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Abstract 

This research investigates musicking in Chinese early childhood education. Musicking 

is defined as the action and process of music activity and its meaning. An ecological 

approach is applied to children’s music education in selected Shandong kindergartens, 

focusing on the following key questions: (i) How does musicking occur throughout the 

day in kindergartens? (ii) What factors influence musicking in these kindergartens? (iii) 

What are the differences in musicking between public and private kindergartens? This 

project was carried out in twelve kindergartens, of which six were public and six were 

private. Three data collection methods were utilised: participant and non-participant 

observation of all activities; semi-structured interviews with teachers; and questionnaires 

with children’s parents. The results of the study are reviewed within the framework of 

Bronfenbrenner’s ecological system, examining musicking of both teachers and children 

in kindergartens from micro to macro and chrono perspectives. The research 

demonstrates that music occurs in kindergartens within three categories: (i) organised 

music sessions; (ii) socially functional musicking; and (iii) background music. The study 

also reveals influencing factors on this music including teachers’ spaces, children’s 

families, and policy, culture, and digital technology. The overall findings show that there 

is no significant difference in children’s music education between public kindergartens, 

but there is much more diversity between private kindergartens. The implications of the 

research findings reveal that there are some challenges in Chinese early childhood music 

education, and the thesis suggests changes that could be made to make improvements.
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Chapter 1 

Introduction 

1.1 Introduction 

This research investigates musicking in selected kindergartens in Shandong Province, 

China. By using ethnographic research that contains the three main data collection 

methods of observation, interviews, and questionnaires, this study reveals the occurrence 

of music throughout the day in kindergartens and aims to discover its influencing factors 

within the framework of Bronfenbrenner’s (1979) ecological system. It also explores 

musical differences between public and private kindergartens. The findings will help 

people understand Chinese early childhood music education, and also help to outline its 

deficiencies and suggest potential improvements.  

This chapter provides an overview of this study, including its aims and objectives, 

rationale, background of the research area, definitions of key terms, research questions, 

and the outline and structure of the thesis. 

1.2 Aims and Objectives  

The aim of this study is to comprehend early childhood music education in select 

kindergartens, by addressing seven objectives: (i) outlining the development of early 

childhood education in China; (ii) exploring how government policy has been 

implemented in kindergartens; (iii) investigating the views of those in leadership 
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positions on music in each of the kindergartens studied, and their requirements for 

teachers; (iv) reviewing the background and situation of each of the selected 

kindergartens, such as its geographic position, reputation, or economic conditions; (v) 

discovering teachers’ musical experiences and their ideas of children’s music education; 

(vi) giving consideration to children’s musical experiences at home and the views of 

parents/guardians on children’s music education; and (vii) considering musical processes 

in kindergartens such as the types of music, the source, and actions.  

This study will show how children are exposed to music in different kindergartens within 

the Chinese context, explore the relationships between adults and children in children’s 

music education, and suggest how improvements might be considered for Chinese early 

childhood music education. 

1.3 Rationale 

This section explains the reasons for undertaking this research from three perspectives: 

(i) the importance of music to children’s development; (ii) the research value of this topic 

in China; and (iii) the researcher’s background, work experience, and interest in early 

childhood music education. Together, they help to show the importance of this study and 

the ability of the researcher to accomplish it. 

1.3.1 Importance of Music to Children’s Development 

Music is a part of children’s daily lives, whether at home or in school, and mediated 

through such spheres as media (TV, film, internet), entertainment, and popular culture, 
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but why should we teach or use music at all? The teaching of music is considered a means 

to help children understand themselves and relate to others, making connections between 

family, school, and society (Mills, 2005). No matter the culture, children are encouraged 

to participate in both individual and communal music making (Elliott, 1995). In summary, 

the value of music to children is listed in the following key points that underpin this thesis:  

(1) Music is a vehicle for identification and the transmission of culture (Merriam, 1964; 

Swanson, 1979; Pugh & Pugh, 1998; Pound & Harrison, 2003; Green, 2011). Exposure 

to music helps children’s understanding of who they are and of cultural diversity, 

exploring their own culture and connecting with other cultures (Green, 2011; Wade, 

2013).  

(2) Music making gives children fun and enjoyment (Merriam, 1964; Pugh & Pugh, 1998; 

Jellison, 2006; Tang, 2016).  

(3) Music has the ability to strengthen children’s social development (Merriam, 1964; 

Xu, 1994; Pugh & Pugh, 1998; Wright, 1998; DEE, 1999; QCA, 1999; Pound & Harrison, 

2003; Marsh, 2011). Music activity helps children create a sense of group identity and 

togetherness, and increase children’s self-discipline, responsibility, and cooperation 

(Pound & Harrison, 2003).  

(4) Music serves as a form of emotional expression, and exposure to different songs 

evokes children’s different feelings or moods (Merriam, 1964; Swanson, 1979; Pugh & 

Pugh, 1998; Mills, 2005; Lyu, 2012).  
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(5) Music elicits children’s physical responses (Merriam, 1964; Temmerman, 1991; Pugh 

& Pugh, 1998; Lyu, 2012; Tang, 2016). Muscles, bones, and ligaments can be exercised 

during music activities, which improves their physical coordination and nervous system 

responsiveness (Lyu, 2012). 

(6) Musical experiences support children’s general scholastic development, in areas such 

as language, literacy, and mathematics (Pugh & Pugh, 1998; Pound & Harrison, 2003; 

Yang, Fang, Xu, & Shen, 2015; Tang, 2016). Music appreciation and music activities 

enhance the growth of a child’s brain (Tang, 2016). It is apparent that music gives 

children more exposure to the language environment (Pound & Harrison, 2003). For 

instance, there are a lot of simple lyrics in children’s songs that help to expand the range 

of a child’s vocabulary in language expression (Yang, Fang, Xu, & Shen, 2015). 

(7) Children’s imagination and creativity could be improved during the process of 

experiencing music (Pound & Harrison, 2003; Lyu, 2012; Ma, 2013). Music can awaken 

children’s positive emotions, which release more dopamine and make cognition more 

flexible, thus it is more likely to promote creativity development (Ma, 2013). 

(8) Exposure to music supports children’s aesthetic, spiritual, and moral development 

(Pugh & Pugh, 1998; Temmerman, 1991; Pound & Harrison, 2003; Yan, 2016). Music is 

abstract and has the ability to expand children’s capacity for wonder and awe (Stead, 

1999; Pound & Harrison, 2003).  

These ideas will be discussed in the literature review and have helped inform this thesis 
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in terms of comprehending the importance musicking in the kindergarten setting.  

1.3.2 Research Value in China 

In China, with the development of early childhood education, an increasing number of 

children entered kindergarten education (Feng, 2017). As shown in Figure 1, according 

to the National Bulletin of Education Development Statistics (Ministry of Education),1 

the number of children enrolled in kindergartens had grown significantly since the 1990s 

and has continued increasing in recent years. At the same time, the demand for 

kindergartens is growing so that more and more kindergartens have been established. As 

shown in Figure 2, in the last ten years (2010-2019; there is no data for 2020 yet), the 

number of kindergartens increased gradually (see 1.3.3). 

 

Figure 1. The number of children in kindergartens (Adapted from the Ministry of Education, 2019).  

 
1 See http://www.moe.gov.cn/jyb_sjzl/sjzl_fztjgb/ (accessed 15 May 2020). 

http://www.moe.gov.cn/jyb_sjzl/sjzl_fztjgb/
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Figure 2. The number of kindergartens from 2010 to 2019 (Adapted from the Ministry of Education, 

2010-2019). 

With the emphasis on early childhood education, more attention has been paid to 

children’s music education (Sun & Rao, 2017). In public kindergartens (i.e., government 

supported), the implementation of music has strict requirements, such as the level of a 

teacher’s musical ability, or the diverse ways of using music. In private kindergartens 

(independent from government support), in order to attract more children, as discovered 

in my research, some are willing to offer special music lessons such as Orff, piano or 

dance. Although the position of music education has improved a lot since music became 

a compulsory curriculum subject in kindergartens in 2001, according to existing literature 

(the details will be presented in Chapter 2), there might still be some problems in many 

aspects of children’s music education in kindergartens. Issues identified include, the 

teaching style (e.g. Wu & Liang, 2014; Wang, 2016; Kong, 2019; Liao, 2019), the content 

of the music curriculum (e.g. Zhang, 2009; Zhang, 2018; Guo, 2019), and the outcomes 
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of music activities (e.g. Ma, 2013; Guo, 2019; Kong, 2019). Thus, Chinese early 

childhood music education is a worthy topic of scholarly study. Moreover, although there 

have been many Chinese studies focused on this research area, most of them only pay 

attention to music lessons (e.g. Luan, 2009; Lin, 2011; Wang, 2012; Chen, 2014; Zhang, 

2011; etc.). Many studies have pointed out pedagogical deficiencies, but have not 

revealed the factors that have caused them (e.g. Zhang, 2009; Xue, 2018; Kong, 2019; 

Liao, 2019; etc.). Also, among relevant Chinese studies, few studies have undertaken 

fieldwork, and most of them lack the first-hand data. Consequently, it has been necessary 

for me to undertake a practical investigation in kindergartens in order to examine the 

overall situation of children’s music education and to gather data on musicking in this 

cultural setting. This investigation will therefore consider such issues in early childhood 

music education in China and make suggestions as to how this situation might be 

improved. 

1.3.3 Researcher’s Background and Work Experience 

I studied bachelor’s and master’s degrees in music education, and then I worked at a 

Chinese university as a teacher in the faculty of preschool education (early childhood 

education). It was whilst in this role that I became interested in the area of early childhood 

music education. My job responsibility was to teach musical skills to university students 

studying preschool education, skills taught included playing piano, singing songs, 

improvisational accompaniment for children’s songs, and music theory. During this 

period of work, I also studied courses on Orff music teaching methods and gained a 
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qualification as an Orff music teacher. Therefore, I was curious to learn more about the 

musical ability of kindergarten teachers in their practice. In China, teachers who teach 

musical skills to preschool education students in universities are all like me, from general 

music majors rather than preschool education, therefore we do not know what kinds of 

musical abilities kindergartens really need. Thus, it is necessary and useful for us to go 

into kindergartens to learn about kindergartens’ expectations of student teachers with 

regard to their musical skills and knowledge. During my postgraduate study in New 

Zealand, I have come to realise that it is not only the music itself that is important, but 

also the understanding of its purpose and meaning by education practitioners and children. 

This research is situated in the early childhood education context, and mainly focuses on 

teachers and children in kindergartens. Therefore, my study is based on the fields of early 

childhood education, music education and ethnomusicology as the cultural study of 

people making music (Blacking, 1967; Titon, 2015). 

1.4 Background of the Research Area 

This section provides a brief background about my study, including a few pertinent facts 

about China that are helpful to obtain a better understanding of this study touching on: 

Chinese cultural context, teacher-centred education, and a summary of basic information 

relating to early childhood education in China, in Shandong, and early childhood music 

education in China. 
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1.4.1 Chinese Cultural Context 

Chinese society has been influenced for thousands of years by Confucian principles of 

harmony and hierarchy so that its education system, including a student’s attitude toward 

his or her teacher, has always been dominated by the teachings of Confucius (Law & Ho, 

2009; Zhu, 2009; Choy, 2017). For instance, in class, students cannot doubt, argue or 

object to the teacher’s opinions or actions, otherwise it would be interpreted as disrespect 

for their teacher. Confucius presents the value of ‘learning for the sake of the self’, which 

means that the learning must relate meaningfully to members of family, neighbourhood, 

community, and nation (Choy, 2017, p. 33). Moreover, Confucianism emphasises family 

honour, awareness of the evaluation of others, respect, modesty, and related notions (Zhu, 

2009). For Chinese families, parents also play important role in a child’s upbringing and 

education (Chen-Hafteck, 2013). According to Confucianism, children should obey and 

respect their parents. While from one perspective this might be perceived as Chinese 

parents as being authoritarian and controlling of their children (Chao, 1994; Chen-

Hafteck, 2013), it could also be interpreted as paying less attention to a child’s emotional 

needs (Porter et al. 2005). As Chen-Hafteck and Xu (2008) noted, “parents and teachers 

are regarded as superior to children, who must be submissive and respect their parents 

and teachers” (p. 10). According to Choy (2017), Chinese culture is characterised by “a 

collectivistic orientation and is high in power distance” (p. 32), with the person at the 

lower level always obeying the person with a higher level of power in society or the 

workplace. The most important factor in the Chinese educational system is state power 
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(Ho & Law, 2006). The desire of the state to maintain power through the teacher 

maintaining the power to dominate and control his or her students. In China, many 

aspects of education are not flexible because they are prescriptive and controlled by the 

government (Yan, 2012). However, there might be some contexts where control is 

culturally beneficial. For example, the Ministry of Education (2001) published 

Guidelines for the Kindergarten Curriculum (trial version) for kindergartens and 

teachers to ensure every child is able to obtain similar outcomes. In other words, Chinese 

culture emphasises collective similarity and control in society, in which education is 

included (Ho, 2003).  

1.4.2 Teacher-Centred Education in China: An Overview 

Based on its cultural influences, the most common teaching style in Chinese education 

is teacher-centred. It is derived from a classroom-based teaching system, which was 

initiated by Comenius in the early 17th century. His approach was developed by Herbart 

in the 1840s, determining the concept of teacher-centred education by integrating three 

approaches: (i) classroom-based pedagogy; (ii) lecturing by teachers; and (iii) focus on 

teaching the contents of the textbook (Ning & Yang, 2014). Classroom-based pedagogy 

involves a large number of students in one class and one teacher in front of them; 

lecturing involves teachers always talking and students always listening in lessons; and 

textbook reading focuses on teaching contents and materials from select texts. The format 

of the teacher-centred classroom is that children sit behind desks arranged in rows, facing 

the teacher in front of them, with the teacher lecturing and questioning and students 
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listening and responding (Sium, 2014). Such pedagogy is, in part, due to the fact that the 

most important aspect of Chinese school education is the discipline being taught (Sheng, 

2011), which is a decisive factor in evaluating a teacher’s ability. Chinese are more group-

oriented, extrinsically motivated, and tend to “value drilling, memorizing and discipline” 

(Zhu, 2009, p. 54). For instance, in schools, all activities are group activities, and students 

study for high scores rather than their interests. At the same time, for the sake of students’ 

learning achievements, teachers always pay attention to students’ repeated practice and 

recitation of learning key points, all within a quiet study environment.  

1.4.3 Early Childhood Education in China 

In China, early childhood education or preschool education refers to education for 

children from age 0 to 6, but it is not mandatory. According to the policy published by 

the government (see Appendix 1),2 the formal schooling (public) for early childhood is 

for children from age 3 to 6. The settings, or preschools, are all named ‘kindergartens’ 

[You er yuan 幼儿园]. In terms of the class size, regulation specifies a maximum of 25 

children for 3 to 4-year-olds, 30 children for 4 to 5-years-olds, 35 children for 5 to 6-

year-olds, and 30 children for mixed-age classes (Ministry of Education, 2016). Some 

private kindergartens also provide extra services for children 0-2 years old (Zhu. 2009). 

In 1986, a system of nine-years of compulsory school education was started for children 

aged 6 to 15, which did not include early childhood education. From 1993 to 2001, early 

 
2 All Chinese policies in the thesis are listed in Appendix 1.  
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childhood education developed significantly, and an increasing number of kindergartens 

were established at that time. Under the influence of the planned economic system in 

China, kindergartens were mainly run by state-owned enterprises as public kindergartens, 

were a feature of the welfare society for workers and were not for profit (Feng, 2017). 

Around 2000, the former system of kindergartens changed with the increasing reform of 

the Chinese economic system (a wider shift in the operation of state-owned enterprises), 

and because the economic conditions of many state-owned enterprises meant they could 

not afford the operation of kindergartens, many had to be shut down (Bo, Xiong, & Wang, 

2012). Meanwhile, due to the lack of analysis of population data and a lack of foresight 

in decision-making, a large number of community kindergartens also had to be closed 

down (Gao, 2010). Consequently, as shown in Figure 3, 3  the number of public 

kindergartens decreased hugely in 2001.  

 
3 See http://www.edu.cn/edu/tjsj/zhsj/ (accessed 20 May 2020). 

http://www.edu.cn/edu/tjsj/zhsj/
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Figure 3. The changes in the number of kindergartens in the early years (Adapted from the Ministry of 

Education, 1993-2001). 

With the decrease in the number of public kindergartens, the total number of 

kindergartens could not meet the demand for enrolment, which resulted in an increasing 

number of private kindergartens since 2001. As shown in Figure 4,4 the number of public 

kindergartens decreased while that of private kindergartens grew from 2000 to 2010. 

Moreover, since 2004, the number of private kindergartens had exceeded that of public 

kindergartens and represent more than half of the total number of kindergartens. As a 

result, the ratio of public and private kindergartens has significantly changed in Chinese 

society.  

 
4 See http://www.moe.gov.cn/jyb_sjzl/sjzl_fztjgb/ (accessed 15 May 2020). 

http://www.moe.gov.cn/jyb_sjzl/sjzl_fztjgb/
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Figure 4. The number of public and private kindergartens in China between 2000 and 2010 (Adapted 

from the Ministry of Education, 2000-2010). 

In 2010, the Outline of National Medium and Long-term Education Reform and 

Development 2010-2020 was announced by the Ministry of Education to expand the 

number of public kindergartens and actively support private kindergartens. With the 

implementation of this policy, the number of public kindergartens expanded slightly after 

2011. As shown in Figure 5, though the number of private kindergartens is still more than 

that of public kindergartens, the overall proportion of public kindergartens gradually 

increased between 2011 and 2019.  
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Figure 5. The proportion of public and private kindergartens in China between 2011 and 2019 (Adapted 

from the Ministry of Education, 2011-2019). 

It can be seen that in general, there are two main types of kindergartens in China: public 

and private kindergartens. To be specific, the two types of kindergartens can be divided 

into five categories: (i) public kindergartens which are fully funded and directly 

administered by provincial and municipal education departments, the teacher and staff of 

which could obtain the same income and welfare as the teachers of primary and 

secondary schools; (ii) public kindergartens which belong to district education bureaus 

and receive financial support by the municipal government or other bureaus; (iii) public 

kindergartens which are not fully funded by government but receive funding support and 

are managed by a state-owned enterprise; (iv) private kindergartens which are established 

by individuals, the funding of which is only received from the kindergarten itself, and 

with the children’s tuition fee and teacher’s salary decided by the owner (the charge 
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normally higher than public kindergartens); and (v) ‘universally beneficial private 

kindergartens’ (普惠性民办幼儿园), which refer to the private kindergartens that receive 

funding support from the government to solve the problem of many families who cannot 

enrol their children in public kindergartens and find it financially hard to enrol in private 

kindergartens (the government requires that fees should not be higher than those of public 

kindergartens, but the teacher’s salary is decided by kindergarten owners). Statistics from 

the Ministry of Education show the overall numbers of public and private kindergartens 

and there is no data for each specific category, but, as described above, many 

kindergartens managed by state-owned enterprises have been closed, so the third 

category is not common nowadays. The first and second categories tend to be similar and 

belong to the government with no difference in their management and requirements. 

Further, unlike many other countries, in China, public and private kindergartens do not 

totally represent the children from families of lower and higher socioeconomic status 

respectively. In addition to the above category of ‘universally beneficial private 

kindergartens’, among the participating kindergartens in my study (the details are shown 

in 3.3), some private kindergartens do have high tuition fees (e.g. K7, K12), but some 

kindergartens (e.g. K9, K10, K11) do not charge that much higher than public 

kindergartens and can be accessed by ordinary families. 

At the national level, there are six types of official documents for kindergartens that act 

as guidelines or policies of early childhood education, these are not focused on music but 

on general education, and apply to all categories of both public and private kindergartens. 
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These documents are: (i) Kindergarten Management Regulations (National Education 

Committee, 1990), which stipulates the rules of kindergarten management, such as 

examination and approval procedures, education functions, administrative affairs, and 

reward and punishment systems; (ii) Catalogue of Kindergarten Teaching Toys and 

Equipment, which was first published in 1986 by the National Education Committee and 

then updated in 1992, and is a reference document for kindergartens to arrange their type 

and number of teaching equipment; (iii) Kindergarten Work Regulations and Procedures 

(Ministry of Education, 2016), stipulating the requirements of kindergarten behaviour, 

first issued in 1990 by the National Education Committee and updated in 1996 with 

requirements of anti-domestic violence and child abuse added in 2016; (iv) Guidelines 

for the Kindergarten Curriculum (trial version) (Ministry of Education, 2001), which 

was based on the document Kindergarten Work Regulations and Procedure of 1996, is a 

guidance document for teachers’ educational behaviour, and mainly focuses on the 

overall direction of teaching content; (v) Guidelines for the Learning and Development 

of Children Aged 3-6 (Ministry of Education, 2012), which was based on the direction of 

the curriculum in the Guidelines for the Kindergarten Curriculum (trial version), 

providing the characteristics and development standards of children of different ages; 

and finally, (vi) Standard for Kindergarten Staff (provisional) (Ministry of Education, 

2013), which outlines the requirements of the number of teachers and staff in 

kindergartens. 
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1.4.4 Early Childhood Education in Shandong Province 

Shandong province is the home of Confucius (551- 479 BC) and was later established as 

the centre of Confucianism (Liang, 2011). Confucianism has had much influence on 

education. On the one hand, Confucius believed that music played a powerful role in the 

cultivation of human qualities. Thus, he promoted and supported music learning and 

regarded music as one of the six skills required of Confucian students, which played a 

significant role in the fact that music is nowadays a compulsory subject in contemporary 

Chinese education at all levels of schooling (Li, 2012; Fung, 2017). On the other hand, 

some negative phenomena caused by Confucianism are also evident in Shandong 

province. For instance, teachers are asked to obey their leaders unconditionally; all 

knowledge and viewpoints in books are deemed correct and teachers must follow these 

to teach without any doubts; only obedient children are regarded as good students; 

whether a person becomes a leader or a celebrity is used as a way of judging whether a 

person’s education has been successful or not; and focus is placed on students’ academic 

achievements, ignoring other aspects such as arts education, personal interests, and 

creativity (Liang, 2011; Fan, 2016; Sun & Rao, 2017). Moreover, according to the 

statistics of examination enrolment over the years in China,5 Shandong is one of the 

most competitive provinces in the country in the college entrance examination, which 

has resulted in parents paying more attention to children’s achievement in academic 

subjects. For example, some parents teach their children knowledge that would typically 

 
5 See https://gaokao.eol.cn/e_html/gk/gkrs/ (accessed 3 July 2020). 

https://gaokao.eol.cn/e_html/gk/gkrs/
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be taught at primary school in order for them to get good results in primary schools, even 

though some private kindergartens also teach children such knowledge. Although, with 

the promulgation of the Notice on Carrying out the Special Management of 

Kindergarten’s Inclination to Primary School by the Ministry of Education in 2018, this 

phenomenon is no longer allowed in kindergartens, and for children’s parents, the 

position of academic subjects such as maths and language is more important than other 

curriculum subjects such as music and fine arts. For the parents who support children 

learning non-academic subjects, they intend that such skills may help children enter a 

university or get a job in the future (Kong, 2019; Liao, 2019). 

From the perspective of the development of early childhood education in Shandong 

province, the Shandong government issued several documents based on the national 

documents. In 1991, the government published the policy Implementation Methods of 

Kindergarten Management Bylaw in Shandong Province (Shandong Provincial 

Government, 1991). Since then, the Shandong government has invested ¥700,000 to 

promote the development of early childhood education annually (Zhao, 1993). According 

to the record, the number of kindergartens in Shandong increased from 38,512 in 1991 

to 48,059 in 1995, but as mentioned in 1.4.3, lots of kindergartens were closed, influenced 

by the reform of the Chinese economic system around the year 2000, and the number of 

kindergartens then declined to 27,258 in 2000 and 16,775 in 2001 (Liu, 2002). Since then, 

there was a fluctuation in the number of kindergartens in Shandong for more than ten 

years. In 2010, Standards of Basic Conditions for Kindergartens in Shandong Province 
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(trial version) was published by Shandong Provincial Education Department, and then 

updated in 2018. In 2014, the document of Regulations on Preschool Education in 

Shandong Province was implemented by Shandong provincial government. In 2015, the 

Three Year Action Plan for the Second Phase of Preschool Education in Shandong 

Province 2015-2017 was issued, which aimed to achieve 85% of children enrolling in 

kindergartens by 2017, and to carry out the identification of ‘universally beneficial 

private kindergartens’ (Shandong Provincial Education Department, 2015). According to 

the Provincial Bulletin of Education Development Statistics (Shandong Provincial 

Education Department),6 as shown in Figure 6, the number of kindergartens in Shandong 

gradually grew from 2014 to 2019. However, compared with Figure 5, the ratio of public 

and private kindergartens in Shandong is the reverse of the national trend seen in the rest 

of the country. In Shandong, the proportion of public kindergartens occupied more than 

that of private kindergartens between 2014 and 2018, and until 2019, the number of 

private kindergartens only slightly exceeded that of public kindergartens making up 

50.23% of all kindergartens. 

 
6 See http://edu.shandong.gov.cn/col/col11985/index.html (accessed 15 May 2020). 

http://edu.shandong.gov.cn/col/col11985/index.html
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Figure 6. The number of public and private kindergartens in Shandong province between 2014 and 2019 

(Adapted from the Ministry of Education, 2014-2019). 

1.4.5 Early Childhood Music Education in China  

According to Reimer (1989), music education in China can be traced back to Confucius, 

who admired the Western philosopher Plato and regarded music as a useful tool that could 

be used for education (p. 68). But due to the late and slow development of education in 

China, music education has not always been taken as seriously as some other subjects. 

Since the May 4th New Culture Movement in 1919, there was a major shift in the 

government’s policy, which permitted Westerners inside China. Many universities and 

teachers’ colleges set up exchange programmes and some students were sent to America 

and European countries and universities so that the Chinese could have an opportunity to 

observe and study other systems of education and acquire some ideas for Chinese 

education (Rogers, 1989, p. 43; Yan, 2012). In the mid-1980s, some famous international 
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music teaching methods were introduced into China, such as the Orff approach,7 Kodály 

method, 8  and Dalcroze eurhythmics, 9  but these methods were not widespread in 

kindergartens at that time (Wang, 2012). Nowadays, there are still many workshops or 

institutes who provide training courses for these three music teaching methods, but 

according to my training experiences in Beijing, Shanghai, and Shandong, in the field of 

early childhood music education, the Orff approach is the most popular while the Kodály 

method and Dalcroze eurhythmics are not common in Chinese kindergartens. 

In current society, the music curriculum plays a significant role in children’s education. 

As mentioned before, in China, some official guidelines for early childhood education 

contain the curricula of children’s overall education, in which the music curriculum was 

included. According to the document Guidelines for the Kindergarten Curriculum (trial 

version) (Ministry of Education, 2001), education in kindergartens should be holistic and 

enlightening, and be divided into five domains: health, language, society, science, and art 

(the detailed translations of the art domain are presented in Appendix 2, which includes 

music). The contents of these five domains permeate each other, and promote the 

development of children’s emotion, attitude, ability, knowledge, and skills from different 

perspectives. Kindergartens and teachers must follow the guidelines to set up lessons and 

activities which ensure that every child is able to obtain similar outcomes. Kindergartens 

 
7 The Orff approach was developed by the German composer Carl Orff (1895–1982), which combines music with 

movements, language, and dance in lessons, creating an atmosphere of playing games for children (Shamrock, 1997; 

Wang, 2012; Pan, 2015).  
8 The Kodály method was developed by Zoltán Kodály (1882-1967), an approach to music instruction. The 

techniques include movable-do solfège, rhythm sequence and notation, hand signs, etc. (Cong, 2016). 
9 Dalcroze eurhythmics was developed by Émile Jaques-Dalcroze (1865-1950), an approach to learning and 

experiencing music through movement, which consists of three critical components: eurhythmics, solfège and 

improvisation (Mead, 1996). 



 23 

could purchase musical instruments and teaching equipment according to their own 

conditions based on the reference document Catalogue of Kindergarten Teaching Toys 

and Equipment (National Education Committee, 1992). For example, based on local 

economic conditions, financially well-off kindergartens can purchase the number and 

types of instruments and equipment according to a 1st class category whereas not so well-

off kindergartens have a 3rd class (the detailed information in Appendix 3, where only 

musical instruments are presented). If the Province or city also publishes a relevant 

guideline for teaching equipment, the kindergartens will follow the local requirements. 

As mentioned before, Shandong Province published the Standards of Basic Conditions 

for Kindergartens in Shandong Province in 2010 and 2018 (Shandong Provincial 

Education Department), therefore, Shandong kindergartens have to follow these 

requirements to arrange the number and types of instruments and teaching equipment. 

Under the influences of Confucianism, government guidelines, and Western methods, the 

types of music in early childhood are varied, including traditional Chinese folk songs that 

promote a sense of nationalism, patriotism, and cultural heritage, children songs, and also 

some traditional Western songs (Reimers, 1989). Moreover, because of the popularity of 

the Orff approach, some kindergartens opened Orff lessons or bought Orff instruments, 

such as Chinese percussion instruments and Western instruments. 

1.5 Definition of Key Terms 

Depending on the context, the meaning of some words is different. Therefore, I will 

explain some terms that are crucial to the thesis, which could help the reader understand 
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my study better.    

• Kindergartens [You er yuan 幼儿园]. The name of formal early childhood settings 

in China, providing full-day programmes for children from ages 3 to 6 with 

education and care (Huo, 2015). Kindergarten attendance is not compulsory, but the 

government encourages all children to enter kindergartens. In general, there are 

three grades of children in Chinese kindergartens: (i) Junior Class [Xiao ban 小班], 

for children aged 3 to 4, the youngest children among kindergartens. It is the first 

year of children’s kindergarten study; (ii) Middle Class [Zhong ban 中班], for 

children aged 4 to 5, the second year of children’s kindergarten study; (iii) Senior 

Class [Da ban 大班], for children aged 5 to 6, the last year of children’s kindergarten 

study. 

• Universally beneficial private kindergartens [Pu hui xing min ban you er yuan

普惠性民办幼儿园]. These private kindergartens that have been established by 

individuals, but receive funding support from the government. Their fees should not 

be higher than that of public kindergartens. 

• Chain kindergartens. In China, some well-known private kindergartens open a 

chain of kindergartens in different cities or all over the country, the educational 

system of each of which is similar. 

• Musicking. This term was coined by Small (1998) to emphasise that music is an 

action and a process. Adopting this meaning in my study, the term is used to describe 
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all behaviour related to children’s formal and informal music activities in 

kindergartens and also its meanings. 

• Uses of music. Investigating ‘how’, the ways in which music is employed 

throughout the day in kindergartens, including who, what, when, and where (North, 

Hargreaves, & Hargreaves, 2004; McDonald & Stewart, 2008). 

• Functions of music. Investigating ‘why’, the reasons or purpose for the 

employment of music in kindergartens (North, Hargreaves, & Hargreaves, 2004; 

McDonald & Stewart, 2008). 

• Spontaneous musicking. Self-initiated musical behaviour or activity, which starts 

and ends spontaneously and without any planning (Omi, 1994; Young, 2006; Lin, 

2019). A subcategory of the musicking definition above. 

• Music education. In this study, this term refers to the teacher-led elements of 

musicking that children engage in. 

• Preschool education [Xue qian jiao yu 学前教育]. In China, this term is used 

interchangeably with early childhood education (Sun & Rao, 2017). 

• Teacher-centred Education. An education system that installs the teacher as the 

undisputed authority figure who makes all decisions with respect to the selection of 

teaching materials and the choice and delivery of teaching activities (Sium, 2014, p. 

7). 
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1.6 Research Questions 

In view of the above-mentioned facts, the thesis focuses on three interconnected research 

questions: (i) How does musicking occur throughout the day in selected Shandong 

kindergartens? (ii) What factors influence musicking in these kindergartens? and (iii) 

What are the differences in musicking between public and private kindergartens?  

1.7 Outline and Structure of the Thesis 

The thesis has been divided into eight chapters as follows: 

Chapter 1 has addressed the aim and rationale of this study, described the researcher’s 

role and interest in music education, explained the background of Chinese early 

childhood music education, and listed the research questions of the study. 

Chapter 2 will explore the relevant literature and theories to provide an overview of 

existing studies concerned with my research area. In the area of early childhood 

education, its history and development, and issues concerned with early childhood 

teachers will be outlined. In the area of early childhood music education, studies about 

the uses and functions of music, children’s musical abilities, the role of adults, and music 

teaching methods will be reviewed, and the studies related to Chinese early childhood 

music education will be critically discussed. Also, the important theories that will be used 

in my study will be discussed, explaining their meaning and showing how other studies 

have used them. 

Chapter 3 will focus on the methodology and methods, the methods used for this study 
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and the selection of participating kindergartens will be explained, and the research 

procedures and methodological justification will be evaluated. It will include details of 

three different methods: observation, teachers’ interviews, and parents’ questionnaire. 

Moreover, the results of the data collection and how I analysed the data will be displayed. 

Chapters 4–6 will show the findings of the study within the framework of 

Bronfenbrenner’s ecological system. Chapter 4 will focus on the microsystem level of 

children’s music education in kindergartens, the uses, functions, and meaning of music. 

It will categorise and explain the musicking in kindergartens, and also discuss the 

functions of each occurrence and discover the meaning of music in kindergartens. 

The occurrences of musicking in kindergartens involve both teachers and children, and 

each become an indirect environment. Therefore, Chapter 5 will group the musical 

influences of other microsystems and exosystems together, including teachers’ spaces, 

children’s families, and the connections between them and the musicking. It will show 

how teachers’ personal musical experiences, leadership, and other teachers influence 

teachers’ musicking, and also demonstrate how children’s musical experiences at home 

and parents’ participation influence children’s musicking in kindergartens. 

Chapter 6 will move to the next level, discussing the musical influences of the 

macrosystem and chronosystem, including policy, culture, and digital technology, and 

their changes and development over time. It will demonstrate how kindergartens 

implement policies about music; how culture influences musical instruments and 

teaching methods; and how the emergence and development of digital technology 
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changes the ways of involving music for both adults and children. 

Chapter 7 will be the discussion chapter, where the main findings of this study will be 

drawn together. It will outline the answers to the three research questions, discuss each 

key point, and compare it with relevant literature. Also, the implication and reflection of 

this study will be discussed, including the challenges facing children’s music education 

in Chinese kindergartens, and the reflection on and limitations of this research.  

Finally, in Chapter 8, the overall conclusion of this study will be put forward, and the 

main points of each chapter of the thesis will be summarised.
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Chapter 2 

Literature Review and Theory 

2.1 Introduction 

In this chapter, a review of the relevant literature and theories drawn on in this thesis is 

offered to provide an overview of studies concerned with aspects of early childhood 

(music) education. The chapter has been grouped into the following areas: Firstly, the 

overall development of early childhood education will be presented, including world-

wide and Chinese perspectives. Secondly, music in early childhood education will be 

discussed, including the value of music, the role of teachers and family, and associated 

issues concerning Chinese music education. Thirdly, theories that have been useful when 

undertaking my study will also be discussed, such as Bronfenbrenner’s ecological system 

theory and the notion of musicking.  

2.2 Early Childhood Education (ECE) 

This section reviews relevant aspects of early childhood education pertaining to my study 

from different perspectives, including its history from an international viewpoint, its 

development in China, and the standards of being an early childhood teacher.  

2.2.1 History and Theories on ECE and Their Influences 

There are many theories on early childhood education. Morrison (2014, pp. 75-102), for 

example, has divided the historical development of the discipline into five parts:  
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1. The period of foundation (1500 -1700) 

Martin Luther (1483-1546) encouraged the establishment of schools to teach children to 

read, he advocated for the translation of the Bible into the main local languages, which 

allowed all children to be educated in their native language (Morrison, 2014). The 

influence of Luther’s theories on today’s educational practices highlight a desire for 

universal education and literacy (Morrison, 2009). John Amos Comenius (1592-1670) 

wrote two influential books: The Great Didactic (1657), which outlined the principles of 

education; and Orbis Sensualium Pictus (The world of Senses in Pictures) (1658), which 

is considered as the first picture book for children (Morrison, 2009; Lascarides & Hinitz, 

2013). Comenius also stated that knowledge should be acquired through the senses 

(Morrison, 2014). John Locke (1632-1704) said that the mind is blank when children are 

born, but the environment determines children’s intellectual and cultural development 

(Morrison, 2009).  

(2) From naturalism to kindergarten (1700-1800) 

Jean-Jacques Rousseau (1712-1778) published the book Emile (1762), in which he 

presented his idea of advocating a natural approach on children’s education where 

children engage with their environment to suit their interests (Claydon, 1969). Johann 

Pestalozzi (1746-1827) illustrated that the mother is the most important influence on 

children’s growth, and the teaching method was observation and language (Silber, 1973). 

Robert Owen (1771-1858) believed that circumstances and society could shape 

children’s behaviour and character (Lascarides & Hinitz, 2013). Friedrich Wilhelm 
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Frobel (1782-1852) created a gift-based educational system to unfold self-activity and 

founded the ‘kindergarten’ (Garden of Children) (Morrison, 2009).  

(3) From kindergartens to children’s houses (1850-1950) 

John Dewey (1859-1952) argued for the growth of education and child-centred education, 

which emphasised children’s interests (Morrison, 2014). While Maria Montessori (1870-

1952) developed learning games and devices which were called ‘didactic materials’, 

including practical life exercises, sensory materials and academic materials (Povell, 

1992). Montessori also emphasised the idea that the role of the teacher is to guide children. 

As she said, “the teacher’s task is not to talk, but to prepare and arrange a series of 

motives for cultural activity in a special environment made for the child” (Montessori, 

1965, p. 131).                                                                                                                                                                                                                                                                                                       

(4) From politics to the classroom (1950-1962) 

According to Morrison (2014), education is “a direct outgrowth of social and political 

trends” (p. 82). Worldwide competition, like the launch of Sputnik, resulted in the 

development of science that influenced our views about education and teaching methods 

for children (Morrison, 2014).  

(5) From civil rights to today’s early childhood education (1962-present) 

Jean Piaget (1896-1980) developed cognitive developmental theory, and encouraged 

educators to use questioning to reveal children’s underlying thought processes (Gallagher 
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& Reid, 1981). Lev Vygotsky (1896-1934) believed that the cognitive development of 

children only occurs through their interaction with people, and based on this created the 

concept of ‘the zone of proximal development’ (Vygotsky, 1978, p. 244). Abraham 

Maslow (1908-1970) developed a theory known as the ‘Hierarchy of Human Needs’, 

which showed that the essential aspect of development is meeting basic needs by using 

appropriate resources (Morrison, 2009, p. 101). Urie Bronfenbrenner (1917-2005) 

created a theory called the ‘ecological system’, which stated that children develop 

“within the context of the systems of relationships that form their environment” 

(Morrison, 2014, p. 100). 

Many contemporary ideas of early childhood education are built on historical constructs 

of education. For instance, teacher-centred education and child-centred (student-centred) 

education. Influential educators, like Luther, Comenius, Pestalozzi, Frobel, Montessori, 

and Dewey, believed that teachers should provide an appropriate environment to serve 

children’s needs. Teacher-centred education is derived from a class-based teaching 

system，which was presented by Comenius (Liu, 2009). In the 1840s, teacher-centred 

education was developed by Johann Friedrich Herbart using three approaches: (1) 

classroom-based pedagogy; (2) lecturing; and (3) textbooks (Ning & Yang, 2014). 

Classroom-based pedagogy involves a large number of students in one class with one 

teacher in front of them; lecturing involves teachers always talking and students always 

listening in lessons; and textbook reading focuses on teaching content and material from 

select texts.  
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The opposite of teacher-centred education is child-centred education. The term ‘child-

centred’ was first presented by Dewey, and it has been a significant foundation of early 

childhood education since the time of Froebel (Morrison, 2009). The definition of child-

centred (student-centred) education is an education system in which teachers and students 

collaborate in teaching, learning, and the selection of teaching materials, as well as 

evaluation schemes (Sium, 2014, p, 14). Zhang (2007) suggests that child-centred 

education emphasises children’s interests, learning, and development, placing the teacher 

as a facilitator of learning for individuals.  

2.2.2 The Development of ECE in China 

In 1903, the first early childhood educational setting was established by the Qing 

government10 in Wuchang, Hubei Province. Called Hubei Kindergarten, it marked the 

beginning of public early childhood education in China (Huo, 2015). This kindergarten 

employed three Japanese teachers,11 they used Japanese methods and Japanese materials 

to teach children (Yu, 2017). In 1904, the Qing government promulgated the Presented 

School Regulation [Zou ding xue tang zhang cheng 奏定学堂章程] and named the early 

childhood institution ‘Meng Yang Yuan [蒙养院]’, and then established kindergartens in 

some large and prosperous cities (Huo, 2015, p. 3). At this time, early childhood 

education provided care for children from privileged and wealthy families (Feng, 2017), 

 
10 The ruling class in the Qing dynasty. 
11 In the Qing dynasty, China was defeated during the Sino-Japanese War of 1894–1895. Japan won in the Russo-

Japanese War of 1904-1905, which resulted in the Qing dynasty showing great interest in Japan’s modernisation. At 

that time, “Learning from Japan” became the main trend of reformation. The educational system was also copied 

from Japan. Though the kindergarten had been established, it lacked teacher resources. In order to solve this 

problem, Japanese instructors and teachers were introduced (Huo, 2015, p. 4). 
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and the influences of Japan were very strong in all aspects of Chinese early childhood 

education (Yu, 2017). According to Zhang (1936), the teaching style was teacher-centred, 

and teachers followed a timetable to teach children.  

In 1919, with the rise of the May 4th ‘New Culture Movement’, Western education models 

became popular. The famous Chinese scholar Shi Hu [胡适] (1891-1962) studied in the 

USA and presented the notion of ‘total Westernization’. He invited his advisor, John 

Dewey, to China for a lecture-tour so that Dewey’s progressive education theory and 

practice could be introduced to Chinese educators (Huo, 2015, p. 4). Many Chinese 

students went to American to study, and, according to the record (Zhou, 2005), about 

5,000 students studied in the educational research centre at the Columbia University 

Teachers’ College in the 1920s. The American early childhood education curriculum was 

adopted in China, and some other educational theories also came to China, such as 

Frobel’s approach and Montessori’s method (Yu, 2017). However, Heqin Chen [陈鹤琴] 

(1892-1982) noted that due to China’s history and cultural context being different from 

other countries, simply copying all these curricula and theories was not appropriate in a 

Chinese context (Dai, 2007). At that time, Chinese early childhood education was 

expensive and only wealthy families could afford it. Therefore, Heqin Chen applied 

scientific methods to undertake experiments to develop kindergartens (Lyu, 2003; Dai, 

2007). Some scholars and educators began to explore a way of combining Western and 

Chinese methods (Huo, 2015; Yu, 2017). In 1923, Heqin Chen established the first early 

childhood centre for educational research in Nanjing, called Gulou [鼓楼] Kindergarten. 
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After a decade of exploration, he developed a systematic curriculum theory that reflected 

both planning and flexibility, which was adopted by most kindergartens in China (Dai, 

2007; Huo, 2015). To be specific, the teaching activities were designed based on topics 

rather than subjects, and all activities were teacher-led but included activities in which 

children could choose depending on their interests (Dai, 2007).  

With the founding of the People’s Republic of China in 1949, a series of political, cultural, 

social, and economic reforms were adopted by the government. The reformation of early 

childhood education was based on the Soviet Union’s educational model. For instance, 

Dewey’s theory and Chen’s curriculum were replaced by that of N.A. Kaiipob (1893-

1978) and the subject-bases instruction of the Soviet Union (Huo, 2015). In 1951, the 

government issued a document called Decision to Change the Education System 

(Government Administration Council of the Central People’s Government), which was 

an important step in developing early childhood education in China. It established the 

normal education system and stipulated the training objectives for different levels of 

normal schools (Xun, 2013). This document helped early childhood education become a 

major part of the education system in China (Feng, 2017). Meanwhile, an increasing 

number of women had joined the workforce, which resulted in the early childhood 

services becoming more necessary (Feng, 2017, p. 58). As a result, kindergartens were 

mainly operated by state-owned enterprises and were set up for working families as social 

welfare in 1952. The number of kindergartens grew from 1300 to about 160,000, and 

enrolment numbers increased to 7.87 million between 1949 and 1978 (Tang & Zhong, 



 36 

1993). With such expansion, private kindergartens were allowed to be established in 1979 

(Cai & Feng, 2015).  

In 1979, the Chinese government implemented its one-child policy, which led to families 

devoting more attention to a single child, creating some social issues (Sun & Rao, 2017). 

For instance, the single child may become selfish, self-centred, and lack opportunities to 

develop their skills of social interaction and cooperation with others, which influenced 

children’s experiences in kindergartens (Falbo & Polit, 1986; Tobin, Wu, & Davidson, 

1989; Zhu, 2009). The one-child policy was not abolished until 2015.  

After 1979, early childhood education developed greatly, and the number of 

kindergartens reached 187,300 in 1996 (National Bulletin of Education Development 

Statistics, Ministry of Education, 1997).12 Since then, with the reform of the Chinese 

economic system, the economic benefits of many state-owned enterprises have declined 

and kindergartens have become a burden, thus, many kindergartens have been separated 

from the original state-owned enterprises and shut down, merged, or transferred their 

ownership (Bo, Xiong, & Wang, 2012). Also, because the birth-rate had been falling for 

many years under the influence of the one-child policy, the government thought the need 

for the number of kindergartens could be reduced. According to the National Bulletin of 

Education Development Statistics, the number of kindergartens dropped to 111,700 in 

2001 (Ministry of Education, 2002).13 It later turned out that the projected decline in the 

need for kindergartens was over-estimated, and the remaining number of kindergartens 

 
12 See http://www.edu.cn/edu/tjsj/zhsj/jiao_yu_fa_zhan/200603/t20060323_11628.shtml: (accessed 15 May 2020). 
13 See http://www.moe.gov.cn/s78/A03/ghs_left/s182/moe_633/tnull_844.html (accessed 15 May 2020). 

http://www.edu.cn/edu/tjsj/zhsj/jiao_yu_fa_zhan/200603/t20060323_11628.shtml
http://www.moe.gov.cn/s78/A03/ghs_left/s182/moe_633/tnull_844.html
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was not enough to allow all children to enrol. Also, the financial investment in early 

childhood education from the government was insufficient, hence, as described in 

Chapter 1, many private kindergartens were established between 2000 and 2008. During 

this period, enrolment numbers of children at kindergartens increased significantly, and 

according to records, the number of children in kindergartens grew to about 28 million 

in 2009 (Tang & Zhong, 1993; Department of Development and Planning, Ministry of 

Education, 2010). Further, there was marked progress in Chinese early childhood 

education policy. As well as the national guidelines noted in 1.3.3, there were many 

policies published for improving the development of early childhood education at that 

time. For example, Outline of the National Programme for Chinese Children’s 

Development in the 1990s (The State Council, 1992), Outline of the National Programme 

for Chinese Children’s Development 2001-2010 (The State Council, 2001), and the goals 

for next 5 years (2003-2007) of Opinions Concerning the Guide for Early Childhood 

Education Reform and Development (The State Council, 2003). In addition, the 

educational background and qualifications of kindergarten teachers were enhanced, and 

kindergarten teachers and researchers focused on improving the quality of early 

childhood education, such as the content of the curriculum and the design of children’s 

lessons (Feng, 2015; Jiang, Pang, & Sun, 2017). 

In 2010, the document Outline of the National Medium and Long-term Education Reform 

and Development 2010-2020 was implemented by the Ministry of Education, which 

regarded early childhood education as one of the six major tasks for the development of 
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education. This policy stated a universal one-year of early childhood education all over 

the country, mandating two years in more developed areas, and requiring three years in 

the most developed areas before 2020 (Feng, 2017, p. 66). On November 2010, the State 

Council passed the document Suggestions on Current Development of Early Childhood 

Education, noting that the government would provide funding for children from poor 

families, and give support to promote the development of early childhood education in 

rural and western areas of the country. In 2012, by following the general direction of the 

2001 document (Guidelines for the Kindergarten Curriculum (trial version)), the policy 

Guidelines for the Learning and Development of Children Aged 3-6 was published by 

the Ministry of Education, which was a guiding reference for the implementation of 

educational practices, providing the characteristics and standards of developing 

children’s education in different years. In 2016, the government issued the document 

Kindergarten Work Regulations and Procedures (Ministry of Education, 2016), which 

strengthened the scientific management of kindergartens and standardised the practices 

of running kindergartens. Further, based on the national documents, each province and/or 

city also made and published its own requirements for early childhood education in 

kindergartens as I demonstrated in the introduction chapter for Shandong Province. 

Although the number of kindergartens has grown in recent years, it still cannot satisfy 

demand. It is difficult for many families to find suitable kindergartens, especially families 

who live in communities without kindergartens, or for those who cannot afford the fees 

of private kindergartens. In order to solve the difficulty of entering kindergarten, in 2014, 
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the government published the document Opinions on the Implementation of the Second 

Three-year Action Plan for Preschool Education (Ministry of Education, 2014), which 

presented the concept of ‘universally beneficial private kindergartens’ for the first time. 

Universally beneficial private kindergartens are not for profit private kindergartens who 

can get funding support from the government, but the charge cannot be higher than that 

of public kindergartens. The application to become a universally beneficial private 

kindergarten was voluntary at that time, so only private kindergartens with low profits 

applied. However, in 2018, a new policy, Opinions on Deepening the Reform and 

Standardising the Development of Preschool Education was issued by the Chinese 

government’s Central Committee, which presented the opinion firmly resisting the high 

charges of private kindergartens and mandatory requirements for more private 

kindergartens to change to universally beneficial private kindergartens. Therefore, with 

the implementation of this policy, it can be speculated that there will be less ordinary 

private kindergartens but more universally beneficial (not-for-profit) private 

kindergartens in the future. 

2.2.3 Issue Concerning the Standards of Early Childhood Teachers   

Teaching children takes not only a love of them but also requires professional knowledge 

and skills. As such, some institutions have undertaken research to support the value of 

high-quality early childhood education and have published documents for teachers who 

are preparing to be early childhood teachers. These include the National Association for 

the Education of Young Children (NAEYC), the Division for Early Childhood of the 
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Council for Exceptional Children (CEC) and the National Board for Professional 

Teaching Standards (NBPTS) in USA. Their main publications are discussed below. 

NAEYC has listed seven standards for early childhood professional preparation in its 

document updated in 2011 (pp. 29-43): 

Standard 1: Promoting Child Development and Learning. For example, knowing and 

understanding children’s needs, characteristics, multiple influences and using knowledge 

to create an appropriate environment for children.  

Standard 2: Building Family and Community Relationships. Key elements are knowing 

and understanding diverse family and community characteristics and involving families 

and communities in children’s learning. An example was given by Morrison (2009) with 

learning some words of children’s home language and teaching them to other children.  

Standard 3: Observing, Documenting, and Assessing to Support Young Children and 

Families. Key points are using observation, documentation, technology or other tools and 

approaches to collect children’s information about learning, behaviours, progress etc. 

Standard 4: Using Developmentally Effective Approaches. Key elements include 

responsive relationships as the foundation of teachers’ work with children and their 

family, and understanding effective approaches for children’s education.  

Standard 5: Using Content Knowledge to Build Meaningful Curriculum. The content 

areas in early childhood were listed as: language and literacy; the arts, including music, 
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creative movement, dance, drama, visual arts; mathematics; science, physical activity, 

physical education, health and safety; and social studies. Using one’s own knowledge, 

standards, and other resources to design, implement, and evaluate curricula for each child. 

Standard 6: Being a Professional. Key elements include knowing ethical standards; 

engaging in continuous professional studies; collaborating with families, peers and 

parents; integrating knowledge, reflective and critical perspectives; as an advocate for 

children.  

Standard 7: Early Childhood Field Experiences. Opportunities to observe and participate 

in a variety of early childhood settings and work effectively with children of different 

ages.  

CEC and NBPTS also presented similar outcomes. CEC (2015) developed seven 

standards:  

(1) Learning development and individual learning differences; (2) Learning 

environments; (3) Curricular content knowledge; (4) Assessment; (5) Instructional 

planning and strategies; (6) Professional learning and ethical practice; and (7) 

Collaboration (pp. 1-9). NBPTS updated five core propositions in 2016: (1) Teachers are 

committed to students and their learning; (2) Teachers know the subjects they teach and 

how to teach those subjects to students; (3) Teachers are responsible for managing and 

monitoring student learning; (4) Teachers think systematically about their practice and 

learn from experience; and (5) Teachers are members of learning communities. From this, 
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it can be seen that the essentials of these standards in such institutions are the same.  

In China, there are no such specific documents about the standards for early childhood 

teachers. Thus, these standards could give me directions as to what aspects of teachers I 

should pay attention to during fieldwork, and also be regarded as references for the 

assessment of teachers’ abilities. 

2.3 Early Childhood Music Education (ECME) 

This section moves to early childhood music education, including the uses and functions 

of music, the developmental stages of children’s musical ability in early years, the role 

of adults on children’s musical development, and the methods of teaching music to 

children. These aspects could help me explain and analyse the research results. Issues 

associated with Chinese early childhood music education are also included, and provide 

some aspects that I can pay more attention to in my study with the aiming of helping me 

find out more about music education in China. 

2.3.1 The Uses and Functions of Music   

This review of the uses and functions of music is demonstrated through three perspectives: 

all of society, children in schools, and children in early childhood settings.  

From the perspective of all of society, Merriam (1964) notes that uses of music refer to 

“the situation in which music is employed in human action”, and functions of music 

concern “the reasons for its employment and particularly the broader purpose which it 
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serves” (p. 210). In his study, he lists ten overall functions of music, including emotional 

expression, aesthetic enjoyment, entertainment, communication, symbolic representation, 

physical response, enforcing conformity to social norms, validation of social institutions 

and religious rituals, contribution to the continuity and stability of culture, and 

contribution to the integration of society (pp. 219-226). Blacking (1967) analyses Venda 

children’s music and found that “many songs add to the meaning of a social event: they 

crystallize and confirm certain norms of behaviour” (p. 31), showing the idea that 

children’s songs can be a source of data to help us understand children, their musical 

thoughts and social and cognitive development. Kaemmer (1993) condenses Merriam’s 

list of functions and suggests four main functions of music: play, self-expression, 

communication, and politics, and also indicates that the meanings of music include three 

types: symbolic, aesthetic, and pragmatic. Cross and Tolbert (2008) show that the 

meaning of music activities might be regarded as a supplement to the specific 

circumstances that include music.  

From the perspective of children in schools, according to DEE (1999) and QCA (1999), 

music education in school develops a child’s ability to listen and appreciate music and 

encourages them to join both individual and communal music making, creating a sense 

of group identity and togetherness and increasing children’s self-discipline, creativity, 

and achievement. As shown in Chapter 1, many studies examine the importance and 

functions of music in education. For example, Swanson (1979) indicates that music is a 

subject that enables children to maintain a healthy contact with the world, and that music 
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helps people identify themselves as well as acting as a means of self-expression and 

recreation that children benefit from. Temmerman’s (1991) study describes the values of 

music from the perspectives of both intrinsic and extrinsic philosophy, such as the 

development of individual taste in music (intrinsic), and emotional and physical 

development (extrinsic). Similarly, Pugh and Pugh (1998) discuss the importance of 

music education from both its utilitarian value and its intrinsic value, detailing the 

following points. The utilitarian value includes the contribution of music education to 

children’s understanding of their culture, children’s social development (e.g. cooperation, 

responsibility, leadership, etc.), children’s enjoyment, children’s preparation for future 

working lives, children’s general scholastic development (e.g. intelligence, memorising, 

speech, reading, etc.), physical development, and moral and spiritual development (pp. 

