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ABSTRACT 

This study identifies and examines the preconceived beliefs about teaching held 

by entering music teachers prior to enrollment in Music Education or Education 

courses. Specifically it investigates the thoughts and beliefs these preservice teachers 

hold regarding (a) their future role as music educators, (b) their future students - as 

people, as learners, as musicians, (c) the process of teaching, (d) the nature of learning, 

and (e) what their future students should know. It also summarizes their beliefs and 

expectations regarding the various components of a university Music Education teacher 

preparation program. A "Matrix of Teaching and Learning" provides a basic for 

identifying general perspectives of these future teachers. 

Based on a purposeful selection process, twelve freshmen participated in the 

study. Qualitative methods of data collection included an initial open-ended 

questionnaire, a semi-structured interview, an interactive interview that included sort 

tasks and case analysis, and examination of the participants' uses of metaphor. The 

research questions determined a prior the primary categories for coding and analysis. 

Subcategories for each of the primary categories evolved through the inductive 

approach of constant comparative analysis. Verification occurred through maximum 

variation in the sample selection, triangulation, and peer review of the coding. 

These participants held strong beliefs about the people and processes involved in 

teaching—some beliefs were well developed while others were more simplistic. The 

theme of connection—students to subject, and teacher and students—surfaced 
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frequently. Responses, however, did not fit the matrix. Instead, the following three 

themes emerged. 

First, valuing the student and student empowerment included recognizing 

students as individuals and guiding them in their development of independent skills for 

life-iong participation. Participants hoped to instill in their students a passion for music. 

Second, predominance of the human aspect of teaching over technical aspects showed a 

valuing of interpersonal relationships and a lack of awareness of the complexity of 

instructional planning. Third, the desire for experience in learning to teach reflected 

their beliefs about the importance of active learning. They expressed uncertainty about 

the role of the university in that process. 

Implications for music teacher education and recommendations for future 

research are given. 
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Chapter 1 

One's personal predispositions are not only relevant but, in fact, stand at 
the core of becoming a teacher. 

Lortie(1975) 

Introduction 

The beliefs of both preservice and inservice teachers have become a focus for 

educational research in the 1980s and 1990s. This research has shown that preservice 

teachers have definite and strongly held beliefs about the process of teaching (Book, 

Byers & Freeman, 1983; Feiman-Nemser, McDiarmid, Melnick, & Parker, 1989; Joram 

& Gabrielle, 1998; Weinstein, 1989). Studies also indicate these beliefs are firmly 

established by the time preservice teachers enter college (Florio-Ruane & Lensmire, 

1990). 

The foundation of these preservice teachers' beliefs about teaching lies in their 

own experiences as students. Lortie (1975) referred to this as an "apprenticeship of 

observation" based on students' 13 or more years of being in classrooms and observing 

various models of teaching. As Carter and Doyle (1995) stated, their strongly held 

conceptual edifices [of teaching] are built on a narrow foundation, namely, their own 

prior experiences as students" (p. 189). Because of this experiential basis, their 

resulting preconceptions about teaching are obviously long-standing (Joram & Gabriele, 

1998) and very personal (Carter & Doyle, 1995). 

An examination of the content of these personalized beliefs indicates that there 

does seem to be some consistency in what is believed. Preservice teachers tend to 
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overvalue affective aspects of teaching and undervalue cognitive and academic aspects 

(Brookhart & Freeman, 1992; Weinstein, 1988). The process of teaching is often 

perceived as "telling" or transmitting knowledge by an enthusiastic teacher (Anderson, 

Blumenfeld, Pintrich, Clark, Marx, & Peterson, 1995; Wilson, 1990). Subsequently, 

subject matter is seen primarily as a set of skills and procedures (Calderhead, 1991). 

Learning is perceived as a process of absorbing information (Wilson, 1990) and is based 

on the student's motivation and natural ability (Anderson & Holt-Reynolds, 1995). 

Preservice teachers have been found to enter programs with a high level of 

confidence in their teaching ability (Book, Byers, Freeman, 1983), believing that they 

won't have the problems they have observed in watching other teachers. They will be 

better teachers than their peers. They believe they possess those attributes that they feel 

are the most important for successful teaching (Pajares, 1992; Weinstein, 1988). 

Preservice teachers tend to feel that their future pupils will be like themselves -

achieving success with limited effort - and that students' home backgrounds play a large 

part in their ability to learn (Anderson, et. al., 1995). 

Calderhead (1991) identified various beliefs preservice teachers share about the 

process of learning to teach. Some feel they will be "told how to..."; some feel teaching 

is a matter of personality. Others feel teaching is best learned by experience, while yet 

others feel that there is nothing to learn since "anyone can teach." 

Researchers' responses to these preconceptions are mixed. Some beliefs are 

described as limiting (Kagan, 1992a), pedagogically superficial (Paine, 1989), insidious 

and sometimes dysfunctional (Wilson, 1990), sometimes problematic (Bird, Anderson, 
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Sullivan, & Swidler, 1993), and unrealistically optimistic (Weinsteia, 1988). Other 

preconceptions have been labeled as tenacious (Kagan, 1992a), coherent (Carter & 

Doyle, 1995), and "relatively sound personal and pragmatic truths" (Cole, 1990, p. 203). 

The students themselves are often unaware of their beliefs, sometimes lacking 

the appropriate language to depict their beliefs (Kagan, 1992a; McDiarmid, 1990; 

Wilson, 1990). Yet, the influence of these beliefs requires that preservice teachers have 

the opportunity to identify and examine their beliefs. 

Kagan (1992a), in a summary of research on teaching beliefs, stated that the 

influence of these beliefs is strong. These teacher beliefs are not only firmly established 

but are also resistant to change. One reason for this resistance, according to Pajares 

(1992), is that preservice teachers view themselves as "insiders" because of their 

familiarity with teaching, making it extremely difficult to adjust the beliefs they bring. 

This holds true even when evidence would indicate it would be reasonable and logical 

for change in beliefs to take place. Consequently, this persistence in preservice 

teachers' beliefs has been shown to affect their level of participation in teacher 

preparation programs (Anderson etal., 1995; Calderhead, 1991; Holt-Reynolds, 1992; 

Lonka, Joran, & Bryson, 1996; Pajares, 1992; Wubbels, 1992). It can also influence 

their development of new knowledge (Joram & Gabriele, 1998). 

In light of the intensity, depth, and stability of these preservice teacher beliefs, 

the role of teacher preparation programs needs examination. What impact do teacher 

education programs have on teaching beliefs? Consensus in the literature indicates that, 

in the past, teacher education programs have had very little impact on preservice teacher 
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beliefs (Kagan, 1992b; Knowles, 1992; Lortie, 1975; Richardson, 1996; Wubbels, 

1992). Preservice teachers' "unrealistic optimism" may cause them to see little value in 

the program (Weinstein, 1989). This in turn may result in preservice teachers leaving 

the program with the same beliefs they brought to the program (Kagan, 1992a). 

Knowles (1992) describes the lack of program impact on beliefs by stating; 

University pre-service teacher preparation programmes are usually too short, too 

structured and too insensitive to individual needs and backgrounds to do 

anything but provide a thin overlay experience, one that usually does not meld 

with the previous life experiences and beliefs about teaching (p. 147). 

Another factor in the lack of impact by teacher education programs is that some 

beliefs of preservice teachers are compatible with the teacher education curriculum, 

some are not (Florio-Ruane & Lensmire, 1990). Research has shown that preservice 

teachers tend to accept the parts of the teacher education curriculum that are in 

agreement with their teacher beliefs but reject or disregard those portions that conflict 

with their beliefs (Anderson, & Holt-Reynolds, 1995; Knowles, 1992). In this process, 

their beliefs act as filters (Hollingsworth, 1989; Joram & Gabriele, 1998; Kagan, 1992a; 

Pajares, 1992). Pajares (1992) defined filtering as a process which "screens, redefines, 

distorts, or reshapes subsequent thinking and information processing" (p. 325). 

Filtering information through beliefs can create communication barriers between 

students and teacher educators and frequently has negative results (Joram & Gabriele, 

1998). Filtering allows students to reinforce their preconceptions, with results that can 

even become "miseducative" (Kagan, 1992a). Knowles supports this premise by stating 
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that "While a certain degree of discontinuity... may stimulate questioning and reflection, 

there is a point when the discontinuity of experience may be destructive for further 

development" (p. 147). Calderhead (1991) likewise concluded that beliefs as filters 

may slow or even prevent the development of more complex and complete ways of 

thinking about teaching in a teacher education program. Simply stated, beliefs as filters 

may create a barrier to further learning (Joram & Gabriele, 1998). The result for 

education, then, is that instead of exploring creative new avenues of teaching and 

learning, traditional approaches are reproduced (Pajares, 1992). 

A shift from traditional approaches in teacher education is seen in studies 

involving teacher educators investigating ways to explore and challenge the beliefs of 

prospective teachers. Approaches such as examining cases, writing personal histories 

and narratives, joumaling, metaphor, conversations - both written and oral, and 

extensive small-group work have been used (Bird, Anderson, Sullivan, & Swidler, 

1993; Carter, 1990, 1993; Carter & Richardson, 1989; Hollingsworth, 1989; Feiman-

Nemser, McDiarmid, Melnick, & Parker, 1989; Lonka, Joran, and Bryson, 1996; 

Tillema, 1994). The effects of eariy field experience and student teaching on preservice 

teachers' beliefs have also been investigated, with inconclusive results (Borko& 

Mayfield, 1995; Calderhead, 1991; Cole& Knowles, 1993; McDiarmid, 1990; Nettle, 

1998). Some students express a change in perspective, others do not. When change has 

occurred it has been primarily through constructivist approaches to teacher education. 

Constructivism refers to the construction of knowledge through interaction with 

the environment. A constructivist approach assumes that an effective teacher 
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recognizes the developmental level of the student and has an understanding of the 

student's preparedness to learn. This knowledge allows the teacher and student an 

opportunity to co-construct a learning situation appropriate to the student's level and in 

a way that will foster understanding rather than simply "covering" the topic. 

Teacher educators are not exempt from this need for knowledge about their 

students. Lortie's (1975) statement that predispositions are at the very "core of 

teaching" indicates that examining prospective teachers' beliefs in the context of a 

teacher education program is extremely important for prospective teachers' development 

as educators. Anderson et al. (1995) state that teacher educators "must understand 

knowledge and beliefs students bring and how that knowledge will likely influence 

what is learned" (p. 150). However, in the past, teacher education programs have done 

little to explicate, explore and/or change these beliefs. Preconceptions held by 

preservice teachers often have been unidentified or disregarded by teacher educators. 

To understand students' beliefs, they must be known. Carter and Doyle (1995) 

very succinctly stated that. it is quite unwise to continue to ignore preconceptions 

and attempt to educate teachers as if they were blank slates or pliable lumps of clay" (p. 

190). Beliefs must be acknowledged and made explicit. They must be examined in 

relation to current teacher education programs (Anderson & Holt-Reynolds, 1995) with 

the knowledge that these beliefs influence preservice teachers' thinking and behavior. 

The goal of examining beliefs is not to produce recognition of a need to change. 

Instead, the goal should be that teacher educators carefully examine their approach to 

the teaching of preservice teachers. Do teacher educators acknowledge the existence 



and strength of these beliefs? Do they aid students in identifying what it is they actually 

believe? Do they allow opportunities for dialogue and reflection by students in order 

for them to define their beliefs more clearly? Do they recognize the positive 

preconceptions of students as well as the misconceptions? Do they actually build on, 

and from, these positive beliefs? 

If teacher educators were to acknowledge and explicate the beliefs of their 

students, it would assist them in moving beyond their assumptions that these beliefs are 

only "limiting." Pajares' (1993) statement that "Teacher education should challenge 

beliefs not simply to search and destroy but to encourage self-exploration, clarity, 

consistency and commitment" (p. 47) implies a need to identify those beliefs which may 

serve as positive building blocks. Only when these beliefs are identified can teacher 

educators examine, reinforce, and build upon the students' strengths. 

A frame of reference for examining the beliefs of prospective teachers is 

outlined in Table 1. This "Matrix of Teaching and Learning Approaches," designed by 

Scheurman (1998) identifies four broad categories of teacher/learner characteristics and 

interactions, based on four philosophical views of knowledge. Scheurman indicates that 

these categories are not exclusive. Rather, they can be interpreted as building from left 

to right. 

The four categories of the "Matrix of Teaching and Learning Approaches" 

present descriptors summarizing the role of the teacher. These roles are 



I'ahle I 

Matrix of 'I'cacliiiip aiitl 1 .caniinp Approaches (Schciiniian, 1998) 

Role of Teacher Transmitter Manager Facilitator Coliaboralor 

Nature of Knowledge Universal, objective, 
and fixed (independetil 
of knower) 

Universal and "objective" 
(influenced by knower's 
prior knowledge) 

Individually consUiictcd; 
"objective" (contingent on 
knower's intellectual 
development) 

Socially constructed; 
"subjective" 
(distributed across 
knowers) 

Grounding Theoretical 

Tradition 
Rehaviorism Infonnation l*rocessing Cognitive coastiuctivism Social constructivism 

Metaphorical View of 
Learner 

Switchboard Computer Naive Scientist Apprentice 

Nature of Teaching 

Activity 

Present reality to students 

•disseminate information 

incrementally 
•demonstrate procedures 
•reinforce habits diving 
independent practice 

1 lelp students process reality 

•assemble infomiation-rich 

envinnunents 
•model expert memory and 
thinking strategies 
•foster metcognition 

Challenge students' 

coiKcptions of reality 

•promote disequilibrium with 
discrepant objccts and events 
•guide students through 
problem solving activities 
•monitor reflective thinking 
after discoveries 

I'articipatc with students 
in constructing reality 

•elicit / adapt to student 
(mis)conce|Mions 
•engage in open-ended 

inquiries with students 
•guide self and students 
to authentic resources 
and procedures 

Nature of Student 
Activity 

Replicate reality trans
mitted by authorities 
•listen 
•rehearse 
•recite 

Manipulate reality pcrceived 
thriNigh seases 
•practicc thinking and 

memorizing activities 
•develof) schemata and 
aiitomati/.c skills 
•practice self-regulatory 
strategies 

Experience reality during 
physical and social activity 

•assimilate information 

•develop new schemes and 
operations to deal with novel 
experiences 
•reflect on physical, social, 
and intellectual discoveries 

Create reality during physical 
and social activity 
•manufacture "situated" 
(cultural )understandings 
•actively engage in 
open-ended inquiries with 
peers and teachers 
•reflect on co-constructing 

meanings 
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theoretically grounded in the traditions of Behaviorism, Information Processing, 

Cognitive Constructivism, and Social Constructivism. 

The first approach to teaching described in the matrix is teacher as 

"Transmitter." This approach emphasizes the importance of observable behaviors in 

students. These skill-based behaviors are seen as a result of the teacher's presentation of 

a fixed body of facts or knowledge that exists universally, apart from the learner. 

Students are generally seen as blank slates ready to receive external information. Drill 

and practice is an approach often used by behaviorists. 

The second approach, grounded in the theory of Information Processing, has as 

its foundation the teacher as "Manager," creating opportunities for students to process 

their new knowledge. Knowledge is perceived as objective and learning is frequently 

equated with a computer's process of storing and retrieving information (Ormrod, 

1999). This approach seeks to develop skills in metacognition and thinking and 

memorization strategies. Students are encouraged to become aware of prior learning 

and conceptions and to leam ways to organize new knowledge with pre-existing 

knowledge. Activities such as concept mapping, "chunking" information, and self-

regulatory exercises are frequent strategies for this approach (Scheurman, 1998). 

Scheurman (1998) points out that these first two categories share two features 

that distinguish them from the next two categories to be discussed. Teacher as 

"Transmitter" and teacher as "Manager" both view knowledge as concrete and as 

outside the learner. Secondly, learning is viewed as the process by which students gain 
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that knowledge. The two constructivist views instead regard knowledge as something 

that can be done in the learner's own experience. 

The first of these two views regards the teacher as "Facilitator," presented in the 

third category of Scheurman's matrix. This approach, based on Cognitive 

Constructivism, is sometimes referred to as individual constructivism since knowledge 

development is based on a specific learner's level of intellectual development Teachers 

assuming this role challenge students to question their knowledge as they try to make 

sense of new findings. Reflection is a part of the learning process as students expand or 

develop new schema. Scheurman (1998) indicates that this approach is very closely 

related to the last in terms of activity in the classroom. 

The last category describes the teacher as "Collaborator." This teacher works 

with the student in concurrently building new knowledge yet to be determined. 

Knowledge is subjective as it develops and varies within a social context. Basically, it is 

people working together to make sense of new knowledge. Authenticity of context is 

emphasized with cooperative learning, peer tutoring, and apprenticeships examples of 

activities that would occur in this context (Ormrod, 1999). 

The continuum created by these four approaches can provide a starting point for 

teacher educators in examining the beliefs of prospective teachers. Recognizing how 

the beliefs correspond with the matrix can inform teacher educators about their students' 

beliefs that may need to be challenged as well as those that should be further 

strengthened. This information will also allow teacher educators to inform their own 
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practice in identifying approaches that will be best received within the framework of the 

prospective teachers' beliefs. 

Need 

"To understand teaching from teachers' perspectives, we have to understand the 

beliefs with which they define their work" (Nespor, 1987, p. 323). Preservice teachers 

enter teacher preparation programs with strongly held beliefs about what it means to 

teach. These beliefs encompass the role of the teacher, the process of teaching, the role 

of the student, and the nature of learning. The beliefs held by these preservice teachers 

are firmly established and highly resistant to change, even when evidence would 

suggest that change is logical. Preservice teachers' beliefs act as filters, affecting their 

development of knowledge and their perception of their teacher education program. 

Early research on the impact of teacher education programs on these beliefs 

indicated that the programs had little or no effect. However, more recent research 

argues that using various constructivist approaches in teacher education can influence 

preservice teachers' beliefs in some cases. For impact to occur, consensus in the 

research emphasizes that the beginning point is the need for teacher educators and the 

student to be aware of the existence and content of the student's beliefs. This awareness 

will assist teacher educators and students alike in constructing opportunities for beliefs 

to be strengthened and/or challenged as the students engage in the process of becoming 

educators. 

Very little research exists in Music Education regarding preservice teacher 

beliefs. However, there is no reason to assume that preservice music educators enter 
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music education programs with beliefs any less strongly formulated than those of 

education students. For Music Education professors to effectively assist their students 

in their development of professional knowledge it must occur within the framework of 

these preservice teachers' beliefs. 

Purpose 

The purpose of this study is to identify and examine preconceived beliefs about 

teaching held by entering preservice teachers prior to enrollment in Music Education or 

Education courses. 

Research Questions 

The specific research questions are; 

1. Prior to enrollment in Music Education or Education coursework, what do 
preservice music educators believe about (a) their future role as music 
educators, (b) their future students - as people, as learners, as musicians, (c) 
the process of teaching, (d) the nature of learning, and (e) what their future 
students should know. 

2. Prior to enrollment in Music Education coursework, what do preservice 
music educators believe about the relative importance of the various 
components of a university Music Education teacher preparation program? 

3. To what extent do these beliefs reflect the categories of teaching and 
learning as described by Geoffrey Scheurman (1998) in his "Matrix of 
Teaching and Learning Approaches"? 

Definitions 

The following defmitions are given to provide clarity in the subsequent chapters. 

These definitions are expanded in Chapter Two. 

1. Belief: "A proposition that is accepted as true by the individual holding the 

belief. It is a psychological concept and differs from knowledge" (Richardson, 



1996, p. 104). To further delineate. Green (1971) states that beliefs do not 

require a condition of truth from outside the one holding the beliefs. 

2. Preservice teacher belief: The implicit assumptions held by preservice teachers 

regarding the processes of education (students, learning, classrooms, subject 

matter) (Kagan, 1992a). These assumptions will be inferred from the data 

collection processes used in this study. 

Overview of Remaining Chapters 

This study is organized into ten chapters, appendices, and a reference list. 

Chapter One presents an introduction including the purpose, need for the study, and 

definition of terms. Also included in this chapter is an overview of Scheurman's (1998) 

"Matrix of Teaching and Learning Approaches." 

Chapter Two presents a review of literature relating to preservice teacher beliefs. 

This chapter is divided into four major sections; (1) defmition of beliefs, (2) research 

on preservice education teachers' beliefs, (3) research on the impact of teacher 

education programs on education teachers' beliefs, and (4) research on preservice music 

teachers' beliefs and the impact of teacher education programs on those beliefs. 

Chapter Three describes the research process used in this study. Qualitative 

methods of sampling, data collection, and analysis are described, including the specific 

tools used in the data collection. 

Extractions of transcriptions of the data form the basis for Chapter Four through 

Chapter Eight. These summaries provide the foundation for the presentation of the 

analysis and interpretation in Chapter Nine. Emerging themes will be identified as they 
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occur in preservice teachers' beliefs. They will also be presented in comparison to 

Scheurman's (1998) Matrix of Teaching and Learning. 

Chapter Ten includes a brief overview of the research questions and answers, 

implications for teacher education, and suggestions for future research. The reference 

list follows the appendices that include all written correspondence with the participants 

as well as questionnaires, forms, materials relating to the data collection process. 
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Chapter 2 

Review of Literature 

When they [beliefs] are clearly conceptualized, when their key assumptions are 
examined, when precise meanings are consistently understood and adhered to, 
and when specific belief constructs are properiy assessed and investigated, 
beliefs can be, as Fenstermacher predicted, the single most important construct 
in educational research. 

Pajares, 1992 (p. 329) 

This chapter includes literature related to definitions of belief, the content of 

preservice teacher beliefs, and how various approaches have attempted to affect those 

beliefs. First, an overview of the subjective nature of beliefs shows the difficulty 

researchers have had in determining an operational defmition. Research findings 

related to what education preservice teachers believe is followed by a review of research 

on various approaches used in teacher education to affect preservice teacher beliefs. An 

examination of the research on preservice music teachers' beliefs and shifts in those 

beliefs will conclude the chapter. 

Definition of Teacher Beliefs 

In order to examine the existing research on preservice teachers' beliefs, it is 

vital to have an understanding of the term "belief and specifically how it is interpreted 

in the context of teacher or preservice teacher beliefs. Several reviews of research on 

teacher beliefs help to defme what Pajares (1992) termed a "messy" construct. 

Richardson (1996) points out that primarily anthropologists, social 

psychologists, and philosophers have conducted research on beliefs. She states that 

there is "considerable congruence of defmition among these three disciplines in that 
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beliefs are thought of as psychologically held understandings, premises, or propositions 

about the world that are felt to be tnie" (p. 103). This straightforward definition would 

seem to be in contrast with Pajares' (1992) report on the difficulty of defining beliefs. 

However, the difficulty lies not so much in the definition of the word "belief but in 

distinguishing beliefs from knowledge. 

This distinction between belief and knowledge has been described and analyzed 

by Nespor (1987), Kagan (1992a), Pajares (1992), and Richardson (1996), among 

others. Each used different approaches to attempt to create a clearer picture of these 

two constructs. 

Nespor (1987) described four characteristics that distinguish beliefs from 

knowledge. These characteristics are that beliefs; (a) make assumptions about the 

existence or nonexistence of entities, (b) allow one to conceptualize ideal situations that 

contrast with reality, (c) rely heavily on afTect and evaluation, and (d) are based 

primarily in episodic memoiy. Nespor identifies two further aspects pertaining to belief 

systems that distinguish beliefs fi'om knowledge. These aspects, non-consensuality and 

unboundedness, indicate that beliefs are disputable and loosely bounded with no clear 

rules for use. 

Pajares (1992) argues that beliefs cannot be clearly distinguished from 

knowledge. He maintains that cognitive knowledge also has affective and evaluative 

components that negate knowledge as being more "pure" than beliefs. In support of 

this, he cites Rokeach as defining knowledge as subsumed as a component of belief. 

However, based on his overview of the research, Pajares (1992) acknowledges that the 
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most commonly held working definition is that "belief is based on evaluation and 

judgment; knowledge is based on objective fact." 

Kagan (1992a) approaches this belief/knowledge distinction by stating that in 

actuality, a teacher's knowledge is more accurately termed belief. She states this 

assumption on the premise that knowledge is generally regarded as belief that has been 

proven true. Simply stated, she regards a belief as opinion that, when proven true, is 

acknowledged as fact (knowledge). 

Richardson (1996), however, holds to the view of belief grounded in Green's 

(1971) philosophical woilc. This definition, unlike Kagan's (1992), does consider belief 

and knowledge as two separate constructs. It states that a belief is a proposition that is 

accepted as true by the individual holding the belief but does not require a "truth 

condition" held by a community of people, as does knowledge. It is this definition 

which will be used in the context of this study. 

Even when a definition of belief has been determined, there is still complexity in 

the literature. Research on teachers' and preservice teachers' thinking encompasses a 

wide range of terms. Some of the terms or labels used include images (Calderhead & 

Robson, 1991), world images (Wubbels, 1992), personal understandings (Carter & 

Doyle, 1995), perspectives (Feiman-Nemser & Remillard, 1996; Hollingsworth, 1989), 

teacher perspectives (Tabachnick & Zeichner, 1984), professional perspectives 

(Goodman, 1988), implicit expectations and practical theories (Britzman, 1986), 

implicit assumptions (Kagan, 1992a), personal practical knowledge (Elbaz, 1983), 

implicit theories (Clark, 1988; Weinsteia, 1989), perceptions (Brookhart & Freeman, 



1992; Feiman-Nemser & Buchmann, 1985), preconceptions (Clark, 1988), conceptions 

(Calderhead & Robson, 1991; Clark & Peterson, 1986), pre-existing teaching constructs 

(Mertz & McNeely, 1992), opinions, and orientations (Brousseau, Book, & Byers, 

1988). Although not all are exactly synonymous with belief, the construct of belief is a 

critical or key element in all. 

An important commonality among all of these terms is that, in the context of the 

research, all refer specifically to educational processes and teacher thinking. Pajares 

(1992) emphasizes that researchers, when discussing teacher beliefs, are not referring to 

a general, broad set of beliefs or belief systems, but to specific beliefs and assumptions 

about teachers, students, learning, curriculum, and the context of learning. This 

framework will serve to define "preservice teacher beliefs" in the context of this study. 

Research Describing Preservice Teacher Beliefs in the Field of Teacher Education 

The research of the 1980s and 1990s in the area of teacher thinking has 

emphasized the importance of recognizing teacher beliefs and their impact on the 

development of professional knowledge. This research has shown that teachers and 

preservice teachers have well-developed theories and beliefs about teaching and 

learning. These beliefs influence teachers' perceptions, plans, and actions (Anderson, 

et.al ., 1995; Calderhead, 1991; Lonka, Joram, & Bryson, 1996; Wubbels, 1992). 

Pajares (1992) described this relationship of actions and beliefs, indicating that attitudes 

form from beliefs and it is these attitudes that will determine action. For example, 

beliefs about society, community, and ethnicity will give rise to attitudes about diversity 

that can affect a teacher's actions toward diversity in the classroom. Pajares (1993) 
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states that because of this relationship, beliefs are the strongest predictors of behavior. 

This underscores the need for further research in beliefs of both inservice and preservice 

teachers. 

Research on preservice teachers' beliefs has shown that preservice teachers enter 

teacher education programs with very strongly established beliefs (Book, Byers, & 

Freeman, 1983; Feiman-Nemser, McDiarmid, Melnick, & Parker, 1988; Weinstein, 

1989). Clark (1988) described these beliefs as robust, unlikely to be altered or replaced 

by traditional formats such as lecture, reading, discussion, and practice. Based on life 

histories and personal narrative research. Carter and Doyle (199S) indicated that 

preconceptions are even more robust than previously thought. Pajares (1992) indicated 

that although these beliefs are often unyielding they are important as a source of identity 

for preservice teachers. Their beliefs provide a foundation that allows them to develop 

personal meaning in new contexts. Likewise, beliefs are important in providing a sense 

of order and direction. Although the strengths of these beliefs can be problematic based 

on the nature of the belief. Carter and Doyle (1995) indicate that the tenacity of personal 

understandings of preservice teachers can be a plus as they enter the classroom. They 

indicate that those preservice teachers with a firm belief in their role as teacher 

(regardless of their actual capabilities) will be much more likely to work through the 

realities of a classroom than those who lack a clear picture of their role. 

An additional aspect of the strength of preservice teacher beliefs is tenacity even 

when inconsistencies in beliefs surface. These inconsistencies can be a result of 

receiving new information but being unwilling to relinquish the former belief. 
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However, it also appears that some inconsistencies in beliefs are long-standing and have 

been accepted because they are part of "self (Pajares, 1992). That conflicting beliefs 

can co-exist as equally valid is supported by Green's (1971) work in the area of beliefs. 

He states that one's beliefs are not held separately but in clusters. As long as conflicting 

beliefs are held in separate clusters and not examined side-by-side, it is not perceived as 

problematic. 

Beliefs are not only strong but highly personal (Calderhead & Robson, 1991; 

Caner & Doyle, 199S) and often unrecognized by the person holding these beliefs 

(Holt-Reynolds, 1992). Teacher beliefs of prospective teachers are based in large part 

on their personal experiences in schools and cultural beliefs (Carter & Doyle, 199S; 

Joram & Gabriele, 1998). The longevity of these beliefs, having developed over years 

of observation of "schooling" (Lortie, 1975), is another factor in their strength. 

Strong beliefs have been noted in preservice teachers' perceptions of their own 

abilities as teachers (Books, Byers, & Freeman, 1983). Likewise, Brousseau, Book, and 

Byers (1988) found that when comparing preservice teachers and experienced teachers, 

the majority of teacher candidates were more optimistic about their capabilities as 

educators than were experienced teachers. Mertz and McNeely (1991) also found that 

the majority of students entering a teacher education program felt that they would do a 

good job if they were teaching at that point in time. Males in secondary education 

programs held a particularly high level of confidence in their ability to teach (Brookhart 

&. Freeman, 1992). Weinstein (1989) referred to these beliefs as "unrealistic optimism." 



Weinstein (1989) attributed this optimism to preservice teachers' beliefs that 

those qualities that are most important in teaching are qualities they already possess. 

She also found that preservice teachers believe that they will have fewer problems than 

their peers in their first year of teaching (1988). They felt they would be particularly 

competent in dealing with issues of cultural differences, discipline, individual 

differences, enforcing rules, and dealing with parents. It is interesting to note that all 

issues except cultural differences are listed by first year teachers as some of their most 

problematic issues. While the 1988 study of Weinstein found that preservice teachers' 

optimism pertained primarily to tasks in the "teacher's control," tasks that they could 

manage, her 1989 study indicated that preservice teachers had a higher level of 

optimism about interpersonal relations. 

A decline in preservice teachers' confidence levels was noted after these students 

completed their first education course (Weinstein, 1990). This decline may be due in 

part to a more realistic or complete picture of the process of teaching. Additionally, 

Brookhart & Freeman (1992) observed that although prospective teachers believe 

strongly in their own abilities, they do express concerns about classroom management, 

rapport with students, assessment, and dealing with parents. This is in contrast with 

Weinstein's fmdings in her 1988 study where students expressed confidence in their 

ability in these areas. 

What do preservice teachers believe about the process of teaching? The 

majority of studies indicated that prospective teachers believe teaching to be "telling" or 

simply transmitting knowledge from the teacher to the student (Anderson, et. al., 1995; 
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Brookhart& Freemaa, 1992; Feiman-Nemser & Remillard, 1996; Holt-Reynolds, 1992; 

McDiarmid, 1990; Pajares, 1992). Again, this belief is based in their own experiences 

as students when many of them had teachers who held this philosophy (Holt-Reynolds, 

1992). 

