methods helped to create a larger context for these questions and an opportunity to 

explore specific issues more deeply. According to academics John W. Creswell and J. 

David Creswell (2017) the researcher brings together approaches that are included in both 

the quantitative and qualitative formats in a mixed methods design format (p. 4). As this 

study sought to understand the perceptions of educators, it was important to use a mixed 

methods approach for the creation of knowledge through quantitative measures, which 

then connected these quantitative measures with the creation of knowledge through a 

qualitative interpretive process.  

A mixed methods approach was intended to provide a way for the researcher to 

understand educators’ perceptions of music education, but also provide a backdrop for 

the underlying factors which drive these perceptions. An understanding of the 

backgrounds, training, and experiences of educators needed to be ascertained, as these 

factors are likely to influence how music education is perceived as both a subject of 

study, as well as a tool for learning. Educators’ perspectives of music education were the 

crucial component of the study, but it is also essential to understand to what extent 

educators value music education intrinsically, particularly when compared to other “core” 

subjects.  Understanding the extent to which educators believe music education is 

valuable as a “stand-alone” subject or a supplemental or extracurricular activity were 

areas of focus, as this perspective could possibly influence the decision-making of 

educational leaders.  
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It is also important to understand how the perceptions of music education align 

between teachers and principals, and to explore whether one of these categories of 

educators values music education more than the other. This was paramount to the study 

in the context of educational leadership, since a mutual understanding of music education 

and its perceived value can greatly impact to what extent a music program is 

implemented and supported in a public school setting. A mixed methods approach 

allowed the researcher to make concrete quantitative measures of educators’ perspectives, 

and then to connect these measures to qualitative analyses to understand the preeminent 

reasons as to how and why the perspectives, perceptions and opinions are formed.   

The mixed methods design of this study was selected by the researcher based on 

the pragmatic paradigm belief. According to Mertens (2020), utilizing a mixed methods 

approach aligns with the pragmatic paradigm allowing “the researcher to choose the 

methods or combination of methods that work best for answering their research 

questions” (p. 38). The study and the design of the study was driven by the researcher’s 

observations, experiences, and assumptions of music education in the context of public 

education. A mixed methods approach allowed the researcher to make choices about 

which qualitative and quantitative measures were used in the study in order to make 

connections or identify potential contradictions in the results of the study. 

Utilizing a mixed methods design for the study added to the “richness” of the 

study and contributed to a robust understanding of educators’ perspectives of music 

education in the public school setting. Employing quantitative and qualitative methods 

together provided a way to examine educators’ perspectives while exploiting each 

method’s advantages. According to research methodologist Earl Babbie (2012), author of 
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The Practice of Social Research, through quantification the researcher will have the 

option and “possibility of statistical analyses, ranging from simple averages to complex 

formulas and mathematical models” (p. 25). Essentially, the choice of utilizing a 

quantitative approach helped to quantify information collected and analyze accordingly. 

Simultaneously, qualitative measures were also advantageous to the researcher because 

they captured crucial knowledge through the scrutiny and interpretation of the language 

used by the participants in the study.  

The design of this study was also inspired and modeled after two articles that 

examine perspectives of educators in the context of music education, both of which were 

led by Carlos Abril. In the article “The State of Music in Secondary Schools: The 

Principal’s Perspective” written by Carlos Abril and Brent Gault, a survey was 

distributed to principals which included closed-ended questions, such as Likert-type 

questions, in combination with open-ended questions which required principals to 

“describe obstacles hampering their ability to support the music program at their school” 

(Abril and Gault, 2008, p. 71). The researchers were able to make connections between 

the quantitative and qualitative measures when they cross-referenced the data analyses 

from both approaches. The article “Perceived Factors Impacting School Music Programs: 

The Teacher’s Perspective” by Carlos Abril and Julie Bannerman also utilized a survey 

that included quantitative measures and qualitative measures, such as closed-ended 

questions, Likert-scale questions, and multiple open-ended questions. These two studies 

also align with the study through the analysis of variables which can have an effect on the 

educators’ perspectives. For example, these studies analyzed perspectives of educators 

and connected them to internal and external factors, such as training, school climate, 
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budgets, and standardized testing. Lastly, both of these articles align with the study and 

concerns of the researcher because both articles are from journals which advocate for and 

support music education, similar to the way the researcher of the study is also an 

advocate for and supporter of music education.  

Setting and Context  

The study was conducted in the context of public school organizations in the 

Commonwealth of Pennsylvania. The educational organizations were comprised of 

public schools, including charter schools, terminating in grade eight. This study focused 

on the perspectives of actively practicing public school teachers and principals from the 

Commonwealth of Pennsylvania in urban, suburban, and rural areas throughout the state. 

The intention of this study was to understand to what extent public school elementary 

school teachers and principals in Pennsylvania value music education as a contribution to 

an academic program and related components of an academic program. See Figure 3.1 

for a model of the design of this study. 

Population  

According to Babbie (2012) a population can mean “the group or collection that 

we’re interested in generalizing about” (p. 134). For the originally proposed study, the 

intentions were to generalize the perspectives of K-5 educators in the Commonwealth of 

Pennsylvania. However, the research was later expanded to include Pennsylvania K-8 

educators as well. The purpose for expanding the study was to increase the number of 

participants. The study focused primarily on practicing educators within two distinct 

categories: classroom teachers and principals. By categorizing participants according to 

the roles of the educators, the researcher was utilizing stratification, meaning the 
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“specific characteristics of individuals represented in the sample reflect the true 

proportion in the population of individuals with certain characteristics” (Creswell & 

Creswell, 2017, pp. 150-151). In the case of this study, the distinct characteristics of the 

individuals being identified were their roles in the context of their specific educational 

organization. The study focused on a study population, which was the “aggregation of 

elements from which the sample is actually selected” (Babbie, 2012, p. 135). The 

expectation was that not all of the potential candidates of the selected population would 

be willing or able to participate in the study. As such, the researcher relied on a random 

effects model assumption that respondents do not differ from non-respondents. 

Data Collection 

The initial phase of this study was data collection through the distribution of 

surveys to determine the roles, experiences, levels of understanding, and perceptions of 

the value of music education by the participants. The survey was based on The National 

Teacher and Principal Survey (NTPS) which is used by the National Center for Education 

Statistics (NCES), the primary federal entity for collecting and analyzing data related to 

education. The survey was distributed electronically to principals and collected using 

Qualtrics software. The data were collected and analyzed on a MacBook Pro laptop 

computer using SPSS statistical software.  

Once the data from the surveys were collected, follow-up interviews were 

conducted according to participants’ responses to the survey. The interviews were 

intended to be conducted in three possible formats: in-person, over the phone, or through 

electronic video communication. However, interviews were eventually conducted 

primarily through electronic video communication, and secondarily through phone 
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communication. In addition to the interviews, data were gathered through the collection 

of artifacts. According to Mertens (2020) “documents and artifacts can include personal 

and institutional documents” (p. 300), indicating that a school and/or district website was 

an appropriate source of information to gather data for the study. The focus was on 

school or district websites specifically for the principals participating in the follow-up 

interviews, since ultimately principals most likely have greater influence on what is 

posted on school or district websites than teachers. The design of the data collection 

provided breadth through the survey and depth through the interviews and artifacts.  

Sampling  

The mixed methods study used a single-stage sampling design for the quantitative 

component of the research. According to Creswell and Creswell (2017), “a single-stage 

sampling procedure is one in which the researcher has access to names in the population 

and can sample the people directly” (p. 150). The single-stage sampling design was 

appropriate in the study since the researcher was able to access names and contact 

information of public administrators in Pennsylvania, as they are readily available to the 

public.  

The criteria for conducting follow-up interviews were intended to be based on an 

algorithm created by the researcher, as a means of measuring and quantifying the 

responses. The goal of the algorithm was to ensure a uniform distribution of the 

respondents’ results of the surveys to identify potential candidates for follow-up 

interviews. The algorithm was meant to determine the conditions of their positions and 

ensured the full spectrum of responses were reflected in the requests for interviews. 

However, based on the lower than anticipated number of respondents, the interviewees 
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were selected based on convenience sampling. According to Creswell and Creswell 

(2017) convenience sampling is less desirable than a random sampling but is frequently 

used in research when “respondents are chosen based on their convenience and 

availability” (p. 150).     

Survey Design and Content  

The study utilized a survey created by the researcher which included closed- and 

open-ended questions. The closed-ended questions were a combination of questionnaire 

style questions, which determined the demographics of the participants related to their 

roles as educators, backgrounds, training, and opinions of various components of music 

education; and Likert-scale questions on topics in music education. The open-ended 

questions asked participants to describe specific aspects of their experiences, 

perspectives, and practices as they relate to education and more specifically music 

education. The questions used in the survey are listed in Appendix A. As the study was 

focused on the perceptions of a large population, utilizing a survey for this study was 

ideal. According to Babbie (2012) surveys are “excellent vehicles for measuring attitudes 

and orientations in a large population” (p. 229). 

Interview Design and Content  

The study also employed follow-up interviews with questions created by the 

researcher. The interview questions provided an in-depth understanding of educators’ 

perceptions, by asking the participants to describe and further elaborate upon opinions, 

perspectives, and practices acknowledged in the initially distributed surveys. The 

researcher had the option and choice to probe interviewees further while conducting the 

interviews, when and if deemed necessary based on the contexts and trajectory of the 
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interview. This provided a deeper understanding of the participants’ perceptions of music 

education as “qualitative data, in short, can be richer in meaning than quantified data” 

(Babbie, 2012, p. 25). As the researcher’s experiences, opinions, and assumptions drove 

the research methods design, a mixed methods choice was appropriate since in a mixed 

methods design “researchers make choices about the type and sequence of data collected” 

(Mertens, 2020, p. 414). The interview questions are listed in Appendix A. 

Data Analysis  

In the mixed methods approach to this study, data analyses were focused on the 

two forms of data collection: survey research and phenomenological research. Survey 

research was optimal for the proposed study because the initial data collection consisted 

of a large population and the perceptions of that population. According to Creswell and 

Creswell (2017), “survey research provides a quantitative or numeric description of 

trends, attitudes or opinions of a population by studying a sample of that population” (p. 

147). By using a survey, the researcher was able to generalize from a smaller sample of a 

large population. Phenomenological research was also ideal for the proposed study, since 

the researcher was interested in understanding underlying factors related to the 

perceptions of the participants. As Creswell and Creswell (2017) explain, 

“phenomenological research is a design of inquiry coming from the philosophy in which 

the researcher describes the lived experiences of individuals about a phenomenon as 

described by participants” (p. 13). Essentially, the data analysis of this study was 

conducted by applying numerical generalizations to surveys given to a large population, 

then performing another data analysis by applying non-numerical descriptions to text 

transcribed from interviews of selected participants.  
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The first phase data analyses were based on results of the surveys. This first 

quantitative phase of the study provided an opportunity to generalize the results of the 

surveys and set the context for the research through numerical and statistical analysis. 

Data came from surveys administered to all teachers and principals eligible to participate 

in the study. The surveys aimed to identify the demographics and gauge the ethical 

orientations of the principals and teachers, as well as their experiences as they were 

applicable to music education and their music education program. The researcher used 

univariate analyses, by measuring the role of the participant in the context of public 

education. Babbie (2012) states that a univariate analysis is “the simplest form of 

quantitative analysis [and] involves describing a case in terms of a single variable” (p. 

418).  

In the case of the study, the participants were categorized into five distinct roles: 

principals, classroom teachers, music teachers, teaching support, and staff. However, the 

primary focus of the study was on two distinct roles: principals and classroom teachers. 

Bivariate analyses and multivariate analyses were also used to measure relationships 

between the two variables. According to Babbie (2012), “bivariate analysis focuses on 

the variables and their empirical relationships” (p. 430). Babbie also defines a 

multivariate analysis as “the analysis of more than two variables simultaneously [and] 

can be seen as an extension of bivariate analysis” (p. 434). By utilizing bivariate and 

multivariate analyses, the researcher was able to quantify the results of the survey to 

determine relationships and patterns in a numerical generalized manner.  

The second phase of the data analysis was conducted through the gathering of 

information from open-ended questions of the survey, follow-up interviews, and artifacts. 
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The questionnaires served as the basis for follow-up interview questions, as well as the 

selection of the participants who were requested to be interviewed. Data were collected 

from semi-structured interviews created by the researcher with little or no variation. 

However, there were opportunities for the researcher to ask probing questions to gain a 

greater insight into what the participants were saying during the interview. The probing 

questions were designed with the intention of revealing the participants’ understanding, 

reasoning, and emotions behind their statements.  

In addition, artifacts connected to selected participants who were interviewed 

were analyzed to gain a deeper understanding of their perceptions of music education. 

For example, available institutionalized documents, such as school or district websites 

containing text and images, were examined with the intention of further interpreting the 

true perceptions of music education based on how music education was presented in the 

context of the digital representation of the specific school or district.  

Speech from the audio recordings of the interviews was transcribed immediately 

after the interviews using Otter.ai software. As Otter.ai provided the researcher with a 

quick and accurate transcription of the audio recording during the interview phase of the 

study, simultaneous procedures were used. According to Creswell and Creswell (2017) 

simultaneous procedures allow researchers to develop qualitative analyses as an ongoing 

process by conducting interviews at the same time as “researchers may be analyzing an 

interview collected earlier” (p. 192). In this way the researcher was able to conduct 

interviews at the same time as preparing for the final written report of the findings and 

analyses of the study.   
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Text from the survey, interviews, and artifacts was analyzed using a coding 

schema to identify patterns regarding vocabulary associated with music education-related 

topics. The researcher relied on hand coding when analyzing the data. Specific keywords 

and phrases were labeled and organized to identify potential themes, relationships, and 

reoccurrences throughout the transcripts. This second qualitative phase of the study 

provided deeper understanding, since it was an analysis of the educators’ perceptions 

based on their use of verbal and written words, and the meaning and ideas behind those 

words. Refer to Appendix D for the codebook used during qualitative analyses.       

Ethical Considerations  

To approach the study in an ethical manner, it was important to ensure the 

participants were willing to contribute to the study. To do this, all participants completed 

a paper or electronic consent form, whichever was most practical for the specific 

participant in the necessary circumstance. The consent forms not only provided the 

researcher with documentation of the participants’ willingness to participate, but also 

informed participants that they were permitted to end their participation in the study at 

any time, and guaranteed that their contributions to the study were protected and 

remained anonymous before, during, and after the research processes. In order to capture 

the true opinions and the genuine perceptions of music education, it was crucial that the 

participants felt confident that their identities remained anonymous. I protected the 

identity of the participants, including but not limited to storing all data securely, and 

discarding the data after the dissertation process concluded following the prescribed 

protocols for archiving data.  
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To ensure the confidentiality of all participants in the study, all email 

correspondences were generated, distributed, and received through the researcher’s 

personal and secure student email account which is managed and protected by Temple 

University. After data was collected, all correspondences were permanently deleted from 

the account.  

Role of the Researcher  

The primary researcher was a K-8 general music teacher in an urban school 

district in Pennsylvania and a member of their school leadership team. In the past, the 

researcher worked as a first grade teacher and as a second grade teacher in the same 

educational organization. Experiences in those roles as a professional public school 

educator made the researcher aware that music education was inequitably distributed to 

students in public education. This was also apparent through personal observations of 

various aspects of music education programs of schools in other rural, suburban, and 

urban contexts.  

Through their professional experience, the researcher had also been led to believe 

that music education, to a great extent, was tremendously undervalued through 

conversations with school personnel and central office leaders. The assertion was that 

music education was undervalued on multiple levels ranging from the opinions and 

mindsets of educators to the policies of educational organizations and its status in 

institutionalized public education. This was the assumption that motivated the researcher 

to explore and better understand this issue.  

As a practicing musician, a professional educator, and an advocate for music 

education, the researcher was astounded by the negative perceptions of music education, 
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the inequities in music education, the lack of unconditional support of music programs, 

and the general disregard of the value music programs can bring to virtually any public 

educational organization. Nevertheless, it was crucial for the researcher to remain neutral 

during the research processes, and not allow personal biases or presumptions direct 

methodology or influence conclusions of the data analyzed. The quantitative components 

of this study supported the integrity of the data collection and analysis despite the 

researcher’s personal views and experiences. To protect the fidelity of the study and 

prevent personal perspective from influencing any data gathering or outcomes, the 

researcher did not disclose their professional role as a music educator or personal stance 

on music education to any of the participants who were not already aware of these 

characteristics.  

Limitations  

The study was designed with the intention of providing a profound understanding 

of how educators perceive and value music education as a component of an academic 

program. It was expected there would be varying opinions and perspectives of music 

education among the participants in the study, and potentially more varied opinions 

between participants who serve in different roles as educators. It was also expected that 

the findings of the study could lead to a explanation of why there are differing 

perceptions. Although the study contributed significantly to educational leadership in 

public education, there were at least three limitations.  

The first limitation was that the study included only participants who were 

educators within the Commonwealth of Pennsylvania. Focusing the study on only the 

Commonwealth of Pennsylvania was intentional, as educational policies can vary from 
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state to state. Also, the researcher was certified through the PDE, employed by a school 

district overseen by the PDE, and resided in Commonwealth of Pennsylvania. However, 

this resulted in limitations since the findings of the study may not be truly representative 

of the perceptions of music education for all public educators in the United States.  

The second limitation was that there was a self-selection bias since participation 

in the study was entirely voluntary. Participants may have had certain characteristics or 

specific reasons when choosing to participate in the study, which could have created 

results which may have differed from those who chose not to participate. This was a 

limitation because the participants selected themselves for the study in a nonprobability 

sampling, causing the sample to be biased. 

The third limitation was reactivity. It was possible that participants reacted to the 

questions being asked which led to potential errors in the information gathered in the 

survey and the interview questions. Ultimately, the aforementioned limitations had the 

potential to restrict the generalizations that were made. 

Timeline 

The following table (Table 3.1) was the timeline for the tasks required to 

complete the study. The dates were subject to change according to the actual completion 

of the tasks listed in consecutive order. It is important to note the dates of the tasks 

overlapped when the researcher found it appropriate to begin a task before the preceding 

task was fully completed. For example, it was appropriate to begin developing a coding 

schema before the conclusion of the interviews. Similarly, it was appropriate to begin 

writing the final draft of the dissertation prior to March 2021, as the writing of the 

dissertation was ongoing throughout the entire process. 
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Table 3.1 

Timeline of the Tasks Required to Complete the Study 

Dates Task 
June 2021 Submitted IRB proposal for approval 

June 2021 - August 2021 Development of participant list 
August 2021 - October 2021 Administered surveys / Analyses of surveys 
November 2021 - December 

2021 Gathered artifacts / Conducted interviews 

January 2022 - March 2022 
Analyses of transcripts and artifacts / Initial drafts of 

dissertation 
March 2022 - May 2022 Final draft of dissertation / defense 

 

Conclusion  

As a mixed methods study, data was produced in both qualitative and quantitative 

forms. A quantitative approach provided the researcher with the “large picture” of 

educators’ perceptions of music education in a numerical and generalized collection and 

analyzation of data. This approach helped the researcher gain a broad and general 

understanding of these perceptions as they exist in the context of public education. A 

qualitative approach took the study one step further by helping the researcher to truly 

“dig in” to the quantitative measures to gain a deeper understanding of the underlying 

factors. Through a non-numerical collection and analyzation of data, the researcher 

explored the human elements of data, such as experiences, emotions, and opinions.  

This study was designed as mixed methods approach in an effort to understand 

how music education is valued, and how potential misunderstandings of music education 

can have a profound impact on how music education is implemented in public schools. 

Understanding these perceptions among educators is of great importance in public 

education because music education is an integral component of students’ educational 
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experience. Music education is also a significant factor in the academic achievement of 

students. As such, this study is relevant to at least three specific constituents: researchers, 

policy makers, and educational leaders. All three of these constituents could potentially 

benefit from the study, since understanding how perceptions impact the quality of music 

programs is relevant in each of the respective areas of the constituents. However, the 

study may be of greatest importance to educational leaders such as principals, because 

perceptions will directly influence decision-making in how music education is 

implemented on the school or district level. 
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CHAPTER 4 

DATA ANALYSIS AND FINDINGS  

Introduction  

The primary focus of this study was to understand educators’ perceptions of 

music education as a component of an academic program. The study examined 

educators—teachers, principals and other staff—from different schools across the state of 

Pennsylvania to learn their opinions of music education and how they valued music 

education compared to other subjects. The study also focused on understanding what, if 

any, underlying factors or personal experiences contributed to educators’ perceptions of 

music in public educational organizations. Ultimately, the participants’ perceptions of 

music education and underlying factors were analyzed so as to understand any alignment 

between teachers and principals. The mixed methods research design of this study is 

thoroughly outlined in chapter three, including the research model for the study shown in 

Figure 3.1. 

The independent variables of this study were comprised of the educators’ gender, 

race/ethnicity, region of origin, role in education, years of experience, job satisfaction, 

level of education, and exposure to music. The dependent variable is the educators’ 

perceptions of music as a component of the academic program. Table 4.1 below outlines 

the research questions for this study, the data sources, and the analyses of the quantitative 

and qualitative data in this mixed methods study. The questions are identified according 

to their data source and the analyses. 
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Table 4.1 
 
Research Questions, Data Sources, and Analyses 
 

Research questions Data source Analysis 

What are educators’ 
perceptions of 

music education in 
an academic 

program when 
compared to other 
subjects or areas of 

study? 