2-8). While the intrinsic value includes music as an element in a child’s lives, music as a 

language, and music as the expression of emotion (pp. 9-11). Wright (1998) shows that 

as music education is beneficial for children’s physical, emotional, and social 

development, children should have equal opportunity to access music education in 

schools. A study by Pound and Harrison (2003) shows that through joining in music 

activities, children’s social interaction, collaboration, and their sense of identity can be 

promoted, as well as their spiritual, moral, and cultural development. It also demonstrates 

that children’s understanding of music contributes to the development of their literacy, 

creativity, and mathematics abilities. Mills (2005) argues that music is a unique form of 

communication that can affect children’s feelings, thinking, and action, and is seen as 

part of individual development, creativity, and expression.  
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Some Chinese studies also indicated the importance of music education for children. For 

instance, in Lyu’s (2012) study, she shows that music education has a positive effect on 

children’s overall development, including physical development, linguistic development, 

cognitive development, emotional development, and individuality development. Ma’s 

(2013) study shows that musical learning helps the development of children’s cognitive 

function, which then relates to children’s creative development. A paper by Yang, Fang, 

Xu, and Shen (2015) not only suggests the value of music on children’s linguistic and 

creative development but also indicates that children’s self-discipline and attention are 

improved in the process of learning music, which could help their scholastic development. 

Similarly, Tang (2016) discusses four main benefits (functions) of music on children’s 

development: (i) improving children’s intelligence; (ii) improving children’s attention; 

(iii) contributing to children’s physical exercises; and (iv) improving children’s moral 

development. Yan (2016) proposes that exposure to music supports children’s spiritual 

development and arouses children’s interests in musical learning.  

Music also plays a significant role in early childhood settings. In such contexts, routine 

classroom activities are made easier with music. For instance, a ‘good morning’ song or 

‘goodbye’ song can be used as group activities, and new music experiences can be 

introduced when children are resting (Nye, 1975). Moreover, music can be used to 

transition children from one activity to another, as verbal instructions for some routines. 

An example of this is the teacher singing or playing an appropriate song when it is time 

for lunch or refreshments. In order to engage in routines, all children must learn to follow 
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the teacher’s directions (Nye, 1975, p. 111). Teachers can select songs to direct children 

to complete actions while they listen, such as stand up, go outside, or clean up. The 

studies by Tang (2016) and Yan (2016) in China also show that using music in 

kindergartens supports children to integrate into the group and increases the interaction 

between teachers and children. In New Zealand, some studies focus on the role of music 

in early childhood centres. For example, Willberg (2002) presents the function of music 

in early childhood centres, which can be divided into three themes: (i) music for fun; (ii) 

music for learning, including musical learning (e.g. singing in tune), and non-musical 

learning (e.g. count, language); (iii) music for sleeping/relaxing (pp. 11-16). Bodkin 

(2002) used Willberg’s model when she conducted research in early childhood centres, 

but she found it was not appropriate because some centres did not have a sleep time, so 

she created a new framework based on Willberg’s model for including the following ways 

of using music: (i) music and group gathering; (ii) spontaneous musicking; and (iii) 

secondary use of music (p. 56). Two main functions of music for children are reflected 

in her study: physical responses and aesthetic enjoyment.  

From the examples of the literature, it can be seen that there are many ways of 

distinguishing, classifying, or summarising the uses and functions of music. The 

examples noted here have helped me analyse, code, and classify the data collected in my 

own study. 

2.3.2 The Developmental Stages of Children’s Musical Ability in the Early Years 

It is important for researchers to know children’s developmental patterns, which are 
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useful in understanding what abilities are relevant to music so that we can plan optimum 

growth for children. As shown in the following list, many researchers have studied 

children’s musical abilities at different ages and made suggestions regarding these 

developmental stages (e.g. Moog, 1976; Haines & Gerber, 1980; Shuter-Dyson & Gabriel, 

1981; Sloboda, 1985; Gardner, 1994; Duffy, 1998; Pound & Harrison, 2003; Custodero, 

2010):  

1. The first year 

At this age, babies enjoy listening to music and are alert to melody, pitch, and rhythmic 

structure, as well as responding well to music with a strong regular beat or simple musical 

themes (Gardner, 1994; Pound & Harrison, 2003). According to Duffy (1998), babies 

associate the sound with objects they use, such as the sound of a spoon on a dish. Infants 

show preferences for a particular kind of music (Pound & Harrison, 2003). Also, Trehub 

(2019) notes that infants learn music by being encouraged to self-regulate. For example, 

when a mother sings lullabies gently and rocks her baby, it calms and assists the baby to 

learn strategies to calm and regulate him/herself (Williams & Lewin, 2014).  

2. From age 1 to 2 years old 

At this age, children are able to imitate rhythms and tempos when they play with adults 

(Haines & Gerber, 1980). Children like emphasizing the rhythm, and repeating one 

syllable words (Haines & Gerber, 1980; Pound & Harrison, 2003). Moreover, they show 

increasing interest in making the sound of objects and materials, and also musical 
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instruments (Pound & Harrison, 2003, p. 24).  

3. From 2 to 3 years old 

At this age, children like to clap as an expression of rhythm, and clapping in different 

tempos can be accurate if an adult helps them (Haines & Gerber, 1980; Pound & Harrison, 

2003). Moog (1976) notes that children can respond to different tempos in music through 

movement, and singing short parts of a tune. Listening to different tempos/moods of 

music supports children’s emotional self-regulation (Williams & Lewin, 2014). Also, 

Gardner (1994) suggests that the vocalization of children in this stage often has a melody 

ending on the lowest musical note of a descending pattern. 

4. From 3 to 4 years old 

At this age, children like to sing together and repeat familiar songs (Haines & Gerber, 

1980; Pound & Harrison, 2003). They cannot only imitate sounds, rhythm, and tones, but 

can also improvise simple songs to which they can add familiar words, melodies, or 

rhythms (Moog, 1976; Haines & Gerber, 1980; Sloboda, 1985). 

5. From 4 to 5 years old 

At this age, children are able to sing songs with greater accuracy of pitch, and recognize 

familiar songs without words (Sloboda, 1985). Duffy (1998) indicates that children of 

this age enjoy listening to recorded music, and their musical knowledge increases, 

including abilities such as naming some instruments. Moreover, according to Haines and 
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Gerber (1980), a five year old child cannot only learn simple dance steps and adapt them 

to musical rhythms, but also play instruments accurately, and create and notate their own 

melodies (p. 35).  

6. From 5 to 7 years old 

At this age, children’s ability to reproduce song words increases markedly year by year 

(Welch, 1998). Some research (e.g. Shuter-Dyson & Gabriel, 1981; Sloboda, 1985) 

demonstrates that children are aware of cultural conventions of music, and have the 

ability to recognise the changes in tonal melodies (Pound & Harrison, 2003, p. 31). 

Children of six years old have a strong sense of rhythm and are able to understand the 

concept of rhythmic patterns, and their ability to play pitched and non-pitched 

instruments increases (Haines & Gerber, 1980, p. 37). Children of seven years old are 

able to learn to sing simple canons, and, when the teacher sings another part they can 

hold a melody, as well as play instruments (Haines & Gerber, 1980, p. 39).  

These are some of the characteristics of children’s developmental music ability, but at 

the same time, children’s learning and development depend on the nature of teaching and 

adult intervention (Pound & Harrison, 2003). Therefore, adults play a significant role in 

children’s musical development.  

2.3.3 The Role of Adults in Children’s Musical Development 

As mentioned above, children’s musical development is inseparable from the efforts and 

cooperation of adults. When examining the overall situation of early childhood music 
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education in kindergartens, it is important and helpful to study the different 

responsibilities and roles of adults in children’s music education. The following list 

shows the roles of adults from different perspectives, including early childhood settings, 

teachers, and family. 

Early Childhood Settings 

Early childhood settings should have a music area in the classroom, where resources are 

gathered for music making and contain materials, space and media (Nye, 1975; Pound & 

Harrison, 2003). To be specific, Pound and Harrison (2003) suggest that a good music 

area might contain a variety of instruments, for example, instruments made from wood 

and metal, instruments played by beating, shaking, and scraping, pitched and non-pitched 

instruments, and instruments from different cultures. Moreover, children should have 

access to materials, for instance, songbooks (game songs, action songs, songs that tell 

stories, and songs from different cultures or in different language), visual materials 

(pictures of various instruments or musicians), and objects that make sounds (Pound & 

Harrison, 2003). Also, it is recommended that children use media, such as a recorder, CD 

player, or computer. According to Pound and Harrison (2003), children like making 

recordings of their own music making, and they should have opportunities to listen to 

different styles of music and songs (p. 105).  

Outdoor areas are also an important part of children’s music education. They not only 

allow children to use large equipment or make loud noises, but also encourage children 

to explore the sound of nature, like wind, trees, and rain (Pound & Harrison, 2003). Nye 
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(1975) also presents the importance of the playground environment, noting that children 

can use their senses (seeing, hearing, smelling, tasting, and feeling) to learn about shapes, 

sizes, colours, movement, and sounds (p. 12). In addition, outdoor play can help children 

release tensions and learn about nature (Nye, 1975).  

Teachers 

The teacher’s attitude, ability, and approach play a significant role in children’s music 

experience. Firstly, teachers should be full of enthusiasm and participate in music 

activities (Haines & Gerber, 1980; Campbell, 2004; Trinity College London, 2005). 

Secondly, teachers should have the ability to plan and organise appropriate musical 

activities for children (Haines & Gerber, 1980; Trinity College London, 2005). In order 

to improve their musical skills, teachers who lack confidence in teaching music should 

attend workshops and ask for help from experienced teachers (Haines & Gerber, 1980, p. 

19). Swanson (1979) notes that when teachers have musical skills, the responsibility for 

children’s music in the class remains with the teachers and they must meet this challenge. 

Pugh and Pugh (1998) say that planning is as essential to music, and teachers must know 

what to achieve, how to achieve it, and whether the use of time is effective. Moreover, 

Campbell (2004) mentions that teachers should “shape the musical knowledge and skills 

of their students step by small step, fashioning a sequence that fits individual and 

collective learning paces and styles” (p. 4). She also notes that behaviour relating to good 

music teachers includes “frequent eye contact with children, focused energy, carefully 

structured programme that maintain children’s attention on tasks, minimal teacher talk, 
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and clear musical cues, gestures, and directions” (Campbell, 2008, p. 11). In addition, 

teachers should accept and appreciate children’s spontaneous music making, including 

songs, movements, and experimentation (Haines & Gerber, 1980). Another important 

aspect is that teachers should know how to communicate with parents, for instance, 

teachers should arrange parents to observe or assist their music lessons, inform parents 

about children’s interests, needs, and progress, or invite parents to prepare a performance 

with their children (Nye, 1975).   

Family 

The home environment is a crucial factor in the development of children’s music 

activities and children’s communication ability, creativity, and expressiveness. Shelton 

(1965) reports that many factors affect parents’ capacity to contribute to children’s 

musical development, for example, the opportunities that parents give children to listen 

to music and sing with family members, and the ability of parents to sing. Nye (1975) 

notes that if children are encouraged to sing, listen to different types of music from 

recordings, television or radio, they will be more likely to join school music activities (p. 

9). Likewise, Pound and Harrison (2003) indicate that parents need to create an 

environment where music is integrated into everyday life in the home so that children 

see music as a normal part of experience and do not feel uncomfortable around music. 

Moreover, Nye (1975) states that parents should be encouraged to learn simple 

instruments and share musical knowledge with children, and they also need to give 

children enough time to discover aspects of music by themselves (p. 9). Furthermore, 
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parents should also be encouraged to assist and observe teachers and children in school, 

and spend time with children in discussing their encounters with music (Nye, 1975). 

Carlton (1987) suggests that parents should provide opportunities for children to explore 

sound making materials and the surrounding sounds in which they live. Also, from the 

perspective of children’s musical achievement, McPherson (2009) states that parental 

goals influence practices of children’s musical learning, and thereby children’s musical 

outcomes: 

In music, parental styles and practices help satisfy children’s most 

basic psychological needs, which are to feel competent, to feel that 

they have some control over the choices to be made during the learning 

process, to feel a strong bond between their parents and their teachers 

within a non-threatening learning environment and to enjoy the success 

that comes from engaging meaningfully as a result of personally 

rewarding musical experiences. (p. 95) 

This idea reminds me that in my research, it is necessary to pay attention to know what 

parents want their children to achieve in musical learning and its influences on children’s 

musical experiences.  

2.3.4 Methods of Teaching Music to Children  

The methods teachers use to teach children music are directly related to children’s music 

education. This section reviews literature pertaining to pedagogical methods from both 

international and Chinese spheres. 

From an international perspective, there are many methods of teaching music in 
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children’s organised music sessions during early childhood. Generally speaking, there 

are three well-known pedagogies in music education: Dalcroze, Kodály, and Orff 

(Campbell & Scott-Kassner, 2006). To be specific, Dalcroze eurhythmics was developed 

by Émile Jaques-Dalcroze (1865-1950), and offers an approach to learning and 

experiencing music through movement. The Dalcroze approach consists of three critical 

components: eurhythmics, solfège, and improvisation (Mead, 1996), which focus on 

allowing children to gain physical awareness and experience music through training that 

utilises all of the senses, particularly kinaesthetic activities (Zhang & Berggren, 2012). 

Eurhythmics means that children can learn rhythm and structure by listening to music 

and expressing what they hear through spontaneous bodily movement; solfège helps 

develop ear-training and sight-singing skills; improvisation allows children to express 

freedom by using instruments, movement, and voice (Mead, 1994; Schnebly-Black & 

Moore, 2003). The Kodály method was developed by Zoltán Kodály (1882-1967) as an 

approach to music instruction. The basic idea of the Kodály method is that music belongs 

to everyone, and the goals of this method are inner hearing and music literacy (Campbell 

& Scott-Kassner, 2006, p. 49). The Kodaly method uses hand signs to provide a visual 

aid during singing exercises, and this technique assigns to each scale degree a hand sign 

(Cong, 2016). The Orff approach was developed by Carl Orff (1895-1982), and it is an 

approach for expressing musical experience. It combines music, movement, and speech 

into lessons that are similar to the child’s world of play (Shamrock, 1997), and it is a 

‘child-centred’ way of learning music that treats music as a basic system that every child 

can learn within a gentle and comfortable approach (Campbell, 2007; Wang, 2012). In 
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America, there are four stages in the process of the Orff approach: imitation, exploration, 

literacy, and improvisation (Campbell & Scott-Kassner, 2006). 

From the perspective of Chinese music education, generally speaking, there are three 

approaches to music teaching for Chinese students, which are all teacher-centred: (i) oral 

teaching, which was developed from School Songs [Xue tang yue ge 学堂乐歌] in the 

Qing Dynasty (Li, 2013). In the process of teaching a song, the teacher demonstrates it 

to the children, who in turn imitate the teacher’s voice, tone and breath; (ii) expository 

strategies, an approach to imparting knowledge of music theory and music pieces to 

children according to the teacher’s understanding, which means children learn by rote 

memory and cramming (Fan, 2009); (iii) action imitation, which is widely used for 

learning instruments or dance, where children imitate the teacher’s gestures, actions, or 

rhythm in the performance (Fan, 2009). On the whole, the first and second approaches 

occupy most of the class because the most common activity is singing and there is little 

other activity in music lessons (Wang, 2011).  

2.3.5 Issues associated with Chinese ECME  

This part of the chapter provides a review of relevant studies that present issues from 

different perspectives about Chinese early childhood music education.  

Since the 1990s, under the influence of quality education, the idea of all-rounded 

development became a new direction within Chinese early childhood music education. 

From then on, the theoretical study of early childhood music education began to develop 
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(Chen & Wang, 2012). According to Yan (2012), “Different cultural perspectives and 

philosophies permeate all aspects of society, including education” (p. 7). One 

interpretation of this dichotomy is that Chinese culture emphasises collective similarity 

and control in society (Ho & Law, 2006), whereas Western philosophy emphasises 

creativity and individuality (Mills, 2005). However, there geographically vast countries 

like China, which are multicultural and multiethnic, where the idea of control is not 

negative but part of a system of governance. These differences inevitably also affect 

music education in China, such as teaching style and curriculum content (Yan, 2012). 

The teaching style emphasises orality in a teacher-centred traditional way (Benson & 

Fung, 2005), which means teachers are always talking in lessons and there is little 

interaction between teachers and children. The issue of the teacher-centred teaching style 

has been debated in many studies. Wang (2016), Kong (2019), and Liao (2019) note that 

the teacher-centred approach in China ignores the individual development of children. 

For instance, in music lessons, all activities are grouped and children have little or no 

time for individual music-making so that it is hard for them to develop their individual 

musical skills and creativity. Wu and Liang (2014) also indicate that the teacher-centred 

style has led to the restriction of children’s independence, whereas children in Western 

countries have many opportunities to make music by themselves, which increases 

children’s confidence, independence, and cooperation.  

From the perspective of the content of the music curriculum, Xue (2018) mentions that 

singing activities occupy most of the music classes, which resulted in the music lessons 
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being short of fun. Zhang (2018) comments that many kindergartens do not provide 

music teaching materials for teachers, which means the quality of teaching is hard to 

guarantee. Thus, the achievements of children in music might be greatly reduced. For the 

kindergartens who use their own textbooks, Zhang (2009) argues that most of the music 

resources in these textbooks are combined from early childhood music magazines and 

various versions of kindergarten textbooks, which are scattered and unsystematic. Guo 

(2019) finds that the teaching content is difficult to combine with children’s actual 

cognition so that children’s interest in learning cannot be aroused. Similarly, Liao (2019) 

also notes the negatives of teachers’ choices of teaching content, where teachers often 

choose content from the perspective of adults and according to their own musical 

preferences. For example, in song teaching, children’s age characteristics are not always 

taken into account by the teacher. Children’s voice range is not fully considered, resulting 

in some songs that are too difficult, or the pitch is too high, and therefore are not suitable 

for children to master. Moreover, he also argues that the setting of teaching objectives for 

music lessons only considers the age characteristics of children rather than considering 

the differences between children with different levels of development. Teachers only 

follow one teaching plan to carry out music activities for all children and cannot meet 

the needs of all children in the development of their musical ability. 

From the perspective of the outcome of music activities, many studies are critical of 

teachers focusing only on the results of children’s musical learning. To be specific, Ma 

(2013) finds that in children’s music lessons, teachers only focus on the achievement of 
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the teaching task and ignore the cultivation of children’s interests. Guo (2019) and Kong 

(2019) also present similar arguments. Guo (2019) notes that the emphasis on children’s 

musical learning improves children’s musical skills but ignores the characteristics of 

children’s physical and mental development. She also emphasises the idea that the most 

important thing when children are learning music is for them to experience music and 

express music, hence, children’s music teaching should focus on children’s feelings. 

While Kong (2019) indicates that for children’s music performances, whether a rehearsal 

or a formal performance, teachers only focus on children’s musical skills such as the 

accuracy of tones in singing, the standardisation of dance action, and the tidiness of 

musical instrument performance. This is the same in music lessons. Such actions ignore 

children’s feelings, understandings, and emotional experiences in the process of musical 

learning, as well as children’s ability to express and create music.  

From the above studies, it can be seen that most of the Chinese literature only focuses on 

music lessons and children’s musical learning. Although some Chinese researchers have 

realised other types of musicking in recent years, such as music area activities (Wang, 

2019; Zhu, 2019; Yuan, 2020) and the uses of music during transitions between activities 

(Wang, 2019; Han, 2020; Jing, 2020), these studies were limited by only focusing on one 

area of musicking. Also, some Chinese researchers have explored children’s music 

education in different kindergartens (Han, 2010; Zhang, 2010; Tan, 2019; Li, 2020), but 

the types and numbers of kindergartens in these studies were few and limited, and only 

focused on music lessons. 
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Some studies have focused on teachers’ abilities in music. For instance, Zhang (2009) 

and Zhang (2018) find that more public kindergarten teachers have a bachelor’s degree 

than private kindergarten teachers, but the majority of kindergarten teachers are diploma 

holders. Hence, she argued that the overall educational level of kindergarten teachers is 

low. Zhang’s (2009) study also finds that the majors of kindergarten teachers were 

different, with most of them majoring in early childhood education or music, with a minor 

proportion from other majors, which resulted in different teaching results. The musical 

skills of the teachers who studied early childhood education are limited, while those who 

studied music lack the knowledge of the physical and mental characteristics of children 

and early childhood teaching methods, and teachers of other majors are not good at either 

music or education. Similarly, Zhang (2010), Xue (2018), and Kong (2019) also 

demonstrate that teachers’ musical abilities need to be improved, and Zhang’s (2010) 

paper lists the weaknesses of musical abilities described by teachers themselves, 

including their organisational capability in music activities, their creative capability in 

music, dance, rhythm, or games; basic music theory, the skills of playing musical 

instruments, improvisation ability, music appreciation ability, and the concept of music 

education. 

Further, some studies have expressed ideas about children’s parents such as Zhang (2009), 

Kong (2019), and Liao (2019). To be specific, Kong (2019) and Liao (2019) present the 

utilitarian thought of children’s parents. For example, parents tended to force children to 

learn and practice musical skills based on their own wishes and ideas. If children failed 
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to achieve their parents’ requirements they would be blamed. Such behaviour goes 

against children’s development and learning and ignores their learning interests and 

experiences, which inevitably harms children’s emotional mood, character, and self-

confidence. This would affect their healthy growth and be detrimental to the development 

of children’s potential in music. Also, it was found that most parents regard music 

education as a means to increase their children’s future survival, which leads to an 

overemphasis on the practice of musical skills and neglect of the intrinsic aesthetic and 

spiritual value of music on children. In contrast, Zhang’s (2009) study shows a different 

idea. In her study, on the question of the reasons for children to learn music, more than 

half of the parents chose children’s interests, and only a third of the parents chose future 

examinations of high school and university and future jobs. Thus, she thinks that most of 

the parents have an accurate understanding of children’s musical learning. However, with 

regard to the outcome of children’s music education in kindergartens, Zhang found that 

more than 70% of the parents placed the highest value on the option of producing children 

who can sing simple children’s songs, which reflected the idea that parents still pay more 

attention to children’s musical learning rather than its intrinsic value. As a result, it can 

be seen that parents’ views would benefit from some development. 

Lin (2011) notes another important viewpoint, which is that, across different regions and 

conditions, the development of music education is not balanced. Yan (2016) agrees and 

suggests an imbalance in the development of the economy, society, and culture. Some 

regions are rich but some are poor, which meant the government policies in music 
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education could not be implemented in some kindergartens. These poor kindergartens 

lack professional teachers and the teaching skills were limited.  

The study of music education in other (Western) countries can be helpful in providing 

ideas that can be applied to music education in China (Yan, 2012). For instance, music 

lessons in some Western countries generally involve a mix of teacher-centred and child-

centred approaches (Mills, 2005). But in China, teacher-centred approaches occupy most 

of the class. Children have many opportunities to do individual music making or 

spontaneous music making in Western countries, but there is little of this in China. 

Aspects of the teaching style, music teaching content, and materials are related to 

children’s motivation in music lessons. Chen (2014) suggests that with the current ways 

of teaching music in China, children lack motivation and interest in music lessons.  

2.4 Theory 

There are two important theories that underpin my study: Bronfenbrenner’s ecological 

system and Small’s notion of musicking. This section focuses on these two theories, 

reviewing the concepts and how they have been applied in case studies. 

2.4.1 Urie Bronfenbrenner’s Ecological System 

This research is situated in the context of early childhood education, it also draws on the 

wider discipline of education. The model that structures the thesis is derived from 

Bronfenbrenner’s ecological system of human development, which acts as a theoretical 

framework used in my study. Bronfenbrenner’s model, other models of human 
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development, and how other people have used Bronfenbrenner’s model are discussed 

below. 

According to Bronfenbrenner (1979), there are many different levels of environmental 

influences that can affect human development (Figure 7), starting from people and 

institutions immediately surrounding the individual to nationwide cultural forces. To be 

specific, the innermost level is called the microsystem, which means the immediate 

environment. It can be the family, the school, peers and so on. The next level is the 

mesosystem, which means interconnections between two or more settings of 

microsystem. For instance, for a child, the relationship between family, school, and peers. 

The third level is called the exosystem, which means an indirect environment which still 

affects people, such as neighbours, parents’ friends, or parents’ workplace. The fourth 

level is called the macrosystem, which refers to subculture, culture, or social class. 
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Figure 7. Bronfenbrenner’s ecological model. 

Bronfenbrenner later accounted for the influence of time and added a fifth level, the 

chronosystem, which accounts for factors such as the timing of a parent’s death or the 

physiological changes as a child experiences as they age. However, an increasing number 

of studies have found that changes over time do not merely occur within the human being 

but also in the surrounding environment, and more importantly, not only over the life 

course of an individual but also within the historical context (Bronfenbrenner, 1993, p. 

40). This theory has been called ‘bioecological systems’ to underline the child’s own 

biology as a primary environment that is the fuel for a child’s development (Paquette & 

Ryan, 2001). Bronfenbrenner placed a greater emphasis on processes, dynamic nature, 

and the role of the biological person. The Process-Person-Context-Time model (PPCT) 
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has become the essence of this theory (Hayes, O’Toole, & Halpenny, 2017). 

There are also many different theories about human development, such as Sigmund 

Freud’s (1856-1939) psychodynamic theory, Erik Erikson’s (1902-1994) psychosocial 

theory, Jean Piaget’s (1896-1980) cognitive developmental theory, and Lev Vygotsky’s 

(1896-1934) cognitive-mediation theory (Christensen, 2010, p. 119). To be specific, the 

theories of Freud and Erikson propose a phase-stage concept, which divides childhood 

or the life span into several stages. However, the phase-stage theory presents only a view 

of “general developmental characteristics for a generic individual postulated to be 

common to all people” and “does not accommodate the details” (Gallahue, Ozmun, & 

Goodway, 2012, p. 27). Piaget’s theory refers to the interactive process between biology 

and environment, suggesting that the development is not a transition from one period to 

another but a continual process (Gallahue, Ozmun, & Goodway, 2012), which created a 

revolution in the theory of human development (Christensen, 2010). Vygotsky believes 

that “learning is a social process in which teachers, adults, and children form a supportive 

scaffolding” (Christensen, 2010, p. 119). In comparison, Vygotsky thought of all factors 

as equally important for the individual, but Bronfenbrenner focuses on the relationships 

between them: “everything is interrelated and interacts with each other”, between people 

and between their different systems (Christensen, 2010, p. 119). He emphasised a 

“progressively more complex reciprocal interaction with objects and symbols” 

(Bronfenbrenner & Morrison, 2006, p. 814). Bronfenbrenner’s ecological theory makes 

a contribution to people’s understanding of an individual’s behaviour in relation to their 
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surrounding environment and allows people to analyse and explain the process of child 

development (Christensen, 2010). As a result, his theory has been used repeatedly in the 

study of early childhood education. However, some of his views have been criticised by 

some scholars. For example, Bronfenbrenner thinks that children develop within a 

context, but Paquette and Ryan (2011) note that the individual’s condition and ability also 

play a significant role on influencing their development. A study by Drakenberg (2004) 

complements Bronfenbrenner’s theory, stating that “the patterning of environmental 

events, transitions over the life course and socio-historical circumstances” influences 

people’s development (Christensen, 2010, p. 121). Moreover, a standpoint of integrating 

resilience into Bronfenbrenner’s theory is presented (Bernard, 1995; Engler, 2007; Miller, 

2005), because resiliency can help people understand and explain the individual’s 

capacity better. Engler (2007) argues that Bronfenbrenner’s theory only describes the bad 

effects of the individual’s growth in a negative environment, and does not provide a way 

to explain how the individual overcomes adversities in their circumstances. Also, 

according to Tudge, Mokrova, Hatfield, and Karnik (2009), Bronfenbrenner never 

provided a clear methodological guide to help us to apply his theory (p. 207).   

The meaning of theory is to provide a framework to explain connections among the 

phenomenon under research and to provide a discerning perception to discover new 

connections (Tudge, Mokrova, Hatfield, & Karnik, 2009, p. 198). In the area of music 

education, some researchers (e.g. Bodkin, 2002; Lum, 2007; Leu, 2008) have used 

Bronfenbrenner’s ecological system in their studies. To be specific, Bodkin (2002) uses 
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Bronfenbrenner’s ecological theory as a framework to illustrate her study of teachers, 

music, and identity in early childhood education in New Zealand. Her research 

successfully examined the development of early childhood teachers as teachers of music 

and used the model to study teachers, from the microsystem of the teacher and music in 

early childhood centres, to the mesosystem of the connections between the centre and 

other microsystems (e.g. personal life, professional experience, etc.). This led to the 

exosystem that includes children, parents, community, and visitors; and finally, to the 

macrosystem level of nation and culture. Lum (2007) notes that Bronfenbrenner’s 

ecological system serves as a comprehensive way for music educators to examine 

children’s musical identities, and the uses and functions of music in children’s lives. 

Lum’s (2007) study uses Bronfenbrenner’s ecological model to explain and shape the 

scope of his study of children’s musical culture and its influences in Singapore. In Lum’s 

study, he investigates in a primary school and examines the formation of children’s 

musical identity from macrosystem to microsystem. The macro- and exosystem in his 

study include the dimension of country (e.g. the Singapore context, education system, 

and music curriculum), and the implementation by the primary school (e.g. music 

programme, views of music coordinator, and the principal). The meso and microsystem 

are divided into two aspects, school and home, that refer to detailed music activities in 

the children’s immediate environment. Leu (2008) also adapts Bronfenbrenner’s model 

to examine the factors that influenced children’s musical development in Taiwan. In her 

study, the microsystem level includes Taiwanese family structures, early childhood 

education systems, and the interaction between children and adults. The mesosystem 
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refers to the child-parent-teacher relationships, the exosystem is early childhood teacher 

training, and the macrosystem is the educational policies. It can be seen that the 

adaptation of this model is different in these studies, but the common point is that all of 

them only find influences from the microsystem level to the macrosystem level. From 

the literature so far, it could be said that Bronfenbrenner’s system has not been widely 

used in the music education field, especially in China. Further, from the perspective of 

each level of the model, the research about the influences of the chronosystem is also 

lacking. In the field of music research, no relevant studies relating to the chronosystem 

have been found. For my study, Bronfenbrenner’s model was very close to what I was 

trying to show, and it maps many different elements and explains how they come together. 

It has been applied in my research as the framework for analysing data and structuring 

the thesis.   

2.4.2 Musicking 

In the discipline of music research, musicking means behaviour involved in music 

making. Music activities cannot exist without behaviour, so the notion of musicking is 

immersed in my study. This part of the chapter explains this term and explores how others 

have approached this notion. 

The term ‘musicking’ was coined by Christopher Small (1998), who wanted to highlight 

that music is not only a noun but also an action – a process. Small defines the term of 

musicking as follows:  
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To music is to take part, in any capacity, in a musical performance, 

whether by performing, by listening, by rehearsing or practicing, by 

providing material for performance (what is called composing), or by 

dancing. We might at times even extend its meaning to what the person 

is doing who takes the tickets at the door or the hefty men who shift 

the piano and the drums or the roadies who set up the instruments and 

carry out the sound checks or the cleaners who clean up after everyone 

else has gone. They, too, are all contributing to the nature of the event 

that is a musical performance. (p. 9)  

Blacking (1973) indicates that music is a product of human action and is humanly 

organised sound (p. 10). Small (1998) states that the act of musicking will bring into 

existence a complex web of relationships for the duration of the performance (the 

relationship of physical setting, the relationships between listeners, performers, 

composers, and anyone else involved, and the relationships between sounds). In this 

process, people explore, affirm, and celebrate their concepts of how they relate, and how 

they ought to relate, to other human beings and to the rest of the world. In this way the 

participants not only learn about the relationships but also experience them in action. A 

study by Nyland and Ferris (2010) supports Small’s idea and shows that music 

performances create a sensitive relationship between performers and audiences. In their 

study, teachers are performers in the singing group and children are members of the 

audience. They find that the teacher performers were in the habit of paying attention to 

children’s responses, and similarly, for children, the unusual relationship with the 

performers resulted in their responses not being the same as those in other performances 

they have experienced. Reily and Brucher (2018) argue that musicking is “an effective 
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technology of interactivity that is used throughout the world in mediating people’s 

relations to their localities, shaping their commitments to the locality and to the people 

with whom they interact within it” (p. 2). They also note that musicking represents a 

broad sense of music, which involves any form of musical engagement with music, and 

encourage researchers to “explore the full gamut of arenas in which human musicality 

operates as a technology of interactivity, mediating people’s daily activities and their 

relations to locality” (p. 4). Many studies use this term to encompass all behaviour related 

to music in their research area. In Bodkin’s (2002) study, musicking mainly refers to 

musical processes and teachers’ musical behaviours. While in Lum’s (2009) study, 

musicking means children’s musical behaviours in multiple facets of life (e.g. home, 

school, playground, throughout their daily lives). Laurence (2010) utilises Small’s theory 

of musicking to look for the idea of relationships in the music classroom.   

In Chinese studies of the music field, the term of musicking has not been used so far, but 

some findings and presentations make note of concepts similar to musicking. For instance, 

Xu (1994) notes that in the process of preparing a musical performance, other behaviours 

are also very important. Children in one class prepare a musical performance and they 

need to invite teachers from other classes to watch, but sometimes the teacher may refuse 

to come. In this situation, some children keep quiet but do not leave and hope the teacher 

will change their decision, whereas some children persuade the teacher to come by 

introducing their performance or praising their performance, with claims like ‘our 

performance is very wonderful’. Therefore, she argues that such behaviour creates an 
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opportunity for children who are not good at communicating with people. In the wider 

context of a music performance, the children not only learn music but can also develop 

their social communication ability. It can be seen that the behaviours related to children’s 

music performances are noticed, but only focus on its positive role in children’s non-

musical development.   

As mentioned in Chapter 1, the term musicking is important in my study and 

encompasses all musical behaviours of both teachers and children that relate to music 

activities in kindergartens and the implications for its practitioners and children. Also, 

the uses of the term musicking in my study may remind Chinese researchers to change 

the excessive attention on the presentation of music activities or performances, to 

consider how children find music interesting and meaningful, and to note the importance 

of surrounding relevant behaviours.    

In my study, Bronfenbrenner’s ecological model is adopted in order to map out the factors 

that influence children’s music education. At the same time, the notion of musicking is 

used to represent the detailed behaviour of the factors that directly relate to music.



 71 

Chapter 3 

Methodology and Methods 

3.1 Introduction 

This research investigates musicking in kindergartens in Shandong Province, China. The 

provincial government controls the education system, so early childhood education is 

similar across cities in Shandong Province. As such, twelve representative kindergartens 

were selected from the Qingdao West Coast New Area [Qing dao xi hai an xin qu 青岛

西海岸新区] (Figure 8), a district of Qingdao city in Shandong Province: six public 

kindergartens and six private kindergartens. 

 

Figure 8. Geographic location of Qingdao West Coast New Area (marked red) in Qingdao city, Shandong 

province, China. Source: Chinahighlights.14 

The research is mainly based on three data collection methods, including qualitative and 

 
14 See https://www.chinahighlights.com/qingdao/map.htm (accessed 21 June 2020). 

https://www.chinahighlights.com/qingdao/map.htm
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quantitative research: (i) participant and non-participant observation; (ii) semi-structured 

interviews; and (iii) questionnaires. Documentary analysis is also included. This chapter 

discusses how and why the kindergartens were chosen, and the details of the three 

different methods used in this research. 

3.2 Methods 

In order to investigate the research questions (see 1.5), it was necessary to obtain data 

from kindergartens directly, including the participation of principals, teachers, children, 

and parents. Berg (2009) indicates that qualitative research refers to the meanings, 

concepts, definitions, characteristics, metaphors, symbols, and descriptions of thing, 

while quantitative research refers to counts and measures of things (p. 3). Harding (2013) 

notes that the distinction between qualitative and quantitative methods is that “qualitative 

research involves collecting more detailed information from a smaller number of people 

while quantitative studies tend to involve larger numbers of respondents” (p. 8). My 

research involved a smaller number of principals and teachers, and a large number of 

children’s parents, therefore, I decided to carry out both qualitative and quantitative 

methods. As Harding (2013) argues, the mix and combination of two approaches can 

facilitate gaining broader information compared to using only one method (p. 10). 

Morgan (2014) asserts that qualitative methods, such as observation and interviews, are 

useful for “inductive subjective contextual research”; quantitative methods, such as 

survey and experiments, are suited to “deductive-objective general research”; and both 

qualitative and quantitative methods provide well-developed matches between research 
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purposes and research procedures (p. 9). Creswell and Creswell (2018) indicate that each 

method has its weaknesses, but these can be neutralised by collecting both qualitative 

data and quantitative data. According to my experience, the methods of observation, 

interviewing, and questionnaires were beneficial for this project, with each method used 

to investigate a separate part of the overarching research questions and then as a whole 

to obtain information about the situation of music education in the select kindergartens. 

This approach to data collection is called ethnography (Bray, 2008; Shagrir, 2017). 

According to Clifford Geertz (1973), doing ethnography means doing ‘thick description’, 

which emphasises that the study of a social event or action should not only involve the 

immediate behaviours in which people are engaged but also their context and 

understandings of those behaviours. Therefore, my thesis involves the rich details of 

cases in order to help scholars understand musicking in Chinese kindergartens better. 

3.2.1 Observation 

According to Bryman (1988), observation is the best known of qualitative methods, 

which helps the researcher generate “a rounded and in depth account of the group or the 

organisation” (p. 45). Bogdan and Biklen (2007) note a similar perception, if a particular 

organisation (e.g. school, centre) is the focus of the study, the major technique of 

gathering data is observation. Bernard and Ryan (2010) indicate that watching is best 

when you want to know what people do, and you can get much useful information by 

just sitting and watching the activities (pp. 22-23). Frankfort-Nachmias and Nachmias 

(1992) assert that the method of observation is suitable for “investigating phenomena that 



 74 

can be observed directly by the researcher” (p. 215), and the advantage of observation is 

explained to “its directness”, which enables first-hand data procedures that “are 

uncontaminated by factors standing between the investigator and the object of research” 

(p. 199). There are many types of observation in the literature, such as structured 

observation, unstructured observation, participant observation, and non-participant 

observation (Bryman, 2016). My study was conducted with teachers, however, Smith 

(1996) and Bodkin (2002) note that it is important to represent and be aware of children’s 

perspectives and acknowledge their presence because the study takes place in the 

children’s world, and the way to get into their world is to participate with them in their 

normal activities (Smith, 1996, p. 8; Bodkin, 2002, p. 15). Therefore, participant 

observation was used, and I observed not only participants’ behaviour, but also engaged 

in the class activities as an insider of the activity activities (Corbetta, 2003). Moreover, 

in order to know how teachers used and taught music throughout the day, non-participant 

observation was also necessary. That is, as an outsider of the activity, the researcher 

observing participants’ behaviour without participating in what is being observed 

(Bryman, 2016), As Barton (2014) asserts, observation is a good way to understand the 

participants’ actions, and support the researcher when engaging in participants’ activities. 

Consequently, both participant observation and non-participant observation were part of 

my research process. 

3.2.2 Interviews 

According to Burnard, Dillon, Rusinek, and Saether (2008), conversations in the 
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interview are an effective tool for “educational research and reflection on teaching and 

learning” (p. 111). Wellington (2000) states that interviewing can help researchers 

investigate things that other methods cannot reach, it allows researchers to “probe an 

interviewee’s thoughts, values, prejudices, perceptions, views, feelings and perspectives”, 

and also allows them to “elicit their version or their account of situations which they may 

have lived or taught through his-or her-story” (p. 71). In connection with the objectives 

of my research, interviewing is the most direct method of comprehending teachers’ 

experiences, views of using and teaching music, and their strategies for teaching children. 

In addition, a semi-structured interviewing method was chosen. Harding (2013) 

recommends semi-structured interviews to new researchers because some guidance and 

structure is prepared in advance, which can be used as a guide for the interviewer to 

follow in the interview, and the analysis tends to be easier because a number of topics 

have already been presented (p. 31). Bernard and Ryan (2010) argue that semi-structured 

interviews have an interesting position in which the researcher can change the order and 

details of how topics are developed, and, despite the interviewer controlling much, the 

interviewees are asked more or less the same questions, which might help when looking 

for differences and making comparisons (p. 29). Similarly, Rohan (2011) also notes 

related benefits:  

The semi-structured interviews allowed the interviewees to develop 

ideas in ways that suited their particular views and experiences and 

also allowed interviewer to be flexible and responsive, and to pursue 

particular angles and interests that seemed valuable and pertinent in a 

spontaneous, natural and conversational manner. (p. 79) 
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For my study, many teachers needed to be interviewed. Also, teachers’ personal 

experiences and views are different, so it was necessary to allow space in order to develop 

or change questions depending on the teachers’ answers. Semi-structured interviewing 

allowed me to fully control what I wanted from the interview and also let me and the 

interviewee follow new leads. Therefore, it was the most appropriate way of interviewing 

for my research. 

3.2.3 Questionnaires 

Not all phenomena are accessible when using qualitative methods, so for research 

requiring numerous respondents, surveying was used extensively for data collection 

(Frankfort-Nachmias & Nachmias, 1992). For my study, this method was suitable for 

collecting information from a large number of children’s parents. Wellington (2000) 

indicates that the use of a questionnaire may provide little for producing “a hypothesis 

or theory”, but the results can be used to “test a hypothesis or add weight to a theory”, 

and some of the data can be qualitative, especially the data from open-ended questions 

such as the respondent’s perspectives on an issue, which may “contribute the 

development of theory as much as interview or observational data” (p. 101). Moreover, 

this kind of open-ended questioning might be more accurate because the respondent 

might be more willing to express views in writing rather than during an interview 

(Wellington, 2000, p. 106). Similarly, Patton (1987) argues that “the narrative comments 

from open-ended questions are typically meant to provide a forum for elaborations, 

explanations, meanings, and new ideas” (p. 11). 



 77 

3.3 The Selection of Participating Kindergartens 

As shown in Chapter 1.3.3, there are five categories of kindergartens in China, and 

because the third category is not common and cannot be used as a representative example, 

this research covered four categories, across six public kindergartens and six private 

kindergartens. The categories of the selected kindergartens are shown in Table 3.1. 

In Shandong province, there were 23,588 kindergartens in 2019, and the number of 

children in kindergartens was around 3.38 million (Shandong Provincial Education 

                              

K1 Category i: Public kindergartens 

They are fully funded and directly administered by municipal education 

departments. 
K2 

K3 

Category ii: Public kindergartens 

They belong to district education bureaus and get financial support from the 

municipal government or other bureaus. 

K4 

K5 

K6 

K7 Category iv: Private kindergartens 

They are established by individuals, with funding only from the kindergarten 

itself. 
K8 

K9 
Category v: Universally beneficial private kindergarten 

It receives funding support from the government. 

K10 Category iv: Private kindergartens 

They are established by individuals, with funding only from the kindergarten 

itself. 

(K12 is a chain of private kindergartens) 

K11 

K12 

Table 3. 1 The Categories of the Selected Kindergartens  
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Department, 2019).15 In Qingdao, there were 2241 kindergartens and 264,000 children 

in kindergartens in 2019.16  The district of QWCNA covers an area of 2096 square 

kilometres, including 12 subdistricts and 10 rural towns. According to the official 

statistics, there were 457 kindergartens in total and the number of children in 

kindergartens was 56,000 in the district of QWCNA in 2019 (Bureau of Education and 

Sports in QWCNA, 2019).17 The distribution of the kindergartens selected for study in 

this district is shown in Figure 9. 

 

Figure 9. The distributions of participating kindergartens in Qingdao West Coast New Area. 

In Shandong Province, kindergartens are evaluated by the government every year 

according to specific evaluation criteria, and those kindergartens that have obtain a high 

 
15 See http://edu.shandong.gov.cn/col/col11985/index.html (accessed 15 May 2020). 
16 See http://mshandong.com/news/2019/05/14/140525616.html (accessed 22 June 2020). 
17 See http://www.huangdao.gov.cn/n10/n27/n98/n103/n215/190510101649287025.html (accessed 10 May 2020). 

http://edu.shandong.gov.cn/col/col11985/index.html
http://mshandong.com/news/2019/05/14/140525616.html
http://www.huangdao.gov.cn/n10/n27/n98/n103/n215/190510101649287025.html
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score can be awarded titles, such as ‘provincial demonstration kindergarten [Sheng ji shi 

fan you er yuan 省级示范幼儿园]’, ‘municipal demonstration kindergarten [Shi shi fan 

you er yuan 市示范幼儿园]’ and ‘municipal top ten kindergarten [Shi shi jia you er yuan 

市十佳幼儿园 ]’. 18  The selected kindergartens covered different levels, including 

awarded kindergartens and ordinary kindergartens. Two public kindergartens (K1 & K2) 

and two private kindergartens (K7 & K8) are ‘provincial demonstration kindergartens’, 

and one public kindergarten (K3) and one private kindergarten (K9) are ‘municipal top 

ten kindergartens’.  

Moreover, Milner (2008) notes that in the USA, urban schools have higher student 

transience and cultural diversity. This situation also seems to occur in China (Zhang, 

2011). The development of each area in QWCNA is different, which may lead to the fact 

that the fees of kindergartens, parents’ demands, teachers’ assessments and government 

funding are different between urban, suburban, and rural areas (Fan, 2011). Therefore, 

one public kindergarten (K4) and one private kindergarten (K10) in urban areas, and one 

public kindergarten (K5) and one private kindergarten (K11) in rural and suburban areas 

(located in the suburban area but the surrounding communities had not been developed 

yet so the condition and economy was similar to rural areas) have been chosen in order 

to offer diversity. Further, well-known private kindergartens with high tuition fees 

usually open a chain of kindergartens in China, whether locally, regionally, or nationally, 

so one of the chain kindergartens (K12) without government funding support has been 

 
18 Municipal top ten: it means ten aspects of this kindergarten are top in this city. 
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chosen, and one civil-military inosculation public kindergarten (K6) that represents 

regional characteristics was also included. The twelve kindergartens are representative 

of Qingdao’s kindergartens, and their details and the results of data collection are shown 

in Table 3.2 and Table 3.3. 
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19 Category: each kindergarten belongs to a category mentioned above. 
20 Age group: B means baby class (children under 3), J means junior class (aged 3-4), M means middle class (aged 4-5), and S means senior class (aged 5-6).  
21 Classes: the numbers of classes in each age group. Kindergartens divided children who are in the same age group into several classes depending on the number of children. 
22 Reputation relates to awards. The reputations of awarded kindergartens are normally higher than un-awarded kindergartens, and there is intense competition for children to 

enter. 
23 Amount of teachers: according to the national guidelines, the standard arrangement for staff amount in each class is two teachers and one nursery governess, or three 

teachers. ‘√’ means it meets the standard, ‘x’ means it does not meet the standard. 

 

Kindergarten K1 K2 K3 K4 K5 K6 

Category19 (1) (1) (2) (2) (2) (2) 

Founded year 2004 1951 2013 2003 2015 2016 

Location Urban Urban Suburb Urban Rural Suburb 

Age group20 J M S J M S J M S J M S J M S J M S 

Classes21 for each age 

group 
3 3 3 4 4 4 2 2 2 1 1 1 3 3 3 2 2 2 

Total classes 9 12 6 3 9 6 

Total children  340 456 210 100 342 200 

Total full-time teachers 36 58 25 10 26 18 

Each classroom size 

(Square metre) 
120 90-100 100 90 100 110-120 

Playground  Independent Independent Independent 
Share with 

primary school 
Independent Independent 

Awards Provincial demonstration 
Provincial demonstration/ 

Municipal top ten 
Municipal top ten / / / 

Tuition fees ¥700/month ¥680/Month ¥580/Month ¥420/Month ¥300/month ¥580/Month 

Reputation22 High High Average Average Average Average 

Amount of teachers23 √ √ √ x x x 

Music lessons √ √ √ √ √ √ 

Table 3. 2 Public Kindergarten Details 
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24 Category: each kindergarten belongs to a category mentioned above. 
25 Age group: B means baby class (children under 3), J means junior class (aged 3-4), M means middle class (aged 4-5), and S means senior class (aged 5-6).  
26 Classes: the numbers of classes in each age group. Kindergartens divided children who are in the same age group into several classes depending on the number of children. 
27 Reputation relates to awards. The reputations of awarded kindergartens are normally higher than un-awarded kindergartens, and there is intense competition for children to 

enter. 
28 Amount of teachers: according to the national guidelines, the standard arrangement for staff amount in each class is two teachers and one nursery governess, or three 

teachers. ‘√’ means it meets the standard, ‘x’ means it does not meet the standard. 

Table 3. 3 Private Kindergarten Details 

Kindergarten K7 K8 K9 K10 K11 K12 

Category24 (4) (4) (5) (4) (4) (4) 

Founded years 2004 2011 2012 2013 2011 2014 

Location Urban Urban Suburb Urban Suburb/Rural Suburb 

Age group25 B J M S J M S J M S J M S J M S B J M S 

Classes26 for each age group 3 3 3 3 4 4 4 3 3 3 2 2 2 1 1 1 2 2 1 2 

Total classes 12 12 9 6 3 7 

Total children  302 355 295 120 60 130 

Total full-time teachers 53 51 34 18 8 28 

Each classroom size 

(Square metre) 
100 110-120 100 90 80 100 

Playground  Independent Independent Independent Independent Independent Independent 

Awards 
Provincial demonstration/ 

Municipal demonstration 
Provincial demonstration 

Municipal top 

ten 
/ / / 

Government funding x x √ x x x 

Tuition fees ¥4580/month ¥1800/Month ¥780/Month ¥1000/Month ¥630/Month 

¥2980/Month 

¥4180/Month 

(International) 

Reputation27 High High Average Average Average Average 

Amount of teachers28 √ √ √ x x √ 

Music lessons √ √ √ √ √ √ 

Special notes Piano lessons Orff lessons / Orff lessons / / 
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The sources of data in Table 3.2 and 3.3 were mainly from teacher interviews and my 

observations. The plan of popularising universally beneficial private kindergartens in Qingdao 

was only launched in 2018, and there were still not too many of this kind of kindergarten when 

I undertook my fieldwork so only one (K9) was chosen. Of the participating kindergartens, K2 

was the oldest, K1, K4 and K7 had been open for more than 15 years, K3, K9, K10, and K11 

had been open for more than 5 years, and K5 and K6 were relatively new (less than 5 years). 

According to the national guideline Kindergarten Work Regulations and Procedures (Ministry 

of Education, 2016), children from different ages are divided into three levels of classes in 

China: (i) children aged 3-4 are in junior classes that normally have no more than 25 children 

in each class; (ii) children aged 4-5 are in middle classes and normally have no more than 30 

children in each class; and (iii) children aged 5-6 are in senior classes and normally have no 

more than 35 children in each class. In these selected kindergartens, the numbers in each class 

are exceeded by around five children in public kindergartens, while the numbers are about 20-

25 in each class in private kindergartens, except in K8 and K9 (the average number of children 

was 30-32 in each class in these kindergartens). Some private kindergartens provide a baby 

class for the children whose are aged under three, such as K7 and K12. This phenomenon is 

allowed in private kindergartens but not allowed in most public kindergartens. My study only 

focused on the junior, middle, and senior classes.  

According to the provincial guideline Standards for Basic Conditions of Kindergartens in 

Shandong Province (trial version) (Shandong Provincial Education Department, 2010), the 

appropriate numbers of classes in kindergartens are 6-12 and no more than 15 in total, and the 

size of each activity classroom is no less than 70m2 in urban kindergartens and no less than 

60m2 in suburban kindergartens. For the number of classes, all selected kindergartens are up to 

standards. In connection with classroom size, whether a classroom is big or small may lead to 

a different musical environment, space, and provision of equipment. All of the selected 
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kindergartens’ premises are indicated in Table 3.2 and 3.3; the size of classroom in each 

kindergarten is similar and satisfies the requirements of the government. The building of K4 is 

located in a primary school so that the children share the playground with the students of that 

school; other kindergartens all have an independent playground. The limited size of the K4 

building means that it cannot accommodate too many children, and it had only 3 classes. The 

number of full-time teachers in each kindergarten means the people who have access to 

children and are engaging in children’s activities in daily routines, including principals, director 

teachers, main teachers, teacher assistants, nursery governesses, and other staffs. 

Fees and government funding determine the funds that can be dedicated to children’s education 

at each kindergarten. The tuition fees in public kindergartens are stipulated by the Bureau of 

Education uniformly, but might differ depending on the situation of each kindergarten and the 

local cost of living. Private kindergartens can decide their own tuition fees, but those who get 

funding from the government must be controlled by the Bureau of Education and normally the 

fees are similar or not higher than public kindergartens. It can be seen that the fees are relatively 

low and similar among public kindergartens, but vary in private kindergartens, from those with 

fees similar to public kindergartens to fees about six times highest. The reputation of 

kindergartens is also very important, the high or low level of a school’s reputation may be an 

indication of how successful the teaching and learning strategies and outcomes are (Zhang, 

2011; Yan, 2012, p. 28). Normally, the awarded kindergartens have high reputations because 

Chinese parents think that the locality, courses, equipment, and teaching quality in those 

kindergartens are officially approved by the government and professionals, which creates 

intense competition for children to enter. In the selected kindergartens, the waiting lists were 

very long in K1, K2, K7, and K8, while though there were not many waiting children, other 

kindergartens fulfilled their enrolment quota every year.  

According to the national guideline Standard of Staff Arrangement in Kindergarten 
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(provisional) (Ministry of Education, 2013), it should be arranged that two teachers and one 

nursery governess, or three teachers, be present in each class, but due to the fact that there is a 

lack of early childhood teachers in China, some kindergartens cannot meet these requirements. 

Both public and private kindergartens, such as K4, K5, K6, K10, and K11 in my selected 

samples, had just two staff in some classes. Additionally, all classes had music lessons in each 

kindergarten, but some private kindergartens had special lessons for music, such as piano 

lessons in K7 and Orff lessons in K8 and K10. 

The next section provides detail regarding my procedures for undertaking qualitative and 

quantitative research in this study. 

3.4 Procedures 

The fieldwork for this research comprised: (i) participant and non-participant observation of 

all activities throughout the day at each kindergarten; (ii) semi-structured interviews with four 

teachers in each kindergarten and two principals in K1 and K7; and (iii) questionnaires with 

children’s parents/guardian in each kindergarten, which were completed using an electronic 

survey system, except for the kindergartens that declined to send the questionnaires to parents, 

where I interviewed 10 parents from each. I normally spent two or three weeks in a particular 

kindergarten, but for some kindergartens I only visited 3-5 times because I did not find any 

distinct characteristics in educational practice that were significantly different from the others. 