Other beliefs about teaching, however, have been observed. Mertz and 

McNeely (1991), in a comparison of case studies, noted that although 4 out of 10 

preservice teachers held to this transmission view of teaching, three believed that 

teaching is primarily an act of nurturing. One held to teaching as "doing good" or 

service, one felt its purpose was to promote student thinking and to challenge students 

to think differently, and one believed that teaching was "energizing," the ability to keep 

students involved and engaged in action. Klein (1996) found that on responses to a 

questionnaire preservice teachers did hold positive views toward a constructivist 

approach to teaching. However, these students also responded positively or neutral 

toward teaching practices that support the transmission approach. Again, this ability to 

hold contradicting beliefs reflects Green's (1971) theory of clusters of beliefs. Klein 

(1996) observed that as long as these students invoked different theories in different 

situations, they were comfortable with having potentially conflicting beliefs. The 

diversity of beliefs found in these studies reflect the highly personalized nature of 

preservice teacher beliefs. 

Although there is also diversity in beliefs about the purposes of teaching, 

generally it can be stated that preservice teachers overvalue affective aspects and 

undervalue cognitive aspects (Brookhart& Freeman, 1992; Weinstein, 1988), holding 
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with the "nurturing" concept of teaching. Weinstein (1989) found that preservice 

teachers believe that the goal or purpose of "good teaching" is to develop positive 

interpersonal relationships. They described this in terms such as the ability to relate, 

caring, concern, patience, and enthusiasm. Interestingly, there were no statements 

relating to cognitive aspects such as stimulating curiosity or developing a love of 

learning. This strengthened the findings of Book, et. al. (1983) who indicated that 

preservice teachers felt the most important goal was to encourage positive self-esteem. 

Academic achievement was not mentioned. This nurturing belief about teaching was 

also observed in preservice teachers who believe that because they like children, they 

will be able to "help" them (Calderhead, 1991). Brookhart & Freeman (1992) found 

that although many preservice teachers overvalued the interpersonal purpose of 

teaching, others did recognize that although rapport is important, its primary purpose is 

educational. 

In addition to purposes of transmission of knowledge and nurturing, some 

preservice teachers believe that the purpose of education is to move students through a 

specific amount of material ("cover" the curriculum) in a specified amount of time 

(Goodman, 1988). Others in this same study indicated that they believed a major aim of 

teaching is to develop cooperation among students. 

Closely tied to beliefs about the purposes of teaching are preservice teachers' 

beliefs about the ways their prospective students leam and the process of learning. 

Those who believe teaching is primarily transmission of a set of facts believe that 

learning is passive (Calderhead, 1991), simply receiving and remembering information. 



and that students will be satisfied to sit and leam (Feiman-Nemser, et. al., 1989; Pajares, 

1992). They believe that the level of learning that will occur is partially attributed to 

the student's natural ability and partially to the student's level of motivation but with 

effort all students will succeed (Anderson & Holt-Reynolds, 1995). Preservice teachers 

see classroom management as the key to learning. When there is a strong sense of 

effective classroom management, that is sufficient for learning to occur (Joram & 

Gabriele, 1998). 

Preservice teachers most often perceive the learning that will occur as a fixed, 

structured body of knowledge. They believe students will need to leam certain facts 

and concepts. This learning must occur before experientially applying concepts (Florio-

Ruane & Lensmire, 1990; Grossman, 1990). These studies also noted that preservice 

teachers have difficulty accepting classroom practices lacking outward structure or 

regulation. They found these "unsettling." 

Again, it appears these preservice teachers' beliefs about their future students 

and learning are based in their own experience as learners. They tend to overestimate 

their students' abilities, viewing them through the lens of their own experience. 

Preservice teachers believe their future students will leam as they learned and enjoy the 

educational processes they enjoyed (Holt-Reynolds, 1992). Their beliefs about leamers 

are also based on their lack of awareness of the wide range of ability levels and the 

diversity they will encounter in their students' capabilities and interests (Carter & 

Doyle, 1995). This lack of awareness of ability levels was illustrated by preservice 

teachers who, following an observation of third-grade math students, argued that the 
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children must be gifted since young children are not capable of depth of understanding 

and cannot process complicated ideas (McDiarmid, 1990). 

Given these beliefs about teaching and learning it is not surprising that 

preservice teachers also have strongly held beliefs about teacher education programs. 

Each belief presented in the previous paragraphs can place teacher education programs 

in a different light. 

Florio-Ruane & Lensmire (1990) have shown that by the time preservice 

teachers enter college their beliefs are firmly entrenched. In turn, these beliefs interact 

with the various components of the teacher education program to significantly impact 

what preservice teachers will learn and how they will develop their professional 

knowledge (Bird & Anderson, 1992; Hollingsworth, 1989). This is largely based on the 

filtering effect of beliefs as discussed in Chapter 1. As Calderhead and Robson (1991) 

summarized, preservice teachers' images of coursework and fieldwork greatly influence 

their receptivity to the coursework and fieldwork. 

One of the primary beliefs influencing receptivity to the teacher education 

program is preservice teachers' "unrealistic optimism." Because they underestimate the 

complexity of teaching they also underestimate the intricacy of learning to teach. They 

feel they already know the "what" of teaching and that it is in large part instinctual. 

Those who regard teaching as primarily nurturing often view it as "extended parenting," 

again with little to leam. Therefore, if there is little to learn, if teaching is going to be 

"easy," there is little need to seriously participate in teacher preparation (Book, et. al., 

1983; Howey & Zimpher, 1996; Weinstein, 1988). This perspective on developing 
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pedagogical knowledge has been described as naive, uncomplicated (Calderhead, 1991; 

Moje & Wade, 1997) and incomplete (Weinstein, 1989). Mertz and McNeely (1991) 

agreed with this assessment, noting that preservice teachers tend to have clear 

constructs about teaching but that they are focused only on one "piece" of the overall 

process, such as student relationships. Yet when entering teacher education programs, 

they feel that this partial knowledge is sufficient. 

The aspects of teacher education programs for which preservice teachers hold 

the greatest expectations are the fieldwork/student teaching components. They believe 

that "on-the-job-training" with a "real" teacher supervising will be the most significant 

part of their program. Aspects of the program such as foundations courses and 

theoretical discussion are perceived as of little value, as are methods courses although to 

a lesser degree (Book, et. al., 1983; Howey & Zimpher, 1996). 

Preservice teachers also hold various beliefs about how they will learn to teach 

and develop professionally. Calderhead (1991) found that the students in his study held 

several different perceptions about learning to teach. One indicated that nothing was 

being learned from the teacher education program. Her learning was a result of the 

trial-and-error of her own experience. For her, learning to teach was a matter of 

personal growth. A second student felt confident in her teaching abilities and believed 

that the primary function of the program was to give her the latest information on 

curriculum and materials. Two other students believed that they had little control over 

learning to teach. They felt it was simply expected that they would teach as they were 

told. Yet another student did not seem to have clear expectations about the program. 



His view of teaching was based on negative experiences and his beliefs centered around 

how he did not want to teach. 

In summary, preservice teachers hold strong beliefs about teaching, learning, 

their future students, curriculum, and teacher education programs. A thread through all 

of these studies was the need for teacher educators to recognize these beliefs and make 

decisions about how to address these beliefs in teacher education programs. Various 

approaches in meeting this challenge will be addressed in the following section. 

Research on Teacher Education Impact on Preservice Teacher Beliefs in the Field of 

Teacher Education 

The impact of teacher education programs on preservice teachers' beliefs is as 

individual as the students' beliefs. As Richardson states, "Some programs effect change 

and others do not; some programs affect certain types of students and not others; and 

some beliefs are more difficult to change than others" (p. ill). Numerous studies exist 

showing beliefs to be resistant to the effects of teacher education (Book, Byers, & 

Freeman, 1983; Buchmann, 1987; Holt-Reynolds, 1992; Kagan, 1992; McDiarmid, 

1990; Tabachnick & Zeichner, 1984; Tatto, 1996; Wubbels, 1992; Zeichner & Gore, 

1990). Yet other studies show beliefs can be impacted by teacher education programs 

(Grossman & Richert, 1988; Hollingsworth, 1989; Jones & Vesilind, 1995; Joram & 

Gabriele, 1998; Lonka, Joram, & Bryson, 1996; Nettle, 1998; Tatto, 1998). In all of 

these studies it was not unusual to see evidence of both change and stability in beliefs. 

As Richardson (1996) points out, changing beliefs and conceptions of preservice 

teachers is challenging at the least. Because preservice teachers have not developed 
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practical knowledge in the context of an actual classroom, it is difficult for them to test 

their beliefs or recognize how those beliefs may shape their teaching actions. It has also 

been pointed out that when a change in beliefs is expressed, that does not necessarily 

translate into changes in teaching behaviors. Only longitudinal studies will be able to 

help determine the impact of belief change. 

In examining studies that reflect an attempt to affect preservice teaching beliefs, 

most studies take place in programs or coursework with a constructivest orientation. 

This in itself may be problematic since, as Graber (1996) points out, a non-traditional 

approach may be rejected by preservice teachers as less effective than familiar positivist 

approaches. However, one of the goals of a constructivist approach in affecting beliefs 

is to create what has been referred to as dissonance (Anderson & Holt-Reynolds, 1995), 

or inconsistency (Pajares, 1993) resulting from a conflict between preconceptions and 

new experiences or viewpoints. This dissonance often occurs when students are asked 

to examine their beliefs in order to address situations that reflect the complexity of 

teaching. It is through the resolution of this dissonance that knowledge is constructed. 

In examining the effect of coursework, traditional approaches to foundations and 

methods have been found to have minimal effect on preservice teachers (Book, Byers, 

& Freeman, 1983; Holt-Reynolds, 1992; Kagan, 1992; Wubbels, 1992). However, 

when coursework was designed specifically to address students' beliefs, a greater impact 

on beliefs was noted (Anderson & Holt-Reynolds, 1995; Joram & Gabriele, 1998; 

Lonka, Joram, & Bryson, 1996). 
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Activities designed to initiate exploration and change in preservice teacher 

beliefs have included the use of cases, autobiographical writing, journal writing, the 

exploration of metaphors and analogies, reflective activities, and groupwork. 

Journal ing, autobiographical writing, personal narrative and life history, and well-

remembered events have been used to assist preservice teachers in examining their 

preconceptions as they begin to reenter classrooms as a teacher and construct more 

realistic images of teaching and schools (Carter, 1994; Carter & Doyle, 1996; 

Harrington, 1995; Moje & Wade, 1997). Craig, Bright, and Smith (1994) designed an 

interactive approach which included cooperative learning in a community of learners, 

teacher modeling, peer and self-evaluation, and joumaling. 

The use of metaphor and analogy in exploring beliefs has been used in 

approaches to coursework (Joram & Gabriele, 1998), the development of cases (Carter, 

1990), and, when constructed by preservice teachers, to explore and address beliefs and 

preconceptions (Dennis, 1997; Fry & Fleeners, 1997; Weinstein, Woolfolk, Dittmeier, 

& Shanker, 1994). Cases have likewise been used to challenge preservice teachers' 

preconceptions. Carter (1988) and Harrington (1995) indicate that cases can present 

students with the complexities of teaching yet avoid potentially miseducative factors 

often present in field observation. 

When examining the impact of fieldwork on the beliefs of preservice teachers 

mixed results were again found. Some experiences were effective (Hollingsworth, 

1989; Jones & Vesilind, 1995), others were not (Borko & Mayfield, 1995; McDiarmid, 
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1990; Nettle, 1998). These results were highly dependent on structural situations, 

context, and, in the case of student teaching, the cooperating teacher and school climate. 

In summary, research on the impact of teacher education programs on preservice 

teachers' beliefs is inconclusive. However, the most recent research does suggest that a 

constructivist approach to teacher education that encourages reflection and 

understanding in context and within learning communities holds potential for helping 

preservice teachers shape realistic images of classroom life. 

Research on Preservice Teacher Beliefs in Music Education 

In Music Education, the beliefs of preservice teachers have been examined in 

relation to the teacher's role (Krueger, 1985), perceived problems of beginning teachers 

(Richards & Killen, 1993), and classroom management (Brand, 1982; Snyder, 1997). 

Schmidt (1998) investigated student teachers' definitions of "good" music teaching. 

Beliefs about philosophy and advocacy (Austin & Reinhardt, 1999) and teacher 

effectiveness (Butler, 1999) have likewise been research topics. Most recently, 

Campbell (1999) looked at the beliefs and images of teaching held by novice teachers. 

Each of these studies will be reviewed individually. 

Krueger's (1985) case study of two student teachers examined the perceptions of 

these students about what teachers teach, how they teach, classroom management, and 

teacher - student relationships. Krueger noted in particular the influence of the hidden 

curriculum, or situational factors, on the perceptions of these student teachers. 

The student teachers' beliefs in Krueger's (1985) study were found to be highly 

influenced by the structural organization of the schools. She indicated that student 
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teachers tended to perceive classroom situations and pedagogy as "given and 

unalterable" (pp. 264 - 265). Throughout the semester, the influences on the student 

teachers' beliefs of the cooperating teachers' practices and the constraints in the public 

school setting seemed to increase. These student teachers began to increasingly accept 

the current practice as status quo rather than question the practices. 

Particular beliefs of student teachers noted in Krueger's (198S) study included 

their perception of a need to continue the cooperating teachers' curriculum rather than 

explore new strategies. This occurred in spite of verbal encouragement from the 

cooperating teachers in relation to trying new approaches. This seemed to reflect the 

underlying belief that "what was being practiced was acceptable pedagogy, since it was 

being practiced by more experienced educators" (p. 237). 

These student teachers reflected more autonomy in their teaching approaches 

than in their perceptions of curriculum. Both student teachers in this study appeared to 

have well-defined beliefs about teaching being an individual endeavor and these beliefs 

appeared to be solidified throughout the semester. 

The influence of the university program and supervisors in Krueger's (1985) 

study was minimal. Supervisors' comments were seen as peripheral to the actual 

practice in the classroom. Although at the beginning of the semester both student 

teachers referenced ideas and theories learned in methods classes, these references, both 

verbally and as seen in practice, decreased over the course of the semester. However, 

the cooperating teachers' influences became more prominent as the semester progressed. 
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Richards and Kilien (1993) investigated the beliefs of 76 preservice teachers 

who were at different levels in a 4-year education-music program. Specifically, they 

wanted to find out what beliefs these students held about problems of beginning 

teachers. The preservice teachers' beliefs about their future abilities in teaching were 

also examined. Data was collected using an adaptation of Weinstein's (1988) 

"Expectations about the First Year of Teaching" questionnaire. The questionnaire was 

divided into 3 subsections; (1) background infomiation, (2) participants' comparisons 

of their perceptions about their future teaching abilities and the abilities of their peers, 

both in their next practicum and as first year teachers, and (3) participants' beliefs about 

32 problem statements pertaining to the first year of teaching, first in relation to an 

average first year teacher, and then in relation to themselves. 

The preservice teachers in this study indicated that they believed they would 

perform better than their peers in the next practicum. With the exception of second year 

students, they all likewise felt that they would perform better than their peers in their 

first year of teaching. The majority of the students at each of the four levels of the 

program indicated that they would do a "fairly good" or "good" job if they were to start 

teaching at that point with no further teacher education. These findings definitely 

correlate with Weinstein's (1988) finding of "unrealistic optimism" and indicate a high 

level of confidence on the part of these preservice teachers. 

This confidence was also evident in responses to the third section of the 

questionnaire dealing with problems of first year teachers. The preservice teachers 

were given a choice of 6 responses ranging from "no problem" to "very serious 



problem." Again, the participants in the study displayed a high level of optimism. 

They believed that no problem on the list of 32 problems of first year teachers (based on 

research with first year teachers) approached "serious problem." Thirty of the problems 

were ranked in the "small" to "moderate" problem range. Inadequate equipment and 

disruptive students were the two problems viewed as slightly more problematic.. In all 

cases, the preservice teachers believed that the problems would be more of a challenge 

for the average first year teacher than for themselves. They projected their own greatest 

problem would be "inadequate school equipment." No pattern in the responses due to 

the participants year in the program was found, although fourth year students ranked 

items as slightly more problematic than first year students. The researchers concluded 

that teacher educators must accept that the beliefs of preservice teachers will greatly 

influence the impact of teacher education programs. 

The beliefs about classroom management held by student teachers were 

explored by Brand (1982) and Snyder (1997). Brand administered the Beliefs on 

Discipline Inventory prior to and following the student teachers' eight week practicum. 

The results showed that the student teachers' beliefs did not change during the student 

teaching experience. Brand offers two possible explanations for this finding. He 

suggests that it may be that music student teachers come into the experience with a 

realistic and developed view of classroom management. A less optimistic view is that 

cooperating teachers do not affect the student teachers' beliefs due to a lack of strong 

skills on the part of the cooperating teachers, or the cooperating teachers were not 

effective in assisting student teachers in developing these skills. 
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Snyder (1997) conducted case studies to investigate the beliefs about classroom 

management held by four instrumental student teachers. His findings replicated those 

of Knowles (1992) in that student teachers' personal experiences and student 

"biographies" exerted a strong influence in the student teaching experience. While two 

of the students had clear images about classroom management based on strong family 

and ensemble influences, a lack of strong images in these two areas created a less 

focused picture of classroom management for the other two student teachers. Snyder 

(1997) did fmd that all four students' management approaches were influenced 

somewhat by their cooperating teachers. However, the extent of the influence was 

much greater if the cooperating teacher's approach was similar to the beliefs the student 

teacher already held about classroom management. Snyder (1997) also noted that 

although all four students had completed the same methods courses with the same 

information on classroom management, all four used different management approaches 

in the classroom. This again would suggest that the student teachers' prior beliefs about 

management influenced their actions to a greater extent than coursework. 

Schmidt (1998) explored the beliefs about "good" teaching held by four student 

teachers in instrumental music. Case studies of each of these teachers were conducted 

to identify the "less directly visible beliefs and background experiences" that motivated 

the behaviors of these student teachers (p. 20). 

Background information indicated that these student teachers had entered the 

music education program with definite beliefs about "good" and "poor" teaching. 

Schmidt found that these preconceptions did influence the impact of the music 



education program, both in educational and "miseducative" ways. These beliefs, 

coupled with the four students' individual experiences in the university, created widely 

varying concepts of "good" teaching. 

The student teachers generally believed that personal qualities were very 

important for teaching. Although they held difFering opinions of what those qualities 

are, the elements of respect and a sense of community were referenced by all four 

students. These students, although working with two or more cooperating 

teachers, all tended to strongly identify with one of their cooperating teachers. That 

particular cooperating teacher was invariably the one who personified the student 

teacher's beliefs about "good" teaching. 

Although all the student teachers believed classroom management was based on 

"well-paced, interesting instruction," again, their beliefs about "good" teaching resulted 

in very different approaches to classroom management in actual practice, similar to the 

findings of Snyder (1997). The student teacher who believed good teachers were "nice 

and fun" tended to not address problems but increase the pace, resulting in a "frantic" 

feeling in the classroom. Her discipline problems increased rather than decreased. A 

second student teacher who believed that good teachers hold high expectations for their 

students tended to lecture students to "be more mature," again with less than successful 

results. 

Schmidt (1998) found that these preservice teachers did not emulate one 

preconceived image of a "good" teacher but relied on a composite picture based on 

experiences both before and during their university experience. While she observed 



48 

student teachers acting on explicit statements about good teaching, she also saw that 

implicit definitions of good teaching were also at work. Schmidt indicated that these 

implicit defmitions were often not recognized by the student teachers. They were 

unable to link their behaviors to their tacit understandings. Only when these 

understandings became apparent to the student teachers were they able to address the 

resulting behaviors. 

Schmidt (1998) concluded that even though these four student teachers had 

experienced the same university program, all had a personally constructed concept of 

good teaching based on prior personal experiences and understandings coupled with the 

university experience. Their beliefs, whether acknowledged or unknown, had the 

potential to influence their professional development in both positive and negative 

ways. Whether the influence had a positive or negative effect was primarily determined 

by the students' awareness of their images of teaching. 

A series of three studies by Austin and Reinhardt (1994, 1996, 1999) explored 

preservice music teachers' beliefs of philosophy and advocacy in music education. In 

an exploratory study, a factor analysis of validity beliefs (reasons for music education) 

indicated these students believed aesthetic benefits formed the nucleus of their 

philosophy. However, four separate clusters of utilitarian benefits were also noted. 

Some of the utilitarian beliefs were compatible with an aesthetic philosophy, some were 

not. Their personal validity beliefs were highly correlated with their ratings of each of 

the advocacy statements. The student's stage in the music education program had a 
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significant effect of their beliefs, while gender and performance orientation did not. 

This affect was noted only in utilitarian beliefs of students in methods classes. 

This study was replicated in 1996 (Austin & Reinhardt) with a sample of 41 

preservice music education majors. Rather than using factor analysis as in the previous 

study, a priori categories were determined. Results of this study showed that there were 

no interaction effects or main effects of gender or program status for either statements 

of validity beliefs or the effectiveness of those statements for advocacy. Although there 

was again a correlation between validity beliefs and beliefs about advocacy 

effectiveness, the correlation was smaller than in the 1994 study. The participants in 

this study tended to see all validity statements as more or less true, while advocacy 

beliefs were more varied, ranging from "not effective" to "extremely effective." 

A third study was conducted by Austin and Reinhardt (1999) with a larger 

sample from across six institutions. Questionnaires in this study were administered at 

both the beginning and the end of the semester. Results showed that again, the 

participants viewed all of the statements as "more true than false." Advocacy 

statements were also viewed as at least "moderately effective," reflecting a view similar 

to Weinstein's (1988) fmding of "unrealistic optimism." The participants seemed to 

hold an eclectic set of beliefs, rating both utilitarian and aesthetic statements as true. As 

in their previous studies, Austin and Reinhardt found a strong relationship between 

validity and advocacy beliefs. Little change was noted in beliefs according to program 

status of the participants. This finding points to the possibility that music education 
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students enter programs with a well-developed set of beliefs about music education and 

that these beliefs are not impacted by the music teacher education program. 

Butler (1999) examined the concept maps of fifteen preservice music teachers 

enrolled in an introductory methods course to determine changes in thinidng and beliefs 

about effective teaching. Students completed a concept map illustrating their schema of 

teacher effectiveness. Following this, students participated in two microteaching 

episodes. These teaching episodes were analyzed and students completed a second 

concept map relating to teacher effectiveness. The final data collected were interviews 

with each participant to discuss their thinking about teacher effectiveness. 

Butler's (1999) findings parallel those of previous studies of education students 

in that these preservice teachers' beliefs emphasized affective characteristics of effective 

teaching more than cognitive aspects. Students in this study believed that effective 

teachers display a positive attitude, enthusiasm, energy, interest and concern for 

students, a warm personality, and are imaginative, spontaneous, and patient. Cognitive 

aspects of effective teaching that these students believed to be important included 

knowledge, organization, planning and preparation, communication of student 

expectations, and involving students in the learning process. 

Although an analysis of the concept maps showed no quantitative difference, 

frequencies of responses changed, indicating some shift in thinking. Students indicated 

in the interviews that they believed they could think about teaching more critically 

following the microteachings. They also indicated that they now believed teaching was 

more difficult than they had thought prior to the microteaching episodes. However, a 
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few of the students indicated that their teaching beliefs had not changed and that they 

felt they possessed a "pretty good idea of what teaching was all about" as they entered 

the course. 

In this study, the relationship between students' beliefs about effective teaching 

and their ability to demonstrate teaching effectiveness seemed to be related. Butler 

(1999) found that these students' beliefs did seem to affect the instructional strategies 

they chose to use in their microteachings, paralleling the findings of Schmidt (1998). 

Butler (1999) concluded that these preservice music teachers held "fairly well 

established, although not always highly developed, concept(s) of what it means to be an 

effective teacher" (p. 114). This finding further corroborates the research that reveals 

the simplistic nature of preservice teachers' beliefs about teaching. 

Campbell (1999), in his ethnogrphic examination of first- and/or second-year 

music education students, sought to explore the development of practical knowledge by 

preservice teachers. The forty-three participants in his study were concurrently enrolled 

in a teaching practicum, curriculum analysis class, and reflective teaching seminar. This 

study involved both students and teachers as researchers. Data collection involved 

electronic field records, researcher field records, student journals, videotape 

observations and narrative descriptions, student after-field reflection journals, reflection 

entries, interviews, and seminar conversations. Using a constructivist framework, 

themes emerged representing the students' images and beliefs about teaching. 

In these themes, Campbell (1999) noted that novice teachers are highly 

socialized into performer roles, and that successful teaching is closely linked to 
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performance programs. These students presented images of themselves as "directors", 

"givers of information", and "modelers" of skills rather than as co-constructors of 

knowledge (p. 21). Campbell felt that methods courses in which these students had 

participated had somewhat affected their beliefs about teaching. Some of the 

participants had experienced an "activities-based" methods course, while others had 

participated in a "concept-skill" approach. These varying approaches seemed to direct 

the students' views of teaching. Campbell also asserted that the students' needs and 

expectations strongly shaped the initial interactions these students' had with children in 

the field experience. He also noted that "fun" was a prominent theme for all the 

participants. 

Implications for this Study 

This review of research shows that preservice teachers enter teacher education 

programs with strongly held beliefs about teaching and learning. These beliefs are 

highly personal, some being positive preconceptions while others are potentially 

miseducative. Based on this research, it is highly unlikely that these beliefs will change 

if they are not addressed direcdy. The studies presented share in common an emphasis 

on the need to explicitly identify the beliefs of preservice teachers. Research on the 

impact of teacher education programs indicate that constructivist approaches in 

coursework and fieldwork may impact preservice teacher beliefs if those beliefs are 

acknowledged by students and teacher educators alike. 

This review also points out that qualitative research methods are particularly 

appropriate to explore the subjective nature of teachers' beliefs. Interviews, open-ended 
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questionnaires, and written documents (personal histories, case analyses, metaphors, 

journals) designed to promote reflection are all methods presented in the research to 

identify conceptions and misconceptions in preservice teachers' beliefs. 

Limited research exists on music preservice teachers' beliefs. Although specific 

preconceptions have been researched (beginning problems of teachers, "good" teaching, 

classroom management, and effective teaching), this research occurred primarily during 

the student teaching experiences of the participants. Only three studies (Butler, 1999; 

Campbell, 1999; Richards & Killen, 1993) examined beliefs in earlier stages of the 

music education program. No research exists that identifies the beliefs of preservdce 

music educators' beliefs prior to their initial enrollment in music education or education 

coursework. 
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Chapter 3 

Research Process 

The purpose of this study was to identify and examine preconceived beliefs 

about teaching held by preservice teachers prior to enrollment in Music Education or 

Education courses. In determining the design for this study, an examination of previous 

studies on beliefs of preservice teachers revealed that qualitative methods have been 

primarily used. Although surveys and questicmnaires have been used to identify teacher 

beliefs, recent studies, according to Richardson's (1996) review of "Methodology for 

Examining Attitudes and Beliefs," have shown these quantitative measures to be too 

restricting. Instead, researchers have used qualitative methods such as interviews, 

personal narrative, autobiographical stories and journals, students' analyses of video and 

written cases, metaphor, and analyses of students' internal dialogues. Richardson 

(1996) indicates that generally these methods are less limiting and reveal more of the 

depth of preservice teachers' conceptions as well as misconceptions. For this reason, 

qualitative research techniques were used in this study. 

Design 

The qualitative techniques used in this study included the purposeful selection of 

participants, qualitative methods of data collection (interview, metaphor, sorting tasks, 

and case analysis), and constant comparative analysis methods. These methods yielded 

emerging themes of belief These categories and themes were then compared to the 

"Matrix of Teaching and Learning Approaches" (Scheurman, 1998) to explore how the 

preservice teachers' beliefs fall on the matrix.. 
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Participants 

Participants for this study were 12 preservice teachers at a major university in 

the Southwestern United States. Since the purpose of the study was to sample initial 

beliefs of preservice music teachers, only those students who had taken no music 

education or education courses were considered. These participants were chosen 

through purposeful sampling. Merriam (1998) describes purposeful sampling as 

appropriate when "...the investigator wants to discover, understand, and gain insight 

and therefore must select a sample from which the most can be learned" (p. 61). 

Likewise, Patton (1990) states that purposeful sampling allows for information-rich 

cases that allow one to "learn a great deal about issues of central importance to the 

purpose of the research" (p. 169). 

In order to purposefully choose the participants the selection began with 

identification of those freshmen whose intent is to major in Music Education. At the 

university where the research was conducted, students do not specify a Music Education 

major until enrolling in their first music education course, which is generally 

Introduction to Music Education, in their sophomore year. Therefore, in order to 

identify those students who intended to major in Music Education, a brief survey was 

conducted in the first-year music theory class. 

In the next phase of the selection of participants, all of the prospective music 

education majors completed an open-ended questionnaire (see Appendix A). This 

questionnaire asked for the students' perceptions of the role of the teacher, the role of 



students, the processes of teaching and learning, and what they believe future students 

should know. The questionnaire also asked the respondents' preconceptions of the 

relative importance of various components of the university Music Education 

curriculum. 

From these initial respondents, students were chosen for the final sample. These 

participants were chosen based on the diversity observed among the completed 

questionnaires with the attempt being made to include the full range of beliefs about 

teaching that were held by entering Music Education preservice teachers at this 

university. The freshmen's responses were examined to see if they tended to be (a) 

more teacher-centered or student-centered, (b) focused on self, student, or subject, (c) 

oriented towards affective or cognitive aspects of teaching, (d) reflective of the models 

of transmitter, manager, facitator, or collaborater, and (e) focused on pedagogical or 

musical aspects of the music education curriculum. The intent was to select participants 

whose beliefs exemplified the range of the above categories. Another criterion in the 

selection of the participants was representation of different levels and areas of 

concentration in Music Education; beginning or secondary orchestra, band, or choir, 

and/or elementary general music. This criterion-based selection process is referred to 

as "maximum variation," which includes outlier cases to see if the trends or themes are 

consistent across cases (Miles and Huberman, 1994). Patton (1990) indicates that 

maximum variation sampling allows for two kinds of fmdings; "(1) high-quality, 

detailed descriptions of each case, which are useful for documenting uniqueness, and 
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(2) important shared patterns that cut across cases and derive their significance from 

having emerged out of heterogeneity" (p. 172). 

Based on the purposeful selection process, twelve freshmen were invited to 

participate in the study. These students were sent a letter inviting their participation in 

the study (see Appendix B), and subsequently contacted by telephone or e-mail to set up 

an appointment with the researcher. During the appointment the researcher provided 

the students with written information explaining the study (Appendix C). This 

information included the process by which the student was selected, the purpose of the 

research, the methods to be used for data collection, the time frame for the study, and 

the way in which the information would be used. Also included was a statement of 

possible discomforts or benefits as well as a statement that participation is voluntary, as 

required by the Human Subjects board. The information also included an attached form 

on which the students indicated their decision to participate in the study or to decline 

the invitation to participate. 

The twelve freshmen invited to participate in the study all accepted the 

invitation and all completed the data collection process. The concentration areas these 

freshmen planned to pursue included instrumental, orchestral, choral, and general 

music. All except two participants hoped to teach at the secondary level. Gender was 

equally balanced (see Table 2). 

Data Collection 

The methods for data collection used in this study included; (1) the initial 

questionnaire of teacher beliefs, (2) audiotaped interviews, (3) the students' natural use 



Table 2 

Participant Demographics 

Name Gender Projected 
Teaching Area 

Projected 
Teaching Level* 

Chris Male Band Secondary 

Dan Male Band Secondary 

Darren Male Band Secondary 

Greg Male Band Secondary 

Heather Female Band Secondary 

Kristin Female General Music Elementary 

Lisa Female Choral Secondary 

Mark Male Band Secondary 

Megan Female General Music Elementary 

Melissa Female Orchestra Secondary 

Phillip Male Choral Secondary 

Tami Female Orchestra Secondary 

Note. All participants were in the 18-25 age bracket 

'Elementary refers to grades K — 6. Secondary refers to grades 7-12. 



of metaphorical descriptions of the teachers and/or the teaching process, (4) 

participants' conversations about a sort activity using statements derived from the four 

matrix categories, and (5) students' interpretations of four different teaching scenarios or 

cases. 