Survey Quantitative 

Univariate analysis: measuring the role 
of the participant in the context of 

public education 
Bivariate analysis: measuring 

relationships between the two variables 
(perceptions of music education / 

perceptions of other areas of study) 
Interviews Qualitative Coding schema 
Artifacts Qualitative Coding schema 

What factors or 
experiences 

contribute to how 
educators perceive 
the value of music 

education? 

Survey Quantitative 

Univariate analysis: measuring the role 
of the participant in the context of 

public education 
Bivariate analysis: measuring 

relationships between the two variables 
(personal background / perceived value 

of music education) 
Multivariate analysis: measuring 

relationships between the dependent 
variable (perceptions of the importance 

of music in the elementary school 
curriculum) and multiple independent 

variables 
Interviews Qualitative Coding schema 
Artifacts Qualitative Coding schema 

How do perceptions 
of music education 

align between 
teachers and 
principals? 

Survey Quantitative 

Univariate analysis: measuring the role 
of the participant in the context of 

public education 
Bivariate analysis: measuring 

relationships between the two variables 
(role of the educator / perceived value 

of music education) 
Interviews Qualitative Coding schema 

 Artifacts Qualitative Coding schema 
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Data Collection 

The first phase of data collection consisted of a questionnaire sent out to public 

school principals in the Commonwealth of Pennsylvania. A list of public schools in the 

Commonwealth of Pennsylvania was compiled using the National Center for Education 

Statistics (NCES) website. A search of these schools was refined using the following 

criteria: lowest grade, highest grade, included grade, public/private/charter. Once a list 

had been generated, it was exported into an excel spreadsheet. Using the NCES generated 

list of schools, a search for the principal email addresses associated with the individual 

schools was conducted. As shown in Table 4.2, a total of 709 schools were listed on the 

NCES website that fit the selected criteria of the search. The greatest number of 

Commonwealth of Pennsylvania public schools listed were K-5 schools (510, 72.0.%), 

followed by K-8 schools (117, 16.5%), 3-5 schools (37, 5.2%), 1-5 schools (20, 2.8%), 

and 4-5 schools (17, 2.4%). The fewest amount of Pennsylvania schools listed on the 

NCES website that fit the selected criteria for the search was 2-5 schools (8, 1.1%).   

Table 4.2 
 
Information on Schools Listed NCES website 
 

 Schools listed on NCES website  
K-5 510 (72.0%) 
1-5 20 (2.8%) 
2-5 8 (1.1%) 
3-5 37 (5.2%) 
4-5 17 (2.4%) 
K-8 117 (16.5%) 

Total 709 (100.0%) 
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At the time when the search for the email addresses was conducted, the cross 

referencing of school names with online resources resulted in the ability to locate 

principal email addresses for the school listed on the NCES website. As shown in Table 

4.3, most of the email addresses were publicly available online (652, 92.0). However, 

some of the principals’ email addresses were unavailable or not locatable (57, 8.0%). 

Table 4.3 below shows further details on the availability of principal email addresses as 

they correspond to the specific school type listed on the NCES website.  

Table 4.3 
 
Information on Principals’ Publicly Available Email Addresses Online 
 

 Schools 
listed 

Principal email 
addresses available 

Principal email 
addresses not available 

K-5 510 483 (94.7%) 27 (5.3%) 
1-5 20 19 (95.0%) 1 (5.0%) 
2-5 8 8 (100.0%) 0 (0.0%) 
3-5 37 36 (97.3%) 1 (2.7%) 
4-5 17 17 (100.0%) 0 (0.0%) 
K-8 117 89 (76.1%) 28 (23.9%) 

Total 
number 709 652 (92.0%) 57 (8.0%) 

 
The online resources used to gather principals’ email addresses were websites. 

Most of the publicly available principals’ email addresses were obtained through one 

specific website: greatschools.com (541, 83.0%). The remainder of the publicly available 

principals’ email addresses were obtained through school-specific websites which were 

found through an online search based on the school names listed on the NCES website 

(111, 17.0%). Table 4.4 below shows further details on the online resources used to 

gather principals’ email addresses. 
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Table 4.4 
 
Information on the Origin of Principals’ Publicly Available Email Addresses Online 
 

 Greatschools.com School website Total 
K-5 schools 409 (84.7%) 74 (15.3%) 483 (74.1%) 
1-5 schools 18 (94.7%) 1 (5.3%) 19 (3.0%) 
2-5 schools 6 (75.0%) 2 (25.0%) 8 (1.2%) 
3-5 schools 32 (88.9%) 4 (11.1%) 36 (5.1%) 
4-5 schools 15 (88.2%) 2 (11.8%) 17 (2.6%) 
K-8 schools 61 (68.5%) 28 (31.5%) 89 (13.7%) 

Total 541 (83.0%) 111 (17.0%) 652 (100.0%) 
 

The second phase of data collection consisted of interviews to provide further 

depth into educators’ perceptions of music education. At the end of the survey, 

respondents were asked if they were willing to participate in a follow-up interview and 

asked to provide their email address if they were willing to do so. At the onset of the 

study, the intention of the researcher was to create a formal algorithm to fully represent a 

broad range of the perspectives of the respondents. Since the responses to the survey 

were fewer than anticipated, the study relied on convenience sampling to select the 

participants in the interview. Due to the limited number of responses, music teachers 

were also considered eligible to participate in the interviews at that point in the study. An 

additional consideration was the potential for music teachers to provide valuable insight 

into the research topic. 

The third phase of data collection relied on artifacts connected to the principals 

who participated in the follow-up interviews. Of the 10 respondents to the survey who 

were selected to participate in follow-up interviews, five of the interviewees were 

principals. The five principals provided the names of their schools during their initial 
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responses to the survey and provided the names of their schools during the interviewing 

processes. In all, five artifacts/websites were used as the sources for artifact data 

collection. 

Through an online search using the school names provided, websites for all five 

schools were found. Names of the principals found on the websites were cross-referenced 

with the names of the interviewees to confirm they were the correct websites. Four of the 

five websites were confirmed by cross-referencing the names of the principals, but one of 

the websites showed a different name listed as an interim principal. The school website 

was confirmed as the correct website through an email correspondence with the principal 

via an email address hosted by the school district where the principal was employed.  

Characteristics of the Survey Respondents 

In all, there were 135 respondents to the survey. When asked to identify their role 

at the educational organization where they were currently employed, respondents 

identified themselves as classroom teacher (64, 47.4%), music teacher (17, 12.6%), 

principal (34, 25.2%), teaching support (12, 8.9%), or staff (8, 5.9%). Table 4.5 below 

shows the details of the roles of the respondents to the survey. 

Table 4.5 
 
Information on the Role of the Respondents to the Survey  
 

Role Number of respondents 
Classroom teacher 64 (47.4%) 

Music teacher 17 (12.6%) 
Principal 34 (25.2%) 

Teaching support 12 (8.9%) 
Staff 8 (5.9%) 
Total 135 (100.0%) 
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The respondents to the survey were also asked to identify their gender. As shown 

in Table 4.6, most of the survey respondents identified as female (102, 75.6%) and the 

remaining survey respondents identified as male (33, 24.4%).  

Table 4.6 
 
Information on Gender of Survey Respondents 

 
Gender Number of survey respondents 
Male 33 (24.4%) 

Female 102 (75.6%) 
Total 135 (100.0%) 

 

As indicated in Table 4.7, most of the respondents identified as White (124, 

91.9%) followed by survey respondents who identify as African American or Black (6, 

4.4%). Table 4.7 below shows the details of the race/ethnicity of the respondents to the 

survey. 

Table 4.7 
 
Distribution of Survey Respondents by Race/Ethnicity 

 
Race/Ethnicity Number of respondents 

African American or Black 6 (4.4%) 
Asian 1 (0.8%) 

Hispanic 3 (2.2%) 
White 124 (91.9%) 
Other 1 (0.8%) 
Total 135 (100.0%) 

 

Respondents to the survey were also asked to indicate where they were “originally 

from” specific to their region of origin. Most of the respondents indicated they were from 

the Northeast and Mid-Atlantic regions (121, 89.6%). The remaining 14 respondents 
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(10.4%) indicated they were from regions outside of the Northeast and Mid-Atlantic 

regions. Table 4.8 below shows the details on the respondents’ regions of origin. 

Table 4.8 
 
Distribution Respondents by Regions of Origin 
 

Regions Number of respondents 
Northeast and Mid-Atlantic regions 121 (89.6%) 

Southeast region 4 (3.0%) 
Midwest region 3 (2.2%) 

Northwest region 1 (0.7%) 
Southwest region 2 (1.5%) 

Other 4 (3.0%) 
Total 135 (100.0%) 

 

Survey respondents were asked to indicate how many years they have been 

employed as educators. The greatest number of survey respondents indicated they had 16 

– 25 years of experience in education (48, 35.6%). Most of the respondents to the survey 

were educators who had between six and 25 years of experience in education. Table 4.9 

shows the full range of the educators’ years of experience.  

Table 4.9 
 
Distribution of Respondents by Years of Experience as Educators 
 

Years of experience Number of respondents 
Less than 1 year 1 (0.7%) 

1 - 5 years 14 (10.4% 
6 - 15 years 45 (33.3%) 
16 - 25 years 48 (35.6%) 
26 - 35 years 25 (18.5%) 

35+ years 2 (2.2%) 
Total 135 (100.0%) 
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Respondents to the survey were asked to indicate their post-secondary level of 

education. Most of the respondents reported that their highest level of education was a 

bachelor’s degree (126, 93.3%). The highest level of higher education degree earned was 

a doctoral degree (10, 7.4%). Table 4.10 below shows further details on the respondents’ 

levels of education. 

Table 4.10 
 
Information on Respondents’ Levels of Education 
 

Degree Number of respondents 
Associates 15 (11.1%) 
Bachelors 126 (93.3%) 
Masters 108 (80%) 
Doctoral 10 (7.4%) 

Other 12 (8.9%) 
Total 135 (100.0%) 

 

Survey respondents were asked to rate how satisfied they were with their work as 

an educator. Most educators indicated they were somewhat satisfied with their work (58, 

43.0%) followed by educators who indicated they were extremely satisfied with their 

work (46, 34.1%). Table 4.11 below shows all 135 of the respondents’ job satisfaction 

ratings in detail. 

Table 4.11 
 
Information on Job Satisfaction of the Respondents to the Survey 
 

Job satisfaction rating Number of respondents 
Extremely dissatisfied 10 (7.4%) 
Somewhat dissatisfied 16 (11.9%) 

Neither satisfied nor dissatisfied 5 (3.7%) 
Somewhat satisfied 58 (43.0%) 
Extremely satisfied 46 (34.1%) 

Total 135 (100.0%) 
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Characteristics of the Interviewees 

Of the 135 respondents to the survey, 71 (52.6%) indicated that they would be 

willing to participate in a follow-up interview and provided their email address. Table 

4.12 below shows the details of the educators who agreed to be interviewed and provided 

an email address. 

Table 4.12 
 
Number of Volunteers for Follow-up Interviews 
 

Role Number of respondents Number of interview volunteers 
Classroom teacher 64 (47.4%) 29 (45.3%) 

Music teacher 17 (12.6%) 15 (88.2%) 
Principal 34 (25.2%) 18 (51.4%) 

Teaching support 12 (8.9%) 4 (33.3%) 
Staff 8 (5.9%) 5 (62.5%) 
Total 135 (100.0%) 71 (52.6%) 

 

Of the 135 respondents who volunteered to be interviewed, 115 respondents met 

the criteria for interview selection based on their primary roles in their schools: classroom 

teacher, music teacher, or principal (85.2%). Of the 115 respondents who met the criteria, 

62 (53.9%) indicated they were willing to participate in a follow-up interview and 

provided their email address. Table 4.13 below shows the details of the willing and 

eligible candidates for follow-up interviews. 

Table 4.13 
 
Number of Eligible Volunteers for Follow-up Interviews 
 

Role Number of eligible respondents Number of eligible volunteers 
Classroom teacher 64 (55.7%) 29 (45.3%) 

Music teacher 17 (14.8%) 15 (88.2%) 
Principal 34 (29.6%) 18 (52.9%) 

Total 115 (100.0%) 62 (53.9%) 
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When eligible volunteers were contacted to schedule interviews, many did not 

respond. Eighteen (29.0%) of the 62 volunteers responded to the initial email contact 

request to schedule interviews. The final selection of the 10 interviewees consisted of five 

principals (5, 50.0%), three classroom teachers (3, 30.0%), and two music teachers (2, 

20%). Table 4.14 below shows the number of interviewees based on their given role in 

their educational organization. 

Table 4.14 
 
Number of Interviewees by Role 
 

Role Number of interviewees 
Principal 5 (50.0%) 

Classroom teacher 3 (30.0%) 
Music teacher 2 (20.0%) 

Total 10 (100.0%) 
 

As indicated in Table 4.15, half of the interviewees identified as female (5, 50%) 

and half identified as male (5, 50%). Table 4.15 below shows the gender of the 

interviewees.  

Table 4.15 
 
Information on Gender and Roles of Interviewees 
 

Gender Number of interviewees 
Male 5 (50.0%) 

Female 5 (50.0%) 
Total 10 (100.0%) 

 

The interviews were conducted in two different formats: Electronic video 

communication (Zoom) and over the phone. All interviews were audio recorded and later 
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transcribed to text. Half of the interviewees fulfilled a leadership role as principal (5, 

50%) and four out of the five principals worked in elementary schools. One principal had 

recently transitioned into the role of a high school principal, but formerly served as a 

principal in an elementary school. Three elementary school classroom teachers 

participated in the follow-up interviews (3, 30%) as well as two elementary school music 

teachers (2, 20%). Table 4.16 below shows further details of the specific role of the 

interviewees and the format in which they were interviewed. 

Table 4.16 
 
Specific Roles of Interviewees and Interview Formats 
 
Interviewee Role Interview format 

1 Elementary school kindergarten inclusion 
classroom teacher Telephone 

2 High school principal, former elementary 
school principal Electronic video communication 

3 Elementary school principal Electronic video communication 

4 Elementary school autistic support 
teacher Electronic video communication 

5 Elementary school principal Electronic video communication 
6 Elementary school principal Electronic video communication 
7 Elementary school 5th grade teacher Telephone 
8 Elementary school principal Electronic video communication 
9 Elementary school music teacher Telephone 
10 Elementary school music teacher Electronic video communication 

 

Job satisfaction of the survey respondents who were selected for a follow-up 

interview was scrutinized prior to the interviews, at which time they were asked to 

provide the reasons for their specific rating, and what would need to happen to change 

their rating. Most interviewees indicated they were somewhat satisfied with their work (6, 

60%). The only interviewee who indicated they were extremely satisfied with their work 
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was a principal (1, 10.0%). On the other hand, none of the teachers indicated they were 

extremely satisfied with their work (0, 0.0%), while the only interviewee to indicate they 

were extremely dissatisfied with their work was a classroom teacher (1, 10.0%). Table 

4.17 below shows all the interviewee ratings of their job satisfaction.  

Table 4.17 
 
Information on Job Satisfaction of Interviewees 
 

 Principal Classroom teacher Music teacher Total 
Extremely 
dissatisfied 0 (0.0%) 1 (33.3%) 0 (0.0%) 1 (10.0%) 

Somewhat 
dissatisfied 1 (0.0%) 0 (0.0%) 0 (0.0%) 1 (10.0%) 

Neither satisfied or 
dissatisfied 0 (0.0%) 1 (33.3%) 0 (0.0%) 1 (10.0%) 

Somewhat satisfied 3 (60.0%) 1 (33.3%) 2 (100.0%) 6 (60.0%) 
Extremely satisfied 1 (20.0%) 0 (0.0%) 0 (0.0%) 1 (10.0%) 

Total 5 (50%) 3 (30%) 2 (20%) 10 (100.0%) 
 

Characteristics of the Artifacts/Websites 

The artifacts used in this study were the websites that digitally represented the 

public schools where the principals were employed, as the principals ultimately had 

control of the school websites and the content posted on the given website. All five of the 

websites were fully operational, and except for the one oversight of an incorrect principal 

listed on one of the websites, all the websites appeared current and updated at the time of 

the qualitative analyses. Four of the websites were for elementary schools, and one 

website was for a high school. Analyses were conducted on the high school website 

because the principal interviewee had recently transferred from an elementary school 

principal position to a high school principal position. 
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All five websites had an abundance of information about their specific school, as 

well as information about their given school districts. Examples of information on the 

websites included messages/letters from administrators, photographs, calendars, listings 

of faculty members, and details about academics, curriculum, and activities. Most of the 

content posted on the school websites was unique to the given school, but also officially 

governed by the given school district. This was evident through many of the URL and 

website links that were embedded within the websites.  

All five websites contained content directly related to music to varying degrees. 

For example, some of the websites had embedded images of students performing music, 

and musical events listed in their calendars. One website had a list of digital resources 

that included links to music vendors, links to national music organizations, and links to 

state level music standards. However, one website had a listing of the school music 

teacher as the only music-related content on their school-specific website. 

Underlying Themes in the Research 

This mixed methods study consisted of 135 respondents to a survey, 10 of whom 

were selected for follow-up interviews. As the quantitative and qualitative data analyses 

were conducted, 14 underlying themes emerged; some expected, some not. The following 

list contains the themes that appeared during the design and data analyses of this study in 

alphabetical order: 

• Academics 

• Cognitive development 

• Community  

• COVID-19 
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• Cross-curricular connections 

• Curriculum 

• Exposure to musical elements 

• Funding 

• Job satisfaction 

• Music in the classroom 

• Participation in music ensembles 

• Role of the educator 

• Supplementation 

• Well-rounded education 

Educators’ Perceptions of Music When Compared to Other Subjects 

All survey respondents were asked to rank subjects that are crucial for students to 

master in school. Respondents were asked to rank the subjects from most important to 

sixth most important. A clear pattern emerged in the subject rankings. Most educators 

ranked the subjects in the following order from most important to least important: reading 

/ English language arts, mathematics, science, social studies, music, and art. It is clear 

from the responses that music is perceived by most respondents as less important than 

reading, mathematics, science, or social studies. Furthermore, even though music was 

selected most by the respondents in the survey as the fifth most important subject, there is 

a difference of at least 10 percentage points in the number of respondents who selected 

music as an important subject to master when compared to the fourth ranked subject, 

social studies / history. The difference between the top ranked subject, reading / English 
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language arts, and music is over 50 percentage points. These rankings are consistently the 

same when narrowed down to only teachers and principals. Furthermore, except for the 

two music teachers, all the interviewees who ranked subjects in the survey chose reading 

and math as the top two most important subjects in school. Only principals ranked fine 

arts as third most important subject. Table 4.18 below shows how subjects were ranked 

by all the respondents in the survey and the percentages of the respondents who selected 

the given subject and ranking. The full responses of the rankings from the survey are 

found in Table 4.56, Table 4.57, Table 4.58, Table 4.59, Table 4.60, and Table 4.61 of 

Appendix E.  

Table 4.18 
 
Educators’ Ranking of Subjects of Importance in the School Curriculum 
 

 Subject by rank Number of 
respondents 

Number of respondents who selected 
the same top ranking 

1 Reading/ELA 126 99 (78.6%) 
2 Mathematics 125 91 (72.8%) 
3 Science 118 40 (33.9%) 
4 Social studies/history 106 36 (34.0%) 
5 Music 90 22 (24.4%) 
6 Art 78 24 (30.8%) 

 

During the interviews, there were instances when the interviewees revealed 

implicitly or explicitly that they did not value music education as much as other subjects. 

For example, one of the classroom teachers interviewed expressed the importance of 

music in school, while simultaneously implying that music is not necessarily a subject 

that they consider to be rigorous. This was apparent when the classroom teacher said: 

I think it [music] provides students an avenue of a career that they might not have 
thought about if there weren't those opportunities in school. You know, because if 
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you take that out of the school, then kids don't realize that there is an opportunity 
to have a career in music or playing an instrument or you know, that is something 
that they can pursue. So if we take that out, then that is gone. I also think it just 
gives kids a break. 
 

The same classroom teacher also expressed how they find value in music as a 

therapeutic tool in their classroom, but also explicitly expressed how music is not an 

academic or educational subject: 

I'm fully fine with a kiddo who's you know, working on something if they're 
humming or kind of lightly thumping on the desk, as long as it's not, you know, 
distracting to the other kiddos, you know, if that's a way for them to process or to 
deal with things, I just think that's a wonderful thing. And it's also, I think, a thing 
for them to be able to do to just accomplish and have success in their life, you 
know, because sometimes you have students who aren't great at education, and 
they can sing or maybe they can play an instrument. And so it gives them a way 
of feeling success in school, but not academically. 

 

Another classroom teacher expressed how they valued music as a tool in their 

classroom and understands the benefits of cross-curricular connections between music 

and other subjects. This is what the classroom teacher said about the advantages of using 

music in their classroom: 

It's [music] definitely a lot more present in the elementary level, I would say in 
the general classrooms, not just in the music classrooms. For example, like when 
we have morning meeting, we play a song every morning. And for my kids, they 
need a lot of repetition and consistency. So, if they recognize the song, and it's 
something that will stick with them, or if it's a song they've never heard of, they're 
not going to be interested. So every morning, we'll do the same songs, we'll do 
our little good morning song, then we'll do our calendar song. And honestly, that's 
one of the only ways I kind of get them to participate in a group setting.  