The detailed results of data collections are shown in Table 3.4. 
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The content of each method has been divided into several similar aspects, including participants, 

Table 3. 4 Results of Data Collection 

Kindergarten Research duration Classes observation Teacher interviews Questionnaire responses 

K1 3 weeks 
9 classes, about 37 

children in each class 

4 teachers 

+1 principal 

Declined 

(interviewed 10 parents 

instead) 

K2 3 weeks 
12 classes, about 38 

children in each class 
4 teachers 

Declined 

(interviewed 10 parents 

instead) 

K3 3 weeks 
6 classes, about 35 

children in each class 
4 teachers 206 

K4 4 times 
3 classes, about 34 

children in each class 
4 teachers 67 

K5 2 weeks 
9 classes, about 38 

children in each class 
4 teachers 339 

K6 2 weeks 
6 classes, about 34 

children in each class 
4 teachers 100 

K7 
1-2days/w, 

10months 

9 classes, about 25 

children in each class 

4 teachers 

+1 principal 

+2 piano teachers 

4 

+ interviewed 10 parents 

K8 1 week 
12 classes, about 30 

children in each class 

4 teachers 

+ 1 Orff teacher 

Declined 

(interviewed 10 parents 

instead) 

K9 3 weeks 
9 classes, about 32 

children in each class 
4 teachers 

Declined 

(interviewed 10 parents 

instead) 

K10 5 times 
6 classes, about 20 

children in each class 
4 teachers 

Declined 

(interviewed 10 parents 

instead) 

K11 3 times 
3 classes, about 20 

children in each class 
4 teachers 21 

K12 2 weeks 
5 classes, about 20 

children in each class 
4 teachers 10 

Total  89 classes 53 teachers 807 responses 
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design & description, and evaluation. It is important to mention that all these methods can 

inevitably provide only a snapshot of the situation, so generalisation of results will be limited.  

3.4.1 Qualitative Research: Observation 

 (1) Participants 

Teachers in each class and children being taught or who are under the supervision of a teacher 

were observed with regard to music making activities in the context of that teacher’s general 

duties at each kindergarten. In my study, all teachers and children at different age groups were 

involved in selected kindergartens. In the beginning, the teacher designated one class for me to 

observe, but then I received timetables for each class so that I observed all organised music 

lessons in each class. When I was very familiar with daily routines of each kindergarten, I 

moved around all classes, and if I heard some sounds or music from somewhere, I ran to find 

the place to see what was taking place and why.   

(2) Design & Description 

The method of observation was divided into two parts: participant observation and non-

participant observation. I participated in some daily routines, such as the lunch-time, group 

time, or music activities that either a teacher or the children invited me to join. I did not 

participate in the organised music lessons but observed the behaviour of teachers and children.  

Before observation, aspects that needed to be observed were noted. Details are displayed in 

Table 3.5 for short music sessions (musical fragments) throughout the day, and Table 3.6 for 

structured music lessons.  
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Table 3. 5 Details of Short Music Sessions throughout the Day  

When  

How long  

Equipment  

What the teachers do Sing  Sing with movements  Sing with playing piano 

Sing with instruments Play instruments__________ 

Dance  Play recorded music Others___________ 

What the children do Sing   Sing with movements Sing with instruments 

Play instruments_______who choose TeacherChildren 

Dance  Others________ 

What type of the music Children’s songs Popular songs Classical music 

English songs (Children’s)  English songs (Pop) 

Folk songs  Others__________ 

How many teachers involved  

How many children involved  

Spontaneously or Organised 

This table was used for general group sessions in which music was used, either organised 

sessions or incidental fragments. According to many Chinese textbooks of early childhood 

music education (e.g. Xu, 2004; Xu, 2012; Yan, Fan, & Feng, 2016), there are four main forms 

of music activities in kindergartens: singing, movements, music appreciation, and playing 

percussion instruments. These forms were listed, which helped me make notes quickly. Also, 

it is necessary to note the type of music, which helped me know the resources of music and 

discover how and why this music was chosen. For the situations that I participated in, and when 

the activities meant that I could not make notes, the data was noted after the activity. And for 

the activities that did not suit this table, the details and processes were written up in my general 

fieldwork notes.  



 89 

Table 3. 6 Details of Structured Music Lessons 

Task Skill 
Time 

allotted 
Equipment 

Teacher-centred/ 

Children-centred 

Teacher 

delivery 

Teachers’ 

musical skills 

Children’s 

performance 
Other notes 

Start How to start lesson        

Song 

New song Old song       

e.g.  

Sing in tune__  

Pitch accuracy_ 

Rhythm__ 

Children’s song Pop song  

Folk song  

Learning knowledge______  

In parts Unison 

With recorded music  

Teacher played piano 

Instrument 

How many           e.g.        

e.g.  

Togetherness__ 

Exchange 

instruments__ 

Selected by teacher children  

With music/song_____    

Only play instrument 

Freedom 

Follow instruction/teachers  

Individual Ensemble  

Movement 

Music games Basic movements 
(with singing with recorded music) 

Dance (Ballet Chinese Others__) 

      

e.g.  

Action __ 

Coordination__ Classic music Children’s song 

Folk song  

Music 

appreciation 

The type of music _____         

Recorded Video 

Other tools_____ 

Aims and 

objectives 

 

Result  
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This table was used to obtain basic information from observations of structured music lessons. 

The four main forms of music mentioned before were listed for every music lesson. At the 

beginning of the music lesson, I noted how the teacher starts their teaching: with a warm-up 

activity or direct teaching. According to Xue (2018), how to start in the music lesson plays an 

important role, and a good start can increase children’s motivation and create interest in the 

lesson. The time that lasts for each process was also noted. Then, how the teachers teach a song, 

instrument, or dance, the type of music, what equipment they use, their teaching style, the 

engagement of children, and teacher delivery (confidence, enthusiastic, patient, or lacking 

energy), was noted. I also observed children’s performance (whether they engaged in the 

activities), and the result of that musical performance, which reflected whether the strategies 

were successful for children’s learning. The aims and objectives of the music lessons are also 

quite important. Some teachers gave me their lesson plans so that I knew the aims and processes 

before I observed, while some teachers did not give me the lesson plan. If I had questions about 

the lesson, I talked to the teacher shortly after the class to collect information. It is useful to 

know whether the class achieved its aims, and also the overall performance of the teacher and 

children, which can help teachers to find out any problems in their lessons (Fautley, 2010). 

This list might be changed or added to depending on the teacher’s strategies. Also, for the 

special piano lessons and Orff lessons in private kindergartens, the details and processes were 

noted by writing without any tables.  

In addition to writing up the details of what happened, like the setting, people, behaviours, and 

dialogues, important thoughts that came to my mind were also recorded, such as any fieldwork 

problems, impressions, feelings, or even to correct mistakes for my next observation. As 

Bogdan and Biklen (2007) indicate, “the idea is to stimulate critical thinking about what you 

see and to become more than a recording machine… Observer’s comments can be a first step 

to interpreting your findings” (pp. 163-164). 
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Some teachers allowed me to make videos, so some short music sessions throughout the day 

and organised music lessons were also analysed outside of formal school time. 

(3) Evaluation 

The information and behaviours that related to music making were all noted, and the context 

of music education and teaching style was obtained. I did anticipate the possible problem that 

a child may feel embarrassed or nervous by having another person observing their activities. 

In order to avoid this problem, the teacher introduced me first when I came to the classroom, 

and I told the children why I was there so they could become familiar with me and what I was 

planning to do. The teacher then asked children: “Is it okay for you?” The children nodded and 

smiled and said: “Welcome to our class”. Also, the children often came to talk to me or show 

something to me, and in general they were happy with my attendance. 

3.4.2 Qualitative Research: Semi-structured Interviews 

(1) Participants 

The semi-structured interviews were conducted with principals and teachers. In China, the 

principal responsibility system is implemented in kindergartens. The principal is at the core of 

the kindergarten and has a direct impact on the management level and the quality of 

kindergarten education (Liu, 2019). The attitude of the principal to the value of music can affect 

teacher attitudes and affect children’s learning and motivation (Fan, 2011). Thus, combining 

two kinds of roles is valid and useful to comprehend the real situation of music education in 

kindergartens. For principal interviews, one principal from a public kindergarten (K1) and one 

principal from a private kindergarten (K7) were chosen. For teacher interviews, four teachers 

were chosen in each kindergarten, in which three teachers each were from junior, middle, and 

senior classes because the uses and functions of music might be different among different age 
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groups, and one teacher was chosen randomly. For the private kindergartens that have special 

lessons, such as piano lessons and Orff lessons, the specialists who only teach this lesson were 

also interviewed, including two piano teachers from K7 and one Orff teacher from K8. These 

three teachers are not involved with all children throughout the day, so their details are not 

shown in the table below. Despite having Orff lessons in K10, the teachers who teach this 

lesson were general teachers, thus they were included in the interviews of general teachers. For 

the interviews, a comfortable environment is good for communicating with teachers, therefore, 

in order to ensure the atmosphere of interviewing is friendly and relaxed, the interviews took 

place in each teacher’s classroom during the children’s sleep time. The principals were 

interviewed in their own office. The details of principals are shown in Table 3.7, and teachers 

from public and private kindergartens are shown in Table 3.8 and Table 3.9 respectively. 

 

Table 3. 7 Principal Details  

Kindergarten K1(Public) K7 (Private) 

Gender Female Female 

Age 46 44 

Education background Diploma Bachelor 

Teaching (Principal) 

experience 

10 years as a principal, 3 

years in this kindergarten 

14 years as a principal 

in this kindergarten 

Major 
Early childhood (Preschool) 

education 
Mathematics 

Musical experience 
Learnt basic music skills 

when she studied diploma 

Loves music, but did not 

get opportunity to learn 
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Table 3. 8 Details of General Teachers in Public Kindergartens 

 K1 K2 K3 K4 K5 K6 

Gender Female 

Age 26 26 30 37 27 28 28 35 25 25 26 27 26 30 32 35 23 23 24 25 23 25 25 35 

Average age for all 

teachers 
Around 29 years-old Around 30 years-old Around 26 years-old Around 29 years-old Around 25 years-old Around 25 years-old 

Teaching experience 

(year) 
2 4 8 15 6 6 7 13 4 4 5 4 3 8 10 14 1 2 3 3 1 2 3 10 

Average years of 

teaching experience for 

all teachers 

Around 8 years Around 10 years Around 4 years Around 9 years Around 3 years Around 2 years 

Education background29 B D D D D B D D D D D B D D D D B D D B D B B D 

Major Early childhood (Preschool) education 

Musical experience Learnt basic music skills in college/university 
 

Table 3. 9 Details of General Teachers in Private Kindergartens 
 K7 K8 K9 K10 K11 K12 

Gender Female 
Age 24 23 25 27 24 25 28 30 23 25 26 26 22 23 23 24 24 25 25 27 23 25 25 28 

Average age for all 

teachers 
Around 26 years-old Around 27 years-old Around 25 years-old Around 24 years-old Around 26 years-old Around 25 years-old 

Teaching experience (year) 1 1 4 5 1 1 7 8 1 3 3 5 1 0.5 1 3 1 3 3 5 1 2 2 6 

Average years of teaching 

experience for all teachers 
Around 4 years Around 5 years Around 3 years Around 1 years Around 2 years Around 2 years 

Education background B D D D B B D D D D B D D B D D B D D D D D B D 

Major Early childhood (Preschool) education 

Musical experience Learnt basic music skills in college/university / 
Learnt basic music skills in 

college/university 

 
29 D means diploma; B means bachelor degree. 
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Six pieces of information were obtained from both principals and teachers: gender, age, 

education background, teaching experience, major, and musical experience. All teachers 

of selected kindergartens are females, which means there is no gender variation. 

According to Sheng (2011) and Yan (2012), a young teacher might be able to accept new 

or Western strategies more easily and older teachers, who might be used to a traditional 

style. The possibility that age might affect teachers’ teaching style reminded me that it 

was necessary to note the teacher’s age. It is obvious that the teachers’ ages in 

kindergartens are varied, but most teachers are younger in kindergartens. Moreover, age 

is also related to teachers’ teaching experience, and the average age of teachers is much 

younger in private kindergartens than in public kindergartens. Meanwhile, the teachers 

in public kindergartens have more teaching experience than those in private 

kindergartens. Lew (2010) argues that it can be seen that the differences in the lessons 

between new teachers and experienced teachers. Wang (2011) presents a similar opinion, 

and the more experienced teachers might be able to combine the new strategies with 

traditional strategies better than young teachers. In this study, teachers who worked more 

than one year are regarded as experienced teachers. K1, K2, K3, and K4 had not recruited 

new teachers since 2017, so that the teachers were all experienced in these four 

kindergartens. Also, due to the fact that teachers’ salary and welfare in public 

kindergartens are much better than that in private kindergartens, most teachers in private 

kindergartens shifted to other kindergartens, or resigned the position when they passed 

the exam to work in public kindergartens. Therefore, it can be seen that the teachers who 

worked in private kindergartens were younger than those in public kindergartens. Also, 
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as some kindergarten teachers studied majors that are unrelated to early childhood 

education (e.g. management, English), this could affect their ability to study, teach and 

apply knowledge. Thus, it is necessary to know a teacher’s educational background and 

their major. According to my data, all general teachers in these kindergartens had studied 

early childhood education (preschool education), and most of them gained a diploma 

from the college and only a few teachers received a bachelor’s degree. In China, it takes 

three years of full-time study to obtain a diploma and four years for a bachelor’s degree. 

The approximate proportions of bachelor’s and diplomas that general teachers had in 

each kindergarten are shown in Table 3.10, this data was obtained from interviews. 

A higher proportion of teachers have a diploma than those who have a bachelor’s degree. 

Some old teachers finished part-time courses and obtained a degree after they worked 

many years. In addition, a teacher’s musical experience can influence their attitude 

towards music, and the uses of music and teaching methods (Bodkin, 2002; Campbell, 

2007; Lum, 2007). For the general teachers, it can be seen that all of them learnt basic 

music skills (e.g. playing piano, singing, dance, and music theory) when they were in 

Table 3. 10 The Educational Backgrounds of General Teachers 

Kindergarten K1 K2 K3 K4 K5 K6 

Bachelor 53% 58% 42% 40% 45% 50% 

Diploma 47% 42% 58% 60% 55% 50% 

Kindergarten K7 K8 K9 K10 K11 K12 

Bachelor 48% 50% 35% 30% 10% 10% 

Diploma 52% 50% 65% 70% 90% 90% 
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college/university,30 and only the teachers of K10 trained or are training in the Orff music 

teaching method. K10 had an agreement with an Orff music training company in Beijing 

and it assigns Orff teachers to kindergartens regularly to teach them.  

(2) Design & Description 

Permission was obtained to record all interviews for further study. In order to ensure a 

full and good quality recording, a handheld recorder and a mobile phone were tested. It 

is apparent that recording by mobile phone was suitable because the teacher was more 

relaxed as we often hold a mobile phone, and it also can upload and store the recordings 

to iCloud directly, which is much more safe and convenient for storage. 

The general outline of questions for teacher interviews was designed and contained 20 

questions (Appendix 4), which includes two main sections: one section concerned the 

teacher’s individual experience and views of children’s music education, and the other 

section concerned the teacher’s individual use and teaching of music in the kindergarten. 

Each question was followed by more specific questions, which depended on the teacher’s 

answers and the way that the interview developed.  

At the beginning of the interview, I just asked the interviewees to talk about the children 

in their class in order to break the ice. Creswell and Creswell (2018) mention the 

 
30 According to the Interim Provisions on the Establishment of Regular Undergraduate Schools [普通本科学校设

置暂行规定] (Ministry of Education, 2006), the difference between university and college is that the number of full-

time students in colleges should be more than 5000, and in universities, the number of full-time students should be 

more than 8000, and the number of postgraduate students should not be less than 5% of the total number of full-time 

students.  
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importance of the opening question in an interview:  

An important first step in an interview is to set the interviewee at ease. 

We typically begin with an ice-breaker type of question. This is a 

question where we ask participants to talk about themselves in a way 

that will not alienate them…We do not ask personal questions. (p. 191) 

Then the next two questions asked the individual’s view of music and their musical 

experience, which might affect their music teaching. Different schools and different 

teachers may have different views on the importance of music, which may bring about a 

different teaching style (Lyu, 2012; Yan, 2012). The background questions that obtain 

objective information are called ‘factual questions’ in the work of Frankfort-Nachmias 

and Nachmias (1992, p. 240), such as questions about education, environment, and habits, 

and the classification of answers can help understand and explain their differences in 

behaviours and attitudes. The next five questions focused on the ways that teachers use 

music, reflecting on how music occurs throughout the day in the kindergarten, including 

the time, frequency, and functions, which can combine with the results of observation.  

The next four questions focused on organised music sessions/lessons. The teachers were 

asked about their own style of choosing, using, and teaching music, such as resources, 

lesson plans, and equipment. The resources that teachers depend on are the basic 

materials for teachers to know what they should teach, and planning is key to effective 

teaching (Xie, 2008; Yan, 2012). Also, equipment and instruments play a vital role in 

music lessons as they are related to the atmosphere of classes and children’s interests in 

music lessons (Yan, 2007). Different teachers have different teaching strategies and, as 
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Mills (2009) said, there is no single framework to suit all schools and teachers. Much 

depends on the teachers and participating students, and these four questions were helpful 

to know how and why the teachers use and teach music in this way, and analyse their 

organised music sessions. 

The following five questions asked about the teacher’s uses of music and their teaching 

methods to see if they were influenced by other factors from inside or outside the 

kindergarten, such as the principal/previous teachers, visitors, children’s parents, and 

Western teaching methods (e.g. Orff, Kodály, Dalcroze). This was to find out if they 

reflected certain aspects on the development and formation of music education in 

kindergartens. In the final stage in the last three questions, the teachers were asked about 

their personal opinions on children’s music education. It was hoped that these three 

questions would add further information and prompt discussion about children’s music 

education in the kindergarten. 

The general outline of the principal’s interview was based on the teacher’s and changed 

slightly (Appendix 5), except for the questions on personal information and views on 

music, on how the principals supervise their teachers, and how the government controls 

the kindergarten. I believed that these questions would be useful to figure out more about 

further factors that influenced children’s music education in the kindergarten.  

(3) Evaluation 

The difficulty I faced in the interviews was that some principals were too busy or were 
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not willing to do a formal interview, so there were only two principals who participated 

in the interviews. However, principals of public kindergartens work within the 

management system of the Bureau of Education and they move frequently between 

kindergartens, which means that the interviewers with principals were still representative 

and effective. Moreover, there is normally a director of teachers in a kindergarten who 

communicates the instructions of the principal and is in charge of curriculum and 

teaching matters. I gathered much information from director teachers, who were included 

in the teachers’ interviews. In this context, I am convinced that adequate information was 

gathered during fieldwork on how kindergartens are administered, and their teaching 

implemented.  

The atmosphere of interviewing with teachers was very comfortable and relaxed. 

Possible problems were anticipated, such as the teacher not being familiar with me and 

maybe unwilling to talk too much. They might have been introverted, nervous, or 

embarrassed. Also, some teachers may not have been totally honest because they might 

be afraid of their principal. Therefore, in order to avoid these problems, the interviews 

were individual and took place in the teachers’ classrooms as a way of making teachers 

feel more comfortable. Moreover, I always talked to the teachers actively and 

communicated with them in a friendly way so that our relationship became close before 

the interviews, and I promised them that their names would be anonymous in my research 

and I would not disclose information to other teachers and principals. Therefore, they felt 

free to talk and express their ideas.  
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3.4.3 Quantitative Research: Questionnaire  

 (1) Participants 

Questionnaires were conducted with children’s parents whose children came from 

different age groups in the kindergartens. Of the twelve kindergartens, two public 

kindergartens (K1, K2) and three private kindergartens (K8, K9 & K10) declined to join 

this part of the research (see Table 3.4). The two public kindergartens worried about 

distributing my questionnaires because they thought this might affect their results in the 

government evaluation. The private kindergartens worried that this work might arouse 

parents’ awareness that there is not much music in their kindergarten or cause 

misunderstandings that the kindergarten intended to open new music courses. However, 

these kindergartens allowed me to do interviews when parents picked up their children. 

For these, I asked (read) to 10 parents the same questions as in the questionnaire. 

Moreover, because the questionnaires sent to parents of children from different age 

groups, the 10 interviewees also covered all levels: three from junior classes, three from 

middle classes, and four from senior classes. In addition, though the digital surveys were 

undertaken voluntarily, whether parents completed or not depended a great deal on the 

attitudes of the distributing teachers; more precisely, teachers’ leaders, such as the 

principals or director teachers. The attitudes of principals or director teachers directly 

influence teachers’ actions, and if the leaders were positive and required teachers to call 

for parents’ cooperation, teachers paid much attention. For my research, the returns were 

high in these kindergartens, but low in some other kindergartens. For the kindergartens 
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that returned very few, the parents’ interviews were also added to my data.   

(2) Design & Description 

My original plan was to send the questionnaire when children’s parents dropped off or 

picked up their children. However, due to the fact that the large number of children at 

each kindergarten made it hard to distribute the questionnaire to all children’s parents 

(sometimes, grandparents pick them up), the questionnaire was changed to an online 

survey. Because it was much easier for Chinese participants to handle the website within 

the Chinese language environment, so a Chinese survey software program 

‘Questionnaire Star [Wen juan xing 问卷星, created by Changsha Ranxing Information 

Technology 长沙冉星信息科技有限公司]’ was chosen, which has been the most widely 

used software for researchers in China in recent years. Also, it was anticipated that the 

demands and opinions of parents might be different in different kindergartens, so I 

created different links with the same questions for each kindergarten in order to avoid 

causing ambiguous or vague data. The teachers sent the link to the children’s parents to 

fill in and submit directly on their mobile phone. I could check the data online at all times. 

The strengths of an electronic questionnaire were that it allowed rapid transmission and 

efficiency, it could reduce bias that might result from interviews, and it was not restricted 

by the time and geographic position (Frankfort-Nachmias & Nachmias, 1992, p. 216; 

Wellington, 2000, p. 103). However, there is potential for participants to respond 

negatively to electronic questionnaires so that the answers might not be helpful 

(Wellington, 2000), and it also often happens that responses are very low (Frankfort-
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Nachmias & Nachmias, 1992). This is actually what happened in my case for K7. 

The questionnaire was designed to look for the influences of children’s parents on music 

education in the kindergarten, and it contained single choice, multiple choice, and open-

ended questions (Appendix 6). It was divided into two sections: the first section was to 

obtain parents’ views of music and children’s musical experience outside of the 

kindergarten, and the second was to gain an understanding of parents’ musical experience 

in the kindergarten and their views of children’s music education in the kindergarten.  

The first question asked about the parents’ basic views of music, which might be related 

to the results of the following three questions on whether the children learnt music. Sheng 

(2011) suggests that parents play an important role in children’s music education, but 

many parents do not pay attention to children’s music education. These questions not 

only obtain information about children’s musical experience and the attitudes of parents, 

but can also reflect whether children learning music interacts with kindergarten music 

making. The next three questions focused on the parent’s personal musical experience 

and their musical experience with the child at home, which could help me understand 

whether musical experiences at home affects the uses of music in the kindergarten. 

The next two questions asked whether the parents participated in music activities that the 

kindergarten organised, which could help me learn more about musical forms of 

expression and understand parents’ attitudes involving music activities. The next two 

questions asked general questions to understand whether the parents were concerned with 

their children’s study and life in the kindergarten. The parents’ views on the 
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kindergarten’s music education were obtained with four questions. The last two open-

ended questions allowed me to obtain parents’ detailed thoughts and feelings, and their 

suggestions could help teachers and kindergartens consider more and better ways to 

improve children’s music education. As Wellington (2000) argues, the written views and 

opinions of teachers, pupils, or employers in the questionnaire can “enrich a report by 

providing an authenticity and vividness which tables of figures seldom can” (p. 107). 

As shown in Table 3.4, the total number of questionnaire responses (interviews included) 

was 807, including 10 from K1, 10 from K2, 206 from K3, 67 from K4, 339 from K5, 

100 from K6, 14 from K7, 10 from K8, 10 from K9, 10 from K10, 21 from K11, and 10 

from K12. The response rate to questionnaires for each kindergarten is shown in Table 

3.11, and the total response rate was 27.7%.  

 

Table 3. 11 Response Rate of Questionnaire 

Kindergartens K1 K2 K3 K4 K5 K6 K7 K8 K9 K10 K11 K12 Total 

Number of 

children 
340 456 210 100 342 200 302 355 295 120 60 130 2910 

Number of 

respondents 
10* 10* 206 67 339 100 14 10* 10* 10* 21 10 807 

Response rate 2.9% 2.2% 98% 67% 99% 50% 4.6% 2.8% 3.4% 8.3% 35% 7.7% 27.7% 

* Kindergarten declined and used interviewing instead. 

(3) Evaluation 

The completion of the questionnaire was a big and complex project that involved a large 
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number of parents. In order to collect as many questionnaires as possible, I requested that 

teachers at each kindergarten send the questionnaire link to the parents’ chat group of 

each class on WeChat (a Chinese social-media platform). Though there were many 

limitations and difficulties in this procedure, such as the refusals of kindergartens and the 

possibility that some of the parents would not return the questionnaire in certain 

kindergartens, the added interviews helped me obtain a considerable amount of 

information for this research. Also, the questionnaire aimed to find out the possible 

parental factors that affect children’s music education and did not affect the outcome of 

the research.  

3.5 Ethical Considerations 

Ethics application for this fieldwork in China was given full approval by the Human 

Ethics Committee at the University of Otago. Before starting to investigate, permission 

was gained from the principals of all kindergartens involved. For the three types of data 

collection methods in the research, the observation and interviews were approved in all 

kindergartens, but some of the kindergartens wanted further discussion regarding the 

administration of questionnaires to parents. The recordings and videos were all taken 

with the permissions of the kindergartens, teachers, and parents. Also, a statement was 

sent to participating kindergartens, teachers, and parents that the collected data would be 

only used for my academic study, noting that the results may be published and will be 

available in the University of Otago Library (Dunedin, New Zealand) with every attempt 

to preserve all participants’ (kindergartens & teachers) anonymity. 
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3.5.1 Observation 

Before observation could take place, the Information Sheet and Consent Form 

(Appendices 7 & 8) were sent to principals and teachers of all kindergartens, which 

included the aims of my research, what participants would be asked to do, and what data 

would be collected. This also stated that participation was voluntary and participants 

could withdraw from the project at any time and without any disadvantage. Moreover, a 

newsletter (Appendix 9) was distributed to children’s parents by the teachers to inform 

them about the project, stating that I would also spend time with children under their 

teachers’ supervision. If they did not wish their children to be involved or a child did not 

want to be involved, they could contact their teachers or email me directly. Fortunately, 

there were no parents who contacted me or the teachers.  

3.5.2 Interviews 

The Information Sheet (Appendix 7) was sent to teachers before interviews could start, 

and the teachers were informed that the interviews would be recorded with their 

permission. It was noted that participation was completely voluntary and in the event that 

the line of questioning did develop in such a way that they felt hesitant or uncomfortable, 

they could stop the conservation at any time and for any reason. The interview results 

would be anonymous.  

3.5.3 Questionnaires 

The distribution of questionnaires, was accompanied by a brief statement (Appendix 10) 
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to outline the purpose of the research and invite parents to participate, stating that 

participation was voluntary, and if they decided not to take part in the project there would 

be no disadvantage of any kind. It also asserted that the results would not identify 

individuals who completed the questionnaire. 

3.6 Data Analysis 

There are many approaches to data analysis. For example, Berg (2009) presents three 

main approaches of interpretative, social anthropological, and collaborative analysis of 

qualitative data (pp. 339-341); Wellington’s study (2000) shows the stages in data 

analysis and three possibilities of analysis categories (pp. 134-144); the characteristics of 

qualitative research in the work of Bogdan and Biklen (2007, pp. 3-8), as a pathway of 

analysing data in Bazeley’s work (2013, pp. 93-221). Their work provides helpful 

framework for preparing, thinking, coding, and developing data for analysis. Typically, 

Wellington (2000) thinks that some of the categories that are used to analyse qualitative 

data are “pre-established” while others “emerge from the data”, which means that 

qualitative data analysis can be described as inductive, but can also be deductive (p. 142). 

Bogdan and Biklen (2007) note that “meaning is of essential concern to the qualitative 

approach, the researchers are interested in the perspectives of participants”, such as 

research on parents’ views of children’s education or teachers’ perspectives on the same 

issue (pp. 7-8). These approaches to data analysis were suitable and useful for my 

research (see examples below). 
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3.6.1 Observation 

My original field notes during observation were in Chinese. They contained descriptive 

and reflective notes. The descriptive notes were analysed using two different approaches. 

The first was to unify the data of all kindergartens, putting all the notes from twelve 

kindergartens together and reading them repeatedly for each kindergarten. I then 

summarised the data that featured music, and coded categories and themes. Lincoln and 

Guba (1985) described the process of coding categories and themes:  

The essential tasks of categorizing are to bring together into 

provisional categories those cards (data cards) that apparently relate to 

the same content; to devise rules that describe category properties and 

that can, ultimately, be used to justify the inclusion of each card that 

remains to be assigned to the category as well as to provide a basis for 

later tests of replicability; and to render the category internally 

consistent. (p. 347) 

A comparative approach concerning how music occurs between public and private 

kindergartens was also used. Field notes from public and private kindergartens were 

summarised, coded, and categorised, and then searched for differences and similarities. 

Bazeley (2013) suggests that comparison can produce interesting information in itself 

and can tell the researcher about the studied phenomena by sharpening the observation 

and helping the researcher see more detail (p. 255). Also, in the process of analysing 

descriptive materials, more comments or thoughts were added and reflecting on the data 

became more critical. Lastly, the categorised themes and comments were translated into 

English during the writing-up stage of the thesis. An example of categorising themes 
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from my notes is shown in Appendix 11.  

3.6.2 Interviews 

Participants’ stories, opinions, and reflections from interviews produce material that the 

researcher can analyse to “shed light on the researchable questions” (Magnusson & 

Marecek, 2015, p. 50). My analysis of the interviews was based on interview questions 

that had been developed beforehand. Firstly, the interviews of each teacher were 

transcribed completely in Chinese and read and re-read thoroughly. Wellington (2000) 

calls this stage “immersing oneself” in the data, which “can often give rise to a drowning 

or sinking feeling to carry the metaphor further” (p. 135). Then the full transcript of each 

interview was reduced to a summary with three sections according to the objectives of 

the interviews: personal experience, details of using and teaching music in the 

kindergarten, and personal perspectives of children’s music education. I then collated the 

answers to each section and summarised the data again, and finally translating into 

English. In the final stage, I made a list of differences and similarities, which might be 

used for further discussion. An example of summarising an interview question’s answers 

is attached in Appendix 12. 

3.6.3 Questionnaires 

The electronic survey software that I used to distribute the questionnaire recorded and 

analysed the data directly (an example is attached in Appendix 13). One link 

corresponded to one kindergarten so that the results were independent for each 



 109 

kindergarten. The use of questionnaires was associated with both quantitative data and 

qualitative data. The analysis of questions was quite straightforward, with the data 

calculated as percentages based on the number of respondents for each question. 

However, for the written questions, I had to analyse again. For the multiple-choice 

questions, the options did not suit some respondents and they clarified by typing. 

Fortunately, such cases were rare and only a few words each so that I just added the 

information behind the options. For the open-ended questions, it was apparent that the 

analysis and statistics were complicated, and the answers had two kinds of possibilities: 

answers with only a few words and within a predictable range (e.g. the curriculum you 

know in the kindergarten), and answers that might be long and unpredictable (e.g. views 

and suggestions of participants). For the first type, all answers were recorded and counted 

by their frequencies. For the second type, the analysis was qualitative and applied the 

principles from data analysis. For example, parents’ views and suggestions were 

summarised, coded, and categorised with themes, which might be used to help educators 

and kindergartens improve children’s music education in the kindergarten. Lastly, the 

results of each kindergarten’s questionnaire were translated into English. 

3.6.4 Other methods 

In order to study the development of Chinese early childhood education, early childhood 

music education, and Chinese culture, a historical method using secondary literature was 

also used. The aim was to search out relevant literature that would help consolidate my 

research. Moreover, the use of official documents was also part of my study, which is 
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known as “documentary research” as noted in the work of Wellington (2000, p. 109). I 

studied published government textbooks on early childhood education, in which some 

policies were referred to by teachers and principals. The music content of these 

documents was also analysed. The contents of textbooks (e.g. aims, music types, duration, 

etc.) explained and supported the actions of teachers, and the policies helped me 

understand the implementation of kindergartens and teachers, such as the actions of 

principals, classroom settings, and curriculum settings. As Wellington (2000) has noted, 

documentary research:  

Can provide an important historical perspective on any area of 

education; documents provide an excellent source of additional data, 

e.g. as a complement to interviews or observation; it forms an excellent 

means of triangulation, helping to increase the trustworthiness, 

reliability and validity of research. (p. 121) 

3.7 Presentation of Results 

This research brings the various threads of Chinese kindergartens together and puts them 

in a network of children’s music education more broadly. The results of each method are 

not presented in separate chapters but put together and connected to each analytical 

chapter, which are shown over Chapters 4-7. Chapter 4 is mainly derived from the results 

of participant and non-participant observation, teachers’ semi-structured interviews, and 

documentary research. Chapter 5 deals with the findings of teachers’ semi-structured 

interviews and parents’ questionnaires, and the results of Chapter 6 are derived from the 

historical method, documentary research (e.g. national guidelines, provincial or 
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municipal policies), and teachers’ semi-structured interviews. Chapter 7 discusses the 

main issues involved with the data from each method. 
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Chapter 4  

The Microsystem: The Uses, Functions, and Meaning of Music 

in Kindergartens 

4.1 Introduction 

When I approached the kindergarten (K1), happy children’s songs 

came to my ears through the school’s loudspeaker. As I moved around 

each classroom of the kindergarten, some teachers played songs on the 

piano to guide children to sing, some children played percussion 

instruments randomly in the corner, and some children were talking 

and laughing. (Fieldwork notes, 22 October 2018) 

This chapter studies the microsystem of early childhood music education in kindergartens, 

focusing on the ways that teachers and children engaged in musicking throughout the day. 

The research of both Willberg (2002) and Bodkin (2002) studied music in early childhood 

centres in New Zealand, in which they formulated tripartite models for musicking. 

Willberg’s model focused on the following functions of music: music for fun, music for 

learning, and music for sleep time (pp. 12-15); and Bodkin’s model concentrated on the 

uses of music: music and group gatherings, spontaneous musicking, and secondary use 

of music (p. 56). These two works provided useful frameworks for my study, however, 

neither of them related exactly to the selected kindergartens in my research. For example, 

some functions of music overlap and it is hard to categorise through functions alone, and 

spontaneous musicking is very rare in my study and cannot be used as a category. As a 

result, a new framework similar to Bodkin’s model has been developed to suit my 

findings (Figure 10). The spheres that emerged through the interpretation of meanings 
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and functions of musicking across the three types of data are shown in three categories: 

organised music sessions, socially functional musicking, and background music. This 

classification is not only based on the forms of music, but also considered the teachers’ 

purpose for using music and the children’s responses and results. Thus, these categories 

are mutually exclusive. Each category is further divided into different subcategories. The 

data in this chapter mostly comes from observations, and some interview data is also 

added to help with the analysis. 

 

4.2 The Visual Image of the Music in Kindergartens 

Before discussing musicking, it should be noted that iconography plays a significant role 

in kindergartens. When I went to different kindergartens and walked along the corridors, 

the musical environment and the musical decorations caught my attention. For example, 

in K2, some plates, bowls, and bottles with music notations were stuck and hung on the 

outside wall of the teaching building as functioning sound-producing instruments (Figure 

11). In K1, in the corridor of the second floor, some small models of Chinese folk 

instruments and information about them decorated the wall, and also a kind of African 

Figure 10. Musicking in kindergartens. 
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folk instrument called mbira was included (Figure 12). Also, on the first floor, some 

pictures of and information about Peking Opera and shadow plays were put on the wall, 

and some photos of children playing a game about the shadow plays were also present 

(Figure 13). In K6, the shapes of a piano and guitar were made and fixed on the wall of 

the corridor (Figure 14). 

 

Figure 11. Some ‘instruments’ were hung on the outside wall in K2. Photo by Kunyu Yan (3 September 

2018). 
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Figure 12. The wall of the corridor was decorated with some instruments in K1. Photo by Kunyu Yan (25 

October 2018). 

 

Figure 13. Some pictures related to Chinese music on the wall in K1. Photo by Kunyu Yan (25 October 

2018). 



 116 

 

Figure 14. The decorations on the wall in K6. Photo by Kunyu Yan (6 November 2018). 

When I looked inside each classroom, a piano or electronic keyboard was always placed 

in the middle, the most conspicuous position (Figure 15), and all activities (eating 

included) were organised around this instrument. It seemed very common to use music 

notation and symbols to decorate the walls of the classroom (Figure 16), but in most 

cases, only the wall in the music area. Teachers stuck pictures or music notation on the 

wall to help children who were in the music area to understand music (the details will be 

discussed in 4.3.3).    
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Figure 15. An example of the position of the piano in the classroom. Photo by Kunyu Yan (13 November 

2018). 

 

Figure 16. An example of the decorations on the wall in the classroom. Photo by Kunyu Yan (13 

November 2018). 

4.3 Organised Music Sessions 

In a kindergarten’s daily routines, there are many organised sessions that relate to music, 

including sessions devoted solely to music and music as a part of general sessions. 
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According to my observation, organised music sessions can be divided into four 

subcategories: structured music lessons, morning/afternoon exercises, music area 

activities, and music in special events. Before elaborating on these four categories, there 

is an important point to consider, which regards the use of music in textbooks.  

Music in textbooks 

All kindergartens had one thing common, which was teachers relying heavily on 

textbooks to organise music activities, especially the structured music lessons and music 

area activities. The Qingdao government publishes a total of six textbooks with CDs for 

early childhood teachers based on the children’s different age groups: two textbooks for 

each age group respectively. Teachers in public kindergartens must follow the 

government textbooks to teach children. There is no requirement for private 

kindergartens to do this, and they can use either their own textbooks or government 

textbooks. For example, in the participating private kindergartens, K7, K10, and K12 had 

their own curriculum design and textbooks, and K8, K9, and K11 used government 

textbooks. Due to the privacy of textbooks in private kindergartens,31 only the contents 

from government published textbooks are shown in my study.  

The textbook provides all the music that can be used in children’s musical activities, 

including the music in the music area activities and the structured music lessons, and 

even extra music if teachers would like to organise expanded activities. According to my 

 
31 Private kindergartens usually expend much effort and money buying teaching resources, designing and publishing 

their own teaching content, or training teachers. Therefore, the leadership allowed me to look through the textbooks 

in the kindergartens but did not allow me to scan any documents.  



 119 

observation, the music repertoire of teachers was all from the textbooks. There are more 

than 150 pieces of music in the six textbooks, about 60 songs for senior classes, 50 songs 

for middle classes, and 40 songs for junior classes. Most of the music comprised 

children’s songs with Chinese lyrics but also included different kinds of music. For 

example, though the name and/or lyrics are translated into Chinese, there are more than 

20 songs from different countries overseas among the 150 songs, which includes 

children’s songs and classical music, such as “Royal March of the Lion [Shi wang jin 

xing qu 狮王进行曲]” from France (the numbered music notation is shown in Figure 

17),32 “Dolls and Dancing Bear [Yang wa wa he xiao xiong tiao wu 洋娃娃和小熊跳

舞]” from Poland, “The Ode to Joy [Huan le song 欢乐颂]” from Germany, “American 

Patrol [Xun luo bing jin xing qu 巡逻兵进行曲]” from America, “Auld Lang Syne [You 

yi di jiu tian chang 友谊地久天长]” from Scotland, “Norwegian Dance [Nuo wei wu qu 

挪威舞曲]” from Norway, “Edelweiss [Xue rong hua 雪绒花]” from Austria, “March 

of the Toys [Wan ju jin xing qu 玩具进行曲 ]” from Japan, and the Orff music 

“Caterpillars and Butterflies [Mao mao chong he hu die 毛毛虫和蝴蝶]”. 

 
32 

Numbered music notation is a musical notation system widely used in music publications in China. Number 1 to 7 
represent the musical notes, which always correspond to the diatonic major scale. For example, in the key of F, their 
relationship with the notes is as follows:     Note:     F  G  A  bB  C  D  E   

                                      Notation:  1  2   3   4  5  6   7   

Dots above or below a musical note means to raise or lower it to octaves, and the number of dots equals the number 
of octaves, for example, "6．" is an octave lower than "6". The plain number represents crotchet, and each underline 
halves the note length: one represents a quaver, two represent a semiquaver, and so on. Dashes after a note lengthen 
it, each dash by the length of a quarter note. A dot after the plain or underlined note works to increases its length by 
half. 

https://en.wikipedia.org/wiki/Octave
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Figure 17. A part of the numbered music notation of “Royal March of the Lion”, scanned from the 

textbook (Xin & Xue, 2018). 

There are more than 10 songs that represent Chinese traditions: folk and ethnic 

characteristics such as the song of “Facial Make-ups [Shuo chang lian pu 说唱脸谱]” 

with a Peking opera feature (Figure 18); the folk music of Jiangsu Province “Pulling out 

a Reed Catkin [Ba gen lu cha hua 拔根芦柴花]”; the dance music “Grape Harvest [Pu 

tao feng shou 葡萄丰收]” for the Uygur ethnic group; the Mongolian folk song “I am A 

Herdsman of Grassland [Wo shi cao yuan xiao mu min 我是草原小牧民]”; the national 

orchestral music “Dance of the Golden Snake [Jin shen kuang wu 金蛇狂舞]”; and the 

song “Big Head Doll dance [Da tou wa wa wu 大头娃娃舞]” that reflects the traditional 

dance customs of the Han nationality.  
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Figure 18. The numbered music notation of “Facial Make-ups”, scanned from the textbook (Xin & Xue, 

2018). 

Patriotic songs are also included, such as the national anthem “March of the Volunteers 

[Yi yong jun jin xing qu 义勇军进行曲]” (Figure 19), “I Love China [Ai wo zhong hua 

爱我中华]”, and “Team Song of Chinese Young Pioneers [Zhong guo shao nian xian 

feng dui dui ge 中国少年先锋队队歌]”.  
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Figure 19. The numbered music notation of “March of Volunteers”, scanned from the textbook (Xin & 

Xue, 2018). 

Moreover, there are many children’s songs that express traditional virtues of the Chinese 

nation, including filial affection, modesty, tolerance, diligence, and gratitude, such as the 

song “My Good Mum [Wo de hao ma ma 我的好妈妈]” (Figure 20), “Offering Your 

Seat to Others [Rang zuo 让座]”, “Grateful Heart [Gan en de xin 感恩的心]”, and “The 

Glory of Labour [Lao dong zui guang rong 劳动最光荣]”.  
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Figure 20. The numbered music notation of “My Good Mum”, scanned from the textbook (Xin & Xue, 

2018). 

Looking at these types of music, it can be seen that musical diversity in Chinese 

kindergartens, covering not only Chinese songs from various regions and ethnic groups, 

but also international songs. Further, there are happy children’s songs but also songs with 

deep meaning, which is reflected by the influences from international and Chinese culture.  

Also, detailed materials and suggestions are provided in the textbooks, such as monthly 

and weekly topics, materials and suggestions for each area activity, suggestions for 

creating the environment of the classroom, and materials and suggestions for each 

teaching activity. In the following subsections, the practical application of music from 

the textbooks will also be discussed.  
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4.3.1 Structured Music Lessons  

Every kindergarten organises structured music lessons for each class at each level, either 

general music lessons or Orff music lessons. They are normally organised once a week 

for each class, but the time allocated is different depending on the age group: 10-15min 

for the junior class (aged 3-4), 15-20min for the middle class (aged 4-5), and 20-25min 

for the senior class (aged 5-6).   

Normally, all children in the class are involved in structured music lessons. The format 

of general music lessons in both public and private kindergartens is organised in the same 

way, using the typical styles of China, classroom-based pedagogy and teacher-centred 

teaching style, which means all children sit in their chairs arranged in rows in the 

classroom, and facing and listening to the teacher in front of them. A support teacher 

stands behind children and assists the main teacher in controlling the discipline of the 

class or guiding the children to engage in the lesson.   

According to the textbooks and my observation, four main forms of general music 

lessons were discerned, including singing, doing movements with singing or music, 

music appreciation, and playing percussion instruments, which related to findings in the 

literature mentioned in Chapter 3 (Xu, 2004; Xu, 2012; Yan, Fan, & Feng, 2016). Four 

examples of music lessons are now outlined, in which all forms of music activities are 

included. Dialogue between teachers and children helps to show the teachers’ teaching 

style and what they concentrate on. 
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Example lesson 1 

In K1, there was a music lesson where a teacher taught a song entitled “Autumn is so 

Beautiful [Qiu tian duo me mei 秋天多么美]” (Figure 21) to a senior class of about 40 

children, which lasted around 30 minutes.  

 

Figure 21. The numbered music notation of “Autumn is so Beautiful”, scanned from the teachers’ 

textbook (Xin & Xue, 2018). 

At the beginning of the class, the teacher asked the children: “What happens in Autumn?”; 

the children raised their hands and answered: “The leaves become yellow”, “The fruit 

ripens”, “It is the harvest season”. The teacher then asked: “What kind of crops have 

been harvested?”; the children raised their hands and said: “Corn”, “Wheat”, 

“Pumpkin”, “Sorghum”, the teacher corrected the child who answered ‘wheat’: “The 

season for wheat harvest is summer, autumn is for planting wheat.” Following the 

children’s answers, the teacher said: “Such good things happened in autumn, let’s sing a 

song to praise it.” The teacher went over to play the piano, and she played the melody 
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of the “B” section in the song (as shown in the notation) and sang the repeated lyrics 

‘autumn is so beautiful’. The children followed the teacher in song. Then the teacher 

stood up and asked the children: “How can we sing the song more beautifully?”; she 

continued, “There are some dotted notes and staccato in this phrase, we need to sing 

them accurately to express the joy and liveliness of autumn.” She sang this piece 

unaccompanied and the children followed, then she played piano and gave some 

instructions to help the children practice, such as “Sing the staccato softly”, and also 

demonstrated the song for the children. After a couple of practices, the teacher switched 

to teach the “A” segment of this song. (Observation notes, 2 November 2018) 

In the “A” section of the song, there are three phrases and each of them describes one 

kind of crop: cotton, rice paddy, and sorghum. The teacher said: “Let us listen to the song 

and then tell me what crops are mentioned in the music”. At the same time, she played 

the video on the TV, which showed many pictures corresponding to the lyrics. When the 

video ended, the children put up their hands to answer: “Cotton ball”, and with the 

teacher’s help, “paddy” and “sorghum” were also mentioned. Next, the teacher asked 

the children: “How are these crops described?”, and played the video of the first phrase 

in the “A” segment again. With the question “What does the cotton ball look like in the 

picture”, and showing other corresponding pictures to the lyrics, most of the children 

recited the lyrics of the first phrase. Then the teacher played the piano and led the children 

singing the first phrase, in which the accuracy of the tune and rhythm was emphasised. 

The same procedures were used for the second and third phrases, starting with similar 
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questions, “How does the song describe a paddy?”, “What does the sorghum look like 

in this picture?”, which guided the children through the song. In the final stage, all 

pictures relating to the three phrases were shown on the TV screen, and the teacher played 

the piano and sang the whole song with children together (Figure 22). For the fragments 

that the children could not sing in tune or with the correct rhythms, or when they could 

not remember the lyrics, the teacher stopped, taught, and practiced again. Such a formal 

process was repeated until the children sang better.  

 

Figure 22. Children sang the song and teacher played piano in a music lesson. Photo by Kunyu Yan (2 

November 2018). 

In the process of the lesson, some children were not singing all the time, and sometimes, 

the teacher had to stop teaching to maintain discipline. For example, the support teacher 

bent over and said a few words to a child who was not engaged in the activity, or the 

main teacher called the child’s name or patted the child to remind them to concentrate. 
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However, all of the children were sitting there and listening to the teacher for the whole 

lesson.  

This music activity was found in the textbook, and it was clear to see how the teacher 

applied the lesson plan of the textbook (Figure 23).  

 

Figure 23. The music lesson plan of “Autumn is so Beautiful” in the textbook of the senior class (Xin & 

Xue, 2018). With translation in English by Kunyu Yan. 

By analysing the teaching procedures and the lesson plan, it can be seen that the teacher 

followed most of the processes in the textbook to organise and teach the children. For 

example, the teacher encouraged the children to share their knowledge of the autumn 

crops at the beginning of the class, and guided the children to learn the “B” section of the 
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song first and emphasised the dotted notes to express the loud and soft of the melody. 

Moreover, the teacher used pictures to help the children memorise the lyrics, and even 

the questions that she asked were also adopted from those in the textbook, such as “What 

crops are mentioned in the song?”, “How are these crops described in the song?”. Also, 

the points that the teacher emphasised were related to the objectives in the textbook, such 

as guiding the children to practice the dotted notes repeatedly and expressing the joy of 

the autumn harvest when the children sang. The objectives also involved children’s 

understanding of the autumn harvest. The teacher told me that she followed the advice in 

the textbook to ask parents to help the children know some autumn crops in advance, 

otherwise, it would be hard to teach this song if the children did not know any crops. 

Therefore, although the teacher seemed only focused on teaching the children to sing the 

song in tune and with the correct rhythms, meanwhile, some knowledge about the autumn 

harvest was also delivered to children by teaching the lyrics and with the parents’ 

assistance.  

Example lesson 2 

In K2, a teacher taught a song entitled “Make Snowmen [Dui xue ren 堆雪人]” (Figure 

24) in a middle class, which involved about 20 children and lasted 25 minutes. 
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Figure 24. The numbered music notation of “Make Snowmen”, scanned from the teachers’ textbook (Xin 

& Xue, 2018).     

At the beginning of the lesson, the teacher played a video of making snowmen, and then 

she asked: “Could you show me the posture of the snowman that you want to make?”. 

The children reacted with different gestures, and then the teacher said: “Wow, there are 

lots of lively snowmen. My little snowman wants to give you a song, and its name is ‘Make 

Snowmen’, let’s listen!” She played the video of the first phrase and the children watched, 

then there were short dialogues between teacher and children: 

Teacher: “What season does the song describe?”    

Children: “Winter.” 

Teacher: “How do you know? How does the song talk about this?” 

Children: “Snowing”, “Make snowmen.” 

Teacher: “How does the song describe the snowman?” 

Children: “Round head”, “Big belly.” 

Teacher: “Anything else?” 
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Child: “I heard a ‘smile’.” 

Teacher: “Brilliant, you listened very carefully. The lyrics of the song are 

shown in some pictures, let’s have a look!” (Observation notes, 20 December 

2018) 

The teacher took out a board with some small pictures stuck to it, and she read the song’s 

lyrics by pointing to the corresponding pictures (the lyrics in one bar were shown by 

three identical pictures), and then she guided the children to read the lyrics. When the 

children remembered the lyrics of the first phrase, the teacher let the children watch the 

video of the second phrase, and asked: “What is mentioned in the lyrics?” The children 

answered: “The little brother”, “The little sister”. Then the teacher took out 

corresponding pictures and asked a couple of children to stick them to the right place on 

the figure (Figure 25). 
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Figure 25. A child sticks pictures to the board in a music lesson. Photo by Kunyu Yan (20 December 

2018).    

The teacher continued: “How do they play games with snowmen?”. The children 

answered: “Skating”, “Have snowball fights”, “Make snowmen”. These were not the 

answers that the teacher wanted, so she said: “Let’s listen to the song again to know how 

they play games with snowmen.” When the video ended, the teacher read the lyrics and 

stuck pictures to the board, and then guided the children to read the lyrics of the second 

phrase. The lesson continued as follows: 

Teacher: “How about the size of the three identical pictures?” 

Children: “The first picture is bigger and the other two are smaller.” 

Teacher: “Did everyone find that? The size of three pictures in each bar is the 

same regularity, right? There are three pictures in each bar, we’ve learnt 

already that every picture represents one musical note. What did we call this 
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kind of music?”  

Children: “Three-four time.” 

Teacher: “There is a characteristic in three-four time, you found that the 

regularity of three pictures. Do you know what does the regularity want to 

tell us?” 

Children: “……” 

Teacher: “This is a secret. We need to sing or read loudly for the note of first 

bigger picture, while we need to sing or read softly for the note of two smaller 

pictures. The characteristic of three-four time is ‘loud, soft, soft (forte, piano, 

piano)’. Let’s read the lyrics like this!”   

The teacher led the children to read the lyrics speaking with a ‘loud, soft, soft’ voice, and 

then she added some movements,  

Teacher: “Please stand up! Let’s use our bodies to express the three-four time. 

I think we can clap our hands to express ‘loud”, and pat other parts of our 

bodies to express ‘soft’. What part of your body do you want to use for 

expressing?”  

Children: “Shoulders”, “Belly”, “Butt”, “Stamping foot.” 

Teacher: “Okay, let’s read the lyrics by doing these movements.” 

(Observation notes, 20 December 2018) 
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The teacher led the children to read the lyrics and beat the rhythm by doing movements, 

clapping hands to express ‘loud’, and patting head, shoulders, buttocks, and thighs to 

express ‘soft’ (Figure 26).  

 

Figure 26. The teacher led the children to do some movements in a music lesson. Photo by Kunyu Yan 

(20 December 2018).   

Then the teacher sang and played on the piano, she asked the children to use their bodies 

to beat the rhythm when she sang. Another teacher came to the front and led the children 

to do movements. The teacher asked the children: “What kind of emotion should we have 

to sing this song?” The children answered: “Happy!” She asked the children to follow 

the audio to sing, but not too many children sang, so she asked the children to stand up 

and sing by doing movements. As a stimulus, she said: “The children who do well can 

be invited to play a game with me.” After singing, the teacher took out some handmade 

headbands with a snowman logo, and then a couple of children who performed well were 

selected to act as snowmen by wearing the headband. The teacher played the audio and 
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the children sang the song together. The children who acted as snowmen needed to keep 

one posture and could not move when they sang, and the other children danced in a circle 

around the snowmen. At last, the two teachers scattered some cotton as snowflakes over 

the children. In this lesson, the combination of singing and movement was not only used 

for children’s musical learning, such as experiencing the rhythm of three-four time and 

singing in tune, but the final game was also used for fun. Again, the music and contents 

were also found in the textbook (Figure 27). 

 

Figure 27. The music lesson plan of “Making Snowmen” in the textbook of the middle class (Xin & Xue, 

2018). With translation in English by Kunyu Yan. 

It can be seen that the processes of this lesson were also similar to the suggestions in the 

textbook. For example, the teacher started the lesson by playing the video of making 



 136 

snowmen, and then guided the children to show postures of snowmen. The teacher guided 

the children to do movements to experience and understand the features of ‘loud, soft, 

soft’ in three-four time, and she also used the questions in the textbook to guide the 

children to memorise the lyrics. This included, “How do people play games with the 

snowman in the song?”, and “How is the snowman described in the song?” Moreover, 

the game that the teacher organised was also from the textbook with very minor variation. 