Questionnaire 

The questionnaire (Appendix A), as described in the selection of participants, 

included open-ended questions directly aimed at identifying the students' beliefs about 

various aspects of teaching and learning as stated in Research Question 1. The students 

completed the survey in 25 minutes. The students' responses on the questionnaire 

initially served to provide the basis for the selection of participants. When the invited 

participants agreed to be included in the study, their responses to this questionnaire 

were included as a source of data for the study. 

Interview 

Weiss (1994) states that when a researcher wants to (a) develop detailed 

descriptions, (b) integrate multiple perspectives, (3) describe processes, (4) develop 

holistic description, or (5) learn how events are interpreted, it is appropriate to conduct a 

qualitative interview. Patton (1990) also indicates that interviews are conducted when 

direct observation cannot reveal the desired information. Because these qualifiers 

describe the intent of this research, interviewing was chosen as a method for data 

collection. 

The interview was developed in what Merriam (1998) calls a semi-structured 

format. This design allows the researcher to ask prepared questions although the 



60 

questions primarily function as a guide. In this way, the researcher can maintain a 

certain degree of continuity among the interviews. However, the questions are open-

ended and the researcher is allowed flexibility in following the respondent's emerging 

thoughts with elaboration questions. 

Interview Guide 

The next step was the development of the interview guide (Appendix D), 

sometimes called a protocol, schedule (Merriam, 1998), or conversational guide (Rubin 

& Rubin, 1995). The interview guide provides a framework for the interview process 

and allows for data to be collected in a cohesive, comprehensive manner. Weiss (1994) 

indicates that this guide should include a listing of the broad areas to be explored, a 

process Rubin and Rubin (199S) refer to as the "tree-and-branch" method. Each area 

should include a list of topics or questions pertinent to the area. This guide is to serve 

as an aide or reminder. The researcher should be able to glance at the guide and 

immediately see the overview of areas, with minimum detail. 

To develop the interview guide, the broad areas were defmed as (a) Your Role 

as Teacher, (b) The Process of Teaching, (c) Nature of Future Students, (d) How 

Students Learn, (e) What Should Students Leam, and (f) Impact of the Music Education 

program. These areas were developed directly from the research questions for this 

study. 

After identifying these areas, interview questions were developed for each area. 

Weiss (1994) lists several points important for the development of interview questions. 

These points include the need for the researcher to consider (a) the research problem. 



(2) the desired breadth or density of the data, (3) the researcher's understandings, based 

on personal experience and previous work as well as awareness of the research 

literature, (4) pilot research, and (5) what will give substance to the report Merriam 

(1998) also reminds the researcher to avoid technical jargon, making sure that questions 

are as clearly stated for the respondent as possible. With these considerations in mind, 

the questions for the interview were developed. The interview guide was completed 

with the addition of an initial welcome to the students and a closing statement of 

appreciation to the students for their participation. 

Metaphor 

The use of metaphor as a heuristic has been shown to be an effective tool in 

examining various aspects of teacher thinking (Carter, 1990; Dennis, 1997; Tobin, 

1990; Weinstein, Woolfolk, Dittmeier, & Shanker, 1994). As early as 1979, Eisner 

promoted the use of metaphor in research by stating that "What is ironic is that in the 

professional socialization of educational researchers, the use of metaphor is regarded as 

a sign of imprecision; yet, for making public the ineffable, nothing is more precise than 

the artistic use of language" (p.200). 

Therefore, both unprompted and prompted use of metaphor by the participants 

was examined as a means of data collection for this study. The participants' 

unprompted, or natural, uses of metaphor were identified by examining all of the data, 

which included the questionnaire and transcriptions of the interview and the second 

meeting with each participant, and coding these metaphors into the appropriate 

categories. 
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Prompted use of metaphor took place in the second meeting with the 

participants. As they concluded their thoughts and opinions about the four teaching 

scenarios, they were asked to create a metaphor for each of the four teachers represented 

by the scenarios and to explain why they chose that metaphor. All identified uses of 

metaphor, both prompted or unprompted, were coded into the appropriate categories. 

Case Analysis 

As with metaphor, classroom and teaching cases provide a means of opportunity 

for preservice teachers' development of professional and pedagogical knowledge. The 

use of cases can also provide an inroad to teachers' reasoning and thinking about 

classroom and teaching processes (Anderson & Bird, 1994; Harrington, 1995; Kagan & 

Tippins, 1991; Moje & Wade, 1997). How preservice teachers address cases can reveal 

their underlying beliefs and philosophy about teaching, learning, and subject matter. 

Four teaching cases, or scenarios, were developed for use in the second meeting 

with the participants (see Appendix E). These scenarios reflected the four categories of 

the Matrix of Teaching and Learning (Scheurman, 1998). Each case depicted a similar 

setting but differed in teacher actions, teacher/student interactions, and the teacher's' 

implied beliefs about how students learn. 

Sort Activity 

In order to further reveal the participants' implicit beliefs about teaching and 

learning, they completed a sort activity. A set of 10 statements was created for each of 

the four categories on the Matrix of Teaching and Learning (see Appendix F). The 

statements all began with the implication of "The teacher", followed by teacher actions 
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or perspectives that fit each of the categories. Each statement was numbered and placed 

on an individual 3X5 card. 

Procedure 

This study involved three stages: (1) participant selection and completion of an 

open-ended questionnaire, (2) the initial interview, and (3) an interactive interview 

during which the sort activity and case analyses occurred The first stage, participant 

selection, proceeded as described above. 

Two undergraduate preservice teachers completed a pilot study of the interview 

to check for clarity of the questions and questioning process. The length of time to 

complete the interview was also noted. Based on the results, the interview guide was 

modified accordingly. 

Interviews for the present study were conducted over a three-week period in 

November and December 1999. Each participant met with the researcher for an 

interview lasting from 45 minutes to one hour. Each participant met with the 

interviewer in an office reserved for the interviews. The interviews proceeded loosely 

following the interview guide. These interviews were audio-taped and later transcribed 

verbatim. 

The interactive interviews occurred in January, February and March of the 

Spring 2000 semester. During this meeting the participants completed the sort activity, 

discussed the teaching scenarios, and generated metaphors for each of the four cases. 

The primary function of these activities was to serve as a catalyst for discussion that 

would further illuminate the participants' beliefs about teaching. 



The first part of the sort activity required the participants to think of two former 

teachers—Teacher A and Teacher B—^who had very different teaching styles. The 

participants sorted the cards into those that applied to Teacher A, Teacher B, or neither. 

In the next step, using all of the same statements, the participants selected those that 

they would apply to an "Ideal Teacher." The final phase of this activity gave 

opportunity for the participants to select, from the statement cards, those that they felt 

applied to "Myself as Teacher" at this point in time. Although the participants were 

encouraged to comment or ask questions or clarifications as they sorted the cards, most 

of them reserved their comments until after they had sorted the cards. They were asked 

at that time to talk about why they chose the cards they did, the differences in teachers 

A and B, why they chose specific comments in creating their "ideal" teacher, and how 

confident they felt with the cards they selected reflecting themselves as teachers. The 

discussion as the participants engaged in the sort activity and justified their selections 

was tape-recorded for later verbatim transcription. The numbers of the specific 

statements the participants selected for each of the three phases were recorded in 

writing. These specific statements, however, were not coded into the final data. While 

the process of choosing the statements was a forced choice, more important were the 

participant's comments about their choices and their thoughts about the statements. 

The participants received the four teaching scenarios after the sort activity was 

completed. They were given 10-15 minutes to read the four cases and think about what 

they liked or questioned in each. They were also asked to select one that they would 

most like to reflect in their own teaching. After they read the cases, the interviewer 
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returned and a discussion, based on the questions in the previous paragraph, took place. 

At the conclusion of the specific discussion of the cases, the interviewer asked the 

participants to verbally create a metaphor for each of the four cases and explain their 

decision. Again, this discussion was tape-recorded for later transcription. 

Analysis 

The constant-comparison analysis method was used to analyze the data obtained 

in this study. Although this method was developed by Glaser and Strauss (1967) for 

developing grounded theory, Merriam (1998) indicates that because this method is 

compatible with the inductive approach of much of qualitative research, it is not 

restricted to the development of theory. 

Constant comparative analysis has at its core the construction of categories and 

subcategories. These categories are developed through the continuous comparison of 

segments of data, called units. Merriam (1998) defines units as "any meaningful (or 

potentially meaningful) segment of data," which can be "as small as a word a participant 

uses to describe a feeling or phenomenon, or as large as several pages of field notes 

describing a particular incident" (pg. 179). 

These units of data are searched for commonalties by comparing one unit with 

the next. If similar, they are grouped together. If these units are dissimilar, each is the 

beginning of its own category. The next unit of data is compared to the first two and 

grouped according to similarities with either of the first two units. This process of 

continually referring to previous data for comparison with new data allows categories to 

evolve throughout the analysis process. 
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Specifically, in this study, data was coded first according to the broad categories 

defined in the research question and determined a priori by the "Matrix of Teaching and 

Learning Approaches" (Scheurman, 1998). These categories included the role of the 

teacher, the role of the student, the processes of teaching and learning, and subject 

matter. Also included in these broad categories were data regarding the preservice 

teachers' perceptions of teacher preparation in the Music Education program. Data in 

each of these categories were then analyzed for emergent themes and subcategories. 

The qualitative analysis program NUD'IST was used for this coding process. The units, 

or "nodes" as labeled in NUD'IST, were placed into one of the major categories or sub

categories as they emerged. These categories, subcategories, and themes were then 

compared to the "Matrix of Teaching and Learning" (Scheurman, 1998) in order to 

determine if commonalties existed between preservice teachers' beliefs about teaching 

and learning and a specific stance on teaching and learning. 

Verification occurred through maximum variation in the sample selection, 

trianguiatioa, peer review of the coding, and acknowledgment of the researcher's 

assumptions and biases. These measures, advocated by Creswell (1998), Merriam 

(1998), and Miles and Huberman (1994), contribute to what Lincoln and Guba (1985) 

refer to as "trustworthiness" and "authenticity" throughout the study. 

Maximum variation, as explained in the sampling procedure, refers to the 

inclusion of participants whose responses form the broadest base of information 

possible. This sampling procedure assists in establishing representativeness. 

Trianguladon occurred in this study through the various methods of data collection; 
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questionnaires, c^n-ended interviews, written metaphors, sort activities, and case 

analyses. Two music education professors examined the coding to verify the logic of 

the subcategories and the consistency of coding of statements into those subcategories. 

In terms of researcher bias and assumptions, it is acknowledged that there is no 

perfect objectivity in researcher-participant interactions. However, every effort was 

made to retain researcher objectivity. The researcher's basic assumption was that 

preservice music educators have preconceptions about educational processes. This 

assumption was based on the researcher's prior experience in teaching introductory 

music methods courses. The researcher had no prior information or knowledge in the 

present study of the participants or their backgrounds. 

Summary 

This study, using a qualitative design, explored the beliefs of 12 entering 

preservice music educators. Specifically it sought to identify these preservice teachers' 

preconceptions about teaching, their role as a teacher, the role of their future students, 

the process of learning, and the role of the music teacher education program. 

The students completed an open-ended questionnaire as the first step in 

identifying their beliefs. Their preconceptions were further explored in a semi-

structured interview with the researcher. In one final interview with the researcher they 

completed a sort activity and discussed various teaching scenarios. All verbal data was 

audio-taped and transcribed. Constant comparative analysis procedures were followed 

to identify emerging categories and patterns. Data collection took place in the Fall 

Semester 1999 and Spring Semester 2000. 
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Chapter 4 

Beliefs About the Role of Teacher 

...that's what you hope for...that they won't need you anymore as a teacher. 
It's sad, but that's what I hope for. 

Darren, 1999 

The first broad question posed to the participants was "What do you believe to 

be the primary role or function of the teacher?" Following a discussion of their beliefs 

about the teacher's role, the participants were asked to talk about the rights, 

responsibilities, duties, and privileges of associated with being a teacher. They 

responded to these questions in a very broad, general maimer, indicating that a teacher's 

role is not subject specific. 

Primary Role of the Teacher 

When discussing the role of the teacher, the overarching theme of the 

participants' responses, with one exception, was connection. This concept surfaced 

both in terms of the coimection between the students and the subject, specifically music, 

and the connection between the students and the teacher. 

Connecting Students to the Subject 

Several of the participants viewed cormecting the students to the subject, and 

subsequently developing independent learners, as the foremost role of the teacher. Greg 

stated that the teacher's role is to "...help the kids get more creative.. help them find 

what they want to be more creative at." Mark's response was that teachers should 

. just help guide students in a certain direction and open up new areas for them...not 

just to teach them but for them to learn on their own." Darren and Kristin also shared 

this belief about the teacher's role in developing independent learning. Darren stated that 

he believes the foremost role of a teacher is 
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... making the students realize their own value as human beings primarily, and 

then using whatever you're teaching as the vehicle for that... making them feel 

that they can accomplish what they want to because they have the skills and the 

know-how it takes. 

Kristin stated that a teacher's main job is to "motivate students to develop a passion for 

music and want to learn on their own." She firmly believed that teachers cannot "shove 

something down a child's throat" and expect the child to be motivated to learn on his or 

her own—motivation will occur as the teacher models enthusiasm for the subject. Tami 

likewise stated that the primary role of a teacher is "... obviously to teach," which she 

further defined as ".. helping the students to see the music and love it." Phillip agreed 

that a teacher's enthusiasm and passion for teaching will "translate to the student." 

Lisa shared Phillip's belief that enthusiasm is the key factor in the role of teacher. 

"An excellent teacher is one who can take a class or a student who's not interested in the 

subject and make him interested.. .just by their enthusiasm, their passion for it, and find 

a way to reach that student." She indicated that the specific subject matter is secondary; 

the primary job of the teacher is to "get the student involved in whatever they're doing." 

Melissa and Tami also recognized the teacher role as enthusiastic involvement. Melissa 

indicated that a teacher's role should be to " .. .just be completely inspiring. That's the 

biggest key point because without that nobody's going to want to play, no one will have 

the care for it at all." 

Phillip also felt that the teacher's role entails displaying a passion for the 

subject. "Once you've lost a passion for what you're teaching, I don't think you should 

teach anymore." He felt that the teacher best exhibits this passion by "... encouraging 

them [students].. opening up doors in terms of them., .looking at something in a way 
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that they hadn't looked at it before." Dan agreed that he hoped his students will"...love 

and appreciate music as much as I do." He views the teacher's role as being a mentor 

who will help to instill that love of music in the students. 

The word "fun" occurred frequently as participants talked about the teacher's 

role in connecting students with music. Chris talked about the need to "make it fim" for 

the students. Megan stated that "if the kids have fim with you theyll want to get to 

know you, and then they won't mind it when you.. .teach them." She indicated that she 

would "work hard" to make it fun for her students. Later she stated that once students 

"know it is fim, they will want to [be in music]." Tami and Lisa likewise talked about 

the need for the teacher to help students realize the "fun" in music. Greg also stated his 

belief that the teacher's job is to "show students music is fun and enjoyable." 

Connecting Student and Teacher 

In addition to connecting the students and the subject, the second type of 

connection, that between student and teacher, was exemplified in the comments of 

Heather and Megan. Heather's belief is that the teacher's primary role is to be "involved 

[with the students].. get them to want to do music more." She described former 

teachers who took time to tutor students after school, indicating the importance of that 

involvement. Megan also identified establishing a teacher/student connection as being 

the primary role of a teacher. She viewed this role as a teacher "guiding" students. "You 

need to be a good role model. You're more than a teacher, you have a relationship with 

them... [and] they'll be more receptive to you as a person." 

Only one student, Chris, had difficulty in defining the role of the teacher. While 

the other participants sometimes paused before or during their comments to think and 

reflect, Chris appeared to be caught off-guard by the question. "Wow. I don't know. 
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Maybe teaching the kids something.. .1 don't know. It's always been fun for me and I 

would kind of like to make it fim for them." Although Chris' response was quite 

different from those of the other participants, his stated desire to "make it fun" reflects 

the same theme of connecting. 

Metaphorical Descriptions of the Role of Teacher 

Participants' metaphorical references to the role of the teacher reinforced the 

theme of connection. In almost all cases, the basis for the metaphor was a teacher who 

had had an impact on the student's life. These metaphorical references often focused on 

interpersonal relationship skills—teachers building connections with students. 

The three interpersonal metaphors most frequently mentioned were teacher as 

"encourager," teacher as "fnend and confidant," and teacher as "mentor." All of these 

were viewed as something to be established and maintained by the teacher. For example, 

Phillip indicated that "when a student decides to be in your class. . .you sort of have the 

Job of encouraging them and opening up doors in terms of making them look at 

something in a way that they hadn't looked at it before." Dan spoke from his own 

experience when he stated that a previous teacher "...didn't have tolerance... he just 

wasn't encouraging. I want to be encouraging. I want to make it fair for everybody. I 

want to encourage all my kids." Melissa also indicated the need to be cognizant of 

students' individual needs, knowing they are all faced with their specific problems. She 

wants to make sure that "I'm supporting these kids, that I'm not doing anything to hurt 

them." Chris shared the view that a teacher needs to "support them in everything they 

do.. encourage them." Lisa included the role of encourager in her statements about the 

need for a positive environment. She felt a teacher's role is far more than just knowing 

music. It includes "knowing it, loving it, sharing it. . .[and] being encouraging about it." 
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The participants also discussed the role of encourager in relation to the need for 

students to develop a "higher level of commitment to their own musicianship." In 

conjunction with that, it was also considered to be important to "encourage them to 

listen to all different kinds of music." 

Closely related to "encourager" were the participants' beliefs about teacher as 

"friend and confidant." These beliefs were not stated as directly as those of 

"encouragef although a few specifically mentioned being a "fiiend." More often the 

participants referenced this role in terms of a teacher's accessibility and availability. 

Heather's perspective on being a fiiend was that a teacher should be able to "joke 

around. ...[be] laid back, so they dont feel like...[they] can't come up and say anything." 

Chris indicated the teacher needs to "listen to them" while Melissa referred to the need 

for a teacher to "form personal relationships with the class." Megan said that as a 

teacher she would definitely be "open about myself... if I'm having a bad day... listen to 

them .. take time to communicate with them, and to let them know that I really want to 

hear about their lives, and I care about what's going on." Her favorite teachers were ones 

that she could tell "really cared about me as a person. At times they were almost like 

friends, even though they are 20, 30 years older than me. If a teacher stops caring 

[about students], then they're not a good teacher anymore." 

Tami was one of the participants who stated directly that a role of a teacher 

should be "to be...a fiiend that would be personable to them so that they don't come 

into orchestra fearing my wrath. Just so they know they could ask me questions and 

come to me with comments." 

The third interpersonal metaphor closely related to "fiiend" and "encourager" 

was the role of "mentor." Dan and Tami both directly specified this as an important 
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teacher role with statements such as ..be available, answer questions well, relate to 

them, and be a mentor if they should need me." "... more than anything I just want to 

be...a mentor to my kids.. .if they want to come to my office and talk about different 

things...I want them to become better people." They both viewed this role as helping 

students to achieve their "potential." 

Darren and Kristin were less direct in their references to mentoring but both 

indicated that helping students to develop as individuals beyond music was important. 

Darren stated that one of his foremost goals for his students is to help them develop 

"life skills" and a "work ethic." Kristin said she wants to be "someone that kids love 

and trust. I want to invest myself in my students and become more than just a 

'teacher*." 

Three additional metaphors were mentioned that fall under interpersonal 

relationships: teacher as "role model," "guide," and "leader." Kristin stated that one of 

the main jobs of a teacher "would be to be a role model." Darren agrees. He commented 

that teachers "have to set the example of whatever you expect, behaviorally and 

scholastically. Being a role model is definitely. . .a big part of [teaching]." However, 

Megan referred to the teacher as a role model not in terms of the subject but in terms of 

connecting with the students. "Before you teach math or science or music.. .you need to 

be a good role model.. to be sure that you connect with the kids somehow." Megan 

continued on that the teacher's job ".. .is to guide students or children. A lot of my 

growing up depended on my teachers. I learned a lot about who I was and my 

character." Mark likewise described the teacher's role as ".. .guid[ing] the students in a 

certain direction. . .for them to leam on their own." 
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Mark also referenced teacher as "leader" although he and Chris held contrasting 

views about their capabilities in this area. Both believed that it is an important role. 

There has to be an "air of leadership, the kids respect you and ...you just can be looked 

at as someone that leads really well." However, while Chris felt this would be an area 

for which he was well prepared, Mark felt that establishing a sense of leadership would 

be both easy and difficult at the same time and would take continual development. 

In addition to interpersonal metaphors, professional development metaphors 

were also a part of the participants' view of teacher roles. Teacher as "musician" and 

teacher as "learner" were both cited as important on-going teacher roles. 

When speaking of teachers as "musicians," the participants all recognized the 

need for continued opportunities to perform and continue to develop their own skills. 

They viewed this as important both from a teaching and a personal perspective. 

Heather and Mark both indicated that being able to perform and model accurately for 

their students will be important in gaining the respect of the students. "I think it's 

important for kids to see.. .your more musical side through either performing.. .and to 

demonstrate.. .musical aspects." Heather believes that students will respect the fact 

that teachers will continue to develop their skills on instruments other than their 

primary instrument. She viewed this as an opportunity for the teacher to also act as 

"learner." "Maybe they [students] could teach me something, too." 

Kristin also agreed that as a music teacher, one's own skills must be "solid." "If 

you're going to teach music, you need to be a very good musician to begin with." 

However, she acknowledged that there are many excellent musicians who have difficulty 

teaching so there must be a balance between these dual roles of music educators. 



Phillip and Tami both indicated that they believe it is personally important for 

music educators to be involved in musical performance. Phillip said he does not want to 

"lose touch.. .of what it's like to be on the other side." Tami also felt that even though 

teaching will be "fun" she did not want to lose "some of the [performing] skills that I 

like as well. ..I want to find an orchestra that would let me play with them...so that I 

can keep playing while I teach." 

Closely tied to the participants' views about the need to continue to develop 

their musicianship were their beliefs about the need for teachers to maintain a role as 

"learner." Heather felt that festivals are a good venue for interaction with other directors 

and that in the process of seeing how other directors look at a piece ".. .not only will 

they [students] leam, I'll leam." As mentioned earlier. Heather also believes that 

teachers can leam fi-om their students. "To me, it's very important to have input back 

because then that will let me know if I'm doing something wrong or if I'm putting out 

signals that they don't understand." Darren agrees with this concept; "You leam fi-om 

[students] and you leam things that you're forgotten.. .or.. .that you just never realized 

before." Mark explicitly stated that "I hope I don't try to teach anything that I don't 

really know well. And I hope I keep learning as a teacher...keep continuing in college 

and other education. I've always looked forward to just constantly learning." Darren 

also believed that students will recognize when a teacher is challenging him or herself to 

improve skills. One of the ". . most admirable things in teachers is when they're 

working on things that they have problems with." 

A final teacher role metaphor was mentioned by Phillip, Melissa, and Heather, 

who all referred to the appropriateness of teachers occasionally taking on the role of 

"entertainer." Phillip's specific description of this role was that a teacher should be 
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"enthusiastic and be goofy. There's nothing wrong with being goofy sometimes.. .and 

being laid back." Melissa and Heather both stated that it is good to "joke around." 

They acknowledged that there is a need to make sure things still "get done," but teachers 

should try to be "laid back and have fun." 

These metaphorical references to teacher roles reinforced the "connecting" theme 

evident in the first section of this chapter. The metaphors also introduced the 

participants' views about professional development as an important aspect of being a 

teacher. All of the participants tended to view the role of a teacher as a "universal" role, 

not restricted by a particular content area. The theme of connecting students and 

subject, as well as students and teacher, occurred repeatedly throughout the data 

collection process. 

Rights. Privileges, and Duties Related to the Role of the Teacher 

Rights and Privileges of a Teacher 

A follow-up question about the role of the teacher asked participants to identify 

rights, privileges, and duties of a teacher. Mark and Darren held fairly broad concepts of 

rights and privileges of educators. Both responded that developing a connection with 

students was something they identified as both a right and a privilege. Darren stated 

that "being able to impact people...individually and as a collective group" was a definite 

privilege. He added that another privilege was the fact that "you get to leam fi'om 

[students] things that you've forgotten since you were that age or. ..things that you 

just never realized before." Mark, based on his observation of his father who is a music 

educator, felt that being able to "get a really close relationship with the kids" is a definite 

benefit. 
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Tami's views about the privileges of teaching also addressed interaction with 

students but from a slightly different perspective. She felt that the potential for "being 

able to work that closely with people that have the same kind of love that I do" was 

exciting. "Seeing the progress of the students.. .1 just love that." Chris stated this even 

more simplistically; "I'm not sure I'm aware of any privileges other than it being fun." 

Phillip viewed privileges from a more service-oriented perspective. He stated 

that teachers have the privilege of "conveying the information to your students and 

mixing that in with your personal experiences. Knowing that their attention is on you 

... is a privilege because you know that people will be actually listening to what you're 

saying and that you're actually there to serve a purpose." 

Putiss of a Teacher 

It is interesting that while some participants viewed student interaction as a 

privilege, Megan identified that as a duty. "You need to help them develop as people, 

not just academically but also personally...it's important that you connect with kids." 

Darren's views of teacher duties were somewhat similar in that he felt the teacher has to 

"set the example of whatever you expect, behaviorally and scholastically." He also 

identified teachers' needs to challenge themselves to work on their own weak areas as a 

duty. A third duty cited by Darren was the need to maintain a positive attitude yet 

"not back down for things that you stand for. Be independent but at the same time 

show how you can fit into the system.. and make things work from the inside." 

Lisa felt that motivating students is a duty of teachers. "You need to get the 

students interested.. get the information out to them in the best way possible." She 

also recognized the need for teachers to teach to different learning styles. "If the student 

doesn't understand something, I think it's the teacher's responsibility not to say it the 
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same way seven times. They're still not going to get it. You [have] to use 

variations.. that's the teacher's responsibility." 

Other views of teacher duties were more pragmatic. The participants frequently 

referenced activities such as "be there early, stay after late," "...[be] there every day, 

even on the weekends," and "be well prepared for class." Only Tami specifically 

included fund-raising, planning trips, grading, lesson plans, out of class rehearsals, 

selecting music, learning the music, and working with other music educators among 

teacher duties. 

Still other participants' concepts of duties were stated in broad but simplistic 

terms, such as the need to "make sure kids learn and it's not repetitive each year." 

Chris's summary of duties of teachers included "making sure the kids knew the very 

basics at least.. .but also understanding what we're playing and why it was supposed to 

go like that, and the concepts behind it." Megan also broadly stated that a duty is to 

"further their (the students) education.. be able to teach some things." 

In this discussion or rights, privileges, and duties of a teacher, the participants 

continued to emphasize the theme of connecting. However, the connections emphasized 

in this section were primarily those between student and teacher. It is interesting that 

while connecting students to the subject is viewed as the primary role of a teacher, the 

opportunity to interact closely with students is definitely seen as the primary right or 

privilege of teaching. It is also interesting that as the participants discussed duties, all 

except one described what more correctly might be called responsibilities of teaching. 

Only Tami specifically talked about the day-to-day "nuts and bohs" of teaching. 

Throughout the participants' conversation about the role of the teacher, two 

additional themes surfaced inviting further examination; a need for a passion for music 
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and a love for teaching. These themes again emerged from the participants' own 

experiences and reflect their own love for music. 

Passion for Music and Love for Teaching 

Displaying a personal love for music was stated by the participants both 

explicitly and implicitly as a teacher role. As the participants referred to "passing along 

a passion for music," the obvious implication is that the teacher must first have a 

passion for music before it can be passed on. The frequency with which the 

participants stated this as an important aspect of the role of the teacher reflects their 

own passion for the subject. 

Kristin's joy in and from music was evident in her thoughts about the role of a 

teacher. She stated that it is a teacher's responsibility to "pass along a life-long love of 

music," "to give the incredible gift of music to others," "to motivate students to develop 

a passion for music," and "to impart a passion for the subject." As a teacher, she would 

want her students to "come away with a love for music." Phillip and Dan both echoed 

Kristin's statements. Phillip felt that as a teacher, there is "something about just sharing 

your love of music with younger people." Dan simply said 

I want them to love music. I want them to love and appreciate music as much as 

I do. If you just play an instniment, that is not enough. They have to love 

music. I want them to be able to appreciate it for just how beautiful it is, but not 

necessarily to explain why it is so beautiful. 

Lisa likewise expressed a desire to have "my passion for music to come cross in 

my teaching. I want the students to feel the music and to want to make good music." 

She firmly believes that it is a teacher's passion for music that will motivate students 

and get them involved. 
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Darren very simply stated his thoughts about a teacher's passion for music. 

"You should love to do music." Similarly, Chris and Tami each indicated that a primary 

role of a teacher is to "teach students the joy music can add to life." 

When discussing this need for teachers to be passionate about their subject, 

Phillip, Mark, and Melissa all referred to former music teachers. They described 

specific teachers whose love for music had influenced each of them. Although they 

could not describe specific actions of these teachers in terms of conveying their passion 

about music, they indicated that it "just showed." Their references to these former 

teachers were often stated in conjunction with the second topic—a love for teaching. 

This belief in the importance for teachers to exhibit a love for teaching was 

pointedly evident in Phillip's earlier comment that when teachers have lost a passion for 

what they are doing they should not teach anymore. He believes that there is a "certain 

joy" that comes with "just teaching...and that always translates [to the students]." 

Heather's first comment when asked about qualities of good teachers was that "they love 

what they do." And like Phillip, Heather believes that the students will know when a 

teacher loves what they do. If they "don't have a love for it.. .they're never really going 

to get the kids involved because the kids are just going to know it." Dan's frequent 

references to former teachers were often prefaced with a statement regarding his 

opinions of the teachers, followed by a statement evaluating their dedication to their job. 

A typical statement in this regard was that "he didn't have the passion for it.. .he was 

just there and did his job." 

Although Darren also addressed the importance of a need to love teaching, he 

was the only participant to talk about it from the perspective of personal satisfaction 

for the teacher, rather than a teacher role that affects students. He indicated that "if you 
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don't like what you are doing, it doesnt really matter where the power is or the money 

or whatever." While he viewed this as personally important, the other three students all 

discussed the need for teachers to display a love of teaching primarily for the impact it 

has on student motivation, returning again to the theme of student interaction. 

Summary 

It is this theme of interaction that is predominant throughout each aspect of the 

participants' discussions about the role of a teacher. They rarely spoke in specifics in 

relation to curriculum-related concerns. No participant responded that the role of a 

teacher is to teach specific topics. Statements such as "build a great band program" or 

"turn out the best choirs" appeared only three times in the data collection process. 

Instead, they spoke very generally about connecting the student to the subject in terms 

of developing a passion for music. Basically, they believe that the teacher's role is to 

motivate students to grow to love music through his or her own passion for music. 

Second only to connecting the student to the subject was the belief that a teacher's role 

is to form a teacher/student connection. The participants' metaphors for the role of 

teacher further exemplified this belief It is obvious that these fi'eshmen music education 

majors see the role of the teacher as much more than presenting information. They view 

this role as providing opportunities for students to become connected with something 

that has had a major impact on their own lives and in the process, to connect with their 

students as individuals. They believe that in the process of enacting this role, teachers 

must do so displaying a passion and love for the subject and the teaching process, which 

in turn motivates the students. The following chapter shifts the focus from the 

participants' views about their future role as teacher to preconceptions about their 

future students. 
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Chapter S 

Perceptions of Students as Learners. Musicians, and People 

Outside of the room, you'd like [the students] to know that you know who 
they are, and that you take an interest in just them as a person. 