 

The same classroom teacher also went on to explain how music can be utilized as 

a meaningful activity that can provide students with a multitude of benefits. However, the 

classroom teacher also suggested students should have a choice about learning music 
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based on their skills and interest in the subject. This suggestion is something that would 

not be considered practical by most educators if applied to other subjects, such as reading 

or math. When asked about the strengths of the music program at their school, the 

classroom teacher stated: 

You know, how I feel about what the strengths are of ours, I think a lot of kids, I 
mean a lot of kids, whether they have a hard time at home or something, I think 
music could be a good outlet for them. I think a lot of kids also don't get the 
satisfaction of someone telling them that they're good at something. Whereas I 
think if music is something you're interested in, I think if you practice enough, 
you can hear that you're good at it. Like you don't have to be like that. I mean, I'm 
sure a lot of musicians question or think that they're not good at stuff. But I think 
it's a good skill that they can build on or teach themselves and stuff and they can 
get that self-gratification that they might not get from the classroom teacher. I also 
think that music education is a good way to help kids learn regulation skills. I 
mean, we use it in our room even I mean, just for helping them to learn how to 
calm themselves are happy, helping them to learn how to maybe get excited if it's 
time to get excited. But I would say that I think the first thing I said is probably 
the most important, kind of giving those kids the opportunity to decide if that's 
something they like, and if it's something they want to get good at. It's a good 
outlet and a good way for them to get that self-gratification of learning a new 
skill. 

 

Language used by educators that clearly indicated they did not value music as 

much as other subjects was not limited to the classroom teachers. Principals and music 

teachers who were interviewed also used such language. In the survey sent out during the 

first phase of data collection educators were asked to not only rank subjects in order of 

importance, but also to describe how music was included in their schools’ academic 

programs, how music was included in their schools’ activities, and how they think music 

can be implemented in a classroom or in a school. The full list of questions for the survey 

can be found in Appendix A.  
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Many of the respondents who chose to answer these questions described music in 

their school, classroom, or academic program in a very positive light. In general, the 

respondents expressed how music was an important and welcome component of 

education. At the same time, some of the respondents also used language that 

demonstrated they believed music was less important or valuable than other subjects. 

Furthermore, their chosen language indicated their perceptions of music in a school were 

often separate from other subjects of study, or not a subject at all. This perception of 

music being less important, less valuable, or separate from other subjects is most 

apparent when respondents described music in a context with the use of the word of 

academic. The following list are examples of how some principals, classroom teachers, 

and music teachers described music in the survey: 

• Music will allow an opportunity for those who do not succeed academically to 
shine. 
 

• Music can help in academic areas and social emotional areas as well. 

• There are many students who struggle to excel in academic areas but find their 
niche in music along with having a place to be involved. 
 

• Gives great opportunities for students who express themselves in ways other 
than academics. 

 
• Music builds social connections for students, enhances academic performance. 

 
• Music offers an outlet to those who are academically challenged. 

Music education not being valued by educators as much as other subjects was also 

evident in one of the artifact/website analyses. Specifically, this emerged in one of the 

elementary school websites in the context of music as an academic subject. On the 

homepage of the website, there was a dropdown menu labeled “Academics.” Under this 
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dropdown menu there was a link to access the Pennsylvania core standards through the 

Pennsylvania Department of Education website; two links for students to login and access 

remote learning resources; and one link to a separate art webpage with embedded art 

instruction videos and grade specific art lessons. There was nothing under the 

“Academics” dropdown menu related to music. However, under a separate dropdown 

menu labeled “Activities” there were links listed for school clubs, fitness, music, and art. 

Like the language used by educators in the survey and during the interviews, listing 

music on the website under “Activities” and not “Academics” demonstrates further that 

music is often perceived by educators as less valuable than other subjects, since the word 

“Activities” could apply to a task, hobby, or pastime with little or no connection to 

educational pursuits.  

Contributing Experiences and Factors to Educators’ Perceptions of Music 

As mentioned in the above section describing the characteristics of the 

respondents to the survey, educators were asked to provide information on how they 

identify themselves with respect to gender and race/ethnicity. A crosstabulation of the 

respondents’ gender and race/ethnicity indicated that there was no statistically significant 

relationship between a person’s gender or race/ethnicity and their perceptions of the 

importance of music in the elementary school curriculum, the importance of music in 

their school, or the rating of the music program in their school. Refer to Table 4.42, Table 

4.43, Table 4.44, Table 4.45, Table 4.46, and Table 4.47 in Appendix E to see the details 

of the crosstabulations. 

A crosstabulation was also done using the same questions about the perceptions of 

the importance of music in the elementary school curriculum, the importance of music in 
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their school, or the rating of the music program in their school by educators’ years of 

experience. No statistically significant relationship was found between the educators’ 

perceptions and their years of experience as educators. Refer to Table 4,48, Table 4.49, 

and Table 4.50 for further details on the cross tabulations.  

When the same questions about the perceptions of the importance of music in the 

elementary school curriculum, the importance of music in their school, or the rating of 

the music program in their school were cross-tabulated with degrees earned by the 

educators, one marginally significant relationship was found. Educators who are less 

educated, as evidenced by having only an associate’s degree, did not value music in their 

school as much as the educators who are more educated (8, 53.3%; 34, 28.3%). This 

relationship is marginally significant (χ2 = 8.348, ρ = .080). Table 4.19 below shows 

further details.  

Table 4.19  
 
Perceptions of the Importance of Music in Their School by Degrees Earned 
 

 Bachelor's degree 
or higher 

Associate’s 
degree Total 

Not at all 
important 2 (1.7%) 0 (0.0%) 2 (1.5%) 

Slightly 
important 24 (20.0%) 0 (0.0%) 24 (17.8%) 

Moderately 
important 34 (28.3%) 8 (53.3%) 42 (31.1%) 

Very 
important 36 (30.0%) 2 (13.3%) 38 (28.1%) 

Extremely 
important 24 (20.0%) 5 (33.3%) 29 (21.5%) 

Total 120 (88.9%) 15 (11.1%) 135 (100.0%) 
χ2 = 8.348, ρ = .080 
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Job satisfaction is related to valuing music in the elementary school curriculum as 

evidenced by a Chi-Square of 23.416, which is significant at the .024 level. On a 

percentage basis, educators who are most satisfied with their position or job value music 

in the elementary school curriculum (36, 78.3%) more than educators who are less 

satisfied (43, 48.3%). See Table 4.20 below for further details. 

Table 4.20 
 
Perceptions of the Importance of Music in an Elementary School Curriculum by Job 
Satisfaction 

 

 Very 
important Important Somewhat 

important Unimportant Total 

Extremely 
dissatisfied 4 (40.0%) 4 

(40.0%) 1 (10.0%) 1 (10.0%) 10 
(7.4%) 

Somewhat 
dissatisfied 6 (37.5%) 9 

(56.3%) 1 (6.3%) 0 (0.0%) 16 
(11.9%) 

Neither 
satisfied 

nor 
dissatisfied 

1 (20.0%) 2 
(40.0%) 2 (40.0%) 0 (0.0%) 5 (3.7%) 

Somewhat 
satisfied 32 (55.2%) 19 

(32.8%) 5 (8.6%) 2 (3.4%) 58 
(43.0%) 

Extremely 
satisfied 36 (78.3%) 7 

(15.2%) 2 (4.3%) 1 (2.2%) 46 
(34.1%) 

Total 79 (58.5%) 41 
(30.4%) 11 (8.1%) 4 (3.0%) 135 

(100.0%) 
χ2 = 23.416, ρ = .024 
 

   Job satisfaction is related to educators' rating of their school music program, as 

evidenced by a Chi-Square of 34.454, which is significant at the <.001 level. On a 

percentage basis, educators who are most satisfied with their position or job value music 

in the elementary school curriculum (22, 47.8%) more than educators who are less 

satisfied (24, 26.9%). See Table 4.21 below for further details on how job satisfaction is 

related to educator’s rating of their school music program. 
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Table 4.21 
 
School Music Program Rating by Job Satisfaction 
 

 Very 
important Important Somewhat 

important 
Not 

important Total 

Extremely 
dissatisfied 4 (40%) 1 (10.0%) 2 (20%) 3 (30.0%) 10 (7.4%) 

Somewhat 
dissatisfied 

4 
(25.0%) 7 (43.8%) 5 (31.3%) 0 (0.0%) 16 

(11.9%) 
Neither 

satisfied nor 
dissatisfied 

1 
(20.0%) 3 (60.0%) 1 (20.0%) 0 (0.0%) 5 (3.7%) 

Somewhat 
satisfied 

15 
(25.9%) 

22 
(37.9%) 19 (32.8%) 2 (3.4%) 58 

(43.0%) 
Extremely 
satisfied 

22 
(47.8%) 

21 
(45.7%) 2 (4.3%) 1 (2.2%) 46 

(34.1%) 

Total 46 
(34.1%) 54 (40%) 29 (21.5%) 6 (4.4%) 135 

(100.0%) 
χ2 = 34.454, ρ = <.001 

 

Job satisfaction was discussed with the interviewees who were selected for 

follow-up interviews, with an intention of understanding reasons for the specific ratings 

of job satisfaction. The most common connection found amongst interviewees’ responses 

was the onset of the coronavirus pandemic, and the subsequent challenges of the 

pandemic. Of all the interviewees, only three did not mention COVID-19 and/or the 

global pandemic when asked about their job satisfaction. Every principal interviewee 

mentioned COVID-19 and/or the pandemic, but the specifics of the challenges did vary. 

One of the principal interviewees who rated their job satisfaction as somewhat 

satisfied expressed how they believed educational leadership is generally difficult by 

nature, but the difficulties have been exacerbated by the onset of the coronavirus 

pandemic. This was evident when the principal said this about their job satisfaction: 
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I think that it's really hard not to take it in the context of where we are with the 
pandemic. You know, the job is just hard. And, you know, certainly the pandemic 
hasn't made any easier… it's a frustrating time to be kind of where I'm at in my 
position, and also in my, like, progression in my thought process. 

 

One of the other principal interviewees also expressed a similar sentiment of the 

job of principal having many challenges in general, but how the job become even more 

challenging under the circumstances of a global pandemic. When asked why they 

indicated they were somewhat dissatisfied with their work, the principal had this to say 

about the challenges of educational leadership, the culture of public education, and the 

increased number of challenges as a result of the coronavirus pandemic: 

So just the current climate of being a building principal. You know, when I 
became an administrator, and had the desire and aspire to be a building leader, it 
wasn't with what's going on in mind, so to speak. And so you want to work with 
students, want to work with teachers, you want to have a big a bigger impact more 
than within your four walls of your classroom. And so I had to admit over the last 
several years, it's been more of a challenge and you're dealing with a lot more 
other stuff, especially political stuff. That has really soured the profession for 
many people. And so I just answered honestly. Right now I very dissatisfied with 
my position and with my with my job, so to speak. There's a massive teacher 
shortage which complicates things on a daily basis, especially when you're pulling 
teachers from their roles just to meet the basic needs of having a professional in 
front of a homeroom for the day. And being in elementary is a lot different than 
being in the six to twelve realm where they might have block scheduling, and then 
they can work to manipulate coverages. It's not that easy. And elementary is not 
even that feasible, you have to have someone where they have to be in front of the 
classroom, and especially in the K, one, and two setting where you have children 
who just will not be engaged by themselves without being engaged with an adult. 
So I have children of my own, I have three in my building in fourth grade, two are 
in six to twelve, one’s is in eighth, one's in eleventh. And when they don't have a 
sub, or they have someone, someone that's kind of like covering, it's like a study 
hall, it really is not challenging. I mean, don't get me wrong, I'm sure there's some 
challenges in the six to twelve. But when it comes to the K five setting, that's been 
an added stressor for me, the politics [of] mask versus unmask, the vaccination 
versus no vaccinate, these are all really non educational things that have made this 
profession particularly building leadership on top of being an instructional leader 
on top of working with this student body of 800 students in a building where we 
have one administrator and two counselors. And although that might sound like a 
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lot, it really isn't. Especially with the needs that we bring with the experience of 
COVID. And even though our current kindergarten students have not been in 
school, the COVID impact on them has been obvious. And so just as a lot of us 
know, there are a lot of needs. I'm sure you've heard Maslow before Bloom. Well, 
that's how it is an education. Now, we aren't even meeting our basic needs, when 
it comes to having adults to help service the children. So then as a better way to 
ride pool, rob Peter to pay Paul, so to speak, I pull my reading specialist, I put my 
music instrumental teacher, I pull all these people who don't have homerooms to 
cover these homerooms for the day. And then what ends up happening, the 
students who need reading interventions, they go unserved. Students who want to 
participate in the arts don't have that ability to do that. The morale goes down, 
right, and not from anything that I can control, quite honestly. So when I say I'm 
dissatisfied, yeah, because there's a lot of work that needs to be done 
instructionally. And I pride myself in being an instructional leader, not simply a 
manager, or someone who manages a building just to get through day to day. And 
for me, personally, I feel very unfulfilled at this time. 
 

As mentioned during the information on interviewees section of this writing and 

shown in Table 4.17, only one interviewee indicated on the initial survey that they were 

extremely satisfied with their work, and this educator was a principal. And although this 

principal expressed during the interview that they were generally very satisfied with their 

work and were very proud of the educational organization where they work, COVID-19 

was still a topic that the principal still felt compelled to raise. Unlike the other principals 

who participated in the interviews, however, this principal expressed how they and their 

teaching staff were able to acknowledge and address the challenges successfully. Here is 

how the principal responded when asked to elaborate on why they were extremely 

satisfied with their work: 

Being able to work in my community, there's so much school pride here, getting 
to know our families, getting to see, you know, getting to work directly with the 
teachers that my kids are going to have. I just have a lot of pride in serving my 
local community. I feel very supported by my administrators above me. And I, 
you know, I've worked in three of the six schools in our district, and every teacher 
in our district is fabulous. Even the ones that I would not say are distinguished 
teachers, they are hard workers. They are receptive to feedback. So you know, 
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there's been some not so fun things here recently, you know, and mass mandates 
and COVID and all that stuff. But, you know, our teachers have really risen to the 
challenge, and I'm proud to be their principal. 

 

The expressed difficulties of the work in public education and increased number 

of challenges resulting from the coronavirus pandemic was not exclusive to the principal 

interviewees. The sole interviewee, a classroom teacher who indicated they were 

extremely dissatisfied with their work, blamed their dissatisfaction entirely on the 

coronavirus pandemic. When asked why they were dissatisfied, the classroom teacher 

had this to say: 

I think like everybody is experiencing right now, you know, the pandemic has just 
put us in a tailspin. And I don’t really feel as an educator I’m teaching, I’m more 
managing and kind of being more of a social worker, and dealing with behaviors 
and children’s emotions and teaching has become secondary to the point where 
I’m really starting to see them struggle, and I’m concerned about, you know, 
where they’re going to go from here into the middle school, and if they’re going 
to be equipped, and how that’s going to kind of look, you know, for the teachers 
that they’re going to get next year, but also how that’s going to look for me as a 
teacher getting other kids coming up. You know, I think we have an 
administration that is trying to do their best and helping us, but they’ve never 
taught for a pandemic. So they’re really not even sure what to do, even though we 
tell them what we need, but they’re being pulled in different directions too. So, 
you know, my dissatisfaction really comes directly from the pandemic, you know, 
before this, it was just, you know, more dissatisfaction because of the amount of 
paperwork that was starting to be thrown our way instead of being able to just 
teach, you know, and that’s probably where the dissatisfaction was before this 
whole thing started. 

 

Interestingly, two of the three interviewees who did not mention COVID-19 or a 

global pandemic as a reason for their rating of their job satisfaction were the music 

teachers. Both of the music teachers indicated they were somewhat satisfied with their 

work, but their lack of complete satisfaction stemmed from other challenges such as their 

personal high expectations of their work environment, or the challenges within the 
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culture of institutionalized public education. One of the music teachers, who only 

mentioned the coronavirus to compliment their school district, had this to say when asked 

why they were somewhat satisfied with their work: 

I don't think we can always be completely satisfied as sort of one of those let's 
always strive to be better sort of answers. I guess, you know, our school district 
that I work in has a pretty long tradition of have a stable and strong music and 
instrumental program. You know, we have our problems like any other school 
district, but, you know, by and large, the district is very supportive of the arts, you 
know, our band program in general, and they really came through in the 
pandemic. Whereas many of the area schools were not playing very much at all, 
the district provided playing spaces for the kids, belt covers air purifiers for the 
room, and, you know, they put their money where their mouth was, and I was 
very proud of that. That was cool. 

 

The other music teacher was much more explicit about the challenges that 

difficulties that many schools and educators face, particularly in the urban context. This 

music teacher, who also rated their job satisfaction as somewhat satisfied, had this to say 

when asked to explain why they were only somewhat satisfied with their work: 

Well, yes, um, I think that there always seems to be a shortage of some sort. 
Where I teach in my urban school district and I think a lot of it is the biggest 
problem is staff there always seems to be somebody out. For instance, today there 
was a teacher out, and I didn't even realize it. So it's that and communication 
sometimes. So I didn't even know that the teacher was out. And then basically, at 
the end of their period, there supposed to be somebody to pick them up, but there 
was nobody there. And basically, I had to take them to their next class. And 
nobody seems to know, that doesn't happen that often. But there is a lot of other 
issues that make me somewhat satisfied, as opposed to very, very satisfied or 
whatever the top answer was. 
 
The music teacher also went on to explain a specific issue related to funding: 

I just started at a new school this year, but my last school, there was, I didn't even 
realize, that we were supposed to have approximately fifty dollars per pupil for 
our budget. And it's supposed to be split pretty much equally between the art 
teacher and the music teacher. And basically, the way the principal handled this 
was she emailed eight different teachers, asking them what they needed for 
supplies, not only for the art and the music teacher, but the rest were like special 
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ed teachers and general teachers, which is very much against what the arts 
department in our district was trying to do. And this type of stuff would happen a 
lot in certain schools, you know, so basically, that that type of thing, and I should 
have ended up with roughly three thousand dollars. However, the way that 
principal split it up, it ended up only being seven hundred fifty for me. And she 
didn't even approve, and I didn't get anything that year. Also, we did not have a 
building representative, which is somebody to represent the building for the 
union. So there was a lot of stuff that the principal just kind of got away with 
without any accountability. So those are some things that I'm somewhat satisfied 
about. I would say in general, I think that things do not run the way they're 
supposed to run and people take advantage of trust in in the field of education use 
it to their advantage. 
    

It was expected that respondents who were facile with reading music would have 

more positive views about music in the elementary school curriculum and the programs 

in their schools. A statistically significant relationship was found between one of the 

three specific issues raised: respondents’ perception of how important music is in the 

elementary school curriculum. Here, on a percentage basis, respondents who reported 

reading music very well (23, 74.2%) or well (13, 81.3%) valued music more than the 

other respondents. This relationship was marginally statistically significant (Chi-Square 

19.027, ρ = .088). See Table 4.22 below for further details. 

Table 4.22 
 
Perceptions of the Importance of Music in the Elementary School Curriculum by 
Ability to Read Music 
 

 
Very 

important Important 
Somewhat 
important Unimportant Total 

Very Well 23 (74.2%) 6 (19.4%) 1 (3.2%) 1 (3.2%) 31 (23.1%) 
Well 13 (81.3%) 3 (18.8%) 0 (0.0%) 0 (0.0%) 16 (11.9%) 

Somewhat Well 17 (58.6%) 9 (31.0%) 2 (6.9%) 1 (3.4%) 29 (21.6%) 
Not Well 10 (34.5%) 14 (48.3%) 5 (17.2%) 0 (0.0%) 29 (21.6%) 
Not at All 15 (51.7%) 9 (31.0%) 3 (10.3%) 2 (6.9%) 29 (21.6%) 

Total 78 (58.2%) 41 (30.6%) 11 (8.2%) 4 (3.0%) 134 (100.0%) 
χ2 = 19.027, ρ = .088 
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There was no statistically significant relationship between a person's facility with 

reading music and their view of the importance of music in their school or their rating of 

the music program in their school. Refer to Table 4.51 and Table 4.52 in Appendix E for 

further details. 

Those people who think music is very important use music often in the classroom 

as evidenced by the percentages: every day (48, 77.4%) and once a week (10, 66.7%). 

However, the percentage of people who never use music, yet think music is important 

(16, 43.2%) is thought-provoking. Table 4.23 below shows further details. 

Table 4.23 
 
Perceptions of the Importance of Music in the Elementary School Curriculum by How 
Often Music is Used in the Classroom 
 

 
Very 

important Important 
Somewhat 
important Unimportant Total 

Never 16 (43.2%) 16 (43.2%) 4 (10.8%) 1 (2.7%) 37 (27.4%) 
Once a month 2 (16.7%) 9 (75%) 0 (0.0%) 1 (8.3%) 12 (8.9%) 
Two or three 

times a month 
3 (3.33%) 4 (4.44%) 2 (22.2%) 0 (0.0%) 9 (6.7%) 

Once a week 10 (66.7%) 5 (33.3%) 0 (0.0%) 0 (0.0%) 15 (11.1%) 
Every day 48 (77.4%) 7 (11.3%) 5 (8.1%) 2 (3.2%) 62 (45.9%) 

Total 79 (58.5%) 41 (30.4%) 11 (8.1%) 4 (3.0%) 135 
(100.0%) 

χ2 = 34.561, ρ <.001       
 

Educators who were exposed to instrumental music in some capacity use music in 

the classroom more often than those who were not exposed. On a percentage basis, 

educators who took lessons and now play professionally showed the highest percentage 

of using music every day (16, 94.1%). This relationship is statistically significant with a 
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Chi-Square of 34.561 and a probability value of <.001. Table 4.24 below shows the 

details of the cross tabulation.    