Also, the points that the teacher talked about and emphasised on the lesson corresponded 

to the objectives in the textbook, such as the emphasis of the feature of music in three-

four time, and the guidance of expressing a happy emotion when the children sang the 

song.  

For the music lessons, it can be seen that teachers not only used the music in the textbook, 

but also most of the processes and dialogues were adopted as well, which were also 

evidenced in teacher interviews. All teachers mentioned that they followed the textbooks 

to make lesson plans, including the music, objectives, processes, and even the dialogues. 

As a teacher in K2 said: 

We must follow the music and objectives to design the music lesson. 

There’s no requirement that we must follow the suggestions for the 

process, it’s just for reference, but for me, I adopted most of the 

suggestions. Because I found the suggestions are rational and helpful 

to teach children, I don’t need to spend time thinking about how to use 

the music or how to achieve the objectives. And even for some 

dialogues it provides a good guide for the children to engage in the 

activity. Moreover, after I designed a lesson, I must send the plan to the 

director teacher and revise it depending on her comments, until she is 
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satisfied with everything. Following the processes of the textbook is 

easier to get her permission. (Public kindergarten, junior class, 14 

December 2018) 

Example lesson 3 

In K5, there was a music lesson that extended from a story entitled “Smart Little Red 

Riding Hood [Cong ming de xiao hong mao 聪明的小红帽]”, and the piece of music 

was called “The Little Magpie’s Song [Xiao xi que zhi ge 小喜鹊之歌]” by the teacher. 

It consisted of three identical musical phrases, from very slow rhythm to a fast rhythm, 

which was used for reminding Little Red Riding Hood about the distance between the 

wolf and her (the video clip of music is provided in Appendix 14). The teacher used this 

piece of music in a middle class to help the children experience different rhythms by 

playing percussion instruments in a middle class, which involved about 35 children and 

lasted around 25 minutes. 

Firstly, the teacher played the audio, and many children followed the teacher to shake 

their heads to beat the rhythms. After they listened to the music,  

Teacher: “What are the characteristics of this music?” 

Child: “Pleasant song.” 

Teacher: “Anything else?” 

Child: “The music is sometimes loud and sometimes soft.” 

Teacher: “That’s because the rhythm is……” 

Child: “The rhythm is sometimes slow and sometimes fast.” 
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Teacher: “The rhythm is changed from slow to fast, and it is related to the 

distance between Little Red Riding Hood and the wolf. How about the rhythm 

of the music when the wolf hasn’t appeared yet?” 

Children: “……” 

Teacher: “It’s very slow, but when the wolf appeared, the rhythm became ……” 

Children: “Faster.” 

Teacher: “When the wolf got close to Little Red Riding Hood, the rhythm……” 

Children: “Became faster and faster.”  

Teacher: “Can you recognise the remainder from listening to the rhythm of 

the music? I’ve brought a figure to help you understand the rhythm.” 

(Observation notes, 6 December 2018) 

The teacher took out a big figure of twelve faces of bears, and then she played the audio 

and drew points on the faces of the bears depending on the rhythm (Figure 28).  
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Figure 28. The teacher used a figure to note the rhythms. Photo by Kunyu Yan (6 December 2018). 

Teacher: “What are the characteristics of the drawn picture?” 

Child: “There are fewer points on some faces while many points on other 

faces.” 

Teacher: “How are the points different?” 

Children: “Few, more, more and more, much more.” 

Teacher: “So the points are changed from few to many, that means the rhythm 

of the music is from ……”  

Children: “From slow to fast.” 

Teacher: “The few points mean the rhythm is …” 

Children: “Slow.” 

Teacher: “When the points become more and more, it means the rhythm …” 

Children: “Becomes faster and faster.”  
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Teacher: “Let’s listen to music again, at the same time, we’ll use our bodies 

to beat the rhythm depending on the points. You can shake your heads, pat 

your shoulders, clap your hands, or stamp your foot, whatever you like to use.” 

The children followed the teacher’s gestures to beat the rhythms from slow to fast by 

moving their bodies, shaking their heads, clapping hands, and patting heads and 

shoulders. Then the teacher took out some instruments and asked children the name of 

each instrument. All the children responded, for each instrument in turn: “Tambourines, 

maracas, castanets, and egg shakers”.   

Teacher: “These instruments are our friends, how should we treat friends?” 

Children: “Help each other.” 

Teacher: “We also need to respect each other. So when I say ‘let your 

instruments rest’, please keep your instruments quiet, don’t play your 

instruments and don’t drop your instruments on the ground either. Otherwise, 

I will take your instruments back.” (Observation notes, 6 December 2018) 

At the same time, another teacher assigned the instruments to the children, and every 

eight or nine neighbouring children got the same instrument. The teacher asked the 

children to listen to the music and play the instruments depending on the rhythms. She 

asked the children in English:33“Are you ready?” All the children answered in English: 

“Yes!” Then the children followed the teacher’s gestures to shake the instruments when 

 
33 In some Chinese kindergartens, some teachers use very basic and simple English in conversation with the 

children, such as “Good morning” and “Are you ready?”. 
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listening to the music, but most of children could not play with the correct rhythm (Figure 

29). 

 

Figure 29. Children playing percussion instruments in a music lesson. Photo by Kunyu Yan (6 December 

2018).       

Teacher: “How did you play instrument? When you played the rhythm of few 

points on the faces of bears, you played very……” 

Child: “I shook my instrument very slow.” 

Teacher: “And when you played the rhythm of points on the faces of bears 

became more and more……” 

Child: “I shook it faster and faster.”  

Teacher: “How many groups of instruments do we have?” 

Children: “Four groups.” 

Teacher: “Let’s divide into four groups to play. For the part with a slow 
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rhythm for the first bear face, only the group of tambourines plays; and for 

the second bear face, the rhythm becomes fast, and only the group of maracas 

plays; when the rhythm becomes faster and faster, in the third bear face, only 

the group of castanets plays; and only the group of egg shakers plays the part 

of the fastest rhythm in the fourth bear face.” (Observation notes, 6 December 

2018) 

The teacher repeated her rules and played the audio. When the music played, the teacher 

took out pictures of the instruments that children played and stuck the corresponding 

picture of the instrument to the bear face by following the music to guide the children 

which group would play. Then the children in the first row exchanged their instruments 

with those in the second row, and followed the music to play again. In this music lesson, 

the main forms were music appreciation and playing percussion instruments. A very short 

section of movement was also included, in which the children experienced different 

instruments and the speeds of different rhythms.  

Example lesson 4 

In K10, an Orff music lesson was organised in a senior class of 15 children, which 

involved six short activities and lasted around 26 minutes. Audio recordings of songs are 

provided in Appendix 14. 

Firstly, under the teacher’s direction, all the children sat on the ground in a circle and 

faced the teacher in front of them. The lesson began with the song called “Hello Song 
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[Wen hao ge 问好歌]”, and when the audio played, the children followed the teacher to 

sing and do some movements depending on the lyrics. For example, when they sang ‘let’s 

shake hands together’, the teacher stood up and ran to touch the hands of every child; and 

when they sang ‘let’s hug each other’, two neighbouring children embraced each other. 

In the interlude of the song, the teacher guided the children to pat their heads, shoulders, 

hips, and knees by following the rhythm. It was a kind of warm-up activity that only 

lasted one minute. Then the teacher took out an instrument, which was an eight-tone 

chime [Ba yin zhuan zhong 八音转钟] and tapped one tone. She sang ‘hello’ to this tone, 

and all the children followed her to sing. The teacher gave instructions to the children 

that when she taps the tone represented by a yellow colour chime, they needed to sing 

‘hello’ to this tone. Similarly, the tone of light blue means they sing ‘balcony’, and the 

tone of blue means they keep quiet and put their hands up. After several practices, the 

teacher asked the children to close their eyes and complete the instructions only by 

listening. Most of the children completed the task but some of them just followed the 

other children’s actions.  

The teacher continued with a third activity. She took out a picture of soldiers and said: 

“The soldiers must follow the instructions to do the movements, but they are free and can 

move freely at midnight. Let’s listen to the music and see how the solders do the 

movements”. Then, by following the rhythm of the music, the teacher guided the children 

to pat their knees twice and clap hands three times. In the middle of the song, the rhythm 

of the music became very fast, so the teacher changed the movements and told the 
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children: “It is 12am, you can move freely.” But most of the children still imitated the 

teacher’s actions. The second time, the teacher encouraged the children not to follow her: 

“Let me see who can do different movements from me.” Then, the activity was developed. 

All the children stood up and turned right, the teacher hummed the melody to teach the 

children to change the movement of patting knees to stamping feet forward (Figure 30). 

When the music played, the main teacher and the support teacher guided the children 

forward in a circle. And in ‘free time’, the children were encouraged to leave the circle 

to do different movements, so they ran, jumped, danced, and rolled on the ground. Then, 

the activity was changed to cooperative movements. Two children formed a group and 

sat face to face, the movement of clapping hands developed to clapping each other, and, 

in ‘free time’, the two children were asked to do different postures. (Observation notes, 

30 May 2019) 

 

Figure 30. The teacher taught children to stamp and clap by following the rhythm of the music. Photo by 

Kunyu Yan (30 May 2019). 
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The next activity was playing instruments with this music. The teacher took out a wooden 

instrument and all the children knew its name – agogo (also knowns as wood scraper 

block, an idiophone percussion instrument. It usually consists of a pair of small wooden 

tubes, and each of which has a different size and produces different tones, which is played 

with a stick). Then she brought another instrument and said: “I’ve brought a similar 

instrument to the wooden agogo, its name is ‘tick tock block [Shuang xiang tong双响

筒]’.” The children followed the teacher to read the name. The teacher asked the children 

to sing the melody while she demonstrated to play this instrument. Then the two teachers 

distributed the two kinds of instruments to the children and played the audio. The main 

teacher guided the children to tap the wooden block with a stick by following the rhythm, 

and the support teacher assisted in teaching (Figure 31). In ‘free time’, they used the stick 

to slide on the wooden block back and forth quickly.  

 

Figure 31. Teachers guided the children to play instruments. Photo by Kunyu Yan (30 May 2019).          
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Then, the children were divided into two groups: a group playing instruments, and a 

group doing movements. The children who played the instruments sat to the front, and 

the others stood in a circle behind the instrumentalists. When the music played, each 

teacher guided each group to follow the rhythm to play and move (Figure 32). The final 

activity was the “Goodbye Song [Zai jian ge 再见歌]”, in which the children and 

teachers stood up and sang this song to each other. It lasted for only about one minute.  

 

Figure 32. Integrative activity of instruments and movements. Photo by Kunyu Yan (30 May 2019). 

K10 organised all teachers to take training courses in the Orff method offered by a 

professional Orff institute who provides Orff textbooks and music. Thus, the teaching 

resources of children’s Orff lessons were from the teachers’ training materials. In this 

main class teacher’s interview, she told me that all teachers follow the training Orff 

textbooks to organise children’s lessons, and the procedures are the same in each Orff 

lesson in this kindergarten, which included seven sections: starting with the “Hello Song”, 
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then an activity focusing on listening (e.g. the eight-tone chime), an activity focusing on 

experiencing (e.g. movements with different rhythms), cooperative movements of two 

children, playing instruments, integrative activity of instruments and movements, and 

ending with the “Goodbye Song”. The activities of singing, doing movements, music 

appreciation, and playing percussion instruments were all covered and crossed over in 

the seven sections of the lesson. On the one hand, music was used for children’s learning, 

either musical learning (e.g. slow and fast of the rhythms, how to play instruments) or 

non-musical learning (e.g. cooperation with peers). On the other hand, the music 

activities were also used for children’s fun.   

Other special music lessons 

Except for the kindergarten in the above example, as mentioned in Chapter 3, K7 and K8 

also have special music lessons. In K7, a piano lesson is compulsory for children in the 

middle and senior classes, and there are 10 professional piano teachers, and 10 piano 

rooms with many pianos to ensure the children obtain professional piano teaching in a 

proper learning environment (Figure 33). All the children who learn piano are divided 

into groups with eight in each, and each group has a fixed time to learn and practice every 

day. When the time comes, their piano teachers go to each classroom to pick them up and 

take them to the piano rooms. As well as these small group lessons, parents can also 

choose to pay for private one-to-one lessons for their children. All children learn the 

courses of the Associated Board of the Royal Schools of Music (ABRSM) and take their 

examinations. K8 also offers Orff music lessons as one of the optional courses for parents 
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to choose for their children, which are normally organised once a week. It has an 

independent Orff classroom for this lesson (Figure 34). It not only has percussion 

instruments like the public kindergartens have, but it also provides tuned percussion 

instruments, such as xylophones and marimbas.  

 

Figure 33. One of the piano rooms in K7. Photo by Kunyu Yan (04 March 2019). 
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Figure 34. The Orff classroom in K8. Photo by Kunyu Yan (23 April 2019). 

Evaluating teachers’ musical abilities 

As demonstrated above, structured music lessons are teacher-centred and aimed at 

children’s musical learning, meaning that the teachers’ musical abilities are important 

elements. As shown in Table 3.6, the details of each structured music lesson are noted. 

In total, I observed and made notes for 68 structured music lessons in all selected 

kindergartens, which included four Orff lessons and some lessons repeated by the same 

teachers. For the levels of teachers’ musical skills, I made a judgment on their ability to 

play and sing the required songs based on the two categories of proficient and not yet 

proficient (Figure 35). For the teacher whose lessons I observed more than once, I only 

counted one lesson. As the teachers’ musical skills of playing and singing were not 

presented in Orff music lessons, the judgment in Figure 35 excludes the Orff teachers.  
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Figure 35. The levels of the teachers’ musical skills. N means number, and each one represents one 

teacher. 

The teachers who played and sang well or only made a few mistakes were placed in the 

‘proficient’ category, while those who made many mistakes were noted in the ‘not yet 

proficient’ category. Based on my observation of the teachers’ music lessons, the levels 

of teachers’ musical skills in K1, K2, and K7 were the best while those in K9, K10, and 

K11 were the worst among the participating kindergartens. Also, as shown in Figure 35, 

the overall levels of teachers’ musical skills in public kindergartens were more proficient 

than those in private kindergartens. As the selection of participating kindergartens was 

not random I cannot be sure that such figures would apply to all kindergartens in Qingdao, 

but I have no reason to believe it would not be somewhat similar. 

For the evaluation of teachers’ musical abilities, beyond their level of musical skill, 

factors such as managing the time allotted for each section, equipment, teachers’ attitudes 

and emotions, the interaction with children, and the result of children’s learning, were 

noted as important factors in the criteria. According to my observations, teachers’ lesson 

plans and materials such as PowerPoint, pictures, or relevant charts were prepared well 
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for every lesson in the public kindergartens, but some private kindergarten teachers (e.g. 

K9, K11) often taught children only by demonstration and rote learning without the help 

of such teaching materials. Although music lessons in public kindergartens often 

exceeded the expected time, the whole teaching activity was relatively complete, which 

was not the case in the private kindergartens K9 and K11, in which the teaching started 

or ended very suddenly. For the singing activities, public kindergarten teachers always 

explained the lyrics logically and carefully, and added some body language and relevant 

pictures to help the children understand and remember. But in some private kindergartens 

(e.g. K9, K11), teachers were used to repeating the lyrics to let children recite them, and 

seldom corrected the inconspicuous mistakes (e.g. dotted notes, the changes of forte and 

piano) in children’s singing. During the lesson, teachers in both public and private 

kindergartens often asked the children questions. But when children’s answers were 

wrong or the answer was not what the teacher wanted, public kindergarten teachers 

preferred to make corresponding explanations quickly based on the children’s answers 

rather than directly say ‘no’ or call another child to answer, which was the response that 

the private kindergarten teachers often used. Based on these assessments, the teaching 

abilities in public kindergartens and the private kindergartens K7 and K8 were better.   

Summary 

In general, for all public kindergartens and most private kindergartens, the example 

lessons 1-3 were the typical teaching style of structured music lessons – learning by rote 

for children. The extra music lessons normally only occurred in the private kindergartens, 
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like the Orff music lessons in K8 and K10, and the piano lessons in K7. Those lessons 

were not common in public kindergartens, and only an Orff music game was observed in 

K6. Except for K10, all kindergartens had general music lessons, and according to my 

observations, the teaching style in both public and private kindergartens was teacher-

centred. For the Orff lessons in K8 and K10, though the children no longer just sat in 

rows and had more time to make music, all music activities were still teacher-led and 

children’s musicking still followed the teachers’ guidance.  

Through the types of music in textbooks, musical diversity in children’s musical 

activities was illustrated in both public and private kindergartens, but in terms of the 

organised forms of music lessons in kindergartens, public kindergartens tended to be 

more Chinese and national while private kindergartens could be more international. Even 

so, no matter what music activities were organised, all music lessons in both public and 

private kindergartens were still within the four forms of singing, doing movements with 

music, music appreciation, and playing instruments. 

In the practical application of music, it was obvious that among the participating 

kindergartens, teachers in public kindergartens followed the textbooks more strictly than 

private kindergartens teachers. To be specific, teachers in K1, K2, K3, K4 must follow 

the textbooks and cannot change the contents or teach anything that is not in the textbooks. 

The director teachers check each lesson plan and often supervise the teaching activities. 

In K5 and K6, though teachers followed the textbooks as well, the director teachers were 

not as strict in checking everything, so sometimes some teachers changed their teaching 
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content. In private kindergartens, for the general music lessons, while they also used the 

government textbooks, or the kindergartens’ own textbooks, only the director teachers of 

K7 and K8 focused on teachers’ teaching and checked lesson plans. Teachers in K7 and 

K8 followed the textbook strictly to teach every music lesson. In other kindergartens, 

some teachers might change the orders of the music lessons in textbooks, some teachers 

might only choose to have a partial music content, and some teachers might change a 

music lesson to another subjects. Generally, the content of their music lessons was still 

from textbooks. For the Orff lessons and piano lessons in K7, K8, and K10, the teachers 

also followed the resources (textbooks or teaching materials) provided by the 

kindergartens to teach the children. 

Combining the lesson plan of music lessons in the textbook and the four example lessons 

discussed above, it can be seen that the main purpose of structured music lessons, 

especially the general music lessons, is for children’s musical learning. This function was 

also evident in the teachers’ interviews, and all the interviewed teachers expressed the 

same idea. For example, a teacher in K3 said:  

It’s a music lesson, of course it’s teaching children something about 

music. It’s better if children learnt something else in the process, but 

that’s not my point. I only want to make sure that children achieve 

musical learning. (Public kindergarten, middle class, 19 October 2018) 

In all selected kindergartens, the teachers mainly focused on outcomes in structured 

music lessons. To be specific, in singing activities, they focused on whether children 

could sing in tune and keep rhythm, and recite the lyrics correctly; in movement activities, 
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the focus was whether children could move following the correct rhythms; in music 

appreciation activities, teachers looked at whether children could identify the emotion, 

speed or rhythm of the music; and when playing instruments, they focused on whether 

children could play in the right way and follow instructions. In general, singing activities 

occupied most of children’s music activities. Moreover, it was found that in order to 

achieve the objectives of musical learning, teachers spent a great deal of time leading 

children in practice, which resulted in the lesson time often being extended. It can be 

discerned that there were some other functions of the music lessons, such as non-musical 

learning (e.g. learning about culture, seasons, etc.) and children’s fun. In the Orff lessons, 

it was obvious that the music activities were for children’s fun: children laughed, got 

excited, and enjoyed themselves during the process. But in the general music lessons, 

children’s learning, either musical learning or non-musical learning, was more important 

than the children having fun. Overall, the musical skill and teaching abilities of public 

kindergarten teachers were better than most private kindergarten teachers. 

4.3.2 Morning/afternoon Exercises 

In Chinese kindergartens, children cannot leave the classroom until the organised time 

for outdoor activity, when they can do some exercises. In the Guidelines for the 

Kindergarten Curriculum (trial version) (Ministry of Education, 2001), children’s 

participation in outdoor games and exercises is a requirement under the “Health Domain”, 

which is one of five domains. During the exercise time, the kindergarten plays music and 

the children do some movements under the teachers’ guidance. Every kindergarten 
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normally organises outdoor activities in the playground once a day, and most 

kindergartens choose to do this in the morning around 10am. Among the participating 

kindergartens, only K4 and K6 chose an afternoon time, which was after sleep time, but 

sometimes the time was changed due to weather conditions. The morning/afternoon 

exercises are group activities, and do not allow children to leave their groups to do 

individual orientated activities. 

Due to the large numbers of children in K1, K2, K5, K7, K8 and K9, and the limited size 

of the playgrounds in K10 and K12, the children of these kindergartens did exercises 

within different age groups. For example, in K1, the kindergarten drew circles on the 

ground for junior class children and dotted lines for middle and senior class children to 

help them know where to stand. The exercise time of each age group was 10-15 minutes 

and contained four different songs, such as children’s songs or sports (gymnastics) songs. 

The first group was children from three junior classes. When the first song played, the 

teachers led the children of each class to stand in their respective circles and follow the 

music, doing some simple movements, such as clapping, bending, stamping, and moving 

hand in hand. They also played a game of ‘The Eagle Catches Chicks’ with the music. 

When the last song played, the teachers led the children from three middle classes to 

come to the playground and stand behind each other and wait for their turn. When the 

song finished, the children of the junior classes stood in a line in each respective class 

and held onto the clothes of children in front of them when returning to the classroom. 

At the same time, the children of the middle classes walked to the dotted line while 
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chanting the slogan ‘one-two, one two’ in Chinese. The teacher of each class stood in 

front of the children and led them through the movements, and the rhythms of the songs 

were faster, as were their movements. The third song was a slow children’s song, and the 

children sang and danced together under the teachers’ guidance. For the senior class, 

more sports music was used, and the children did some gymnastic movements and 

changed the formation from standing in lines to walking to both sides. Some cooperative 

movements with two children exercising together were also added (Figure 36; the video 

clip of music is provided in Appendix 14).  

 

Figure 36. Senior classes doing exercises in the playground of K1. Photo by Kunyu Yan (22 October 

2018).          

In K3, K4, K6, and K11, the size of each playground was big enough for all the children, 

so different age groups did exercises together in these kindergartens. For example, in K6, 

all the children came to the playground, and the junior class children stood in the circle 
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that had been drawn for them while the middle and senior class children formed a circle 

by themselves. The exercise time lasted 10-15 minutes, and all children followed the 

same three songs to do exercises, but some movements were different between different 

age groups (Figure 37). This kindergarten also used children’s (gymnastic) songs and 

sports songs, but some foreign songs were also included (audio recordings are provided 

in Appendix 14). The second song used was an English song called “Penguin’s Game 

[Tu zi wu 兔子舞]”, which was actually a popular dance song in China many years ago. 

The lyrics have some simple English words, such as ‘left’, ‘right’, and ‘turn around’, 

which are relatively easy for teachers to understand and lead the children to do the 

corresponding movements. The third song was a children’s song called “Growth 

Gymnastics [Cheng zhang ti cao 成长体操]”, which was specially made for children’s 

gymnastic exercises. For this song, all the children did the same movements.  

 

Figure 37. Children of different age groups doing exercises together in the playground of K6. Photo by 

Kunyu Yan (23 November 2018). 
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In the teachers’ interviews, teachers in each kindergarten provided similar ideas about 

songs and exercises. For example, a teacher in K5 said: 

The purpose of morning exercises is to give the children an opportunity 

to exercise their bodies and boost their energy. For the choice of music, 

the kindergarten gives us some requirements, such as that the music 

must be positive and the rhythm of the music easy for children to follow, 

and not popular music. And then the teachers of each age group 

discuss together which songs and what movements can be used, and 

then report to the principal. Sometimes, when the principal finds some 

suitable music or movements, she asks us to learn and use these. 

(Public kindergarten, senior class, 14 November 2018) 

 A teacher in K11 explained:  

For the exercise music, every teacher can provide suggestions and then 

we (all the teachers) get together to discuss and choose suitable music. 

For the movements in the music, it’s normally different in each class, 

but we discuss what movements should be involved in the song. For 

example, in one phrase, we might clap, stamp, and jump, and in the 

next phrase we can do…. The final decision is made by the principal. 

But for the gymnastic exercise, we all do the same things; we learn the 

movements together from the video. This is the principal’s request, and 

then we teach the children. (Private kindergarten, middle class, 15 

April 2019) 

Summary 

Due to the requirement of the national guidelines, every kindergarten must arrange a 

fixed time for children to exercise. Although there are some minute differences among 

each of my participating kindergartens, such as the time of day and content (e.g. some 
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kindergartens organised all children together while some were grouped based on age), 

the procedure was basically the same: the teachers guide the children to do movements 

by following the music in the playground. Therefore, these activities are teacher directed. 

Also, in this organised session, it can be seen that music was used mainly for children’s 

physical exercise. Despite the fact that song choice was different in each kindergarten, 

the types of music selected were all children’s songs and sports songs.   

4.3.3 Music Area Activities 

Music area activities are noted in teachers’ textbooks with some resources and notes. 

Area activities, which are also known as corner activities or corner games, are defined as 

the activities in which teachers purposefully and systematically put various materials into 

different areas or corners to create an activity environment according to the early 

childhood educational objectives and developmental level. They aim to help children 

independently select learning content depending on their wishes and abilities, to play, 

explore, and communicate actively in a relaxed and harmonious environment (Wang, 

Wang, & Qin, 2009). In the participating kindergartens, every class had area activities 

that were usually organised twice daily, once in the morning and once in the afternoon. 

Each session lasts around 30 minutes. There are around five different areas in each 

classroom, such as a building area, living area, reading area, craft area, painting area, 

performance area, and music area. The materials or contents in each area could be 

changed by following the weekly or monthly topics, which are decided and designed by 

the teachers. During area activities, children can choose which area they want to play in, 



 160 

but the numbers of children are limited in each area (no more than 7 or 8 children), so in 

most of the cases, the teacher guides or assigns the children to go to a certain area, and 

the children are not allowed to move to other areas during this period.  

According to my observations, almost all middle and senior classes had a music or 

performance area, while only about half of the junior classes had this. In the music or 

performance area, normally there are many different kinds of clothes, hats, and 

ornaments, and children can dress themselves or role-play. There are various percussion 

instruments, such as tambourines, triangles, rattles, hand drums, and drums (Figure 38). 

Moreover, as mentioned before, iconography is used in the music area, so that the wall 

of the music area was decorated by some music notations, music theory, pictures, or some 

‘instruments’ (Figures 39-41).    

 

Figure 38. An example of the setting of the music area in the classroom of K2. Photo by Kunyu Yan (17 

December 2018). 
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Figure 39. An example of music notation on the wall of the music area in K5. Photo by Kunyu Yan (12 

November 2018). 

 

Figure 40. An example of music notation on the wall of the music area of K9. Photo by Kunyu Yan (20 

May 2019). 
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Figure 41. Some ‘instruments’ were used as decoration on the wall of the music area of K6. Photo by 

Kunyu Yan (20 November 2018). 

In music notation, only the rhythm of the song was shown, and, to help children play, the 

instrument needed to be played in each bar was pointed out in the next line using pictures 

of instruments. In a middle class in K6, the teacher stuck different bowls on the wall, and 

the children played them as instruments when they performed a song. The teacher 

explained that there were not enough instruments in her class, but she thought that any 

item that makes sounds can be used as an instrument, so she asked the children’s parents 

to contribute some redundant bowls for the children to play, which would be returned 

after using them. 

During area activities, the children in the music area could choose to sing, dance, or play 

instruments, but according to my observation, the children always followed the teachers’ 
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directions, and the activity needed to follow the topic or suggestions found in the 

textbook (Figure 42 & Figure 43).  

 

Figure 42. One page from the table of contents in a junior class textbook (Xin & Xue, 2018). Red text 

added by Kunyu Yan. 
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Figure 43. An example of suggestions for an activity in the music area in a junior class textbook (Xin & 

Xue, 2018). Red text added by Kunyu Yan. 

As shown above, in the government published textbooks, the monthly and weekly topics, 

materials needed, and the procedures of a music area activity are included. Also, for the 

private kindergartens which had their own textbooks, similar content was included. The 

teachers usually follow the topics in the textbooks to change, design, and create the 

environment of classroom (e.g. the decoration of the wall, and materials of each area 

activity). For the activities in each area, some suggestions in the textbooks are adopted 

and also some ideas from the teachers themselves are used. But in most cases, the 

activities in the music area follow the suggestions in the textbooks. As a teacher at K1 

said:  

We follow the topics strictly, and all activities are related to the topics. 

But for the area activities, there is no strict requirement that we must 

follow the suggestions, so we not only adopt the suggestions of the 
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textbooks, but sometimes if we have other good ideas we also use our 

ideas. For the activities in the music area, actually we don’t have any 

new and fresh ideas. The textbook often provides a couple of 

suggestions for what children can do in the music area, but the main 

idea is to guide the children to perform a song. Therefore, most of the 

time we just guide the children to perform a song, such as singing, 

playing instruments, and dancing. I tried but can’t think of other better 

ways. (Public kindergarten, senior class, 27 November 2018)  

A teacher of K5 said: 

The suggestions for area activities in the textbooks, in some cases the 

materials or activities, are hard to prepare for our kindergarten or my 

class, so I arrange and organise other activities, but definitely, those 

still followed the topic. But for the music area, whether you want to use 

the suggestions in the textbooks or not, all activities are inseparable 

with singing, playing instruments or movements, so I think the 

activities in the music area are relative monotonous, and the 

suggestions are similar in each topic. But because we let the children 

change to a different area every day, they won’t feel bored. (Public 

kindergarten, middle class, 7 December 2018) 

All interviewed teachers presented similar descriptions about the area activities, which 

were similar to my observations. In short, if children learnt a song in any week, the 

following activities in the music area might include singing this song, dancing to this 

song, playing instruments to accompany the song, or a combination of these activities. 

The two teachers moved around each area to supervise children, so that most of the time 

the children who were in the music area made music by themselves, and only sometimes 

the teacher came to help them. The following are several detailed examples to help 

explain the organisation of the music area activities.   
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In a middle class in K1, a couple of children wore headwear and capes in the performance 

area. When the teacher came to this area, she found that the children who were there just 

dressed and talked, then she played a song that they had already learnt and talked to them: 

“Do you still remember the movements of this song? Let’s dance and sing.” The children 

stood next to each other and danced and sang to the music. When the children forgot the 

movements, the teacher stood in front of them and led them through the dance. In a senior 

class in K3, the children who chose to be in the living area exceeded the maximum 

number permissible, so the teacher found the boy who came to this area last and asked 

him: “Did I tell you how many people are allowed in each area?” The boy answered: 

“Seven.” The teacher continued asking: “There are already seven children here, so could 

you please change to the other area?” Then she looked around the other areas and 

continued: “How about the music area? Can you go to the music area and make some 

music with your friends?” The teacher took the boy by the hand and led him to the music 

area and gave him some instruments to play.  

In K12, six girls in a middle class sat in the performance area, and some of them were 

playing instruments and some were wearing masks. When the teacher moved to this area, 

she joined in the performance and led the children to play the instruments together. The 

teacher let the children choose the role they wanted to play in the performance, and some 

children chose to play sleigh bells, drums, egg shakers, mallets, and wrist bells. Two girls 

who were playing instruments also chose to sing, and one girl chose to be a conductor 

and took a stick as a baton. Then the teacher played the children the song “Little Donkey 
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[Xiao mao lü 小毛驴]” on the piano. The children followed the music by singing and 

playing the instruments together, though the girl who was a conductor just conducted at 

random. All the children followed the conductor (Figure 44; an audio recording is 

provided in Appendix 14).  

 

Figure 44. The teacher and children making music together in the music area of K12. Photo by Kunyu 

Yan (17 June 2019). 

There was a similar activity in a middle class in K2. Five girls came to the music area 

and two of them played instruments and three of them sang and danced. But after a while, 

they started to rummage through all kinds of instruments and played each instrument at 

random, making this area noisy and gaining the teacher’s attention. The teacher came to 

the music area and asked the children: “We’re performing the song ‘How do the Animals 

Pass the Winter’, and I saw that Wang was dancing just now, so who was responsible 

for singing and playing the accompaniment?” She asked each child in turn what they 
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wanted to do: one girl chose to sing, one girl chose to play the tambourine for 

accompaniment, and three girls chose to dance. Then the teacher lined them up (three 

dancing girls stood behind) and the children started to perform again (Figure 45). 

 

Figure 45. The teacher giving the children instructions in the music area of K2. Photo by Kunyu Yan (07 

November 2018). 

In K3, there were five children in the music area. The teacher played audio of a children’s 

song. One boy played a drum, two children each played a triangle, and two children 

danced to the music. When the teacher found the children who were playing instruments 

at random in the music area, she gave them instructions on how to play instruments by 

following the music. She brought a tambourine and sat beside the children and said: “In 

the section without lyrics (the interlude of the song), we can shake the tambourine 

quickly.” (Figure 46). She showed the children how to play and let a girl use a hand-bell. 

She continued: “It’s also good to play the hand- bell in this part. This kind of instrument 
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can make rustling sounds that are good to use in the interlude section. Let’s play the 

instruments together.” Then she guided the boy who was playing a drum to play first by 

following the rhythm, but the girl who played triangle joined in so the teacher stopped 

this girl and used gesture to remind the child whose turn it was next. When the interlude 

started, the teacher played a tambourine, and then in the singing section, the children took 

turns playing again. The teacher also gave some advice when the children played the 

instruments, such as: “Listen to the rhythm”, and “Lift your arms (playing the triangle)”. 

 

Figure 46. The teacher demonstrating how to play the tambourine in K3. Photo by Kunyu Yan (19 

October 2018). 

Summary 

In the participating kindergartens, most teachers designed the music area in their 
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classrooms, and only five classes did not have such a music area (J134 in K3, J2 in K5, 

J2 in K6, J2 in K9, and J in K10). There were only percussion instruments in the music 

area, and the materials (e.g. clothes, ornaments) might be changed when following a 

specific topic. It was found that the most common activity in the music area was the 

teachers guiding the children to perform a song that they have already learnt that week. 

For example, the teachers guided the children to choose what they wanted to do, and 

some children wanted to sing, some to play some percussion instruments, some to be a 

conductor, and some to dance. Then, all of them performed the song together. In most 

cases, the children who came to the music area were rotated every day within one week, 

so that despite the activity tending to be repeated itself, it was not repeated for the 

children. In order to make sure children have a go at all activities, the teachers often 

supervised and interfered with children’s choices of area activity. Also, due to the 

children knowing the rules of the area activities, children seldom changed to other areas 

after the area activities had started.  

In the activities of the music area, it was clear that the children were making music most 

of the time, though they could only make orderly music under the teachers’ supervision. 

In the teachers’ interviews, all teachers expressed similar ideas regarding the activities in 

the music area, for example, several teachers said:  

The purpose of designing the music area is so that children can have 

fun when they experience music and instruments; We normally let the 

children perform the song or music they learnt recently, so they can 

 
34 There are more than one class in each age group in some kindergartens, J1 means junior class 1, J2 means junior 

class 2. 
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remember the melody, the lyrics, and the movements. If we don’t give 

them direction, they don’t know what to do and waste time; We cannot 

stay in the music area all the time, so it is inevitable that the children 

will play instruments in the wrong way or make noisy music, but we do 

not care about that because the main aim is for children to have fun, 

and that’s okay for us as long as they do not affect the children in the 

other areas. (K2, middle class, 21 December 2018; K6, senior class, 

21 November 2018; K8, junior class, 23 April 2019) 

4.3.4 Musicking in Special Events 

Kindergartens usually organise children’s performances in some festivals or activities, in 

which most are related to music. In the participating kindergartens, each organised music 

performances to celebrate Children’s Day (1st June), which would often be the biggest 

activity of each kindergarten every year. Moreover, some public kindergartens organised 

a short performance in some Chinese festivals, such as Spring Festival (the beginning of 

a new year on the lunar calendar) and Mid-Autumn Festival (the 15th day of the 8th 

month of the lunar calendar). Some private kindergartens celebrated both Chinese 

festivals and Western festivals, such as Christmas Day (25th December), Thanksgiving 

(the fourth Thursday of November), or Halloween (1st November). On the day of the 

performance, the children’s family members would be invited to come to watch the 

performance. Also, musicking often took place as a part of some general group activities, 

such as music performances in the middle of a game, and singing the national anthem 
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during the flag raising ceremony [Sheng qi yi shi 升旗仪式].35  

Music performance at the festival celebration 

For every music performance in the kindergartens, every class organised at least one 

programme and every child has to participate. The teachers of each class began to design, 

teach, practice, and rehearse with the children one month before the event. The forms of 

music performances were similar in each kindergarten. For the junior classes, the children 

sing very simple songs or follow music when doing some simple movements under the 

teachers’ guidance. For the middle and senior classes, the children sing songs while doing 

some gestures, or dancing to the music. In some kindergartens, the children also 

performed scenes and dialogues of the story, which included singing songs while doing 

movements. In addition, for the private kindergartens who had special instrument lessons, 

the performances of instruments were also involved. 

In K9, the teachers in a senior class chose the song “Macao [Ao men 澳门]” for the 

performance on Children’s Day, which was originally a patriotic poem and was adapted 

to a song when Macao returned to China in 1999. The teacher told me in the interview:  

This year (2019) is the 70th anniversary of the founding of the People’s 

Republic of China, so the principal asked us to choose some patriotic 

songs. It’s hard for the children in junior and middle classes to learn 

this kind of song, so it’s a job for our children in the senior class. 

 
35 The flag raising ceremony is a traditional military ceremony of the People’s Liberation Army of China which is 

done publicly in Tiananmen Square in the capital of Beijing. According to the Law of the People's Republic of China 

on the National Flag [Zhong hua ren min gong he guo guo qi fa 中华人民共和国国旗法], full-time primary and 

middle (high) schools shall hold a flag raising ceremony every Monday morning (Standing Committee of the 

National People’s Congress, 1990).   
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(Private kindergarten, senior class, 24 May 2019) 

Before the performance, the music lessons and some group sessions were replaced by 

teaching and practicing this song. At the beginning, the two teachers taught the children 

sentences of the song to recite the lyrics and sing in tune, and then they arranged the 

children’s formation and led them through a practice. The last week before the 

performance, the children practiced every day so that they looked tired, numb, and casual 

when they sang the song, but the teachers still kept them practicing (Figure 47; an audio 

recording of a rehearsal is provided in Appendix 14). The teacher said:     

I know it’s boring, but we had to help the children to practice to ensure 

they can sing well in the performance, otherwise, the principal and 

parents will doubt our abilities if they sang and performed badly. 

(Private kindergarten, senior class, 24 May 2019)  

 

Figure 47. The teacher rehearsing with the children to sing the song before the performance in K9. Photo 

by Kunyu Yan (20 May 2019). 

In K4, the children in a junior class performed the story “The Enormous Turnip [Ba luo 



 174 

bo 拔萝卜]” in the performance for the New Year celebration. There were six children 

dressed up as trees who stood behind and eight children dressed up as flowers and sitting 

on the ground. A girl who dressed up as a turnip and started the story. A boy who acted 

as a grandpa who walked onto the stage and caught a turnip, and the teacher who started 

to play the piano. All the children sang together: “Pull the turnip, pull the turnip, but the 

turnip didn’t move, grandma, grandma, come and help!” Then the girl who acted as the 

grandma came to pull the grandpa. After such a series of ‘pulling turnip’ and singing, 

children from a group who acted as elephants, tigers, monkeys, dogs, ducks, cats, and 

rats, came to the stage one by one (Figure 48). Finally, all the children said together: “We 

pulled the turnip out.”  

 

Figure 48. Children performing the story “The Enormous Turnip” in K4. Photo by Kunyu Yan (12 

January 2019). 

K7 organised a children’s performance to celebrate Christmas Day. All the children 
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dressed up as Santa Claus and went to the hall. The children in the junior classes 

performed solfeggio, and the teacher played piano while the children sang the musical 

notes with gestures. The children in the middle classes sang the song “Goose [E 鹅]”, 

which was adapted from a poem, and they stood in rows and imitated the actions of a 

goose with their arms. The children in the senior classes sang the English song “Jingle 

Bells” while doing some movements. Because every child starts to learn the piano when 

they get to the middle class in this kindergarten, the children also played piano in 

performances. For example, six children as a group played a famous Chinese pop song 

“Little Apple [Xiao ping guo 小苹果]” on the piano, and six children as a group played 

Beethoven’s “Für Elise” on the piano. During the performance, their bodies swing to the 

left and right together in some phrases while playing (Figure 49). In addition, the teachers 

also joined the performance. For example, eight piano teachers played fast and skillful 

music together, and the children and parents marveled at the teachers’ playing. One 

teacher played violin, and the children danced to the beautiful music.   
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Figure 49. Children playing piano at the Christmas Day celebration in K7. Photo by Kunyu Yan (22 

December 2018). 

For non-national festivals, kindergartens do not normally organise formal performances, 

but the teachers in most kindergartens organise very small activities, such as guiding the 

children to sing a song. In this situation, some teachers record the children’s performance 

and shared it with parents. For example, in K8, the teachers taught the children to sing a 

song entitled “Thank You [Gan xie 感谢]” in a junior class, and they took photos and 

recorded a video of the children singing on Thanksgiving Day. The teachers made a 

website for the children’s parents to watch the children’s performance. Similarly, on 

Mother’s Day, some teachers in K1, K2, K5, K7, K8, and K12 taught the children to sing 

a song about one’s mother, and then recorded a video of the children singing, which was 

sent to parents.  

It is also important to note that some children’s parents also joined in performances. For 
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example, during my study, a child sang a song with their parents in K1, K2, K6 and K8, 

a girl and her mother played piano together in K9, and a father played saxophone in K12. 

Moreover, some children’s individual performances in the senior classes are more 

involved. For example, a girl performed a children’s song in K1, K4 and K5, a girl played 

Guzheng36 in K3, a girl showed the basic skills of dance in K10, and a girl played piano 

in K2. 

According to my teacher interviews, all teachers thought that the main purpose of 

organising performances was to give the children a sense of ritual about a particular 

festival. As a teacher from K1 said:  

For the performance on Children’s Day, as the biggest activity in the 

kindergarten, whether teachers or children, all of us spent much time 

preparing the performance. Despite children feeling tired in the 

rehearsal, they were still excited about the performance. For 

Children’s Day, as a special festival for children, we organised the 

performance and invited their parents because we wanted to give them 

a sense of ritual to let them know that today is your festival and we are 

celebrating for you. (Public kindergarten, middle class, 2 November 

2018) 

A teacher from K9 said:  

It was the busiest time during the period of rehearsal, but we wanted 

to give the children some memories about their festivals. Moreover, the 

performances gave us more opportunities to communicate with the 

children’s parents, I asked whether any children or parents had any 

skills to perform, and if they did I added them to the performance. We 

 
36 Guzheng is one of the traditional instruments of the Han nationality in China, a kind of plucked string instrument. 
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also discussed the time, prepared materials, and shared ideas during 

this period. We communicated with parents much more than at any 

other time. (Private kindergarten, junior class, 27 May 2019) 

A teacher from K7 mentioned:  

We organised at least three large performances (Children’s Day, 

Christmas, and Spring Festival), and also some small performances 

like Halloween or Mother’s Day. In addition to giving children a sense 

of ritual, the performances gave us opportunities to show our skills and 

to show the characteristics of our kindergarten. (Private kindergarten, 

senior class, 8 March 2019) 

Musicking as a part in general activities 

Kindergartens sometimes organise other activities, such as football games, tug-of-war, 

and skipping games. At halftime in these activities, some music performances were 

offered to cheer the players on.  

In K2, there was a football game for two middle classes. One girl on both sides played 

Chinese red drums to encourage the players before the game started (Figure 50). When 

the teachers saw that the players were getting tired, they guided the two girls to play the 

drums. Other children stood outside the playground to watch and cheer the players. At 

half-time, nine children came to the centre of the playground wearing garlands (Figure 

51). They danced with a song called “Seaweed Dance [Hai cao wu 海草舞]”, which 

became quite popular in China through the app Tik Tok [Dou yin 抖音] (the audio of 

this song is provided in Appendix 14). Then, with the beat of the drums, the players came 

to the playground again. In the interview, the teacher said:  
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The song “Seaweed Dance” is very popular in Douyin (a popular 

Chinese app). The children heard it at home and almost every child 

knows this song and can follow it by singing and dancing. We think 

that though it’s a pop song, it’s cheerful and there are no bad words in 

the lyrics, so we rehearsed the dance of this song. Moreover, putting 

some performances into the activity not only can create a cheerful 

atmosphere, but it also lets children feel a sense of collective honor. 

Though they didn’t join in the match, they are a team and they also 

work hard as a member of the team. (Public kindergarten, senior class, 

2 November 2018)  

 

Figure 50. A child playing a Chinese red drum at the football game in K2. Photo by Kunyu Yan (14 

December 2018). 
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Figure 51. Children dancing during the half-time break of the football match in K2. Photo by Kunyu Yan 

(14 December 2018). 

All public kindergartens, and K7, K8, K9, K12 of the private kindergartens, organised 

the flag raising ceremony every Monday, and for this they required the children to wear 

school uniforms only on that day. The ceremony was held around 8:30-9:00 am, and all 

the children stood in rows in the playground. The kindergarten broadcast the national 

anthem and a teacher raised the national flag. The children followed the music by singing 

the anthem while watching the rising flag. In this weekly ceremony, patriotism and 

nationalism seemed to be nurtured through musicking. It can be seen that music is used 

to create and express national identity, helping children understand who they are.  

Summary 

In the participating kindergartens, all of them organised music activities for special 

events, but there were differences between public and private kindergartens. For public 
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kindergartens, which are administrated by the government and must focus on national 

requirements, only organised music performances for Chinese national festivals. All 

organised the flag raising ceremony every Monday. At the same time, private 

kindergartens celebrated both Western and Chinese festivals with some variation. The 

kindergartens with high tuition fees, such as K7, K8, and K12, organised more children’s 

performances than the others, especially K7, which organised children’s performances 

for all festivals though sometimes children just sang a song. Only K7 celebrated the New 

Year festival, organising a performance just once a year. In these music activities, it can 

be seen that on the one hand, music was used for giving children a sense of ritual, and on 

the other hand, for private kindergartens, music was used as a tool for communication 

with parents. It was also a way to showcase the creative strengths of the children and 

attract more parents to the kindergartens. 

4.3.5 Discussion 

This section discusses how organised music sessions occurred in the microsystem of 

kindergartens, covering structured music lessons, morning/afternoon exercises, music 

area activities, and music in special events. Every kindergarten was similar in their 

organised music sessions and each included four subcategories as shown above. In 

structured music lessons, which are defined as music as a compulsory subject for children, 

learning comprised both basic musical skills and non-musical knowledge. According to 

the content of textbooks and teacher interviews, compared with other compulsory 

curriculum subjects (the five domains presented in Chapter 1), music has the same 
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importance as the others. There were normally five or six teaching activities in one week, 

so the weekly arrangement for each subject is covered at least once. Therefore, there was 

a music lesson almost every week. In morning/afternoon exercises, music was a kind of 

accompaniment for children when doing physical movements. In the music area activities, 

musicking comprising singing, playing instruments, or dancing was a way for children 

to have fun. Music activities in special events gave the children a sense of ritual, but 

music was also a means for the children to showcase their creative skills.  

The role of textbooks and how teachers applied the music of textbooks was examined. 

Teachers followed the topics to support the context of the classroom and to arrange the 

materials and instruments for use in the music area. Most importantly, the frequency, 

time, and content of the music lessons were based on the textbooks, including the choices 

of music, objectives of the lessons, how to prepare the lesson, how to conduct the lesson, 

and the dialogues that the teachers used. Despite teachers in public kindergartens relying 

more strictly on textbooks than teachers in private kindergartens, due to the requirements 

of the government, textbooks were an essential music resource for teachers in both public 

and private kindergartens.  

In general, as shown in the methods of music lessons and music performances in festivals, 

musicking in public kindergartens was more Chinese and national while in private 

kindergartens it was more Western and international. In my teacher interviews, when the 

organised music sessions were referred to, all the teachers only talked about structured 

music lessons. As a teacher in K1 said:  
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For me, the organised music sessions mean teaching children some 

music, so when you asked me about organised music sessions, the first 

thing that comes to my mind is music lessons. (Public kindergarten, 

middle class, 2 November 2018)  

Another teacher in K9 said:  

We often organise group sessions in which music is used, but because 

the sessions are not only for learning about music, I didn’t think of 

those group activities as belonging to the music sessions. (Private 

kindergarten, middle class, 16 May 2019) 

It can be discerned from my study at the kindergartens that for early childhood teachers 

the most important activities concerning music are the formal and structured music 

lessons. However, as a researcher, I did not only focus on children’s musical learning, 

and explored all organised sessions that included music in one form or another. 

In the organised music sessions, it was obvious that the teaching style is teacher-centred, 

in which children always followed the teachers’ instructions to do group activities. 

Although the arrangement of the area activities was for children to choose freely what 

they wanted to do, teachers intervened and gave directions that influenced children’s 

choices and behaviour in the music area activities. The children’s individual actions 

without teachers’ supervisions were never allowed in the kindergartens. Similarly, in 

children’s music performances, even though the main characters on the stage were 

children, all programmes were guided and rehearsed by the teachers. 

Due to the emphasis of social collectivity in China, this section of musicking occupied 

the most study in the microsystem of kindergartens, and also because the teachers only 
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focused on children’s musical learning in daily routines. In my study, in connection with 

music making, structured music lessons were given the most importance in all 

kindergartens. 

4.4 Socially Functional Musicking  

According to my observations, teachers in all the select kindergartens used music 

throughout the day in order to enable every child to engage in the daily routines better. 

Some teachers used more music while others used less. No matter the types of songs or 

musical fragments that the teacher used, all of them had the functional purpose of 

encouraging the children’s participation in activities at the kindergartens. 

4.4.1 Music as Verbal Instructions for Some Routines  

Normally, in the daily life of kindergartens, music is used as a signal to inform the 

children about the start or end of routines, such as when music is played before the 

morning/afternoon exercises and after the area activities.  

During fieldwork, when it was the time for morning/afternoon exercises, all 

kindergartens broadcasted music to inform the teachers and children to stop what they 

were doing, and then the teachers lined the children up and took them to the playground. 

Some of the kindergartens played children’s songs while others used sports music. 

Similarly, this method was used in the area activities, when teachers in each class played 

music to inform the children that the area activities were over. Though the ways might 

be different between different teachers, with some playing audio while others played on 
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the piano. When the music played (an audio recording is provided in Appendix 14), the 

children in each area stopped and started to put all the materials back. For example, the 

children in the painting area stopped painting and returned the papers, pens, and other 

materials to their original places when they heard this music, though some children had 

not finished painting. It was also observed that some children sang songs to the music 

while they tidied the area up. Children who finished cleaning the area took their chairs 

to the middle of the classroom and sat in rows to wait. A teacher in K3 said:  

The music that is used to inform the children is fixed. I chose a piece 

of piano music, because I felt that most of the music we used in 

kindergartens are children’s song, so it’s not bad to give children an 

opportunity to experience other types of music. I told them that when 

you hear this music, you must stop playing and put everything back. 

Playing music is an easier way for us (teachers) to inform the children 

what they need to do. We don’t need to shout again and again. (Public 

kindergarten, senior class, 12 October 2018) 

A teacher in K5 said:  

I asked the children to choose music to indicate for them to stop the 

area activities, and I told them not to choose the songs we often sing in 

kindergartens. They chose a simple children’s song “Little Rabbit 

[Xiao bai tu 小白兔]’. When I played this song, all the children knew 

they should stop what they are doing. (Public kindergarten, junior 

class, 5 December 2018) 

A teacher who played on the piano in K12 said: 

I always played this piece of music on the piano to inform the children 

to assemble when they are doing something separately, not only in the 
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area activities. As long as I play this piece, the children know I want 

them to assemble whatever they are doing. I think playing on the piano 

is more flexible than playing audio because I don’t need a long piece 

of music, just a fragment is enough. I just want to let the children know 

the instruction. I can start and stop at any time I want. (Private 

kindergarten, middle class, 21 June 2019) 

At the lunchtime, the children were divided into six or seven groups in each class, and 

some teachers used music to instruct which group of children should take food. In a 

middle class in K1, the teacher asked every group to choose a children’s song by 

themselves, which represented their group, and they could only take food when this song 

played. The teacher played songs at the meal time, and the children in each group listened 

very carefully to recognise whether it was their turn or not. The interesting thing about 

this was that sometimes the children could not recognise quickly if it was their song or 

not, and children in other groups who recognised the song reminded them: “It’s the song 

of your group,” “It’s your turn.” Sometimes, the teacher had to tell the children the name 

of the song to remind a particular group to take food, and sometimes children recognised 

the song wrongly and still took food. The teacher said:  

The way of using music to inform children what we will do is much 

more interesting than just verbal instructions. For example, to know 

their turns to take food by listening to music, which is a kind of game 

for children, all children concentrated on listening to the music until 

every group got food, and they enjoyed in the process. We haven’t used 

this way for very long, so some children still cannot recognise which 

song is their group’s, but it doesn’t matter. We recommended children 

to choose children’s songs that were not learnt from kindergartens, so 

you can see that some groups chose simple children’s song that 
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everybody knows, like “Jingle Bells [Ling er xiang ding dang 铃儿响

叮当]”, or “Little Rabbit [Xiao bai tu 小白兔]”, and some groups 

chose children’s song from cartoons that they watch at home, like 

“Calabash Brothers[Hu lu wa 葫芦娃]”, “Black Cat Sheriff [Hei 

mao jing zhang 黑猫警长]”, or The Big Head Son and Little Head 

Father [Da tou er zi xiao tou ba ba 大头儿子小头爸爸]. (Public 

kindergarten, middle class, 2 November 2018)  

The teacher in a middle class of K6 also used this method, but she did not play songs 

randomly. She could remember the song of each group so that she played the song first 

for the group that sat well and kept quiet. In this way, the children consciously wanted to 

behave well. In this class, the music used was also children’s songs, and some groups 

chose the song they learnt in junior class, while some chose popular children’s songs.  

Summary 

Of the participating kindergartens, all used music to inform children to prepare 

morning/afternoon exercises and to finish the area activities. Both teachers and children 

heard the music for informing them to do exercises, but it seemed that the main purpose 

was to inform the teachers because children always followed the teachers’ directions. The 

music for informing the children to finish the area activities was children’s songs, though 

the choice of music were different among all classes. Using such approaches for other 

routines was not very common, such as indicating which group to take food, and only 

one class in K1 and K6 did this.  
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4.4.2 Musicking for Avoiding ‘Negative Waiting’ 

In the Guidelines for the Kindergarten Curriculum (trial version) (Ministry of Education, 

2001), it is noted that when the kindergartens should arrange the children’s daily routines 

scientifically and rationally, and any unnecessary collective actions and transition links 

should be minimized. The phenomenon is known by the Ministry of Education as ‘[Xiao 

ji deng dai 消极等待]’ and it should be reduced and eliminated, and the term translates 

literally as ‘negative waiting’. In a study by Ma (2011), ‘negative waiting’ was defined 

as children have nothing constructive to do when they are waiting for the next activity, 

and the main manifestations for children include children sitting in silence and staring 

blankly, chatting, laughing, looking for things, and playing with toys casually (p. 8).  