Dan, 1999 

The second part of research question one investigates the participants' 

perceptions about their future students. What do these freshmen think about the nature 

of the students with whom they will be working? What are their perceptions of them as 

learners? Do they view them as eager to learn? What do they think about their students 

as musicians? Do they believe that talent is "fixed" or is it something to nurture and 

develop? What do these would-be teachers think about their students as people? Do 

they view them as individuals with unique needs or as students who require equal 

treatment in the classroom? Should students have a voice in the classroom in 

expressing their own thoughts and opinions? These questions and others provide the 

basis for this overview of the participants' perceptions of their future students. 

Students as Learners 

Readiness to Leam 

Before discussing the participants' beliefs about how their students leam it 

seemed important to ask what they believe about students' overall readiness to leam. 

Specifically, they were asked if they felt that students are ready or eager to leam when 

they walk into a classroom or rehearsal. Kristin felt it was an odd question because "it's 

a pretty individual thing." As she continued, she implied that a teacher should be able 

to assume readiness to leam on the student's part. "It's almost like they shouldn't even 



be there if they're not ready to learn." Later, she qualified her statement by saying that 

"there would probably be.. .kids in there who wouldn't necessarily be ready to or want 

to [learn]." Greg agreed with Kristin's original statement. "If [students] didn't want to 

leam, [they]wouldn't be in school." Heather was the only one to specifically state a 

belief that students enter school wanting to leam. "Maybe they don't know that they'll 

leam what they didn't anticipate.. .learning, but in the end, everyone is ready to 

leam—all the time." 

Darren recognized that within the classroom there will be various levels of 

teaming readiness. He believes the teacher should be able to recognize those students 

who "need [to hear] 'this is what is expected of you, and this is what you will do or you 

won't get the grade or you won't get to do this'." Likewise, he said that teachers should 

also be able to see that other students are "anxious to leam," and to "see when kids are 

ready to start moving on to things by themselves, when they're going to start taking care 

of business on their own time." 

Other participants were less optimistic about students' readiness to leam. Megan 

stated that she believes students "have a lot of barriers. They don't want to be in 

school—they just don't." Phillip also stated that in high school, a "lot of kids just don't 

want to be there at all or.. feel like they're above it." When Greg was asked if students 

are ready to leam he simply replied, "No." 

Reasons for Participating in Music 

Just as the participants felt that students were not always ready to leam, they 

also felt that students participated in music for a variety of reasons. The participants 



were not explicitly asked to identify reasons that students participate in music but 

almost all of the participants at some point addressed this issue. Several of the 

participants mentioned that some students enroll because they enjoy music and wish to 

have opportunities to express themselves musically. They did also recognize, however, 

that students have a variety of purposes in enrolling in music that will affect their 

attitudes toward learning. Kristin and Heather indicated that some students participate 

because "their parents what them to" but Kristin remained optimistic that those students 

would eventually realize that music is something they really want to do. Heather added 

that for others, "they [are] just in it to get the fine art grade for high school." Tami also 

recognized that in her high school orchestra a "few people took the class because it was 

an elective—^they thought they didn't have to work," yet she also stated that she knew 

"some people took it just because they wanted to play." Chris made an interesting point 

when he stated that some students do want to be there but do not want to put any effort 

into it. He implied that it was the social interaction with fnends that drew these 

students to enroll in music. Greg pointed out that in some cases, students are in music 

classes because they "have to be" due to scheduling. 

Darren indicated that the potential for traveling with groups is also a factor in 

students' reasons for participating in music. Melissa also acknowledged that external 

motivation draws some students to enroll in music. "You know—the appeal of the free 

donuts on Fridays ...that's why they're in orchestra, and it's hard to reach them." 
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Differences in Learners 

While they had various opinions about students' readiness to leam, the 

participants agreed in their beliefs that everyone learns differently. Greg acknowledged 

that "everybody has a different learning rate. Some people are stronger in certain 

things." Mark likewise stated that one reason it is important for a teacher to know one's 

students is because "everybody leams differently and is at a different level and different 

place." Mark indicated that taking students' ability levels into consideration may affect 

how a teacher interprets the curriculum. Teaching won't be "just 'we're going to do what 

we're supposed to do or what someone else tells us we should be able to do'." He 

continued by stating that "there can be a better method for [a particular] classroom and 

then student by student, too, because they're all different and.. .one way might not work 

on one student." He referred to his own experience when 

.. friends of mine would love a teacher that I would hate and I would love a 

teacher that they would hate and I think that had to do with how the teacher 

taught. It wasn't varied enough so that everybody could leam in their own way. 

Tami disagreed with Mark's opinion about adjusting the curriculum to 

accommodate different learners. While Tami agreed that in some areas, like "theory or 

history" she would separate students "into groups by ability so [she] could cater to the 

needs better," she did not feel this applies to ensemble participation. She stated that, 

when performing together, students need "to be essentially on the same learning level. 

Whether that means bringing people down or pushing other people to get up to it, 

we.. .need to be working on the same plane." 



The participants were veiy aware of different learning modalities. For example, 

Chris talked about "physical learners and visual learners," Kristin mentioned "auditory" 

learners, and Darren discussed "tactile, verbal, aural, and visual" learning. Megan gave 

specific examples of what these different styles would mean in her elementary music 

classroom, and also how she sees these different ways of learning impacting 

curriculum: 

Some kids will learn by drawing pictures on the wall, so we'll draw pictures on 

the wall. And other kids will actually leam better by just reading and so I'm sure 

we'll just read. I would try my best to get to know them so I can see how they 

leam and then develop the class around the students.. .not just have one set 

thing. 

Chns described his approach to various learning styles within a band; 

It's kind of impossible at the beginning of the year, but.. .1 would hope that by 

the end of each year I would know how each student learns, and I would try to 

capitalize on what I knew and help them leam that way. I would try to make 

sure that I gave everybody their equal share. 

Melissa added one further perspective about students as leamers. Her belief 

reflected her observations of teacher and student interactions. "All my teachers have 

this wrong. Kids are so much smarter than a lot of adults perceive them and.. .1 

recognized it." She pointed out that teachers need to recognize their students' abilities 

and not talk "down to them." 
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In siunmarizing the participants' thoughts about students-as-leamers, with one 

exception, they shared the view that they cannot assume that students will enter their 

classes ready to leam. They agree that their students will need to be motivated to leam. 

Megan presented an example of these two points in her statement that 

... it's just hard for [students] to find that one thing. Sometimes you go through a 

whole year and you don't get to that point. Maybe the next year you'll hit a 

certain.. .class where you get sparked by that little thing that you like and then 

you go for it. But I think a lot of times [the teacher] has to push kids to leam 

because they just haven't found what they enjoy yet. 

Likewise, these participants did not assume that students will be in their classes 

only because they enjoy music or want to perform. They definitely displayed an 

understanding of the many reasons students may choose to participate in music, such as 

enjoyment of music, parental influence, the need for a fine arts credit, and social 

interaction. 

The participants recognized that students will not all leam in the same manner. 

These freshmen consistently stated that students have different leaming styles and 

abilities, and were very aware that as teachers they will need to accommodate those 

different approaches to leaming. 

Students As Musicians 

The participants made surprisingly few comments about the musical abilities of 

their future students. Although a few participants discussed the need to know their 

students' musical backgrounds, these discussions primarily centered on "talent." 
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Dan seemed to believe that talent is a fixed trait. He referred to talent as he 

spoke about his hopes that his students would develop an appreciation for music 

because; 

not all my students are going to be extremely talented. Some are gdng to have 

that much talent at all. I just want to help them but I don't know how much I 

would really work on it. 

Lisa also talked about talent as something students "possess" rather than develop. She 

stated that there will be students there who "don't care" but also "the kids who do care 

but have no talent." She expressed concern about having to tell a student who "just 

can't sing" that "they just don't have it" In a later reference to treating students equally, 

her view of talent again surfaced when she described the "kids who have the ability to 

just amaze you and just do amazing things. In every choir there's always couple of 

people who are the 'singers'." 

Mark's views about talent seemed uncertain. As he talked about the role of 

performance, he stated that it is important to "provide kids with—if they have talent 

especially or even if they don't to develop it—but to have a good forum to perforai."" 

He stated that the need for "recognizing the students' potential and being able to provide 

them with opportunities that best suit them .. whether they're talented or not." While his 

first statement would seem to imply that talent is developmental, the second statement 

appears to imply that talent is fixed. 

While some participants spoke about expectations about musical talent, a few 

others talked about general expectations. Darren believed that students at the high 
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school level will "have proficiency on their instrument" when they enter the program. 

He doesn't anticipate the need to do "a whole lot of work on the fundamental teaching 

and fingerings." He does hope that as they go through the program they will become 

"exceptional." Melissa also stated that she does not want to "settle for less" but also 

says she doesn't want to expect too much from her students. 

In addition to comments about talent and expectations, three of the participants 

mentioned the need to know about their students' musical backgrounds and habits. 

Kristin felt it was particulariy important to know "if they played another instrument or 

how much.. their parents worked with them in music when they were children. It really 

does make a difference [in how they leam]." Greg and Tami both expressed a need to 

know about their students' musical backgrounds and habits because of how it would 

impact the ensemble. Greg said he would want to know "whether they practice or not" 

while Tami felt that she would want to "know what their strengths and weaknesses are 

and how they can better serve the ensemble." She said she wants to "know them well 

enough in their playing so that I can have the orchestra work properly." She felt this 

type of "knowing" was more important than delving into the students' personal lives. 

As mentioned previously, the participants had very few comments about their 

future students as musicians. Even comments about "talent" appeared in the context of 

other topics of discussion. In this area of talent, the students' views seemed rather 

vague. It was also unclear from the context if the participants were using "ability" and 

"talent" interchangeably. The participants did generally agree that it is important to 
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know the students' musical backgrounds in order to know how to best work with them 

in the ensemble. 

Students as People 

As the participants spoke about their future students as people, a theme evolved 

of treating students fairly and with respect, both in who they are and what they think. 

The participants discussed this theme in reference to students in general as well as to 

specific groups of learners, such as minorities and students with disabilities. Several 

participants began their discussion by talking about getting to know their students in 

general. 

Knowing Their Students 

Phillip's feeling was that "it's always nice to know a little bit about your 

students." He recalled the use of cards on the first day of class to obtain student 

information. "That still doesn't mean [the teachers] know you but it at least shows that 

they're interested in knowing their students." In his "ideal teaching system," he stated 

that it would be good to know students "a little bit better than standardly [teachers] do." 

Lisa shared Phillip's feelings about the importance of knowing the students in order to 

work well with them. She stated that "the teacher has to know the kids. Maybe not 

every personal detail, but know their names , something about them that shows their 

personality so you don't rub them the wrong way." She also pointed out that student 

"need to know the teacher. They can't have that wall between them. There's got to be 

that full communication flow." 
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Dan indicated that he definitely intends to know his students and to know their 

names. He recalled a situation in which a director never attempted to leam his name, 

instead calling him "tuba." "Outside of the room, you'd like them to know that you 

know who they are and that you take an interest in just them as a person." 

Melissa felt that getting to know her students individually impacts the entire 

class. It will be "an important key. It [becomes] a more personal class and you're 

interacting with everyone and everyone's playing together.. .you can instruct them as a 

group while you'll be actually helping the person individually." Mark also felt that "it's 

good to know [the students] because so much of what music is takes place outside the 

classroom." "Just to be able to understand more about the person [and] their 

motivations" was important to him. 

While Greg agreed that teachers need to know their students, he pointed out that 

there are definite boundaries. He felt some issues are "inappropriate" for 

student/teacher discussions and in these areas, teachers should not be involved in their 

students' lives. Darren agreed that teachers need to be "careful to not intrude too much 

into [the students'] personal lives." He continued that "you don't want to play the p^ent 

because. . .a lot of times that will make the parent really angry and that will shut the 

student off from you completely ." He concluded by recognizing that "you have to take 

it on a student by student basis." 

Treating Students Fairiv 

The participants believed that it was important to treat all students fairly. They 

all affirmed that teachers should avoid showing favoritism in or out of the classroom. 



For example, Darren believed that "when you have a group of kids doing something 

together, you shouldn't play favorites and you shouldn't treat any kid less than any other 

kid " Lisa felt that "there's definitely favoritism in the whole choral thing. I like to treat 

people fairiy... it's very important to give them all a chance...give them all the same 

opportunities." Mark's beliefs were similar in that he feels "you should try and treat 

them all the same.. .as far as [how] everyone.. .as a whole perceives it, that everybody 

should be treated equally." He felt this consistency is important in order for the students 

to know what they can expect firom the teacher. 

Chris agreed that there is a need for consistency but also recognized that there 

may sometimes be reasons to "bend the rules." Melissa agreed that sometimes a "little 

extra attention and special care" may be appropriate "as far as building a child's self 

esteem." She felt that even if a student in her orchestra "is not so good, keeping that 

person in the back all the time wouldn't be the best thing for that person. You may have 

to do a little more to create equal opportunity [for that child]." Darren likewise 

recognized that sometimes he will need to "bend to the student" but felt this can happen 

without compromising "the teaching." 

Kristin spoke about "fairness" in terms of recognizing each individual's needs. 

She believed that "it's important to treat them all at the level that they are at [in order] to 

show respect to each student." She pointed out that "talking down to someone who 

already understands" can be insulting to that child, while speaking "in terms they 

weren't able to understand, for someone who is, say, mentally disabled. .1 think that 

would be just as bad." Dan agreed with Kristin's feeling about the need to respect the 



students. He stated that he "would never criticize anybody for playing the wrong 

notes... I would try to boost the student's confidence." 

In their discussions of equality and respect, the participants also addressed the 

issues of racial and cultural diversity, socio-economic status, and students with 

disabilities. It is in these areas particulariy that these future teachers indicated they 

would make exceptions and do what is necessary to meet the individual needs of their 

students. 

Megan and Darren both stated that it would be important for them to 

acknowledge their students' cultural backgrounds. Megan believed that a minority child 

in a "group of white kids" is going to require special attention because they know 

"they're different." "I think it's times like that when you need to, maybe not in front of 

everybody, give them extra attention.. .let them know that you realize what they're 

going through." Darren did not agree that it is necessary to treat minority students 

differently. Rather, he believed that as a teacher he wants to know the "attitudes of 

people from a certain neighborhood, to understand where they're coming from." He felt 

this is important in order to "integrate the curriculum into what they already know." He 

stated that as teachers "we could stand to bridge the gap just a little bit more." 

Melissa held a firm belief that equality for students includes providing 

opportunities for students from low socio-economic backgrounds. "Everybody should 

have the same opportunity...! wouldn't be playing right now if that hadn't been given to 

me." She stated that one of her goals as a teacher is to "provide instruments and a 



musical experience to kids who can't afford it." She indicated this would include free 

string lessons since this had been an important factor in her own background. 

Personal experience seemed to also shape the participants' beliefs about students 

with disabilities and their participation in music classes and ensembles. They agreed 

that all students should have the opportunity to participate in music but expressed 

uncertainty about how to best include special learners. 

Heather, Chris, and Tami expressed support for special learners to be involved 

in music ensembles. They described their observations of students with disabilities 

successfully participating in concert band, marching band, and orchestra. Chris 

indicated that one of the best flute players he had heard was a girl in his high school 

band who was visually impaired. Heather referred to a tuba player in her high school 

band who was also visually impaired. She indicated that other than helping him 

maneuver the physical arrangement of the room, "we treated him like we would treat 

anyone else." Tami, in describing a special needs student at her high school, pointed 

out that "they accommodated his needs" and she would want to do the same. She added 

that making accommodations would be most successful "if the students were 

understanding and we could do what needed to be done." She continued that she 

"would be perfectly willing to work something out, but if the students were not 

receptive to this person then it's not going to work." She stated that she sees part of her 

job is to encourage that understanding in the students. 

Megan's perspective about students with disabilities was similar to her thoughts 

about minorities. "They need just a little bit more attention... I think they definitely 
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would need to be treated a little bit difTerently." She felt that it is most important that 

"that person knows that you care about them." 

Mark and Kristin expressed some hesitancy about working with special needs 

students. They both voiced their concerns about their lack of knowledge in this area. 

Mark indicated that he is 

totally open to [students with disabilities participating in his ensemble] but it 

would be something I would want to learn about first. If s important to allow it. 

That option should be open to anybody. But it's something I would want to 

know more about. 

Kristin expressed the most reservations about knowledge in this area. "[It's] 

scary for me because I don't understand how you can try to teach the same thing to 

everyone if everyone is at a different level. It just seems like it would be hard to do." 

This view presented the conflict that often exists in equal and "fair" treatment of all 

students, and the need to accommodate the individual student's needs. It is also 

interesting that only Kristin commented on the difficulties of knowing how to meet 

individual needs in a large group setting. 

Valuing Students' Opinions 

The participants talked a great deal about the value of student input, seeing this 

as a major aspect of respecting the student as a person. As Mark stated, "A lot of 

[students] really do have good ideas." He pointed out that as a student presents ideas, 

the teacher doesn't necessarily "have to agree with it or.. do anything about it." The 
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main point is that "everybody is listening to it and recognizing it as important" and that 

students feel "that they're inputting." 

Dan and Chris felt strongly about actually using the student's ideas. They both 

expressed frustration with previous directors who asked for input but never seemed to 

act on the students' opinions. Dan indicated he wants his students involved in making 

decisions and to "feel like their opinion is valid. I don't want them to feel like Fm just 

humoring them." Chris remembered thinking that he would not bother to give 

suggestions in band since the director disregarded the students' opinions. He said he 

would "definitely try to look at [their] input seriously [and] try to incorporate it in 

someway so they can look back" and feel that they had contributed to the group. 

Lisa and Greg both pointed out, however, that there are certainly things the 

directors need to decide. Greg stated that at first the students need to be "guided in the 

correct direction" but after that, "ask them, 'What do you think should be going on 

here?' and 'Why do you think that?"' Lisa didn't think students should give input into 

who is "singing what part.. the choir director is the one directing." She felt, however, 

that "minor decisions," like asking students their "opinion on dynamics or how they 

feel" would be important in getting them to think about the music. She recognized that 

if she can get students to think about how "they feel the music should go, they'll be 

more excited, more willing to woric at it." 

Heather and Phillip agreed with the belief that giving students opportunity for 

input creates a sense of "ownership" of the music for the students. As Phillip talked 

about the need for time to discuss the music and the words, he stated that "when the 



student finds some way for them to make a piece their own and... include part of them 

with the piece, then they'll be able to express it much better." Heather voiced this same 

opinion in relation to selecting music. "It would be cool if we had a choice of what we 

wanted to play, because .. .then we would be more involved." Greg agreed that 

selecting music "should be more what the kids like, not just what [the director] likes." 

He described his experience with a director who played several selections and allowed 

the students to write down which ones they liked. Greg felt this was a very appropriate 

process and gave the students a sense of contributing to the ensemble. 

Darren felt student input is beneficial to the students on a more individual level. 

He indicated that he would encourage students to explore "personal interpretation," 

believing that is important in their development of musical sensitivity. He stated, 

however, that if there were "discrepancies in dynamics...! would bring attention to it" 

and encourage students to give their opinions. He would then "conclude what 

everybody had said so there was a set goal for the group in question." 

Heather and Tami expressed a final view about input from students. They saw it 

as important for their own assessment as teachers. As Heather stated, "To me it's very 

important to have input back. That will let me know if I'm doing something wrong or if 

I'm putting out signals that they understand or they don't understand." Tami's thoughts 

summarized many of the participants' views about input from their future students; 

If I were doing something inadequately I would want somebody certainly to tell 

me but I would also be willing to be open to their input as to what music to play 

or what they think would best benefit the whole entire group, because 



communication is essential between the teacher and the students. If we're living 

in two different worlds, then the needs of neither are being met. So, I think 

[student input] is really important. 

As the participants discussed their future students as people, the emphasis was 

again on recognizing and valuing each student. They expressed a desire to know their 

students personally although some expressed the need for caution in relationships with 

students. Strong beliefs surfaced when the participants discussed the need to treat 

students fairly and avoid favoritism. While they acknowledged that it is important to 

recognize differences and diversity, some indicated that this acknowledgement should 

result in "special" treatment, while others felt it was important for understanding the 

student's point of view. 

The participants strongly emphasized gaining input fi'om students, both in 

discussing the music and in providing feedback to the teacher. They firmly believe that 

students have a contribution to make and should be given a chance to voice their ideas 

and suggestions. 

Summary 

The predominant theme throughout the participants' discussions about their 

future students was one of respecting and empowering each student as an individual. 

Their beliefs reflect a fairly mature understanding of students as learners. Not only do 

they acknowledge that every student will learn differently, many of these future 

teachers expressed an awareness of the need for multi-sensory teaching. They 

recognize that their students will enter their classes for a variety of reasons, and. 



regardless of whether their reasons for participating are perceived as "legitimate" or not, 

as teachers they will need to be prepared to motivate and work with all students equally. 

It is interesting that the participants actually spoke very little about the musician 

role of their future students. Again, they recognized the importance of knowing each 

individual student's musical background to be able to best assist each student. The 

participants varied in their beliefs about talent as a fixed or developmental construct 

The participants' beliefs about their students as people prompted in-depth 

discussion. Their thoughts were again centered on respecting and valuing each student 

as an individual. These future teachers spoke passionately about the importance of 

knowing each student and treating each student fairly. They displayed sensitivity in 

discussions of issues of race and ethnicity, disabilities, and low socio-economic status, 

reinforcing that "fair treatment" means meeting the individual needs of students. 
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Chapter 6 

Perceptions About the Process of Teaching 

The easiest [aspect of teaching] is going to be that one student who wants to do 
everything. The hardest is going to be that one student who is the troublemaker. 

Greg, 1999 

Several categories developed in the participants' discussions of the process of 

teaching. They voiced their beliefs about learning how to teach, the kinds of knowledge 

needed for teaching, what teachers "do" in classrooms, and how to motivate students. 

They also discussed their perceptions of their current abilities as teachers, identifying 

their own areas of confidence and areas of concern. 

Learning to Teach 

Participants' views about the process of learning to teach spanned from naively 

simplistic to quite sophisticated. When they were asked if someone can be taught to 

teach, their responses ranged from definitely "no" to various qualifications of "yes," and 

covered a wide range of opinions. 

An Innate Abilitv 

Heather felt that teaching is definitely something internal, something that cannot 

be taught. She stated that "[people] can be taught to teach but that doesn't mean they 

have a love for it They're never going to.. .get the kids involved because the kids are 

just going to know it." Basically, her thought was that the internal passion for teaching 

cannot be taught and, in her opinion, the passion is what students sense in a good 

teacher. Melissa also felt that good teaching is 

just inside a person . . . I can just see that in regular kids. I mean, they'll be 

talking with their friends and they can explain something really well and ... 
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when you can generally make somebody understand something else you're 

saying—that's a part of teaching. 

Both Heather and Melissa agreed that maybe there are technical aspects of teaching that 

can be taught, but held to the belief that most of it cannot, it's "just internal." 

Greg was hesitant in his response although he also seemed to believe teaching is 

innate. "I don't think everybody has it in them to teach." He felt that some people are 

simply not suited for teaching. "Some people are not "go-getters" and some people are 

more passive and just want to hide in a comer." 

Teaching as a Learned Skill 

Other participants agreed that while there are "internal qualifications" for 

teaching there are some aspects that can definitely be taught. Dan stated "I think you 

can teach.. certain things, like the mechanics of it all like teaching, standing up in the 

front of the class, and doing certain things." However, he believed that beyond that, 

learning to teach requires "nurturing" on the part of professors. He felt professors 

should be " . . throwing different ideas out and just letting us choose for 

ourselves.. because that is what we're going to have to do eventually is just make our 

own ideas and make up our own philosophy." Dan's feeling was that music education 

professors need to "teach us how to discern ... what we should do, but still leaving us 

open to... exactly the details of what our philosophies [should be], how we go about 

teaching and stuff." 

Chris agreed with Dan in that "I think you can teach someone the basic 

techniques of how to instruct someone. But teaching someone how to 'teach' someone 

is probably. .1 think teaching skills come more naturally." He went on to state that the 
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"best teachers are those that... well, some people just have a gift for it, some people 

don't." 

Lisa indicated that while she believes someone can be taught to teach, "they 

need a mentor." She described the mentor as someone the preservice teacher would 

"look up to, that you know you trust and you respect and agree with the way they 

teach." 

Kristin, Megan, and Tami all indicated they believe being taught to teach must 

be experiential, either in observing other teachers or through actually teaching. 

Kristin's thought was that developing teaching skills "would come more in the form of 

just observing other people teach a lot." She stated that just as students leam "best by 

doing hands-on things, it's the same for people who want to be teachers, .. through 

actually experiencing it themselves." Megan believed prospective teachers can be 

taught "the basics, like the right ways to run a classroom and certain techniques, special 

facts about whatever they're teaching. But I think a lot of it comes from doing, by 

experience." Tami felt that teaching is something "that has to be learned more so 

through experience than something else. I don't think it's something that can be taught 

in a classroom per se but... going out and doing it." 

Darren agreed that"... probably the best way to leam to teach is just to get out 

there and teach." He questioned that being taught to teach could be a "direct route from 

person to person" but that certainly one could leam to teach. While it is important that 

"somebody gives you a kind of the groundwork - kind of a foundation to work off of, I 

don't think it's anywhere near as valuable as just getting in there and teaching." Mark 

agreed. He initially said "yes, I think so" when asked if someone could be taught to 
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teach. However, he also went on to say it can be "...learned especially. Taught? I'm 

not sure by who or how but, ya, .. .and to be better - to refine skills, too." 

No one stated a definite, unqualified "yes, teaching can be taught" Although 

some responses reflected a naive belief that teachers are "just bom," others were very 

perceptive in understanding that it is more of a process of the student choosing to leam 

rather than transmission of facts about teaching. The unifying thread through all of the 

responses was that if teaching can be taught, it must be experientially based. But even 

when these freshmen stated that it must be experiential, none seemed clear about the 

"who, when, or where" of that process. None felt overall that it was a skill that can be 

learned in a classroom. 

Knowledge Base for Teaching 

Comparing "how" teachers leam to teach with "what" teachers should know 

further confirmed that these freshmen perceive that a formal education is knowing 

"about music" rather than learning "to teach." Their discussions about a teacher's 

knowledge base resulted in two broad categories - good technical skills in music and 

general knowledge about music - with only a few references to general teaching skills. 

Technical Musical Skills 

Many of the participants referred to the need for "solid" technical skills when 

they discussed their beliefs about what teachers should know. Mark discussed the 

importance of audiation, "being able to hear your inner voice, to know what it is before 

you play it." He pointed out that this includes hearing not only the pitch but the "way 

you're going to play it." Darren also talked about the need for a "good ear." He 

emphasized that it is important to have "that intemalized pitch that's not related to 

something stuck on your face." Helen likewise identified aural skills, being able to 
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"analyze problems [heard] in the music to correct them," as an important teaching 

ability. Lisa agreed that "to be a good choral conductor, you have to hear it" in order to 

correct problems in the rehearsal. She also included the ability to sight-sing as an 

important choral-conductor skill. 

Besides aural skills, the participants talked about the need for proficiency on 

instruments. Tami stated that teachers "need to have a good understanding of the 

instruments you are conducting" while Melissa referred to the need to "understand 

every instrument fully.. .and explain things to other instruments... [that] aren't my major 

instrimient." Darren included the need to "be proficient on your own instrument" He 

added that singing is an important skill for all music educators. "If you can sing 

something, then that's internalizing it." Both Darren and Greg also identified 

conducting as another technical skill important for music educators. 

General Knowledge About Music 

While the discussion of technical skills included fairly specific types of 

knowledge, when talking about general subject knowledge the participants initially 

responded in very broad terms. Megan's statement that teachers need a "good 

knowledge of what they are teaching" exemplified the rather vague nature of these 

comments. Chris referred to the fact that teachers need to "know their stuff... know 

what they are teaching" while Mark said teachers should have a "wide knowledge and 

experience of the subject matter." When questioned about what they meant by "good 

knowledge," they became more specific, listing topics such as knowing about 

composers, being able to answer students' questions, and knowing about different styles 

of music. Kristin, Greg, and Tami also included a need for knowledge about music 

literature and repertoire. 
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Teaching Skills 

As stated eaiiier, these future teachers mentioned very little about teaching skills 

when they were asked to talk about what a music educator should "know." Kristin 

indicated that in addition to a "firm grounding in music" it's important to know "how to 

teach it to others," while Phillip stated that "as a teacher, you need to know what you're 

doing." Tami expressed a need for teachers to have "lots of different methods of 

teaching because everybody out there is going to leam differently...so a few ways to 

explain it is good." 

Dan took quite a different approach as he talked about a teacher's knowledge 

base. His discussion emphasized the development of practical knowledge, or knowledge 

in context; 

Time is the best education.. .in this situation. You leam over the first few years 

[of teaching] what you're good at and what you're not, what things work, what 

didn't, and you just really build on that. A formal education is important but it 

can only take you so far. 

These thoughts about what teachers should know resonate with the participants' 

beliefs about learning to teach. They seem to interpret knowledge for teaching as 

"knowing about" music in a formal way rather than learning "how to" teach. Again, it 

appears that they perceive that the university is where they will gain knowledge about 

music and where they will develop musical skills, but in talking about developing 

knowledge for teaching, they made few references to pedagogical skills and how they 

would be developed. In this context, none of the participants referred to the need to 

know about lesson planning, designing activities, setting goals, classroom management 

strategies, or other technical aspects of teaching. 
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Teacher Actions 

Participants did eventually talk about pedagogical skills and teaching strategies. 

General questions about what they would "do" in a classroom, however, often resulted 

in very broad answers, such as "have fun." Only after rather specific follow-up 

questions did they become more precise in their descriptions of what they believe to be 

effective activities in the process of teaching. 

Planning 

Two of the participants included thoughts about lesson planning in their 

description of teacher actions. Phillip said he will "prepare very well. Fd have an 

outline when I walked into the class." Melissa was more specific about how she would 

approach planning for a rehearsal. "I would prepare a lesson plan.. . I just imagine 

myself sitting with the whole score in front of me, listening to the tape, hearing the 

points, and setting parts," which included decisions about how to "break everything 

apart" in order to "work on it and get that part really good." 

Basic Teaching Strategies 

Chris initially had the most difficulty describing teaching strategies. He 

responded to the question about what he saw himself doing in a classroom with a quick 

"Oh ... I never thought of it like that." With the question rephrased to ask him how he 

would conduct a typical rehearsal, he responded simplistically with "I'd say warm-up 

for the first ten minutes on their own, do a couple of scales, then probably dive into the 

music.. depending on how close the competition was." Later in the interview, as he 

discussed a former teacher, he identified a teaching strategy that he would use. "We'd 

say it. Once we could say it we'd clap it. Once we could clap it we'd sing it with the 

right notes and then we'd try playing it." As he described this sequence, he confirmed 
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that he would keep students actively engaged in his classes. It appeared diat although 

he obviously had not given much conscious thought to teaching actions, he had, in fact, 

formulated some opinions about what he thought would be efifective. 

Heather also advocated active learning, describing an approach very similar to 

the sequence Chris discussed. Heather said band students should sometimes "sing their 

music. Other times they should say it out loud or clap through [the rhythm]." She 

included singing the pitch before tuning as a good strategy for both accurate tuning and 

developing aural skills. 

When discussing basic strategies to use in the classroom, Tami listed some very 

straightforward actions. She said an explanation "should be in it's simplest terms. Don't 

use really big words...sometimes that doesn't help." She referred to isolation strategies 

such as 

stopping to make sure that things are corrected., .simplifying things if they are 

too difficult or helping them to learn it if I know that they can. I'll try a few 

things to see if I can't get a few more people to get it by trying different ways of 

helping everybody. 