Table 4.24 
 
How Often Music is Used in the Classroom by Experience/Exposure to Instrumental 
Music 
 

  Never Once a 
month 

Two or 
three 

times a 
month 

Once a 
week Every day Total 

Took lessons and 
now play 

professionally 

1 
(5.9%) 

0 
(0.0%) 

0 
(0.0%) 0 (0.0%) 16 

(94.1%) 
17 

(12.7%) 

Took lessons and 
now play for 

personal 
enjoyment 

17 
(27.0%) 

7 
(11.1%) 

4 
(6.3%) 7 (11.1%) 28 

(44.4%) 
63 

(47.0% 

Would have 
liked to learn to 

play an 
instrument, but 
never had the 

chance 

1 
(14.3%) 

0 
(0.0%) 

0 
(0.0%) 4 (57.1%) 2 (28.6%) 7 (5.2%) 

Never took 
lessons, but I 

appreciate music 

8 
(33.3%) 

5 
(20.8%) 

3 
(12.5%) 2 (8.3%) 6 (25.0%) 24 

(17.9%) 

Did not have the 
time as other 
pursuits take 

priority 

3 
(42.9%) 

0 
(0.0%) 

2 
(28.6%) 0 (0.0%) 2 (28.6%) 7 (5.2% 

Other 6 
(37.5%) 

0 
(0.0%) 

0 
(0.0%) 2 (12.5%) 8 (50.0%) 16 

(11.9%) 

Total 36 
(26.9%) 

12 
(9.0%) 

9 
(6.7%) 

15 
(11.2%) 

62 
(46.3%) 

134 
(100.0%) 

χ2 = 49.991, ρ = <.001 

 

On a percentage basis, educators who participated in chorus said music in their 

school was very important (32, 33.7%) more than educators who did not participate in 
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chorus (6, 15.0%). This relationship is statistically significant with a Chi-Square of 

11.357 and a probability value = .023. Table 4.25 below shows further details. It is also 

important to note that more respondents of the survey were in chorus (95, 70.4%) than 

band or orchestra (68, 50.4%). Details of the frequencies of respondents who participated 

in chorus and band are listed in Table 4.53 of Appendix E. 

Table 4.25  
 
Educators’ Perceptions of the Importance of Music in the School Where They Work by 
Participation in Chorus When They Were Students 
 

 
Did not 

participate in 
chorus 

Participated 
in chorus Total 

Not at all important 2 (5.0%) 0 (0.0%) 2 (1.5%) 
Slightly important 11 (27.5%) 13 (13.7%) 24 (17.8%) 

Moderately important 13 (32.5%) 29 (30.5%) 42 (31.1%) 
Very important 6 (15.0%) 32 (33.7%) 38 (28.1%) 

Extremely important 8 (20.0%) 21 (22.1%) 29 (21.5%) 
Total 40 (29.6%) 95 (70.4%) 135 (100.0%) 

χ2 = 11.357, ρ = .023 
 

A statistically significant relationship was also found between educators’ 

perceptions of the importance of music in the elementary school curriculum and 

participation in musical theater as a student. On a percentage basis, respondents who 

participated in musical theater as a student perceived music to be very important (39, 

78.0%) which is over 30 percentage points more than respondents who did not participate 

in musical theater as a student (40, 47.1%), as evidenced by a Chi-Square of 12.476 and a 

probability value of .006. Table 4.26 below shows the details of this cross-tabulation.   
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Table 4.26 
 
Educators' Perceptions of the Importance of Music in the Elementary School 
Curriculum by Participation in Musical Theater as a Student 

 

 
Very 

important Important 
Somewhat 
important Unimportant Total 

Did not participate 
in musical theater 

40 
(47.1%) 

33 
(38.8%) 

9 (10.6%) 3 (3.5%) 85 
(63.0%) 

Participated in 
musical theater 

39 
(78.0%) 

8 
(16.0%) 

2 (4.0%) 1 (2.0%) 50 
(37.0%) 

Total 79 
(58.5%) 

41 
(30.4%) 

11 (8.1%) 4 (3.0%) 135 
(100.0%) 

χ2 = 12.476, ρ = .006           
 

The two statistically significant relationships above were evident with one 

specific principal who participated in a follow-up interview. This principal was 

particularly enthusiastic about the music program at their school and music in the 

curriculum. As a student, the principal explained, “I played sports when I was in school, 

but I wasn’t very good. But music was definitely an opportunity for me to feel connected, 

for me to have some school pride.” 

The principal’s participation in music as a student clearly contributed to the 

positive perception of music education as an educational leader, particularly when music 

education is perceived as a crucial component to the culture of the school community. 

The principal explained: 

And especially in our district, I feel like there is no, like, you're not good enough 
to be part of this ensemble, you know, they'll take anybody with an interest and 
actually try to like recruit other people. So the number of ensembles that we have, 
I think really helps, because we also do all school production, you know, a 
musical. So I think that it's just another way to, for kids to feel connected, and try 
new things. And, yeah, it's great. And like for us, it's right up there with football. 
Like, I have a mentor from who's an administrator in another district. And he said 
that to me, like, when I was coming here, like, obviously, football is probably 
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going to draw a crowd. You need to figure out what the other draw is. And I told 
him, I said, I already know it's the music department. So great being involved [in 
music]. It's great.  
 

Principals’ participation in music as students and their positive perception of the 

value of music was also apparent in the artifact/website analyses. One of the elementary 

school principals interviewed had an extensive background in music education. In fact, 

their background in music education was the most extensive of all the principal 

interviewees. This principal revealed during their interview that they held a bachelor’s 

degree and master’s degree in music performance and performed “semi-professionally” 

as a saxophone player. In their professional career as an educator, this principal served as 

an elementary school band teacher, a middle school general music teacher, and a high 

school marching band director before transitioning into administration. 

This principal’s elementary school website was one of only two websites 

analyzed that had a photograph of something related to music: a photograph of a very 

large orchestra performing. This principal’s school website was also the only website that 

had the school and district music curriculum available on the website. Furthermore, links 

to the details of the music curriculum were listed on the webpage where the curricula for 

other subjects, such as reading, math, and science were accessible. 

Another principal interviewee also had exposure to music as a trombone player in 

middle school, and involvement in musical theater. They also stated during their 

interview, “I trace a lot of my leadership ability to having opportunities in band.” 

Although this principal did not pursue a degree in music, they were involved in musical 

theater when they were in the role of teacher, and expressed throughout the interview 
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their enthusiasm about the music program in their school district and how they were a 

music enthusiast in their personal life.  

This principal’s elementary school website was also one of the two websites 

analyzed featuring photographs of music-related content on their homepage. Specifically, 

there were photographs of students from a field trip to a performance of The Nutcracker, 

as well as photos from a holiday concert showing students from the school band and the 

school bell club performing. 

Alignment of Perceptions of Music Education Between Principals and Teachers 

In the survey, educators responded to three specific questions about their 

perceptions of music education: The importance of music to an elementary school 

curriculum, the importance of music in the school where they are currently employed, 

and the rating of the music program in their school. 

When educators were asked about the importance of music to an elementary 

school curriculum, there was no statistically significant relationship between the role of 

the educator and their perception of the importance of music to an elementary school 

curriculum (χ2 = 15.858, ρ = ns). It is important to note that on a percentage basis, very 

few educators responded that they believed music was unimportant to an elementary 

school curriculum (4, 3.0%). Furthermore, an overwhelming number of participants 

responded that they believed music was very important (79, 58.5%) or important (41, 

30.4%) to an elementary school curriculum. Refer to Table 4.54 in Appendix E for 

further details. 

When educators were asked to rate the music program at the school where they 

were employed, there was a similar finding in their ratings. Once again, on a percentage 
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basis very few educators indicated that they believed their music program was not 

important to their school (6, 4.4%). At the same time, educators also overwhelmingly 

rated the music program at their school as very important (46, 34.1%) or important (54, 

40.0%). Similar to a crosstabulation of educators’ roles and their perceptions of the 

importance of music in the elementary school curriculum, there was no statistically 

significant relationship between educators’ roles and their rating of the music program at 

their school (χ2 = 8.348, ρ = .250). See Table 4.55 in Appendix E for more details on 

educators’ rating of the music program at their school. 

When educators were asked about the importance of music in their school, a 

statistically significant relationship was found between the educators’ roles and their 

perceptions as evidenced by a Chi-Square statistic of 35.934 (p=.003). Most principals 

indicated that music was very important in their school (18, 52.9%), while most 

classroom teachers indicated music was moderately important (25, 39.1%) or slightly 

important (17, 26.6%). On a percentage basis, respondents who identified themselves as 

classroom teachers indicated they believed the importance of music in the school where 

they worked was slightly important (17, 26.6%) or moderately important (25, 39.1%). On 

the other hand, respondents who identified themselves as principals indicated they 

believed music in their school was very important (18, 52.9%). This finding indicates that 

principals generally value music in their school more than classroom teachers do. Table 

4.27 below illustrates the statistically significant relationship between educators’ roles 

and their perceptions of the importance of music in their school.  
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Table 4.27 
 
Perceptions of the Importance of Music in Their School by Role 
 

 
Not at all 
important 

Slightly 
important 

Moderately 
important 

Very 
important 

Extremely 
important Total 

Classroom 
teacher 

1 (1.6%) 17 
(26.6%) 

25 (39.1%) 11 (17.2%) 10 
(15.6%) 

64 
(47.4%) 

Music 
teacher 

0 (0.0%) 1 (5.9%) 7 (41.2%) 3 (17.6%) 6 (35.3%) 17 
(12.6%) 

Principal 1 (2.9%) 1 (2.9%) 7 (20.6%) 18 (52.9%) 7 (20.6%) 34 
(25.2%) 

Teaching 
support 

0 (0.0%) 5 (41.7) 1 (8.3%) 2 (16.7%) 4 (33.3%) 12 
(8.9%) 

Other staff 0 (0.0%) 0 (0.0%) 2 (25.0%) 4 (50.0%) 2 (25.0%) 8 (5.9%) 
Total 2 (1.5%) 24 

(17.8%) 
42 (31.1%) 38 (28.1%) 29 

(21.5%) 
135 

(100.0%) 
χ2 = 35.934, ρ = 0.003 

 

Even though on a percentage basis principals were shown to value music in the 

schools more than educators in other roles, principals and classroom teachers did express 

similar language with regard to their descriptions of music. As mentioned earlier, in the 

survey educators were asked to describe how music was included in their schools’ 

academic programs, how music was included in their schools’ activities, and how they 

think music can be implemented in a classroom or in a school. 

Several themes emerged within the descriptions provided by the respondents to 

the survey indicating there was a significant alignment of the perceptions of music in 

schools between principals and teachers. Among the themes that emerged, some of the 

most notable were language based around cognitive development, supplementation, 

classroom tools, and therapeutic references and community implications. Whether the 

statements made in the survey are true or not, the principals and classroom teachers who 
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chose to answer the open-ended questions agreed that music was valuable in their schools 

for a multitude of reasons connected to the themes listed above. 

Table 4.28 below shows examples of language used in the survey by classroom 

teachers and principals to describe how music can be implemented in academic 

programs, classrooms, or school activities. The examples of the language shown in Table 

4.28 are specific to how the educators perceived cognitive development and how it is 

connected to music. Similar language used by classroom teachers and principals indicates 

there is alignment between their perceptions that music is perceived as being beneficial to 

the cognitive development of students. 

Table 4.28 
 
Language Used by Classroom Teachers and Principals to Describe Music (Cognitive 
Development) 
 

Role Language used in the survey to describe music 
Classroom teacher Encourages brain development. 

Classroom teacher 
Music can engage reluctant learners, access long-term 

memory. 
Classroom teacher Music adds to the development of our brains. 
Classroom teacher It [Music] can offer an outlet for students to think differently. 
Classroom teacher I think music helps improve memory. 
Classroom teacher [Music] encourages brain development. 

Classroom teacher 
It [music] can help with remembering and understanding 

concepts. 

Classroom teacher 
Music is helpful to create a well-rounded student - so students 

use all parts of their brain. 

Classroom teacher 
Learning to read and play music helps the children's brain 
development and increases their knowledge of the world. 

Principal 
Music is a key part of our academic programs because it helps 

students use both sides of their brain. 

Principal 
It engages students, teaches them another language, and 

unlocks different parts of their brain. 
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Table 4.29 below shows other examples of language used in the survey by 

classroom teachers and principals. The examples of the language shown in Table 4.29 are 

specific to how the classroom teachers and principal perceived music as a 

supplementation to instruction. Similar language used by classroom teachers and 

principals indicates there is alignment between their perceptions of music being valuable 

as a supplementation to instruction. 

Table 4.29 
 
Language Used by Classroom Teachers and Principals to Describe Music 
(Supplementation) 
 

Role Language used in the survey to describe music 

Classroom teacher When doing a history or literature class, we could incorporate the 
music for the appropriate time period. 

Classroom teacher It [music] could probably be used as a way to teach certain math, 
foreign language, and art concepts. 

Classroom teacher It [music] helps students learn, it brings joy, it provides beauty. 

Classroom teacher It [music] is one of the expressive arts students may enjoy to add to 
their overall enjoyment, as well as enhance other classroom activities. 

Classroom teacher I think classrooms that play classical or instrumental music while 
students work strengthens their learning. They are more focused. 

Classroom teacher 
It [music] is great for expression (especially for students who have 

difficulty expressing themselves with words!) as well as providing an 
avenue for instruction (songs about subjects, etc.). 

Classroom teacher 
[Music] is important for students who think another way than just 

lecture or visual. Some students will learn better if music is included 
in the lesson. 

Classroom teacher 
You can teach about it while teaching fractions in math class. You 

can also play music selections from different eras of history in social 
studies classes. 

Principal It [music] is an avenue for those that enjoy it-- SEL, calmness or to 
move bodies to beat. 

Principal 
[Music in academic programs enhances] creative thinking, 

cooperation, and personal expression. Reading music requires 
knowledge of fractions. 

Principal Music is used in our school to help students learn about other cultures 
and traditions. 
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Table 4.30 below shows other examples of language used in the survey by 

classroom teachers and principals. The examples of the language in Table 4.30 below are 

specific to how the educators perceived music as a tool in their classroom or school. 

Similar language used by classroom teachers and principals indicates there is alignment 

between their perceptions that music is a worthwhile component in education when used 

as a tool. 

Table 4.30 
 
Language Used by Classroom Teachers and Principals to Describe Music (Tool) 
 

Role Language used in the survey to describe music 

Classroom teacher It [music] can help mask other classroom noises while trying to 
concentrate and can help students retain new concepts. 

Classroom teacher [Music is a] good sensory break; calming soft music before a 
test; upbeat music for movement break. 

Classroom teacher [Music helps] getting students attention and broadening their 
worlds with music from around the world. 

Classroom teacher Music is good for brain breaks to give students transition time to 
get ready for the next subject. 

Classroom teacher [Music] creates a calm classroom climate with light instrumental 
music upon entering the classroom. 

Classroom teacher I use it to transition students and to keep them focused. (i.e. you 
must remain quieter than the music) 

Classroom teacher Music can be used for transitions. 
Classroom teacher [I use] songs related to topics I’m teaching and as a calming tool. 

Principal It [music] can be used for rewards or for inspiration. 

Principal Music playing during test time for concentration, and music in 
the cafeteria during lunch. 

Principal [Music can be used] during transition times, during 
announcements, and at lunch. 

Principal 
Music can be used during movement breaks and can be played 

during students’ independent work time to set a positive tone for 
learning. 

Principal [Music can be used] during morning announcements and during 
dismissal. 

Principal [Music can be used for] Brain breaks and background music. 

Principal It [music] is fully integrated in our morning meetings, in our 
brain breaks, etc. 
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Music was also described by respondents in the survey as having therapeutic 

benefits. Table 4.31 below shows examples of the language used by principals to describe 

their perceptions of the therapeutic value of music in their schools and classrooms. The 

similar language used by principals and classroom teachers demonstrates there is 

alignment between the perceptions of principals and classroom teachers with regard to 

music being valuable when used for therapeutic purposes. 

Table 4.31 

Language Used by Classroom Teachers and Principals to Describe Music 
(Therapeutic) 
 

Role Language used in the survey to describe music 
Classroom teacher It [music] can be a stress reliever for students and staff. 

Classroom teacher Music is a way to reach children through their feelings, emotion, 
attention, and focus. I use it every day. 

Classroom teacher I use it [music] as a reward and calming strategy. 

Classroom teacher Music can produce a variety of effects from calming students after 
recess to helping them focus. 

Classroom teacher [Music] reduces feelings of anxiety and stress, helps with staying on 
task. 

Classroom teacher I think music should be used more, it can definitely set mood and 
expectations as well as relaxation and inspiration. 

Classroom teacher 
Music can help regulate student mood - it can get them excited or help 
them relax. Depending on the goals, music can help promote the type 

of environment people are looking for in their activities. 
Classroom teacher It [music] can be used to calm students. 

Classroom teacher [Music] used during transitions, calm music for when kids are 
working. 

Principal [Music] helps calm and refocus students. 

Principal We believe music contributes to healing trauma and therefore enables 
students to access all of their capacities. 

Principal It [music] is calming, creates white noise which actually reduces 
distractions and smaller behaviors. 

Principal 

As we give students choice and voice in 
communicating/demonstrating learned skills, music can be a method 

of communicating what they've learned; music can be played at 
certain times of the day as a way to focus/refocus students or regulate 

behavior, or just add a sense of peace/harmony in the classroom. 
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Respondents to the survey also described music as a being valuable for the school 

community. Table 4.32 below shows examples of the language used by principals and 

classroom teachers to describe their perceptions of music benefiting the school 

community. The similar language used by principals and classroom teachers indicates 

there is alignment between the perceptions of principals and classroom teachers regarding 

music being valuable and important to the school community.  

Table 4.32 
 
Language Used by Classroom Teachers and Principals to Describe Music 
(Community) 
 

Role Language used in the survey to describe music 

Classroom 
teacher 

I think small performances for each other across 
campus would help in building our campus 

community. 
Classroom 

teacher Builds community. 

Classroom 
teacher 

Music adds to the development of our brains and also 
builds unity and community. 

Classroom 
teacher Sense of community. 

Classroom 
Teacher 

Building community, finding common ground, all 
great events have music. 

Principal It [music] can help foster a great community. 

Principal 
Music department performances are a show piece of 

our school and a wonderful way to get the 
community involved in our schools. 

 

The perception that music is important in schools was evident in some of the 

discussions of music education with principals during the follow-up interviews. Most of 

the principals who were interviewed expressed the opinion that music was important in 

their school for many different reasons, most likely based on their leadership role in 
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education and their ability to understand the music’s impact on the overall operations of 

their school.  

For example, one of the principals interviewed discussed their perception of the 

potential value of music education in in their school if music was implemented more into 

their curriculum. This perception is based on their understanding and belief that there are 

cross-curricular advantages to having music in their school, which the principal claims is 

supported by research. The principal explains:    

And so I've read a number of research articles that have connected music 
education to literacy. I think that's something that perhaps we can have a little bit 
more continuity between the two. I can't say I have begun any of that work 
because I'm still working on meeting the basic needs of ensuring that our 
curriculum in the tier one setting in the classroom is sound. I feel like music 
would be additional stuff to solidify that right. And make them more cohesive 
throughout the educational day. And, you know, in an ideal world for me and K 
five music would support the connections of sounds that are connected to the 
letters that represent those sounds because basically isn't that what music is it 
sounds right, we're making sound and, and so when the kids are learning the 
basics of that of our alphabet, they're learning that these letters in print represent 
the sounds that they ostensibly already know, because oral language is a natural 
thing, reading is not. And so we're connecting the oral to the print, we're 
connecting that sound to the letter that represents on paper. And so like I could 
see music education, and I've actually read a couple of articles on the phonemic 
awareness, attributes or contributions that music education plays. 

  

The principal also went on to explain further how they believed music already 

played an important role in their school as an extension of their “core” academic subjects, 

as a contributor to the school culture, and as a therapeutic tool for both students and staff. 

The principal went on to explain:  

But in terms of beyond just that, it adds a piece. I know our music teacher does a 
great job in terms of highlighting all the different cultures that we have in our 
building. And so instructional wise aside, I believe it [music] brings value in 
terms of celebrating cultures, teaching the diverse population that represents our 
school, and how everyone has a different type of influence, so to speak. And I 
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really do think that offers, music offers, an opportunity to learn beyond the scope 
of the traditional classroom. It also helps to help soothe.  I know a lot of our 
teachers play music, when they're working, when the kids are working, especially 
when they're writing. Classical music, Pachelbel's Canon, is a popular choice in 
my building. So yeah, definitely has a place. 