The term ‘negative waiting’ is not only from the Ministry of Education, but also a part of 

the vocabulary of teachers, which became apparent during the interviews with teachers 

and principals. In my thesis, the use of ‘negative waiting’ is a Chinese concept and does 

not have a bad meaning, which it might have in the English language, and it refers to the 

waiting time during the transitions between activities. 

According to my observations, the most common and obvious implementation of 

avoiding this phenomenon was the mealtime. In the twelve kindergartens studied, 

musicking occurred in every class at the meal time, such as when children waited for the 

teacher to bring the food back, when children waited in turn to take food, and when 

children waited for other children who ate slowly. Though the above section also 

described musicking during the mealtime, based on my observations and teacher 
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interviews, the main purpose of musicking was to instruct children to do something rather 

than avoiding ‘negative waiting’. 

In a middle class in K5, when a teacher went to take food, another teacher played piano 

to guide the children to follow the music and to do some simple movements, such as 

clapping hands and patting shoulders and heads (Figure 52).  

 

Figure 52. The teacher playing the piano to guide the children to do some movements while they waited 

for food in K5. Photo by Kunyu Yan (12 November 2018). 

In a middle class in K2, when the children waited for the food, the teacher asked the 

children to wash their hands in groups. The teacher chose a girl to stand in front as a 

conductor to lead the children who were sitting and to sing and do some movements until 

all the children had washed hands and sat back (Figure 53). Similarly, in another middle 

class in the same kindergarten, the teacher played children’s songs they had already learnt 



 190 

on the piano to lead the children to sing while others went to wash their hands in groups. 

 

Figure 53. The teacher asking a child to lead songs when they waited for other children in K2. Photo by 

Kunyu Yan (7 November 2018). 

In a junior class in K1, a teacher went to bring food while another teacher asked the 

children to take chairs and sit in groups. Some children moved fast but some slowly, and 

the teacher played a children’s song on the piano so that the children who were seated 

well could sing and do some movements while waiting for the others. In a senior class in 

K6, when the children waited for the food, the teacher taught them to beat the rhythms 

of their names by hand. The teacher read the children’s names while the children followed 

the rhythms to clap twice for the name with two characters (han zi) and three times for 

the name with three characters. In a senior class in K8, the teachers played an audio 

recording of children’s songs and instructed each group to take food. The other children 

followed the music to sing and do some movements until it was their turn, which was the 

most popular way for teachers in this setting in almost all classes. In a junior class in K1, 

the teacher asked the children to sit in rows after lunch, the children who ate quickly and 
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sat well started to talk with each other, so the teacher played a song on the piano to guide 

the children to sing and do some movements while waiting for the children who had not 

finished (Figure 54; an audio recording is provided in Appendix 14).   

 

Figure 54. The teacher playing a song on the piano to lead children to sing when they waited for others in 

K1. Photo by Kunyu Yan (29 October 2018). 

Similar musicking also happened in other settings that featured waiting. As mentioned 

before, in every kindergarten when children heard a fixed song during the area activities, 

they put everything back in place and sat in the centre of the classroom. But the materials 

in some areas took more time to tidy up, such as the craft area and painting area, so that 

the children in the other areas had to wait. At this time, some teachers played children’s 

songs to lead the children to sing and move, and some teachers led the children to read 

nursery rhymes with movements (Figure 55; an audio recording is provided in Appendix 

14). 
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Figure 55. The teacher leading children to read a nursery rhyme while doing finger movements while 

they were waiting in K6. Photo by Kunyu Yan (23 November 2018). 

This also occurred following the afternoon nap. Every kindergarten played music at 

around 2pm as the alarm rang to wake up the children. The teachers asked the children 

to get up and take their chairs to sit in rows in the centre of the classroom. Then, all the 

girls lined up and two teachers combed their hair. For the boys who were waiting, and 

girls who had finished, the teachers played some children’s songs that they had learnt 

before, so that the children followed the music to sing songs and do some movements 

(Figure 56).    
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Figure 56. When teachers combed the girls’ hair, other children sang a song with movements in K1. 

Photo by Kunyu Yan (29 November 2018). 

Summary 

According to my observations, it can be discerned that most teachers tried to avoid 

‘negative waiting’. Except for K11, teachers in all other kindergartens used music when 

the children were waiting. As soon as some children finished earlier than others and had 

nothing to do, the teachers led the children to do some music activities immediately. In 

K11, it was observed many times that some children talked with each other or sat there 

when they waited for others. The way of using music might be different between different 

teachers, but it was evident that the purpose was to give the waiting children something 

to do.  

4.4.3 Music as a Tool for Disciplining Children  

In kindergartens, teachers often use music as a tool to promote disciplined behaviour, 
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either in structured lessons or in some routines. The musicking for maintaining discipline 

included making children concentrate by singing songs, giving children instructions 

through melody or rhythmic dialogues, and praising and warning children using rhythmic 

dialogues.     

Making children concentrate 

In every kindergarten, there were some children who found it more difficult to listen to 

teachers and disrupted the teachers’ ideas of how daily routines should proceed. Some 

teachers stopped them through verbal instructions or actions, but some teachers thought 

it was helpful to use music to achieve the same goal. In a junior class in K4, when it was 

the time for parents to pick up the children, after a couple of children left, some children 

could not remain calm and began to talk with each other loudly so that it became very 

noisy in the classroom. Then the teacher played an audio recording of a children’s song 

and the children followed the music to sing, which caused the children who were talking 

to stop and join in to sing and do movements. It could be said that by employing music 

in this way, over time the music has agency over the children. Similarly, in a senior class 

in K7, when the children finished morning exercises and went back to the classroom, 

they became very excited and shouted to each other and could not stop. The teacher 

played a children’s song on the piano to attract the children’s attention, and some children 

began to follow the music to sing, and then more and more children joined and stopped 

making a noise. In the interviews, some teachers mentioned that when they found 

children becoming excited and hard to discipline, they played music to lead the children 



 195 

to sing together to calm them down. Also, the teachers do not like having to be grumpy 

or upset, using music to make children concentrate supports this. These strategies support 

teachers to adopt teacher-centred approaches without having to discipline children in a 

way that could be called nagging.    

Giving instructions 

Similar musicking was found in each class in which teachers used melody or rhythmic 

dialogues to make children concentrate and give them instructions. For example, in K10, 

the teacher used a melody to ask the children to stand up, and the children followed by 

singing the same melody:  

 

Also, some teachers chose to talk in rhythm. In K1, when the teacher taught children to 

do some movements, she did it by talking “Please follow me to do this” in rhythm, and 

the children followed by replying with the same rhythm: 

 

Similarly, in K4, when the teacher said “Put your hands on your sides” in rhythm, the 

children followed and responded “I put hands on sides”: 
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In K5, when teacher said “Sitting posture” with rhythm, all the children replied “One, 

two” and straightening their backs and putting their hands to their legs. A teacher in K10 

said “Little bee” instead of “Sitting posture”, and the children replied “Om, om, om”, 

which imitated the buzz of a bee: 

   

    

The ways that teachers used music varied to a certain degree between both teachers and 

kindergartens. However, the same type of rhythmic dialogue was found in each class, 

when the teacher said “Children in xxx [name of the class]” with rhythm, and all the 

children replied “Ah, ah, ah” and looked at the teacher: 
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Praising and warning children 

In the selected kindergartens, the teachers also used rhythmic dialogues to praise and 

warn children. The same way of praising children was found in public kindergartens, 

with the same dialogue and rhythm,  

 

Some private kindergartens also used this kind of dialogue, but were a little different 

from the public kindergartens. For example, in K8, as shown below: 

 

A similar way to warn children was used in some private kindergartens, but not in public 

kindergartens. For example, in K10, as noted below: 
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Summary 

The music for promoting discipline was normally short and just a fragment. As long as 

the purpose was achieved, the musicking was no longer needed. All teachers in public 

kindergartens used three methods of discipline throughout the day, but only some 

teachers in K7, K8, K9 and K10 did this. After talking with teachers about this, I found 

that all public kindergarten teachers must learn these methods when they start working 

at kindergartens and the leadership required them to use these methods to maintain 

discipline. But in private kindergartens, there were no strict requirements for teachers to 

use these methods. 

4.4.4 Discussion 

This section shows how music was socially functional throughout the day in the 

microsystem of kindergartens, the main function was helping teachers to influence 

children’s behaviour. Using music to give verbal instructions, to avoid ‘negative waiting’, 

and to promote discipline, started in recent years and is representative of the development 

of children’s music education in China. Though many guidelines have been published by 

the government aiming to improve children’s education, such as Guidelines for the 

Kindergarten Curriculum (trial version) in 2001 and Guidelines for the Learning and 
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Development of Children Aged 3-6 in 2012, they are only focused on the content of the 

curricula and the requirements. For example, though the idea of avoiding children’s 

‘negative waiting’ was noted in the Guidelines for the Kindergarten Curriculum (trial 

version) in 2001, it did not offer any specific approach or suggestion to achieve it. Thus, 

socially functional musicking was not common in earlier times. I did not see many such 

instances when I visited kindergartens in 2014 during an earlier study. However, in recent 

years, educators and teachers were no longer only focused on organised activities and 

started to emphasise children’s experiences in daily routines. Therefore, the ways of 

using music to instruct children, avoid ‘negative waiting’, and maintain discipline were 

developed. Though these methods are not noted in any official government guidelines, 

they have become popular and common in kindergartens. 

Musicking using social functions might differ between different teachers, but it seemed 

that the occurrences in public kindergartens were similar. Moreover, public kindergartens 

used music in such ways more often than private kindergartens. K11 and K12 used the 

least, especially the use of music to avoid ‘negative waiting’ and discipline children. In 

the interviews, all teachers noted that using music is better than direct verbal instructions, 

both for teachers and for children. As a teacher in K9 said:  

Actually, this way was just implemented in recent years, and we found 

it is very useful to attract children to engage in the activities. I used to 

spend a lot of energy guiding children to do something through verbal 

instructions but sometimes it didn’t work. But after I used music, the 

children felt interested and were willing to follow. It is also an 

opportunity for children to experience music, and most importantly, it 
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helped us save much energy. (Private kindergarten, senior class, 24 

April 2019) 

Further, no teacher mentioned the rhythmic dialogues as a kind of music used for 

discipline, and they thought only the sounds with pitch counted as music.  

4.5 Background Music 

The music used as background music in kindergartens included two settings: 

kindergartens playing music through the school’s loudspeaker for all children; and 

teachers playing background music for children in their class when they were doing 

something. 

4.5.1 Music Played by Kindergartens 

In the selected kindergartens, almost every kindergarten played music through a public 

address system (PA) when the children came to and left school. Only K4 and K11 did 

not have background music when the children came and left. The director teachers in the 

two kindergartens explained that because the kindergartens were located in a primary 

school and in a university, it was inconvenient to play such music. For the music when 

children came to school, most kindergartens chose to play the school song and children’s 

songs. In teacher interviews, all director teachers thought that the main reason for playing 

music when children came to school was to give the children the sense of ritual, creating 

a happy and relaxed atmosphere. For these reasons, most of the music is children’s songs. 

For the music when children left school, more types of music were chosen. For example, 

some schools also played Chinese folk music (e.g. “The Moon Over a Fountain [Er quan 
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ying yue 二泉映月]”) and classical piano music (e.g. “Rondo Alla Turca”) (in K1), and 

some English children’s songs (e.g. “Do you Like Broccoli Ice Cream”, and “I Have a 

Pet”) were played (in K7) (audio recordings are provided in Appendix 14). The principal 

of K1 said:  

We just want to give more opportunities for children and parents to 

experience different types of music. We do not care about how many 

children heard that, we just create an atmosphere. (Public 

kindergarten, 24 October 2018)    

And the principal of K7 said:  

We use bilingual education in some routines, so children learn many 

English songs. We played these English songs when the children came 

and left school. It not only gives the children a sense of ritual, but also 

provides an opportunity for children to review the songs. (Private 

kindergarten, 7 September 2018) 

Also, K2 and K6 played background music when the children moved to their classrooms 

after morning exercises. K2 played the song “Edelweiss” with both a Chinese version 

and an English version. The director teacher said that they just wanted children to 

appreciate some music when they moved around the school. K6 played a Korean 

children’s song when the children lined up, and a teacher explained that though they 

cannot understand the lyrics, the lively voice and happy melody caught their attention. 

They just want children to enjoy the atmosphere created by the song.  
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4.5.2 Music Played by Teachers 

When children were doing other activities, some teachers liked to have a quiet 

environment while other teachers played background music in classrooms. In a senior 

class in K1 and a middle class in K2, children finished the morning exercises and went 

back to the classroom. The teachers played music on the computer when the children 

took off jackets, folded clothes, drank water, and had a rest. The K2 teacher played 

children’s songs that they learnt in kindergarten, while the K1 teacher played some Orff 

music (the name of the playlist on the computer was Orff music). The K1 teacher said 

that she downloaded some Orff music online and chose some music she liked, and she 

often used these as background music to lead children to do some small movements. In 

a middle class in K2 and a junior class in K7, both of the teachers played piano music on 

the computer when the children ate their meal. They said that it was too quiet when the 

children ate, so they wanted to choose some music which was not noisy and the children 

cannot follow to sing, so piano music was the best. In a middle class in K3 and a junior 

class K9, when the children played in the area activities, the teachers wanted to create a 

relaxed environment so they played some children’s songs as background, in which some 

children followed the music by singing.  

4.5.3 Discussion 

Kindergartens played songs through the school’s loudspeaker every morning and 

afternoon, as background music when children came and left school. That background 

music also gave the children a sense of ritual and opportunities to experience music. Both 
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public and private kindergartens played different kinds of music, including children’s 

songs, classical piano music, Chinese folk music, and English songs. The principals’ 

interviews showed an international perception of children’s music, especially the 

principal in the public kindergarten. Compared with the organised music sessions, 

background music reflected the internationalisation and diversity of music in public 

kindergartens. There were no requirements for the choice of music, either for public or 

private kindergartens, so the choices were not strict or discussed in meetings. Normally, 

it is decided by the principal or the director teacher. Unlike almost all kindergartens who 

played background music in the school, the occurrence of teachers playing background 

music in classrooms was very low at the time of my research. Although I did not spend 

too much time in each class, I only observed the teachers of six classes (from a total of 

94 classes of twelve kindergartens) playing music as background music while the 

children did other activities. I do not have an answer as to why this is, but in the 

interviews, some teachers said that they thought background music was useless, even 

making the class noisy, while other teachers said that they do not have a reason to play 

background music. The principals and director teachers also mentioned that they do not 

have requirements for teachers to play background music in each class, so they do not 

intervene in teachers’ preferences.  

4.6 Conclusion 

This chapter has focused on the first level of the ecological model, the microsystem. It 

has outlined the uses, functions, and meaning of musicking behaviour in Chinese 
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kindergartens through three different categories: organised music sessions, socially 

functional musicking, and background music. It has shown that every class had organised 

music sessions and that there were a number of different ways in which music occurred 

throughout the day.  

This chapter has examined the functions of musicking in Chinese kindergartens including 

ten aspects: music for musical learning, music for non-musical learning, music for 

physical exercises, music for fun, music for rituals, music as a tool of communication 

with children’s parents, music as verbal instruction for some routines, music as a tool for 

disciplining children, music for identity, and background music. It also noted that music 

plays a significant role in engaging the activities of both children and teachers in 

kindergartens. Children can obtain opportunities to learn basic musical skills and 

experience, and get close to the music, while teachers can achieve some interesting 

effects through music.  

This chapter showed that musicking in Chinese kindergartens mainly relied on the 

teachers, which means that all activities were children’s group activities with a teacher-

centred style, and no explicit examples of children’s individual musicking and 

spontaneous musicking were found. In the participating kindergartens, all teachers 

designed and arranged structured music lessons and music area activities based on 

textbooks, which were the main and essential music resource for teachers and directly 

affected how teachers used and taught music. In general, though the six public 

kindergartens belong to two different categories, under the unified administration of the 
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government, the implementation and requirements concerning music are similar. 

Therefore, the occurrence of musicking is relatively uniform in public kindergartens. For 

private kindergartens, though they also have to follow the government guidelines, there 

is no limitation or unified requirement for them on using music. Thus, the occurrence of 

musicking is diverse among private kindergartens. It is also important to note that not 

every kindergarten covered all categories of musicking, and even in the same 

kindergarten the occurrence of musicking was often slightly different in each class. For 

example, in K1, a teacher in a middle class played music on the piano while, in the same 

situation, another teacher in a junior class played an audio recording of music. It can 

therefore be discerned that teachers’ personal experiences also account for the differences 

in musicking (this will be discussed more in Chapter 5). Organised music sessions 

depended a great deal on the kindergarten (people, places, and things), while socially 

functional musicking and background music mainly depended on individual teachers. 

The next chapter moves on to discuss the connections between other microsystems, 

specifically, the musicking influences from kindergartens, teachers, and the children’s 

home.  
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Chapter 5  

Other Significant Microsystem, Mesosystem & Exosystem 

Influences 

5.1 Introduction 

In Bronfenbrenner’s ecological model, the mesosystem and exosystem are the second 

and third levels, which allow me to examine the influences of the connections between 

other microsystems, and the indirect environment on the individual.  

 

Figure 57. The relationship between the microsystem and the exosystem within the context of 

kindergartens. 

In my study, the kindergarten is at the centre of the framework, and it includes children 

and teachers, which led to the study of the microsystem and the exosystem across 

boundaries. To be specific, as shown in Figure 57, from the perspective of teachers, 

teachers’ spaces are their own microsystems, and the children’s family is their indirect 

environment and can be regarded as their exosystem. In contrast, for the children in 

kindergartens, their family is another microsystem, whereas the teachers’ (non-classroom) 

Kindergartens

(Children & 
Teachers)

Children's 
Family

Teachers' 
Spaces
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spaces, such as the teachers’ personal musical settings and meetings with other teachers 

or with leadership, are their exosystems.   

Moreover, the mesosystem (Figure 58) described in this chapter refers to the connections 

between spaces occupied by teachers. As the blue dotted tube shows, there are occasions 

when teachers form meso relationships with parents and other family members, but these 

are in relation to the children. Otherwise the family setting remains an exosystem in 

relation to the teacher. 

 

Figure 58. The mesosystem in my study. 

This chapter focuses on the influences on children’s music education based on teacher 

relationships. Firstly, the teachers’ microsystem spaces and secondly, in terms of the 
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children’s family as an exosystem, the influences include children’s musical experiences 

at home and parents’ contributions to the children’s music activities in kindergartens.  

5.2 Teachers’ Spaces 

Based on my observation, interviews, and questionnaires, in terms of teachers’ 

microsystem spaces, teachers’ musicking had three main influences: (i) teachers’ 

personal musical experiences; (ii) the leadership of the kindergarten; and (iii) other 

teachers (colleagues). 

5.2.1 Teachers’ Personal Musical Experiences 

According to teacher interviews, it was found that teachers’ musicking was related to 

their past personal musical experiences. The spaces in which teachers experienced music, 

such as their educational backgrounds and training experiences, influenced teachers’ 

musical skills and teaching methods, which were the basis of their musicking in 

classrooms in the kindergartens. Two distinct aspects of the teachers’ personal musical 

experiences were identified, which showed a connection with their musical behaviours 

in the kindergarten. 

5.2.1.1 Teachers’ Educational Backgrounds 

My study mainly investigated teachers’ university/college backgrounds. Despite all 

teachers studying for a major in early childhood education, the proportions of teachers 

who had a bachelor’s degrees or diploma were different in each kindergarten, which 
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resulted in teachers having different musical abilities (Tables 3.8 & 3.9). Because the 

uses of music were mainly conducted by teachers, children’s musical experiences differ 

depending on the level of the teachers’ musical skills or the ways teachers present music. 

In China, the emphasis of subjects between bachelor and diploma in the major of early 

childhood education is different, and students who have studied for a bachelor’s degree 

learn more theoretical knowledge than those studying for a diploma, who focus on 

learning practical skills, such as the skills of playing piano, singing, and dancing. These 

circumstances were evident through observing teachers’ musicking in kindergartens. For 

example, according to my observation, all teachers used music throughout the day, but 

some teachers played music on the piano while others played the audio recordings. The 

teachers who were diploma holders liked to play on the piano, and many of them played 

very skillfully and had the confidence to use and teach music. At the same time, the 

teachers who were mainly bachelor holders liked to play audio recordings of music and 

seldom to play the piano in daily routines. Even in some music lessons they had to play 

the song on the piano to teach children to sing, but they often played wrong notes and 

repeated this several times. The interviews with the principal of K1 proved this 

phenomenon. She said: 

It seems to be a common phenomenon that teachers who studied for a 

diploma were good at musical skills, especially those who studied early 

childhood education at polytechnic schools, because they learnt 

musical skills for much longer than others. The academic knowledge 

of teachers who studied for a bachelor’s degree was better but their 

practical abilities were worse than teachers who had diplomas. (Public 

kindergarten, 24 October 2018)  
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In Leu’s (2008) study, she also noted the insufficient musical learning of undergraduates 

who held a major in early childhood education: 

The undergraduate early childhood education majors in most of these 

schools only need to complete one to three music-related courses, 

which include only one or two music methods courses… Although 

some elective music courses are listed in the curriculum guideline, 

many elective courses are not offered every year or have never been 

offered. This results in inadequate music-teaching training of 

preservice early childhood teachers. (pp. 21-22) 

Furthermore, in teacher interviews, it was discerned that every kindergarten had teachers 

who were too busy to prepare music activities. They felt that music lessons were the most 

difficult subject to teach and organise, but the aspects of music that teachers were 

concerned about were differed between teachers with bachelor’s degrees and diplomas. 

For example, a teacher with a bachelor’s degree in K11 said: 

I’m not a specialist of music. I only learnt musical skills for 2 semesters 

when I was at university, so I don’t have the confidence to sing, and 

even more seriously for playing the piano. Some songs are hard for me 

to play on the piano, and I have too much paperwork to do so don’t 

have time to practice and prepare. So I don’t often sing and play piano. 

Though sometimes I prepare, I still often played the wrong notes. To be 

honest, I know music lessons are compulsory and important but I don’t 

like music lessons, it’s hard for me. (Private kindergarten, senior class, 

10 April 2019) 

A teacher with a diploma in K1 said: 

When I studied at college, I learnt singing for 2 semesters, and playing 

piano and dancing for 4 semesters. I think my musical skills are enough 
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for teaching children. Their songs are short and simple, so I don’t 

worry about that. I usually focus on how to teach children because 

sometimes it takes much more time than I thought it would when 

teaching children a music activity. If I have more time I can design the 

lesson better, but sometimes I am too tired. Today, I had to write diaries 

about today’s ideas and notes of some readings. (Public kindergarten, 

middle class, 2 November 2018) 

This does not always mean that teachers with diplomas are good at music or teachers 

with bachelor degrees are worse at music. For example, both a teacher with a bachelor 

degree and a teacher with a diploma in K5 noted that they learnt to play the piano when 

they were at college but they did not have time to practice as teachers. Sometimes they 

could not play the song well on the piano so they did not have the confidence to conduct 

all the music lessons in the textbooks. For some music lessons they changed to teach 

other subjects, in some rural kindergartens, if the principal did not have strict 

requirements, some teachers sometimes did not follow the topics in the textbooks 

(discussed more in 5.2.2). As shown in Figure 35 in Chapter 4, there is no significant 

difference in the levels of musical skills between diploma teachers and degree teachers. 

However, by comparing the new teachers who worked for no more than three years and 

have the same number of teaching years (Tables 3.8 & 3.9), as shown in Figure 59, in the 

‘proficient’ category, diploma teachers occupied 80%, and in the ‘not yet proficient’ 

category, degree teachers occupied 75%. In both public and private kindergartens, the 

levels of musical skills of diploma teachers were more proficient than degree teachers, 

and this was especially evident between the two kind of teachers within the same 

kindergarten (K5, K7, and K9). Also, for teachers’ musicking throughout the day, it can 
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be discerned that most diploma teachers were more willing and confident to show their 

musical skills.  

 

Figure 59. Comparing new teachers’ musical skills. 

Although my study of the educational backgrounds of teachers in my research mainly 

focused on their learning experiences in university/college, rare cases also revealed that 

teachers’ musical competence prior to going to university/college increased their 

confidence in using music in their teaching work. In K7, a teacher with a bachelor’s 

degree often played the piano in her class, and her skills were at a higher standard than 

the others. An explanation was gained from her interview: 

I learnt the piano when I was a child, and I got the highest certification 

of piano in high school. Actually, I took the university entrance 

examination for the music major, but I failed, then I changed to early 

childhood education, which was also related to music. For me, musical 

skills are my strength compared to other teachers in the kindergarten. 

(Private kindergarten, senior class, 8 March 2019) 

Consequently, teachers’ educational backgrounds form the basis of the mesosystem, 
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influencing teachers’ musical skills that connect to children’s musical experiences in 

kindergartens. On the one hand, the music that teachers played on the piano, or played 

on the audio recording, brought children different musical experiences. On the other hand, 

the children’s reactions also differed. According to my observations, in socially 

functional musicking, such as teachers leading the children to sing songs or do 

movements while waiting for others, children concentrated more. They became even 

more involved in musical activities if the teacher played on the piano. When the teachers 

played an audio recording, the children could not stop making a noise until the teacher 

asked them to listen to the music and sing. When the teacher played on the piano, the 

children joined in by doing movements or singing without the teachers reminding them. 

It can be discerned that the levels of the teachers’ musical skills, such as piano 

accompaniment, also influenced the children’s expressiveness with music. For example, 

in music lessons, when the teacher played on the piano to lead the children to sing a 

children’s song, the rich and cheerful accompaniment stimulated the children to follow 

and sing more loudly and happily. Also, if the teacher played poorly and often paused, 

the children’s musicking was interrupted and their interest in the music activity decreased.  

5.2.1.2 Teachers’ Training Experiences 

The ways that teachers used and taught music were also influenced by their training 

experiences after they became a kindergarten teacher, either organised by the 

kindergarten or by the government.  
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Every kindergarten organised training for new teachers before they started working. 

Teachers in public kindergartens had to participate in unified training by the Bureau of 

Education, while private kindergartens organised teacher training themselves. For new 

teachers in public kindergartens in the same district, they trained together no matter 

which kindergarten they worked at, so that the contents and ways that teachers learnt 

were the same. In the training, some government requirements were delivered to the 

teachers, such as following the textbooks, avoiding children’s ‘negative waiting’, or 

avoiding certain individual actions by children. In my observation, the same rhythmic 

dialogues were found in different public kindergartens, such as “Children in xxx [name 

of the class]”, “Ah, ah, ah”, and “Sitting posture”, “One, two”. A teacher in K3 said: 

I think every teacher uses music to control children; it might be a song 

or just a phrase of melody and rhythm. We watched many example 

lessons when we underwent training, in which the teachers often used 

the rhythmic dialogues. I said “Children in xxx”, and the children 

replied “Ah, ah, ah’. It is very useful for controlling children; children 

like to respond this way. Before a group activity, I always use this to 

make the children concentrate and listen to my instructions. (Public 

kindergarten, junior class, 27 September 2018) 

Moreover, teachers in public kindergartens sometimes also had opportunities to attend 

in-service training for experienced teachers. In my observation, a senior class teacher in 

K6 organised an Orff music game in the music lesson which was not in the textbooks. In 

the interview, she explained that she was assigned to attend the training, in which there 

was a teacher who taught this Orff music game. She found it was more interesting than 

the music activities in textbooks so she learnt it and taught it in her class.  
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Private kindergartens normally organise training depending on their needs and conditions. 

For example, K7 is well known for providing piano lessons to children. Though the piano 

teachers are all specialists, they still attend ABRSM training courses every year in order 

to ensure their teaching meets the requirements of its examinations. In K10, teachers in 

each class trained in Orff music lessons offered by the Orff training organisation, which 

assigned Orff teachers to the kindergarten regularly to teach the general teachers. These 

teachers then reused what they had learnt for their children. As one of the teachers said: 

Actually, I learnt Orff music when I studied at college, only for one 

semester, but my kindergarten had a connection with the organisation. 

I must use the training materials, so all my teaching contents and 

methods are from these training courses. (Private kindergarten, senior 

class, 13 June 2019)  

In K8, there was only one Orff music teacher to teach all the Orff lessons, and she was 

assigned to Beijing or Shanghai to attend the Orff training courses. She said: 

My major is music, but I never learnt Orff before. I had to learn from 

the outside. The China Orff Association often organises Orff courses 

in Beijing and Shanghai, so I participated many times. And most of my 

teaching content is from these training courses. (Private kindergarten, 

26 April 2019) 

Consequently, it can be seen that teachers applied what they learnt from the training 

courses in their music teaching. In other words, teachers’ training experiences formed 

the basis of the mesosystem, influencing teachers’ teaching methods in the children’s 

music lessons. Bodkin’s (2002) study also illustrated that training experiences can be a 

key factor in teachers’ and children’s musicking, and her example showed that sometimes 
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“music was a hurdle that had to be overcome, something that needed to be got through, 

rather than an area for which learning was ongoing and full of enjoyment’, and “their 

training experiences gave them no enjoyment of music, and they brought this negativity 

to their teaching of it in the centres” (pp. 120-121). In my study, this phenomenon was 

not found in teacher interviews, perhaps reflecting the different social settings, and most 

teachers utilised the training resources in their teaching. But because the teachers need 

time to prepare and practice the music activities, their training experiences might also 

reduce their enjoyment of music.   

5.2.1.3 Summary 

This section discussed teachers’ microsystems such as educational backgrounds and 

training, which formed a mesosystem link that influenced teachers’ levels of music skills 

and their ways of using and teaching music in classrooms. In regard to teachers’ 

educational backgrounds, despite the fact that teachers’ musical skills are also related to 

their talents and past (childhood) learning experiences, this study has shown the overall 

tendency that amongst the relatively inexperienced teachers with the same number of 

years teaching, the teachers who studied diplomas had better musical skills and more 

confidence using music than those who studied bachelor degrees. Even if teachers used 

music for the same function, the detailed ways of using music might be different 

depending on the teachers’ music skills, which influenced children’s musical experiences.   

This section also showed that the content of the training while working at the 

kindergartens became part of the teachers’ musicking. In public kindergartens, the 
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opportunities for teachers to attend training were similar, and there was no mandatory 

requirement for them to use the training content in their lessons. But for private 

kindergartens, the sole purpose of sending teachers to attend training was to apply what 

they learnt in their teaching. Therefore, although it was found that the training 

experiences influenced teachers’ musicking in both public and private kindergartens, by 

comparison, the influences were more obvious in private kindergartens.   

5.2.2 The Influences of Leadership on Music  

As mentioned in 5.2.1.1, how teachers conducted children’s music lessons is related to 

the requirements of the principal (leadership). Leadership plays a significate role in 

children’s life in kindergartens. As Hujala, Waniganayake, and Rodd (2013) comment:  

Leadership as dynamic and supporting early childhood education and 

care (ECEC) organisations to achieve the goals and fulfill the core 

functions of education and care. Leadership is also viewed as a joint 

learning process where all the participants of an ECEC organisation, 

comprising the children, parents and staff, are involved. (p. 15) 

The space in which the leadership delivered their views and requirements to teachers (as 

part of the teachers’ microsystem) connected to teachers’ musicking in classrooms and 

the development of music education at the kindergarten. In China, the principal is the 

most powerful decision-maker within the kindergarten. According to Standards for the 

Basic Conditions of Kindergartens in Shandong Province (trial implementation) 

(Shandong Provincial Education Department, 2010), for a kindergarten that has no more 

than 3 classes 1 principal; more than 3 classes 2 principals; and more than 10 classes 3 
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(vice-) principals. Therefore, in most of the participating kindergartens, there was more 

than 1 principal, and the division of labor and responsibilities were different between the 

principals. Because principals are often busy with dealing with the government or general 

administration, teachers’ daily routines in kindergartens are mainly supervised by the 

director teacher,37 which means the views of director teachers also play a significant role 

in how teachers use and teach music. The owners of private kindergartens are not 

normally qualified to be a principal, so they hire experienced principals who sometimes 

interfere with the management and decisions of the kindergartens. The leadership in my 

study included principals, director teachers, and owners of private kindergartens.  

As the decision-maker of the kindergarten, the leadership decides to some extent how 

music occurs. In the participating kindergartens, all principals and director teachers noted 

that music is important for children, but their requirements for the inclusion of music 

were different, which directly influenced the practical application of music in the 

kindergartens. Based on my fieldwork, kindergarten leadership influenced the 

implementation of music in kindergartens in three main aspects: (i) the musical 

environment of the kindergarten; (ii) teachers’ musicking throughout the day; and (iii) 

the implementation of music lessons.      

5.2.2.1 Musical Environment of the Kindergarten 

As shown in Chapter 4, there is often a music area in the classroom which is full of items 

 
37 The principal is in charge of the whole kindergarten, and the role of the director teacher is to assist the principal in 

managing the kindergarten. 
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related to music. All classes in K1, K2, K4, K7, and K8 have such a music area or 

performance area, and this is a requirement determined by the kindergartens’ leadership. 

As the director teacher of K4 said: 

All children should have the same opportunity to experience music, so 

the principal required all teachers to set up a music area to show a 

musical environment for children. (Public kindergarten, senior class, 

4 January 2019) 

In public kindergartens, the leadership required teachers to follow the weekly or monthly 

topic, as offered in the textbook, to change the environment of the music area. In private 

kindergartens, the leadership allowed teachers to design the music area themselves. 

The differences in leadership’s requirements for the musical environment seem to be 

more evident in the space outside the classroom, such as the playground and corridors of 

each floor. As described in Chapter 4, there were lots of musical decorations in the school 

grounds of K1, K2, and K6, but such visual musical imagery was not found in the 

environment of other kindergartens. The director teacher of K2 explained why the 

tableware was hung in the corner of the playground:  

That’s the principal’s and my decision. I think every teacher knows that 

music is important for children, but the problem is how to integrate 

music into children’s lives. I often heard parents or children say that 

they only have the chance to play instruments in kindergarten because 

they don’t have any musical instruments at home, but I want children 

to know that not only these ‘real instruments’ are instruments, but many 

objects in our lives can be instruments. Teachers are responsible for 

the environment created in their classrooms, and I think we can create 

a musical environment throughout the school that is close to our real 
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lives. I reported this idea to the principal and obtained her support. I 

asked teachers to bring plates, bowls, and bottles to hang in the 

playground. When children passed this area, teachers led them to play 

and let them know the tableware can also be regarded as instruments. 

Actually, children rarely play them now, but we're still keeping them 

here for children to remember. (Public kindergarten, senior class, 14 

December 2018) 

Similarly, the use of musical decorations in the corridors in K1 and K6 was also decided 

on by their principals. In K1, there were many decorations related to Chinese traditional 

music, such as the introduction of Chinese traditional instruments and Peking Opera. The 

principal of K1 said: 

In children’s daily life, they listen to a lot of music on TV and mobile 

phones, in which most of the music is pop music or music from other 

countries. They have no chance to learn more about our traditional 

folk music. So I made some space in the corridors for presenting some 

folk music. And I asked the teachers to buy models of various folk 

instruments and make pictures of some traditional arts. I think it’s good 

for children to know more music, not only our country’s, so I also kept 

a shelf on which to put instruments from other countries. I invited 

teachers and parents to bring some instruments when they travelled 

overseas or collect instruments from somewhere, but so far only a kind 

of African folk instrument has been collected. Even if not every child 

notices this, I believe that as long as one child learns something from 

those decorations, our efforts were not in vain. (Public kindergarten, 

24 October 2018) 

The director teacher of K6 also wanted to put some models of instruments on the wall. 

She said: 
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I told my idea to the other teachers, and one of them knew a company 

that makes those decorations, so I went to the company and selected a 

guitar and piano, the two models of instruments that I thought were the 

best because they are the most general instruments and all the children 

know them. (Public kindergarten, senior class, 21 November 2018) 

Consequently, it can be seen that the views and requirements of leadership influenced 

teachers’ musical behaviour in the design of the kindergarten environment. Teachers 

followed their leadership’s requirements to set up a music area in the classroom and 

participate in the musical environment throughout the school. With teachers’ 

implementation of leadership’s requirements, children who were in kindergartens with a 

musical environment might feel more connection to music.   

5.2.2.2 Teachers’ Musicking throughout the Day 

Teachers’ musicking here refers to teachers’ presentation of music, including the ways of 

using music and teachers’ musical skills. In teacher interviews, I often heard teachers say: 

“Because it is the principal’s requirement for us” or “The principal asks us to do this”, 

which reflected that leadership influenced the teachers’ ways of using music to some 

extent in the kindergartens. Among public kindergartens, the leadership in K1, K2, and 

K3 had clear and strict rules for the teachers to use music throughout the day. As the 

director teacher of K2 said: 

We hope that teachers can integrate music into daily routines as much 

as possible, so we have strict requirements for teachers to use music in 

some routines. For example, playing music to inform children to finish 

their area activities and put all the materials back, and carrying out 
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some music activities when the children wait for their food. Those are 

our requirements. And we especially require teachers to know that the 

phenomenon of children’s ‘negative waiting’ can’t occur. I move 

around every classroom every day to check teachers’ work and see 

whether they use music according to our requirements. These 

requirements are normally conveyed in our formal meetings, so almost 

all teachers follow this. If I find any teachers not using music in such 

a way, I will criticize them and get them to do it correctly the next day. 

(Public kindergarten, senior class, 14 December 2018) 

As demonstrated earlier, teachers’ musical skills are related to their educational 

backgrounds, but are also influenced by the requirements of the leadership. As the 

selection of public kindergarten teachers is through unified examination by the municipal 

or district Bureau of Education (this will be discussed in chapter 6), principals are unable 

to select the teachers directly and only enforce requirements after the teachers start work 

in their kindergartens. For example, the leadership of K1 and K2 required their teachers 

not to solely rely on audio recordings when they use music, and require that teachers play 

on the piano and sing. They believe that these musical skills are essential skills for 

teachers to master, and if they found a teacher who did not play on the piano or lacked 

skill, they asked that teacher to practice more and would check on them again. Therefore, 

in these two kindergartens, no matter whether the teachers were diploma or bachelor 

holders, all of them often played on the piano throughout the day. Meanwhile, the 

leadership of other public kindergartens had similar requirements, such as using music 

as a verbal instruction and avoiding children’s ‘negative waiting’. But they only advised 

teachers to use music instead of forcing it upon them, and did not focus on teachers’ 
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musical skills, which resulted in some teachers playing music with limited skill, using 

audio recordings, or seldom using music at all. This was more obvious in private 

kindergartens, and their leadership did not have strict requirements for how teachers 

should use music nor did they care about whether teachers played music themselves or 

used audio recordings. Also, there were no leaders checking whether the teachers 

implemented policies or not because the leadership did not regard those musicking as 

offering important experiences for the children. As the director teacher in K5 said: 

It’s hard to check every teacher, and I believe our teachers try their 

best to follow our requirements. According to my current observation, 

most teachers use music as a verbal instruction to inform children in 

the area activities, and as long as they can avoid children’s waiting, 

it’s okay if they do not use music. To be honest, we don’t pay much 

attention to these aspects, and I think lessons are the most important 

thing for children. (Public kindergarten, senior class, 14 November 

2018) 

Similarly, although the leadership of every private kindergarten conveyed the 

requirements of using music in such a way to teachers, only K8 checked teachers’ 

implementation in each class. The leadership of other kindergartens expressed that, while 

it would be better if teachers could achieve these objectives, there were no obvious 

consequences if some teachers could not integrate music into daily routines. 

The views of the leadership in each kindergarten strongly confirm this phenomenon. The 

teachers’ musicking throughout the day in each class in K1, K2, K3, and K7 was 

consistent, but in other kindergartens each class was different. In other words, the 
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requirements of the leadership decided the teachers’ musicking to an extent, but this was 

also dependent on the musical skills of the teachers.  

5.2.2.3 The Implementation of Music Lessons 

In 5.2.1.1, it was mentioned that some teachers avoided some music lessons, not only 

due to their musical skills but also because of the requirements of the leadership. As 

mentioned in Chapter 4, all public kindergartens (K1-K6) and K8, K9, and K11 of the 

private kindergartens used the Qingdao government’s published textbooks (the key 

points of textbooks are shown in Figures 23, 27, 41, and 42 in Chapter 4). According to 

my observations, in K5, K9, and K11, some teachers did not follow the textbooks for all 

music lessons, and at least one or two music lessons were not based on the content of 

textbooks or were changed to other activities. The causes of this phenomenon emerged 

in teachers’ interviews. The principals of these three kindergartens have never checked 

or arranged for someone else to check whether the teacher followed the textbooks and 

what they plan to teach the children, which resulted in some teachers who did not have 

the confidence or musical skills altering some music lessons. While in other 

kindergartens, the principals asked the director teachers to check lesson plans in advance 

and look around every class to inspect the teaching.  

Moreover, the quality of children’s music lessons was also related to the requirements of 

leadership. In K1 and K2, the principal stipulated that each teacher must send a teaching 

plan to the director teacher, and revise it according to the opinions of the director teacher 

until it was approved, therefore the quality of a lesson could be improved through 
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repeated revision. Music lessons were also included in this. The principal of K1 said:  

To be honest, the purpose of schooling is to learn something, either for 

children or for their parents. So the most important task for teachers is 

to teach every lesson effectively and to a high quality. The first step of 

improving the quality of lessons in designing a good lesson plan, so I 

require teachers to spend plenty of time on revising their lesson plan. 

It is the basis for a good lesson. (Public kindergarten, 24 October 2018) 

In other public kindergartens, there were not such strict requirements for the teaching 

plan but the leadership required teachers to take open classes regularly, in which they 

checked and gave comments to the teachers. The director teacher of K4 said: 

The most important challenge for us (leadership) is to improve the level 

of teachers’ teaching in order to ensure children can achieve 

appropriate development. It’s impossible to check teachers’ teaching 

every day, but I and the principal need to know the teaching situation 

in each class, so we organise seminars regularly to observe teachers’ 

lessons together to discuss how to improve each teacher’s lesson. 

Sometimes if I have free time, I also go to observe some lessons 

randomly. (Public kindergarten, senior class, 4 January 2019) 

It was discerned that teachers’ views and actions were influenced by their leadership, and 

teachers expressed the view that music learning is important for children and they paid 

more attention to music lessons, which were consistent with the views of the leadership.  

For private kindergartens, it was evident that the views of the leadership influenced the 

form of the music lessons. For example, in K10, teachers offered Orff lessons to children 

instead of general music lessons. The director teacher explained the reasons for choosing 

Orff: 
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The owner of our kindergarten likes Orff music, she thinks Orff lessons 

are more interesting and children would like musical games more, so 

she decided to choose Orff instead of general music lessons. There was 

no teacher who could teach Orff, so she looked for and visited a 

company who specialises in training Orff and decided to cooperate 

with it. (Private kindergarten, senior class, 13 June 2019) 

In K9, the leadership decided to open three courses once a week as optional courses for 

parents and children to choose, including painting, Orff, and roller-skating classes. The 

director teacher said: 

The principal wants our kindergarten to be different from others, so 

she decided to open special lessons. We found that parents want their 

children to learn some special skills among music, fine art, and sports, 

so we chose lessons from three directions. (Private kindergarten, 

middle class, 16 May 2019)  

The decision to open piano lessons in K7 was also made by the leadership. The principal 

expressed a positive attitude towards and praised children highly for when learning a 

musical instrument: 

It’s definitely different between children who learn instruments and 

those who don’t. In the process of learning an instrument, children not 

only learn a skill, but can also learn character and study methods, their 

creativity could be improved, and emotional experiences are gained. 

The piano is one of the most difficult instruments, which requires 

children to keep learning for a long time. At the same time, it’s also one 

of the most general instruments in China, and it’s much easier to hire 

piano teachers. That’s why we chose the piano. (Private kindergarten, 

7 September 2018) 

Her intervention in teachers’ uses of music are noted as follows: 
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Children start to learn piano from their middle classes, but for the 

children in baby classes and junior classes, I required teachers to use 

solfeggio in order to train children’s pitch and rhythm. And I require 

teachers to play two English songs every month and include the 

Chinese version. Normally the director teacher chooses songs 

according to my requirements, especially songs without any sharps or 

flats for baby classes, with one sharp or one flat for junior classes, with 

two sharps or flats for middle classes, and with three sharps or flats 

for senior classes. (Private kindergarten, 7 September 2018)  

From another perspective, as discovered through teacher interviews, bi-directional 

influences were found between leadership and kindergartens. On the one hand, the 

requirements of leadership decided the practical application of music in kindergartens, 

which affected the status or development of kindergartens. On the other hand, the 

requirements of leadership on musicking might be influenced by the status of 

kindergartens such as location, reputation, and economic condition, either positive or 

negative influences. Firstly, as I indicated, the requirements of leadership for teachers in 

K1 and K2 are much stricter than in other kindergartens, with reasons related to the 

reputation of the kindergarten. Both K1 and K2 are provincial demonstration 

kindergartens, and as the top kindergartens in the local area, their leadership wants to 

keep and highlight its reputation when they make any decisions, especially their 

principals, because before they came to kindergartens as new principals, the kindergarten 

had been topped by another. The principal of K1 was proud of her kindergarten’s 

reputation: 

Our kindergarten is the best one in the surrounding area, and the 
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waiting list of children is very long. I have to think things through 

comprehensively and have strict requirements for teachers to ensure 

that it won’t produce bad effects for our kindergarten. For example, we 

have strict requirements on the use and teaching of music, and we have 

a special director teacher to check everything. In order to highlight the 

status of our kindergarten, I pay a great deal of attention to building 

our environment. You can see that our environment includes many 

musical designs, which cost much and use a lot of the teachers’ energy. 

(Public kindergarten, 24 October 2018) 

The director teacher of K2 said: 

Our kindergarten is the first kindergarten in the local area, we are 

more cautious about teachers’ work in accordance with our status. We 

have unified management and detailed requirements for each routine. 

(Public kindergarten, senior class, 14 December 2018) 

The director teacher of K5 talked about the effects of the kindergartens’ location on their 

requirements for teachers’ musicking: 

You can see I don’t ask too much for our teachers’ music lessons, to be 

honest, I want to ask them to do better in many aspects but I can’t hurry, 

I have to give them more time. You know our kindergarten is in a rural 

area, which caused the lack of teachers with a high teaching level. 

When new teachers are allocated to kindergartens, the top teachers in 

the examination usually choose urban kindergartens rather than ours, 

so the teachers who came to our kindergarten in the end were actually 

relatively low in the level of teachers who had passed the examination. 

(Public kindergarten, senior class, 14 November 2018) 

For private kindergartens, the leadership’s requirements and decisions related to music 

were also influenced by the nature of the kindergarten. For example, the leadership of 



 229 

K7, as one of the most famous and expensive private kindergartens in the local area, 

made decisions regarding music that aimed to attract more parents and bring income:  

Some decisions were made to highlight our strengths and attract more 

parents, for example, children’s piano lessons in our kindergarten aim 

to pass the piano examination of ABRSM rather than the domestic 

examination. Although the reasons to include ABRSM is that it is all-

round unlike other examinations, the bigger reason is that most of our 

children are from wealthy families and parents have decided that their 

children will study abroad later. The cost of training for the children’s 

piano examination of ABRSM is much higher, and these lessons can 

not only meet parents’ needs, but we can also get a higher income. 

(private kindergarten, 7 September 2018) 

Conversely, K11 is located in a college and its objectives are different from K7. The 

director teacher said: 

The intention of establishing this kindergarten is to provide 

convenience for the college staff. So our kindergarten mainly serves 

the children of the college staff, and the tuition fee is quite low. 

Therefore, we focus on childcare rather than education, all of the 

college staff also knows that. We don’t have many requirements for 

teachers’ musical abilities, as long as they take music lessons. (Private 

kindergarten, senior class, 4 October 2019) 

Lastly, although the director teachers of K9 and K11 also mentioned the idea of the 

influence of their kindergarten’s location, at the same time, they talked more about the 

negative influences of economic conditions on their requirements. For example, the 

director teachers of K9 said: 

I know many teachers’ musical skills are bad, and their organisation 
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of music activities is perfunctory. We are eager to strengthen our 

teachers’ teaching level and require teachers strictly to improve their 

musical skills, but we also know if we want to retain teachers we can’t 

demand too much. As private kindergartens, our teachers’ working 

hours are longer, and our salary and welfare (insurance and housing 

funds) is worse than that of public kindergartens, so most of the 

teachers leave when they have passed the examination for public 

kindergartens. We worry if we demand too much of teachers, more 

teachers may choose to quit. In the end, we decided that as long as 

teachers can complete the lessons, we don’t pay much attention to the 

teaching level. (Private kindergarten, middle class, 16 May 2019) 

Also, the leadership of K9, K10, K11, K12 expressed that they wanted to invite some 

music specialists to help with their music education programmes or send teachers to 

special music institutions to study, but there were no extra funds to support them in their 

kindergartens. 

Consequently, it can be seen that the leadership’s requirements of teachers influenced the 

form, content, and quality of music lessons, meanwhile, such requirements were also 

influenced by the status of kindergartens. Therefore, the connections between teachers 

and leadership influenced teachers’ musicking, which then impacted the children’s 

musical experiences and learning outcomes. Meanwhile, the requirements of leadership 

influenced the status of the kindergarten, and in turn, the status of the kindergarten 

influenced the leadership’s requirements. 

5.2.2.4 Summary 

In this section, it was shown that the leadership played a significant role in the 
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arrangement of the musical environment, teachers’ musicking throughout the day, and 

the implementation of music lessons. The communication between teachers and the 

leadership, as the teachers’ microsystem, connected to musicking in classrooms, in which 

children’s musical experiences and musical learning were influenced.  

For public kindergartens, the influences of leadership mainly manifested in some specific 

and subtle details of applied music, especially influences on teachers’ views and actions. 

But for private kindergartens, the leadership had more power over the curriculum, and 

their influences were more evident in the form and content of music courses. Also, as 

shown in Chapter 4, kindergartens play background music when children arrive and leave 

school, with the choices of songs also decided by the leadership. 

This study also found that many decisions made by leadership regarding music were 

made to satisfy the current status of the kindergarten, which had both positive and 

negative facets. On the bright side, for the kindergartens with a high reputation and status 

(e.g. K1, K2), their leadership had strict control and checked on teachers’ use of music 

so that children’s musical experiences and learning could be guaranteed. On the negative 

side, it can be seen that the views and decisions of the leadership in ordinary 

kindergartens, either public (e.g. K5) or private (e.g. K9, K11), were limited by of the 

kindergarten’s situation. Their decisions had to adapt to their situation rather than change 

it because they did not have enough control, for example, over their location or financial 

circumstances. Although there were no musically barren kindergartens, the use and 

teaching of music for teachers might be hard to improve. Further, the situation in K1 and 
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K2 reflected that in order to ensure children’s musical experiences, all kindergartens 

should be like them with strong leadership, but this then generates a teacher-centred 

pedagogy. The question is: What sort of leadership might lead to a more child-centred 

pedagogy? 

5.2.3 Musicking Influences from Other Teachers 

Through teacher interviews, it can be discerned that teachers’ colleagues as a form of 

teachers’ microsystem influenced their musicking in classrooms. In the same 

kindergarten, there are many occasions when teachers meet and communicate with each 

other. This section discusses the musical influences of other teachers from two 

perspectives: (i) new teachers learning musicking from experienced teachers, and (ii) 

teachers exchanging ideas about children’s music lessons with each other. 

5.2.3.1 New Teachers Learning Musicking from Experienced Teachers 

When teachers I interviewed came to kindergartens as new teachers, they were 

distributed to different classes as teaching assistants for at least one year. During this 

period, the principals asked them to observe how the main teachers taught and to learn 

from them, especially those practical skills which were not outlined in textbooks. It was 

found that in both public and private kindergartens, the ways that teachers used music in 

the category of socially functional musicking were mainly influenced by their 

observation of experienced teachers. As a teacher from K6 said: 

When I came to the kindergarten I was a new teacher, I was often asked 
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to observe how other teachers engaged children in daily routines, like 

you saw when I led children to read the nursery rhyme while doing 

some finger movements when they wait, which was learnt from the 

main teacher at that time, as well as the rhythmic dialogues with 

children to make them concentrate. I learnt many simple ways like that 

to influence and discipline children. Before I came to the kindergarten, 

I never knew this kind of method. (Public kindergarten, middle class, 

28 December 2018) 

A teacher from K7 said:  

When I just started working, the principal organised training for the 

new teachers, and she asked us to look at how the experienced teachers 

worked and to learn from them, so the methods related to music that I 

used throughout the day were mainly learnt from other teachers, like 

guiding children to sing songs when they wait for others, or teaching 

children some nursery rhymes while doing some movements. When I 

have problems, I also ask the main teacher to help me. (Private 

kindergarten, junior class, 18 January 2019) 

An experienced teacher who had worked for about 15 years in K1 explained: 

For new teachers, they’ve taken exams already about their knowledge 

and how to teach lessons before they came to kindergarten, so they 

knew what to do in the processes of activities. But for the transition 

from one activity to another activity, like when children have finished 

eating and waited for another activity, most new teachers don’t know 

how to guide children to sing songs at this time. They also don’t know 

some of the dialogues that are only used in kindergartens, such as “I 

praise”, “Who”, “xxx[name]”, and “Learn from her/him”. For these 

aspects they need to observe and learn from the older teachers. (Public 

kindergarten, senior class, 27 November 2018) 

It can be seen that new teachers learnt musicking throughout the day mainly through 
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observing rather than the main teachers explicitly teaching them how to do this. Although 

learning from others was the principals’ requirement for the new teachers, they were also 

influenced by what they could see and hear. When teachers studied at university/college, 

they had to spend a couple of months in kindergartens as interns. Though they also learnt 

ways of using music, which might vary between public and private kindergartens and 

between the kindergartens in different cities and provinces, most of the new teachers 

needed to learn again.  

It can be said that the diploma or bachelor degree in the area of early childhood education 

is necessary for kindergarten teachers because teachers acquire theoretical knowledge 

and basic skills during these years of study. However, though they have the basic abilities 

that teachers should have, as new teachers, they lack practical experience with children. 

For example, new teachers may have the ability to play and sing children’s songs, but 

they do not know that this musicking can be used to maintain discipline, avoid ‘negative 

waiting’ and so on. Consequently, the connection between old teachers and new teachers 

played a role in new teachers’ practical application of music throughout the day in 

kindergartens, and this continued year by year.  

5.2.3.2 Teachers Exchanging Ideas about Children’s Music Lessons with Each Other 

It was found that kindergartens created many opportunities for teachers to communicate 

and exchange ideas so that they could learn from each other. Normally, every 

kindergarten organises regular meetings and seminars, in which teachers have open 

classes that can be commented on. For instance, the director teacher organised a seminar 
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on music lessons when I did my research in K2, and five main teachers from different 

classes attended. We first observed two music lessons in middle classes and a music 

lesson in a junior class, and then sat with the three teachers to discuss the lessons. During 

this period, the support teachers and nursery governesses took the classes of these main 

teachers. The teachers first presented their ideas on and problems experienced in their 

lessons, and other teachers shared their suggestions. For example, one teacher said to 

another teacher: “I think your idea of playing a game at the end is very good, but it 

seemed that the children didn’t understand the rules of the game, most of them just stood 

there and looked at you. So I think it would be better if you explain the game more clearly.” 