Tami also acknowledged the need to be specific with instructions, such as designating 

specific measure numbers and counting off precisely. She stated that she would also 

"give them tips on how to practice." She believed it would be important to emphasize 

scale work to "teach people how to maneuver their instrument." 

These future teachers identified other strategies, used by former teachers, that 

they would like to incorporate into their own teaching. Phillip identified a very 

enthusiastic approach to teaching that he hopes to model. He described a teacher who 

would "start a choral piece and.. .really get into it. He'd be jumping all around the room 
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and... [would] use all sorts of metaphors., .which is A^iiat all choral teachers do." Tami 

also referred to the use of metaphor as an effective teaching strategy. She described 

how a conductor had used a crayon metaphor, telling the orchestra that they were like "a 

big box of crayons. If we... were not paying attention to anything else [other than our 

part], all we're coloring with is brown." She also described this conductor's ability to 

maintain the students' attention. "He conducted absolute nonsense. We had to first 

figure out the beat and then play together." She felt this conductor displayed excellent 

teaching as well as musical skills. 

Several of the freshmen included modeling as a strategy used by their "ideal" 

teacher. Melissa included modeling in her description of how she sees herself teaching. 

She would "have a violin.. .or use somebody's instrument and in fact, show them how 

it's going to be done." Darren indicated that he believes modeling is "very effective" 

but added that it can also be "dangerous if you model the wrong behavior." 

Melissa and Katie E also included imagery as an effective teaching strategy. 

Melissa described this as; 

I see myself describing things a lot. . . like swelling on a note, giving it 

love.. describing exactly what I mean in various ways so people get a visual 

picture of what it's supposed to be and they can hear it and understand that it has 

to be fuller...simple things like that. 

Heather and Chris stated that there may be times when a lecture approach would 

be appropriate. Heather felt that discussions of different instruments and different 

cultures would be situations where lecture could be effective in an ensemble. Chris 

indicated that it might be helpful "for understanding.. .the concepts behind scales and 

the circle of fifths.. that kind of lecture could be beneficial." He added, however, that 
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"as far as learning the music, I don't think it's going to be helpful [to tell them] 'this is 

how every bar goes'." Dan did not necessarily advocate a lecture style of teaching, but 

he did state that telling the students "humorous stories" can be very effective. He said 

that 

humor is going to be one of my biggest things. It helps the students relax and 

have a better time and it keeps them listening more. When you have that 

attention, you can do tons of [music]. Getting that attention in the first place is a 

big thing. 

Assessment 

Tami was the only participant to specifically refer to assessment. She advocated 

having the students "play.. .at the beginning of class and play it again at the end because 

then they can feel...for themselves how it has changed." She added that "there's always 

the option of tape recording" for additional assessment. Other participants indirectly 

referred to assessment when they stated that they would occasionally have their students 

listen to the ensemble and offer suggestions for improvement. 

The participants had difficulty in defining specific teacher actions. It sometimes 

required several follow-up questions for them to reach the point of talking about what 

they would "actively" do as teachers. While their understanding of the role of the 

teacher was fairly defined, their thoughts about how to enact their philosophical beliefs 

were quite vague. After follow-up questions, however, they did isolate specific 

activities which were mostly from their own experiences. While the "composite" of 

their beliefs includes several good strategies and approaches, no one individual was able 

to describe more than one or two classroom activities. It is obvious that although they 

have fairly mature ideas about the teacher's role in connecting the student and the 
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subject, they have very little idea of how to practically make those ideas "work" in the 

classroom. 

Motivation. Classroom Management, and Fun 

As described in Chapter 5, these future teachers recognized that students will 

enroll in their classes for a variety of reasons and will not always be eager to leam. As 

the participants discussed these issues, the topic frequently shifted to how they would 

encourage students to become more involved in their classes. Just as the participants 

had difRculty in describing specific teaching actions in a classroom, they also had 

difficulty stating how they would enact their thoughts about motivating students. 

Motivating Students 

Kristin saw motivation as a large part of the process of teaching. As she had 

stated earlier when discussing who is responsible for learning, "if s the teacher who 

needs to be constantly making [the subject] look like something that [the students] want 

to leam." Although Kristin actually spoke a great deal throughout the interviews about 

motivation being the key to learning, she was unable to give specifics about how she 

would enact that in a class. She generally spoke about motivation occurring through the 

teacher's "passion for what they are doing." 

Megan indicated that placing students in small groups and allowing them to 

work together can be an effective means of motivation. "There's always the kids who 

just don't get involved and they're just not motivated to raise their hands in front of 20 

other kids. One on one... it was just boring. Being together was what we wanted." She 

believes that using small groups will allow the students to "have a better time, enjoy it 

more,. . .get along better, and it's more fiin for them." 
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Greg believed that motivation has to do with knowing "what the kids like, not 

just what [the director] likes." He said he would get this information from the students 

by having them "put on a card 'What's your favorite piece of music?"' He, himself, had 

also been involved with helping the marching band director select music and felt that 

was "a very good learning process." He added later that to keep students interested, the 

teacher should "show them that you're working as hard as they are." 

Lisa agreed with Greg's thoughts about involving students in music selection. 

She felt that if the director "picks music that they're excited about" this will "get them 

interested [and] keep their attention, making it not boring." She also believed that 

students are motivated when they see teachers outwardly displaying a love for what 

they do. She described firom her own experience the actions of a particularly motivating 

teacher. 

He is so incredibly enthusiastic about [jazz]. . .I didn't really like it until I had 

this class. He's so excited and he knows it so well... he has a lot of energy and 

he makes it interesting. He uses stories, examples, he plays examples with the 

music. He dances to it.. he really gets into it. He loves it. 

She concluded that to motivate students "teachers need to find a way to enjoy it 

themselves." 

Chris believed that having ensembles participate in competitions can be a good 

motivational tool. He felt that students "would enjoy that because the trophy or medals 

would be a symbol for what they got to show for [their] efforts." 

Fun 

Frequently when the participants were asked about gaining and maintaining 

student interest in music, their response was "make it fun." While a few were able to 
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further define this more specifically, others had not thought about how to accomplish 

the goal of "making it flin." 

Tami defined "fun" as having the orchestra "play things that [they] enjoy." She 

indicated that variety would also be important, both in having a fairly large repertoire in 

the rehearsal, and in planning out-of-school activities instead of "just out-of-school 

rehearsals." She provided an example of this when she described having middle school 

students play for elementary schools on a "recruiting trip." 

Lisa said that sometimes singing without a performance goal can be fim for 

students in choir. She feels it is good to occasionally "pick a piece of music and just 

say, 'Hey, we're going to sing this for fun'...and maybe have a contest between the 

sections." She referred to competitions in the classroom in a later discussion, and again 

indicated that this is something students think is "fun" and can be a good way to 

motivate students. 

Megan, Greg, Heather, and Phillip were much less specific in how they 

discussed their desire for students to have fun. Greg simply said,".. just having fun 

with them." Heather and Phillip likewise just generally stated that having fun would 

keep the students interested but were unclear about how that would be enacted in a 

classroom. Megan stated "I don't know what I would do, but I would look for ways to 

make it more enjoyable." She later added that looking for opportunities to do things 

outside of the classroom, such as taking students to concerts, might be one way that she 

would accomplish this goal. 

Chris frequently referred to the need for students to "have fiin" but realized that 

there is a "fine line between having fun and going overboard." He felt, however, that 

high school students are at a point where he will be able to say ".. .this is the time to 
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have fun but yet be serious." Chris listed competitions and festivals as examples of 

opportunities for students to have fun. 

Phillip stated that when the teacher wasn't afraid to "be goofy," the students find 

it fun. Dan also stated that humor will be a big part of his teaching. Mark agreed that it 

is fun for the students when the teacher will tell an occasional joke. "It's just really 

enjoyable to be in that kind of a rehearsal." 

Classroom Management 

Having fiin but not "crossing the boundaries" brought the topic of classroom 

management into the discussion. Heather actually felt rather confident about her ability 

in this area. "I know that I would... have control over the class because I'm just that 

way. Idon'tthinkit would be a problem." Heather said it is important for students to 

have fun but the teacher needs to "make them realize when it's time to be quiet, it's time 

to be quiet." She wants a "laid back" atmosphere where her students will not be afraid 

to ask questions but where they will learn a "kind of discipline." 

Darren had thought about discipline but said, "I have trouble figuring out what I 

want to do." He indicated that it is "something I'm going to have to figure out as I go. 

I'm not going in with any expectations that way ." He did state that he would try to 

make rules explicitly clear and that if students clearly broke the rules, he would deal 

with it but not "in front of the ensemble." He felt it should be handled respectfully. 

Tami said that discipline is "necessary [but] I don't find it easy to do." She said 

that as she looks ahead to her classes, she would "hope to demand enough respect from 

the students that it wouldn't be much of a problem." She added "if something needs to 

be done I could probably do it because I understand for the benefit of the class we need 

to remove or handle problem students." Tami was one of the participants who did have 
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some specific ideas about classroom management. "I think that from the beginning you 

certainly need to make sure that they understand what your expectations will be so that 

later on there will be no question." She said that that has to happen to "get the work 

done but also be able to have fun at the same time. There's got to be a balance in there 

to get respect from the students." 

Lisa agreed that establishing respect is a large part of discipline but 

acknowledged that "it's going to be one of those hard things. I don't even know how to 

answer that right now. You try some things. If it doesn't work.. .try something else." 

She said until teachers know their students, they may have to be very strict "to the point 

where they're throwing kids out the first day. Thaf s one of those difficult things you 

have to deal with." Greg also mentioned the possibility of removing students from the 

class but only after having followed procedure for meetings with the student and 

parents. 

Kristin, on the other hand, stated that she has "so much to learn about a 

classroom setting and about how to.. control a classroom." She definitely felt that 

classroom management will be a challenge but she offered no specifics about how she 

would approach it. Megan likewise stated that "the disciplining part" will be difficult 

for her. "I'm wimpy about stuff like that... I want everybody to like me." 

Mark also felt that discipline would be a challenge. He felt that he needed to see 

a plan enacted in order to decide how he would approach classroom management. He 

expressed concern, however, about finding a "role model, or maybe not even a person, 

but a model of how you like things done that [will be] comfortable with your students 

and yourself and still works." Mark indicated that with so many different personality 

types in teachers and "how they do it" that it will "be really hard" to find that model. 
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Chris expressed his belief in the need for consistency by stating that he "believes 

in one law for everybody, no exceptions." He added, however, that he recognizes there 

will always be situations where it will be necessary to "bend the rules." He indicated 

that he will not be overly concerned about things "that aren't that big of a deal" but 

when "a line is clearly drawn and they clearly chose to cross over that," he will address 

that. 

Only Melissa discussed gender as a potential issue in classroom management. 

She wondered "how kids will look at a female teacher as opposed to a male teacher 

because male teachers tend to appear more dominant and controlling of the class." She 

expressed concern that she will need to show her class immediately that she is "in 

charge." Melissa added that gaining the students' respect by being "very 

knowledgeable" will encourage the students to "listen." 

As stated at the beginning of this section, many of the participants recognized 

the teacher's role in motivating students. They emphasized positive approaches rather 

than "fear" motivation. As Kristin stated when discussing the "best" way to teach, "[It 

should be] through motivation, definitely, as opposed to discipline. If they want to do it 

they will leam so much more from it than . . . if they're disciplined if they don't get it 

right." This emphasis on positive experience as a motivating factor was reinforced by 

the participants' many references to "making it fun." 

Many of the participants felt discipline would be a difficuft issue for them as 

teachers but none seemed to be overly concerned about this area. Very few even 

discussed discipline until they received direct questions about classroom management. 

Again, none had given much thought to how they would develop a plan for classroom 

management or how they would enact their beliefs in the classroom. All of the 
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participants demonstrated that their view of classroom management was limited to 

"discipline" only. 

Their Own Abilities As Teachers 

Perceptions of Current Teaching Abilities 

Tami responded with "I would be comfortable" when she was asked about her 

confidence in going into a classroom now. She acknowledged there are "certainly 

things I don't know," but overall she said she would feel comfortable with "teaching an 

orchestra." 

Darren asked several clarifying questions before discussing his feelings about 

his current ability to teach. 'Td probably be middle of the road. I feel I understand 

music. I feel I'm qualified. I don't know how to conduct at all so that would be a 

problem. I think I could rehearse a band." 

Neither Mark nor Kristin hesitated for even a moment before responding to the 

question about their current readiness to teach. Mark's immediate "Not at all!" and 

Kristin's "Oh my goodness, not even!" expressed their apprehension. Kristin, however, 

did state that she would feel very comfortable assisting in a classroom. Phillip did not 

think he could go into a classroom at this point. He stated that he realizes although it 

"looks really easy, it's not." He acknowledged that he has not "developed all the skills 

yet to be a really sufficient choral conductor." Melissa also felt unprepared at this point 

because ".. the basic conducting skills I don't have. I don't know everything about 

music. I don't understand every instrument fully." Greg also felt hesitant about being in 

a classroom now. "I'd be nervous." 

Dan qualified his thoughts about his current ability to teach by stating that he 

would feel somewhat comfortable in an elementary setting but would not be ready to 
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teach high school. His hesitation seemed to be based primarily on a lack of knowledge 

about instruments other than his own area. 

Areas of Confidence 

Kristin stated that "interacting one-on-one and helping individual children to 

grow" will be the easiest aspect of teaching. Tami felt that the easiest aspect of teaching 

will be relating to the students. "I've never had a problem with that before so I think 

that will be something that's easy for me." Mark stated that his ability to "listen pretty 

well" would be a strength for him in relating to his students both in and out of the 

classroom. 

Lisa had a very quick response for what she perceives will be the easiest aspect 

of teaching. "The easiest part is going to be having fun." Darren agreed that easiest 

part will be enjoying the teaching. "I already love music and I know I love working 

with people. When the two come together, it's going to be easy for me to go in and do 

my job every day." Greg talked about student motivation as what he sees as both the 

easiest and most difficult part of teaching. "The easiest is going to be that one student 

who wants to do everything. The hardest is going to be that one student who is the 

troublemaker." 

Phillip felt his strengths are his organizational skills and his ability to "get the 

information across to the student in a way that they would think it were interesting." 

Melissa stated very similar strengths. "I am really good at organizing things and I 

will. . .plan things out." Heather also felt that planning and "deciding what we're going 

to play" will be the easiest aspects of teaching for her. 
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Areas of Concern 

Heather stated that the ability to shape the sound of the band will be a difficult 

aspect of teaching. She said that while it is "easy to wave the little wand in the air" it is 

difficult to get it to sound "the way that you hear it in your mind." Phillip voiced his 

need to be able to hear music from the score—to "visualize music in my head." 

Although he had done an independent study in choral conducting in high school, he 

realized he was "still very intimidated by the choir that was there, partly because I don't 

have the skills." He also listed his "initial shyness, which Tve always had" as a 

challenge for him in teaching. He said he would also worry that his preparation for his 

classes might not be adequate, even though he knew it would be. "I guess that has to do 

with my self-esteem or that I'm kind of a perfectionist." 

Kristin expressed that her greatest concern about teaching is dealing with a large 

group of children and involving all of them. "You would really want to be able to draw 

in every child and I don't know how to do that." Although she feels that her private 

instruction skills are strong, she stated that "I have so much to leam about a classroom 

and how to be a good teacher." 

Lisa indicated that maintaining student interest is going to be the most difficult 

part of teaching, "like picking the music that they're excited about" and "making it not 

boring." She added that "getting everything coordinated" will also be difficult, 

concluding with concerns about "[her own] organization and school politics." Tami 

identified discipline and fund-raising as the two areas she would find the most difficult. 

She also listed selecting repertoire and knowing all of the instruments as her 

weaknesses if she were to go into the classroom now. Melissa acknowledged those 
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same areas of weakness but added that another challenge will be "for me to make sure 

I'm aware of everything that's going on [with] the kids in my orchestra." 

Dan also felt his greatest challenge will be in relation to interacting with his 

students. He named "being consistent" as the area of teaching he expects to be most 

difficult. "I don't want to be partial, I just want to be able to be as fair as possible to 

everybody." He stated that this consistency is important for establishing trust between 

himself and his students. Darren looked at the end of the student/teacher relationship 

when he said that "seeing the students move on, especially the first groups that mold 

you into what you're going to be for the rest of your life.. .it will be hard to see them go 

and know you'll probably never see a lot of them again." He believed that process 

would be the most difficult part of the teaching process. 

Summary 

The process of teaching seemed to be the topic most difficult for the participants 

to defme. They were hesitant in their thoughts about learning to teach. While two 

explicidy stated that it is not a "taught" skill, the others indicated that certain aspects 

could be taught. The consensus was that learning to teach must be a choice on the part 

of the preservice teacher to leam the skills and it must be experiential. As a whole, the 

participants expressed an eagerness to be in classrooms with "real students and 

teachers." Although they seemed very uncertain about the "who" and "how" of learning 

to teach, it appeared that they believe it will happen when they are actually in those 

classrooms with music students. 

The participants' discussion about a knowledge base for teaching only further 

emphasized their uncertainty about many aspects of the teaching process. Their 

comments lacked specificity, such as Phillip's statement that a teacher "needs to know 
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what you're doing." They tended to refer to formal knowledge about music rather than 

learning specific teaching skills such as designing effective instructional activities. 

It required several questions to uncover the participants' thoughts about what 

teachers specifically "do" in classrooms. Most of them seemed to be able to discuss 

only one or two strategies, although the composite of their thoughts about teaching 

activities contained some very good approaches. Not surprisingly, the participants 

discussed these strategies in relation to their observations of former teachers. 

Seemingly, they had not yet developed their own conclusions about the strategies that 

they felt would be most effective. As further support of this point, when the students 

read the statements about teaching during the sort activity they indicated that many of 

the ideas were things they had "never thought about." Only one student referred to 

assessment as a part of the teaching process, with that being an indirect reference. They 

did not identify aspects of assessment beyond the teacher's need for good aural skills 

when listening to their ensembles and pinpointing problem areas. 

Participants seemed more comfortable stating their beliefs about motivation and 

ciassroom management although the content of the statements remained rather broad. 

Their references to positive motivation reinforced their focus on the student and 

connecting the student and subject. They believed that creating a "fun" environment for 

the students to develop their own passion for music will be the best approach to both 

motivating students and maintaining discipline. The participants did not refer to other 

aspects of classroom management other than discipline. 
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Chapter 7 

Beliefs About the Nature of Learning 

and What Future Students Should Know 

It's the teacher's responsibility to bring the student to a point where.. .the student 
will say, "Yes, I want to learn this." Then it's the student's responsibility. 

Darren, 1999 

Nature of Learning 

Responsibility for Learning 

The participants seemed quite aware that students have different approaches to 

learning. It is not surprising, then, that they believed a great deal of the responsibility of 

learning rests with the learner. They acknowledged various beliefs about the teachers' 

role, but as Phillip said, "no matter how enthusiastic the teacher is, the student won't 

really leam anything unless they really want to leam it." He elaborated by saying that 

"students need to think about what they need to woilc on instead of just milling their 

way through the practice and having the teacher point out to them 'you need to work on 

this'." He added, however, that it is the teacher's responsibility to "teach it in a way that 

makes them initially interested" - a teacher should not "just...give the answer." 

Dan agreed with Phillip's belief that teachers need to make it "interesting" for 

students to leam. Dan implied, however, that it is primarily the teacher's responsibility 

for learning to occur. He stated that "students leam best when they don't even realize 

they are being taught." Greg seemed to agree with Dan. "I don't think [students] know 

they're responsible for learning. I just think they just do it." 



122 

Lisa, Chris, Darren, Melissa and Darren all felt that the student and the teacher 

share the responsibility for learning. Lisa said that learning is the responsibility of the 

student but "the teacher needs to lay it out there. It's a SO/SO thing. The teacher has to 

put it out there...and the student has to take the initiative to learn it." Chris also 

believed the teacher's role in the learning process is to "make sure the information is 

available" but added that "it's the student's responsibility to make sure that they learn it." 

Darren felt strongly that it is 

the teacher who is going to make or break how the students look at learning. It's 

the teacher's responsibility to bring the student to a point where...the student 

will say, "Yes, I want to learn this." Then it's the student's responsibility, 

[although] it's the teacher who needs to be constantly making it look like 

something that they want to learn. 

Melissa also believed that "it's the teacher's job to more or less inspire the 

student to want to leam, and then, no matter how much you do, it's still the students in 

the end.. it's what they have to do." She pointed out that the students have to be 

responsible for their individual practice at home and for determining how they will 

leam best. 

Darren shared the belief that the teacher should "plant the seeds, set a course of 

direction," but added that "I think the students should be held accountable for what 

happens after that." He felt that the teacher's responsibility is then to "recognize when 

kids are starting to do those things on their own so you can back up and let them be 

people.. that's what you hope for.. .that they won't need you anymore as a teacher." 
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Most of the participants considered the teacher's responsibility in the learning 

process to be that of providing information or opportunities but again, they consistently 

stated their beliefs that learning is ultimately the responsibility of the student 

Active Learning 

When the participants were asked if there was a "best" way to learn, they all 

indicated that there is not one best way to leam—it is individual for each student. Most 

of them went on, however, to advocate active learning, regardless of the student's 

preferred learning modality or learning style. These future teachers collectively 

expressed a belief that students leam best by doing. They used terms and phrases such 

as "through experience," "doing," "experiencing," "interactive," "participating," "active 

participation," "experimentation," "get involved," "interaction," "hands-on," and 

"perform" when identifying the best way to leam. Darren summarized this concept 

when he stated that "I think the best way to leam is by actively participating in 

something rather than just passively taking stuff in.. more hands-on.. tailored to each 

child " Lisa agreed that "you can tell them how to do it all you want, but you have to 

get them to do it.. to leam." Phillip's personal experience reinforced his belief in active 

learning. "Having done [something] myself instead of just going over it with the 

teacher, I really knew it." 

Lisa, Tami, and Greg all referred to learning by "trial and error" or through 

"making mistakes" as part of active learning. Tami stated that the students will "try it 

one way and it doesn't work quite right so Til say, 'Well, try it this way', and it works a 

little. ..better, and they'll say, 'That was cool!'" Greg believed that students leam best 
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through their own mistakes. The teacher can guide them through the experience but 

needs to allow students to make mistakes. "If you don't learn from mistakes,.. .1 don't 

feel you push yourself enough." 

Heather gave a specific example of how she would incorporate active learning 

beyond the actual playing of instruments. "It would be cool if the teacher would have 

their [students] conduct." Melissa advocated an active approach to learning music 

theory and music literature when she stated that they could be learned "by playing in an 

orchestra." 

Tami included reflection as part of the learning experience. She indicated that in 

addition to the actual experience, students learn by "seeing the way that they have 

progressed." She referred to audio-taping as one way to help students see their 

progress. She also stated that having students critique their ensemble performance 

would be a good idea. She cautioned that the teacher has to "be careful to let it not get 

out of hand" and to avoid "harsh criticism that isn't constructive." She would not have 

students comment on the individual performance of another student because of the 

potential for "hurt feelings." 

Dan believed that students learn best when it is not direct instruction. He stated 

that teachers should "teach them without them knowing they are being taught." He 

revealed an interesting perspective about teaching when he stated that in his experience, 

"you didn't even know you were taught because you didn't have to sit there and listen to 

a boring lecture." 
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DifTering from the previous comments, Megan did not identify teaching 

strategies when asked how she thought students best leara. Rather she discussed it in 

terms of motivation. She stated that students learn best by "enjoying the class. If it's 

not exciting and interesting then they are not going to want to be there." She did specify 

that having "projects" to do is an effective learning tool. 

Darren believes that students leam best through modeling, when they "see the 

teacher do well what they are asked to do." He also added the dimensions of classroom 

climate and transfer when discussing how learning best occurs; 

I think that you have to be in a safe environment I think you have to be in a 

wholesome environment. I think you have to be in a place where you feel like 

not only can you leam but you can.. .add that to something else you know so 

that it means something. 

Cooperative Learning 

The participants frequently referred to interaction between the teacher and the 

student in their comments about active learning. When they discussed the interaction 

between student and student, however, they were cautious about encouraging small 

group participation in the classroom. Many of them qualified their uncertainty by 

stating that they had never seen this approach in rehearsals. They primarily discussed 

group work in terms of sectional rehearsals. 

Mark frequently mentioned his uncertainty about having students work together 

in small groups. "I think it's important but I think you have to be careful.. .to make sure 

the groups are structured well so that you know the kids will get stuff done and motivate 



126 

other kids." He felt that "group work" done as sectionals was preferable to students 

discussing the music in smaller groups. He did point out, however, that people who 

"learn independently need to learn how to interact in groups, too." Heather also 

discussed her hesitations about students working in small groups. "Groups? I don't 

think they need that." She felt it is difficult to make even sectionals work productively 

unless the section leader is able to overlook comments from other students who may be 

less than cooperative. 

Megan felt that small groups help to bring out students who may be intimidated 

by speaking in front of the entire group. Likewise, she felt that most students find 

working alone "boring" and want to be with their fnends. In that respect, she believed 

that small groups can function effectively. She, however, along with several other 

participants, emphasized the need for structuring the groups carefully. "Don't let them 

form their own groups." She felt that thoughtful structuring of the groups would also 

help to eliminate cliques in the classroom. 

As a rehearsal technique, Lisa said "every once in a while, small ensembles are 

good because it's easier to hear in small ensembles. I think definitely [use small 

ensembles] but not all the time." She also expressed concern about making small 

groups work in reality. "There are people in there who don't care about choir.. and if 

you ask them to get into a small group and practice things they're just going to talk." 

Phillip felt that allowing students to "talk and interact" in conjunction with 

"hands-on" things is a "best way" to leam. Darren agreed that group activity is 

beneficial but felt that too much of this approach can "eliminate the teacher from the 
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process, and though there is certainly value in the students becoming independent I 

think they can get off track." 

Chris initially spoke about small group work in terms of students preparing for 

solo and ensemble contests. He continued on, however, to be the only participant to 

discuss peer-tutoring. He stated that small groups "give a chance for .. two or three 

people, maybe upper classmen" to work with younger students. 

These participants recognized that the teacher and the learner have important 

roles in the learning process. They frequently stated that the learner has to make the 

choice to leam, but the teacher has to create the motivation for the students to want to 

leam. They referred to active leaming approaches as particularly effective for most 

students, emphasizing repeatedly the need for "hands-on" experiences. Keeping 

students active, they felt, is also an important aspect of motivation for leaming. 

While they viewed interaction between the teacher and the student as positive, 

they had reservations about student to student interaction, as in small groups. Although 

they hesitantly acknowledged that a cooperative leaming approach is probably good, 

they voiced concems about structuring those groups to create an effective leaming" 

situation. None of the participants indicated they had seen this approach successfully 

used in an ensemble setting. 

What Students Should Know 

As the participants discussed how students leam, they also stated their thoughts 

about what they believe their future students should know. Their responses fell into two 

major categories—musical outcomes and non-musical outcomes. In conjunction with 



128 

musical outcomes, the students spoke at length about the need for variety in the music 

used in schools, particularly referring to multicultural and world music. 

Musical Outcomes 

As the participants addressed musical outcomes many of them began by listing 

specific musical skills. Chris stated that it is important to "make sure the kids knew the 

very basics at least." He included playing their "horn" and knowing theory as part of 

the "basics." He pointed out that the students should not just know their music but 

"understand what we're playing and why it was supposed to go like that...understand all 

the concepts behind it,"—in other words, connecting the theory to the music played. 

Tami also felt that students should not just perform the music but understand 

theoretically what was happening in the music. Other theory-based skills identified as 

desired outcomes for their students included "being able to read music," "ear training," 

"know chords as well as notes," "irmer voice and pitch matching," and "have an ear." A 

few of the students wanted more theory in their own high school experience, since they 

were now struggling with it in college. Not all of the participants, however, felt that all 

of these were important. Darren questioned if it is important for all students to be able 

to read music. "I think it's extremely important that the kids be able to read music who 

want to go on and actually do something with it. But for the general public, I'm not sure 

that's something that is quite as important." Melissa, in fact, stated explicitly that 

people learn how to play 

just by hearing it or by watching.. exactly where the beats are. Some people 

just never learn how to read music and they still want to play so [watching the 
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teacher] and letting them [the students] hear it over and over again will be really 

important. 

She did not feel a great need to emphasize reading skills. 

The participants felt that the students' need to play or sing well seemed to be a 

given. Most participants wanted their students to go further. Heather stated that she 

wants her students to have confidence in "playing in front of people." Mark thought it 

would be good for all students to improvise. "Its important for a good musician to 

improvise no matter what." Lisa said she thinks students should have exposure to all 

kinds of music, particularly jazz, since she feels that is often overlooked. "Jazz is the 

foundation, it's the basis of everything." Phillip included the ability to "harmonize with 

somebody else and getting the vocal qualities to [blend]" as a goal for his choral 

students. 

Tami included music history with theory in her description of what students 

should know. She felt that knowledge in these areas is "really important to 

understanding what you're playing." 

In addition to development of specific skills, participants also want their 

students to appreciate music in general. Kristin hoped that her students would "come 

away with a love for music even if it wasn't something that they would go on [to do], 

but that they would really appreciate good music - classical music, music fi'om other 

cultures, all types of music." She pointed out that "for one thing, the kids who are going 

to go on and be performers are going to need an audience and so it's like you're building 

an appreciative audience, too." She felt that, in relation to this, students should also be 



130 

able to relate music to other things because "music ties into so much of our lives that we 

don't even realize." Greg wants them to recognize that "music is basically the only 

language that everybody in the world knows." 

Tami also hoped that even if her students do not continue to perform, "they can 

listen to something and be happy." She hoped that she could teach her students to "feel 

[music], to love it, and to have it be at least a part of their lives forever." Dan and 

Phillip both expressed a hope that their students would leave "interested in the music." 

Dan specifically hoped that his students would have developed an appreciation of "the 

talent that it takes to play [any style] and to be able to know a little about it" He really 

didn't think it was important, however, for the students to know a lot about the history 

of a piece. "I just want them to be able to appreciate it for just how beautiful it is, not 

necessarily to explain why it is so beautiful." Lisa also hoped her students would "learn 

to communicate through the music.. .to enjoy it, to feel it." She hoped they would "feel 

the emotions or moods that the composer may have been feeling." 

Phillip and Megan both hoped that their students would leave their programs 

wanting to continue to perform. Phillip said he hopes his students will "go out and be in 

another choir." Megan likewise hoped that "they would want to [play] again, maybe not 

exactly band, but they would fmd some sort of music to get involved in." She also 

hoped that her students would leave saying they "had a good time.. .that was fiin." She 

wanted her students to "feel like the class wasn't pointless [but that] there was a purpose 

for the class and that they learned something they didn't know before." 
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Darren stated that the main goal he has for his students is that they feel they can 

express themselves through music. "Being able to express yourself in your music is 

square one. It's absolutely the most important thing. What's the point of it if it's not 

something that's your own?" He also referred to developing technical skills as very 

important "so that you can better express what it is you're trying to express to an 

audience and to yourself" Mark similarly stated that he wants his students to have 

.. had a forum for personal expression that maybe a lot of other students would 

never have. It's a unique creative experience when you're creating as a group as 

opposed to a lot of other creativity seen as individual in a lot of other arts. And I 

think that's really important.. .cooperation to create. 

Multicultural Music 

Several of the participants included multicultural or world music as they 

discussed what students in music should know. While most of the students felt it is 

important to expose students to various musical cultures through either listening or 

performing, Chris felt there is not a need to emphasize culture in music. He believed if 

it is quality music, the source is not important. "I don't care where it came from... it's 

just good music.. .let's just try to play it." He did state that sometimes there might be an 

"interesting story" connected to the music that the students would enjoy, but he would 

not emphasize that. 