 

Language used during the interviews with classroom teachers made it apparent 

that classroom teachers also perceived music as being highly valuable in their school, 

which aligns with principals’ perceptions. Regardless of the specific purpose, level of 

implantation or capacity, classroom teachers clearly expressed that they also believe 

music was important in their school. For example, one classroom teacher stated they 

believed music was important and expressed emotion when they said: 

I think definitely there's a correlation between children having music and playing 
an instrument and increasing their reading ability… I think that [music] is 
important. I think that it should, you know, be something that's included and it 
makes me really sad whenever I hear that that is the element that gets cut due to 
budgeting. 

  

The use of music in the classroom and the educator's role are related as evidenced 

by Chi-Square 46.162 at the probability value of <.001. On a percentage basis, music 

teachers report including music every day (17, 100.0%) followed somewhat distantly by 

classroom teachers (29, 45.3%). Not unexpectedly, on a percentage basis principals 

report never using music more than any of the other roles (18, 52.9%). Table 4.33 below 

shows details of the findings. 
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Table 4.33 
 
How Often Music is Used in the Classroom by Role 

 

 Classroom 
teacher 

Music 
teacher Principal Teaching 

support Staff Total 

Never 13 
(20.3%) 0 (0.0%) 18 (52.9%) 4 

(33.0%) 
2 

(25.0%) 
37 

(27.4%) 
Once a 
month 9 (14.1%) 0 (0.0%) 2 (5.9%) 1 (8.3%) 0 (0.0%) 12 

(8.9%) 
Two or 
three 

times a 
month 

4 (6.3%) 0 (0.0%) 1 (2.9%) 2 
(16.7%) 

2 
(25.0%) 9 (6.7%) 

Once a 
week 9 (14.1%) 0 (0.0%) 2 (5.9%) 3 

(25.0%) 
1 

(12.5%) 
15 

(11.1%) 
Every 
day 

29 
(45.3%) 

17 
(100.0%) 11 (32.4%) 2 

(16.7%) 
3 

(37.5%) 
62 

(45.9%) 

Total 64 
(47.4%) 

17 
(12.6%) 34 (25.2%) 12 

(8.9%) 8 (5.9%) 135 
(100.0%) 

χ2 = 46.162, ρ = <.001 

 

The role of the principal and the perceptions of the importance of music in their 

school is marginally significant when cross tabulated with the years of experience, as 

evidenced by a Chi-Square of 30.275 and a probability value = .066. As shown in Table 

4.34, principals perceive music in their school as very important (17, 51.5%) regardless 

of their years of experience. On a percentage basis, fewer educators responded that music 

was very important in their school, as evidenced by a difference of almost 30 percentage 

points. Table 4.34 below shows the details of the relationship. 
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Table 4.34 
 
Perceptions of the Importance of Music in the School Where They Work by Years of 
Experience as a Principal 

 

 Not at all 
important 

Slightly 
important 

Moderately 
important 

Very 
important 

Extremely 
important Total 

None 2 (2.0%) 23 
(22.5%) 34 (33.3%) 21 

(20.6%) 
22 

(21.6%) 
102 

(75.6%) 
1 - 4 
years 0 (0.0%) 0 (0.0%) 2 (25.0%) 5 

(62.5%) 1 (12.5%) 8 (5.9%) 

5 - 9 
years 0 (0.0%) 1 (7.1%) 4 (28.6%) 4 

(28.6%) 5 (35.7%) 14 
(10.4%) 

10 - 14 
years 0 (0.0%) 0 (0.0%) 2 (28.6%) 5 

(71.4%) 0 (0.0%) 7 (5.2%) 

15 - 19 
years 0 (0.0%) 0 (0.0%) 0 (0.0%) 3 

(100.0%) 0 (0.0%) 3 (2.2%) 

20 years 
or more 0 (0.0%) 0 (0.0%) 0 (0.0%) 0 (0.0%) 1 

(100.0%) 1 (0.7%) 

Total 2 (1.5%) 24 
(17.8%) 42 (31.1%) 38 

(28.1%) 
29 

(21.5%) 
135 

(100.0%) 
   χ2 = 30.275, ρ = .066 

 

The relationship between the role of principal and the importance of music in 

their school was statistically significant when the number of principals were combined 

regardless of their years of experience. When this was cross-tabulated, there was a 

statistically significant relationship with a Chi-Square of 15.126 (p= .005). Table 4.35 

below shows the details of the relationship.  
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Table 4.35 
 
Perceptions of the Importance of Music in the School Where They Work by Experience 
as a Principal 

 

 Not at all 
important 

Slightly 
important 

Moderately 
important 

Very 
important 

Extremely 
important Total 

Never a 
principal  

2 (2.0%) 23 
(22.5%) 34 (33.3%) 21 

(20.6%) 
22 

(21.6%) 
102 

(75.6%) 
Yes, a 

principal  
0 (0.0%) 1 (0.3%) 8 (24.2%) 17 

(51.5%) 7 (21.2%) 33 
(24.4%) 

Total 2 (1.5%) 24 
(17.8%) 42 (31.1%) 38 

(28.1%) 
29 

(21.5%) 
135 

(100.0%) 
χ2 = 15.126, ρ = .004 

 

 Since a modification expanded the study to include K-8 schools in the 

Commonwealth of Pennsylvania, the type of school where the educator was employed 

was taken into consideration as one of the contributing factors of educators’ perceptions 

of music education. A statistically significant relationship was found between the type of 

school where educators were employed and their perception of the importance of music 

in the elementary school curriculum, as evidenced by a Chi-Square statistic of 8.339 and 

a probability value of .039. On a percentage basis, educators who worked in K-8 schools 

perceived music in the elementary school curriculum to be very important (30, 68.2%) 

than educators who worked in K-5 schools (49, 53.8%). It is also important to note that 

none of the educators who worked in K-8 schools perceived music in the elementary 

school to be unimportant (0, 0.0%). Table 4.36 below shows further details. 
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Table 4.36 
 
The Importance of Music in the Elementary School Curriculum by School Type 
 

 K-5 schools K-8 schools Total 
Very important 49 (53.8%) 30 (68.2%) 79 (58.5%) 

Important 27 (29.7%) 14 (31.8%) 41 (30.4%) 
Somewhat important 11 (12.1%) 0 (0.0%) 11 (8.1%) 

Unimportant 4 (4.4%) 0 (0.0%) 4 (3.0%) 
Total 91 (67.4%) 44 (32.6%) 135 (100.0%) 

χ2 = 8.339, ρ = .039 
 

A statistically significant relationship was also found between the type of school 

where the educators worked and their perceptions of the importance of music in their 

school, as evidenced by a Chi-Square statistic of 15.130, and a probability value of .004. 

On a percentage basis, more educators who worked in K-8 school perceived music in 

their school to be extremely important (16, 36.4%) than educators who worked in K-5 

schools. Table 4.37 shows the details of this finding. 

Table 4.37 
 
The Importance of Music in Their School by School Type 
 

 K-5 Schools K-8 Schools Total 
Not at all important 0 (0.0%) 2 (4.5%) 2 (1.5%) 
Slightly important 16 (17.6%) 8 (18.12%) 24 (17.8%) 

Moderately important 31 (34.1%) 11 (25.0%) 42 (31.1%) 
Very important 31 (34.1%) 7 (15.9%) 38 (28.1%) 

Extremely important 13 (14.3%) 16 (36.4%) 29 (21.5%) 
Total 91 (67.4%) 44 (32.6%) 135 (100.0%) 

χ2 = 15.130, ρ = .004 
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Contradictions 

Music was often described by participants in this study as being a supplemental 

learning tool, a supplemental therapeutic tool, or a way to enhance or extend the 

educational experience of students in other subjects and skills. Some participants also 

expressed their perceptions of the great value and importance of the music classes or 

music program in their school. Regardless of their expressed perceptions of music, it was 

clear that most educators believed music was important or music was valued.  

As discussed in the literature review of chapter two, there have been instances in 

which educational leaders openly express their praise for music education and assert 

music is valuable and important as a component of an academic program. Yet, the 

realities of the leaders’ practices contradict their expressed enthusiasm of music. Two 

such contradictions were found in this study with one principal interviewee when 

analyses were conducted on their responses to the survey, language used in their 

interview, and items presented on their school website.   

For example, the principal interviewee expressed their enthusiasm for music often 

during their interview. At one point the principal claimed they attributed their “leadership 

ability to having opportunities in band.” This principal also described an encounter with a 

parent where the parent did not want their child in music class because the child could not 

read. The principal claimed they responded by saying: 

They [students} need it, they need music, they need art, they need physical 
education. Because if their mind is just always on reading, then they’re just going 
to hate reading even more. You need to develop that other part of your brain that's 
going to give you that freedom and passion. Then when it's time to turn back to 
reading, you've had that mental break, you've had your curiosity sparked. 
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When this principal was asked what they thought were the best things about the 

music program at their school, their first response was, “I love it.” The principal went on 

to say that they were “really proud to be in a district that loves the arts as much as we 

do.” And, this principal praised their music teacher, their students involved in music 

ensembles, and often referred to the music education at their school as a “music 

program.” It was clear from the interview that this principal expressed enthusiasm for the 

music education program in the school and school district and expressed the perception 

that they considered their music education program to be valuable. 

When analyses were conducted on their school website, the principals’ 

enthusiasm for the music program at their school was not as prevalent as expected. For 

example, on the home page of the website, there were 33 images of “happenings” at the 

school. However, only two of the images were related to music: a picture of the school 

orchestra and a picture of the bell “club.” More noteworthy than the lack of music-related 

images was where information about music-related content was found on the website. A 

webpage with information about the school band, the school orchestra, and the school 

bell club was located under a tab marked “activities.” There was also information about 

the visual arts program under the activities tab. However, there was another tab marked 

“academics” but nothing about music was listed there. At the same time, there was 

additional information about the visual arts program also listed under the academics tab. 

It is also important to note at one point during the interview, the principal mentioned that 

they “see the value of music for kids” but in the next sentence mentioned how they think 

music, “teaches you some of the skills that we don’t teach well in academic settings.” 

Furthermore, as the principal who claimed they explained to a parent that students “need” 
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music, this principal did not rank music anywhere in the top six subjects respondents 

were asked to rank in the survey. 

Another example of contradictions between an expressed perception of music and 

the realities of practice emerged with a second principal during the study. This second 

principal also expressed great praise and enthusiasm for their music program, and 

particularly the multiple music teachers at their school. For example, this principal 

expressed their pleasure with their music teachers when they said, “our music teachers 

are absolutely fantastic.” The principal also explained how the students were, “learning 

music as part of the music curriculum this year” indicated that the principal claimed to 

recognize the music program as a component of their academic program. In the survey, 

this principal described music as beneficial to students because it, “unlocks different parts 

of the brain” and also mentioned during their interview that, “music opens up a part of 

the brain that is also tied to mathematics, language, and communication.” It was clear 

from the information gathered during the survey and the interview that this principal 

expressed a perception of valuing music education for various reasons.  

When analyses were conducted on their school website, the principal’s perception 

of the value of music was not what was expected. For example, the principal mentioned 

multiple music teachers working in their school, yet only one music teacher was listed on 

the website. Beyond the listing of a single music teacher, there was nothing else on the 

website connected to music or music education.    
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Multivariate Analysis: The Determinants of the Perceptions of the Importance of 
Music in the Curriculum 
 

To expand upon the findings of the bivariate relationships of this study, a 

multivariate analysis was conducted. The dependent variable was the respondents’ 

perceptions of the importance of music in the curriculum. See Table 4.38 for the 

descriptive statistics for the dependent variable and the independent variables. 

Table 4.38 
 
Descriptive Statistics of the Multivariate Analysis 
 

 Mean 
Standard 
deviation Minimum Maximum 

Importance of music in the curriculum 4.44 0.77 2.00 5.00 
Exposure to music scale 8.50 2.76 3.00 14.00 

Type of school (1=K5, 2=K8) 1.33 0.47 1.00 2.00 
Job satisfaction scale 3.84 1.23 1.00 5.00 

Importance of music in their school 3.50 1.06 1.00 5.00 
Number of years as a classroom teacher 11.65 9.72 0.00 30.00 

Incorporates music daily or weekly 0.57 0.50 0.00 1.00 
Respondent was a principal 0.25 0.44 0.00 1.00 

Respondent had a graduate degree 0.87 0.50 0.00 2.00 
 

The R2 of .293 means that 29.3% of the variation in the dependent variable was 

explained by the independent variables taken together. The F stat 6.521 was significant (p 

< .001) allowing the rejection of the null hypothesis of no relationship between the 

dependent variable and the independent variables taken together. Four variables proved 

significant at the .05 level or better. All other things equal, the presence of the variable 

exposure to music adds .0666 points to the respondents’ perceptions of the importance of 

music in an elementary school curriculum scale. In addition, the presence of the variable 

the perception of the importance of music in their school adds .196 points to educators’ 
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perceptions of the importance of music in the elementary school curriculum. Using music 

daily or weekly in the classroom adds .263 points to the perceptions of the importance of 

music in the elementary school curriculum. Finally, being in a K-8 school adds .299 

points to an educator’s perception of the importance of music in the elementary school 

curriculum over what would be the case for a respondent in a K-5 school. It appears that 

this is a finding that educational leadership should be cognizant of. See Table 4.39 below 

for further details of the regression results. 

Four variables did not prove to be statistically significant; job satisfaction scale, 

number of years as a teacher, respondent had a graduate degree, and respondent was a 

principal. It was initially thought that the first two would be positively related to the 

perceptions of the importance of music in schools. The finding that the respondent being 

a principal was not statistically significant is thought provoking. It was expected that a 

principal would have a whole school perspective and value music in the elementary 

school curriculum, but that did not prove to be the case.  

Table 4.39 
 
Regression Results 
 

 
Regression 
coefficient Beta t 

Exposure to music scale 0.066 0.237 2.903** 
Type of school (1=K5, 2=K8) 0.299 0.183 2.278* 

Job satisfaction scale 0.086 0.138 1.745 
Importance of music in their school 0.196 0.271 3.360*** 

Number of years as a classroom teacher 0.005 0.069 0.902 
Incorporates music daily or weekly 0.263 0.170 2.075* 

Respondent was a principal 0.021 0.012 0.136 
Respondent had a graduate degree 0.063 0.041 0.497 

Constant 2.193  5.926 
Dependent Variable: Perceptions of the importance of music in the elementary school curriculum 
scale, * p < .05, ** p < .01, *** p = .001  
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Conclusion  

Chapter four of this dissertation outlined the details of the data collection of this 

study and the notable findings of the data analyses. The data analyses relied heavily upon 

a survey that was completed by practicing educators in elementary schools and K-8 

schools. Quantitative analyses were conducted by the researcher to find statistically 

significant relationships between the independent variables, such as characteristics of the 

participants and underlying factors and experiences of the participants, and the dependent 

variable of the perceptions of music education. At the same time, data collection through 

a series of interviews with educators and through a collection of artifacts and qualitative 

analyses of the collected data gave further depth and provided deeper understanding of 

the reasons educators have acquired, learned, or adapted their given perceptions of music 

education. This mixed methods approach to this study was necessary because the 

statistically significant relationships found during the quantitative analyses allow the 

researcher to generalize the results, while simultaneously featuring real life experiences 

and stories of those who were interviewed. 

Quantitative analyses revealed both expected and unexpected findings. For 

example, it was expected that experience and exposure to music would have an impact on 

the perceptions of the educators. And, in some instances statistically significant 

relationships were found between an educator’s background in music and their perception 

of music. However, statistically significant relationships between exposure to music and 

perceptions of music were not constant throughout all areas of the findings. It was also 

expected that principals and teachers could have different perspectives of music 

education, since they play very distinct and different roles within educational 
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organizations. A quantitative analysis determined that this expectation was proven to be 

true, as the finding indicated principals generally value music in their schools more than 

classroom teachers. 

Qualitative analyses of the data from both the survey and the interviews were also 

crucial to this study because they provided a more thorough understanding of the true 

perceptions of the educators. For example, qualitative analyses showed that regardless of 

the role of the educator, language used to describe music in schools was remarkably 

similar. This was apparent on both ends of the spectrum: when educators used language 

that undervalued music when compared to other subjects, as well as when language was 

used by educators to praise and express their enthusiasm for music as a valuable 

component of their educational organizations and school communities. 

A mixed methods design and data analyses truly provided a comprehensive 

understanding of educators’ perceptions of music education, the underlying contributors 

to these perceptions, and commonalities of these perceptions among principals and 

teachers. In the following chapter there is further discussion of the findings of the study, 

their implications, and recommendations based on those findings.        
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CHAPTER 5 

DISCUSSION 

Introduction 

Perceptions of music education as a component of academic programs is not only 

the title of this study, but also a serious topic that needs to be acknowledged and 

addressed by educational leaders in public education. Although music education is a 

well-established component of public education curricula, a serious problem in 

institutionalized public education is that music is often seen as less valuable or perceived 

as less important than other subjects. As mentioned in chapter one of this writing, music 

education has been a part of the American public education system since the very 

beginning (Mark & Gary, 2007, p. 152). The presence of music in U.S. public education 

has always been appropriate because music is deeply embedded in American culture, and 

music itself encompasses most areas of study. Still, music education has somehow 

become a subject perceived to be of lesser value and of lesser importance in U.S. public 

education.  

As the researcher of this study, I sought to confirm these perceptions of music 

education, to gain a deeper understanding of the extent to which these perceptions exist, 

and to understand the contributing factors causing these perceptions. Furthermore, I 

sought to understand whether this problem is exclusive to teachers, or if it concerns 

teachers and administrators alike. As a public education professional and music educator, 

my personal experiences were the driving force behind the choice of this topic for study. 

It was my hope that the findings of the study would assist in acknowledging and 
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addressing the problem to help inform and guide educational leadership within U.S. 

public education.    

Summary of the Study 

To understand educators’ perceptions of music education, this study utilized a 

mixed methods research approach. The study included educators working in public 

schools within the Commonwealth of Pennsylvania. A survey based on The National 

Teacher and Principal Survey (NTPS), which is used by the National Center for 

Education Statistics (NCES), was distributed to practicing principals who were asked to 

take the survey and distribute it to members of their teaching staff.  

The survey was designed to gather data about the characteristics of the educators, 

their perceptions of music education, as well as their exposure to music in their personal 

lives. The survey was distributed to K-5 principals three separate times during the months 

of November and December 2021 and distributed to K-8 principals two separate times 

during the months of November and December 2021. In all, 135 educators responded to 

the survey. Since principals were asked to distribute the survey to their staff members, it 

is impossible to definitively determine how many educators received the survey.  

Of the 652 principal email addresses to which the survey was sent, a total of 34 

principals completed the survey (0.05%). Of the 115 respondents who were classroom 

teachers (64, 65.31%), music teachers (17, 14.78%), or principals (34, 34.69%), 62 

indicated they would be willing to participate in a follow-up interview. However, once 

the processes of scheduling the interviews began, 18 respondents provided their personal 

contact information and were willing to commit to participating in the interviews. A total 

of 10 respondents were selected for interviews.  
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The interviewees consisted of five principals, three classroom teachers, and two 

music teachers. The interviews provided the respondents with an opportunity to expand 

upon their responses from the survey and describe some of the details of their personal 

experiences and opinions of music education. Finally, qualitative analyses were 

conducted on the school websites of the principal interviewees to determine the amount 

of content related to music and how the content was presented.                

Summary of the Findings 

Expected Findings 

As I was conceptualizing and designing this study, there was an expectation that 

some of the findings of the study would align with my preconceived notions about music 

education. For example, I expected that educators might not perceive music to be as 

important as other subjects, as music is often referred to as a “special” or “prep” class, 

and that the level of an educator’s personal experience in music could influence their 

perception of music education as a component of an academic program. At the same 

time, there was an expectation that, in addition to their experience, the role of the 

educator could have an influence on their perceptions. 

The findings of the study clearly showed that educators perceive music as a 

subject that is not as important or valuable as other subjects. This finding was evident 

through both quantitative and qualitative analyses. When educators were asked to rank 

subjects by importance, music was ranked more than other subjects as the fourth most 

important subject or skill to master in school. And only 24.4% of the respondents ranked 

music that high, indicating that most of the respondents did not believe it was even the 
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fourth most important subject. It is important to note that “music” and “the arts” were 

present at least once in every ranking. 

Educators’ perceptions of music as a less important subject were also apparent in 

the language used by teachers and principals during the interviews of the study. Music 

was referred to as “non-academic” and often described as merely a way to enhance or 

supplement “academic” subjects. And language used to describe music framed it as a 

separate entity used more as a tool for learning or for therapeutic purposes than a stand-

alone academic subject. It was also expected that educators who felt music was important 

also used music more often in their school or classroom. This expectation was confirmed 

through quantitative analyses of the responses to the survey. 

Music exposure and background were also expected to have an impact on 

educators’ perceptions of music in the elementary school curriculum, and in their school. 

And, after quantitative analyses of the responses to the survey, this was found to be true. 

However, the effect varied depending on the type of music the educator was exposed to. 

For example, educators who were exposed to chorus and musical theater as students 

generally perceived music education as valuable or important more so than educators 

who were exposed to band or orchestra. 