And the director teacher said: “When a child saw the picture of a Cymbal and he called 

it ‘a big pot cover’, you should have introduced the name of this instrument, rather than 

copy the child and call it pot cover”, or “The objective of this lesson was not achieved, 

you didn’t resolve the difficulty, children looked confused in this section, you can…” The 

teachers discussed the advantages and disadvantages of each lesson to help the junior 

teachers improve the quality of their music lessons. Similarly, there was a seminar about 

music lessons in K5, and two music lessons were observed. In the discussion, feedback 

was given such as “The children played the percussion instruments in the wrong rhythm 

but you didn’t correct them”, “You may waste too much time on teaching this section”, 

or “The picture on the TV screen attracted children’s attention, and they didn’t 

concentrate on what you talked about.” According to the suggestions of other teachers, 

the junior teachers revised their teaching plans and paid more attention to those points in 

their classes. Though a seminar is organised monthly and they have opportunities to 
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observe the same teacher’s lessons, due to the content of music lessons changing weekly, 

whether the observed lessons have improved is hard to check and confirm. 

In teacher interviews, the influences between teachers were also noticed. As a teacher in 

K4 said: 

We often observe and discuss other teachers’ lessons, on the one hand, 

I give my comments to other teachers, but at the same time, I can learn 

many things from their lessons, and also get ideas from other teachers’ 

comments. For example, I observed a lesson about playing percussion 

instruments, in which the teacher led children to use their bodies as 

instruments to play first, and then moved to play instruments. I think 

it’s a good way to transition, so I adopted this way in my lessons as 

well. (Public kindergarten, middle class, 15 November 2018) 

The support role is mutual and reciprocal. It is not simply a matter of a new teacher 

learning from a more experienced teacher. As a teacher in K6 said: 

Some teachers are good at teaching the science area but might not have 

confidence to teach the art area, so teachers can learn from each other. 

Last year there were a couple of new teachers who came to our 

kindergarten, I found that the support teacher in my class plays piano 

very well, I usually use very simple accompaniment when I play 

children’s songs, but for the same song, the accompaniment that she 

played was varied and beautiful, so I asked her to teach me to play 

more forms of accompaniment. (Public kindergarten, senior class, 21 

November 2018) 

In general, public kindergartens organised seminars monthly to talk about teaching 

activities, while private kindergartens only had one or two in one semester. Teachers in 

public kindergartens are relatively fixed and unchanged because their positions and 
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treatment are guaranteed by the government. The majority of pubic kindergarten teachers 

mentioned that they had worked together with their colleagues for many years and knew 

each other’s personalities, teaching styles, strengths, and weaknesses, so that teachers 

were better enabled to discuss and provide useful feedback in their meetings and seminars. 

In contrast, teachers in private kindergarten changed fast, and most of them were young 

teachers busy completing their study, so regular meetings in private kindergartens were 

focused on assigning tasks to teachers rather than discussing the aspects of teaching. 

However, this does not mean that teachers in private kindergartens are not influenced by 

each other. As a teacher in K7 said: 

I and another two teachers are flatmates, so when we designed 

activities or lessons, we often looked at each other’s teaching plans 

and asked for advice. And because we are teaching the same age group, 

if we were too busy to design a lesson, we just borrow and use each 

other’s lesson plans. (Private kindergarten, middle class, 15 March 

2019) 

A teacher in K11 said: 

Though I’m a main teacher now, I have only worked for 1 year and I 

still feel uncertain about many things. Another teacher came to 

kindergarten at the same time as me, so we became very close. We often 

design lessons together, and sometimes we share the problems in 

lessons to remind each other. For example, another teacher told me 

that it took too much time teaching children singing the dotted notes, 

which resulted in the lesson lasting too long and many children 

couldn’t concentrate. So she reminded me that when I teach children 

the same song, the time for other sections can speed up a little bit to 

give the part of dotted notes more time. (Private kindergarten, junior 
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class, 2 April 2019) 

A teacher in K9 mentioned: 

Sometimes we shared the materials used in the lesson between close 

teachers. For example, for a music lesson with the same content, 

another teacher taught in her class first and she drew some pictures to 

help children memorise lyrics, and then when I teach this lesson I 

borrow those pictures to help the children memorise as well. (Private 

kindergarten, senior class, 24 May 2019) 

From this, it can be seen that private kindergarten teachers communicated and helped 

each other in private rather than the kindergartens organising anything. Therefore, 

although the ways teachers exchanged ideas on music might be different between public 

and private kindergartens, in both cases teachers’ uses and teaching of music were 

influenced by their connection with other teachers. 

5.2.3.3 Summary 

This section has illustrated how other teachers influenced teachers’ musicking in 

classrooms. Teachers’ socially functional musicking was mainly learnt from experienced 

teachers, and teachers helped and communicated with each other in meetings or in private 

to get ideas and feedback on children’s musical activities. In other words, colleagues 

contributed to the teachers’ musicking and influenced children’s musical experiences and 

music activities. Also, having good relationships with colleagues is important for this 

support to operate. 

In my study, new teachers were observed learning practical skills from experienced 
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teachers, which was similar between public and private kindergartens. But with regard to 

musical influences derived from communication with other teachers, this mainly 

happened in formal seminars or meetings in public kindergartens and only in private 

between teachers with close relationships in private kindergartens.  

5.2.4 Discussion 

This part of the chapter discusses the influences of teachers’ spaces on teachers’ 

musicking in kindergartens through three sections. The first looks at teachers’ personal 

musical experiences, and it is illustrated that teachers’ ways of using and teaching music 

were influenced by their educational backgrounds and training experiences. In terms of 

educational backgrounds, it focuses on teachers’ musical influences from their learning 

experiences in universities/colleges. Diploma teachers learnt more about musical skills 

so their musical skills tended to be better than those teachers who have a bachelor’s 

degree. As shown in Table 3.10, the overall proportion of teachers who had bachelor 

degrees in public kindergartens was higher than for private kindergartens. If following 

the above statement, it could be expected that teachers’ musical skills in private 

kindergarten might be better than public kindergartens. However, this did not hold up in 

my observations and what I saw was the opposite, with public kindergarten teachers 

exhibiting greater overall musical skills. According to my study, principals had stricter 

requirements and rules for teachers to use music in public kindergartens, meaning that 

whether teachers were good at music or not, they were required to present their musical 

skills. On the other hand, without the leaders’ requirements and supervision, teachers in 
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private kindergartens had more freedom in their use of music, and though some teachers 

could play the piano well they still always used audio recordings of music. Also, teachers’ 

teaching experiences might be a factor that caused different results in teachers’ use of 

music in the classroom. As shown in Tables 3.8 & 3.9, the average years of teachers’ 

teaching experiences for most of the public kindergartens were longer in contrast with 

those teachers in private kindergartens. Therefore, the musical skills of the more 

experienced teachers might have improved over time as they engaged in children’s music 

activities. In teacher interviews, the teachers who have worked for more than five years 

only mentioned the influences of the leadership on their musical skills, because some of 

them seldom played on the piano without the requirements of the leadership. But for the 

teachers in the same situation (e.g. the same kindergarten, the same educational 

backgrounds), the years of teaching experiences could also be an important factor related 

to their musical skills. In terms of teachers’ training experiences, it seemed that its 

influences on teachers’ musicking were similar amongst public kindergartens because 

most training courses were the same and unified by the government. The influences were 

more visible in private kindergartens, especially the kindergartens who provided special 

lessons, in which the teaching content and teaching methods were all from teachers’ 

specific training experiences.  

The second section illustrates the role of leadership in how music occurred in 

kindergartens. The biggest difference between public and private kindergartens is that 

the leadership of public kindergartens only affected teachers’ musicking in daily routines 
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and music lessons, but in private kindergartens, leadership could also determine the 

content of music lessons. As a result, although the leadership has a lot of power in both 

public and private kindergartens, those in private kindergartens seemed to be able to 

control more, including teachers’ individual musicking and the content of music lessons. 

Further, it was also found that the decisions of leadership in each kindergarten were 

correspondingly influenced by the situation of each kindergarten. Some leadership chose 

to put greater requirements on teachers to maintain the high status rankings of the 

kindergartens, such as the requirement of using music in some fixed daily routines. But 

in other cases, limited by the conditions of the kindergarten, some leadership only had 

basic requirements for teachers, such as conducting children’s music lessons. This 

phenomenon was found between awarded public kindergartens and ordinary public 

kindergartens, and between urban and rural kindergartens, but was most obvious between 

public kindergartens and private kindergartens. The loss and lack of teachers in some 

private kindergartens led to their leadership being unable to raise their expectations of 

teachers, which then indirectly influenced the implementation of music. Even though the 

tuition fee was very high in K7, but the salary of its early childhood teachers was similar 

to other private kindergartens, and even lower than their piano teachers. The cause of this 

phenomenon in private kindergartens is directly related to the views of the leadership. 

Though it seems that the views of leadership are irrelevant to music, they indirectly affect 

children’s music experiences in kindergartens. For instance, when I asked the leadership 

of private kindergartens why they did not try to offer better a salary and welfare package 

to attract and retain good teachers, all of them presented a similar opinion. As the 
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principal of K7 said: 

It’s true that some teachers quit every year, but some new teachers also 

came to our kindergarten, which means we can pay the same salary to 

obtain the same results. Since this salary can recruit teachers, why 

should we raise their salary? Wouldn't it be better for our money to be 

used in other aspects? You know, the owner always prefers high returns. 

(Private kindergarten, 7 September 2018)   

This demonstrates that private kindergartens tended to put the income before children’s 

education, and most of their decisions were made for the purposes of benefiting 

financially. In contrast, the leadership of public kindergartens focused on education, 

whether they were demonstration kindergartens or ordinary kindergartens. This 

difference contributed to the different requirements for teachers’ musicking in public and 

private kindergartens and thereby influenced children’s music experiences in 

kindergartens. 

The last section shows the musicking influences between teachers in the same 

kindergarten. There was a strong sense of apprenticeship learning for new teachers. When 

they came to kindergarten, they were asked to learn practical skills from experienced 

teachers, such as methods for using music throughout the day. This strategy of supporting 

new teachers is called mentoring in New Zealand, which has been described as “a 

relationship that involves supporting, motivating, shaping, guiding and encouraging, 

with the purpose of helping a mentee to reach their potential” (Thornton, 2015, p. 2). 

Also, teachers shared their music lessons with colleagues and communicated with each 

other, either in the seminars organised by the kindergartens or in private, to get more 
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ideas and suggestions for improving their teaching. Though public kindergarten teachers 

mainly discussed in organised seminars, and most of the private kindergarten teachers 

communicated in private, teachers’ musicking in all kindergartens was influenced by 

exchanging ideas with their colleagues. 

5.3 Children’s Family 

Despite this study focusing on children’s music education in kindergartens, it was found 

that the occurrence of musicking in kindergartens also has a certain relationship with the 

children’s home. A child’s family is a microsystem. In my research, it played a great role 

in children’s musical experiences at home, and, at the same time, children also brought 

their home musicking to their kindergartens. Thus, for teachers, the children’s families 

as exosystems influenced their musicking in classrooms. Also, as the blue and dotted 

portion of Figure 57 shows, parents made contributions to children’s musicking within 

the kindergartens. 

5.3.1 Children’s Musical Experiences at Home 

As mentioned in Chapter 4, some of the songs that children used in the kindergartens 

were not learnt there but listened to at home. In some daily routines, the teachers gave 

the children opportunities to choose songs they wanted to sing. For example, songs that 

are used to inform children to take turns to collect food, and songs that are used to inform 

children to finish area activities and put all their materials back in place. In these 

circumstances, most songs were chosen by the children themselves, and it was obvious 
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that the children’s choices of songs were directly related to their musical experiences at 

home. Many children chose songs like “Jingle Bells”, “Little Rabbit”, or “Two Tigers”. 

These kinds of short and well-known children’s songs would have been listened to at 

home from when the children were very young. Also, some children chose songs from 

Chinese cartoons that they had watched at home, such as “Calabash Brothers [葫芦娃]”, 

“Black Cat Sheriff [黑猫警长]”, or “The Big Head Son and Little Head Father [大头儿

子小头爸爸]. The phenomenon of children listening to music at home was revealed 

clearly in the parent questionnaires. Here, 97.64% of parents responded that they listened 

to music with their children at home, and children’s songs made up the majority of all 

types of music that they listened to.  

The questionnaire results showed that only 13.51% of parents had learnt musical skills, 

and due to the anonymity of the questionnaires, it cannot be investigated further whether 

those parents’ musical experiences influenced their children’s musicking. However, 

responses recorded in teacher interviews, indicated that there was some form of 

connection between parents’ musical experiences or skills and their children’s musical 

experiences. As a teacher in K2 said: 

A girl’s mother in my class is a dance teacher and is opening dance 

classes in a training organisation. The girl has been watching her 

mother’s dance class every week since she was born, so she likes to 

dance very much and dances every day at home. Now, she is a student 

in her mother’s dance class. (Public kindergarten, junior class, 14 

December 2018) 

A piano teacher in K7 said: 
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Most children in my class learn piano not because they like it but 

because their parents like it or asked them to learn it. For example, a 

girl’s mother learnt piano when she was young but she gave up later 

because she didn’t have enough money at that time, and now she has 

transferred her wish to her daughter. She supervises her daughter to 

practice playing the piano every day at home. She told me that she 

hoped her daughter could pass the highest grade of ABRSM exams to 

fulfill her wish. (Private kindergarten, 2 April 2019) 

A similar finding was made in Koutsoupidou’s (2016) work, where a mother linked her 

child’s instrument learning to her own dreams and educational gaps. As the mother said 

“I’d like to see her play the piano because I always wanted to and never did” (p. 84). 

And Lum (2016) also found that for children who learnt piano, their parents expected 

their children to pass the piano examination:  

Some parents seem to quantitatively equate their child’s progression in 

musical development with the graded ABRSM qualifications…And 

children also absorbed this ‘obsession’ to complete the graded levels. 

(p. 145) 

In my parent survey, though only 19.2% of parents answered that their children are 

learning or learnt a kind of musical skill, the children’s musical experiences also 

influenced their musicking in music performances. In children’s music performances, 

most of the programmes were singing and dancing. The results of questionnaires showed 

that children who learnt dancing and singing occupied the two top proportions of 69% 

and 62% among the few children who had learnt musical skills. The connections between 

children’s musical experiences outside of kindergartens and children’s music 

performance in kindergartens were obtained through teacher interviews. A teacher in K1 
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said: 

When we arranged and rehearsed the children’s music performance, 

we often asked parents and children if they had learnt any musical 

skills, especially dance and singing. Because normally we focus on 

organising group performances we have little time, and the skills of 

playing some instruments were impossible to learn in a short time, so 

we rehearsed more programmes with singing and dancing. In the 

rehearsal, it was evident that children who learnt dancing remembered 

the movements quickly and the postures were standard and beautiful, 

so we always put these children in the front and led other children to 

dance, or only those children did difficult movements. So did the 

children who learnt vocal, we arranged them to lead the chorus or only 

put the microphone close to them. For children who learnt instruments, 

we might arrange solo performance depending on children’s levels. 

(Public kindergarten, middle class, 2 November 2018) 

This situation was the same in other kindergartens, showing that children’s music 

performances were arranged and designed according to the level of the children’s musical 

skills. In Koutsoupidou’s (2016) work, parental influences on children’s musical learning 

were also illustrated:  

They decide which musical materials and resources will be provided 

to the child, and thus play a substantial role in forming and guiding 

children’s musical experiences. (p. 81)  

Moreover, children’s musical experiences were also influenced by the financial status of 

their families:  

Large financial demands are often an obstacle to a child’s attendance 

of music classes, making particular reference to the extraordinary costs 
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of buying a good quality instrument and taking private instrumental 

lessons. (p. 87)  

This situation was the same in China but my research did not go into the economic 

conditions of each family. However, the tuition fee in private kindergartens who provide 

special music lessons was extremely high (e.g. K7), which might be a reflection of the 

financial influences on children’s musical experiences. 

In addition, in the provision of answers to the questionnaire, many parents mentioned 

that their children listened to the music on an app Tik Tok. When the children were at 

home, they used their parents’ mobile phones and opened this app to listen to music while 

watching people dance, which influenced the children’s music performances in 

kindergarten. As shown in Chapter 4, children performed a dance to the song “Seaweed 

Dance” in K2, and the music and dance were from Tik Tok. Teachers at K2 were not the 

only ones to note the popularity of Tik Tok, with teachers in other kindergartens also 

making this observation. The director teacher in K6 speaking as a parent (her child is 

studying in her kindergarten) said: 

At first, only adults used this app, but when we (parents) used it at 

home, our children also watched, then it became popular for the 

children as well. At present, when my child comes home, she clamors 

to use my phone to watch videos on Douyin, and most children are like 

this. (Public kindergarten, junior class, 25 December 2018) 

As Gluschankof’s study (2019) noted that as children engage in the life of their families, 

they observe and absorb what adults do, and then integrate it into their free play. Ilari and 

Young (2016) mentioned a similar idea:  
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There has been an increase and intensification of home musical 

activities, which are directly linked to the rapid advancements in digital 

technologies and access to them by adults and children alike. (p. 3)  

Furthermore, in my study it was also found that musical influences were bi-directional 

between home and kindergartens. Children brought the music that they listened to at 

home to their kindergartens, and they also brought the music they learnt in kindergartens 

to their home. Paquette and Ryan (2001) note that “bi-directional influences are strongest 

and have the greatest impact on the child” (p. 2). In the questionnaires, parents wrote that 

some of the songs their children sang at home were learnt from the kindergartens, and 

children asked parents to find and play recordings of the music they had learnt so that 

they could sing along. Also, in the open-ended sections of the questionnaire, some 

parents suggested that it would be good if, when teachers taught a song, they could let 

parents know the name of the song in order to help the parents find the audio recording. 

These responses from parents noted that children’s musicking at home was influenced 

by their music learning in kindergartens. As mentioned in Chapter 4, teachers in some 

kindergartens recorded children’s performances and sent them to parents or made a 

website for parents, posting photos, videos of performances, and descriptions of activities. 

Though I did not ask every parent, there was a very strong possibility that parents 

watched those photos and videos of the children’s music performances with their children 

at home. Consequently, children’s musical experiences at home influenced their 

musicking in kindergartens, and, at the same time, children’s musical learning in 

kindergartens also influenced their musicking at home. 
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5.3.1.1 Summary 

This section shows that children’s musical experiences at home, such as listening to 

music and learning musical skills, were directly related to their parents’ views and 

musical experiences. The study reveals that a child’s family is a microsystem that 

influenced the child’s musical experiences and musicking. Moreover, the chapter 

illustrates the relationship between children’s musical experiences at home and 

kindergartens, which was similar in public and private kindergartens. On the one hand, 

children’s choices of music in kindergartens displayed their musical experiences from 

home, and on the other hand, the songs they learnt in kindergarten have become part of 

musical resources that influence their musical experiences at home. Also, the differences 

in children’s musical experience can be found in their music performances, in which 

children who learnt musical skills were given more prominent roles. Kindergartens 

offered general and basic music learning for children, while children’s parents played an 

important role in children’s professional music learning, whether the children learnt a 

kind of musical skill or not was mostly decided or influenced by their parents.   

5.3.2 Parents’ Contributions to Children’s Music Activities in Kindergartens 

In children’s music activities in kindergartens, parents’ contributions were also found, 

which reflected the influences of the mesosystem between teachers and parents. Firstly, 

in the textbooks and teachers’ teaching plans for music classes, it can be seen that 

teachers asked for parental assistance in preparing the music activities, which was set as 

homework for parents and children. In the music lesson plans of “Autumn is so Beautiful” 
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and “Making snowmen” in the textbook (Figures 23 & 27), both mentioned what parents 

could do in the preparation of this music activity. For example, teachers could ask parents 

to help the children learn to recognise some autumn crops before the activity, or teachers 

could collect some photos or videos of children making snowmen from their parents. 

Other music lessons were similar, and while parents did not participate in the children’s 

music activities, their assistance helped the teachers conduct the activities better. As a 

teacher in K8 said: 

Although it can’t be discerned in lessons, in fact, parents contributed 

to our lessons. For music lessons, for example, if parents did not teach 

children to know some autumn crops, the teaching of the song “Autumn 

is so Beautiful” would become very hard. If children don’t know crops 

at all, how do they remember the lyrics? If I teach them to know the 

crops first, the music activity will be extended much longer. For the 

contents that children don’t know, I often ask parents to let their 

children know the basics before the activity, it helps my teaching a lot. 

(Private kindergarten, senior class, 26 April 2019) 

Assistance was not only in music lessons but also in music area activities. Parents helped 

to provide materials for music area activities according to the teachers’ demands, such as 

the different bowls that parents provided being stuck on the wall as instruments in the 

music area. Therefore, both the homework and preparation built connections between 

teachers and parents, affecting children’s musical experiences in the kindergartens. 

Koutsoupidou’s (2016) study also found a similar situation in which parents helped with 

school preparation and homework during children’s formal schooling.  

Parents’ contributions can also be found in children’s performances in kindergartens. 
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Parents provided ideas and suggestions which the teachers rehearsed and, as shown in 

Chapter 4, some parents participated in children’s performances depending on their 

musical experience, making contributions such as singing songs and playing the piano 

with their child. No matter the extent of the preparation or the procedure of the 

performance, the influences of the mesosystem between teachers and parents emerged in 

my study as a key influencing factor. To be specific, when preparing a music 

performance, teachers communicated with parents to get an idea of the musical skill 

levels of both children and parents. Then, during the period of rehearsal, they asked 

parents to supervise the children’s practice at home. On the day of the performance, the 

teachers assigned different tasks to parents in advance. For instance, which parents put 

makeup on the children, which parents would help children change clothes, and which 

parents would move materials from the stage after the programme. Consequently, the 

mesosystem between teachers and parents affected children’s music performances.  

Whether parents, staff, or children, all of them had opportunities to join and make 

contributions to the performances. Similarly, Notman (2017) studied at an early 

childhood centre in New Zealand and observed interaction between staff and parents, 

saying:  

There is a high level of parental involvement in the centre’s activities, 

exemplified by large numbers of parents who attend information 

events, collaboratively building [name of the centre]’s philosophy of 

education with the staff, and attending the annual centre Christmas 

party. (p. 131) 
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In Powell’s early research (1989) on the role of parents’ involvement in children’s care 

and education, it was found that some parents were unable or unwilling to help with 

school-related activities, but he still thought that in children’s general education, “parents 

and teachers represent major influences on the child that need to be coordinated through 

collaborative relations” (p. 19).  

5.3.2.1 Summary 

This section showed how children’s parents participated in children’s music activities. 

Firstly, within the mesosystem between teachers and parents, parents were tasked with 

helping teachers prepare children for music activities. Their assistance was not directly 

related to music but influenced children’s musical experiences in the kindergartens. 

Though parents were not in the kindergartens, they made contributions to their children’s 

understandings of lyrics or emotions when they learnt songs. Secondly, the mesosystem 

between teachers and parents was indispensable for the accomplishment of children’s 

music performances. Parents took on different roles in children’s music performances, 

contributing to the progress of performance.   

5.3.3 Discussion 

This part of the chapter shows that children’s family was a microsystem influencing 

children’s musicking at home, an exosystem influencing teachers’ musicking in 

classrooms, and also a mesosystem between children’s family and teachers which 

influenced children’s musicking in kindergartens.  
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Bi-directional musical influences were found between children’s home and kindergartens. 

Lam’s (2014) study has illustrated the relationship between home and kindergartens 

stating: 

Children commute between home and kindergarten, they have to 

maintain their dual identity and perform appropriately in the two 

settings. This does not mean that their family values are replaced once 

they learn the new ways and values of the kindergarten. Their family 

values and practices may be modified by the kindergarten or remain 

separate from the kindergarten classroom. (p. 133) 

The determining factor of children’s experiences at home is their parents. Going beyond 

listening to music at home, whether children learn any musical skills was mostly decided 

by their parents. In the survey, it can be seen that 94.67% of parents thought music is 

important for children, and though only 19.2% of children are learning or learnt any 

musical skills, only 9.82% of parents notes that they do not have a plan to encourage their 

children to learn music, which means it is possible that most of the children will be 

encouraged to learn some musical skills in the future. Also, children are often exposed to 

children’s songs, whether through music played by their parents or as music from 

cartoons, but since the Tik Tok app has become popular, they have more opportunities to 

listen to music such as pop, hip-hop, rock and so on. Normally, these types of popular 

music are not advocated for use in kindergartens, and only appear in some special events. 

In the survey, 88.72% of parents wanted their children to learn music in kindergartens, 

and more than 90% of parents wanted teachers to use music in daily routines, which 

shows that parents care about their children’s music education in the kindergartens. 
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However, perhaps due to the culture of the Chinese context, only 10.66% of parents 

provided suggestions about children’s music education to kindergarten teachers, and only 

some of these suggestions were adopted. In my teacher interviews, some public teachers 

mentioned the reasons for not adopting some suggestions. A teacher in K1 said:  

Some parents asked me: ‘Could you ask the leader to open some 

special classes after school? Like piano lessons or dance lessons, we 

don’t need to look for outside organisations in this way.’ Or ‘Please 

open some special lessons, we never studied music and we don’t know 

which training organisation is good, we believe the kindergarten.’ 

Other teachers also received suggestions like this. But we’re a public 

kindergarten, the extra lessons and fees are not allowed, I explained 

this many times to parents. (Public kindergarten, middle class, 2 

November 2018) 

The reasons for this will be explained more in the next chapter. Moreover, similar 

suggestions to those described by the teacher above also appeared in the open-ended 

questions of the questionnaire, including suggestions that kindergartens open music 

training courses (e.g. piano, dance) from the responses of parents at K1, and opening 

other special music courses (e.g. dance, piano, guitar, drum kit & vocal) from the 

responses of K3.   

In this section, there were few obvious differences between public and private 

kindergartens. Through reading teachers’ teaching plans and their interviews, it can be 

determined that parents of public kindergartens made more contributions to music 

lessons than private kindergartens. But with regards to music performances, as 

demonstrated in Chapter 4, some of the private kindergartens organised more 
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performances than public kindergartens, so in this respect the participation of parents in 

private kindergartens might be more than public kindergartens.  

5.4 Conclusion 

In this chapter, the musical influences of the mesosystem were examined, in which 

teachers’ spaces and children’s families, as both microsystems and exosystems, affected 

children’s musicking in kindergartens.  

In terms of the teachers’ spaces, teachers’ personal musical experiences affected their 

musical skills and their preferences concerning ways of using music, which might result 

in children’s musical experiences being different depending on the individual teacher. To 

be specific, the study discovered that teachers’ educational backgrounds affected teachers’ 

level of musical skills. It is possible that the musical skills (e.g. singing, playing the piano, 

and dancing) of teachers who studied diplomas were better than those who studied 

bachelor degrees, but it is also important to note that this tendency might not be revealed 

in every kindergarten due to the different requirements of principals in different 

kindergartens. Also, teachers’ training experiences were related to their musicking. For 

public kindergartens, the government provided unified training to new teachers and in-

service training to experienced teachers, in which teachers learnt rhythmic dialogues and 

teaching methods. In private kindergartens, especially the kindergartens which offer 

special music lessons such as Orff and piano lessons, the teachers learnt the content of 

those lessons from the training courses provided by professional organisations or 

institutes and then used these in the children’s music lessons.  
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Moreover, leadership figures, as the most powerful decision-makers in kindergartens, 

had their own views which affected the use of music in kindergartens. For instance, the 

requirements of the leadership determined how the teachers applied music and how much 

music the teachers used, thereby indirectly influencing children’s musical learning and 

experiences. For private kindergartens, the views and decisions of the leadership on the 

use of funds limited the training and upskilling of teachers and the general conditions in 

their kindergartens, which resulted in children’s musicking being unable to improve. Also, 

the influences of other teachers were also obvious. Behind the music activities in 

kindergartens, ideas and suggestions from colleagues contributed to each teacher’s music 

lesson and the occurrence of teachers’ musicking. As participants in music activities, 

children’s musical experiences were also influenced by those ideas and suggestions.  

The children’s families, as an immediate environment, affected both children’s musical 

experiences and their musicking in kindergartens in different ways. Children’s musical 

experiences at home depended largely on their parents, including the music children 

listened to and whether they were learning a particular kind of musical skills. Also, bi-

directional influences on children’s musical experiences between children’s homes and 

kindergartens was demonstrated, children brought the songs that they listened to at home 

to kindergartens, and some songs children sang at home were learnt at kindergarten. In 

addition, parents’ assistance in organised music sessions and their participation in 

children’s music performances contributed to and influenced children’s music education 

in kindergartens.  
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In the participating kindergartens, teachers’ musicking in both public and private 

kindergartens was influenced by the teachers’ musical experiences and children’s family, 

but the directions and extent of the influences might vary. For example, the influences of 

the leadership in public kindergartens were mainly reflected in the teachers’ musicking 

throughout the day, whereas in private kindergartens, their influences were more obvious 

in terms of the content of the music curriculum. Concerning parents’ contributions, these 

were mainly seen in music lessons in public kindergartens but manifested more in 

children’s music performances in private kindergartens. On the whole, teachers’ spaces 

as teachers’ microsystems and children’s families as part of teachers’ exosystem 

influenced teachers’ musicking in kindergartens, in which in turn impacted children’s 

musical experiences. The following chapter moves away from the people directly 

surrounding children and moves to a wider level, examining the influences on children’s 

music education in kindergartens of official policies, culture, technology, and changes 

over time within these three contexts. 
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Chapter 6  

The Macrosystem & Chronosystem: Musical Influences from 

the Wider World 

6.1 Introduction 

The macrosystem is the fourth level in Bronfenbrenner’s ecological model, which refers 

to the overarching environment. It is the broadest level and has significant influences on 

children. The chronosystem is the last level in the model and refers to changes and 

transitions over time. In my study, the three aspects of policy, culture, and technology 

have influenced the situation of children’s music education in kindergartens within the 

macrosystem, but at the same time, these three aspects have also developed and changed 

over time within the chronosystem. For example, policy is constantly updated to facilitate 

improvements in early childhood education; culture is not fixed, but changes with the 

development of society; and new digital technologies emerge over time. These changes 

result in influences on children’s music education. Therefore, this chapter examines how 

the macrosystem affects kindergarten music education, along with influences from the 

chronosystem.  

6.2 Policy and Early Childhood Music Education  

In China, due to its large area and population, each province has the right to issue their 

own provincial policies in accordance with national policies, and similarly, each city or 

district also has the right to formulate more appropriate and specific policies or 
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requirements based on local conditions. Therefore, it was found that not only do national 

policies and guidelines affect children’s music education, but so do the detailed 

requirements and actions of provincial, municipal, and even district policies. Even 

though these policies may be published by different levels of government, the contents 

are closely linked. This section illustrates influences according to policy contents rather 

than level of governance (e.g. national, provincial, or municipal). Based on the contents 

of policies, influences on the implementation of music in kindergartens are divided into 

two areas: (i) guidelines on music teaching resources for kindergartens; and (ii) policies 

on other aspects but influencing music.  

6.2.1 Guidelines on Music Teaching Resources  

The teaching resources in each kindergarten classroom play a significant role in 

children’s music education, including curriculum guidelines, instruments, and electronic 

teaching equipment. For instance, the content of the music curriculum in textbooks 

decides what musical learning the children experience; the number and types of 

instruments in the classroom directly affect children’s musical experiences and how 

teachers conduct music activities; and the technological equipment (e.g. TVs or 

computers) as a means of delivering music to children also affects the way music occurs. 

6.2.1.1 Curricula 

Today, the Ministry of Education offers two guidelines on kindergarten curricula: 

Guidelines for the Kindergarten Curriculum (trial version) issued in 2001 and Guidelines 



 260 

for the Learning and Development of Children Aged 3-6 issued in 2012. The first of these 

guidelines provided the general direction and standards of early childhood education, 

putting forward requirements and norms for the kindergartens. For example, as 

mentioned in Chapter 1, it divides the contents of kindergarten education into the five 

domains of health, language, society, science, and art. And in 2012, based on the first 

document, the second guideline was issued, which is a guiding reference for the 

implementation of educational policy, providing detailed objectives and suggestions in 

the five domains for each of the three kindergarten age groups. For example, the section 

on objectives puts forward expectations on what children aged 3, 4 and 5 should know, 

what they should be able to do, and what level of development they should be at. It 

determines the specific direction of children’s learning and development and the section 

on education lists educational methods that can effectively help to promote children’s 

learning and development. In these guidelines, the contents of the five domains are set 

out separately, with the art domain including both fine arts and music. The objectives that 

relate to music are translated and shown in Table 6.1. Due to the integration of fine arts 

and music into one table in the original document, it can be seen that some of the 

objectives are intended to refer to art rather than music, though direct references to fine 

arts have been removed from the table presented below. 
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38 Age: The classification of age here is the same as the grade of classes in kindergartens (junior, middle, and senior). The first term in kindergartens starts in September, children in junior classes are aged 3, but when it 

comes to the second term (in February of next year), many of them are 4-years-old. Thus, the ages within each grade may overlap with the grade above.  

Table 6. 1 The Objectives of Children’s Music Development in the National Guideline 

I. Experience and Appreciation 

Age38 Objective 1: Love the beauty of nature and life Objective 2: Enjoy appreciating a variety of art forms and works 

3-4 years 
Children are easy to be attracted by birds, wind, rain and other pleasant 

sounds in nature. 
Children like to listen to music or watch dance, drama and other performances. 

4-5 years 
Children like to listen to all kinds of pleasant sounds, and perceive the 

changes in the height, length, strength, etc. 

Children can concentrate on watching their favourite art performances and have the 

desire to imitate and participate in. 

5-6 years 
Children are willing to imitate the characteristic sounds in nature and living 

environment and generate corresponding associations. 

Children often use expressions, actions, languages, and other ways to express their 

understanding in the time of art appreciation. 

II.  Performance and Creation 

Age Objective 1: Enjoy art activities and perform boldly Objective 2: Have the preliminary expression and creativity of art 

3-4 years 
Children often hum and sing to themselves or imitate interesting movements, 

expressions, and tones. 

(1) Children can imitate and learn to sing short songs; (2) Children can follow 

familiar music to do body movements; (3) Children can use voices, movements, and 

postures to simulate things in nature and life scenes. 

4-5 years 
Children often sing, dance, and are willing to participate in singing, rhythm, 

dance, performance, and other activities. 

(1) Children can sing songs accurately with natural and moderate volume sound; (2) 

Children can express their feelings by humming, improvising or composing words 

for familiar songs; (3) Children can beat basic rhythm with body movements such as 

clapping hands, stepping feet, or with objects that can be tapped. 

5-6 years 
(1) Children actively participate in art activities, have their own preferred 

forms of activities; (2) Children can both cooperate with each other and 

perform independently in art activities 

(1) Children can sing with basic accurate rhythm and tone; (2) Children can express 

their emotions or natural scenes with rhythm or simple dance movements; (3) 

Children can make up and perform their own stories, and choose and match simple 

costumes, props or settings. 
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The Ministry of Education requires that all relevant personnel in each province study this 

guideline and design their curricula by following it. The Shandong Government 

published textbooks for three age groups according to the requirements of the guideline, 

and the subordinate cities can either use it directly or as reference to publish textbooks 

specific to their own regions. Therefore, the Qingdao Government follows the Shandong 

provincial format to publish its own textbooks for Qingdao kindergartens, in which some 

music teaching activities are the same as provincial textbooks, but some contents are 

changed to reflect local characteristics, such as introducing Qingdao’s famous scenic 

spots. As illustrated in Chapter 4, teachers in public kindergartens follow the 

government’s published textbooks when organising learning activities, while some 

private kindergartens use their own textbooks in which the curricula are set up based on 

guidelines. In other words, both public and private kindergarten’s curricula are influenced 

by national guidelines. For example, the textbooks are designed according to three age 

groups, and as shown in Figure 41 in Chapter 4 (one page from the table of contents in 

the textbook), the curricula in the textbooks contain health, language, society, science, 

and art (fine arts & music), both of which are consistent with the classifications of the 

national guideline. It can be seen that the national guidelines provide an overall 

framework for the music curriculum, including the general orientation of children’s 

musical learning and development, which play a significant role in the design and 

contents of textbooks. Consequently, the continuous development of policy as the 

macrosystem affects the implementation of music lessons in kindergartens. 



 263 

6.2.1.2 Instruments & Electronic Teaching Equipment 

In 1992, the former National Education Committee (now the Ministry of Education) 

updated the guideline of 1986, and issued the new national guideline Catalogue of 

Kindergarten Toys and Teaching Aids, which included the requirements for musical 

instruments and teaching equipment in the three different age-based kindergarten classes. 

For example, in the category of music, the types and number of instruments were listed 

(see Appendix 3) requiring organs (6, 6, 3), drums (4, 2, 1), and cymbals (6, 4, 2). 

Similarly, regarding the electronic equipment used in teaching, it listed the numbers of 

TVs, radio-recorders, slide projectors, and so on. At the same time, it also noted that each 

region could arrange musical instruments and teaching equipment according to local 

conditions. With the rapid development of the economy in China, Shandong Province 

formulated their standards for the conditions of kindergartens in 2010, and updated them 

in 2018. Because participating kindergartens were all founded before 2018, they 

developed based on the provincial guideline of 2010, but updated items based on the new 

standards (e.g. equipment). In the provincial guideline Standards for Basic Conditions of 

Kindergartens in Shandong Province (trial implementation) (Shandong Provincial 

Education Department, 2010), there were three different standards noted for urban, 

suburban, and rural kindergartens. In it, there is a Catalogue of Kindergarten Toys and 

Teaching Aids that relates to music education. The requirements for musical instruments 

and electronic teaching equipment were the same for suburban and rural kindergartens, 

but slightly different for urban kindergartens (see Table 6.2). In contrast, in the new 
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provincial guideline Standards for the Conditions of Kindergartens in Shandong 

Province (Shandong Provincial Education Department, 2018), the standards were 

divided into high, moderate, and basic levels so that kindergartens can build according 

to their levels of development (normally decided by the evaluation of the government) 

instead of classifying the standards by the location (urban, suburb, and rural). There was 

only one standard in the Catalogue of Kindergarten Toys and Teaching Aids, which was 

similar to the former standard for urban kindergartens of 2010. It decreased the numbers 

of percussion instruments to 1-2 sets/kindergarten and added the suggestion of using 

handmade music instruments and performing props (e.g. clothes, dolls, ornaments, etc.).  
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Table 6. 1 Standards of Musical Instruments & Electronic Teaching Equipment for Kindergartens in Shandong Province in 2010 

Urban Kindergartens Suburban & Rural kindergartens 

Musical instruments Musical instruments 

Types Numbers Notes Types Numbers Notes 

Piano (electronic keyboard/digital 

piano/accordion) 

1/ class (choose 

1 from 4) 

Equipped with the 

piano if the condition 

permission. 

 

Electronic keyboard/accordion 1/ class (choose 

1 from 2) 

 

1 piano in the 

multifunctional 

classroom. 

Piano 1 piano in the 

multifunctional 

classroom. 

Percussion instruments:  

tambourine, sleigh bell, castanets, wood 

block, triangle, double bells, guiro, tick 

tock block, maracas, drum, etc.  

1-4 sets/ 

kindergarten 

The number of pieces 

can satisfy 1-3 classes 

using at the same time 

Percussion instruments:  

tambourine, sleigh bell, castanets, wood 

block, triangle, double bells, guiro, tick 

tock block, maracas, drum, etc. 

1-2 sets/ 

kindergarten 

The number of 

pieces can satisfy 

1-2 classes using at 

the same time 

Electronic teaching equipment Electronic teaching equipment 

Types Numbers Types Numbers 

TV, DVD, radio-recorder, computer 1/class TV, DVD, radio-recorder 1/class 

Recorder pen, broadcasting system, acoustic equipment, 

multimedia devices (e.g. projector), video camera 

1/kindergarten Broadcasting system, acoustic equipment, multimedia 

devices (e.g. projector), video camera, digital camera 

1/kindergarten 

Digital camera 1-2/group or 1/class Computer as needed 
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In all participating kindergartens, it can be seen that the implementations and 

manifestations of the requirements of both former and current guidelines. For instance, 

as mentioned in Chapter 4, there was a piano or digital piano in every classroom of all 

kindergartens (K5 had digital pianos and other kindergartens had pianos). According to 

my observation, in both public kindergartens and private kindergartens, the piano was 

the most important piece of teaching equipment for teachers. Every main teacher played 

the piano, especially for the music activities involving learning songs, and some teachers 

played piano not only during music activities but also throughout the day as a tool to help 

maintain discipline. For children, the types and numbers of instruments in the classrooms 

and kindergartens influenced the opportunities for the children to play and experience 

various musical instruments. As presented in the organised music sessions in Chapter 4, 

all the kindergartens had types of percussion instruments, as listed in Table 6.2. Only the 

public kindergartens had non-melodic percussion instruments, whereas tuned 

percussion instruments were found in some private kindergartens (e.g. K8, K10). 

Moreover, the numbers of percussion instruments in kindergartens seemed to be arranged 

based on the former guideline because there were more than two sets of percussion 

instruments in the urban kindergartens. At the same time, the uses of various performing 

props and the way of regarding tableware as musical instruments in the classrooms and 

campus seemed to follow the requirement of the updated guideline. Thus, it can be seen 

that updated policy within the macrosystem influenced the choices of instruments in the 

kindergartens. 
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However, it can also be discerned that the above standards in the guidelines limited 

children’s music education to some extent. The standards for the types and number of 

musical instruments can meet the needs of the scheduled classes, but cannot support the 

children’s musicking throughout the day such as the music area activity. For example, 

due to the numbers given in the guideline, the total number of instruments in the 

kindergartens (except for private kindergartens that offer special music lessons) cannot 

be used by all classes at the same time, which means the instruments need to be 

distributed and the distribution in each class might be different or unequal. Therefore, it 

was found that there are many kinds of percussion instruments in the music area, but 

every class does not have the same numbers and kinds of instruments, with many 

instruments used in turn by different classes. For the distributions of instruments, 

teachers in each class discussed what instruments and how many were needed with the 

director teacher depending on the topics and activities. According to my observation, 

there were very few instruments in the music area in junior classes, and this phenomenon 

was shown in teacher interviews. Teachers noted that the instruments in junior classes 

are fewer than those in the middle and senior classes, as a teacher in K2 said:  

Children in junior classes are too young to teach them how to play 

instruments in the right way, and it’s hard to control them if they play 

instruments together, while children in middle and senior classes can 

play instruments better with the teacher’s directions. Therefore, for the 

distribution of (percussion) instruments, the middle and senior classes 

use them much more than the junior class, so only a few instruments 

are used in these classes. Definitely, if I want to use more instruments 

I can apply and bring them from other classes, but you know, it will 
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increase my workload, I’m busy enough and I don’t want to make 

trouble for myself. So if it’s not necessary, I don’t ask children to play 

instruments very often, most of the time I lead children to sing and 

dance in the music area. (Public kindergarten, junior class, 14 

December 2018) 

It can be seen that the policy decisions influenced children’s musical experiences. Some 

teachers (such as teachers in J1 in K3, J2 in K5, J2 in K6, and J2 in K9) did not even 

have a designated music area in their class, but they noted that if there were enough 

instruments for them, they would love to design a music area and rethink how to use 

these resources. A teacher in K6 said:     

It’s hard for children in junior classes to do some music activities by 

themselves, they just play instruments at random, as well as the limited 

numbers of instruments. I don’t think it will be very useful for them to 

have music area activities in this age group. On the other hand, though 

I know children just play randomly, it’s also good for them to 

experience different kinds of instruments, so if the kindergarten can 

provide us with enough instruments, I’d love to give children more 

opportunities to play them. (Public kindergarten, junior class, 23 

November 2018) 

Teachers also mentioned that only in situations when different kinds of percussion 

instruments were necessary for music teaching did they borrow them from other classes, 

otherwise, teachers preferred to use their existing instruments to organise the children’s 

musicking. 

Similarly, in connection with electronic teaching equipment, influences were found in 

both the old and the new guidelines. Firstly, it was found that every classroom in all 
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kindergartens had a computer, which was normally connected with the TV screen or the 

sound equipment when teachers organised music activities. This meets the requirements 

of the former guideline, which remained in the new guideline. Moreover, in the updated 

guideline, some old equipment was no longer needed, such as a radio-recorder or a 

projector, and these were replaced by newer technologies. For example, for each 

classroom, kindergartens can now choose one further electronic item such as a TV or 

video device. In 2018, in order to improve the quality of rural kindergartens, the district 

government invested funds to purchase electronic whiteboards or other all-in-one devices 

for rural kindergartens (K5 was included) (Bureau of Education and Sports in QWCNA, 

2018).39 Of all the participating kindergartens, only K5 and K12 had exchanged their TV 

for an electronic whiteboard in their classrooms, whereas other kindergartens still used a 

TV as their main teaching equipment. Also, in most kindergartens (all public 

kindergartens & K7, K8, K9), they still used projectors as an item of teaching equipment 

as required in the former guideline. As the examples offered within the categories of 

music lessons, socially functional musicking, and background music in Chapter 4 

indicate, computers, TVs, or other pieces of electronic equipment were often used by 

teachers to deliver music to children, which was an integral part of kindergarten music 

education. Consequently, the updated policy within the macrosystem influenced the use 

of music in kindergartens. 

 
39 See http://edu.qingdao.gov.cn/n32561912/n32561919/180124161656487451.html (accessed 7 November 2019). 

http://edu.qingdao.gov.cn/n32561912/n32561919/180124161656487451.html
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6.2.1.3 Summary 

In this section, the influences of policies on the implementation of music in kindergartens 

were indicated. In connection with kindergarten curricula, each government or institution 

should follow the guidance of national policy documents to design textbooks, in which 

the music curriculum was included. The details of music teaching activities are planned 

according to the musical objectives of national guidelines for each age group. Further, 

both public and private kindergartens in this study followed provincial guidelines for 

allocating teaching resources, such as having a piano or digital piano in each classroom, 

the types and numbers of percussion instruments in kindergartens, and the type and 

number of electronic devices in each classroom. In short, the conducting of music lessons, 

choices of instruments, and uses of the teaching equipment in music lessons in 

kindergartens are all based on the contents of policies announced by the government, 

which change and update over time. Therefore, the policies related to music influenced 

the implementation of music in kindergartens at the macrosystem and chronosystem 

levels. 

Curricula, musical instruments, and equipment are the most important teaching resources 

for the musicking of both teachers and children. To a certain extent, the national 

guidelines determine the music curriculum that children should follow in kindergartens, 

and provincial guidelines determine which kinds and how many musical instruments 

children can play and experience, and what teaching equipment can be used to deliver 

music to children. The requirements and conditions of the guidelines guarantee that 
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children have opportunities to access and experience music in kindergartens.  

6.2.2 Policies on Other Aspects but Influencing Music  

In the teacher interviews, it was found that some policies were not aimed at music but 

still affected or changed the application of music. Also, it was observed that some policies 

were not issued through documentation but conveyed in formal meetings with the 

leadership, which resulted in changes to teachers’ musicking.   

6.2.2.1 Policies on Actions 

As shown in Chapter 4, many parents suggested that some public kindergartens should 

open special music lessons, such as piano, dance, and guitar, but the suggestions were 

not adopted by teachers, which reflected the large influence of the municipal policy. 

According to the Regulations of Qingdao Municipality on Preschool Education 

(Standing Committee of Qingdao Municipal People’s Congress, 2013), kindergartens are 

not allowed to organise intensive training activities in the name of interest classes or 

special classes, or ask children to participate in paid training activities. As a result, no 

public kindergartens had this kind of activity. Moreover, as also mentioned in Chapter 4, 

‘negative waiting’ was presented in the Guidelines for the Kindergarten Curriculum 

(trial version) by the Ministry of Education in 2001, but in teacher interviews, it was 

discovered that there were no corresponding strategies at that time. Teachers who had 

worked for more than 5 years said that the District Education Bureau had started to pay 

more attention to ‘negative waiting’ in recent years and required kindergartens to avoid 
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this phenomenon as much as possible in daily routines. This was confirmed by the 

principal of K1, who said: 

Our district has developed rapidly in recent years. In the past, the 

municipal government didn’t pay much attention to the details of 

kindergartens in our district. Then, with the development of our district, 

the government put forward higher requirements for early childhood 

education. In other districts, the problem of children’s ‘negative 

waiting’ has been recognised by the government for a long time, so in 

recent years, the municipal government has required our district to 

attach importance to this issue. In the formal meeting of kindergarten 

principals, the leader of the Education Bureau told us to require 

teachers to employ methods to avoid children’s ‘negative waiting’ such 

as singing songs. (Public kindergarten, 24 October 2018)    

Therefore, in implementation, if a situation arises in which children have to wait, teachers 

mainly use music to avoid the children sitting waiting and becoming bored. Although 

this issue was presented in the document, it can be seen that the implementation was 

requested through verbal communication during the leadership’s formal meetings.  

Also, the competition for awards is fierce among kindergartens, and all kindergartens 

strive to do their best before the assessment, including with regards to the effort put into 

musicking. The desire for this award is partly due to the improved reputation of 

kindergartens, but also due to top-down processes. For the kindergartens ranked in the 

provincial top ten, provincial demonstration, municipal top ten, and municipal 

demonstration, the district government rewards them with 200,000, 150,000, 150,000, 

and 100,000 CNY respectively (these rewards are normally distributed to staff as a 
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bonus).40As a result, all kindergartens are motivated to improve their work, which has 

influenced the quantity and quality of children’s musicking in kindergartens. 

6.2.2.2 Policies on Principals 

The principal is at the core of the kindergarten, which means that when the principal 

changes, the working process of the kindergarten might be affected. During fieldwork, 

there was no formal documentation found on the role of the principal, and my data was 

mainly gathered from communication with principals and teachers.   

In public kindergartens, the principal is not always in the same kindergarten. Though 

there is no fixed cycle, some principals had to change kindergartens, especially the 

principals of the top kindergartens, who were required to move to an ordinary 

kindergarten or rural kindergarten to assist in their development. In K3, the principal was 

replaced by a new one who came from a top urban kindergarten, which resulted in some 

requirements for teachers changing. It was discovered that most of the teachers spent a 

lot of time and energy getting used to the new principal, as one teacher responded: 

The requirements of the new principal for our teaching are much 

higher than the previous principal. We used to write the teaching plan 

simply, and nobody checked us. But now we must write our teaching 

plans by following strict requirements and submit them every day, and 

we also have some extra paperwork, such as reading notes and 

educational notes every day. In the first week, we cried every day due 

to this extra work. (Public kindergarten, middle class, 27 September 

 
40 See http://edu.qingdao.gov.cn/n32561912/n32561919/190329135004753375.html (accessed 7 November 2019). 

http://edu.qingdao.gov.cn/n32561912/n32561919/190329135004753375.html
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2018) 

It was also found that the principals of K1 and K2 had changed in recent years. Both of 

the two kindergartens used to be affiliated kindergartens of primary schools, and they 

were both managed by primary school principals. Then, in 2017, according to Qingdao 

West Coast New Area Preschool Education Action Plan 2017-2020 (Qingdao Education 

Bureau, 2017), it was required that these affiliated kindergartens should become 

independent, no longer be subject to primary schools rules, and they should complete the 

transition to a system of kindergarten organisation as soon as possible to lay the 

foundation for the high-level development of kindergartens, these changes affected K1 

and K2. Thus, their principals were all replaced by principals with an early childhood 

education background. According to teacher feedback in the two kindergartens, since the 

principals took office, the kindergartens have changed to some extent with the creation 

of a new kindergarten environment, different requirements for the teachers’ teaching, and 

the organisation of open activities with the participation of children’s families.  

6.2.2.3 Policies on the Examinations of Kindergarten Teacher Qualification and 

Recruitment 

In China, to be a kindergarten teacher, the kindergarten teacher qualification certificate 

is necessary, which means only those teachers who have qualified can be hired as teachers 

by any kindergarten. The examination for the teacher qualification is national, the first 

round is a written examination, and only those who have passed are eligible for the 

second round, which is an oral examination in which the assessment of musical skills is 
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included. According to the Syllabus of Teacher Qualification Examination in Primary 

and Secondary Schools and Kindergartens (trial) (interview part) (Ministry of Education, 

2012), candidates should have basic piano, singing, dancing, and drawing skills. For the 

assessment of skills in the oral examination of Shandong province, candidates need to 

choose two skills from the following five options: singing while playing games, playing 

the piano while singing, improvised dance, telling a story, and drawing. For example, in 

the examination questions for playing the piano while singing, the music notation of a 

children’s song is offered, and the candidate needs to improvise an accompaniment on 

the piano while singing the song in tune. Candidates must learn and practice all these 

skills for the examination even though they are not actually tested on each during the 

examination. In other words, the policy for the teacher qualification examination results 

in all kindergarten teachers having basic musical skills, such as singing, playing simple 

improvisation on the piano, and dancing, which are related to children’s musical 

experiences and the quality of children’s music education.  

After obtaining the kindergarten teacher certificate, people who want to work in 

kindergartens need to attend recruitment examinations. For private kindergartens, the 

contents and questions of recruitment examinations are decided by the kindergartens 

themselves. But for public kindergartens, each city or district government organises a 

unified examination for candidates and distributes teachers to different kindergartens 

later on. The government publishes the scope and content of the examination every year 

in order to help candidates prepare (there is no significant difference between each year). 
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According to the QWCNA district recruitment brochure in 2018 and 2019, the unified 

recruitment examination for kindergarten teachers was similar to the national 

examination for the kindergarten teacher certificate, which was divided into a written and 

an oral examination. 

 

Figure 60. The process of public kindergarten teacher recruitment examination. 

As shown in Figure 60, candidates need to take a half day for a written examination, and 

after a couple of weeks, candidates who pass the written examination are ranked from 

highest to lowest score, and those who can attend the oral examination are determined 

by a ratio of 1:2 (in 2018)/1:1.5 (in 2019) in relation to the number of teaching positions 

available. The oral examination has two parts: (i) lesson presentation, with the content of 

the lesson as determined by drawing lots, which include music; and (ii) skills tests, which 
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include the musical skills of singing a song while playing on the piano, and improvising 

dance as a part of the assessment. The result of oral examination is an average score of 

the two parts, but each part has a minimum pass mark. Then, a couple of weeks later, 

according to the overall score rank, the final list of admission kindergarten teachers is 

announced. As a result, the accepted candidates have enough musical ability to undertake 

children’s music activities. The policy for the teacher recruitment examination improves 

teachers’ musical skills to some extent, especially for public kindergarten teachers, 

ensuring the basic musical ability of teachers who engage in daily routines with children. 

Also, it can be seen that the ratio for candidates who can attend the oral examination 

decreased in 2019, which means the competition has become more fierce, and the 

assessment standards, including musical skills, may have also become more strict. 

Although the recruitment brochures published before 2018 were no longer available on 

the government website and the requirement for teachers’ musical skills could not be 

found, some changes to the requirements and policy were found through interviews. For 

example, the principal of K1 said: 

Maybe around ten years ago, I'm not sure, the assessment of musical 

skills in the teacher recruitment examination was not very important 

and just occupied a tiny segment. Unlike the strict requirement of the 

current examination, the examiners didn't pay attention to the musical 

level of the candidates; they can sing, can play the piano, it's enough. 