Of the participants who supported including multicultural music. Heather and 

Tami agreed that it is more important to expose students to cultural music diverse 

musics through listening than by having students actually perform it. Tami talked about 
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a Mariachi program in her high school that was "very, very popular" and related to the 

Hispanic culture of the community. However, she added that she didn't necessarily 

believe that approaching it through perfonnance was for everybody. 

It's important to know what's going on musically all over the world, so rather 

than trying to get them to play it I would just have them listen to it, at least just 

expose them to it. To be able to hear and see it for its musical benefit is really 

important. I wouldn't play it with them but just let them hear it, sort of just a 

background education. 

Heather indicated that in addition to listening, she would include pictures of 

instruments from different cultures, explanations of different scale systems, and general 

information. She believes it's good "to hear music that's totally different from what we 

hear." 

Phillip stated that he believes that teachers should "incorporate many different 

cultures." He felt that there is a problem "with the whole cultural thing. I still think 

there [are] a lot of minorities and cultures that aren't represented in the curriculum." He 

added that "there has to be more of a diversity of music that is picked out in the choirs. 

I would like it. I would like to hear things fi'om all different cultures." 

Lisa displayed strong beliefs about incorporation of cultural music, based on her 

own experience in another culture. Having lived in Alaska, she spoke with great 

enthusiasm about going to dance festivals and seeing the people from different villages 

present their culture through music, dance, and costume. "It totally makes you realize 

that you're not the only culture out there. It's not the only way to do things. I think 
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[multicultural music] is definitely important." Darren had also lived in a different 

culture and agreed that it is important to recognize different cultural styles in music 

education. "Part of the fun of music is seeing what other people have done with 

[music]." 

Darren displayed very in-depth views about the importance of both multicultural 

and world music in the lives of students. He stated that, particularly if teachers are 

working in a "culturally diverse" school, they need to understand their students' 

"heritage and the musical heritage that goes along with that" and "implement those 

things so that the kids can have a stepping stone into the kind of music that most places 

teach, which is traditionally Western music." In other words, acquaint the students with 

the music of their own culture and from that point, bridge into music outside their 

culture. 

When discussing world music in general, Darren stated that it is something that 

we really need to start acknowledging as real music; 

1.. learned it as simple tribal music, but as I moved along, I realized that there's 

entire worlds of music within each of these cultures that are as complex as ours 

and are as meaningful to those cultures and require as much, if not more, skill to 

perform, and have as much value in ceremonies and public performances. There 

needs to be more recognition of that music, and performance of music from the 

Far East and Middle East and areas that haven't been touched by bands at the 

high school level. So I'd like to see more cultural integration. 
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Non-musical Outcomes 

The participants did not limit their discussion of student outcomes to musical 

goals. In fact, in several instances the initial response to the question of what they hope 

for their students to leam was a non-musical goal. All of them, in one sense or another, 

hoped that participation in music will help their students to become, as Dan stated, 

"better people." 

Greg described this goal as "some knowledge of what's going on in life." He 

hoped that, through participation in music, his students would leam that making 

mistakes can be a learning process in any area of life. In conjunction with this, he said 

he hopes that his students will be able to "figure out how to do whatever they want to, 

and use that to succeed in anything they do." Megan believed that students leam a lot 

about themselves through interaction with teachers. "A lot of my growing up depended 

on my teachers. I was with them every day so I learned a lot about who I was and my 

character." She said she hopes to help her students to leam more about themselves. 

Darren likewise had a former director who had given him a lot of "living-type 

guidance." He pointed out that although a lot of students find that in sports, he found it 

in music, and hopes to do the same for his students. He stated that he hopes to help the 

students "realize their own value as human beings" and to help them "accomplish what 

they want to because they have the skills and the know-how it takes." His goal is that 

students will gain these "life skills" in his program. He stated that helping his students 

to develop a "work ethic" is another goal, especially for students who will not go on to 

college. 



135 

Dan, in describing his goal for his students to become "better people," stated that 

"music can really go a long way outside the musical realm." He felt it could impact 

"study habits, .. .concentration, and can reflect a lot of the things that they do." Chris 

listed skills in decision-making and leadership as goals for his students. He hoped they 

would also learn to recognize that "practice can fix anything. If you give them long 

enough, they're going to get it right." He felt that the principle was important for both 

music and life. "It can be applied to anything." 

Heather's comments about outcomes for her students were very straightforward 

and emphasized her belief that being a teacher is about having fun. She expressed that 

she wants her students to know that "music is flin" and a "positive experience and [to] 

say, 'that was cool!'" 

In conclusion, the participants identified many musical outcomes for their future 

students including theory, history, aural skills, and performance skills. They addressed 

equally the importance of developing within their students an appreciation of music. 

This appreciation extended beyond traditional Western music, with the participants 

naming world and ethnic music, jazz, and pop as genres to be recognized. They 

expressed a desire that students would appreciate not only the music but also the skills 

involved in the creation of various styles. They hoped for their students to be life-long 

"lovers of music," having experienced the opportunity to express themselves through 

participation in music. These freshmen expressed some particularly insightful 

comments about the importance of world music in the curriculum. 
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The participants emphasized several non-musical outcomes as they discussed 

goals for their future students. They hoped that through participation in a music 

program that their students would leave as "better people," having learned skills that 

they can carry into other aspects of life. They specifically mentioned development of 

study habits and a work ethic, as well as gaining the realization that, with practice they 

will be able to succeed in anything they choose. 

Summary 

As the students discussed the nature of learning, they recognized that both the 

teacher and the learner have a role in the process. Although they viewed the learner as 

ultimately responsible any learning to occur, they acknowledged that the teacher has to 

set the scene for students to be motivated to leam. As seen in the Chapter S discussion 

of students-as-leamers, they felt that a significant aspect of being a teacher is motivating 

students to want to leam. 

These future teachers agreed that while there is not one "best" way to leam, 

active learning is very important. Some of the participants included allowing students 

to make mistakes and leam from their mistakes as part of active teaming. It is 

interesting that although these participants strongly advocated encouraging students' 

opinions, only Tami recognized students' evaluations of their own progress as an aspect 

of the learning process. Likewise, only one participant included thoughts about the 

classroom environment's impact on learning. 

While they recognized active learning as important, they demonstrated little 

understanding of the importance of group interaction. They expressed considerable 
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hesitation when asked about the effectiveness of small groups in a rehearsal setting. 

They stated that from their experience, students would not act responsibly if left to work 

in small groups. They indicated, however, that their beliefs stemmed from not having 

seen this approach modeled successfully. 

The participants' thoughts about active learning underiie their beliefs that 

through "doing," students will develop independence as learners. As they continued to 

discuss what their future students should know, they described skills that will also aid 

students in developing independence as musicians. The participants discussed 

outcomes in terms of musical skills and knowledge that would allow the students to 

continue in music after completing high school. They speciftcally hoped for their future 

students to remain actively engaged in music, through listening or performance. They 

also expressed a desire for their students to gain exposure to music outside of the 

western traditions, again through listening or performance. These outcomes continue to 

emphasize the theme of connecting the student and the subject. 

Likewise, the non-musical outcomes listed by the participants again focused on 

valuing the individual, as well as student empowerment. These future teachers wished 

for their students to gain not only knowledge of music, an appreciation of music, and 

performance skills in music, but they also wanted their students' lives to be positively 

affected by participation in music. They referred to the development of life skills, 

becoming "better people," and gaining a general knowledge of life. They expressed a 

hope that their future students would recognize that practice has value in life as well as 

in music. As they discussed these non-musical outcomes, it was not surprising that they 



frequently described experiences in their own lives. It was apparent that their personal 

experiences in music have given them a desire to provide those same valuable 

experiences for their future students. 
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Chapter 8 

Perceptions About a Music Education Teacher Preparation Program 

The participants discussed their expectations for a music education teacher 

preparation program by answering two broad questions, various follow-up questions, 

and through examining the participants' statements about their own strengths and 

weaknesses as teachers. The primary questions asked were: "What do you think are the 

most important aspects of the music education program in terms of preparing you to be 

a teacher?" and "When you graduate, what do you hope to have gained from the music 

education program?" The participants received a list of the various components of the 

music education program, based on the assumption that they may not be familiar with 

the curriculum. This assumption proved to be correct. As the participants discussed the 

questions, "hands-on experience" in teaching and development of their own musical 

skills surfaced as the predominant themes. 

Experience in Classrooms 

The participants' beliefs about the importance of actual experience in classrooms 

resonated with the their beliefs that learning to teach, as well as learning in general, 

must be active or "hands-on." Tami succinctly stated that in the teacher education 

program, "student teaching is probably most helpful, followed by observation." Mark 

agreed. While he is "looking forward to student teaching," he questioned whether the 

real impact of student teaching could be attributed to the university. "It seems to me 

like that's less of the university and more of who you're student teaching with. I'm not 

sure how much input they provide once you're in that role. [Student teaching] in the 
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end is what teaches you the most...actually being out there and doing it." Dan's 

statement that "I don't know how convinced I am that just taking some education 

courses will help.. .it's more through experience" also questions the role of the 

university. Darren similarly questioned the impact of the university and stated that he 

believed skill development occurs best in actual teaching. "Until I actually do student 

teaching and observation in classrooms, there's really not a whole lot I can do to 

improve [my teaching]." He further clarified his statement by indicating that student 

teaching is "number one" and, while observation 

of other teachers' techniques is important, I've been doing that my whole life. 

Whether you realize it or not, you kind of look at things through your teachers' 

eyes and try to figure out why they're doing things a certain way. 

Phillip agreed that student teaching is the most important aspect of the program. "There 

is nothing more important than actually getting out there and working with actual 

people and actually practice teaching." 

Megan also believed that "actually working with students" was one of the most 

important aspects of the program, while Chris said that "working with another teacher 

and getting hands-on time with kids" would be most beneficial. Part of Chris' belief in 

the importance of experience with students was his own desire to find out "whether or 

not this is going to be something I'm going to be able to do.. do well. Not just do." 

Kristin echoed this when she expressed a belief that early in a program, students should 

"be in an internship kind of relationship where you were learning from someone else 

who was obviously good at what they were doing." She believes this field experience 
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should occur in the freshman or sophomore year because " I think it would give a lot of 

people who are majoring in music education a better idea as well as to what they're 

getting into. I know a couple of people who have decided not to be teachers in their 

senior year because they didn't have any teaching experience until then." Mark likewise 

felt that as soon as students were enrolled in classes having anything to do with 

education there should be opportunities to go into classrooms and observe teachers and 

"teach a bit." He indicated that he believes that knowledge of teaching gained in the 

university would be reinforced by the experience of watching good teachers in actual 

classrooms. 

Skill Development 

While the participants most frequently mentioned experience and observation, 

they also included development of skills as an important aspect of the music education 

program. The specific skills participants described included developing proficiency on 

secondary instruments, improving in their major performance area, conducting, and 

developing sight-singing skills. 

Heather named "learning how to conduct" or being "able to conduct" as onfe of 

her goals in the music education program. She believes it is this skill that will help her 

to "go out with the confidence that.. .1 can stand up in front of a class and not be 

nervous." While Megan talked about her expectation to "practice things like 

conducting," Phillip explained his conducting goal as a need to be a "really sufficient 

choral conductor." Melissa likewise acknowledged that" basic conducting skills I don't 

have" and stated her goal to develop those skills. 
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Melissa also indicated that another important component of the program for her 

will be gaining experience with secondary instruments. "I don't know how to explain 

things to other instruments that aren't my major instrument...! don't understand every 

instrument fully and that scares me. Tm expecting to get that out of college." Tami also 

believed that the "biggest benefit will be learning the instruments." This belief in the 

importance of developing proficiency on all of the instruments was shared by Heather, 

Darren, Megan, and Greg, with statements about the importance of".. .getting a well-

rounded knowledge of all the instruments" and recognizing that all band directors "have 

to take all of the instruments." 

In addition to proficiency on secondary instruments, participants stated that 

developing their own performance area is important Greg very simply said "I want to 

be a better player myself" Darren and Dan likewise stated the expectation of 

"developing skills" and "becoming proficient on your own instrument." Kristin 

indicated that not only did she have an expectation of developing her own skills but also 

she would know how to use those skills in a classroom. "[I want to] be comfortable and 

confident with the instruments that Fve chosen to major in and be able to use them in an 

educational setting." 

The participants also included sight-singing, ear training and music theory 

expertise as something they perceive as important components of the music education 

program. Tami indicated a belief that knowledge in music history was also an 

important outcome. Chris stated that one of his primary expectations of the program is 

to be "able to, if not know an answer, to find one to just about any musical question the 
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kids would have." Lisa felt that theory skills were important: "theory, the ear training... 

I want to be able to hear a chord and know what it is... .1 want to be able to graduate 

knowing that I know what I'm doing." 

Additionally, gaining a knowledge of repertoire was mentioned by a few of the 

students as being a very important aspect of the music education program. While these 

observations seemed to refer to core musical knowledge, a few students stated desired 

outcomes that implied knowledge gained in a methods or pedagogy course. For 

example. Heather indicated the need to learn "different ways to approach things." Marie 

specifically stated a need to know "different approaches to teaching...learning 

levels.. .how different ages learn," including the need to learn how best to work with 

students with disabilities. 

Three students identified expectations for the program that were rather distinct 

from those already presented. Melissa stated her eagerness to eru-oll in courses in the 

College of Education, such as educational psychology and developmental courses. She 

indicated she is "more interested in the education aspect...like educating students and 

wondering how they work and thinking which ways are best to educate them." Melissa 

hoped eventually to get a Ph.D. and said she would someday enjoy "teaching college 

classes on education." 

Megan's discussion of her goals and expectations for the music education 

program seemed, at first observation, rather general. On closer examination, however, 

it appeared that one of her expectations for the program is that of role development as a 

teacher. She stated that; 
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I want to know that I know things. I want to leave with a good knowledge of 

what I'm supposed to know.. .like actually feel like Tm a professional in the 

field. I want to be good at it. I don't want to be a music teacher who was just 

hired because nobody else was. I want to be sure of what I know and there's no 

question that I know what Fm doing. 

Megan very clearly conveyed a desire to develop her teaching knowledge and skills to 

the level that would allow her to confidently call herself a teacher and to act on that 

confidence. 

Somewhat in the same manner, Dan described the development of a teaching 

philosophy as a desired outcome of the program. He described this in terms of 

"nurturing" on the part of the professors. His perception of how this process should 

occur also encompassed the development of decision-making skills. He believed that 

"it could definitely be beneficial [for a professor] just to throw [out] different ideas, give 

us different scenarios, and just see. Let us determine what we think is right and wrong." 

He continued that the professors should "expose us to as much stuff as we can and teach 

us how to discern what we should do, still leaving us open to know exactly the details of 

what our philosophies [are]." He felt that this is important because as a teacher, he will 

need to constantly make decisions for himself and have a basis for making those 

decisions. 

Summary 

The participants' beliefs that experience with students in "real" classrooms is 

going to be the most beneficial aspect of the program correlates with their beliefs about 
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the importance of active, experiential learning for their students. It likewise reinforces 

their beliefs that they will best leam to teach through experience. However, it is 

interesting that they seem to disassociate this experiential aspect of a music education 

program (student teaching, field experience, and observation in schools) from the 

university. Dan stated, "formal education can only go so far. I don't know how 

convinced I am that just taking some education courses will help." Although Mark 

believed someone can leam to teach he questioned how the process would happen. 

"Taught?...I'm not sure by who or how but, yes." It seems that although the 

participants have definite hopes for the music education program, they view what 

happens within the walls of the School of Music as quite separate in its impact from 

what happens when they are involved in public classrooms. The university is for 

learning about music and for learning fundamental teaching-related skills; public 

schools are where they will actually leam to teach. It appears that these freshmen do 

not see much connection between "formal education," as Dan called it, and the practical 

application in schools.. Dan acknowledged that point when he stated "being able to 

communicate your thoughts.. .is more important than just going through a course, even 

though I haven't taken one, .. and just learning how to teach the music." This is not 

surprising given that these participants have not yet taken any education courses. 

What was surprising was that only one student mentioned developing classroom 

management skills as a desired goal for the program. It is also interesting that when the 

participants were asked what they felt the most important aspect of the program would 

be, they almost always responded in terms of "hopes" unless they were given a list of 



146 

options from which to choose. This tendency to reference "what I would like" as 

opposed to "what I believe in about what exists" emphasizes two important issues. On 

one hand, these freshmen do have preconceptions about what they want to gain from the 

program, but they do not yet have a working knowledge of what a music education 

program encompasses. 
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Chapter 9 

Analysis and Interpretation of Beliefs 

Michele walks into nmsic theory class expecting "business as usual." As a 

freshman at the university, she finds theory a bit overwhelming but is "getting the hang 

of it" now. She is in her first year as a music major and plans to be a high school 

orchestra director when she completes her degree. She actually hasn't done anything in 

music education yet and isn't exactly sure when tfuit will happen. Right now, it appears 

that learning music theory and becoming proficient on the violin are the expectations. 

She is anxious to get into the music education part of the program, even though she isn't 

exactly sure what that involves. 

Class begins, and there is a lively discussion about passing tones, neighbor 

tones, and appoggiaturas. Dr. Miller actually makes theory fun! As the class 

progresses, an older student enters the room. Dr. Miller introduces her as Miss T., a 

doctoral student working on her dissertation. After a brief explanation of the study and 

about participation in the project. Miss T. distributes a questionnaire and asks each of 

the students who plan to teach K-I2 music to complete the questionnaire. 

Michele looks over the questions with interest. She enjoys talking about 

teaching. She has had both good and bad teachers in the past, and they've all 

influenced her ways of thinking about teaching, so she has lots of opinions. As Michele 

completes the questionnaire and leaves the classroom she continues to think about the 

questions. "What do I really think about teaching? 1 mean, what really is the most 

important thing that I want to do? " 
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As she leaves the music building, she begins to think about the teachers who 

have helped her to develop a love for music. They have definitely been role models for 

her. They acted like they cared about her as a person—except for the one director who 

had never bothered to learn her name. Her thoughts began to formulate more clearly. 

"It really is a teacher's job to help students love music... or whatever they teach. I 

mean, if the students don't end up liking it, what's the point? Well, I love music so that 

part of teaching will be easy. I'm not exactly sure haw I'll help the students to get as 

hooked as I am, but that's what I want to do. I guess it's a matter of being as 

enthusiastic and inspiring as I can." As her thoughts continue to wander, she realizes 

that music teachers have helped her in a lot of ways. "I think I know more about myself 

from being in music. It's helped me to grow into the person that I am. I think I learned 

a lot about...sort of "life in general"firom my directors. I hope I can have that same 

impact on my students." 

"My students. Wow. That sounds a little scary. I'm glad that won't happen for 

awhile—/ certainly wouldn't want to try to teach right now. I guess there are some 

things I could do OK—I know I'll enjoy it. That part will be easy! I'm pretty organized 

so that helps. But there is just so much I don't know. How will I know haw to work with 

a large group of kids all at the same time? They all learn differently so haw does a 

teacher deal with that? Will I be able to keep them interested and motivated? How can 

I be consistent andfair to all of the kids all of the time? I really don't know enough 

about all the instruments yet. My conducting isn't that great. And this sight-reading 

thing... that HAS to improve." 
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She thinks about herxlf in high school as she continues to mull over ideas about 

"her students." She knows kids join orchestra for a wide variety of reasons. A lot of her 

friends initially thought it would be an easy "A," some just needed an elective, andfor 

some, their parents made them be in orchestra She had one friend who said she 

actually joined for the firee dorruts on Fridays. The bottom line, Michele realizes, is that 

she will be teaching them all. whether they want to be there or not. She hopes the ones 

thai want to be there and like rmtsic have some talent. "I'll have to try and find out how 

they play so I'll know haw they'llfit into the ensemble." 

As Michele crosses the street to the bagel shop, she acknowledges that she is 

certain about one thing. She knows she will do her best to treat students fairly. "Yes, I 

guess there will be times when I mî t have to bend the rules a little bit, but for the most 

part, I'm going to have to work really hard on not showing favoritism." Yet she also 

knows there will be students with a lot of different backgrounds and different needs. 

Her high school had been in a culturally diverse neighborhood so she knows that it's 

important to think about the students' backgrounds aruJ the kiruis of music in the 

community. "After all, that's what they know. It should all be included. I know I 

wanted to learn how to play all kinds of music, jazz, pop, music from other cultures." 

She hopes she can also do things to help kids who might not be able to afford to 

participate in orchestra—maybe a free lesson program. That's something to think 

about for the future. 

Michele tries to picture her future students. "I know I will definitely want to get 

to know them. I'm going to have to figure out a way to learn their names right away." 
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She always hated it when teachers took weeks to finally learn everyone's name. As she 

continues to think about getting to know her students, she realizes that there is a limit to 

how fi-iendly a teacher should be. The teacher also has to be respected by the students. 

"I guess there's a fine line there." 

"I do know that I am going to ask students fitr their opinions." As she sits dawn 

to eat her "everything" bagel, Michele thinks about some of herfi>rmer teachers. One 

director would ask students what they thought but would never really give them a 

chance to reply, and when they did the students' opinions were seldom taken seriously. 

"Why bother! I want to know what they think...about the music, about how we should 

play, about haw I'm teaching—I mean, I might not be able to do everything they ask, but 

how will I know what they're thinking arui what's important to them unless I ask and 

take time to listen? Yes, I still will be the director and ultimately make decisions, but I 

just know that as a student I had good ideas and I would have liked my directors to 

listen to my ideas. I want to respect my students—I know I wanted to be respected " 

Michele thought back over the questionnaire. There had been a question about 

what teachers "do." 77ia/ was actually kind of hard to answer. "I sort of know what 

they do, but I don't really. I mean, I've watched teachers teach for umpteen years so I 

should know, but it's hard to put into words. Teachers need to have a lot of different 

ways to teach, but I'm just not sure what they are. I know I learn best when I get to do 

things... sitting and listening to a lecture is simply boring. I don't really remember 

anything usually. But when we did things, and when we would sometimes talk about 

what we had done I tended to remember things much better. I always thought it helped 
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when the directors showed us how certain parts were supposed to go or how to 

phrase—those kinds of things." The more Michele thinks about it, the more examples 

she remembers. One director was great at using metcq>hors and imagery—getting the 

orchestra to "see "pictures of how it should sound. Michele isn't sure about how she 

will make these things "fit" into a regular rehearsal where you play the warm-ups and 

just get into the music. 

"Fun...it just has to be fun. If it isn't, the students aren't going to want to keep 

playing—in high school or after. I want them to want to play even after high 

school—hopefully all of their lives." Michele sips her orange juice and tries to figure 

out how that happens. "The kids aren't going to want to be there at all if it isn't fun. I 

guess that's really the teachers'job. I know tlmt as a student, I have to decide I'm going 

to learn something to really leam it, but the teachers have to make it interesting and 

fun. I guess the teachers and the students have to work together to really make learning 

happen. But back to fun - maybe let the kids help pick out music, maybe have some 

games and competitions, and play music that I know they like." Michele's thoughts skip 

to classes where there was maybe TOO much firn. "I hate to think about the discipline 

thing... but it's necessary. I think I want it relaxed, I certainly don't want the students to 

be afraid of me ...there must beabalance between having fun and knowing when to get 

work done. Ijust really can't figure out haw to do that." 

Only fifteen minutes until music lit. class. Michele gazes out the window at the 

music building across the street. "I wonder what is going to happen to me there in the 

next three or four years? " She begins to think about the things she's heard about the 
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music ecL program. She thinks about the things she's anxious to leant—knowing about 

the different instruments, improving in sight-singing and ear-training, learning haw to 

conduct, knowing about repertoire for an orchestra. She hopes there will be professors 

who will throw out ideas that will help her to figure out how she wants to teach—rwt to 

tell her, but to give her ideas cmd let her decide. And then there is the adventure beyond 

the music building. She is very anxious to get to go to the schools, to watch "real" 

teachers, and maybe get to do a little teaching. Of course, there is student teaching at 

the end. "That's where I'll actually learn how to teach. I know the professors here will 

help me get better at some things, but I don't think until I'm teaching "real" classes I'll 

be able to do much to actually know haw to teach." 

Michele leaves the bagel shop and crosses back to the music building for lit. 

class. "Hmmm... there's so much to think about." Her thoughts go full circle and she 

thinks again about what her role will be as a teacher. "I just hope my students will 

leave my classes loving music and interested in music for life, and even if they don't 

keep performing I hope they keep listening to music. I hope they'll always remember 

the things they learned—things about music but also things about life. I hope they're 

better people when they leave my class... that they know that they can succeed at 

anything they do if they work hard and practice." Michele realizes she has learned a lot 

about her own work ethic and study habits because of being in music. 

As Michele walks into Room 164 for music lit., it is already filling up. "Time to 

focus on lit. and put teaching to rest for awhile." She sits down, and as the music 
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history professor walks into the room, she entertains one last thought on the topic. " I 

can't wait to get into teaching...! love music and I love kids so it should be fiin." 

This case represents a compilation of the feelings and beliefs of the participants 

in this study. It is based on an analysis and interpretation of their beliefs about the 

people and processes in music education. A specific response to the research questions 

presented in Chapter 1 follows. 

Research Question One 

Prior to enrollment in Music Education or Education coursework, what do 
preservice music educators believe about (a) their future role as music educators, 
(b) their future students - as learners, as musicians, as people, (c) the process of 
teaching, (d) the nature of learning, and (e) what their ^ture students should 
know. 

Role Of The Teacher 

The primary theme developed in the participants' discussions about the role of 

the teacher is that it is a role of "connecting." The freshmen developed two major 

directions of thought as they talked about these connections, one of connecting the 

student and the subject, and the other of connecting the student and the teacher. When 

discussing the role of the teacher, a few of the participants asked if they should 

specifically talk about a music teacher or a teacher in general. Most of them, however, 

did not clarify this point and spoke very generally about teaching and the role of the 

teacher. It was interesting that they did not view teaching as a subject-specific process 

but instead saw the teacher's role in a faiily generalized way. They viewed this role as 

more about how the teacher interacts with students rather than what the teacher 

specifically teaches. 
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Even as these future teachers talked about connecting the student and the 

subject, they did so with the emphasis on "connecting" rather than on a specific subject. 

Their comments reflected their belief that teachers, no matter what the subject, can 

interest and involve their students in a way that will allow the students to independently 

continue to pursue the subject. Lisa summarized this with her statement that "an 

excellent teacher is one who can take a class or a student who's not interested in the 

subject and make him interested.. .just by their enthusiasm, their passion for it, and find 

a way to reach that student." 

The participants, however, certainly did not ignore the subject of music. As they 

discussed the teacher's role of conveying a passion for what they teach, they shared their 

own passions for music. Kristin's statement that a teacher's main job is to "motivate 

students to develop a passion for music and want to leam on their own" is an example 

of these beliefs. 

As the students talked about the rights, privileges, duties, and responsibilities of 

a teacher, they continued to emphasize human interaction. They spoke about having an 

impact on students, developing relationships with students, and seeing the progress of 

their students. Only one student, Tami, talked about the "daily routine" type of 

activities of teaching. None of the participants referred to lesson planning or designing 

instructional activities as a part of the role of the teacher. 

Throughout the discussions about the role of the teacher, the participants 

defmitely looked at the human aspect rather than the technical aspect of teaching. 
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These freshmen are viewing the teacher's roie as an opportunity to have a direct impact 

on the students in their classes. 

Students As Learners. Musicians, and People 

The participants continued to emphasize human interaction as they discussed the 

role of their future students as learners, musicians, and people. They believe that the 

students who will be in their classes are individuals in every way. They recognize that 

students are at different levels of readiness to learn, although some of the participants 

held a rather naive view that students will enter their classes eager to learn. Others 

recognized that even in elective ensembles, students are not necessarily prepared to 

learn. Along with this recognition of individual levels of readiness, the participants also 

identified individual reasons for participating in ensembles. They presented a fairly 

complete picture of the various motivations students will have for being in ensembles 

and music electives. As they discussed this, they all spoke of students they knew from 

their high school experiences who had exemplified these factors for participating. 

The participants showed that they are well aware of different learning styles. 

Several of them referred to their own "best" learning style, giving the impression th'at 

this is something that has been addressed in their background or something that they 

have investigated on their own. They stated an understanding that the teacher needs to 

be aware of these various ways of learning and have a variety of ways of 

accommodating those styles. 

These future music teachers actually had very little to say about their 

expectations of their students as musicians. Darren said that since he wants to teach 
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high school, he would assume they will "have proficiency on an instrument, or at least 

understand the fundamentals," but for the most part, the students' ability levels were 

mentioned very infrequently. Although a few of them used the word "talent" in their 

discussions of students, their understandings about this were mixed. Most seemed to 

see talent as a fixed trait that one possesses. These future teachers did indicate, . 

however, that it will be important to determine their students' musical ability levels in 

order to know best how to work with them and to know how the student will, as Tami 

stated, "best serve the ensemble." 

The participants' expansive comments about "students as people" continued to 

reflect their emphasis on knowing the student as an individual. They collectively felt it 

important for teachers to make an effort to get to know their students, although Greg did 

point out that there are "boundaries" as far as knowing about their personal lives. In 

particular, Melissa's beliefs revealed a mature perspective on the importance on 

knowing students. "It becomes an important key. It [becomes] a more personal class 

and you're interacting with everyone and everyone's playing together ...you can instruct 

them as a group while you'll be actually helping the person individually." 

This belief in helping the students individually included the participants' beliefs 

about treating students fairly. These beliefs applied to the general student in the 

classroom, as well as students from diverse ethnic and cultural backgrounds, students 

with disabilities, and students from low socio-economic backgrounds. Kristin stated 

that "it's important to treat them all at the level that they are at [in order] to show respect 

to each student," a sentiment shared by the majority of the participants. When 
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discussing students from different cultural backgrounds, Darren made another important 

observation about recognizing the students as people. He felt it is important to know 

their backgrounds in order "to integrate the curriculum into what they already know." It 

was very interesting that he referred to this as meshing the curriculum to the knowledge 

the students already have, rather than placing the curriculum at the center. The 

participants' own experience with students with disabilities provided the framework for 

their beliefs that it is important to accommodate these students in whatever manner best 

serves the students. They did generally indicate uncertainty about how to make 

accommodations for special learners but indicated they were willing to try and hoped to 

learn how to do this. 

Valuing students' opinions was another shared theme as the participants talked 

about students as people. Dan felt strongly about soliciting and considering students' 

ideas. "I want them to feel like their opinion is valid. I don't want them to feel like I'm 

just humoring them." Chris echoed this when he said he would "definitely try to look at 

their input seriously and try to incorporate it in some way so they can look back" with a 

sense of having contributed to the group. Even though they recognized that the director 

must still make many of the decisions, they ventured that allowing students to be a part 

of decision-making would give the students a sense of "ownership" and connection to 

the ensemble. Phillip pointed out that "when the student finds some way for them to 

make a piece their own and...include them with the piece, then they'll be able to express 

it much better." Two of the participants also pointed out the value of input in their own 
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assessment as teachers. Tami summarized the thoughts of the participants in mature 

fashion as she stated: 

If I were doing something inadequately I would want somebody certainly to tell 

me but I would also be willing to be open to their input as to what music to play 

or what they think would best benefit the whole entire group, because 

communication is essential between the teacher and the students. If we're living 

in two different worlds, then the needs of neither are being met. So, I think 

[student input] is really important. 

The participants' discussions of their beliefs about their future students 

continued to underpin the theme of valuing students as individuals. They stated the 

need of recognizing a student's uniqueness. The implied role of the teacher in this 

section is that of student empowerment. This role is revealed in the participants' 

thoughts about not just getting to know their students, but respectfully interacting with 

students, knowing that they are individuals in the ways that they learn and in their 

reasons for participating in music. This theme of empowerment was particularly 

evident in the participants' beliefs about valuing the opinions of the student. 