The characteristics of the respondents were also expected to have an impact on 

their perceptions of music education. For example, factors such as race or ethnicity, years 

of experience, and role of the educator seemed likely to play a role. Through bivariate 

analyses, the role of the educator was found to have a statistically significant relationship 

with the perceptions of music in the educators’ school (p = .003). However, through 

multivariate analyses, it was determined that the role of the educator and the impact on 
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their perceptions was more complicated when other variables were also taken into 

consideration. Multivariate analyses directly answered one of the questions of this study: 

The perceptions of the importance of music education are aligned between classroom 

teachers and principals, because educators in both roles agree music is a vital component 

to the elementary school curriculum. 

Finally, as previous research has indicated, music may be openly embraced and 

accepted by educational leaders, but in practice is treated as less valuable than other 

subjects, particularly when it is not fully implemented in educational organizations 

(Creates, 2006, p. 11). As expected, two such contradictions also emerged in the study. In 

both instances, the principals spoke of music as being important and of high value, but 

further examination of their websites indicated that music may not be valued as much as 

they claimed, as music was either categorized as a “non-academic” subject or “activity,” 

or not present at all.      

Unexpected Findings 

There were also unexpected findings, some of which were the most profound 

findings and apply most significantly to educational leadership. For example, bivariate 

analyses found job satisfaction to be a statistically significant factor of educators’ 

perceptions of music education in the elementary school curriculum (p = .024). However, 

when multivariate analyses were conducted, there was only a marginally significant 

relationship between job satisfaction and the perception of the importance of music in the 

elementary school curriculum (p = .083). The multivariate analyses determined that job 

satisfaction and the impact on the perceptions of music education in the elementary 
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school curriculum was more complicated when other variables were also taken into 

consideration. 

The unexpected findings of this study also showed that K-8 educators value music 

education more than K-5 educators. This was statistically significant in bivariate analyses 

(p = .004) and was also statistically significant in multivariate analyses when the 

dependent variable was the perception of the importance of music in the elementary 

school curriculum (p = .024). This finding was serendipitous, as the study was expanded 

to educators in K-8 schools with the intention of collecting more data. Yet, this 

unexpected finding is likely the most profound discovery of the whole study. The 

implications of this finding are discussed further below.     

Implications 

As this study found multiple factors that could influence educators’ perceptions of 

music education, some of the most significant contributing factors could be 

acknowledged and addressed through educational leadership. The findings of this study 

point to three specific areas where leaders in education could focus to help improve 

educators’ perceptions of music education as a component of an academic program: 

educator training, administrative practices, and educational policy.   

Educator Training 

As the findings of this study indicate, an educator’s personal background and 

exposure to music had an impact on their perceptions of music education. The educators 

who were exposed to music in various capacities valued music education more than those 

who had limited musical experience. Furthermore, most of the educators who had an 

extensive background in instrumental music indicated they used music every day in their 
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classroom or school. As a student, certainly the idea of being involved in instrumental 

music lessons is based on the priorities, accessibility and the motivation or interest of the 

student and their families. Still, since music education is seen by many as a crucial 

component of academic programs, exposing educators to music could provide a 

foundation that would help them to fully recognize the value and importance of music in 

education.  

This exposure to music could come to fruition through the training of educators. 

Educators with no exposure to music during their primary and secondary educational 

experiences would benefit if music was included in their training. The founders of the 

Normal Schools understood the value of music education and the significant role it plays 

in the preparation of teaching (Brown, 1919, p. 280). The importance of training all 

educators in music should be emphasized once again. At the very least, educators should 

be exposed to music in their training so they can use music as a tool or a supplementation 

to their instruction, not necessarily to master the skill of playing an instrument. The 

founders of the Normal Schools did not include music in the training for administrators 

(Brown, 1919, p. 282). Still, administrators would benefit greatly if music was included 

in their training as well, as it would most certainly have an impact on their perceptions of 

music education and the ability to implement it effectively in their given educational 

organization. 

Administrative Practices 

Research has shown that music education has positive impacts on students who 

participate in music when compared to students who do not participate in music 

(Kelstrom, 1998, p. 36). As such, principals should encourage the implementation of 
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music and music programs in their educational organizations, since beyond the 

challenges of funding there is nothing to suggest there are any negative aspects of having 

music as a component of an academic program. Therefore, principals should fully 

embrace music and music education as part of the culture of their school. Furthermore, as 

an important and valuable component of the academic curriculum, principals should be 

purposeful in their approach to how music is perceived in their school and be mindful of 

how their administrative practices can impact those perceptions. 

Administrators should refrain from using language that can diminish the 

perceived value of music education. Referring to music teachers as “specialists” or 

referring to music class as “prep” or referring to music as a “non-academic” subject or 

“activity” undermines the integrity of the subject and encourages a culture where music is 

seen as less important than other academic subjects. It was shown in this study that 

teachers and principals alike used such language, and this is something that 

administrators should acknowledge and address without exception. As music and the arts 

are now recognized as core subjects, it is crucial that principals and administrators treat 

music as they would any other core subject.  

Administrators need to be cognizant that music is a highly valuable component of 

their academic program. Music can greatly contribute to the academic program as a 

stand-alone academic subject, but can also contribute to the academic program in other 

ways. Many of the participants in this study who were in the role of principal did not 

perceive the value of music as both an academic subject and a non-academic contributor 

to their academic program. Table 5.1 below shows the results of how 25 of the principal 

respondents to the survey in this study described how music can be implemented in a 
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classroom and or in a school. On a percentage basis, most of the principals indicated that 

music could be implemented in non-academic ways (13, 52.0%). Whether through initial 

training or through ongoing training, it is crucial for educational leaders to understand 

that music can be highly valuable to an educational organization in any context. 

Table 5.1 
 
Principals’ Perceptions of How Music Can Be Implemented in a Classroom or School 
 

Academic Mixed Non-academic Total 
5 (20.0%) 7 (28.0%) 13 (52%) 25 (25%) 

 

With the understanding that music is a valuable contributing component to the 

academic program in myriad ways, administrators must support music in their 

educational organization as a stand-alone subject, as well as a component to the overall 

educational experience of students whenever and wherever applicable. Administrators 

should not only embrace and support the music program within their educational 

organization, they should also promote the use of music by classroom teachers to 

enhance, expand, or supplement the educational experiences of the students. This can be 

done by encouraging teaching staff to implement music in their lessons, as well as 

collaborate with music teachers to make cross-curricular connections.  

This study revealed that many of the respondents were already using music as a 

tool, a therapeutic strategy, or a supplement to instruction. Administrators should be 

mindful that using music for these specific purposes is beneficial to a school. 

Administrators could also set aside time in personal development sessions specifically for 

training in music. In this way, educators who are knowledgeable and comfortable using 

music in their classrooms could collaborate with their less musically experienced 
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colleagues. Furthermore, as the findings of this study suggest, exposure to music has an 

impact on the perceptions and the frequency of music used in the classroom and school. 

Other important practices for administrators to consider are self-reflection and the 

cultivation of a mindset that is appropriate to the context of their given educational 

organization. For example, one principal interviewee acknowledged the challenges of the 

mandates of COVID-19 but complimented their teaching staff’s response to the 

pandemic. In other words, regardless of the challenges, this principal had a growth rather 

than fixed mindset and was able to see the challenges in a positive light, rather than using 

the coronavirus pandemic as means to voice their dissatisfaction with their work. 

Regarding music education, administrators should embrace a growth mindset, even if 

their background in music is limited. It is crucial that leaders make themselves aware of 

the benefits of music education in order to help foster the “well-rounded” learning 

environment that is so often expressed as being particularly important in education.  

Beyond having a growth mindset, the appropriate mindset of an administrator can 

be applicable in other contexts as well. For example, the findings of this study showed 

that educators in K-5 schools perceive music differently than educators in K-8 schools. 

As an educational leader, principals in schools need to be cognizant of this fact and 

understand that the approach to implementing music education in a K-5 school can be 

very different from implementing music in a K-8 school. Effective implementation of 

music education is not a “one size fits all” endeavor. As the work of a principal can 

require a multi-faceted approach to an educational organization and can require a 

principal to be in touch with multiple systems operating within a school simultaneously, 
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so too should a principal be aware that music education can require the same mindset and 

competency in order to be successful.    

Educational Policy 

As discussed in the educator training section above, the incorporation of music 

into the training of teachers and administrators is recommended because it could have a 

positive impact on the educators’ perceptions of music education and a higher frequency 

of music being used in the classroom or school. Training of educators should not only be 

encouraged but mandated in education policy. Research indicates that music has a 

positive impact on students in various ways. As such, educators should be implementing 

music more frequently in their classrooms, which is likely to happen if all educators are 

given an opportunity to learn about music and how to implement it effectively in their 

classrooms. Furthermore, Act 48 requires teachers in Pennsylvania who hold 

Pennsylvania public school certifications to participate in ongoing professional education 

(Pennsylvania Department of Education, n.d.). Participation in music-specific 

professional education should be mandated, or at the very least prioritized by educational 

leaders to help support music education to the fullest extent possible in a public education 

organization.  

Educational policy makers need to understand there should be a long-term view of 

music education and how valuing music education can impact institutionalized public 

education and educational leaders in the future. This study showed that students who 

participated in band, chorus, or theater ended up valuing music more as educators than 

those who did not participate in such activities. Beyond my suggestions that integrating 

music into educator training should be mandated, educational policy makers should also 
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mandate that all public school students take band, chorus and/or theater at some point 

during their academic careers, since the educators who did participate ended up valuing 

music more as educators. After all, the students of today will eventually be the educators 

of tomorrow.  

Limitations of the Study 

Although the mixed methods research design for this study was ideal, there were 

some limitations of the study. Primarily, this study was intentionally limited to the 

perceptions of educators in the Commonwealth of Pennsylvania, since policy based on 

practices, curriculum, and music education can vary by state. Nonetheless, this was a 

limitation because it excluded educators from other regions of the country who may have 

different perceptions of music education because of the specific cultures of their region. 

For example, the culture and practices of an educator from the south could vary greatly 

from the culture and practices of educators in the mid-Atlantic region.  

Another limitation of the study was the lack of diversity in the group of 

respondents. As specified in chapter four, 91.9% of the respondents to the survey 

identified themselves as white. Furthermore, all the interviewees in the study identified 

themselves as white (10, 100.0%). Although the findings of the study indicated that there 

was no statistically significant relationship between race/ethnicity and the respondents’ 

perceptions of music education, lack of diversity was still a limitation to the study 

because not all races/ethnicities of Pennsylvania educators were fully represented in the 

study.  

Regarding the interviews, it was clear that most of the interviewees were either 

enthusiastic about music education, enthusiastic about doctoral studies, or enthusiastic 
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about both, because they explicitly stated it during the interviews. Most of the data 

collected during the interviews were contributed by educators who were advocates for 

music education and supportive of doctoral studies which indicates there was a self-

selection bias. This was another limitation because it is likely that educators who were 

not enthusiastic about music education or doctoral studies did not contribute to the study. 

Recommendations for Future Research 

I recommend that thorough ethnographic research be conducted at one or more 

elementary schools to capture the true dynamics of the culture within an educational 

organization. This type of study could reveal the general circumstances and the 

relationships between music educators, classroom teachers, and administrators. An 

ethnographer could become a full participant in the observation process to not only 

analyze how teachers and administrators are verbally expressing their perspectives of 

music education, but also what the same participants are demonstrating with their actions 

within the school community.  

An ethnographic study could also help to make the participants feel more 

comfortable and help reveal how some of the participants really feel about music 

education, particularly the teachers who have a negative perception of music education, 

which could possibly be some of the very same educators that were not interested in 

participating in this study. In this way, an ethnographic study could explain how some 

educators who undervalue music education came to be this way. Furthermore, as 

explained in the literature review in chapter two, the perspectives of music education as 

seen through the lens of the music educator is an area of this study that has extremely 

limited research. 
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A thorough ethnographic study could also further expose the contradiction within 

educational organizations in which administrators express praise and enthusiasm for 

music education but demonstrate a lack of enthusiasm for the subject in practice. As 

mentioned in the Illinois Art Education Initiative (2006) study, contradictions were found 

when administrators expressed that music was an essential part of the school curriculum, 

yet one third or fewer of the students were actually receiving arts instruction. Similar 

contradictions were found in this study when principals expressed that they highly valued 

the music program at their school, yet their school website featured little or nothing about 

their music program. Exposing these types of contradictions through a future 

ethnographic study would not be intended to criticize and discredit the practices of 

administrators, but rather to draw attention to contradictions and inconsistencies of 

educational leadership in U.S. public education with the intention of acknowledging and 

addressing the issues.  

I also recommended that future research be conducted on job satisfaction of 

educators in U.S. public education, and particularly how educational leaders are coping 

with this dilemma, especially in the era of the coronavirus pandemic. Multivariate 

analyses revealed there was a marginally significant relationship between job satisfaction 

and perceptions of importance of music education in the elementary school curriculum. 

Bivariate analyses revealed a statistically significant relationship between job satisfaction 

and the perceptions of music in curriculum and music in schools. It is important to probe 

the underlying factors of these relationships further, as they directly impact perceptions 

of music education in the context of public education. Furthermore, it is highly likely that 

job satisfaction could be influencing other areas of public education as well. Gaining a 
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deeper understanding of job satisfaction in U.S. public education would give educational 

leaders the tools they need to address any lack of job satisfaction to improve the morale 

of all staff members, and ultimately improve the conditions of the given school climate.         

As COVID-19 was a common theme that emerged during the principal 

interviews, I recommend future research be conducted to understand the impacts it has 

had on public education, and specifically with music education. It is likely that studies 

will develop to understand the effects COVID-19 has had on U.S. public education, and 

how educational leaders respond to the challenges associated with these effects. 

However, a study of how educational leaders responded to the coronavirus pandemic 

specific to music education would serve as a viable extension of the research from this 

study and reveal how music education is truly valued in public education. For example, a 

potential study could focus on how educational leaders prioritized music when compared 

to other subjects, or how effectively music instruction was implemented under the 

circumstances of a remote learning model. My recommended study would not serve as an 

opportunity to scrutinize leaders through an unfairly critical lens, but rather would 

recognize and address the successes and the failures of the decisions and responses of 

educational leaders to help prevent future missteps.   

Finally, I recommend further research be conducted to understand the perceptions 

of educators who are not enthusiastic about music or enthusiastic about doctoral studies. 

As mentioned during the limitations of the study section, the participants in the 

interviews often wholeheartedly expressed their enthusiasm for music and doctoral 

studies, while those who are not enthusiastic about these things were most likely not 

represented. As valuable as it was to understand the perceptions of the participants in the 
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study who highly value music and higher education, it would be equally important to 

understand the perceptions of those who do not value music and higher education. By 

doing so, educational leaders could fully grasp other underlying factors of and 

contributors to these perceptions with the hope of convincing educators to value the 

importance of music in public education.  

Conclusion 

Effective educational leadership requires a profound understanding of systems, 

and an understanding of synthesis within systems. An effective principal in an elementary 

school, for example, must understand and implement a rigorous curriculum to maximize 

the learning of the students, but must also provide a safe and nurturing environment for 

both students and staff. Music education can serve as a catalyst for a nurturing 

environment, but administrators must be able to recognize and support it effectively. 

It is my contention that the two most significant findings of this study were the 

differences in perceptions of the importance of music education between K-8 educators 

and K-5 educators, as well as the influence job satisfaction had on the perceptions of the 

importance of music education in the elementary school curriculum. The former finding 

supports the notion that principals must understand the dynamics of the systems operating 

within their educational organization but must also recognize that the composition of the 

organization itself can vary greatly depending on the structure of the given organization.  

It is possible that educators in K-8 schools value music education more than 

educators in K-5 schools because the students in K-8 schools contain students who are 

more developed cognitively and physically. In this way, educators in K-8 schools may 

see music as a way for the more developed students to be creative, active, disciplined, 
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and delve deeper into more abstract and sophisticated thought processes; all of which 

playing music can often require. On the other hand, educators in K-5 schools may see 

more of an importance on foundational skills, thus perceiving music as less important. I 

would argue that understanding basic music elements is also a foundational skill, and that 

every child is musical. Therefore, it is the duty of educational leaders to instill this 

philosophy into public education settings to restore the integrity of music education and 

inform educators of the importance and value of music in education. 

Job satisfaction and its effect on the perceptions of the importance of music 

education is also something educational leaders must be cognizant of. As already 

mentioned, at the very least there is a marginally significant relationship between job 

satisfaction and these perceptions. It is also the duty of educational leaders to provide a 

nurturing environment for educators, which can come with a positive attitude and a 

growth mindset, such as the principal discussed in qualitative analyses of this study. It is 

understood that a nurturing and positive environment reflects an effective leadership 

approach, but it is even more crucial for educational leaders to do so when job 

satisfaction plays a role in the educators’ perceptions of the importance of music 

education.    

In many public educational organizations, music education is generally accepted 

as part of the curriculum, but often perceived as separate from other core subjects when 

considered extracurricular or considered as an enrichment. Simply referring to music as 

extracurricular or enrichment suggests that music is considered separate and seen as an 

addition to a “normal” course of study or an “enhancement” to the course of study. Even 

the use of “specialist” or “prep teacher” to refer to a music teacher or the use of the words 
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“specials” or “prep periods” to refer to a music class is generally accepted in 

institutionalized public education, even when this explicitly categorizes music teachers 

and music as different from the “normal” teachers and subjects. 

Most Americans believe that music is crucial to the well-rounded experience of a 

student (Killian & Wayman, 2015, p. 22). Educational leaders need to work toward 

making music education not something that is separate, but an integral component of 

public education. Music should be embraced, supported, and implemented properly into 

all public education contexts simply because it is what is best for the students and does 

truly contribute to the “well-rounded” student and ultimately the “well-rounded” citizen. 

When educational leaders truly have intentions to do what is best for the student, there 

really is not any reasonable excuse for not making music an integral part of the 

curriculum. As one of the participants in the study indicated in the survey when 

describing music, they wrote, “music can take a lesson and sink it into the minds and 

hearts of the students…music brings a story to life.” In so many ways, music enhances 

the school environment, but it should also be seen as an essential part of education itself. 

Educational leaders should work toward making music education sink into the minds and 

hearts of students, and ensure that music is instilled into the story of every student’s life.   
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APPENDIX A 

SURVEY AND INTERVIEW QUESTIONS 

Survey Questions  

1. Please tell us about your race/ethnicity. Check what applies. 

African American or Black  
Asian 
Hispanic 
White 
Other (write in textbox) 
 
2. Marital Status 

Single, never married 
Married 
Living with a partner 
Divorced 
Widowed 
Other (write in textbox) 
 
3. Gender 

Male 
Female 
Non-binary / third gender 
Other (write in textbox) 
 
4. Where are you originally from? 

Northeast and Mid-Atlantic region 
Southeast 
Midwest 
Northwest 
Southwest 
Other (write in textbox) 
 
5. What is the name of your school? 

(write in textbox) 
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6. In all, how many years have you been an educator (i.e., as a teacher, an 
administrator, etc.)?  
 
(slider: 0 – 60, increments of 5)  

7. What is the ZIP code of where you live? 

(write in textbox) 

8. Please indicate what degrees you have earned. 

Associate’s degree 
Bachelor’s degree 
Master’s degree 
Doctoral degree (e.g., PhD, EdD, MD, JD, etc.) 
Other (write in textbox)  
 
9. Please list up to five educational certifications. 

(write in textbox) 

10. What is your primary role in this school? 

Classroom teacher 
Music teacher 
Principal 
Other (write in textbox) 
 
11. How satisfied are you with your current position? 

Extremely dissatisfied 
Somewhat dissatisfied 
Neither satisfied nor dissatisfied 
Somewhat satisfied 
Extremely satisfied 
 
12. Please indicate how many years you have been in any of the positions listed 
below. 
 
(None, 1-4 years, 5-9 years, 10-14 years, 15-19 years, 20 years and more) 
Classroom teacher 
Support Staff 
Assistant Principal 
Principal 
Other (write in textbox) 
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13. What is your experience/exposure to instrumental music? 

Took lessons and now play professionally. 
Took lessons and now play for personal enjoyment. 
Would have liked to play an instrument, but never had the chance. 
Never took lessons, but I appreciate music. 
Did not have time as other pursuits take priority. 
Other (write in textbox) 
 
14. What is your experience/exposure to vocal music? 

Took lessons and perform professionally (church included). 
Took lessons and now sing for personal pleasure. 
Sang in school and community choirs. 
Listen to vocal music and go to concerts. 
Do not have the time as other pursuits take priority. 
Other (write in textbox) 
 
15. How well do you read music? 

Very well 
Well 
Somewhat well 
Not well 
Not at all 
Other (write in textbox) 
 
16. When you were in school, did you ever participate in any of the activities listed 
below? Please check all that apply. 
 
Band, marching band, or orchestra 
Chorus 
Musical Theater 
Jazz Ensemble 
Other, please specify (write in text box) 
None 
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17. Please list the most important classes students need to master, listing the most 
important first to the least important among those that you think are important. 
 