But now, whether candidates sing in tune, whether they play 

harmonious and beautiful improvisation, are important. Thus, actually, 

the musical skills of those old teachers are worse than the new teachers. 

With the national and government attention to early childhood 

education, the requirements of music are becoming higher and higher. 
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(Public kindergarten, 24 October 2018) 

In my study, it was found that in general the requirement of teachers’ musical skills in 

public kindergartens was higher than private kindergartens, that is to say that public 

kindergartens pay more attention to general teachers’ musical skills than private 

kindergartens. For example, all of the participating public kindergartens often observed 

and evaluated teachers’ music teaching activities with piano or singing skills making up 

an important part of the evaluation standard, whereas most of the private kindergartens 

did not organise such evaluation; additionally, some of the public kindergartens (e.g. K1, 

K2, K6) organised an art skills competition for their teachers, including painting, 

handiwork, singing, dancing, and piano accompaniment, but none of the private 

kindergartens did this. This situation is also a reflection of the policy for public 

kindergartens. 

The policies for the teacher certificate examination and recruitment examination 

influence teachers’ musical skills, which then influence children’s music experiences. 

Policies on the assessment of teachers’ musical skills are an important and influential 

factor for children’s music education, which guarantees that kindergarten teachers have 

the necessary practical musical skills so that children have opportunities to participate in 

music activities and have more music experiences. 

6.2.2.4 Policies on the Attributes of Kindergarten 

In 2017, the Qingdao government issued the Third Action Plan for Qingdao Preschool 

Education (2017-2020) (Standing Committee of Qingdao Municipal People’s Congress), 
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in which the development ideas, development goals, and measures to be implemented 

over the next 4 years were stated. For instance, the government would increase support 

to universally beneficial private kindergartens, new kindergartens should be public 

kindergartens or universally beneficial private kindergartens, and to achieve the goal for 

2020 that the proportion of public kindergartens and universally beneficial private 

kindergartens should make up no less than 90% of all kindergartens in Qingdao. Though 

at the time of writing there was no statistical data for 2020, based on data from 2019 

stating that the proportion of public and universally beneficial private kindergartens 

increased to 83.6%,41 and the projected numbers for new and renovated kindergartens, 

the goal for 2020 looks as though it is on track to be achieved. According to a report by 

the Qingdao Education Bureau in 2018, the QWCNA district government invested nearly 

400 million CNY to build, rebuild, and expand public kindergartens, and increased 

support for universally beneficial private kindergartens over two years.42 Therefore, with 

the financial support of the government to universally beneficial private kindergartens, 

some kindergartens with low profits joined the ranks of universally beneficial 

kindergartens. The number of universally beneficial private kindergartens increased by 

97 within three years (Qingdao Education Bureau, 2018),43  with K3 amongst them, 

transitioning at the end of 2017. However, those private kindergartens with high profits 

or good operation did not intend to join. During the period of my research in 2018, the 

Central Committee issued a new policy Opinions on Deepening the Reform and 

 
41 See http://www.moe.gov.cn/jyb_xwfb/s5147/201908/t20190826_395852.html (accessed 7 November 2019). 
42 See http://edu.qingdao.gov.cn/n32561912/n32561919/181218112051056841.html (accessed 7 November 2019). 
43 See http://edu.qingdao.gov.cn/n32561912/n32561919/181218112051056841.html (accessed 7 November 2019). 

http://www.moe.gov.cn/jyb_xwfb/s5147/201908/t20190826_395852.html
http://edu.qingdao.gov.cn/n32561912/n32561919/181218112051056841.html
http://edu.qingdao.gov.cn/n32561912/n32561919/181218112051056841.html
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Standardising the Development of Preschool Education, which firmly resisted the high 

fees of private kindergartens and wanted more private kindergartens to become 

universally beneficial kindergartens, which had a great impact on existing profitable 

private kindergartens. With the announcement of the national policy, the Qingdao 

government started to increase its control over private kindergartens that had high fees. 

For example, in teacher interviews, the principal of K7 talked about private kindergartens 

that did not own their own land, and how they would be forced to change to become 

universally beneficial kindergartens. Since the implementation of these policies will take 

a long time to complete, there was still no substantial data at this stage in my research. 

However, the principal of K7 and the director teachers of K8 and K12 said that if the 

kindergartens become universally beneficial kindergartens, and have low tuition fees, the 

special music lessons may be difficult to continue. Although music education in these 

private kindergartens had not yet been affected by this policy, it will certainly to some 

extent impact these kindergartens in the future, which will directly affect children’s 

musical experiences. Therefore, for private kindergartens, the policies on kindergarten’s 

attributes are related to tuition fees, which are significant determiners of children’s 

musicking. 

6.2.2.5 Summary 

In this section, the musical influences on teachers’ musicking caused by policies on 

actions, principals, kindergarten teachers examinations, and the attributes of kindergarten 

were examined, each of which affects children’s music education in kindergartens. For 
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private kindergartens, though the government does not control their daily administration 

and operation, when individuals apply to establish private kindergartens, the government 

follows national policy or local official policy to check if they are qualified. For example, 

the government does not give too much consideration of the teaching pedagogy and 

content of music lessons, as long as the private kindergartens arrange to provide music 

lessons and the mandated types and number of musical instruments based on the official 

guidelines. Both public and private kindergartens are influenced by the government 

therefore all kindergartens have to follow strict policies in order to operate, and while 

some policies are unrelated to music they influence musicking. The process of taking the 

kindergarten teacher qualification and recruitment examinations ensures qualified 

teachers have basic musical skills for undertaking children’s music activities. Further, 

some detailed requirements and changes of municipal and district policies are only 

communicated verbally to the leadership of kindergartens in seminars or meetings, 

affecting the way music occurs in kindergartens.  

6.2.3 Discussion 

This part of the chapter describes the influences of policy on children’s music education 

in kindergartens from the perspective of the macrosystem and the chronosystem.  

Firstly, official guidelines have created the necessary teaching resources for the 

occurrence of music in kindergartens, mainly through the content of textbooks, and the 

requirements for the types and numbers of instruments, as well as electronic teaching 

equipment. On the one hand, such policies have stipulated the requirements of such 
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teaching resources within kindergartens to ensure that all children have access to basic 

musical experiences no matter which kindergarten they are in. But on the other hand, the 

types and numbers of, for example, percussion instruments can actually hinder children 

in having access to more diverse musical experiences and explorations. All public 

kindergartens are managed by the government, which means all the funds are from the 

government and all resources can only be purchased based on the official guideline. 

Therefore, the numbers and types of instruments are similar in each public kindergarten, 

and the opportunities for children to experience different kinds of musical instruments 

are limited. Except for the universally beneficial private kindergartens, private 

kindergartens can purchase musical instruments based on their own circumstances, so 

one can see some private kindergartens with more musical instruments than just those 

the guideline suggests. By comparison, children in public kindergartens only focus on 

playing non-melodic percussion instruments, and because of the uneven circumstances 

of private kindergartens, children in some private kindergartens get more or fewer 

opportunities to experience and play different kinds of instruments than children in public 

kindergartens. Temmerman (2000) studied children’s music preferences in two early 

childhood centres in Australia in which one provided only non-tuned percussion 

instruments and the other provided both non-tuned and tuned instruments. It was found 

that because of a lack of variety in available instruments, some children said that they 

sometimes felt bored because they just sat and played the same types of bells, while some 

children said that they did not have an opportunity to play particular instruments. 

Although my study did not investigate children’s feelings, most participating 
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kindergartens only had non-tuned percussion instruments so it is possible that the 

children had similar feelings. According to my observations, there were few 

opportunities for children to play instruments in structured music lessons. And in the 

music area activities, children seemed to have been familiar with those non-tuned 

percussion instruments, and they liked to play one kind of instrument for a short time 

then change to play another instrument. Also, in connection with technological 

equipment, though some kindergartens used the updated all-in-one devices while others 

still used older TVs and computers, all the kindergartens followed the requirement of the 

guideline to provide these types of equipment for teachers to deliver music to children.  

The impact of official policies on music was also evident. For example, the prohibition 

of organising paid training activities for public kindergartens and universally beneficial 

private kindergartens, strategies for avoiding ‘negative waiting’, competition for awards, 

the changes of principals, teacher qualification and recruitment examinations, and the 

resistance of private kindergartens that charge high fees. 

Whether national and provincial policies or municipal and district policies, they were all 

interconnected and created the overarching requirement for early childhood music 

education. Also, it can be discerned that policies were changed and updated over time, 

and the corresponding implementation and application of music in kindergartens also 

changed as a result, which means the occurrence of music in kindergartens was 

influenced by the chronosystem as well as the macrosystem. 
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6.3 Culture and Early Childhood Music Education 

In my study, the current situation of music education in kindergartens also reflected the 

impact of culture, which is examined here in three parts: Chinese traditional culture, 

internationalism, and popular culture. For example, teaching pedagogy and adults’ views 

on children’s music education were consistent with Confucian values; the use of Western 

musical instruments and international music teaching methods reflected the influences of 

internationalism; and children’s preference for songs from movies or the Internet 

reflected the influences of popular culture. 

According to Choy (2017), culture is handed down from generation to generation, and 

cultural understandings are acquired in early childhood (p. 31). Therefore, culture at a 

macrosystem level affects the development of children’s music education. As Hallam 

(2010) said: “different musical cultures and traditions determine the way that music is 

learned and how the knowledge and skills relating to it are transferred from one 

generation to the next” (pp. 22-23). Moreover, culture is active and continuously 

developing, which results in different musical influences in different periods, with the 

processes of change and development contributing to the current iteration of children’s 

music education. Therefore, the musical influences of culture are located at the 

macrosystem and chronosystem levels. 
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6.3.1 The Impact of Chinese Traditional Culture 

As outlined in Chapter 1, much of Chinese culture has been influenced by Confucian 

principles and values, which was the longest lasting and most influential school of 

thought in Chinese history (Choy, 2017). Shandong province was the home of Confucius, 

and various aspects of the province have been influenced by Confucianism, including 

children’s education. In my study, there were many aspects of kindergartens that reflected 

the influences of traditional Confucian culture and related to children’s music education. 

Confucianism emphasised collectivism (Rao, Ng, & Pearson, 2010), and in my study it 

can be seen that daily routines are planned in advance in kindergartens, and all children’s 

activities are organised as a collective or in small groups. There is no engagement of 

individual behaviour in kindergartens. Although a child’s age partly explains collective 

behaviour in the kindergarten setting, it is also a reflection of Chinese traditional culture. 

Moreover, Confucius believed that the early years are a good time to train children to be 

disciplined and to develop proper behaviour, thus the authority of the teacher is placed 

high in Confucian values. Students are required to obey teachers’ guidance and opinions 

(Hu, Fan, LoCasale-Crouch, Chen, & Yang, 2016; Rao, Ng, & Pearson, 2010). The 

important role of teachers led to the formation of a classroom-based pedagogy and 

teacher-centred teaching style that reflects the Chinese proverb, ‘one day as a teacher, 

one life as a father’.44 It can be seen that those teaching ways have continued to the 

 
44 It originally comes from Luo Zhenyu’s [罗振玉] paper ‘鸣沙石室佚书-太公家教’ in 1913. This proverb means 

that students should treat their teachers as their fathers. 
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present, with most of the teaching activities in kindergartens being classroom-based and 

teacher-centred, and all children following the teachers’ instructions to engage in 

activities. Although the concept of child-centred activity was infused into policy 

guidelines, it was obvious that most activities were still teacher-directed. For example, 

when children choose which area they would like to play in, teachers often interfered and 

instructed children on which area they should go to. In other research (e.g. Hu, Fan, 

LoCasale-Crouch, Chen, & Yang, 2016; Rao, Ng, & Pearson, 2010; Choy, 2017), it has 

also been reported that traditional teaching beliefs exist in Chinese kindergartens. Based 

on the description by Rao, Ng, and Pearson (2010) and Choy (2017), Chinese classrooms 

might be interpreted as authoritarian, and one of the responsibilities and basic skills of 

teachers is to maintain good classroom discipline. But this authoritarianism is embedded 

within the political-cultural context and should be viewed as culturally relative. As shown 

in the examples offered in Chapter 4, children were expected to be quiet during activities, 

and children who made a noise or did not follow the teacher’s guidance were told off. 

Also, in my teacher interviews, all the teachers thought that if the noise level in the 

classroom was high, they would be regarded as incompetent teachers. As expressed in a 

Chinese proverb: a strict teacher produces outstanding students.45 The study of Zur and 

Johnson-Green (2008) also found a great deal of teacher control in children’s music 

activities and that this was an element of school culture; in school, children who try to 

express themselves with music freely, or find more time and space to focus on music, are 

 
45 It originally comes from Le Zhengke’s [乐正克] paper ‘Learning’, included in ‘The Book of Rites [礼记]’ by Dai 

Sheng [戴圣] in the period of the Western Han Dynasty (202 B.C.- 8 A. D.). 
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usually considered “disruptive” or “off-task” (p. 297). Similar to the relationship between 

teachers and students, in Chinese society, a person should follow their superiors’ 

instructions. In my study, it can be seen that teachers in all participating kindergartens 

follow their leadership’s requirements to engage in children’s music activities. 

Confucian culture also emphasised memorisation and effort because traditional Chinese 

education and examinations focused on the recitation of books and poems (Rao, Ng, & 

Pearson, 2010; Choy, 2017). As Confucius said in the Analects of Confucius, “it is a 

pleasure to learn and constantly review or practice what you have learnt, isn’t it?” (Ma, 

2013, p. 1). Researchers mainly illustrate this belief through the learning of maths and 

Chinese, but musical activities in kindergartens also reflect it to some extent. For instance, 

according to my observations, during the teaching of a song, the teachers always focused 

on whether children correctly recited the lyrics or not, and spent much time guiding 

children repeatedly to sing the song in tune and with the right lyrics. Every day, the music 

area activity always revolved around the same song that was being learnt in a particular 

week. Also, in K7, the children who were learning piano were required to practice for 

about one hour every day under the guidance of their piano teachers. It can be seen that 

the design and aim of those music activities reflected the values of Confucian culture in 

the pedagogy. 

As mentioned in Chapter 1, Confucianism encouraged children to respect their parents 

and obey their decisions, which resulted in Chinese parents tending to be authoritarian 

over their children. This also influenced children’s music education. This belief was 
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evident in my fieldwork, as illustrated in Chapter 5, where children’s musical experiences 

were mainly dictated by their parents. Also, Confucian culture stressed harmonious 

relationships (Tobin, Hsueh, & Karasawa, 2009; Hu, Fan, LoCasale-Crouch, Chen, & 

Yang, 2016), and this belief was not only reflected in the relationships between family 

members and between teachers and students, but also in the relationship between teachers 

and parents. It was found that children’s parents were always willing to coordinate with 

teachers’ requirements and suggestions to help their children complete kindergarten 

homework. For example, as shown in the lesson examples noted in Chapter 4, it can be 

seen that parents often followed teachers’ requirements to deliver some knowledge in 

advance to help teachers prepare the music teaching activities. Though the authority of 

teachers is an influential factor, the desire to maintain a good relationship with teachers 

is also important. That is, Chinese children’s parents seldom argue with teachers or put 

forward different or opposing ideas to those of the teachers. As shown in the results of 

questionnaires, the majority of parents (nearly 90%) in kindergartens never provided 

ideas or suggestions to their children’s teachers on music education (except when 

requested). Even if the ideas provided were not in conflict with the teachers’ ideas, this 

kind of behaviour tends to be viewed as parents having a problem with teachers, or as a 

suggestion that they doubt the teachers’ capability. 

In other areas, children sing the national anthem in the flag raising ceremony every week, 

and the teachers teach the children to sing local folk songs from textbooks in structured 
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music lessons. This is also influenced by Chinese traditional culture in that it creates a 

sense of national identity and group identity for the children. 

6.3.1.1 Summary 

In general, the characteristics of Chinese people have been formed by Chinese traditional 

culture, especially Confucianism, which affects children’s education. In my study, the 

reflections of Chinese traditional culture in kindergartens were mainly focused on 

collectivism, the authority of the teacher, classroom discipline, memorisation and effort, 

the authority of parents, and maintaining harmonious relationships. Those values were 

related to some aspects of children’s current music education, including music activities, 

which are based on classroom pedagogy and organised in a collective or small groups. 

The teaching style is always teacher-centred, dictating that teachers should maintain good 

classroom discipline during teaching activities, and music lessons focused on teaching 

children song lyrics through repetition, while activities in the music area were always 

reviewed and repeated. Additionally, parents usually decided which musical skills their 

children learnt, although they seldom provided suggestions to the teachers regarding 

music education. Consequently, Chinese traditional culture has influenced children’s 

music education at the macrosystem and chronosystem levels.  

6.3.2 The Impact of Internationalism 

Over time, different cultures have come to China and brought different musical 

influences with them. In connection with music education in kindergartens, during 
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fieldwork it was discerned that there were many musical influences from different 

cultures, such as Western musical instruments, Orff teaching methods, and music and 

songs from other countries. These and other cultural influences are now discussed in 

connection with the macrosystem and the chronosystem. 

6.3.2.1 The Localisation and Popularisation of the Piano in China 

We have seen that every kindergarten classroom in my study had a piano which was the 

most important instrument and teaching resource in structured music lessons. The results 

of questionnaires showed that the piano was the most popular musical instrument for 

children to learn. The popularisation of the piano in China was a result of cultural flows 

during a period of international influence in the 20th century. 

The appearance of keyboard instruments in China can be traced back to the Wanli era of 

the Ming Dynasty (1368-1644) (Zhao, 2013). The clavichord was the predecessor of the 

piano, and one was brought to China by the Italian Jesuit missionary Matteo Ricci as a 

present for the emperor (Wang, 2009). During the reign of emperor Kangxi (1654-1722) 

in the Qing Dynasty (1662-1722), Portuguese Jesuit missionaries, following Ricci, 

continued to present the emperor with a keyboard instrument (now a Harpsichord), and 

Kangxi even hired a Portuguese Jesuit missionary, Thomas Pereira, to teach him to play. 

At that time, the performance and learning of keyboard instruments only happened in the 

palace, and did not have any broader musical influence on general society. However, 

during the period of the Opium War (1840-1860), many Western businessmen and 

missionaries came to China and built churches and missionary schools where they 
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installed organs or pianos, leading to the rapid spread of piano music amongst Chinese 

people. Some missionary schools even opened piano lessons for Chinese students, but 

the teaching level and skills of those missionaries were limited because they never had 

formal piano studies (Wang, 2009). Since the establishment of the educational book in 

1904, piano teaching activities were included in school music education, and with the 

promulgation of Interim Measures for General Education and Provisional Curriculum 

Standards for General Education by Nanjing Provisional Government of the Republic 

of China in 1912, the piano and organ became important teaching tools for music lessons 

in formal school education (Zhao, 2013). In the early 20th century, many Western pianists 

came to China to give piano concerts and teach piano, which inspired general interest in 

the piano. Among the Westerners was the Italian conductor and pianist Mario Paci (1878-

1946). He was the conductor of the former Shanghai Symphony Orchestra between 1919-

1942, and during this period he taught, trained, and collaborated with many aspiring 

young Chinese pianists, such as Guangren Zhou 周广仁 (1928- ), Gongyi Zhu 朱工一 

(1922-1986) and Cong Fu 傅聪 (1934- ) (Hou, 2015). The first Chinese doctor of music, 

Youmei Xiao 萧友梅 (1884-1940), who returned to China from studying in Germany, 

established what is now the Shanghai Conservatory in 1927. He invited a number of 

foreign piano teachers to join the faculty, such as the Russian pianist Boris Zakharoff 

(1888-1943), who taught many early Chinese pianists and contributed to the development 

of Chinese piano education (Zhang, 2010). Also, in the early 20th century, music 

educators Xingong Shen 沈心工 (1870-1947), Zhimin Zeng 曾志忞 (1879-1929), and 

Shutong Li 李叔同 (1880-1942), who studied in Japan, brought the Western piano 
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textbooks that were popular in Japan at that time back to China. These included a series 

of piano pieces of Beyer, Hanon, and Czerny, which are still used by piano students in 

China today (Gao, 2016).  

After the founding of the People’s Republic of China in 1949, some conservatories and 

normal colleges 46  were built in different cities, and all of them included a piano 

department (Hou, 2015). Although professional piano education in China developed 

rapidly in the 1950s and 1960s, and a number of professional pianists and piano educators 

had been trained, piano education still had not gained widespread public interest (Zhao, 

2013). However, in the mid-1980s, the piano performance by the pianist Richard 

Clayderman (1953- ) broke the stereotype that the piano is serious, superior, and difficult 

to understand (Zhao, 2013). At that time, there was an increase in the number of children 

learning piano in various cities in China, and the idea of learning piano from childhood 

became more popular amongst ordinary families. Many parents were willing to spare no 

effort to buy a piano and pay fees for their children. In 1991, the Chinese Musicians 

Association was officially established and piano grade examinations for amateurs were 

started (Zhang, 2010). Since then, professional piano education and amateur piano 

education have been rapidly developed.  

Generally speaking, if there are music lessons in a kindergarten classroom, they must 

have a piano. The fact that the earliest music educators in China were all piano learners 

resulted in the inheritance of piano education in following generations of music educators. 

 
46 The colleges created to train students to be teachers. 
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Piano teachers became predominant among music educators over the years, which 

enabled piano learning to expand and develop rapidly, becoming the most popular 

musical instrument in China today. Therefore, the cultural history of the piano in China 

is an important factor that has influenced children’s musical experiences in kindergartens 

and at home.   

6.3.2.2 The Introduction and Development of Western Music Teaching Methods in 

China 

As noted in Chapter 4, the Orff music teaching method is used in some kindergartens. It 

was observed in my teacher interviews that many Chinese universities and colleges offer 

Orff music teaching methods, which is nowadays the most famous and widespread 

Western music teaching method in China, to students who study early childhood 

education. For Chinese universities/colleges, except for the public compulsory courses 

(e.g. college English, college Chinese, advanced mathematics), the courses for each 

particular major are decided by each school without the government’s interference. Thus, 

teaching Orff in universities is influenced by the popularity of Orff in society. Some other 

Western music methods are also well known in China (e.g. Kodály, Dalcroze), and some 

institutions and companies have been founded that only teach Western music using these 

methods (e.g. Chinese Orff-Schulwerk Association, Harmony road, Le-Beier). This is a 

direct result of internationalism. 

Many achievements have been made in the development of basic education in China, and 

music education has changed rapidly since the reform of the 1980s (Wang, 2012; Wang, 
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2012). During this period, advanced foreign teaching approaches have been brought into 

the general music education, including the Kodály method from Hungary, the Orff 

method from Germany, the Suzuki method from Japan, the Kabalevsky method from the 

former Soviet Union, the Dalcroze method from Switzerland, and the comprehensive 

musicianship approach from America; amongst these, the Orff, Kodály, and Dalcroze 

methods have become the most popular in China (Wang, 2013). 

Kodály Method 

In the mid-1950s, some Chinese students studied in Eastern European countries. These 

included the violinist Bingsun Yang 杨秉荪 (1929-2017) who graduated from the Liszt 

Conservatory of music in Hungary in 1957 and brought some textbooks of the Kodály 

music teaching method back to China. In 1964, Naixiong Liao 廖乃雄  (1933- ) 

translated Kodály’s book Discussion on Hungarian Folk Music (Kodály, 1964). Before 

the 1980s, some Chinese music educators, such as Yaxiong Tu 杜亚雄 (1945- ) and 

Peiyuan Wang 汪培元 (1919-2018), researched Kodály and Hungarian folk music, but 

their research only focused on musical works rather than on the teaching method. In 1979, 

Wang served as the leader of the teaching and research group for basic music theory at 

Shanghai Conservatory of Music and started to do research and promote the Kodály 

method. In 1982, Shanghai held a music education research conference for middle, 

primary, and kindergarten teaching, in which a middle school teacher translated the paper 

of Lois Choksy and introduced the pedagogies of Curwen hand signs, movable-do 

solfege, and rhythm syllables (Jin, 2010; Cong, 2016). In 1985, Wang gave a presentation 
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on the practical problems of the Kodály method in a school music conference in Fujian 

Province, and in 1986, he compiled teaching material of the Kodály method for use in 

the China Correspondence Conservatory of Music, which was the first material 

introducing the Kodály method in China. At the end of 1986, the first national music 

education reform seminar was convened. Attention was given to school music education, 

and music educators tried to find references from overseas music teaching methods in 

order to explore the future development of Chinese music education. Since then, the 

Kodály method has been promoted and spread widely in China. In 1987, the China 

Musicians Association sent six music educators to Hungary, led by Limei Yang 杨立梅

(1943-2020), to learn the Kodály method. After they returned, the China Musicians 

Association convened the founding conference of the new Chinese Kodály Society in 

1988, and Limei Yang presided over the conference. It is important to note that during 

this period, Professor Jinyuan Li 李晋瑗 (1926-2015) of Beijing Normal University and 

a kindergarten teacher in Xicheng District of Beijing cooperated in experimental research 

on the cultivation and development of children’s music quality and ability, which was 

the first experiment of the Kodály music teaching method in the field of Chinese early 

childhood music education (Pang, 2017). In 1989, Limei Yang obtained a scholarship 

from the International Kodály Society to learn the Kodály method in Hungary, and when 

she returned to China in 1993, she joined the national education science project, 

‘Comparative Research on foreign school music education’, and published a book called 

Kodály Music Education Thoughts and Practices [柯达伊音乐教育思想与实践], 
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which was the first monograph introducing the Kodály music teaching system in China 

(Cong, 2016).  

In 1988, the National Education Committee issued the Music Syllabus of Nine-year 

Compulsory Education Full-time Primary School (First draft), which noted that in order 

to reduce students’ difficulty learning staff notation, the method of using ‘movable-do’ 

solfege should be adopted for teaching. Among several popular foreign music methods 

in China at that time, the Kodály method emphasised the importance of movable-do 

solfege. In 1995, the Sixth National Music Education Reform Seminar was held in 

Guangzhou, which pointed out that the introduction of foreign music teaching systems 

promoted the development of Chinese music education, but at the same time, it also 

caused the neglect of traditional Chinese music. Therefore, the absorption of foreign 

teaching methods should be based on the local, and some national music should be used 

as teaching materials in school music textbooks to cultivate students’ national 

consciousness. Many people realised that the Kodály teaching system is based on 

Hungarian folk music which also uses a pentatonic scale that is the same as Chinese folk 

music. As a result, they thought that the Kodály teaching system was consistent with the 

foundation of Chinese folk music, and its promotion should be increased in China (Cong, 

2016). In 1999, the Shanghai Conservatory of Music invited a Hungarian Kodály music 

educator to organise the training of the Kodály method in Shanghai, which was the first 

time that a Hungarian Kodály expert had given lectures in China. In the 21st century, the 

Central Conservatory of Music, China Conservatory of Music and other well-known 
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Conservatories of Music have successively opened courses using the Kodály teaching 

method. At the same time, a group of Kodály music teaching method experts and scholars 

led by Limei Yang of the China Kodály Society have been active in music teacher 

training around the country, which mainly happened in big cities and were aimed at 

school music teachers. In 2011, the Beijing Kodály Society was established and 

organised many training courses for music teachers, which arranged for music teachers 

to travel to Hungary to study in 2011, 2013, and 2015 (Cong, 2016; Han, 2016). The 

Beijing Kodály Society continues to offer training courses in many cities every year.  

In my study, although the Kodály method was not used directly in children’s musical 

learning in kindergartens, all teachers knew this method and its basic elements, especially 

the use of hand signs to represent the scale. Also, in K7, as mentioned in Chapter 4, 

children in the junior classes performed solfeggio, which was an everyday musicking 

activity for them. The teachers organised the children to practice singing the scale with 

simple hand signs, but not the same ones as used in the Kodály method. Instead, the 

children just used the height of the hand to represent pitch, but it still showed an influence 

from Kodály. 

Orff method 

Professor Naixiong Liao of the Shanghai Conservatory of Music visited Germany in 

1980 to meet with the music educator, Carl Orff. Liao was introduced to Orff’s teaching 

method and was given the books Orff Schulwerk (Orff approach). Liao also visited the 

Orff College in Mozarteum University, Salzburg, which was the first Orff centre in the 
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world. After returning to China in 1981, he gave presentations on introducing the Orff 

method, which was new to China (Pan, 2015). In 1982, Liao re-visited Germany to learn 

more about the Orff method, and he also observed and learned from other countries’ Orff 

centres (e.g. Italy, France, Belgium, etc.) (Wang, 2012). In 1984, Liao organised China’s 

first workshop on the Orff music teaching method in Shanghai, and the next year he 

arranged for the German Orff teacher Margot Schneider to give lectures in China. In 

1986, the Music Education Committee of the China Musicians Association was 

established, which played an important role in the promotion of the Orff method in China. 

Liao was the chairman, and the Orff teacher Dana Li 李妲娜 (1941- ) the executive 

secretary (Yao, 2000). In the same year, the Music Education Committee and the 

Education Department of Beijing Normal University jointly invited Margot Schneider to 

hold large-scale teacher training activities in Beijing and Xi'an, in which she chose some 

Chinese folk songs (e.g. ‘Jasmine’ 茉莉花) to show how to combine the Orff method 

and local music. In 1988, some famous international Orff experts were invited to China 

to offer Orff training courses, including Wolfgang Hartmann from the Orff College, and 

Mary Shamrock from the American Orff-Schulwerk Association (Wang, 2012). Then, 

the China Musicians Association arranged for a group of music teachers led by Dana Li 

to visit Germany to study the Orff method.  

In 1989, the National Education Committee issued the document Catalogue of Music 

Teaching Equipment for Nine-year Compulsory Education Full-time Primary School, 

which required schools to add a series of percussion instruments into their music teaching 
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equipment, such as castanets, wood blocks, tick tock blocks, maracas, tambourines, 

triangles, and double bells. The stipulation of this requirement was influenced by the 

development of the Orff method in China, but also increased its future promotion (Wang, 

2012). This catalogue also influenced the requirements for musical instruments in 

kindergartens that later stipulated using various percussion instruments.  

In 1991, the Chinese Orff-Schulwerk Association was established in China with the 

approval of the China Music Association, and with Dana Li as the president, and it started 

to organise Orff training courses in various cities. Between 1991-1995, the China Music 

Association continued to invite some Orff experts to China to offer training, including 

Wolfgang Hartmann (1946- ), Manuela Widmer (1952- ) and Peter Cubasch (1950- ) 

from the Orff College, and Huiling Chen 陈惠龄 (1955-2013) and Jiashu Liu 刘嘉淑 

(1945- ) from Taiwan. In 1995, the China Music Association arranged for a group of 

Chinese Orff researchers to visit Salzburg (Austria) and Melbourne (Australia) to attend 

the international conference of the centenary of Orff’s birth. The Chinese group was led 

by Dana Li and the group presented and exchanged ideas at the conference. In the 21st 

century, the China Music Association continued to invite foreign Orff experts to give 

lectures in China, and also sent Chinese Orff researchers to other countries to learn or 

attend conferences. In 2002, the Central Conservatory of Music established the Orff 

Music Education Research Centre and organised training activities (Wang, 2012). With 

these developments, the current Orff training course is now offered all over the country, 

especially in Beijing, Shanghai, and Guangzhou, where there are groups of professional 
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Orff teachers and researchers. Also, many universities or colleges now offer the Orff 

teaching method as a compulsory course for the students who are studying early 

childhood education. 

With the development of early childhood music education in recent years, the Orff 

method has become more popular for kindergarten teachers. In my research, it was found 

that K8 often sends teachers to attend training courses organised by the Chinese Orff-

Schulwerk Association. K10 also collaborates with a Beijing company called Le-Beier 

that is well known for offering Orff training. It provides Orff textbooks and sends Orff 

teachers to kindergartens to offer training regularly. The Le-Beier website shows that it 

has working relationships with more than 200 kindergartens all over the country, in a 

country the size of China this number might not seem particularly high, however there 

are many other companies like Le-Beier in China offering similar training and resources. 

Also, K7 has an agreement with an American company called Harmony Road Music 

Course, which offers training in all the English songs that are needed throughout the day 

in kindergartens. Although there are no related courses offered in K7, the principal said 

that the theoretical basis of the Harmony Road Music Course is the combined ideas of 

Orff, Kodály, and Montessori. These kinds of institutions and companies are the result 

of Western influences, which expand and accelerate the promotion and transmission of 

such methods, making a contribution to children’s music education that is increasingly 

being localised in China.  
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In addition, through my teacher interviews and from information gained from the director 

teachers in each kindergarten, it was found that, of the teachers who had a bachelor’s 

degree and had graduated within the past five years, more than half had learnt the Orff 

method when they were in university or college. While none of the teachers who had 

graduated with a bachelor’s degree more than five years ago had learnt the Orff method. 

The recent introduction and promotion of the Orff method is demonstrated in K8 which 

is a college affiliated kindergarten that did not have an Orff course in its early years. As 

the director teacher said: 

Our kindergarten was founded in 2011, and we didn’t have Orff lessons 

until 2013. That’s because the early childhood department of our 

college opened Orff lessons for undergraduates and had a special Orff 

classroom with very abundant musical instruments. We found that Orff 

lessons are interesting and can attract parents’ attention, so we 

followed to build a similar Orff classroom and started to offer Orff 

lessons for children. (Private kindergarten, senior class, 26 April 2019) 

From this, it can be seen that the music curriculum setting in kindergartens has changed 

for both teachers and children over time due to the continuous development and adoption 

of the Orff method in China. Though there are only two kindergartens using the Orff 

method in children’s music lessons among participating kindergartens, all kindergartens 

in my study used different kinds of percussion instruments for children’s musicking, a 

trend borrowed from the Orff method; and, as shown in Chapter 4, Orff music was used 

as background music in K1 and teachers organised an Orff music game in K6. Therefore, 

it is clear that the Orff method or its elements have influenced children’s musicking in 
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kindergartens and teachers’ musical experiences at the macrosystem and chronosystem 

levels.   

Dalcroze Eurythmics 

The introduction of Dalcroze eurythmics as a music pedagogy in China dates to the 1950s, 

but due to the 10 years ‘Great Cultural Revolution’ of China, it was formally introduced 

and promoted later than the Kodály and Orff methods (Wang, 2012). In 1966, American 

experts on Dalcroze eurythmics came to China to offer a teaching demonstration of this 

method (Han, 2016). After the political reform and ‘opening up’ in the 1980s, Dalcroze 

eurythmics started to become more popular (Wang, 2012; see also Jin, 2010; Li, 2014; 

Chen, 2016; Meng, 2016; He, 2019). From 2007, the Central Conservatory of Music 

began a long-term training project with the Dalcroze College research institute at the 

Geneva University of Music, which sent staff to China to give lectures on the method 

(Meng, 2016). The China Musicians Association also often organises Dalcroze training 

courses, which are mainly offered by the Chinese Orff-Schulwerk Association.  

Studies of Dalcroze eurythmics in China are relatively fewer than those on the Kodály or 

Orff methods. Similar to the Kodály method, in my study Dalcroze eurythmics was not 

observed in the practical application of music in kindergartens, but in teachers’ 

interviews, it was found that all teachers knew of it and more than half of them had 

attended a lecture about Dalcroze eurythmics and knew its characteristics. Also, in some 

updated guidelines published by the government, the contents show the influences of 

three main music teaching methods. For example, in the document Guidelines for the 
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Learning and Development of Children Aged 3-6 (Ministry of Education, 2012), it 

requires children to be able to improvise and compose, and to use the body as an 

instrument, such as beating the basic rhythm by clapping and stamping. The 

implementation of these requirements was also revealed in my study. As the example of 

Lesson 2 in Chapter 4 showed, the teacher led children to beat out a rhythm by clapping 

and patting bodies (e.g. head, shoulders). In teachers’ textbooks, the suggestions for 

many music area activities note that children should be encouraged to imagine and 

improvise while listening to music. But, as I mentioned previously, teachers often guided 

children’s musicking in a music area activity. Compared to the former guideline of 2010, 

the 2018 guideline, Standards for the Conditions of Kindergartens in Shandong Province, 

added the suggestion to use handmade musical instruments and the requirement to 

provide children with performing props. Therefore, children’s musical experiences in 

kindergartens are influenced by the three international methods.  

6.3.2.3 Summary 

Due to internationalism, foreign musical instruments and music teaching methods have 

been introduced and promoted in China, which has led to innovation in music education. 

With culture change, the piano has become a necessity and is the most important 

instrument in formal school music education meaning that every kindergarten classroom 

has a piano in it. The Western music teaching methods of Orff, Kodály, and Dalcroze 

have become widespread in China under the influence of many Chinese music educators 

(e.g. Naixiong Liao, Dana Li, Peiyuan Wang, Limei Yang, etc.), and while Kodály and 
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Dalcroze were not as popular as Orff, all kindergarten teachers knew these methods (Li, 

2014; Chen, 2016; Han, 2016; Pang, 2017). In reviewing studies of these three methods, 

it was found that researchers always mentioned the words ‘indigenisation’ or 

‘localisation’, and most of them focused on how to combine Western methods with the 

Chinese local context. However, in the participating kindergartens, teachers just followed 

what they had learnt to teach children, and even the teachers who had learnt Western 

methods lacked an awareness of how to combine those methods with the music contents 

of textbooks, or how to borrow from those methods. In summary, the localisation of 

music educational methods from other cultures in China is a factor from both the 

macrosystem and chronosystem levels.   

6.3.3 The Impact of Popular Culture 

Popular culture is an important aspect of young children’s lives, which contributes to the 

framing of children’s understanding of themselves and the world around them (Luke, 

1994; Edwards, 2016). In my study, it was found that most children were immersed in 

popular culture so that their musicking and musical experiences were influenced by it.    

According to Luke (1994), visual texts such as movies, videos, cartoons, and photos “are 

part of the landscape of meaning that social subjects encounter in every life” (p. 289). The 

impact of those visual representations is obvious in children’s musical experiences. As 

shown in Chapter 4, some teachers played different songs to inform children or different 

groups to collect their food, and many of the songs chosen by the children were the theme 

songs of well-known Chinese cartoons (e.g. Calabash Brothers [葫芦娃], Black Cat 
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Sheriff [黑猫警长]). These cartoons are well known in China and several TV channels 

play them regularly, which means that almost all children are familiar with the theme 

songs. As a teacher of K1 said: 

When I let children choose songs that were not learnt in kindergarten, 

they usually choose the songs from the cartoons that they often watch, 

and almost every child knows those cartoon songs. (Public 

kindergarten, middle class, 2 November 2018) 

Meanwhile, in the parents’ questionnaires, some parents also responded that their 

children often listened to or sang cartoon songs at home.  

The elements of some popular movies such as Hollywood animation movies Frozen, 

Finding Nemo and Spider-Man were revealed in children’s musical experiences and 

musicking. The popularity of such movies made their theme songs or other music very 

popular. The songs were played on TV, in shopping malls, cafés, shops and so on, so that 

children’s musical experiences were influenced in many everyday settings. At the same 

time, there are also plenty of toys, dolls, clothing, and accessories related to the movies 

that can be found everywhere in a child’s world, such as toy shops, amusement parks, 

and clothing stores. These kinds of products are important factors that stimulated 

children’s musicking (Campbell, 1998). According to my observations in kindergartens, 

there were movie-inspired clothing and accessories in the performance area in some 

classes. For example, Elsa’s dress from the movie Frozen (K6, K8, K12), clothes from 

Spider-man (K12), and even some dolls of movie characters (K7, K8). Moreover, in my 

teacher interviews, some teachers also illustrated this point. For instance, a teacher of K8 
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said: 

One day, when I combed the girls’ hair after the afternoon nap, a girl 

who has long hair asked me to comb hers in the hairstyle of Elsa, and 

several girls also followed to ask for the same hairstyle. When I 

finished, they turned in circles and hummed the melody of the theme 

song ‘Let it go’ in the movie Frozen, even if they don’t know the exact 

lyrics and can’t sing the full song. (Private kindergarten, senior class, 

26 April 2019) 

A teacher of K12 also said: 

There’s a boy who loves spider-man so much, and the clothes of spider-

man in the performance area were donated by his mother. When we 

play the game of role-playing, he often wears this clothing and 

performs the actions of spider-man, and at this moment, I help him to 

hum the classical music for the appearance of the spider-man. (Private 

kindergarten, junior class, 20 June 2019)  

As described in Chapter 4, children danced to a song called “Seaweed Dance” during their 

performance in K2. The video of this pop song and its dance was transmitted in the app 

Tik Tok and the song became very popular; it can be heard in public places and many 

adults follow the movements of the dance. The popularity of this song and dance has 

motivated children to learn them. As a teacher who rehearsed this performance said: 

I know this song is quite popular and children often watch it at home, 

and sometimes I hear children humming the melody. When I say to 

children that we’ll learn the dance of this song, they are very excited, 

and some of them perform typical movements. They learn and practice 

very hard, and several girls told me that their mothers (or 

grandmothers) danced to this song in the square. If they learn the 
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dance, they can dance with their families together in the square. 

(Public kindergarten, middle class, 9 November 2018)  

Similarly, in Rohan’s study (2011), it was noted that popular culture inspires children to 

study music and influences what they do. Also, when I left a particular kindergarten at the 

end of the day, I walked along the road with some children and their parents. Some shops 

on the side of the road usually played popular songs, and, surprisingly, most passing 

children could follow the songs by humming or singing.  

6.3.3.1 Summary 

Children’s exposure to popular culture influences their musical experiences, and are 

mainly derived from the following three sources. Firstly, the cartoons continuously 

broadcast on TV enable children to become familiar with their theme songs, so those 

songs were brought to kindergartens, and were also one of the music resources included 

in children’s musical experiences at home. Secondly, the movies and their products 

encourage more occurrences of children’s musicking behaviour. Lastly, the music and 

dances distributed through the Internet and played in many social settings influence 

children’s musical experiences and motivate children to learn and perform. As such, 

popular culture in the macrosystem influences children’s musical experiences. 

6.3.4 Discussion 

This section discusses the influences of culture on children’s music education from the 

macrosystem and chronosystem levels through the examples of Chinese culture, 

internationalism, and popular culture.  
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Traditional Confucian culture has influenced many aspects of the kindergarten setting, 

from teachers’ pedagogy and organisation to the tripartite relationship between teachers, 

children, and parents. In kindergartens, teachers determined how children’s musicking 

occurred, and parents also followed the teachers’ requests. While at home, parents 

determined their children’s musical experiences. In connection with internationalism, 

three Western music methods, Kodály, Orff, and Dalcroze, have been introduced and 

promoted in China, which has resulted in changes to kindergarten teachers’ music 

teaching methods. By comparison, the Kodály and Orff methods seem more popular in 

China nowadays, which is also related to the country’s overall development since the 

1980s. In 1999, the Central Conservatory of Music established the Department of Music 

Education, and the Kodály and Orff methods as compulsory courses for students who 

learn music education. Other conservatories of music later opened similar courses (Pan, 

2015; Cong, 2016). In the field of early childhood music education, the Orff method is 

more widely adopted than others. As early as 1989, at the first national early childhood 

music education conference, it was found that music educators paid more attention to the 

achievements of the Orff method than that of the Kodály method in children’s music 

teaching. At present, it can be seen that the Kodály and Dalcroze training courses are 

mostly aimed at primary and secondary school music teachers, while those of Orff are 

mainly for kindergarten teachers. During the period of my research, I attended an 

overseas music education conference where I met some Chinese professional Orff, 

Kodály, and Dalcroze teachers. They noted that some of the reasons why the Orff method 

is more popular and suitable than others among kindergarten teachers. To put it simply, 
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the Kodály and Dalcroze methods require that trainee teachers have a higher musical 

ability so that most of the learners are music teachers who have studied music 

professionally, while the Orff method mainly focuses on game-based music activities and 

has lower requirements for musical ability. Popular culture mainly influenced children’s 

musical experiences outside of the kindergarten, but children brought such musical 

influences into their kindergartens, thereby impacting children’s musical experiences in 

their kindergartens. Though popular culture also influences teachers’ daily lives, as 

teachers usually only actively use music offered by kindergartens (except in music 

performances), its influences are more evident in children’s musicking. But it can be seen 

that children’s such musicking was showcased with teachers’ help. 

6.4 Digital Technology and Early Childhood Music Education 

As shown in Chapter 4, teachers often use the app Wechat [Weixin 微信 ] to 

communicate with parents and create web pages to share information about children’s 

music performances. It was also found that parents and children use the app Tik Tok to 

listen to music or watch videos, and some teachers had experiences of online courses. 

These kinds of technologies have developed rapidly in China in recent years and have 

become important educational tools that influence children’s musical experiences.  
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6.4.1 The Impact of Digital Technology on the Communication Between Teachers and 

Parents 

According to the Guidelines for the Kindergarten Curriculum (trial version) (Ministry 

of Education, 2001), a child’s family is an important partner of the kindergarten. In line 

with the principles of respect, equality, and cooperation, kindergartens should strive for 

parents’ understanding, support and active participation in kindergarten activities, and 

also actively support and help parents to improve their educational abilities. In recent 

years, the concept of ‘cooperative education of the kindergarten and family’ [Jia yuan 

gong yu 家园共育] has emerged. This relates to interactive communication, and a 

mutual understanding of all aspects of children at home or in the kindergarten. In other 

words, parents and kindergartens participate in children’s education through cooperation 

and interaction. Parents should actively understand and cooperate with kindergartens 

while kindergartens should take the initiative to communicate with parents to improve 

early childhood education (Yu, 2019). As indicated in Chapter 4, the cooperation of 

parents was obvious in all participating kindergartens. This includes parents being asked 

to give children some knowledge in advance of classes in order to help the teachers 

prepare their music teaching activities, parents providing ideas for children’s music 

performances, and parents providing some tableware to be used as musical instruments. 

Therefore, the ways and tools of communication between teachers and parents are 

important factors that influenced children’s education.  
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Interaction between teachers and parents in Chinese kindergartens is traditionally 

achieved through parent-teacher meetings, open days, and meeting teachers when 

picking children up (Wu, 2016). But in changing times, the limitation of these traditional 

ways have become evident, and have sometimes resulted in inadequate communication 

and cooperation between teachers and parents. For example, kindergartens normally 

organise a parent-teacher meeting and open day activity only once every semester, and 

because there are only two teachers in one class, teachers and parents do not have enough 

opportunities and time to communicate individually. For most Chinese families, both 

parents have to work so that in most cases the responsibility of picking children up is 

given to the children’s grandparents (Fan, Xu, Zhang, & Chen, 2016). Therefore, with 

the development and innovation of technology, more and more Chinese social 

networking services, such as Wechat and Weibo (similar to Facebook, Twitter, and 

Instagram), have emerged in recent years as the main tools for people to interact and 

connect. According to Filippaios and Benson (2019), though social media was intended 

as a leisure communication medium, it has expanded into other spaces such as business. 

In my fieldwork, Wechat was used as an interactive tool to reach into the children’s 

education space. In all participating kindergartens, it was found that the communication 

between teachers and parents occurred mainly through Wechat, and every class teacher 

created a parents’ group in Wechat and sent information on children’s activities to the 

group, including what they learnt, the homework that parents could help with, or the time 

of organised open activities. At the same time, when parents had problems they also 

contacted the teachers via Wechat. For example, in preparation for one music 
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performance, a parent sent a video of the child practicing singing at home to the group to 

let the teacher check. In my teacher interviews, one teacher who had worked for more 

than five years in K4 said: 

We normally only use Wechat to contact parents. Because all parents 

use Wechat, and they check messages more often and on time than SMS, 

we don’t worry that they will miss any information. I think the current 

communication between parents and us is much better than before. 

Several years ago, those network technologies were not so convenient 

or popular, and if parents did not pick their children up, we hardly had 

a chance to meet or say a word, not to mention asking parents to help 

with homework. But now, even if we don’t meet parents, we can use 

Wechat to communicate every day. When we prepare for some large-

scale activities or music performances, we will have more personal 

communication with the parents. (Public kindergarten, middle class, 

15 November 2018) 

It can be discerned that the ways of communication between teachers and parents have 

changed over time. Besides Wechat, some kindergartens also invented and created other 

new and specialised kindergarten applications that were only used for parents and 

teachers to communicate. But kindergartens that participated in my research only used 

Wechat. Although traditional communications are also necessary and are still used in all 

kindergartens, the development of social networks has allowed teachers and parents to 

connect more closely and immediately to know about their children’s lives either in the 

kindergarten or at home. The electronic questionnaire that parents completed for my 

thesis was also sent to parents by teachers via Wechat. 
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Besides social networking services, other technologies that can make web pages with 

pictures and text were also used by teachers to share children’s activities with parents, 

such as the Chinese app Meipian [ 美篇 ]. Arina’s paper (2019) emphasised the 

importance of the school website, which is a platform that represents the school and is 

becoming a significant interactive channel and source of information. Most Chinese 

kindergartens do not have their own school website, but in my study, it was found that 

some teachers used Meipian to create web pages for special activities or performances 

and shared the link to parents. Photos and detailed descriptions of the activities were 

included. Although such web pages were not on an official school website, the roles and 

functions were similar. In my teacher interviews, some teachers explained why they 

created web pages for some activities. As a teacher of K8 said: 

For important or meaningful activities, we normally take many 

pictures and videos of the children’s music performances, and describe 

and explain some details to parents. Although we can distribute and 

convey them via Wechat directly, too much information may mean that 

parents cannot see them completely. Recently, apps like Meipian have 

become popular, which have helped us a lot. We can edit all the 

information, including photos, videos, and text, and just send the link 

to parents. We would not be afraid that too much communication 

disturbs parents, or that the parents might miss something. Because the 

web pages are permanent, parents can watch their children’s 

performances with their children and share them with other family 

members at any time. (Private kindergarten, junior class, 23 April 

2019) 
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It can be seen that the use of these web technologies make up for the shortcomings of 

Wechat to some extent, and are an important tool that supports communication between 

teachers and parents, especially in regard to sharing children’s music performances. 

6.4.1.1 Summary 

With the development and innovation of digital technology, applications are used more 

frequently by teachers and parents, which influences children’s music education at the 

macrosystem and chronosystem levels. In my study, the most prominent applications 

used were Wechat and Meipian. Firstly, the emergence of social networking servers like 

Wechat allows the connection between parents and teachers to be convenient and 

efficient, although these platforms cannot replace traditional ways (e.g. parent-teacher 

meetings). The communication and cooperation of parents and teachers has improved so 

that parents can now actively and willingly help teachers prepare music teaching 

activities. Moreover, new media such as Meipian allow teachers to create their own web 

pages to share children’s music activities and performances quickly with parents, 

enabling parents to further understand their children’s lives within the kindergartens. In 

general, digital technology has had positive effects on the connection between parents 

and teachers, improving their cooperation in children’s music education.  



 315 

6.4.2 The Impact of Digital Technology on Musical Experiences of Teachers and 

Children  

During fieldwork, it was found that emerging technology influenced children’s musical 

experiences both at home and in kindergartens. Children’s musical experiences at home 

are often related to television, which has been illustrated by some scholars such as Bodkin 

in New Zealand (2002) and Lum in Singapore (2007). This was also shown in my study, 

which found that some songs that children chose to use in kindergartens were from 

cartoons that they had watched at home on TV. However, with the development of new 

and emerging technologies, children now have more access to electronic media devices 

so that the influences from such applications has become more obvious in recent years. 

Ilari and Young (2016) mention the influences of digital technology: “there has been an 

increase and intensification of home musical activities, which are directly linked to the 

rapid advancements in digital technologies and access to them by adults and children 

alike” (p. 3). As mentioned in 6.3.3, in my study, the musicking influence of the app Tik 

Tok was observed, a move away from traditional TV as the primary technological 

influence. Tik Tok is an app that can take, make, and share short music videos, and in 

recent years has become one of the most popular applications among younger generations. 

The children and teachers learnt the dance to a song “Seaweed Dance” via Tik Tok for 

their music performance. Moreover, in the written responses to my questions of the 

questionnaire, many parents mentioned that their children watched and listened to music 

via Tik Tok at home, and liked to follow by singing and performing the songs; sometimes 



 316 

parents also sang or imitated the dance together with their children. As Young’s work 

(2009) shows, “new technologies offered opportunities for musical activity as a part of 

children’s daily life and that far from detracting from family interaction patterns, they 

can offer new ways for families to participate in home-based musical events” (p. 700). 

Also, according to Wu’s work (2019), about 26% of children have their own electronic 

devices such as mobile phones and tablets, and despite 74% of children not having such 

a device, they can easily access their parents’ devices. In my teacher interviews, some 

teachers noted the significant of changes in technology and the popularity of some 

applications. As a teacher in K6 said: 

With the appearance of some new applications, many children’s 

attention and interests have been transferred from television to mobile 

phones or iPads. In the past, most children only watched TV at home, 

but for current children, they are attracted by more interesting 

applications. Recently many parents told me that when their children 

came home, especially the girls, they clamored to ask for their parents’ 

mobile phones or iPads to watch videos on Douyin. And also many 

children like to watch cartoons on Youku [an application similar to 

Youtube]. (Public kindergarten, senior class, 21 November 2018) 

A study by McPake, Plowman, and Stephen (2013) also noted the changes to children’s 

musical experiences through the development of digital technology. The traditional way 

for children to access music has been to listen to others singing and playing instruments 

during live performances, whereas digital sources (e.g. MP3 Players, YouTube) have 

expanded children’s listening experiences to include, creating, and performing music. 

The formation of this habit is related to their parents’ musicking activities. In addition, it 
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is common in China for parents to give an iPad or mobile phone to their children to watch 

something in order to keep their children quiet so that the parents can have time to do 

other things. Although I did not talk to parents deeply about this, it can be seen 

everywhere in daily life. In my own experience, in public places such as restaurants and 

shops, you can see that, in order to keep children from running around and making a 

noise, parents frequently give them a mobile phone to watch. Therefore, due to the 

development of digital technology, the phenomenon that children can only access 

electronic devices at home has changed, and children can now watch their favourite 

cartoons or videos, and listen to music, regardless of time or location.  