Process of Teaching 

The participants' responses to questions having to do with the process of 

teaching were, in general, much less focused than their discussions about teachers and 

students. As the conversation moved fi'om a philosophically-oriented discussion to one 

dealing with the technical aspects of teaching, the responses tended to become vague, 

and revealed a wider range of beliefs. 
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Although two of the participants did not think someone could be taught to teach, 

the other participants felt that someone can learn to be a teacher, although they thought 

that certain aspects of teaching are "internal." Several indicated that they were unsure 

of how they would leam to teach or who would teach. Chris' statement reflects the 

contradictory or uncertain nature of their beliefs about learning to teach; 

I think you can teach someone the basic techniques of how to instruct someone. 

But teaching someone how to 'teach' someone is probably .. .1 think teaching 

skills come more naturally. The best teachers are those that.. .well, some people 

just have a gift for it, some people don't. 

This statement reveals their underiying uncertainty about how they will become 

teachers as well as the naive belief that teachers are "just bom." 

The one point of agreement about learning to teach was that it must be 

experiential. They firmly believe that they will gain their teaching expertise when they 

go into actual classrooms, observe teachers, and teach "real" students. Megan stated 

that someone can be taught "the basics, like the right ways to run a classroom and 

certain techniques, special facts about whatever they're teaching. But I think a lot of it 

comes from doing, by experience." Tami voiced her belief that teaching "has to be 

learned more so through experience. I don't think it's something that can be taught in a 

classroom... [it's] going out and doing it." Mark's statement that teaching is better 

"learned" than "taught" led him to question, as did others, the role of the university. 

"I'm not sure by who or how but, yeah...," someone can leam to teach. 



The participants were particularly vague when asked what they believed to be a 

knowledge base teachers. They spoke very generally about "knowing their stuff* or 

just "know how to teach," but were unable for the most part to give concrete examples 

of what that meant. There was little reference to teaching skills as they discussed what 

teachers should "know." They did mention specific technical skills, such as aural skills, 

proficiency on instruments, and conducting. 

The participants, throughout the interview process, spoke rather broadly about 

these topics. To get at what they would actually "do" in a classroom required fairly 

specific prompt questions. The participants then described something that they would 

like to try—usually something a former director had done that they found particularly 

engaging or effective. Some spoke about very traditional or simplistic approaches, such 

as doing warm-ups, playing scales, and just playing the pieces. Taken collectively, 

these freshmen described some interesting teaching techniques derived from their prior 

experience. Tami, however, was the only one of the participants who described more 

than one or two things they would actively see themselves doing in a classroom. 

Their discussions about motivating students in the classroom centered on the 

word "fun." They placed the responsibility on the teacher, stating that it is the teacher 

who has to get students excited through his or her own enjoyment and enthusiasm. 

Again, when asked about specific things that might occur in a classroom to enact this, 

the participants had few suggestions. In this area, however, they reverted back to their 

tendency to focus the discussion on the student, indicating that by tailoring the activities 
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to the students' preferences or having competitions, the class will be "fiut," and that is 

what will motivate and maintain student interest. 

Classroom management was a topic in which there was less discussion than 

anticipated. There is no way to know whether this was an avoidance of a difficult 

subject or simply something that they had not thought about at length. Students were 

aware that they would need to deal with management but, again, stated that they felt it 

would be something they would learn when they were teaching. As Darren stated, "it's 

something I'm going to have to figure out as I go." Tami did indicate that it is important 

to be sure students "understand .. .expectations." Lisa talked about the need to establish 

respect, but when asked how to do that, she said "I don't even know how to answer that 

right now." Beyond that, however, there was little discussion about the process of 

developing and implementing procedures for classroom management. The participants 

did express some concern about this area. Megan stated directly what others implied. 

"I'm wimpy about stuff like that.. .1 want everybody to like me." 

As the participants described their beliefs about their current teaching abilities, 

only one expressed a defmite "yes" when asked if she felt that she could teach now. 

Other responses, such as "Not at all," "No, not even," and "I'd be nervous" displayed the 

participants' perceptions of not being ready to teach. Their greatest area of confidence 

was being able to say that they believe they will enjoy teaching, that it will be "fun." 

Organizational skill was also listed as something a few of them felt was their strength. 

Areas of concern, however, widely varied. They specified technical skills, personality 

traits, maintaining student interest, and knowing how to work with large groups and 
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remain consistent. It was telling that no participant expressed concern about their 

ability to design lesson plans and instructional strategies. In previous discussions, they 

had had difficulty responding or responded with "I never really thought of that." 

In summarizing the participants' beliefs about the process of teaching, it is 

apparent that in this area, their beliefs were much less defined than when discussing the 

roie of the teacher and the role of students. They were challenged when asked to 

describe their beliefs about how to enact the role of the teacher. One theme that did 

emerge in their discussion of their own process of learning to teach is the need for 

experiential learning. Though they expressed various levels of uncertainty about the 

role of the university in this process, they were quite certain in their beliefs that they 

will actually leam to teach when they are in the schools working with "real" teachers. 

As they discussed specifics of teacher actions, they tended to refer to their 

former teachers more frequently than they did in discussions of the other questions. 

Even in this, as Tami described one of her former teacher's strategies, she initially had 

trouble remembering specifics. As she continued to talk, she found herself thinking of 

other aspects of his teaching and commented that "I guess I do remember more than I 

thought." 

The topic of motivation seemed to refocus the participants on their thoughts 

about the students. They felt that motivation is a matter of the teacher enthusiastically 

making the class exciting and fun. Although they named few specifics about how this 

could occur, what they did specify centered on the students—their preferences, 

involving them in decision-making, and providing opportunities for them to participate 
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in competitions and festivals. There was very little thought given by the participants to 

the process of classroom management. 

Regarding their own abilities, the participants had fairly realistic ideas about 

their readiness to teach. Most of them expressed that although they would have areas of 

comfort, they also had reservations about other skills. These beliefs differ greatly from 

the research in the field of education that states that preservice teachers have an 

"unrealistic optimism" about their current abilities to teach. These participants may 

come to realize areas of greater need than the rather simplistic ones they mentioned, but 

they do acknowledge a need for growth in their own skills. 

The Nature of Learning and What Their Students Should Know 

The participants, when asked who is primarily responsible for learning to occur, 

stated that it is primarily the teacher's responsibility. Although one student said it is the 

teacher's role to make sure learning happens, most of the participants described the 

process as the teacher creating the environment and opportunities for learning but 

ultimately, the student has to make the choice to leara. Again, their own past and 

current experiences as students seemed to provide the basis for these beliefs. Many of 

them started discussions about learning with statements such as "Well, I know I learn 

best when..." 

The main aspect of the participants' discussions about the nature of learning 

centered on the need for active involvement on the part of the student. They agreed in 

principle that there is not one "best way" for students to leam, but all agreed that 

regardless of the learning style or teaching strategy, some form of active leaming is 
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probably most effective. While the participants referred to active learning using a wide 

range of terms and phrases, the emphasis was again on the students and a need for them 

to be actively engaged in "doing." 

It was again interesting that although these future teachers talked about the 

effectiveness of active learning, they primarily saw this as individual action on the part 

of the student or interaction between the student and the teacher. When the participants 

were asked their opinions about using small groups in music classes and ensembles, 

they all responded with comments about sectionals. Particularly as the participants 

discussed Case C—Collaborator, which referred to the use of small groups in various 

ways, they expressed a great deal of hesitation. They felt if it could "work" it would be 

great but they all indicated they had "never seen it happen." They were not sure, 

therefore, about the potential effectiveness of this approach. Their primary hesitation 

was that students wouldn't take it seriously, and that effectively using small groups to 

analyze music, identify and work on problem areas, or do similar reflective activities 

would require a great deal of structuring on the part of the teacher. It was apparent that 

none of these students had had the opportunity to see student to student interaction and 

collaboration successfully occur in an ensemble setting. 

The participants identified both musical and non-musical outcomes when they 

described what they believed their future students should know. They expressed hopes 

that their future students would gain an understanding of the basics of music, of music 

theory, aural and performance skills, the ability to improvise, and some knowledge of 

music history. In addition to these skills, they want their students to develop a greater 
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appreciation for music and a life-long love of music. The participants expressed a hope 

that their students would be able to look back and recognize that they had had a "fonun 

for personal expression," as Darren described it. 

In their discussions of cultural and ethnic diversity, the participants talked at 

length about the importance of world music. One did not feel the origin of any music 

was particularly important if it proved to be good performance music. The others were 

all supportive of the use of music beyond traditional Western music—although some 

felt it was best presented through listening and exposure, others felt it was important to 

perform world musics. 

Once again, as the participants discussed the non-musical outcomes that they 

desire for their future students, the emphasis was on the student as an individual and 

student empowerment. These future teachers want their students to leave their 

programs as "better people," having a greater knowledge about life, and about life skills, 

study habits, and a work ethic. They want their students to understand that they can 

each succeed in anything they choose based on successful experiences in music 

resulting from practice and diligence. 

In summarizing this section it became apparent that the participants advocate 

active learning. They believe it is the teacher's responsibility to "set up" the learning 

environment, but placed the responsibility for learning on the student, recognizing that a 

teacher cannot force a student to leam—only the student can make the decision to leam. 

As these participants discussed multicultural and world musics, they recognized the 
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importance of acicnowledging the different cultures in the communities in which they 

will teach. 

The theme of connecting tended to weave throughout the participants' 

discussions of learning. They continued to talk about connecting the student and the 

subject through actively involving the students in "doing" music. They discussed the 

interaction between teacher and student as necessary for learning. It appears, however, 

that they do not have a basis for recognizing that learning can occur in interaction 

between students as well. The lack of a successful model for cooperative learning or 

group interaction other than sectionals caused the participants to react negatively, or at 

best hesitantly, to questions about incorporating small groups in a rehearsal or ensemble 

setting. 

Research Question Two 

Prior to enrollment in Music Education coursework, what do preservice music 
educators believe to be the most important components of a university Music 
Education teacher preparation program? 

The components of the music education program the participants identified as 

being most important corresponded very closely to their beliefs about learning to teach 

arid learning in general. They feel that the experiential aspect of the program—the 

"hands-on" time with students—will be the most beneficial. As they discussed their 

positive expectations about working with students, they concurrently questioned the 

role of the university in their process of learning to teach. Dan's statement that "I don't 

know how convinced I am that just taking some education courses will help... it's more 
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through experience" typifies the students' uncertainty about the impact of university 

coursework. 

The participants spoke specifically about the student teaching experience and 

generally about working with students in classrooms. Kristin expressed the belief that 

music education majors should have the opportunity for an "internship kind of 

relationship" as early as the freshman or sophomore year. 

The participants did discuss the development of skills that they believe are 

important for teaching and for their own musicianship. Skills they specifically hope to 

gain in the program included proficiency in secondary instruments, conducting, 

continued development on their primary instrument, and sight-singing. These areas also 

correspond with the areas they earlier listed as points of concern in their current abilities 

to teach. It was interesting that several participants included sight-singing as an 

important aspect of the program. It may be that the immediacy of their current 

experience and struggles in this area increased their perceived "need" for this skill or it 

may be that this has been an on-going concern for them. There was no way to 

determine which of these alternative explanations was correct. 

Megan and Dan stated two additional goals for the program. Megan's desire to 

leave the university knowing "that I know things" and her need to "actually feel like I'm 

a professional in the field" represent a clear statement of her expectations for role 

development to occur. She recognizes the need to develop the security in her teaching 

knowledge and skills that will allow her to confidently refer to herself as a music 

educator. Dan's expectation is that he will have been guided in his own development of 
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a p)ersonal philosophy of music education and teaching. He specifically used the terai 

"nurturing" in referring to the type of interaction he hopes to have with the music 

education professors during this process. 

In summary, it appears that the participants have definitely identified the 

experience of working with students as the most important component of the music 

education program, although it is interesting that they do not necessarily see that as the 

university's responsibility. Again, this may be due to their own experiences as students 

when student teachers and college students observed and worked in their high school 

classes. 

They do believe that there are specific skills they will need as a teacher that they 

will leam at the university. They identified proficiency on instruments (both their major 

instrument and secondary instruments), conducting, and theory (specifically sight-

singing and ear-training), as areas they hope to improve through the program. 

However, no students talked about learning lesson planning or designing instructional 

strategies, and only two mentioned even briefly the need to know how about various 

"methods" of teaching. These references, such as knowing "learning levels and how to 

teach different ages" and "how to relate to students better," seemed to refer more to 

developmental and interpersonal issues than learning about methodologies and 

strategies for instruction in music education. 

Research Question Three 

To what extent do these beliefs reflect the categories of teaching and learning as 
described by Geoffrey Scheurman (1998) in his "Matrix of Teaching and 
Learning Approaches? 
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As the coding process begaa, it became increasingly apparent that an attempt to 

"place" the participants' beliefs on the Matrix of Teaching and Leaming would be 

difficult. The participants, throughout the process of completing the questionnaire, the 

interview, the sort activity, and the case analysis, consistently expressed beliefs beyond 

the limits of the matrix. They see the process of teaching and leaming to be a very 

interactive one, not in the sense of Scheurman's final catgegory, but in terms of teachers 

and students interacting. In the sort activity, they all selected statements almost equally 

from all four of the categories of the matrix, giving good support for all. They actually 

saw teaching as selecting the "best" options from all of these categories, rather than 

isolating or staying within a specific style of teaching. The emphasis the participants 

placed on creating connections between the student and the subject, and between the 

teacher and the student, could occur in any of the categories. Valuing the student, for 

example, certainly could be evidenced by a teacher in any one of the roles described by 

Scheurman. In short, participants' beliefs included aspects of teaching that broadly 

applied to all of the categories, and aspects of teaching that were beyond the limits of 

the matrix. 

Interpretation: Emerging Themes 

Rather than attempt to artificially fit the participants' beliefs into the categories 

on the matrix, it became increasingly evident that it would be more appropriate to 

discuss their beliefs in terms of the three overarching themes that emerged. These three 

primary themes were (I) valuing the student and student empowerment, (2) 
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predominance of the human aspect of teaching over technical aspects, and (3) the desire 

for experience in learning to teach, and an uncertainty about the role of the university in 

that process. 

Valuing The Student 

These future teachers displayed a high level of maturity in their beliefs about 

students. They view teaching as an opportunity to impact lives. They repeatedly 

emphasized the need for teachers to create learning situations and environments that 

will allow students to make life-long connections with music. They recognized that not 

all of their students will continue beyond high school as performers, yet they felt that 

with opportunities for positive experiences in school music programs, these students 

will gain both musical and non-musical skills they will carry for life. The participants 

expressed beliefs that students have good ideas and are capable of making decisions and 

giving input—input that should be acknowledged by the teacher. 

They also discussed, from a student's point of view, the importance of a 

connection between students and the teacher. They felt that teachers can have a positive 

effect on the lives of their students both musically and in the development of life skills. 

Their metaphors for the role of the teacher—encourager, role model, friend and 

confidant, mentor—all reflect the participants' belief that there is a need for students and 

teachers to be "connected." 

It is not surprising that these participants place great value on the need to 

recognize students as valued individuals. They are themselves still students and spoke 

from a student viewpoint as they discussed teaching. It was very apparent that their 
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experiences as students in elementary and high school settings have had a strong 

influence on their beliefs about the importance of recognizing the individual student. 

The participants gave both negative and positive examples from their own experiences 

as they discussed teaching and the ways in which they hope to interact with their own 

students someday. Their perceptions of having been valued, or not valued, as students 

are still very vivid in their memories and it is evident that these memories have greatly 

affected their thinking about teaching. Their thoughts and opinions reflect a strong 

belief in the importance of student empowerment—for musical development, for 

development as independent learners, and for developing life skills and musical skills 

beyond their high school experience. 

The Human Aspect of Teaching 

The participants consistendy discussed the human aspects of teaching with more 

depth and insight than the technical aspects of teaching. As they spoke about students 

and teachers from a humanistic standpoint, they spoke with enthusiasm and passion. 

Frequently their body language would become more animated as they spoke about their 

desire to "pass on" a passion for music and to "give the gift of music" to their students. 

While their thoughts about interacting with students were quite complex, their 

beliefs and knowledge about teacher actions and processes were vague or, when 

specifically defmed, rather simplistic. Technical discussions also required more 

prompting than discussion centering on interaction and it was very clear that these 

thoughts were much less developed. Interestingly, it was only when the participants 

were questioned about specific actions of teaching or plans for instructional strategies 
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that they responded with "I don't know," "I really haven't thought about it," or even "I'll 

just figure that out as I go." 

This emphasis on interactive aspects of teaching over the technical aspects 

would seem to correlate with the research in the field of education claiming that 

preservice teachers tend to overvalue the affective aspects and undervalue the cognitive 

aspects of teaching (Weinstein, 1989). It would seem more appropriate, in light of the 

depth of these participants' beliefs about their students, to view this valuing of human 

interaction as a strength rather than an extreme. It did not appear that these teachers-to-

be undervalue the cognitive aspects—^they simply have not had the opportunity or need 

to develop that aspect of their teacher thinking. They did not appear to feel that they 

"had all the answers" or that they did not need to know about technical aspects of 

teaching. Those beliefs were simply not as developed. Likewise, the fact that they have 

beliefs that show great sensitivity to the needs of students would not seem to be 

"overvaluing." Rather this can be viewed as a strength—a foundation that will give 

purpose to the technical aspects of teaching as those skills are developed. 

The Need for Experience 

The participants' uncertainty about the process of becoming a teacher formed the 

basis for the third major theme. They seemed uncertain about whether or not someone 

could be taught to teach. A few of the participants expressly stated that while it is a 

learned skill, it really can't be taught. Others agreed that it must be learned but felt 

certain aspects could be taught. They did agree that as they think about learning to 

teach, they feel that it will only happen when they are in classrooms with "real" 
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students. Their greatest area of uncertainty seemed to be understanding the university's 

role in these experiential aspects of teaching. They perceive "real teachers" as the 

reference group that will have the greatest impaa on their own development as teachers. 

While they agree that they will learn some skills for teaching in the 

university—secondary instruments, aural skills, conducting—they repeatedly expressed 

their belief that only when they work with students in actual classrooms will they be 

able to turn their "technical skills" into "teaching skills." The following sample of 

statements exemplifies these beliefs. 

The reason for doing the student teaching is that you can get that teaching 

experience with somebody there to help you.. .I don't think it's something that 

can be taught in a classroom but.. .going out and doing it (Tami) 

Fimm. I don't know. It seems [learning to teach] would come more in the form 

of observing other people teach a lot. (Kristin) 

I don't know much about the program because I've just been in it for a year. I'm 

not really taking any education courses. I think that the student teaching and the 

observation are [most important]. I think probably the best way to learn to teach 

is to just get out there and teach. It's good to have a foundation.. but it's not 

anywhere as valuable as just getting in there and teaching. (Darren) 

Taught [to teach]? I'm not sure by who or how but, yeah. And [it] can be 

learned especially. (Mark) 

A lot of it comes from doing it. I could never have done children's church if 

somebody sat me down and gave me a book to read and said, "Okay, now do it." 
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It happened real gradually and by doing that, I became more confident in 

myself. I know what I'm doing. I have experience now. (Megan) 

A Different Voice 

Throughout the interviews, one student consistently seemed to stand apart from 

the rest. Darren expressed a high level of maturity in his philosophical thinking about 

teaching. It is true that he, like the other participants, struggled with identifying specific 

technical actions that he would do as a teacher. He also displayed uncertainty about his 

understanding of the music education program and the importance of various 

components of the program. He, along with the others, emphasized valuing the student 

and respecting their individuality of thought. Darren, however, was different in that he 

had already claimed the role of teacher and was very advanced in developing his 

philosophy of music education. 

It was evident that Darren had given a great deal of thought to teaching. He 

indicated he had consciously spent time analyzing the actions of his teachers. 

You know, whether you realize it or not, you kind of look at things through your 

teachers' eyes and try to figure out why they're doing things a certain way 

because a lot of times, it doesn't make sense if you don't look at it that way. 

He alone spoke about the importance of classroom climate and the learning 

environment. As Darren spoke about teaching, he was the only participant to speak in 

first person. He referred to "we" as educators and to "my" students. When he talked 

about learning to teach, he spoke in past tense, stating "I kind of taught myself just by 

watching how [my teacher] did things...just by observing." As he addressed student 
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input, he stated that he would encourage students to "drop letters in my box or to come 

and see me in my office." He alone discussed problems inherent in integrating music 

with other areas and commented that "it's difficult for students to see the controversy 

that's there. But.. .1 recognize it as a teacher." 

His thoughts about integrating music with other subject areas showed great 

depth of understanding. He recognized that integrating could minimize both subject 

areas and he stated that 

I would hesitate to do anything that would endanger the life of the music 

program...I wouldn't do anything that I didn't think was valuable to the musical 

education of the students. Nor would I hurt their math or their English 

education.. .but I think music is as essential as any of those things. 

He talked about the need for teachers to maintain positive attitudes when working with 

administration and parents, yet without compromising music education. He concluded 

his comments on this topic by saying that as a teacher "you should be independent, but 

at the same time show how you can... fit into the system... and make things work from 

the inside." 

His thoughts about curriculum kept the student central, such as when he stated 

that when working with students from diverse cultures it is important to "integrate the 

curriculum into what they already know." His feelings about interacting with students 

reflected a respect for parents and a realization that "you don't want to make the parent 

angry. . that will shut the student off firom you completely." He realized that the goal of 
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teaching is to guide students to become independent learners and described the 

student/teacher connection in this process from the teacher's point of view. 

It's what you hope for.. .that they won't need you anymore as a teacher. It's 

sad .. but that's what I hope for, that you're able to break off ties with them and 

keep in touch with them, but they're not reliant on you for information or 

guidance or anything like that. 

Later he also stated that the most difficult part of teaching will be "seeing my first 

couple of groups of students move on. It will be hard to see them go." Although he is 

not yet in a classroom, he has already established a mental connection with his future 

students. 

It is clear that Darren brought to this research project an atypical attitude and 

maturity for a traditionally aged freshman music education major. It would be 

interesting to further investigate his background and beliefs in order to determine how 

he achieved his maturity of thought about teaching. 

Summary 

This chapter summarized and collected the participants' beliefs and exemplified 

them in a fictionalized case (Michele). The research questions were answered by 

referring to the individual and collective student beliefs as reported in earlier chapters. 

As a means of interpreting the data, three emerging themes were identified and 

explained, those of (1) valuing the student and student empowerment, (2) predominance 

of the human aspect of teaching over technical aspects, and (3) the desire for experience 

in learning to teach, and an uncertainty about the role of the university in that process. 
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One particular student, Darren, was identified as an exceptional case in terms of his 

maturity of philosophical thinking about teaching. In Chapter 10, answers to the 

research questions will be summarized, implications for music education will be drawn 

from these participants' beliefs, and suggested topics for future research will be 

identified. 
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Chapter 10 

Conclusion. Implications. Suizgestions 

The purpose of this study was to identify and examine preconceived beliefs 

about teaching held by entering preservice teachers prior to enrollment in Music 

Education or Education courses. The specific research questions are presented 

following by brief summaries of the analysis. 

Research Question One 

Prior to enrollment in Music Education or Education courseworle, what do 
preservice music educators believe about (a) their future role as music educators, 
(b) their future students—as learners, as musicians, as people, (c) the process of 
teaching, (d) the nature of learning, and (e) what their ftiture students should 
know 

In answering these questions, it was apparent that these freshmen do hold strong 

beliefs about the people and processes involved in teaching. While some beliefs were 

well-developed and thought out, others were more simplistic and naive. 

fa) Future Role as Music Educator 

The participants believed that a teacher's primary role is creating connections. 

They felt that students need to connect with their teachers to create rapport; students 

need to connect with the subject matter to create passion which brings motivation. The 

student/subject connection is also important for developing independent learners who 

will make music a life-long involvement. The teacher displaying his or her own passion 

for the subject and motivating students to want to team, they believed, forms the basis 

for this connection. 
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They also viewed the teacher as responsible for forming a connection with the 

students. The participants described teachers as "encouragers," "role models," 

"mentors," and "friends" when discussing the relationship between the teacher and 

students. 

(b> Future Students 

This need to know and recognize students as individuals built the foundation for 

the participants' discussions about their own future students as learners, musicians, and 

people. They recognized that these students will be at different levels of readiness and 

will participate in music for a wide variety of reasons. They realized that their future 

students will all learn differently and therefore, as teachers they will need to have a 

variety of ways to approach these learners. The participants stated few expectations for 

their students as musicians. Some felt that talent was a fixed trait while others felt it 

could be developed. The participants' beliefs about their students as people were 

expansive and focused on treating students fairly and valuing their opinions. In addition 

to general discussions about students, they addressed issues of race and culture, special 

learners, and socio-economic status. 

(c) Process of Teaching 

The participants required more prompt questions and seemed to have difficulty 

answering when defming their beliefs about the process of teaching. They felt that 

learning to teach must be experiential and will occur when they work with actual 

students and teachers in the school systems. They expressed uncertainty about who the 

"who and how" in terms of being taught to teach. Their beliefs about a knowledge base 
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for teaching were particularly vague and, when encouraged to be more specific, their 

statements primarily referred to knowledge about music rather than skills for teaching. 

When the participants were specifically asked w^at they would "do" in their own 

classes, they again tended to be very non-specific. After prompt questions, the majority 

of the participants described one or two strategies or approaches they had seen 

effectively used by former teachers. The challenge of motivating students returned the 

participants to a focus on the students. Their beliefs about the need of the teacher to 

make his or her classes fun and exiting reinforced the theme of connecting students with 

the subject. 

(d> Nature of Learning 

The participants believed that learning is the responsibility of both teachers and 

students. The teacher must motivate but the student must choose to learn. They 

believed that student learning best occurs when there is an active approach. They did 

not see, however, value in student-to-student interaction in a rehearsal setting, although 

they identified their hesitation as a reflection of never seeing group interaction modeled 

successfully. 

(e) What Their Students Should Know 

Their beliefs about what they hope their future students will gain through music 

included musical skills, a life-long appreciation of music (including non-Western 

music) and non-musical "life" skills. 
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Research Question Two 

Prior to enrollment in Music Education coursewoilc, what do preservice music 
educators believe to be the most important components of a university Music 
Education teacher preparation program? 

These future teachers expressed strong beliefs in the importance of the student 

teaching, observation, and field experience components of the music education 

program. They seemed uncertain about the role of um'versity classes in regard to their 

experiences in "real" classrooms. They distinguished the skills and knowledge they will 

gain in the university about music and about teaching (formal knowledge) fi'om learning 

to teach with actual students and inservice teachers (practical knowledge). Until 

provided with a list of the components of the music education program, they seemed 

uncertain about what to expect in the music education curriculum other than working 

with actual students. 

Research Question Three 

To what extent do these beliefs reflect the categories of teaching and learning as 
described by Geoffrey Scheurman (1998) in his "Matrix of Teaching and 
Learning Approaches? 

The responses of the participants did not reflect specific categories as 

represented on the Matrix of Teaching and Learning. Frequentiy their responses 

reflected beliefs that could be a part of any or all of the categories. Likewise, many of 

the responses were beyond the limits of the matrix. 

Emerging Themes 

Three primary themes emerged from the analysis of the participants' beliefs. 

These themes were (1) valuing the student and student empowerment, (2) predominance 
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of the human aspect of teaching over technical aspects, and (3) the desire for experience 

in learning to teach, and an uncertainty about the role of the university in that process. 

Conclusions of the Study Compared to Previous Research 

As stated in Chapter Two, research showed that the beliefs of preservice 

teachers are strong and are based in their previous experiences as students observing 

teachers and teaching. This research also indicated that future teachers hold beliefs that 

can be viewed as strengths, as well as beliefs that are "misconceptions." These beliefs, 

noted Pajares (1992), act as filters through which the future teachers view the teacher 

education curriculum of the university. Beliefs identified in the field of education as 

"misconceptions" included the overvaluing of affective aspects of teaching and 

undervaluing of cognitive aspects, an "unrealistic optimism" about their own abilities as 

teachers, and an overly simplistic view of the process of teaching. 

The beliefs of the participants in this study support some of the assumptions 

from the field of education. These future teachers also held strong beliefs about the 

people and processes of music education—the teacher, the students, the subject, and the 

actual teaching. They held beliefs about teaching and learning that are 

strengths—beliefs such as the value of the student as an individual, the importance of 

active involvement of students in the learning process, and the need to connect the 

student and the subject in lasting ways. 

In attempting to identify misconceptions, however, it became apparent that these 

participants differed from those in the field of education research. These future music 

teachers did not presume to "know" all about teaching. They did not display, in their 
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conversation or their personal manner, an "unrealistic optimism" about their teaching 

abilities. For example, whereas Weinstein (1988) noted that preservice teachers felt 

competent in dealing with issues of cultural differences, discipline, individual 

differences, enforcing rules, and dealing with parents, the participants in the current 

study did not share that confidence. They recognized the importance of these issues but 

expressed varying degrees of uncertainty about how to address the issues as teachers. 

They did not feel they have all of the necessary subject knowledge, and they 

acknowledged that there are skills they need to develop, both in temis of teaching and 

musicianship. 

The areas of discussion that were vague or undefined really caimot be labeled as 

wrong beliefs or "misconceptions". Rather, these students have simply lacked the 

experiences required to develop the "need to know" in these areas. For example, the 

fact that participants did not discuss aspects of teaching such as planning, instructional 

design, and assessment does not mean these students were disregarding the importance 

of these issues. They simply have not been in situations where they needed to focus on 

developing that technical knowledge. When asked how they as teachers would "do" 

certain tasks, their expressions of uncertainty, such as "I don't know" or "Fm not sure 

about that yet" really do not reflect "misconceptions." It would seem, rather, that these 

thoughts would be better labeled as "incomplete." 

Likewise, other areas that the field of education research identified as 

"misconceptions," such as overvaluing affective aspects of teaching, would seem to be 

better viewed as strengths. Additionally, a belief that may initially appear as a 
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"misconceptioa," such as the belief that the university is somewhat disconnected from 

the process of learning to teach in school settings, may be, in reality, an accurate 

observation rather than a misconception. 

Implications for Music Teacher Education 

The participants in this study held a strong belief in the need for experiential, 

active learning—both about their future students and in their own process of learning to 

teach. In particular, they frequently referred to the need for "actually experiencing it 

themselves" and "going out [with students] and just teaching." If these concerns are to 

be accommodated, it would seem important to provide as many opportunities as 

possible for preservice teachers to teach. These opportunities should also begin early in 

the program so that (1) preservice teachers will be able to measure themselves as 

teachers during opportunities for "real teaching," and (2) they will be able to leam 

"early on" in authentic settings whether or not teaching is for them. Structured 

observation, and early field experience in freshman and sophomore years, could provide 

some of these experiences these students believe are necessary to leam to teach. Peer-

teaching in the university courses could also serve to meet their need for experience in 

teaching. Although the participants did not mention this as an aspect they feel would be 

valuable, it is probable that these participants are not aware of the opportunities for peer 

teaching. It may also be possible that if they are familiar with the concept, they may not 

recognize the value of peer-teaching. Research such as that of Fant (1996) and Paul 

(1998) however, supports the implementation of peer-teaching as an effective means for 

creating teaching settings in the university that are as authentic as possible. It would 
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seem important to note, however, that Fant (1996) found that for these experiences to 

be positive rather than miseducative, there must be feedback—a reflective element for 

discussion and evaluation of the experience. 