Most important class (write in text box) 
Second most important class (write in text box) 
Third most important class (write in text box) 
Fourth most important class (write in text box) 
Fifth most important class (write in text box) 
Sixth most important class (write in text box) 
 
18. Please describe how music is included in your school’s academic programs. 

(write in textbox) 

19. Please describe how music is included in your school’s activities.  
 
(write in text box) 
 
20. How often do you use music in your classroom? 

Never 
Once a month 
Two or three times a month 
Once a week 
Every day 
Other (write in textbox) 

21. How do you think music can contribute to your school’s academic program? 
 
(write in text box) 
 
22. How do you think music can contribute to your school’s activities? 
 
(write in text box) 
 
23. Please describe two ways you think music can be implemented in a classroom or 
in a school. 
 
(write in text box) 
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24. How important is music in your school? 
 
Not at all important 
Slightly important 
Moderately important 
Very important 
Extremely important 
 

25. How would you rate the quality of the music program in your school? 

Very important 
Important 
Somewhat important 
Not important 
There is not music program 
 
26. How important is music to an elementary school curriculum? 

Very important 
Important 
Somewhat important 
Unimportant 
 
27. Have you ever worked at a school that had music classes, programs, or positions 
eliminated for any reason? 
 
No 
Yes. Please explain. (write in textbox) 
  
28. Would you be willing to participate in a follow-up interview? All responses will 
be kept completely confidential. 

 
Yes. Please enter your email. (write in textbox) 
Sorry no, not at this time. 
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Interview Questions 

Can you describe your role as an educator? 

Have you had any other roles in education in the past? 

You indicated on the survey that you were “------" with your work. 

Can you tell me more about why you answered that way? 

What would have to happen to change your rating to extremely satisfied? 

Can you describe what role music plays in your life? 

What was the role of music in your past in K-12? 

What was the role of music in college? 

Do you still play a musical instrument? 

Why or why not? 

What kinds of music do you enjoy listening to? 

How would you describe a typical music class when you were a student?  

How would you or a student describe a typical music class in your current school? 

How would describe a typical music classroom when you were a student? 

How would you or a student describe a typical music classroom in your current school? 

What do you think are some strengths of having a music education program? 

What do you think are some weaknesses of having a music education program? 

What are the best things about the music education program in your school? 

What are the worst things about the music education program in your school? 

Is there anything you would like to add? 
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APPENDIX B 

LETTERS SENT TO PRINCIPALS 

First Wave of Letters Sent to K-5 Principals 

Dear Educational Leader, 

My name is Gary Phillips, and I am a doctoral student with Temple University. 
This message is being sent to principals of public schools throughout the Commonwealth 
of Pennsylvania to request the assistance of you and your teaching staff by participating 
in an educational research study titled: Perceptions of Music Education as a 
Component of Academic Programs. 

 
The purpose of this research is to understand principals’ and teachers’ perceptions 

of the value of music education in public schools. My study will include an online survey 
that will take no longer than 10-15 minutes to complete. 

 
I am respectfully requesting that you please complete the survey and distribute the 

survey to your teaching staff. The survey can be accessed with this link: 
EducatorsPerceptionsSurvey 

 
I am also requesting that some principals and teachers participate in a 20–30 

minute interview after they have completed the survey. Principals and teachers who are 
selected and take part in an interview will be given a $20 Amazon gift card immediately 
following the interview and entered into a raffle to win an additional $100 Amazon gift 
card. The raffle will be held on November 15, 2021. 

 
Thank you in advance for all your help with my study. It is greatly appreciated. 
 
For your convenience, below is an email message and survey link you can use 

when you distribute the survey to your teaching staff.  
 
Sincerely, 
Gary M. Phillips 
Doctoral Student, Temple University 
Email: gary.m.phillips@temple.edu 
Phone: (215) 749-0234 
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Dear Educator, 
 

My name is Gary Phillips, and I am a doctoral student with Temple 
University. This message is being sent to educators in public schools throughout 
the Commonwealth of Pennsylvania to request your assistance by participating in 
an educational research study titled: Perceptions of Music Education as a 
Component of Academic Programs. 
 

The purpose of this research is to understand principals’ and teachers’ 
perceptions of the value of music education in public schools. My study will 
include an online survey that will take no longer than 10-15 minutes to complete. 
 

I am respectfully requesting that you please complete the survey. You can 
access the survey by clicking the following link: EducatorsPerceptionsSurvey 

 
I am also requesting that some educators participate in a 20–30 minute 

interview after they have completed the survey. Educators who are selected and 
take part in an interview will be given a $20 Amazon gift card immediately 
following the interview and entered into a raffle to win an additional $100 
Amazon gift card. The raffle will be held on November 15, 2021. 

 
Thank you in advance for all your help with my study. It is greatly 

appreciated. 
 
Sincerely, 
Gary M. Phillips 
Doctoral Student, Temple University 
Email: gary.m.phillips@temple.edu 
Phone: (215) 749-0234 
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Second Wave of Letters Sent to K-5 Principals 

Dear Educational Leader, 
 
My name is Gary Phillips. I am a school teacher and a doctoral student at Temple 

University. I recently sent out an email requesting the assistance of you and your teaching 
staff. If you have already completed the survey and distributed the survey to your 
teaching staff, thank you. 

 
If you have not completed the survey yet, I am hopeful this email will serve as a 

reminder to complete the survey, as it is crucial to have the input of as many 
Pennsylvania educators as possible to complete my study. 

 
The purpose of this research is to understand principals’ and teachers’ perceptions 

of the value of music education in public schools. My study will include an online survey 
that will take no longer than 10-15 minutes to complete. 

 
I am respectfully requesting that you please complete the survey and distribute the 

survey to your teaching staff. The survey can be accessed with this link: 
EducatorsPerceptionsSurvey 

 
I am also requesting that some principals and teachers participate in a 20–30 

minute interview after they have completed the survey. Principals and teachers who are 
selected and take part in an interview will be given a $20 Amazon gift card immediately 
following the interview and entered into a raffle to win an additional $100 Amazon gift 
card. The raffle will be held on November 15, 2021. 

 
Thank you in advance for all your help with my study. It is greatly appreciated. 
 
For your convenience, below is an email message and survey link you can use 

when you distribute the survey to your teaching staff.  
 
Sincerely, 
Gary M. Phillips 
Doctoral Student, Temple University 
Email: gary.m.phillips@temple.edu 
Phone: (215) 749-0234 
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Dear Educator, 
 

My name is Gary Phillips, and I am a school teacher and doctoral student 
at Temple University. The purpose of my research is to understand principals’ and 
teachers’ perceptions of the value of music education in public schools. My study 
will include an online survey that will take no longer than 10-15 minutes to 
complete. 
 

I am respectfully requesting that you please complete the survey. You can 
access the survey by clicking the following link: EducatorsPerceptionsSurvey 
 

I am also requesting that some educators participate in a 20–30 minute 
interview after they have completed the survey. Educators who are selected and 
take part in an interview will be given a $20 Amazon gift card immediately 
following the interview and entered into a raffle to win an additional $100 
Amazon gift card. The raffle will be held on November 15, 2021. 

 
Thank you in advance for all your help with my study. It is greatly 

appreciated. 
 
Sincerely, 
Gary M. Phillips 
Doctoral Student, Temple University 
Email: gary.m.phillips@temple.edu 
Phone: (215) 749-0234 
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Third Wave of Letters Sent to K-5 Principals 

Dear Educational Leader,  
  
My name is Gary Phillips. I am a school teacher and a doctoral student at Temple 

University. I recently sent out two emails requesting the assistance of you and your 
teaching staff. If you have already completed the survey and distributed the survey to 
your teaching staff, thank you.  

  
If you have not completed the survey yet, I am hopeful this email will serve as a 

reminder to complete the survey, as it is crucial to have the input of as many 
Pennsylvania educators as possible to complete my study.  

  
The purpose of this research is to understand principals’ and teachers’ perceptions 

of the value of music education in public schools. My study will include an online survey 
that will take no longer than 10-15 minutes to complete.  

  
I am respectfully requesting that you please complete the survey and distribute the 

survey to your teaching staff. The survey can be accessed with this 
link: EducatorsPerceptionsSurvey  

  
I am also requesting that some principals and teachers participate in a 20–30 

minute interview after they have completed the survey. Principals and teachers who are 
selected and take part in an interview will be given a $20 Amazon gift card immediately 
following the interview and entered into a raffle to win an additional $100 Amazon gift 
card. The raffle will be held on November 15, 2021.  

  
Thank you in advance for all your help with my study. It is greatly appreciated.  
  
For your convenience, below is an email message and survey link you can use 

when you distribute the survey to your teaching staff.   
  
Sincerely,  
Gary M. Phillips  
Doctoral Student, Temple University  
Email: gary.m.phillips@temple.edu  
Phone: (215) 749-0234 
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Dear Educator,  
  

My name is Gary Phillips, and I am a school teacher and doctoral student 
at Temple University. The purpose of my research is to understand principals’ and 
teachers’ perceptions of the value of music education in public schools. My study 
will include an online survey that will take no longer than 10-15 minutes to 
complete.  
  

I am respectfully requesting that you please complete the survey. You can 
access the survey by clicking the following link: EducatorsPerceptionsSurvey  
  

I am also requesting that some educators participate in a 20–30 minute 
interview after they have completed the survey. Educators who are selected and 
take part in an interview will be given a $20 Amazon gift card immediately 
following the interview and entered into a raffle to win an additional $100 
Amazon gift card. The raffle will be held on November 15, 2021.  

  
Thank you in advance for all your help with my study. It is greatly 

appreciated.  
  
Sincerely,  
Gary M. Phillips  
Doctoral Student, Temple University  
Email: gary.m.phillips@temple.edu  

Phone: (215) 749-0234  
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Letters Sent To K-8 Principals 

Dear Educational Leader, 
 
My name is Gary Phillips, I am a public-school teacher and a doctoral candidate 

with Temple University. This message is being sent to principals of public schools 
throughout the Commonwealth of Pennsylvania to request the assistance of you and your 
teaching staff by participating in an educational research study titled: Perceptions of 
Music Education as a Component of Academic Programs. 

 
The purpose of this research is to understand principals’ and teachers’ perceptions 

of the value of music education in public schools. My study will include an online survey 
that will take no longer than 10-15 minutes to complete. 

 
I am respectfully requesting that you please complete the survey and distribute the 

survey to your teaching staff. The survey can be accessed with this link: 
https://educationtemple.qualtrics.com/jfe/form/SV_2ueYm8MwYoMSjae 

  
Thank you in advance for all your help with my study. It is greatly appreciated. 
 
For your convenience, below is an email message and survey link you can use 

when you distribute the survey to your teaching staff.  
 
Sincerely, 
Gary M. Phillips 
Doctoral Student, Temple University 
Email: gary.m.phillips@temple.edu 
Phone: (215) 749-0234 
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Dear Educator, 
 

My name is Gary Phillips, I am a public-school teacher and a doctoral 
candidate with Temple University. This message is being sent to educators in 
public schools throughout the Commonwealth of Pennsylvania to request your 
assistance by participating in an educational research study titled: Perceptions of 
Music Education as a Component of Academic Programs. 
 

The purpose of this research is to understand principals’ and teachers’ 
perceptions of the value of music education in public schools. My study will 
include an online survey that will take no longer than 10-15 minutes to complete. 
 

I am respectfully requesting that you please complete the survey. You can 
access the survey by clicking the following link: 
https://educationtemple.qualtrics.com/jfe/form/SV_2ueYm8MwYoMSjae 
 

Thank you in advance for all your help with my study. It is greatly 
appreciated. 
 
Sincerely, 
Gary M. Phillips 
Doctoral Candidate, Temple University 
Email: gary.m.phillips@temple.edu 
Phone: (215) 749-0234 
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APPENDIX C 

RESEARCH SUBJECT CONSENT FORM 

Title of research: Perceptions of Music Education as a Component of Academic 
Programs: A Mixed Methods Study 

 
Investigator and Department: Dr. Christopher McGinley, Department of Policy, 
Organization, and Leadership Studies, Temple University, College of Education and 
Human Development; Student Investigator: Gary Phillips 
 
Why am I being invited to take part in this research? 
We invite you to take part in a research study because you are an adult that is either an 
elementary school teacher or a principal in a Pennsylvania public school.  
 
What should I know about this research? 
• Someone will explain this research to you. 
• Whether or not you take part is up to you. 
• You can choose not to take part. 
• You can agree to take part and later change your mind. 
• Your decision will not be held against you. 
• You can ask all the questions you want before you decide. 
• Who can I talk to about this research? 

If you have questions, concerns, or complaints, or think the research has hurt you, contact 
the research team at: 
Gary Phillips 
(215) 749-0234  
gary.m.phillips@temple.edu 
This research has been reviewed and approved by Dr. Christopher McGinley as the 
Dissertation Chair. You may contact him at (215) 204-6167 or e-mail him at: 
christopher.mcginley@temple.edu for any of the following: 
• Your questions, concerns, or complaints are not being answered by the research team. 
• You cannot reach the research team. 
• You want to talk to someone besides the research team. 
• You have questions about your rights as a research subject. 
• You want to get information or provide input about this research. 

Why is this research being done? 
Music education is an accepted component of the public education curriculum. We would 
like to determine to what extent music education is valued by elementary school teachers 
and principals as a component of the academic program.   
How long will I be in this research? 
We expect that you will be in this research for 80 to 90 minutes. 
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What happens if I agree to be in this research? 
• The investigator, Gary Phillips, will request you complete a questionnaire/survey. 
• The survey will take approximately 20 to 30 minutes to complete. 
• After you complete and submit the questionnaire/survey, the investigator, Gary 

Phillips, may request to meet with you via in-person, over the phone, or through 
electronic video communication.  

• During the interview, you will be asked a series of questions and your answers to 
those questions will be audio-recorded.  

• The interview process will take approximately 1 hour.  
• The investigator will transcribe your answers into text.  
• The investigator will read your transcript, along with transcripts of other interviews, 

to see if any themes emerge.  
• The investigator will write about the results of your survey, your transcript, along 

with the survey results and transcripts of other participants in the study. 

What happens to the information collected for this research? 
Your private information may be shared with individuals and organizations that conduct 
or watch over this research, including, if applicable: 

 
 The Institutional Review Board (IRB) that reviewed this research 
 Temple University 
 Temple University Health System and its affiliates 

We may publish the results of this research. However, we will keep your name and other 
identifying information confidential. 
 
Signature Block for Adult Subject Capable of Consent 

Your signature documents your permission to take part in this research. 

 

 

  
Signature of subject  Date 

 
 

Printed name of subject 

   

Signature of person obtaining consent  Date 

   

Printed name of person obtaining consent   
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APPENDIX D 

CODEBOOK FOR QUALITATIVE ANALYSES 

Code Description Examples 

Academics 

Reference to subjects 
or areas of study in the 
academic curriculum 

outside of music. 

"I don't really think it [music] is 
supported by some principles, especially 
the ones that are pretty hard nosed when 

it comes to academics." 

Core subjects 

Subjects considered 
"core" subjects other 
than music and the 
arts: reading/ELA, 
math, science, and 

social studies/history. 

"I think that definitely there's a 
correlation between children having 
music and playing an instrument and 

increasing their reading ability." 

COVID-19 

Reference to the 
COVID-19 Pandemic 
and related challenges, 

hardships, benefits, 
etc. 

"So this is my third year at my position, 
and obviously there hasn't been a lot of 
regular time, I guess, I don't know, like, 
as soon as I started, COVID hit and then 

we closed down for half a year." 

Community 
Reference to 
community 

engagement. 

"So being able to work in my 
community, there's so much school 

pride here, getting to know our families, 
getting to see, you know, getting to 

work directly with the teachers that my 
kids are going to have." 

Cross-curricular 

Reference to a 
relationship between 

music/arts and its 
connection to other 

core subjects. 

"You can also play music selections 
from different eras of history in social 

studies classes." 

Culture 
Reference to behaviors 

and rituals of school 
communities. 

“But I think, especially in a school with 
a lot of students with special needs, and 

a lot of students that are English 
learners, I think it [music class] is just 
like a great space to engage kids bring 
them together, they learn about each 
other, they learn about different, like, 
customs and holidays from around the 

world, they can celebrate their own 
culture, through music and 

experiences.” 
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Diversity Reference to 
race/ethnicity. 

"They're definitely poor White kids, but 
there are many more African American 
kids and Hispanic kids that are that are 
disadvantaged financially, and they're 

underrepresented our music programs, and 
that's a shame." 

Elective 

Any mention of 
music not referred to 

as "core" area of 
study. 

"So, at our high school, we it [music] is 
all elective based, kids sign up for band, 
they sign up for chorus, we have band in 
choral ensembles the kids audition for, 

and then we have like music technology. 
We have guitar, we have rock history." 

Expression 
Reference to music 
or arts as a form of 
creative expression. 

“The literacy or the math piece are 
essential, but at the same time, the big 

thing that separates us from other things 
that populate this planet is our ability to 

be creative and expressive.” 

Extracurricular 

Reference to music 
and the arts as an 

extracurricular 
subject. 

“We're getting back to something I would 
probably define as normal. Our older kids 

right now don't but we had pre COVID 
started an extracurricular choir as well, 

that meets once a week.” 

Funding 
Reference to the 

financial aspects of 
school operations. 

“My music department, they get $1,000 to 
spend on what my teachers get to spend 

on whatever they want. And I say 
teachers, because it's the vocal and 

instrumental music teacher, if she needs 
instruments, or whatever, like there's a 

separate fund for that.” 

Music as a 
subject 

Reference to music 
as a subject or an 

area of study. 

“I guess the only thing that you could say 
is there's only so much time in a particular 

school day. So anytime we spend doing 
music, or art or gym more. You know, it 
takes time from learning other subjects 

such as math in real life.” 

Optional 
Reference to music 
as an optional area 

of study. 

“We have like, you know, separate 
instrumental classes, and that is optional.” 
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Prep 

Mentions of the word 
prep (preparation 

period) as a period of 
time teachers utilize 
for preparations or as 

a label for a class 
and/or teacher. 

“I just think that it's crucially important 
that schools have programs and I think 

that they need to have them for the right 
reasons, not just providing teacher prep 

time, you know, but it's about, you know, 
what is the role of music class needs to 
exist for the purpose of giving music to 

children in some capacity or another and 
that may look different in different 

communities based on the demographic 
makeup based on you know, the 

community values and those sorts of 
things, but that fundamental 

understanding needs to be there in every 
community.” 

Research 

Reference to studies 
or research related to 

music or other 
educational research. 

“So I've read a number of research articles 
that have connected music, education to 

literacy, I think that's something that 
perhaps we can have a little bit more 

continuity between the two.” 

Job Satisfaction 
Reference to job 
satisfaction or 
dissatisfaction. 

“Being able to work in my community, 
there's so much school pride here, getting 
to know our families, getting to see, you 
know, getting to work directly with the 

teachers that my kids are going to have. I 
just have a lot of pride in serving my local 
community. I feel very supported by my 

administrators above me. And I, you 
know, I've worked in three of the six 

schools in our district, and every teacher 
in our district is fabulous.” 

Specialist 

Reference to music, 
art, or physical 

education teachers as 
specialists. 