Later, elementary and secondary methods, conducting, and instrumental 

techniques classes offer additional opportunities for structured peer-teaching and field 

components. Skill development in these classes should include planning, finding 

materials, creating activities to achieve the goals, and strategies for student assessment 

as well as reflection on their own pedagogy. Activities such as these will create as 

authentic and complete a picture of teaching as is possible. These authentic situations, 

according to Problem-Based Learning (Barrows, 1986) and other current educational 

strategies, are essential for creating the "need to know" about a subject. In this case, 

students immersed in more authentic teaching situations as described above will have 

more of a chance to find that need and to take ownership of their technical teacher 

knowledge. 

The participants' beliefs about teaching seemed to be strongly connected to their 

experiences as students and the influence of former teachers. All of the participants 

spoke about how former teachers had acted toward students and about teaching 

strategies and approaches they had used. Some of these influences of past teachers 

were viewed as positive, some influences were negative. This concept of being 

influenced by their own teachers did not end with their high school experience. Several 

of the participants commented on various teaching styles of university professors as 

they talked about their beliefs about teaching. It would seem important, then, that 
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music education professors create and/or participate in activities involving school-aged 

children. Although certainly there are time and logistical restraints involved in creating 

opportunities for working with K-12 grade students, observing in these settings would 

seem important for preservice teachers to begin to see their professors as "real teachers" 

with the ability to mediate their beliefs. Settings for this interaction could include a 

practicum site, one-day "workshops" or clinics with local schools, community-based 

ensembles, or church youth musical organizations. 

It would also seem important that in music education courses as well as across 

the university music curriculum, professors model in their own teaching the pedagogical 

and instructional strategies that they would like their students to develop. Preservice 

teachers will, according to the statements, be much more likely to learn something if 

they have had an active experience in a specific learning process. 

As mentioned previously, the influence of former teachers on these participants 

was obvious throughout their conversations about teaching. This influence appeared to 

be very strong in the participants' formulation of beliefs. Therefore, it would seem 

important that high school teachers identify and mentor those students who indicate an 

interest in music education as a career. Because of the strong influence of these 

teachers, they have the opportunity to foster more sophisticated teaching beliefs in their 

students and to also provide opportunities for these students to begin to develop the 

skills and the language of music educators. In effect, role development as music 

educators could begin as early as high school through music educators offering these 

students opportunities to design instructional activities for sectionals, conduct their 
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ensemble on occasion, to participate in the selection of music, and to generally identify 

with the role as well as the duties and actions involved in being a music educator. 

It would seem that the empowerment they all desire for their future students 

could be increased by giving their students opportunities to collectively make decisions 

and leam collaboratively. Constructivist, group interaction provides opportunities for 

empowerment to be developed. The participants, however, consistently expressed 

hesitation or negative reactions to group learning activities, primarily because they had 

never seen these successfully modeled. Research from the field of education also 

indicates that preservice teachers find classroom practices lacking traditional outward 

structure "unsettling" and that a non-traditional approach may be rejected because it is 

unfamiliar. If, however, students are given a chance to see, experience, and become 

familiar with successful team learning they might be much more likely to incorporate 

this strategy in their own teaching. Again, it is in and through their own experiences 

that these future teachers may find cause to examine and address their own beliefs. 

These students recognize the importance of certain skills that they will need as 

teachers, such as aural skills, proficiency on secondary instruments, and conducting. 

They seemed to believe that they will not leam how to effectively use these skills in 

teaching until they are actually with public school students. Therefore, they need 

opportunities to practice these individual skills in authentic teaching situations. This 

could imply that courses such as sight-singing and ear-training, instrumental techniques, 

and conducting should strive to integrate their subject matter into authentic teaching 
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contexts. For example, a choral score could be read in sight-singing, conducted in 

conducting class, and taught to a group in peer-teaching or in a field experience. 

While the participants in this study recognized a need to leam certain musical 

skills needed in teaching, they lacked an awareness of other important technical aspects 

of teaching, such as designing lessons and planning activities and assessments. As 

these participants pointed out, however, learning cannot be forced—someone cannot 

make someone else leam. It must be that person's choice. It is important, then, for 

music education professors to create learning environments that will provide for these 

future teachers an opportunity for them to choose to leam these skills—again, creating a 

"need to know". As yet another justification of this implication, experiences in peer-

teaching and field experience teaching episodes can provide a means for these students 

to be aware of the need for specific planning and intentional designing of teaching 

activities and strategies. Butler (1999) found that peer-teaching and early field 

experience teaching episodes brought about a greater understanding of the complexity 

of teaching. It would certainly seem that in these experiences, as they do become more 

aware of the complexity of the process of teaching, they will develop their own "need to 

know." 

The participants were interviewed at the end of both their first semester and 

second semester as music education majors. These freshmen, in both interviews, stated 

that they are uncertain about how the music education program "works," not having had 

the opportunity to interact with music education professors or other students who intend 

to pursue a music education degree. Yet the comments of these freshmen implied that 
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they would like experiences with music education to begin early in the program. It 

would seem logical that, in order for these future teachers to have more focus and 

direction in the program, they need to be involved in a music education experience as 

freshmen. Many of the questions and hesitancies these students expressed might not 

exist had they been involved in an introductory course during their first year. In this 

setting they could be presented with a more complete picture of the experiences in 

teaching they will gain at the university and, likewise, could develop a greater 

understanding of the interaction of the different components of the music education 

program. With the opportunity to begin to identify with others with the same 

professional goals, they may begin the process of socialization into the role of teacher. 

Two of the participants had expressed a concern about making sure they really 

wanted to teach but that this wouldn't happen until they were "out in the classrooms." 

This is yet another reason that providing information early in the program about the 

music education curriculum and the profession, as well as early field experience and 

opportunities to begin to practice teaching skills, is important. These students can then 

have a much greater chance to examine and solidify their decisions to become music 

educators. 

In Chapter Two the research pointed out that beliefs act as filters. Preservice 

teachers' beliefs, in effect, will filter out those ideas that do not mesh with their 

preconceptions and accept those ideas that resonate with their current perspectives. The 

composite of beliefs and the themes identified in this study can provide a framework for 

music education professors to recognize and identify beliefs their students may 
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potentially hold. It would seem important, however, that music education professors 

provide continued opportunities throughout the curriculum for preservice teachers to be 

made aware of and examine their beliefs—to know what they believe, and to become 

aware of the impact of those beliefs on their teaching actions. As stated in Chapter 

Two, beliefs must be made explicit in order to be acknowledged and addressed in any 

manner. Additionally, music education professors need to study and integrate into their 

own teaching various methods and curriculum designs that have been shown to mediate 

or impact student beliefs. Again, as pointed out in Chapter Two, various constructivist 

approaches to teaching and learning have, in varying degrees, provided opportunity to 

impact beliefs of preservice teachers. 

Carter and Doyle (1995) indicated that preservice teachers with strong beliefs in 

their own roles as teachers will be more likely to work through the complexities they 

will fmd in a classroom than those future teachers who lack this professional identity. 

Carper (1970), in his four categories of role development, or professional identity, 

discussed the need for "ownership of occupational title and identity, commitment to 

professional tasks and knowledge, recognition of institutional position and reference 

group identification, and recognition of social position." Participants in this study 

expressed a desire to attain this professional identity. Therefore, it would seem 

important that music education professors structure learning environments that will give 

prospective teachers opportunities to "own" the title of teacher. The participants in this 

study expressed uncertainty about what they needed to know about teaching, or simply 

had not thought through the complexities of teaching to be able to identify what they 
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actually need as teachers. Music education professors need to build an awareness in 

these students of the need to commit to developing technical skills for teaching—the 

"professional tasks and knowledge" specified by Carper as necessary for professional 

identity to develop. This awareness can be created, again, by developing learning 

environments in the university that are as authentic as possible. As these future.students 

are involved in a situation where they are required to perform as teachers, they will 

develop a "need to know" regarding the technical skills of teaching as well as have 

opportunities to practice those skills. 

The theme of valuing students as individuals with unique abilities and opinions 

was predominant throughout the participants' comments. This stems from their long, 

recent, and even current experiences as students themselves. The research of Fuller 

(1969) would predict that as these students progress through the program, attempts to 

master the technical aspects of teaching will create in them a self-consciousness and 

they will be blinded to the student focus that they now hold. There is a need then, as 

they begin to move through the curriculum, to preserve the strength of their beliefs 

about the importance of sensitivity to students. Fuller and subsequent research show 

that as they develop security in teacher skills, they will be able to focus during teaching 

to a greater extent on the students—on connecting their students with the subject and, as 

Darren stated, creating a situation where the students no longer need the teacher. 

For this to happen, again, it would seem that an integration of skill development 

should occur across the curriculum—not only in specific music education courses, but 

also in techniques classes, music theory, applied areas, and ensembles. Rather than 
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seeing these as separate skills they develop to become better musicians, it would seem 

beneficial for preservice teachers to see all of these settings as opportunities to connect 

skills "about music and teaching" to the process of learning "how to teach." It would 

appear that as music education students have the opportunity to integrate technical skills 

and teaching skills, they will develop the confidence many of them lack at this point. In 

the creation of authentic teaching environments in the university, the opportunity for 

preservice teachers to gain confidence—both in their musical and pedagogical skills, 

and subsequently, in their role as music educators—can greatly increase. 

There are certainly limitations to this integration of pedagogy and content 

knowledge across the music curriculum. Lack of time for planning and coordination, as 

well differences in philosophy among faculty, can make it difficult to achieve this goal. 

While it may not be reasonable to develop full-scale comprehensive musicianship 

across the curriculum, it would seem important for every possible step to be taken to 

provide music students with opportunities to see and experience integration of good 

pedagogy with the development of their own skills. 

Suggestions for Further Research 

The following suggestions for future studies are recommended to further 

identify and examine the beliefs of preservice teachers. 

(1) A qualitative study, by its nature, requires a fairly small sample in order to 

thoroughly analyze and interpret the data. The implications of this study could be 

strengthened through replication of this study or research using other similar approaches 

in order to further clarify the beliefs of entering music education majors. 



(2) It would be particularly interesting to follow these participants as they progress 

through the music education curriculum and into their first year of teaching. Observing 

their development as educators and concurrently noting shifts in their beliefs as they 

move through various courses could provide great insight into determining which 

components of a music education program seem to affect the beliefs of these students. 

(3) Darren's beliefs, while similar in some ways to the other participants, were much 

more highly developed. A case study examining Darren's beliefs and education histoiy 

could potentially provide insight into how and when his beliefs developed and what 

circumstances motivated him to his high level of reflective thought. 

(4) Darren's beliefs were in many ways quite sophisticated. Others had more simplistic 

beliefs in various areas, or uncertainly about how to approach aspects of teaching. It 

would seem important to research various approaches and curricula in music teacher 

education, noting if and how these various approaches accommodate the wide range of 

beliefs held by preservice teachers. 

(5) An examination of the educational histories and personal narratives of these 

preservice teachers could reveal what influenced the development of their beliefs about 

teaching, as well as the impact of various educational experiences in their backgrounds 

that created their images of teaching. 

(6) A comparison of these participants' beliefs with the beliefs of preservice teachers at 

various levels of preparation, as well as with first year teachers and experienced 

teachers, would be important in identifying beliefs that seem to endure over time and 

experience, and beliefs that seem to change. 
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(7) The participants in this study fluently discussed aural skills and sight-singing 

sidlls as important for future teachers. It would be interesting to investigate whether 

these concems are related to the fact that many of them were currently struggling in 

these components of their theory course and it is, therefore, an inmiediate need, or if 

they believed these to be important skills before participating in the course. 

(8) Some participants, when discussing their future students as musicians, referred to 

talent as fixed; others referred to it as developmental. It would seem that these beliefs 

about talent would strongly impact a teacher's approach to the student's learning. An in-

depth examination of preservice music educators' beliefs about talent would be 

important to further define, clarify, and examine the impact of these beliefs on future 

teachers' approaches to music teaching and learning. 

(9) The participants in this study, with two exceptions, entered the music education 

program directly from their high school experiences. It would be interesting to research 

the beliefs of high school students who intend to become music educators. Has simply 

being in the university envirormient impacted the beliefs of the participants in this study 

or are their beliefs congruent with those of students still in high school? In conjunction 

with this question, it would seem important to examine the high school director's 

interaction with these students. This interaction of influence would seem to be 

important in terms of early identification of beliefs and the source of those beliefs, as 

well as seeing how the beliefs of the teacher have impacted the students throughout 

their high school experience. 
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(10) It appeared that in this study there was no difference in beliefs due to gender or 

designated teaching area/level. It was not the purpose of this study, however, to look 

for those differences. It may be appropriate in future research to examine beliefs 

specifically based on differences in these areas. 



APPENDICES 
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APPENDIX A: Initial Ouesrionnaire 

QUESTIONNAIRE 

PLEASE READ THE FOLLOWING: 
I agree to complete the following questionnaire, which should take no longer than 30 
minutes. By completing the form, I am giving consent for this information to be used in 
a research study. The purpose of this study is to examine freshman Music Education 
majors' beliefs about teaching and being a teacher, about students and learning, about 
what is important for students to know, and about my expectations for the university 
music program. I understand that my responses are confidential, non-evaluative, and 
will not in anyway affect my grade in any class in which I am now enrolled or in which 
I will enroll in the future. My participation is voluntary and I realize I may withdraw at 
any time without penalty. Based upon my responses, I may be asked to participate in 
three interview sessions with the principal investigator, Linda Thompson. I can obtain 
further information from the principal investigator at 626-7179 or 
lkthomps@u.arizona.edu. If I have questions concerning my rights as a research 
subject, I may call the Human Subjects Committee office at (520) 626-6721. 

Please respond briefly to the following questions: 

1. What are the five most important aspects of being a teacher? 

2. What are the three top things you want to accomplish as a music teacher? 

3. What is the best way students (elementary through senior high) learn? 

mailto:lkthomps@u.arizona.edu


4. What are the three most important things a teacher can do for his/her students? 
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5. During your time at the University you will take classes in music theory, music 
history, piano, music education "methods" classes where you will learn about 
approaches to teaching, conducting, methods classes where you will learn the basics of 
playing brass, percussion, string, and woodwind instruments. You will take lessons in 
your applied area (voice, trumpet, violin, etc.) and also participate in band, orchestra, or 
choir. As part of your music education courses, you will go to public schools where 
you will observe teaching, and have the opportunity to do some small teaching 
segments. You will student teach for a semester at the end of your program where you 
will work with one teacher in the public schools as a full-time teacher. Of all of these 
experiences, what do you think will be the three most important for preparing you to be 
a music teacher? 

6. Age: (Please check the appropriate range) 
• Under 18 •18-25 • 26 - 39 • 40 and over 

7. Gender: 
• Female • Male 

8. First choice of area in which you hope to teach: (Check one) 
• Band • Orchestra • Choral • Elementary general 
music 

9. First choice of level at which you hope to teach: (Check one) 
• Elementary (Kindergarten - Grade 6) • Secondary (Grade 7-12) 
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APPENDIX B: Letter To Participants 

October 29, 1999 

Dear Freshman Music Education major; 

Thank you for your participation in the initial questionnaire that you completed for me. 
Your answers were very interesting and I feel ycxi have much to share about your 
perspectives on music education and teaching. Therefore, I would like to invite you to 
participate in a study on the beliefs of freshmen music majors about music education. I 
am conducting this study for my dissertation at the University of Arizona, Tucson, AZ. 

If you agree to participate you will be asked for the following. First, I will interview 
you concerning what you believe about teaching music, the process of learning, your 
role as a teacher, and what the university can do to help you prepare to teach. Second, I 
will ask you to complete a short written form about metaphors for teaching and 
learning. This will be explained at the conclusion of the first interview. Third, I will 
ask you for a second interview where you will read a short (two-four paragraph) 
account of a typical music education classro<xn situation, and you will be asked how 
you would respond if you were the teacher. After I have compiled the information you 
will give me, we will have a final meeting to insure that I have accurately represented 
your thoughts. The total time for your participation would be 4 - S hours, spread out 
over a maximum of two months. 

There are no anticipated risks to you as a participant in this study other than possible 
discomfort at having to put your thoughts, which are sometimes hard to verbalize, into 
words. Your identity will remain confidential. Your participation will have no bearing 
on any grade for any class in which you are now enrolled or in which you will enroll in 
the future. Participation is voluntary and you may withdraw at any time without 
penalty. However, I sincerely hope you will take this opportunity to participate. Your 
responses will provide significant information for Music Education professors as they 
assist students like yourself to become music educators. 

I will be happy to answer any questions that you have concerning this study or your 
participation in it. While participation in this study is voluntary, your input as a 
freshman music education major is very important to the success of this study. 

If you are willing to participate in this research, please read and sign the attached 
consent form and return it to the researcher. 



Thank you for your time and help in this important study. 

Sincerely, 

Linda Thompson 
Graduate Teaching Assistant 
University of Arizona 

(520) 578-5961 
Ikthomps@u.arizona.edu 
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APPENDIX C: Participant Consent Form 

SUBJECTS CONSENT FORM 

I am being asked to read the following material to ensure that I am informed of the 
nature of this research study and of how I will participate in it, if I consent to do so. 
Signing this form will indicate that I have been so informed and that I give my consent. 
Federal regulations require written informed consent prior to participation in this 
research study so that I can know the nature and risks of my participation and can 
decide to participate or not participate in a free and informed manner. 

TiUe 
"FRESHMAN MUSIC EDUCATION MAJORS' PRECONCEPTIONS ABOUT THE 
PEOPLE AND PROCESSES IN TEACHING" 

. Purpose 
I am being invited to participate voluntarily in the above-titled research project. The 
purpose of this project is to find out what freshmen Music Education majors believe 
about teaching and being a teacher, about students, about what students should know, 
and about what Music Education programs do to prepare teachers. 

Selection Criteria 
I am being invited to participate because I am a freshman who is interested in teaching 
at some level of K-12 music in schods, and because I have had no Music Education 
courses or Education courses at the university level. 

Procedures 
If I agree to participate, 1 will be asked to consent to the following (over a two-month 
period): 

1. Interview with the principal investigator about my thoughts about teaching (1 
hour) 

2. Discuss descriptions of different kinds of teachers (1 hour) 
3. Interview with the principal investigator based on discussing how I would 

handle a typical situation in teaching music (1 hour) 
4. Meet with the principal investigator to make sure my comments were 

understood by the researcher. 

Risks 
I may feel uncomfortable trying to verbally express my thoughts about education. 
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Benefits 
None. 

Confidentiality 
I will be assigned a number that the researcher will use in place of my name. My name 
will not appear on any data. A pseudonym will be used in reporting results. Only 
Linda Thompson, the principal investigator, and Dr. Robert Cutietta, her advisor, will 
have access to the data. 

Participation Costs 
No monetary cost will be involved. Approximately 4-5 hours of time over a two-
month period will be asked of me. 

The principal investigator, Linda Thompson, may be contacted at (520) 626-7179 or by 
e-mail; lkthomps@u arizona-edu-

The Human Subjects Office may be contacted at (520) 626-6721. 

Authorization 
BEFORE GIVING MY CONSENT BY SIGNING THIS FORM, THE METHODS, 
INCONVENIENCES, RISKS, AND BENEFITS HAVE BEEN EXPLAINED TO ME 
AND MY QL'ESTIONS HAVE BEEN ANSWERED I UNDERSTAND THAT I 
MAY ASK QUESTIONS AT ANY TIME AND THAT I AM FREE TO WITHDRAW 
FROM THE PROJECT AT ANY TIME WITHOUT CAUSING BAD FEELINGS. 
MY PARTICIPATION IN THIS PROJECT MAY BE ENDED BY THE 
INVESTIGATOR FOR REASONS THAT WOULD BE EXPLAINED. NEW 
INFORMATION DEVELOPED DURING THE COURSE OF THIS STUDY WHICH 
MAY AFFECT MY WILLINGNESS TO CONTINUE IN THIS RESEARCH 
PROJECT WILL BE GIVEN TO ME AS IT BECOMES AVAILABLE. I 
UNDERSTAND THAT THIS CONSENT FORM WILL BE FILED IN AN AREA 
DESIGNATED BY THE HUMAN SUBJECTS COMMITTEE WITH ACCESS 
RESTRICTED TO THE PRINCIPAL INVESTIGATOR, LINDA THOMPSON OR 
AUTHORIZED REPRESENTATIVE OF THE MUSIC EDUCATION 
DEPARTMENT. I UNDERSTAND THAT I DO NOT GIVE UP ANY OF MY 
LEGAL RIGHTS BY SIGNING THIS FORM. A COPY OF THIS SIGNED 
CONSENT FORM WILL BE GIVEN TO ME. 

Subject's Signature Date 
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Investigator's Affidavit 
I have carefully explained to the subject the nature of the above project. I hereby certify 
that to the best of my knowledge the person who is signing this consent form 
understands clearly the nature, demands, benefits, and risks involved in his/her 
participation and his/her signature is legally valid. A medical problem or language or 
educational barrier has not precluded this understanding. 

Signature of Investigator Date 



203 

APPENDIX D: Interview Guide 

INTERVIEW GUIDE 

1. Welcome; thanks for participating 

2. Verbal reminder; Participation is voluntary. Participants may withdraw at any time. 

3. Background (Brief overview to initiate conversation) 
-Where are you from? Where did you go to school (urban, rural)? 
-What kinds of music education experiences did you have? Did you have 
elementary music in your elem. School? Did you participate in band (concert, 
jazz, marching)? Did you participate in choir (concert, jazz, madrigal)? 

-What was your favorite part? 
-What drew your interest to music? 

4. MAIN QUESTIONS: 

A. What do you believe about your role as a teacher? 
Main job of a teacher? 

- Duties, responsibilities, privileges, rights? 
- Qualities shared by good teachers; which do you have? 

Responsible teaching; what is it? How will you enact it? 
How prepared are you to teach right now? 

B. What do you believe about the process of teaching? 
- What is the purpose? In music education? 

How do you think a teacher should teach? 
Most difficult? Easiest? 
Is there a best way to teach? 
Challenges? 
Knowledge required to teach 

- Can teaching be taught? 

C. What do you believe about your future students? 
- All the same? 

Make allowances for differences? 
- Responsible for own learning? 
- Ready to learn? 

Important to know about students? 
- What do you need to know about your students? 

Special needs, minorities - process of involving them 
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- Impact of music ed. on self esteem? 
- How will you help your students become better musicians? 
- Opinions about individual learning, cooperative, small group 
- What do you most want your students to learn in your music class? 

D. What do you believe about the process of learning? 
- Various ways? Best way? 
- Impact of classroom management 
- How do you want your students to learn? 
- Origin of students' learning styles? 

E. What do you believe your future students should know? 
- Most important learning? 
- Discuss standards 

Playing, singing, composing, improvising, reading and notating, 
listening, evaluating, relating to other disciplines, relating to 
history/culture 

F. What do you believe about a university music education program? 
- What do you hope to gain? 
- What do you expect to gain? 

Most important part of program? 
- How important are the following in becoming a music educator? 

- Music theory, music history, applied lessons, general education 
core classes, music methods classes, ensemble participation, 
conducting classes, observing music teachers in the public 
schools, student teaching 

5. Wrap-up 
- Questions from participant 

Set up day/time for 2 interview 

6. Thank for participation 
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APPENDIX E: Four Teaching Scenarios 

Case T (Teacher as Transmittor) 

As the students walk into the room, they pick up the music and go to their 

assigned seats. The teacher has the rehearsal order listed on the board - the warm-ups, 

the theory concept, and the list of songs in the order in which they will be rehearsed. 

The teacher has the music selected for the upcoming concerts, consisting primarily of 

music from the state-wide repertoire list. 

Procedures for seating, attendance-taking, and music and music folders are 

clearly spelled out. The teacher uses bulletin boards to display schedules of upcoming 

events for the ensemble as well as newspaper clippings about previous performances. 

The teacher is at the podium and when the bell rings, the rehearsal begins, 

following the usual rehearsal format of warm-up scales and exercises, sight-reading 

exercises, and rehearsing the individual pieces. There is little verbal interaction 

between the teacher and the students. The teacher has studied the music thoroughly, 

feels comfortable with his or her understanding of what the composers intended, and 

demonstrates for the students the correct way to approach specific aspects of each of the 

pieces. The teacher models, the students imitate, and this procedure is repeated until the 

teacher is satisfied that the students have practiced the skill adequately. 

In introducing new music, the teacher has pinpointed certain sections for 

specific rehearsal and walks the students through the section in small steps, stopping to 

explain and model new terms or symbols. 
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The class concludes with a reminder from the teacher that all students should be 

practicing the specific sections the teacher designated in class and to be prepared for 

playing/singing tests the following day. 
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Case M (Teacher As Manager) 

As the students walk into the room, they pick up the music and go to their 

assigned seats. The teacher has the rehearsal order listed on the board. The teacher has 

selected the music for upcoming conceits from state repertoire lists, taking into 

consideration the students' ability levels. 

Procedures for seating, attendance-taking, and music and music folders are 

clearly spelled out. Bulletin boards and walls display charts of musical symbols, terms, 

composers, and newspaper clippings about musical events, both locally and nationally. 

The teacher is at the podium and when the bell rings, the rehearsal begins, 

following the usual rehearsal format of warm-up scales and exercises, sight-reading 

exercises, and rehearsing the individual pieces. The teacher created the exercises based 

on the music they are currently learning. The teacher has studied the music thoroughly, 

feels comfortable with his or her understanding of what the composers intended, and 

demonstrates for the students the correct way to approach specific aspects of each of the 

pieces. The teacher frequently asks students to identify patterns in their part, to find 

where the patterns repeat, to think about the ways the pitches, rhythms, and expressive 

markings work together, and to get an overall mental picture of their part and how it 

relates to the other parts. The teacher asks students to think of other pieces they are or 

have worked on that use similar patterns. Part of the rehearsal includes suggestions 

from the teacher about how the students can memorize certain sections and how that 

helps the overall learning in the music. 
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The class concludes with a reminder from the teacher that all students should be 

practicing the specific sections the teacher designated in class. The teacher reviews 

various practice and memorization strategies and encourages the students to keep a 

record of their practice, both what they did and for how long. 
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Case F (Teacher as Facilitator) 

As the students walk into the room, they go to their assigned seats and take out 

their music. The teacher has the rehearsal order listed on the board - the warm-ups, and 

the list of songs in the order they will be rehearsed. The specific pieces for the 

upcoming concerts will be decided as it gets closer to the concert dates. 

Procedures for seating, attendance-taking, and music and music folders are 

clearly spelled out. The bulletin boards display a wide variety of notices about 

upcoming events (school and professional) and articles from newspapers and 

magazines. Students are encouraged to bring items of interest to post. Students who 

attend any out-of-school concerts are given an opportunity to describe the concert and 

their reactions to it. 

The teacher is at the podium and when the bell rings, the rehearsal begins, 

following the usual rehearsal format of warm-up scales and exercises, sight-reading 

exercises, and rehearsing the individual pieces. Before each piece the teacher asks the 

students to individually look over their part and circle or mark areas that challenge them 

in some way. The teacher gives the students the opportunity to silently "practice" that 

spot, as he/she walks around noting what the students have marked. After performing 

the piece together, the teacher asks the students to identify the things they heard that 

were good as well as some things that could still improve. Students are given the 

opportunity to mark sections to work on and to create a practice plan for that section. 

Although the teacher has studied the music thoroughly and feels comfortable with his or 

her understanding of the composers intent, the teacher does not automatically offer this 
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information but encourages students to find out what they can about the composer or the 

style of the piece, and think of ways this would affect how they perform the piece. 

The class concludes with the teacher asking students to individually write the 

things that went well and the things that they will work on before the next rehearsal. 
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Case C (Teacher as Collaborator) 

As the students walk into the room, they go to their assigned seats and take out 

their music. The teacher has the rehearsal order listed on the board. The teacher and 

students will decide the specific pieces for the upcoming concerts as it gets closer to the 

concert dates. 

The music room is arranged for the full ensemble although students can quickly 

regroup for sectionals or small group practice. Procedures for seating, attendance-

taking, and music and music folders are clearly spelled out. The bulletin boards display 

a wide variety of notices about upcoming events (school and professional) and articles 

from newspapers and magazines. Different groups of students are responsible for the 

bulletin board throughout the year. 

The teacher is at the podium and when the bell rings, the rehearsal begins with 

warm-up scales, exercises, and sight-reading exercises. Before beginning new pieces, 

the teacher asks the students to discuss their part with two or three people around them 

and to decide what things they need to specifically think about as they play through the 

piece. The students are given time in their groups to work on the spots they identified, 

for example tapping out complex rhythms, singing patterns, etc. After performing the 

piece, the teacher asks the students to discuss in their groups and share the things they 

heard that were good as well as some things that could still improve. The piece is 

performed again, with a second evaluation by the students. Although the teacher has 

studied the music thoroughly and feels comfortable with his or her understanding of 

what the composers intended, the student groups are asked to find out any background 
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infonnation they can about the style, composer, and/or the composing of the specific 

piece. The groups are also asked to think about why the composer might have chosen 

to write as he or she did. Do they agree or disagree with the expressive markings? 

Would they write it differently? What do they particularly like about the piece and 

why? 

The class concludes with the teacher giving the groups time to work for the last 

five-eight minutes on any problem spots their group had identified in the course of the 

rehearsal. 
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APPENDIX F: Sort Activity Statements 

CATEGORY 1 - Teacher as Transmitter 

1. ... always tells us what we have to know. 

2. .. .gives a lot of tests and quizzes. 

3. . . .  directs us step by step through each new activity. 

4. . . .  shows us what to do when introducing new activities. 

5. . . .  has us all demonstrate what we have been taught. 

6. .. gives us time to practice what we have been taught. 

7. . . .  demonstrates and we are expected to follow that example. 

S. . . .  believes that we (the students) are basically all the same. 

9. .. tells us to independentiy practice what we have been taught. 

CATEGORY 2 - Teacher as Manager 

10. .. has lots of different kinds of activities to help us learn and memorize new 
information. 

11...  gives us a test at the beginning of the year to see what we already know. 

12. ... shows us ways to memorize the information we have to know. 

13. .. shows us ways to relate the new information to what we already know. 

14. .. encourages us to figure out how we learn the best. 

15...  has lots of "learning centers" in the classroom. 

16. ... has us make concept maps and do webbing projects. 

17. .. asks questions to see if we are connecting the new information to what we already 
know. 
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18. ... has us restate new information in our own words. 

19. .. .gives us activities to show how we would use new information we had learned. 

CATEGORY 3 - Teacher as Facilitator 

20. ... plans activities based on the students' background. 

21. .. .frequently debates us to get us to see the other side of situations. 

22. .. .creates situations for us to figure out, but there is seldom a "right" or easy answer. 

23. .. .tries to make everything apply to something we do in "real" life. 

24. asks us questions after we complete activities to get us to think about what we 
had just done. 

25. .. .frequently asks us about why we made the choices we did and about how we came 
to our conclusions. 

26. . ..is interested in knowing how much we know individually. 

27. .. doesn't take it for granted that because we are all in the same class we all are at 
the same level. 

CATEGORY 4 - Teacher as Collaborator 

28. . . .isn't uncomfortable with questions for which he or she doesn't have an answer. 

29. ... encourages us to talk to each other to figure things out. 

30. .. almost always has us doing things in small groups. 

31. . . .  has us debate each other about things that really have no definite answer, just to 
get us thinking. 

32. .. asks us to think about how we would make things "work" in the real world. 

33 . .. has us design our own projects based on our interests. 
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34. ... encourages us to use resources in our community as well as what we can find at 
school. 

35. .. .seldom tells us we are "right" or "wrong" but asks us questions that make us think 
about our decisions and why we made them. 

36. .. has us creating and doing interesting activities. 

37. ... has us think about and talk or write about activities after we complete them. 

38. .. treats us as individually as possible. 

39. .. .asks for our thoughts and opinions. 

Note. The participants received each statement on an individual card as it appears with 
the number. The statements were in random order. The participants did not see the 
categories. 
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