“They [students] are with me for the 
majority of the day, they do spend some 
time in the general education classroom 
for specials and lunch and recess, and 

usually like morning meeting or 
something." 
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APPENDIX E 

ADDITIONAL TABLES 

Table 4.40 
 
Perceptions of the Importance of Music to an Elementary School Curriculum by Role 
 

 Very 
important Important Somewhat 

important Unimportant Total  

Classroom 
teacher 

34 
(53.1%) 21 (32.8%) 8 (12.5%) 1 (1.6%) 64 (47.4%)  

Music 
teacher 

16 
(94.1%) 1 (5.9%) 0 (0.0%) 0 (0.0%) 17 (12.6%)  

Principal 19 
(55.9%) 11 (32.4%) 2 (5.9%) 2 (5.9%) 34 (25.2%)  

Teaching 
support 

5 
(41.7%) 5 (41.7) 1 (8.3%) 1 (8.3%) 12 (8.9%)  

Staff 5 
(62.5%) 3 (37.5%) 0 (0.0%) 0 (0.0%) 8 (5.9%)  

Total 79 
(58.5%) 41 (30.4%) 11 (8.1%) 4 (3.0%) 135 

(100.0%) 
 

χ2 = 15.858, ρ = 0.198 

 
 

 
Table 4.41 
 
Rating of the Quality of the Music Program in Their School by Role 

 

 Very 
important Important Somewhat 

important 
Not 

important Total 

Classroom 
teacher 16 (25.0%) 27 (42.2%) 17 (26.6%) 4 (6.3%) 64 (47.4%) 

Music 
teacher 6 (35.3%) 6 (35.3%) 5 (29.4%) 0 (0.0%) 17 (12.6%) 

Principal 16 (47.1%) 14 (41.2%) 4 (11.8%) 0 (0.0%) 34 (25.2%) 
Teaching 
support 5 (41.7%) 3 (25.0%) 2 (16.7%) 2 (16.7%) 12 (8.9%) 

Other staff 3 (37.5%) 4 (50.0%) 1 (12.5%) 0 (0.0%) 8 (5.9%) 

Total 46 (34.1%) 54 (40.0%) 29 (21.5%) 6 (4.4%) 135 
(100.0%) 

χ2 = 14.841, ρ = .250 
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Table 4.42 
 
Perceptions of the Importance of Music in Their School by Race/Ethnicity 
 

 Not at all 
important 

Slightly 
important 

Moderately 
important 

Very 
important 

Extremely 
important Total 

African 
American 
or Black 

1 (16.7%) 1 
(16.7%) 1 (16.7%) 2 (33.3%) 1 (16.7%) 6 (4.4%) 

Asian 0 (0.0%) 0 (0.0%) 0 (0.0%) 0 (0.0%) 1 (100.0%) 1 (0.7%) 
Hispanic 0 (0.0%) 0 (0.0%) 2 (66.7%) 0 (0.0%) 1 (33.3%) 3 (2.2%) 

White 1 (0.8%) 23 
(18.5%) 39 (31.5%) 36 

(29.0%) 25 (20.2%) 124 
(91.9%) 

Other 0 (0.0%) 0 (0.0%) 0 (0.0%) 0 (0.0%) 1 (100.0%) 1 (0.7%) 

Total 2 (1.5%) 24 
(17.8%) 42 (31.1%) 38 

(28.1%) 29 (21.5%) 135 
(100.0%) 

χ2 = 20.578, ρ = .195 

 

Table 4.43 
 

Rating of the Quality of the Music Program in Their School by Race/Ethnicity 
 

 Very 
important Important Somewhat 

important 
Not 

important Total 

African 
American 
or Black 

3 (50.0%) 2 (33.3%) 1 (16.7%) 0 (0.0%) 6 (4.4%) 

Asian 1 (100.0%) 0 (0.0%) 0 (0.0%) 0 (0.0%) 1 (0.7%) 
Hispanic 1 (33.3%) 2 (66.7%) 0 (0.0%) 0 (0.0%) 3 (2.2%) 

White 40 (32.3%) 50 (40.3%) 28 (22.6%) 6 (4.8%) 124 (91.9%) 
Other 1 (100.0%) 0 (0.0%) 0 (0.0%) 0 (0.0%) 1 (100.0%) 
Total 46 (34.1%) 54 (40.0%) 29 (21.5%) 6 (4.4%) 135 (100.0%) 

χ2 = 6.262, ρ = .902 
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Table 4.44 
 
Perceptions of the Importance of Music in the Elementary School Curriculum by 
Race/Ethnicity 
 

 Very important Important Somewhat 
important Unimportant Total 

African 
American 
or Black 

6 (100.0%) 0 (0.0%) 0 (0.0%) 0 (0.0%) 6 (4.4%) 

Asian 1 (100.0%) 0 (0.0%) 0 (0.0%) 0 (0.0%) 1 (0.7%) 
Hispanic 2 (66.7%) 1 (33.3%) 0 (0.0%) 0 (0.0%) 3 (2.2%) 

White 69 (55.6%) 40 (32.3%) 11 (8.9%) 4 (3.2%) 124 (91.9%) 
Other 1 (100.0%) 0 (0.0%) 0 (0.0%) 0 (0.0%) 1 (0.7%) 
Total 79 (58.5% 41 (30.4%) 11 (8.1%) 4 (3.0%) 135 (100.0%) 

χ2 = 6.476, ρ = .890 

 

Table 4.45 
 
Perceptions of the Importance of Music in Their School by Gender 
 

 Not at all 
important 

Slightly 
important 

Moderately 
important 

Very 
important 

Extremely 
important Total 

Male 2 (6.1%) 5 (15.2%) 10 (30.3%) 10 (30.3%) 6 (18.2%) 33 (24.4%) 
Female 0 (0.0%) 19 (14.1%) 32 (23.7%) 28 (20.7%) 23 (17.0%) 102 (75.6%) 
Total 2 (1.5%) 24 (17.8%) 42 (31.1%) 38 (28.1%) 29 (21.5%) 135 (100.0%) 

χ2 = 6.654, ρ = .155 

 

Table 4.46 
 
Rating of the Quality of the Music Program in Their School by Gender 
 

 Very important Important Somewhat 
important Not important Total 

Male 12 (36.4%) 12 (36.4%) 7 (21.2%) 2 (6.1%) 33 (24.4%) 
Female 34 (33.3%) 42 (41.2%) 22 (21.6%) 4 (3.9%) 102 (75.6%) 
Total 46 (34.1%) 54 (40.0%) 29 (21.5%) 6 (4.4%) 135 (100.0%) 

χ2 = .470, ρ = .925 
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Table 4.47 
 
Perceptions of the Importance of Music in the Elementary School Curriculum by 
Gender 
 

 Very important Important Somewhat 
important Unimportant Total 

Male 18 (54.5%) 10 (30.3%) 3 (9.1%) 2 (6.1%) 33 (24.4%) 
Female 61 (59.8%) 31 (30.4%) 8 (7.8) 2 (2.0%) 102 (75.6%) 
Total 79 (58.5%) 41 (30.4%) 11 (8.1%) 4 (3.0%) 135 (100.0%) 

χ2 = 1.580, ρ = .664 

 

 
 
Table 4.48 

 
Perceptions of the Importance of Music in the Elementary School Curriculum by 
Years of Experience 
 

 Very 
important Important Somewhat 

important Unimportant Total 

Less than one year 0 (0.0%) 1 (100.0%) 0 (0.0%) 0 (0.0%) 1 (0.7%) 
1-5 Years 9 (64.3%) 4 (28.6%) 1 (7.1%) 0 (0.0%) 14 (10.4%) 

6 - 15 Years 29 
(64.4%) 12 (26.7%) 3 (6.7%) 1 (2.2%) 45 (33.3%) 

16 - 25 Years 25 
(52.1%) 15 (31.3%) 6 (12.5%) 2 (4.2%) 48 (35.6%) 

26 - 35 Years 15 (60%) 8 (32.0%) 1 (4.0%) 1 (4.0%) 25 (18.5%) 
36 + Years 1 (50.0%) 1 (50.0%) 0 (0.0%) 0 (0.0%) 2 (1.5%) 

Total 79 
(58.5%) 41 (30.4%) 11 (8.1%) 4 (3.0%) 135 

(100.0%) 
χ2 = 102.503, ρ = .467 
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Table 4.49 
 

Perceptions of the Importance of Music in Their School by Years of Experience 
 

 Not at all 
important 

Slightly 
important 

Moderately 
important 

Very 
important 

Extremely 
important Total 

Less than 
one year 0 (0.0%) 0 (0.0%) 1 (100.0%) 0 (0.0%) 0 (0.0%) 1 (0.7%) 

1 - 5 Years 1 (7.1%) 3 (21.4%) 3 (21.4%) 4 (28.6%) 3 (21.4%) 14 
(10.4%) 

6-15 Years 0 (0.0%) 10 
(22.2%) 15 (33.3%) 12 (26.7%) 8 (17.8%) 45 

(33.3%) 
16-25 
Years 1 (2.1%) 7 (14.6%) 16 (33.3%) 14 (29.2%) 10 

(20.8%) 
48 

(35.6%) 
26 - 35 
Years 0 (0.0%) 4 (16.0%) 7 (28.0%) 7 (28.0%) 7 (28.0%) 25 

(18.5%) 
36 + Years 0 (0.0%) 0 (0.0%) 0 (0.0%) 1 (50.0%) 1 (50.0%) 2 (1.5%) 

 2 (1.5%) 24 
(17.8%) 42 (31.1%) 38 (28.1%) 29 

(21.5%) 
135 

(100.0%) 
χ2 = 130.178, ρ = .625 

 
 
 
Table 4.50 
 
Rating of the Quality of the Music Program in their School by Years of Experience 
 

 Very 
important Important Somewhat 

important 
Not 

important Total 

Less than one 
year 0 (0.0%) 0 (0.0%) 1 (100.0%) 0 (0.0%) 1 (0.7%) 

1 - 5 Years 3 (21.4%) 7 (50.0%) 2 (14.3%) 2 (14.3%) 14 (10.4%) 
6 - 15 Years 13 (28.9%) 17 (50.0%) 13 (28.9%) 2 (4.4%) 45 (33.3%) 
16 - 25 Years 18 (37.5%) 19 (39.6%) 10 (20.8%) 1 (2.1%) 48 (35.6%) 
26 - 35 Years 12 (48.0%) 9 (36.0%) 3 (12.0%) 1 (4.0%) 25 (18.5%) 

36 + Years 0 (0.0%) 2 (100.0%) 0 (0.0%) 0 (0.0%) 2 (1.5%) 
Total 46 (34.1%) 54 (40.0%) 29 (21.5%) 6 (4.4%) 135 (100.0%) 

χ2 = 110.892, ρ = .257 
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Table 4.51 
 

Perceptions of the Importance of Music in Their School by the Ability to Read Music 
 

 Not at all 
important 

Slightly 
important 

Moderately 
important 

Very 
important 

Extremely 
important Total 

Very well 0 (0.0%) 4 (12.9%) 10 (32.3%) 8 (25.8%) 9 (29.0%) 31 (23.1%) 
Well 0 (0.0%) 5 (31.3%) 1 (6.3%) 7 (43.8%) 3 (18.8%) 16 (11.9%) 

Somewhat 
well 0 (0.0%) 3 (10.3%) 11 (37.9%) 9 (31.0%) 6 (20.7%) 29 (21.6%) 

Not well 0 (0.0%) 6 (20.7%) 12 (41.4%) 7 (24.1%) 4 (13.8%) 29 (21.6%) 
Not at all 2 (6.9%) 6 (20.7%) 8 (27.6%) 7 (24.1%) 6 (20.7%) 29 (21.6%) 

Total 2 (1.5%) 24 (17.9%) 42 (31.3%) 38 (28.4%) 28 
(20.9%) 

134 
(100.0%) 

χ2 = 18.693, ρ = .285 

 
Table 4.52 
 
Rating of the Music Program in Their School by the Ability to Read Music 
 

 Very important Important Somewhat 
important 

Not 
important Total 

Very well 11 (35.5%) 9 (29.0%) 9 (29.0%) 2 (6.5%) 32 (23.1%) 
Well 7 (43.8%) 7 (43.8%) 2 (12.5%) 0 (0.0%) 16 (11.9%) 

Somewhat 
well 11 (37.9%) 12 (41.4%) 5 (17.2%) 1 (3.4%) 29 (21.6%) 

Not well 6 (20.7%) 15 (51.7%) 8 (27.6%) 0 (0.0%) 29 (21.6%) 
Not at all 10 (34.5%) 11 (37.9%) 5 (17.2%) 3 (10.3%) 29 (21.6%) 

Total 45 (33.6%) 54 (40.3%) 29 (21.6%) 6 (4.5%) 134 (100.0%) 
χ2 = 11.119, ρ = .519 

 
Table 4.53 
 
Frequencies of Respondents Who Participated in Music Ensembles as Students 
 

 Yes No Total 
Chorus 95 (70.4%) 40 (29.6%) 135 (100.0%) 

Band/Orchestra 68 (50.4%) 67 (49.6%) 135 (100.0%) 
Musical Theater 50 (37.0%) 85 (63.0%) 135 (100.0%) 
Jazz Ensemble 28 (20.7%) 107 (79.3%) 135 (100.0%) 
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Table 4.54 
 
Perceptions of the Importance of Music to an Elementary School Curriculum by Role 
 

 Very 
important Important Somewhat 

important Unimportant Total 

Classroom 
teacher 34 (53.1%) 21 (32.8%) 8 (12.5%) 1 (1.6%) 64 (47.4%) 

Music 
teacher 16 (94.1%) 1 (5.9%) 0 (0.0%) 0 (0.0%) 17 (12.6%) 

Principal 19 (55.9%) 11 (32.4%) 2 (5.9%) 2 (5.9%) 34 (25.2%) 
Teaching 
support 5 (41.7%) 5 (41.7) 1 (8.3%) 1 (8.3%) 12 (8.9%) 

Staff 5 (62.5%) 3 (37.5%) 0 (0.0%) 0 (0.0%) 8 (5.9%) 

Total 79 (58.5%) 41 (30.4%) 11 (8.1%) 4 (3.0%) 135 
(100.0%) 

χ2 = 15.858, ρ = 0.198 
 
Table 4.55 
 
Rating of the Quality of Music at Their School by Role 
 

 Very 
important Important Somewhat 

important 
Not 

important Total 

Classroom 
Teacher 16 (25.0%) 27 (42.2%) 17 (26.6%) 4 (6.3%) 64 (47.4%) 

Music teacher 6 (35.3%) 6 (35.3%) 5 (29.4%) 0 (0.0%) 17 (12.6%) 
Principal 16 (47.1%) 14 (41.2%) 4 (11.8%) 0 (0.0%) 34 (25.2%) 
Teaching 
support 5 (41.7%) 3 (25.0%) 2 (16.7%) 2 (16.7%) 12 (8.9%) 

Other staff 3 (37.5%) 4 (50.0%) 1 (12.5%) 0 (0.0%) 8 (5.9%) 
Total 46 (34.1%) 54 (40.0%) 29 (21.5%) 6 (4.4%) 135 (100.0%) 

χ2 = 8.348, ρ = .250 
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Table 4.56 
 
Educators’ Ranking of Number One Subject of Importance in the School Curriculum 
 

Reading 62 (49.2%) 
ELA 11 (8.7%) 

English 9 (7.1%) 
Math 8 (6.3%) 

Literacy 5 (4.0%) 
Reading / ELA 5 (4.0%) 

English language arts 2 (1.6%) 
Depends on the child 1 (0.8%) 

All of them 1 (0.8%) 
Band 1 (0.8%) 

Band/chorus 1 (0.8%) 
Core classes (English, Math, History, Science) 1 (0.8%) 

ELA (Language & Composition) 1 (0.8%) 
English language arts ELA 1 (0.8%) 

English lit 1 (0.8%) 
English/ELA 1 (0.8%) 

English/ other languages (reading/writing) 1 (0.8%) 
English/language 1 (0.8%) 

English/language arts 1 (0.8%) 
English/writing 1 (0.8%) 

History 1 (0.8%) 
Language arts 1 (0.8%) 

Literacy, guided reading 1 (0.8%) 
Music 1 (0.8%) 

Music and arts (Creativity) 1 (0.8%) 
Music lessons on their primary instrument 1 (0.8%) 

Reading and writing 1 (0.8%) 
Reading/language arts 1 (0.8%) 

RELA 1 (0.8%) 
SEL & person skill development 1 (0.8%) 

Writing/reading 1 (0.8%) 
Total 126 (100.0%) 
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Table 4.57 
 
Educators’ Ranking of Number Two Subject of Importance in the School Curriculum 
 

Math 79 (72.8%) 
Mathematics 9 (7.2%) 

Writing 7 (5.6%) 
Art 3 (6.4%) 

English 3 (6.4%) 
Reading 3 (6.4%) 
Music 2 (4.0%) 

Science 2 (4.0%) 
Depends on the child 1 (0.8%) 

Academic content Areas 1 (0.8%) 
Art/music 1 (0.8%) 

Arts 1 (0.8%) 
ELA 1 (0.8%) 

Electives that would pertain to a career field 1 (0.8%) 
English grammar 1 (0.8%) 

English/language arts 1 (0.8%) 
Ensembles 1 (0.8%) 

History 1 (0.8%) 
Math, finance 1 (0.8%) 

Math/geometry/algebra 1 (0.8%) 
Personal finance 1 (0.8%) 

Physical education (nutrition health) 1 (0.8%) 
Physical science 1 (0.8%) 

Social studies 1 (0.8%) 
Spelling 1 (0.8%) 

Total 125 (100.0%) 
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Table 4.58 
 
Educators’ Ranking of Number Three Subject of Importance in the School 
Curriculum 

 
Science 38 (32.2%) 
Writing 13 (11.0%) 

Mathematics 11 (9.3%) 
Social studies 9 (7.6%) 

History 5 (4.2%) 
Arts 5 (4.2%) 

Music 3 (2.5%) 
Art 2 (1.7%) 

English 2 (1.7%) 
Personal finance 2 (1.7%) 

STEAM 2 (1.7%) 
After school programs 1 (0.8%) 

Area teachers 1 (0.8%) 
Arts/humanities 1 (0.8%) 

Chorus 1 (0.8%) 
Creative arts 1 (0.8%) 

Fine arts (music/art) 1 (0.8%) 
Foreign language 1 (0.8%) 
Free play (recess) 1 (0.8%) 

Government 1 (0.8%) 
Grammar/writing/composition 1 (0.8%) 

History/social studies 1 (0.8%) 
Home economics/business math 1 (0.8%) 

Library 1 (0.8%) 
Library/computer/research 1 (0.8%) 

Life skills 1 (0.8%) 
Mathematics 1 (0.8%) 

Reading 1 (0.8%) 
Science/social studies 1 (0.8%) 

Science/S.S. 1 (0.8%) 
Social emotional 1 (0.8%) 
Social sciences 1 (0.8%) 

Sociology (human behaviors - religion and history) 1 (0.8%) 
Speech communications 1 (0.8%) 

SS 1 (0.8%) 
STEM - learning how to creatively build, fail, and seek answers 1 (0.8%) 

World language 1 (0.8%) 
Total 118 (100.0%) 
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Table 4.59 
 
Educators’ Ranking of Number Four Subject of Importance in the School Curriculum 
 

Science 29 (27.4%) 
Social studies 25 (23.6%) 

History 5 (4.7%) 
Music 5 (4.7%) 
Math 3 (2.8%) 

Physical education 3 (2.8%) 
Science/social studies 3 (2.8%) 

Art 2 (1.9%) 
Arts 2 (1.9%) 

Health 2 (1.9%) 
Algebra I 1 (0.9%) 

All specials 1 (0.9%) 
Any music 1 (0.9%) 

Arts (music, art; speech, dance) 1 (0.9%) 
Arts and physical education 1 (0.9%) 

Civics 1 (0.9%) 
Communications/speech 1 (0.9%) 

Computer skills 1 (0.9%) 
Computer/technology 1 (0.9%) 

Computers 1 (0.9%) 
Everything else 1 (0.9%) 

Foreign language 1 (0.9%) 
Handwriting 1 (0.9%) 

History/social studies 1 (0.9%) 
Independent living 1 (0.9%) 

Language arts (Writing) 1 (0.9%) 
Music/arts/foreign language 1 (0.9%) 

PE/health 1 (0.9%) 
Project based inquiry lessons 1 (0.9%) 

Science/ecology 1 (0.9%) 
Self-management 1 (0.9%) 

Specials 1 (0.9%) 
SS 1 (0.9%) 

Technology 1 (0.9%) 
The arts (music, art) 1 (0.9%) 

Writing 1 (0.9%) 
Total 106 (100.0%) 
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Table 4.60 
 
Educators’ Ranking of Number Five Subject of Importance in the School Curriculum 
 

Music 18 (20.0%) 
Science 13 (14.4%) 

Social Studies 8 (8.9%) 
History 6 (6.7%) 

Art 4 (4.4%) 
Gym 4 (4.4%) 
PE 3 (3.3%) 

Health/gym 2 (2.2%) 
Physical education 2 (2.2%) 

All related arts 1 (1.1%) 
Arts 1 (1.1%) 

Business/home economics 1 (1.1%) 
Computer classes 1 (1.1%) 

Computers 1 (1.1%) 
Digital literacy 1 (1.1%) 

Economics 1 (1.1%) 
Electives 1 (1.1%) 
English 1 (1.1%) 

Foreign language 1 (1.1%) 
Grammar 1 (1.1%) 

Guidance/SEL support 1 (1.1%) 
Health 1 (1.1%) 
Math 1 (1.1%) 

Math (money logic/stocks) 1 (1.1%) 
Music and gym 1 (1.1%) 

Music, art, dance 1 (1.1%) 
Music/art 1 (1.1%) 

Personal finance 1 (1.1%) 
Physical wellness 1 (1.1%) 

Sciences 1 (1.1%) 
Social studies area 1 (1.1%) 

Social studies/history 1 (1.1%) 
Specialist class 1 (1.1%) 

Sports 1 (1.1%) 
Technology 1 (1.1%) 

The arts 1 (1.1%) 
The arts (music, art) 1 (1.1%) 

US history 1 (1.1%) 
Writing 1 (1.1%) 
Total 90 (100.0%) 
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Table 4.61 
 
Educators’ Ranking of Number Six Subject of Importance in the School Curriculum 
 
Art 18 (23.1%) 
Music 8 (10.3%) 
Science 6 (7.7%) 
Social studies 6 (7.7%) 
History 3 (3.8%) 
Music/art 3 (3.8%) 
Physical education 3 (3.8%) 
Electives 2 (2.6%) 
Gym 2 (2.6%) 
Math 2 (2.6%) 
PE 2 (2.6%) 
All others 1 (1.3%) 
Arts (music and art) 1 (1.3%) 
Athletics 1 (1.3%) 
Computer science 1 (1.3%) 
Computers 1 (1.3%) 
Expressive arts 1 (1.3%) 
Guidance/SEL 1 (1.3%) 
Gym or art 1 (1.3%) 
Health 1 (1.3%) 
Language 1 (1.3%) 
Library 1 (1.3%) 
Social/coping skills 1 (1.3%) 
Other electives 1 (1.3%) 
Physical education, library 1 (1.3%) 
Physical education and health 1 (1.3%) 
Related arts 1 (1.3%) 
Science (physics, biology, chemistry, coding) 1 (1.3%) 
Science/SS 1 (1.3%) 
Specials 1 (1.3%) 
Specials (PE/music/library/STEM/art) 1 (1.3%) 
Spelling 1 (1.3%) 
STEM 1 (1.3%) 
World language 1 (1.3%) 
Total 78 (100.0%) 