Innovation of digital technology allows children more opportunities to access music, 

which has a positive impact on children’s musical experiences. However, it also 

produced negative influences. In applications like Tik Tok, anyone can make and upload 

their own music videos, which may include content that is considered inappropriate for 

children. Many news reports have criticised some music videos that have been uploaded 

to Tik Tok. For instance, there was a music video of an adult wearing a red scarf47 and 

singing weird songs, who harassed and accosted girls passing by. 48  In 2018, the 

Indonesian government even prohibited this app. 49  Moreover, the media has also 

reported that some advertisements inserted before the music videos in Tik Tok are not 

suitable for children to watch.50 All participating kindergartens mentioned that they have 

 
47 The red scarf is the symbol of the Young Pioneers of China, which is a youth organisation for children aged 6 to 

14 in the People’s Republic of China. 
48 See http://www.centv.cn/p/323676.html (accessed 5 December 2019). 
49 See http://tech.163.com/18/0704/17/DLSSRGP800097U7R.html (accessed 5 December 2019). 
50 See http://tech.sina.com.cn/i/2018-06-06/doc-ihcqccip3115686.shtml (accessed 5 December 2019). 

http://www.centv.cn/p/323676.html
http://tech.163.com/18/0704/17/DLSSRGP800097U7R.html
http://tech.sina.com.cn/i/2018-06-06/doc-ihcqccip3115686.shtml
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talked to children and children’s parents about being safe on the Internet and with apps 

in parent-teacher meetings, but it is hard for parents to regulate what their children watch 

all the time. For example, short videos in apps played automatically, which may lead 

parents to miss some video content. Although the government has attempted to rectify 

and reform these problems, for example, cleaning up certain videos and advertisements, 

and deleting some accounts posting inappropriate videos, it is impossible to guarantee 

that every uploaded music video excludes any content that could negatively impact 

children. As well as the beneficial use of electronic media, it can be seen that it is hard 

to manage music videos in several ways. There are many scholarly papers that have 

stressed the negative effects, such as those by Buckingham (2000), Kirkorian, Wartella, 

and Anderson (2008), and Barr (2019), but most of them have focused on television. In 

connection to content, because the programmes on the television are broadcast under the 

government’s supervision, there is no indecent content, but applications based on phones 

are harder to regulate. Thus, measures to maximize the advantages of digital technology 

and minimize disadvantages are important for children’s education. Wu’s study (2019) 

provides suggestions for parents on children’s use of digital technology. For example, 

parents should reduce the amount of time they use electronic devices in front of their 

children, control the time and opportunities that children can access electronic devices, 

and help children to use and choose what they watch. It can be seen that digital 

technology has offered more channels for children to access and experience music, but 

due to the uncertainty of the content, children’s use of such applications should be under 

parental supervision. 
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As mentioned previously, the Orff music teaching method is popular in early childhood 

music education, and some teachers regularly attend training courses. The innovation of 

digital technology has allowed teachers who are unable to attend these courses in person 

another way to attend the training. The Orff teacher of K8 and a teacher each of K1 and 

K4 mentioned that they have attended online Orff training courses. The teacher of K1, 

who is the director teacher for music curriculum, said: 

Although I never used the Orff method in my music teaching, I took 

some Orff courses online. Actually it’s hard to attend this training if 

the kindergarten doesn’t have a plan for it, and for individuals, it’s hard 

to afford the total costs and have leave from work. But now, if I’m 

interested in some music courses, I can enroll online and study in the 

courses through an app. The fee is much cheaper than face to face 

training, and I can watch at any time. Even if I don’t use Orff in my 

lessons, I can learn more about early childhood music education, and 

you can see I have sometimes used Orff songs as background music. 

(Public kindergarten, senior class, 27 November 2018) 

Also, the Orff teacher of K8 said that some of her Orff lessons were learnt from such 

online training courses. Some professional teachers of Orff, Kodaly, and Dalcroze in the 

China Musicians Association offer online training courses through applications such as 

AIMusic, which are organised once or twice a week and learners can watch through live 

broadcast or recorded broadcast. Therefore, digital technology makes a direct 

contribution to the promotion of music teaching methods in kindergartens, which may 

influence teaching methods and children’s music experiences. 
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6.4.2.1 Summary 

The development and innovation of digital technology has created more channels for 

both children and teachers to access music, which has been an important factor that has 

influenced their musical experiences. Video platforms such as Tik Tok and Youku allow 

children to watch cartoons and music videos without the limitation of time and location, 

which has influenced children’s musical experiences on the positive side, but at the same 

time, resulting problems cannot be ignored. Also, the appearance of online teaching 

platforms such as an app AIMusic provides music training courses for teachers to avoid 

the problems of time, distance, and money, which may affect teachers’ methods used in 

children’s music lessons. Whether the influences are positive or negative, the emergence 

of digital technology has changed ways of accessing music for both adults and children. 

As part of the macrosystem, such technologies have influenced children’s musical 

experiences at home and in kindergartens, in which the influences from the chronosystem 

are also included.  

6.4.3 Discussion 

In this section, the musical influences of digital technology from the macrosystem and 

chronosystem are examined in connection with communication between parents and 

teachers, as well as the channels through which children and teachers access music.   

The first part of the discussion shows that the popularity of the social platform of Wechat 

has increased the frequency of connection between teachers and parents, and the 
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application Meipai has been a helpful tool enabling teachers to make web pages for 

children’s music activities and performances that can be shared with parents so they can 

learn more about their children’s kindergarten lives. In my study, it was found that most 

private kindergarten teachers (except K9 and K11) actively communicated with parents 

much more than public kindergarten teachers. The public kindergarten teachers normally 

did not send information to the Wechat group every day, and only made contact when 

they needed parents to do something, send notices, or for some special activities. In 

private kindergartens, teachers sent many pictures or videos of children’s activities every 

day to parents. The reasons for such differences are varied. One is that there are around 

40 children per class in public kindergartens compared with 25 children in each class in 

private kindergartens, so that it is easier for private kindergarten teachers to find time to 

report to parents about their children’s performances. Another reason is that the fees of 

the private kindergartens are much higher than the public kindergartens. As the principal 

of K7 said: 

The reason why parents are willing to spend so much money to send 

their children to a private kindergarten like ours is that in addition to 

education, teachers provide better services than in public 

kindergartens. We only accept up to 25 children in each class to ensure 

that teachers can pay attention to every child. To reassure parents, 

teachers take photos of each child in every activity and send them to 

their Wechat group. Even when the children are sleeping after lunch, 

teachers take photos of every child's sleeping face every day and send 

them to their parents. For music lessons, teachers also take videos to 

let parents know what songs the children have learnt or what music 

teachers have used. These services cannot be imagined in public 
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kindergartens or in ordinary private kindergartens, it would be 

impossible. (Private kindergarten, 7 September 2018) 

Generally speaking, whether in public kindergartens or private kindergartens, this kind 

of technology has created an important and effective medium for connecting teachers and 

parents so that relevant information about children’s musicking can be delivered and 

shared. 

The effects of Tik Tok on children’s musical experiences can be both positive and 

negative. Moreover, music teaching platforms such as AIMusic have allowed 

professional teachers of Orff, Kodaly, and Dalcroze methods to offer online training 

courses, this has led to kindergarten teachers learning music teaching methods online, 

which might influence their pedagogy in kindergarten. From another perspective, the 

emergence of such applications has also enabled children and adults (teachers and parents) 

to experience diverse types of music. For instance, children, as well as parents and 

teachers, experience different kinds of music or various languages by watching videos 

on those applications, and teachers can learn more about international music teaching 

methods online. It is also important to note that although online training courses give 

kindergarten teachers opportunities to learn more about music teaching methods, the 

teachers cannot get direct professional guidance on their practical skills so it is hard to 

evaluate the effect of this training on children’s music lessons.  

To sum up, due to the development of digital technology, communication between 

parents and teachers and channels for children and teachers to access music have changed, 
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which has then influenced children’s music education, and, despite there being some 

disadvantages, the advantages are more obvious. 

6.5 Conclusion 

In this chapter, the musical influences of the macrosystem and chronosystem were 

examined, including the three aspects of policy, culture, and digital technology. 

In connection with policy, the discussion illustrated that the teaching resources in 

kindergartens such as curricula, instruments, and electronic teaching equipment were 

designed and arranged according to the national and provincial guidelines which, as a 

key component of children’s music activities, influenced children’s musical experiences. 

Policies on other aspects such as specific actions to be taken by kindergartens, the 

changing of principals, the standards for grading in the examinations of kindergarten 

teacher qualification and recruitment, and the attributes of kindergartens, seemed 

unrelated to music but the results influenced teachers’ musicking in kindergartens and 

thereby children’s musical experiences. Meanwhile, with the development of early 

childhood education in China, old guidelines have been updated or new policies 

published by the government, which has resulted in kindergartens adopting new ideas 

that have influenced children’s musical experiences.  

The impact of culture on children’s musical experiences was examined through Chinese 

traditional culture, internationalism, and popular culture, the influence and nature of 

which have changed over time. Many circumstances in children’s music education such 
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as the teacher-centred teaching style, classroom-based pedagogy, the practice of repeated 

exercises in structured music lessons, and parents determining children’s musical 

learning at home, reflect the values of Confucianism including collectivism, authority of 

teachers and parents, and memorisation and effort. The instruments and some special 

music lessons that children experience reflected the impact of internationalism. With 

such influence, the piano and international music teaching methods such as Kodály, Orff, 

and Dalcroze were introduced into China and developed over time. As a result, the piano 

became the most important and essential instrument and tool in children’s musical 

experiences in kindergartens, and has become the most common instrument that parents 

chose for their children to learn. The popularity of these three teaching methods in the 

field of music education (especially the Orff method in early childhood music education), 

has influenced kindergarten teachers’ musical experiences or even changed music 

courses in kindergartens (e.g. Orff as a course in K8 and K10) so that children’s musical 

experiences have been influenced. Lastly, children’s exposure to popular culture through 

media such as TV, movies, toys, and the Internet, has given them more opportunities to 

access and experience different kinds of music, which means popular culture has become 

an important source of children’s music and influences children’s musicking.  

With the emergence and development of digital technology, some useful platforms that 

are not limited by time and location (e.g. Wechat, Tik Tok, Meipian, Youku, and AIMusic) 

have been identified as important tools that have influenced children’s music education. 

This was mainly reflected in the communication between teachers and parents, and the 
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ways that children and adults access music. The popularity of social networking servers, 

especially Wechat, has increased the communication between teachers and parents, and 

Meipian has enabled teachers to create web pages to share children’s music activities 

with parents, meaning that teachers and parents can better cooperate with each other to 

improve children’s music education. Moreover, video platforms such as Tik Tok and 

Youku offer more channels for children and adults to access music, and teaching 

platforms such as AIMusic provide online music training courses for teachers that may 

influence teachers’ music teaching methods. Such digital technologies have a direct 

bearing on children’s musical experiences in kindergartens and at home. But at the same 

time, some negative effects are also produced. For example, some musical content on 

these platforms may be inappropriate for children to watch, and the teachers’ learning 

from online courses cannot be guaranteed to the extent that face-to-face learning can. 

Therefore, with the use of digital technology, we should maximize the positives as much 

as possible and aim to minimize the negatives.  

When comparing public and private kindergartens, the influences of official policy on 

art-related courses and the types and number of instruments were found in both public 

and private kindergartens, but some detailed requirements such as the changing of 

principals or the unified examination for teacher recruitment were only found in public 

kindergartens. With regard to the influences of culture and digital technology, I would 

like to point out that all children, parents, and teachers experienced the same culture and 

digital technology so the influences should be same, but differences in policy and 
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circumstances in the public and private kindergartens meant that the results were different. 

For instance, the Orff music teaching method is popular, but because all public 

kindergarten teachers are required to follow the textbook to teach music, I only saw Orff 

lessons in private kindergartens. All teachers and parents used Wechat to communicate, 

but because there were too many children in one class in the public kindergartens, the 

teachers were unable to share the activities of all the children with parents every day. In 

general, these three aspects all influenced children’s music education in both public and 

private kindergartens. The next chapter offers a synthesis of all the results of my research.
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Chapter 7  

Discussion 

7.1 Introduction 

This discussion chapter brings together the key points of my research, answering the 

three research questions of my study: (i) How does musicking occur in select Shandong 

kindergartens? (ii) What factors influence musicking in these kindergartens? and (iii) 

What are the differences in musicking between public and private kindergartens? To be 

specific, the first two sections of this chapter answer the two main research questions that 

form the basis of the thesis, outlining the ways of using music and the purpose of using 

music in kindergartens, as well as the influential factors on its formation under study 

within the framework of Bronfenbrenner’s ecological system. The third part of the 

chapter answers the third research question, making a comparison of key findings 

concerning musical differences identified in the study between public and private 

kindergartens. Lastly, the implications and reflections of the research are considered, 

which include the challenges faced by Chinese kindergarten teachers, parents, and the 

education system at this level, and the limitations of my research. 
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Figure 61. Musicking in Chinese kindergartens within the framework of Bronfenbrenner’s ecological 

system. 

Using Bronfenbrenner’s ecological system as a framework, Figure 61 shows the system 

networks of children’s music education in select kindergartens as revealed by my study. 

Chapter 4 set out and described the findings regarding the ‘uses, functions and meaning’ 

microsystem in the middle of the diagram which is where musicking occurs; Chapter 5 

described the other two micro systems of teachers and children while Chapter 6 described 

the macro and chronological elements. Figure 61 provides an overview of the whole 

system which supports Chinese music education.  
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Figure 62. The relationship between musicking and music education in my thesis. 

Chinese people usually regard music education as organised music sessions, especially 

structured music lessons. My study went beyond this traditional thinking and focused on 

all musicking occurrences in kindergartens (Figure 62). The discussion in this chapter is 

based on the main findings of the research, as summarised below:  

Research question 1: How does musicking occur in select Shandong kindergartens? 

• There are three main categories of the uses of music: organised music sessions, 

socially functional musicking, and background music. 

• For both adults and children, the most important music activity in kindergartens is 

structured music lessons, of which singing activities are the majority. 

• Musicking in kindergartens tends to be organised, and very little spontaneous 

musicking is found. 
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• Various styles of music are used in kindergartens. 

• The functions of music are multifaceted, but for adults, the most important purpose 

of using music is to enhance children’s musical learning. 

Research question 2: What factors influence musicking in these kindergartens? 

• Teachers’ spaces, such as teachers’ musical experiences and their interactions with 

their leadership and colleagues. 

• Children’s family as one of children’s immediate environments (microsystems) and 

teachers’ indirect environment (exosystem) makes contributions to children’s music 

activities in kindergartens. 

• Policy, culture, and digital technology and changes to these over time, as a reflection 

of the macro and chronosystem levels, have an influence across the micro, meso, 

and exosystems. Policy and culture are the most important of these influences.  

Research question 3: What are the differences in musicking between public and private 

kindergartens? 

• The level of government influence is greater in public kindergartens so that there is 

consistency of children’s music education, but there is diversity between private 

kindergartens. 

• The details of music use are different between public and private kindergartens, but 

the functions are similar. 
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• The leadership and children’s parents in public and private kindergartens have 

different concerns regarding children’s music education. 

• Teachers’ personal musical abilities differ between public and private kindergartens. 

My findings give an overview situation of musicking in Chinese kindergartens, which 

not only provides more evidence to support existing relevant studies in China (e.g. Zhang, 

2009; Chen, 2014; Xue, 2018; Kong, 2019; etc.), but also further explores other types of 

music activities and influencing factors. Moreover, my study makes a contribution by 

showing the value of Bronfenbrenner’s ecological model in music research (e.g., 

ethnomusicology), especially providing new evidence for the influences of the 

chronosystem. 

7.2 How Does Musicking Occur in Selected Shandong Kindergartens? 

As shown in Chapter 2, according to Blacking’s study (1967), music can be regarded as 

sociocultural elements that embody the norms of behaviour, reflecting the characteristics 

of a certain society or culture. Cross and Tolbert (2008) also note that music activities 

represent specific sociocultural circumstances. Concerning the meaning of music making 

in Chinese kindergartens, this section focuses on the main uses and functions of music 

and compares it with other relevant research.  

According to my study, the ways that music exists in kindergartens fall into three general 

categories: (i) organised music sessions; (ii) socially functional musicking; and (iii) 

background music. In the existing Chinese literature on music education and 
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ethnomusicology, no studies to date have covered or summarised all aspects of musicking 

in kindergartens, but, as shown in Chapter 2, the New Zealand studies of both Willberg 

(2002) and Bodkin (2002) created similar classifications in their work. Either based on 

the uses of music or the functions of music, each category in those studies occupied a 

relatively equal position for children’s music education. However, in my study, the 

importance of the three categories were not equally distributed. Due to the characteristics 

of the teacher-centred teaching style and collective activities in Chinese kindergartens, 

there is a timetable for daily routines in every classroom, and all music activities have to 

follow a plan. Thus, organised music sessions occupied the most time in children’s 

musical experiences. Organised sessions have been divided into four subcategories: (i) 

structured music lessons; (ii) morning/afternoon exercises; (iii) music area activities; and 

(iv) musicking in special events. These music sessions are all planned and prepared, 

occur at a fixed time (taking at least 20 minutes each), and are deemed by the government 

to be essential and necessary activities in every kindergarten. Compared with the studies 

of Willberg (2002) and Bodkin (2002), organised music sessions occupy a greater 

proportion of musicking occurrences in Chinese kindergartens.  

The category of socially functional musicking includes different ways that teachers use 

music for achieving a particular purpose. The emergence of such musicking represents a 

recent trend of improvement and development in early childhood education in China 

moving musicking beyond conventional, organised music sessions. There are three key 

aspects of this category: (i) music as verbal instructions for some routines; (ii) musicking 
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for avoiding ‘negative waiting’; and (iii) music as a tool for disciplining children. 

According to my observations, most teachers followed this system throughout the day 

and, as shown in Chapter 4, through this process musicking is achieved by singing a song 

or playing a musical fragment and teachers did not need to spend too much time preparing, 

planning, or discussing these as they would organised music sessions. Therefore, as 

revealed in the teacher interviews when they talked about music activities, only a few 

teachers mentioned such musicking.  

Regarding the final category of background music, 10 out of 12 kindergartens played 

background music through a PA every day when children came and left school. 

Compared with Willberg’s and Bodkin’s research of 2002, although both of which found 

the uses of background music played by individual teachers in classrooms in early 

childhood centres, in my study, background music mainly occurred in the kindergartens’ 

common spaces when played through the PA. In kindergartens, though each classroom 

has the equipment to play their own music, only a few of the teachers played background 

music when the children were doing something in the classroom. Also, as shown in 

Chapter 4, kindergartens play background music twice a day (when children come and 

leave school), but the way the music is used is monotonous due to repetition. Therefore, 

although background music is classified as a separate category, its occurrence is less 

significant than other categories in this study. Overall, based on my observations and 

teacher interviews, organised music sessions were the ones through which children 

experience music the most, and the ones that teachers spend the most time preparing. 
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Thus, in my study, it can be concluded that organised music sessions are given more 

importance than other types of musicking in Chinese kindergartens. 

As illustrated in Chapter 6, with the influences of policy, music is a compulsory 

curriculum subject in Chinese kindergartens. This means that principals and teachers 

have to pay attention to structured music lessons. Also, Chinese culture and the education 

system influence adults’ views regarding the most important lessons for the children. As 

a result, of the four kinds of organised music sessions, whether the principals, teachers, 

and parents all gave prime importance to undertaking structured music lessons. 

Structured music lessons are arranged about once a week (as are other compulsory 

subjects), all children in the class are involved in these sessions and teachers follow a 

textbook to organise music activities such as singing, doing movement with singing or 

music, music appreciation, and playing percussion instruments. Of these musical forms, 

singing appears to occur the most frequently, for example, in the six government-

published textbooks there is a total of 95 music teaching activities, more than 50 of which 

focus on singing.  

Although the occurrence of musicking in my study is classified into the above three 

categories and organised music sessions is only a part of them, from an overarching 

perspective, most musicking in kindergartens tends to be organised and planned. To be 

specific, for socially functional musicking, the times that teachers are required to use 

music are fixed and the musical fragments teachers use, such as the musical interaction 

through rhythmic dialogues, are practiced by the children in advance. As for the 
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background music that kindergartens play through the PA, teachers only have a chance 

to provide suggestions for the choices of songs at the beginning of each new semester 

and the final decision is made by the kindergarten’s principal. The song list is unchanged 

throughout the semester (two semesters in a year), which means either the time of playing 

background music or the songs that are played are fixed and repeated every day during 

this period. Thus, musicking in the other two categories is also organised to a great extent.  

Both Willberg (2002) and Bodkin (2002) found children’s spontaneous musicking and 

teachers’ incidental or spontaneous musicking in the classroom, but my study differed in 

that such music making was not found, even when teachers thought it had occurred. The 

teachers interviewed in my study regarded children’s musicking during music area 

activities as child-initiated or children’s spontaneous musicking because the children 

were free to choose the music area, could choose any instruments they wanted and could 

make music by themselves. However, based on my observations, my view is contrary to 

that of the teachers. To be specific, as shown in Chapter 4, the music area activity 

occurred twice a day, so children were familiar with the rules, such as knowing that they 

must make some music in the music area and they must start and stop making music 

when the time was up. Also, some children’s choice of music was not their own but that 

of the teachers. For example, children who wanted to go to other areas that were full, 

were led by teachers to the music area if it still had free space. Therefore, for teachers, 

the rules and restrictions were more important than children’s choices, and their 

interference was not random. Moreover, teachers gave guidance and instruction when 
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children made music in the music area, such as leading children to perform a song in 

which every child had a different role to perform. From my perspective, although some 

children had choice in the music area activity, such as the choice of instruments and the 

role they had in music making, the teachers seemed to have the idea that some music 

produced by children could be improved and that they had an obligation to help them 

improve their musicality. So the teacher’s involvement, as well as the structured way of 

the beginning and ending this activity, led this kind of musicking to be more of an 

organised music activity rather than a true representation of children’s spontaneous 

musicking. Additionally, as mentioned in Chapter 6, the music area activity is a means to 

develop children’s creativity and improvisation, but this idea is hard to achieve practically.  

Teachers also thought that the musicking that they used to help avoid children’s ‘negative 

waiting’ was spontaneous. But, as mentioned earlier, the melodic and rhythmic dialogues 

they used had already been practiced, and the circumstances in which they used music 

were also fixed, expected, and planned. In my opinion, as defined in Chapter 1, such 

spontaneous musicking should be naturally occurring and without any plan or preparation, 

so it is hard to define such musicking as spontaneous. As a result of my observations, I 

think that there is a lack of spontaneous musicking across the school experience for both 

teachers and children. 

The styles of music in kindergartens are various. In structured music lessons and music 

area activities, children’s songs, cartoon songs, Chinese folk songs, ‘foreign songs’ (a 
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literal translation from the Chinese),51 and patriotic songs are all included. In addition, 

sports (gymnastics) songs are used for morning/afternoon exercises, classical piano 

songs52 and English songs appeared when the kindergarten played background music, 

and popular music is found in children’s music performances. It is important to note that 

among these types of music, popular music was never used in children’s daily routines, 

and only used in special music performances, while other types of music were quite 

common in kindergartens. 

Several functions of musicking have emerged from my study. Willberg (2002) found 

three main functions of music in early childhood centres: music for fun, for learning, and 

for relaxing. In Bodkin’s (2002) study, the functions of music were mainly physical 

response, enjoyment, and aesthetic enjoyment. Also, Lum’s (2007) research in a primary 

school supported Kaemmer’s (1993) findings that the functions of music include: play, 

self-expression, communication, and politics. In my study, as demonstrated in Chapter 4, 

the musicking in Shandong kindergartens has ten functions, which are multifaceted and 

include the above categories, but are defined with more detail based on the local context 

under study. Among these functions, the function most important to adults was children’s 

musical learning. Firstly, in interviews, teachers focused on structured music lessons in 

which the main aim was for children’s musical learning. Thus, adults thought that the 

most significant matter for children in music activities was to learn musical knowledge 

 
51 Foreign songs refer to the songs originally from other countries, in which the musical elements such as melody 

and rhythm are the same as the original version, and the lyrics are translated into Chinese. 
52 Classical piano songs in China mainly refer to the music of famous western classical composers such as Mozart, 

Beethoven, Bach, etc. 
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or skills. Secondly, in the teacher interviews, it can be discerned that if the activities 

involved music but the aim was not related to music or children’s musical learning, the 

teachers did not consider them ‘music activities’. For instance, no teachers mentioned 

morning/afternoon exercises when they talked about music activities. After I asked them 

about this, they explained that the aim of the morning/afternoon exercises was just 

physical exercises so they did not think these activities should be counted as music 

sessions. It is important to note that teaching activities in textbooks reflect curriculum 

integration, and it can be seen that many lessons cover two or three curricula elements at 

once. For example, in one lesson, the children learnt about both music and society. In 

these teaching activities, the teachers clearly knew that they were not focused on only 

one aspect, while for the non-teaching activities, they only considered the primary aim. 

Similarly, regarding musicking in special events, teachers only mentioned that 

kindergartens usually organise children’s music performances to celebrate major festivals 

such as New Year and National Day, while no teachers thought the musicking in general 

activities and flag-raising ceremonies every week were music sessions. These aspects 

show that teachers primarily paid attention to children’s musical learning or musical 

skills, and often disregarded other functions of music. However, based on my fieldwork, 

in morning/afternoon exercises, the movements and exercises that teachers required the 

children to do were influenced by following the different phrases of the song. During this 

activity, with the exception of physical exercises, children had opportunities to 

experience changes in the rhythm and the emotion of music. Similarly, although the main 

purpose of musicking in general activities and flag-raising ceremonies was to give 
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children a sense of ritual, music allowed children to experience different musical feelings. 

It can be said that, though music was not the emphasis, it was still an essential element 

in such activities. In my view, as long as the activity involves music, even if it is not 

solely for musical learning, it is also a kind of music session.53  

Usually, the functions of music are considered and described from the perspective of 

teachers, but in practical application, the functions embodied in children might differ 

from teachers’ expectations. As shown in Chapter 4, teachers asked the children to sing 

songs or do simple movements when they were waiting for the food. From the teachers’ 

perspective, the function of this musicking was to avoid children’s ‘negative waiting’. 

While this function is achieved, such circumstances are fixed and occur every day, so 

although the songs might be changed, this routine may result in children becoming 

familiar with such musicking procedures. Thus, for children, this musicking is more 

likely to become a symbol of certain activities. For instance, in a senior class in K1, when 

a teacher led children to sing songs, a boy turned to me and said: “We’re going to have 

lunch”. It can be seen that repeated musicking happening daily during fixed waiting 

times enables children to anticipate the next daily routine. In another example, teachers 

asked children who finished earlier to participate in an informal music activity while 

waiting for others. Again, for teachers, this musicking was to avoid children’s ‘negative 

waiting’. But in this circumstance, teachers usually talked to the slower children, saying: 

“Other children are waiting for you, please hurry up”, or talk to the finished children: 

 
53 If I study this further, I might talk with children about their views on such things. 



 340 

“Let’s sing one more song to wait for other friends”, and children may be aware of the 

purpose of such musicking. According to my observation, in this musicking, some 

children stood up and moved out of their team, while some of them changed the original 

movements. Therefore, although teachers regarded such musicking as a way of avoiding 

‘negative waiting’, from the children’s perspective, its function might be for fun because 

they know that it is not a formal activity and the teachers will not discipline them if they 

do not perform exactly as instructed.  

Titon and Slobin (1996) noted that while “music is universal its meaning is not” (p. 1). 

Kaemmer (1993) indicated that the meanings of music can be: symbolic, aesthetic, and 

pragmatic, and also commented that “the same performance, the same event, or the same 

music complex can serve a variety of functions” (p. 143). Similarly, as shown in Chapter 

4, in my study, the functions and meaning of each music activity are not single but 

multiple and combined. For example, music appreciation is one of the forms of structured 

music lessons, and the purpose is not only children’s aesthetic development, but also for 

children’s musical learning. Children’s music performances give children a sense of ritual, 

improve children’s musical skills, and allow children to have fun. Some children’s songs 

are not only used for children’s musical learning and children’s aesthetic awareness, but 

also to teach children other things, such as emphasising the importance of families and 

what they should do for their families. Also, folk songs are used to transmit traditional 

culture and Chinese celebrations, giving music a pragmatic purpose. Like Cross and 

Tolbert (2008) have shown: the meaning of music “can be understood as foundationally 
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aesthetic, personal or social, or in terms of combinations of any or all of these domains. 

Within such approaches, it is difficult to disentangle specifically musical meanings from 

the meanings of the activities of which music is a part” (p. 8). Children’s musicking 

(songs and music activities) can also be regarded as the means for children to identify 

and integrate into their peer group. For example, although it is hard to examine the 

intentions behind a child’s behaviour, I found that if some children say they know or like 

a song, other children often rush to express that they listen to or like it as well, even if 

some of them may not. As Blacking indicated (1967), “knowledge of the children’s songs 

is a social asset, and in some cases a social necessity for any child who wishes to be an 

accepted member of his own age group” (p. 31).  

7.3 Factors that Influence the Occurrence of Music in Chinese 

Kindergartens 

This study has examined the factors that influence how music occurs in kindergartens 

within the framework of Bronfenbrenner’s ecological systems, from the surrounding 

environment of teachers and children to the nationwide level (Figure 49). Children’s 

music education in kindergartens was influenced by various interacting microsystems, 

and, at the same time, incorporated aspects of mesosystem, exosystem, macrosystem, 

and chronosystem. This section discusses the key points of each level and compares them 

with other relevant research, covering (i) teachers’ spaces; (ii) children’s family; and (iii) 

policy, culture, and digital technology.  
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7.3.1 Teachers’ Spaces 

Fieldwork has shown that teachers’ spaces as their microsystems (immediate 

environment), including teachers’ personal musical experiences, leadership, and 

colleagues, are connected to how teachers use music in kindergartens. In connection with 

teachers’ personal musical experiences, teachers’ levels of musical skills are related to 

their university/college backgrounds. Based on the nature of their study, the musical 

skills of teachers who had a diploma might be better than those who had a bachelor’s 

degree. However, in my study, although most of the private kindergartens had a greater 

proportion of teachers with a diploma, this potential advantage in musical skills was not 

reflected in practice, revealing that the application of teachers’ musical skills in daily 

routines was affected by the requirements of their leadership. As a result, in this study, 

while teachers’ educational backgrounds affected the musical skills of the teachers 

themselves, on its own, this did not lead to any significant difference in children’s music 

education.  

As demonstrated in Chapter 5, the activities teachers organised in some structured Orff 

music lessons were learnt from musical training arranged by their kindergartens. 

Although the decision as to whether or not teachers can attend any musical training or 

not is usually decided by the kindergarten, it is important to note that both private and 

public kindergarten teachers had access to training opportunities including Orff training. 

In my observations, although teachers’ adoption of the Orff teaching method was only 

apparent in private kindergartens, some teachers in public kindergartens (e.g. teachers in 



 343 

senior class 2 of K2, middle class 1 of K1, and senior class 1 of K6, etc.) had also learnt 

some Orff music activities in their training. The public teachers explained that they had 

to follow the prescribed textbooks to organise music lessons, and that the timetable of 

children’s activities was fully arranged by the kindergartens so that they did not have 

extra time to organise activities other than those provided in textbooks. In children’s 

music education in Chinese kindergartens, teachers’ textbooks are necessary materials 

for teaching and the leadership expects its teachers to follow the textbooks and organise 

children’s music activities accordingly. 

Bodkin’s (2002) study also showed that teachers’ personal experiences affected teachers’ 

musicking, but her study covered the influences of teachers’ personal lives such as their 

homes, families, and even their children’s schools. In my study teachers’ personal lives 

were only mentioned when teachers’ musical skills were related to their learning 

experiences in childhood. This difference is due to the teachers in Bodkin’s study not 

having to follow textbooks, so they could decide what they wanted to teach. But the 

teachers in China are required to follow textbooks to teach children. This is also the 

reason why most teachers, especially in public kindergartens, do not use approaches like 

Orff. 

In both public and private kindergartens in Shandong, it can be seen that although 

children’s music education is directly carried out by teachers, they do not have much 

freedom to decide their teaching methods and class content. There is no denying that 

teachers’ educational backgrounds and musical training experiences influence children’s 
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musical experiences to some extent, but the proximal influences from the leadership play 

a more important role in children’s music education. As illustrated in Chapter 4, in both 

public and private kindergartens, the musicking of teachers followed and adopted the 

requirements of their leadership. For example, according to teacher interviews, music-

related design in the environment of the campus depended on the requirements of the 

kindergarten’s leadership. Also, in private kindergartens, the form of music lessons (e.g. 

Orff music lessons, piano lessons, ordinary music lessons) were decided by the principals. 

In other relevant research on the influences on early childhood music education, such as 

Bodkin’s (2002) study in New Zealand and Leu’s (2008) in Taiwan, neither of them 

identified school leadership as significant in teachers’ musicking. This may be due to 

different types of leadership in different cultures. In Chinese society, because of the 

authority afforded to superiors, they are able to control and instruct lower level staff. This 

results in teachers in Chinese kindergartens being more likely to be influenced by the 

principal. Furthermore, it was found that there were bi-directional influences between the 

kindergarten’s overall development and status and the decisions of the leadership which 

in turn affected and were affected by children’s music education. On the one hand, the 

requirements and decisions of leadership decide the quality or structure of the music 

lessons. This can influence the development of the kindergarten, such as with K7 and K8 

which are well known and sought after for their piano and Orff lessons, and improve a 

kindergarten’s reputation and economic condition. On the other hand, the circumstances 

of the kindergarten include its reputation, location, orientation, and economic conditions, 

which are also influenced the decisions and approaches of the leadership.  
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Parents want their children to obtain appropriate education and care in kindergartens, and 

the basis for them to make judgements of a kindergarten is through the awards that the 

government has granted to certain kindergartens. Therefore, the leadership in the 

kindergartens that were awarded titles (e.g. K1, K2, K7) had strict requirements on 

teachers’ music lessons and the uses of music throughout the day in order to maintain 

their reputation and attract parents. However, the leadership in ordinary kindergartens 

had to reduce their requirements on teachers’ musicking due to limitations, such as the 

location of K5 and the economic condition of K9, K10, K11, and K12. As shown in 

Chapter 5, the salary and welfare of teachers in K9 and K10 were worse than in public 

kindergartens, and in order to maintain teacher numbers, the leadership did not have strict 

requirements on teachers’ musical abilities. Under the proximal influences of their 

leadership, teachers’ musicking is varied in different kindergartens, which then directly 

affects children’s music education.  

The musical influences of teachers’ colleagues on teachers’ musicking have also been 

demonstrated, including new teachers learning from experienced teachers, teachers 

exchanging ideas in seminars or meetings, and teachers helping each other in private. In 

other research, only Bodkin’s (2002) study mentioned teachers’ colleagues, but in 

different circumstances. In her study, a colleague was invited into the teachers’ classroom 

to make music with the children, but, as the teachers in Chinese kindergartens do not 

move from one class to another, teachers seldom join other teachers class activities during 

daily routines. From my perspective, the influences of colleagues in Shandong 
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kindergartens are also closely related to leadership, as leaders instigated the requirement 

for new teachers to learn from experienced teachers, as well as the organisation of regular 

seminars and meetings in which colleagues collaborated. Also, whether the suggestions 

offered in the meetings are adopted or not is usually decided by the leadership. The 

studies of both Willberg (2002) and Bodkin (2002) showed that teachers’ own 

preferences or teachers’ individual musical abilities played the most important role in 

children’s musical experiences, but this way only as a minor factor in my research. And 

as I have argued, in teachers’ spaces, kindergarten leadership occupies the most 

influential position in teachers’ musicking.  

7.3.2 Children’s Family 

The data I provided in Chapter 5 shows a particular child’s family has two main 

influences on children’s musical experiences: (i) families influencing children’s musical 

experiences at home; and (ii) families contributing to children’s musical activities in 

kindergartens. In these processes, children’s families are seen as the children’s 

microsystems and teachers’ exosystems.  

As I demonstrated in Chapter 5, some of the music the teacher used in classrooms was 

brought by children from home, such as the songs teachers used to indicate which group 

to collect food at lunchtime. It was also shown in parents’ questionnaires that children 

listen to music with their parents at home. Bodkin’s (2002) study found a similar 

phenomenon, but with some differences. For example, in her research results, the music 

brought by children was the primary source of music in the early childhood centre, but 
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in my case, this source only accounted for a very small portion. Bodkin’s study showed 

that children brought different kinds of music into the centres, including popular music, 

but in my study, children only brought children’s songs, and popular music was never 

used in the classroom throughout the day. Children’s music activities in my study were 

always conducted by teachers so that the main music source was not the children. Choices 

of music were also decided by teachers, because popular music (excluding music in 

cartoons) is not encouraged in a kindergartens’ daily routines, and even if children wanted 

to use popular music (e.g. pop, hip hop, etc.) that they had listened to at home, teachers 

would not approve.  

My study also examined that children’s learning of musical skills (e.g. singing, dancing, 

playing piano, etc.) was dependent on their parents’ decisions, which influenced 

children’s music performances in kindergartens. For children’s music performances in 

festivals or special events, teachers chose, organised and rehearsed programmes 

according to children’s levels of musical skill. Lum (2007), Leu (2008), and 

Koutsoupidou (2016) showed that parents affected children’s learning of musical skills, 

but not their music performances in schools. In my study, bi-directional influences were 

evident in children’s musical experiences at home and kindergartens. On the one hand, 

children brought music from home to kindergarten when the teachers approved, and 

children would sing songs at home that they had learnt in kindergarten. On the other hand, 

children’s experiences learning musical skills at home influenced their music 

performances in kindergartens, but at the same time, in children’s performances, it was 
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revealed that some music skills stimulated some of the parents to let their children learn 

these skills. Thus, for children’s musical skills, musical experiences in kindergartens also 

affected their musical experiences at home. 

Another finding was that children’s families make contributions to children’s music 

activities in kindergartens. As shown in the data I provided in Chapter 5, parents’ 

contributions included indirect participation such as teaching children some knowledge 

in advance to help teachers prepare music lessons, or providing materials like musical 

instruments, as well as direct participation such as taking on different roles in children’s 

music performances. Although the means of participation were different, it can be seen 

that parents tried their best to cooperate with teachers to achieve the aims of children’s 

music activities, and digital technology is starting to support this cooperation. This 

finding supports the idea that parents attach great importance to children’s music 

education. Bodkin (2002) and Koutsoupidou (2016) found the same, but in Bodkin’s 

work, parents’ participation tended to be individual, such as one parent being invited to 

the classroom to participate in their child’s music activities, which was the opposite of 

what occurred in Shandong kindergartens. Although this difference might be caused by 

the influences of the macrosystem (culture), in both of the studies, parents (as the 

exosystem) influenced teachers’ musicking. Also, no matter how parents were involved, 

this was important for children’s experiences in kindergartens. As Koutsoupidou noted, 

“parental involvement in a child’s music education creates a bond between the child, the 

parent, and the teachers and this triadic schema becomes beneficial for the child’s 
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progress both psychologically and educationally” (p. 81).  

7.3.3 Policy, Culture & Digital Technology 

Based on the data I provided in Chapter 6, I argued that the factors of policy, culture, and 

digital technology, at the macrosystem level, influenced the overarching trends within 

the micro, meso, and exosystems, and these factors developed and changed over time 

meaning that the chronosystem was also influential. 

Policy, as a distal influence, determines many aspects of children’s music education in 

Chinese kindergartens. Firstly, the policies of music on early childhood education and 

kindergartens that are published by the government are the most fundamental that 

influence children’s musicking in kindergartens, determining the music curriculum and 

types and numbers of instruments. Moreover, policies not related to music can also result 

in the occurrence of music, such as the requirement of avoiding children’s ‘negative 

waiting’, the exchanges of principals between kindergartens, upcoming changes to 

private kindergarten policy, and the content of the kindergarten teachers’ examinations. 

As reviewed in Chapter 2, Bodkin (2002) and Lum (2007) also found the musical 

influences from policy, but the policies such as the New Zealand curriculum (Te Whāriki) 

or the educational system in Singapore, were at the national level and offered broad 

direction, which differed from the influences of detailed requirements in Chinese 

kindergartens. Another key difference is that their studies reflected the influences of 

policies on children’s identity or belonging, whereas my study showed influences on the 

occurrence of music. In Shandong kindergartens, official policies, from national to 
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provincial to city or district levels, affected the occurrence of music in both overarching 

direction and detailed requirements.  

The distal influences of culture related more specifically to Chinese traditional culture, 

internationalism, and popular culture. First of all, Chinese traditional culture was 

reflected in teacher-centred or teacher-led activities, classroom-based pedagogy and 

collective or group activities, as well as the authority of teachers and parents, and 

repetitive practice in children’s music learning, all of which derive from Confucian 

values, the most influential element of traditional Chinese culture. As mentioned in 

Chapter 6, the phenomenon of teachers’ control in children’s music activities is one 

element of school culture identified in the work of Zur and Johnson-Green (2008), but it 

only emphasised the position of teachers in children’s musicking. Confucian values not 

only stress the role of teachers, but also the status of leadership, and the relationship 

between teachers and parents. Thus, this kind of school culture can be considered a part 

of Chinese traditional culture. Secondly, as I revealed in Chapter 6, internationalism 

influenced the piano becoming a necessary instrument in Chinese kindergartens and the 

most popular instrument choice for children’s musical learning. It also resulted in the 

popularity of three international music teaching methods, Kodály, Orff, and Dalcroze, in 

Chinese society. In the field of Chinese early childhood music education, it seems that 

due to the limitation of kindergarten teachers’ musical abilities, the Orff method is more 

popular in teaching and training than the others, but all teachers knew the main ideas of 

the other two methods. Lastly, popular culture, as a part of children’s lives, was found to 
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influence their musicking and musical experiences. Many popular culture additions to 

the classroom were from famous cartoons, movies and relevant accessories, and popular 

online music videos. Luke’s (1994) study presented the same finding and expressed the 

link between cartoons (movies) and relevant commodities: 

For children, the jump from Transformer cartoons to Transformer toys; 

from Muppet cartoons to McDonald's sale of Muppet Babies; or from 

Spielberg movies to spin-off TV cartoons, fast food outlet contests, or 

the movie- linked action figures and video games - seems relatively 

natural. It is naturalised because it is the background cultural tapestry 

in which childhood is lived, and in which (social or biological) parents 

experience childhood and parenthood with their children. (p. 291) 

Also, the studies of Bodkin (2002) and Rohan (2011) found the influences of popular 

music in children’s daily routines. While in my study the music from popular culture in 

children’s daily routines in kindergartens were mainly from cartoon movies (e.g. Frozen, 

Finding Nemo), popular music was only used in special activities and never used in the 

classroom.  

In connection with digital technology, the musical influences of apps (e.g. Wechat, 

Meipian, Youku, Tik Tok, and AIMusic) have been examined, including their role in 

communication between teachers and parents, and the ways children and teachers access 

music. As demonstrated in Chapter 6, such digital technologies have freed people from 

the shackles of time and location and changed the ways that adults and children access 

music. When used in education, the overall impact of digital technology on children’s 

music education tends to be positive. In China, much research has focused on the use of 
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apps in kindergartens in recent years (Fan, Xu, Zhang, & Chen, 2016; Wu, 2016; Wu; 

2019; Yu, 2019). Other research has mainly referred to equipment such as televisions or 

tablets (Lum, 2007; Greengan-Quinquis & Thormann, 2017), or the uses of a school 

website (Arina, 2019).  

In my study, the chronosystem and macrosystem were closely integrated. This was 

because, as explained in Chapter 6, it can be seen that policy, culture, and digital 

technology are continuously developed or updated over time. At present, in the field of 

music, no studies have explored the influences of the chronosystem, hence, my study 

may be helpful to future related research.   

As illustrated in Chapter 6, policy-making is updated with the development of culture, 

such as the use of the piano, percussion instruments, handmade instruments, and using 

the body as an instrument. Digital technology also affects policy-making. For instance, 

although this phenomenon was not discovered in Qingdao kindergartens, it occurs in 

other cities in Shandong Province, such as Weifang where the municipal government 

encourages all local kindergartens to use a special app that provides a platform for 

kindergarten teachers and parents to communicate with each other and share children’s 

kindergarten lives.54  

7.3.4 Nested Systems of Influences 

As shown in Chapter 2, Bronfenbrenner renamed his theory “bioecological systems”, and 

 
54 See http://m.downcc.com/d/98726 (accessed 3 July 2020). 

http://m.downcc.com/d/98726
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the Process-Person-Context-Time model has become the essence of this theory, which 

emphasises its dynamic nature and puts influences from different levels together: “the 

active Person (P) engaging in Proximal Processes with people, symbols, and objects 

within a microsystem, in interaction with other Contexts, involving both continuity and 

change over Time” (Hayes, O’Toole, & Halpenny, 2017, p. 23). 

Children’s music education in kindergartens includes both teachers and children; they 

engage in proximal processes with their microsystems (teachers’ spaces, children’s 

family), and in interaction with other contexts (the changed policy, culture, and digital 

technology over time), thus forming the integrated network of children’s music education 

in Chinese kindergartens. To be specific, combining the findings of different systems in 

my study, the network of children’s music education in kindergartens can be explained 

as follows: teachers’ spaces (teachers’ other microsystems), such as personal musical 

experiences, leadership, and colleagues, influence teachers’ musicking in the classroom 

(microsystem). Children’s families, as children’s microsystems, influence children’s 

musicking at home, and influence musicking in kindergartens (microsystem) through 

their role in teachers’ exosystem. Policy (macro & chronosystem) affects the leadership’s 

requirements and decisions (teachers’ microsystem and children’s exosystem), and then 

influences teachers’ musicking in the classroom (microsystem). Chinese traditional 

culture (macro & chronosystem) determines the relationship between the leadership and 

teachers, teachers and parents, teachers and children, and parents and children 

(mesosystem). Internationalism and popular culture (macro & chronosystem) relate to 
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teachers’ educational backgrounds and musical training experiences (the teacher’s other 

microsystems) and also influence children’s musical experiences in kindergartens 

(microsystem). Digital technology (macro & chronosystem) supports the connection 

between teachers and parents (mesosystem), and also influences the musical experiences 

of teachers and children outside the kindergarten (teachers’ other microsystems & 

exosystem). It then affects their musicking in kindergartens (microsystem). 

Music education in Chinese kindergartens is not just teacher-centred, but government 

driven. When it is not government driven there is more flexibility, such as using the Orff 

method and giving piano lessons, as in private kindergartens, but it is still teacher-centred. 

This is related to Chinese traditional culture, which is working alongside government 

policy. Families expect their children to learn something in schools, and teachers are used 

to following the leadership’s requirements. The leadership expects the teachers to follow 

their textbooks. By the time the children are adults, they will have been socialised to 

replicate this way of thinking. 

7.4 Musical Differences Between Public and Private kindergartens 

My research was carried out within two categories of Chinese kindergartens (public and 

private). The essential difference between public and private kindergartens is that public 

kindergartens are all administered by the government, while private kindergartens are 

managed by individuals. This has led to children’s music education in all public 

kindergartens being similar, and with much more diversity among private kindergartens.  
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7.4.1 The Uses of Music in Kindergartens  

There are some differences in the details of the uses of music between public and private 

kindergartens, which were mainly revealed in the structured music lessons, music area 

activities, socially functional musicking, and children’s music performances.   

In terms of structured music lessons, their form in public kindergartens is unified with 

general music lessons. As shown in Chapter 4, all children sit in rows in the classroom 

and face the teacher. This style is relatively traditional. But in private kindergartens, 

which not only included general music lessons (K8, K9, K11, K12) but also piano lessons 

or Orff music lessons (K7, K8, K10), which never or seldom occurred in public 

kindergartens, the form of music lessons varied more. In Orff lessons, children no longer 

sit in rows, and they experience different musical forms within one lesson. Moreover, 

although music lessons are all collective in both public and private kindergartens, the 

process of lessons is slightly different. For example, the general music lesson is 

conducted as a whole class for all children in public kindergartens, but in private 

kindergartens (excluding K9), because there are fewer children in the class, the 

musicking of individuals or small groups is often interspersed in the process of music 

lessons. In addition, regardless of being public or private, there is a culture of education 

being teacher-centred in China, which results in all kindergartens using textbooks. 

However, the choice of textbooks in public kindergartens is dictated by the government. 

While the range of choices in private kindergartens is diverse, including the government 

textbooks (K8, K9, K11), Orff textbooks published by Orff institutions (K8, K10), and 
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textbooks published by the kindergartens themselves (K7, K12). Thus, music lessons in 

public kindergartens are more standardised, but both are still teacher-centred. Despite 

these details of difference, the main function of music lessons in both public and private 

kindergartens is the same, that is children’s musical learning. It is important to note that 

based on teacher interviews and observation of lesson plans, another (secondary) 

function of Orff music lessons in private kindergartens is for children to have fun, but 

this function was not observed in structured music lessons in public kindergartens. 

In terms of music area activities, all kindergartens have different kinds of instruments. 

The types and numbers of instruments in public kindergartens are the same, while there 

are different types and numbers in private kindergartens. To be specific, as I showed in 

Chapter 4, K8 and K10 have more abundant instruments than public kindergartens, as 

they provided both non-pitched and pitched percussion instruments. The situation in K9 

is similar to public kindergartens, while the numbers in K7, K11, and K12 are less than 

public kindergarten, but because the numbers of children in each class are lower as well, 

the distribution can meet demand. Moreover, the children’s music area activity in public 

kindergartens is more frequent and regular than those in two-thirds of the private 

kindergartens. Also, in public kindergartens, children who started their activities in the 

music area didn’t change to other areas during the area activity time, while the rules of 

area activities in private kindergartens are not as strict as in public kindergartens and a 

few children in the music area often changed to other areas. However, the function of the 

music area activities is not influenced by these differences, and it is mainly for children’s 
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fun in both public and private kindergartens. 

As for socially functional musicking, methods of using music to accompany verbal 

instructions for some routines and for avoiding ‘negative waiting’ were found in every 

kindergarten but not in every class. The uses of music in the classes of each public 

kindergarten were relatively uniform and standardised. It is rare in public kindergarten 

classes that teachers let children wait without doing something, for example, 80% of the 

public kindergarten teachers used music before children ate and when children were 

waiting for the next routine. But in the same setting, many teachers in private 

kindergartens used other strategies such as telling a story or reading ancient poetry to 

achieve the same goal. Also, the teachers in both public and private kindergartens used 

rhythmic dialogues to praise children, but only private kindergartens (e.g. K7, K10) used 

them to warn the children who were not engaged. Public kindergarten teachers explained 

that they were worried that criticism by teachers (carried out publicly, together with their 

peers and friends) would hurt the children’s self-esteem. However, the teachers in private 

kindergartens thought this way is better than an oral warning.  

Regarding children’s music performances, performances organised for celebrating 

festivals occur more often in private kindergartens. Public kindergartens only celebrate 

national festivals, and general activities that includes a short music performance are more 

common in public kindergartens. By contrast, the private kindergartens K7, K8, K10, and 

K12 celebrate both national festivals and well-known Western festivals (e.g. Christmas 

Day or Thanksgiving Day), which resulted in more music performances than in public 
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kindergartens. But in K9 and K11, music performances for festivals were less frequent 

than other private kindergartens, and the general activities that include music 

performances occurred less than in public kindergartens. Regardless of the number of 

performances, the main function was giving children a sense of ritual. 

In general, the uses of music throughout the day in public kindergartens were more 

systematic and standardised. This was caused by the unified training of new teachers by 

the government and the similar requirements of the kindergarten leadership under the 

guidance of the government. In the latter period of my fieldwork, when I went to public 

kindergartens I could accurately anticipate how music would appear. For private 

kindergartens, the teaching methods, content of the music curriculum, and other forms 

of music activities were not controlled by the government, so the uses of music tended 

to be flexible, changeable and harder to predict. Thus, for children’s music education, 

there is no significant difference between public kindergartens, but there is much more 

musical diversity within private kindergartens. Overall, the functions and the uses of 

music were similar within public and private kindergartens. 

7.4.2 The Concerns of the Leadership and Parents about Children’s Music Education  

According to my interviews with teachers and parents’ responses to the questionnaire, 

different concerns about children’s music education have emerged in public and private 

kindergartens.  

From the teacher interviews, the leadership’s attention and views about music in each 
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kindergarten were revealed. The leadership in all select kindergartens thought that music 

was important for children, but concerns seemed different between public and private 

kindergartens. In public kindergartens, the leadership thought that the role of music in 

children’s education was mainly realised through the delivery of music lessons, so they 

devoted more attention to improving their teachers’ ability to deliver lessons. While in 

private kindergartens, the leadership thought it more important to satisfy parents’ wishes 

and increase publicity. The private kindergartens were more keen on showcasing 

children’s music performances than considering the importance of children’s music 

education. This was one of the reasons why children’s music performances in private 

kindergartens are given more attention than in public kindergartens. Also, the leadership 

of the private kindergartens (e.g. K7 and K8) who offered special music lessons stated 

that the intention of offering these music lessons was to create something new to catch 

parents’ attention, especially parents who are high incomes earners and those who place 

more emphasis on children’s music education. This is counterbalanced with private 

kindergartens wanting to make a profit and not wanting to pay more to retain teachers. 

But, as demonstrated in 6.2.2.4, if more private kindergartens took on the status of 

universally beneficial kindergartens, they could not afford to offer such courses, which 

would result in fewer kindergartens offering such options. For children’s music education, 

the leadership of public kindergartens mainly focus on teaching music while private 

kindergartens pay more attention on fulfilling parents’ expectations and maximising 

profit.   
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In the parents’ questionnaire, the answers to many questions were similar, but with a few 

small differences. To be specific, less than 20% of parents with children in public 

kindergartens have allowed their children to learn musical skills outside of the 

kindergarten curriculum. In private kindergartens the figure is 36%. This finding shows 

that parents in private kindergartens are slightly more likely to pay attention to their 

children’s learning of musical skills. Thus, music may only be a small part of parents’ 

consideration of choosing kindergartens. As shown in Table 3.2 and 3.3, the tuition fees 

of most private kindergartens are more expensive than public kindergartens, which 

reveals to some extent that parents who choose private kindergartens are aware that they 

have better economic conditions. As learning a musical skill requires further costs, the 

families that have better economic circumstances are more likely to be able to afford such 

learning opportunities. Thus, the financial circumstances of parents may be a factor that 

has led to more private kindergarten children learning musical skills than those in public 

kindergartens. However, parents’ economic circumstances cannot be considered the only 

factor influencing parents choosing private kindergartens, because some may have done 

so as there were no places in public kindergartens (as noted by parents in K9 and K11). 

In parents’ responses on how often they listened to music with their children at home, 

48% of public kindergarten parents chose ‘often’ and ‘sometimes’, while the proportion 

of choosing ‘often’ made up the largest proportion in private kindergarten parents, about 

61%. Meanwhile, more than 75% of parents with children in public kindergartens did not 

participate in their kindergarten’s music activities, whereas more than half of the parents 
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with children in private kindergartens participated. However, it should be noted that, as 

mentioned in Chapter 5, for the weekly music lessons, public kindergarten parents often 

cooperated with teachers to deliver some knowledge to children in advance. Parents 

might not think that this kind of behaviour constitutes musicking, which is why this was 

not included in parents’ responses to the questionnaires, but their contribution was a part 

of their children’s music activities in kindergartens.  

For parents’ answers regarding kindergarten curricula, in both public and private 

kindergartens, about half of the parents know parts of curricula that their children learn 

in kindergartens. The proportion of the parents who know all of the curriculum was 13%, 

and those that did not know the curriculum at all was about 37% in public kindergartens. 

In contrast, the proportion is 29% and 17% in private kindergartens. In teacher interviews, 

it was found that both public and private kindergartens delivered children’s timetables to 

their parents. Thus, this result may reflect that public kindergarten parents care less about 

the issue of the curriculum in kindergartens, or have less time or opportunities to learn 

about their children’s kindergarten curriculum using the resources available. Through 

these responses, it can be seen that private kindergarten parents are more willing or able 

to get involved in their children’s music education either at home or in kindergartens. 

One phenomenon found during my research can be used to illustrate this argument more 

clearly. That is, most of the children were picked up by their parents after school in 

private kindergartens but more often by their grandparents in public kindergartens. I did 

not ask about this in the questionnaire, but during my research, I usually did not leave 
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the kindergartens until the children had left, so I could observe who came to pick the 

children up. It was revealed that parent participation in children’s kindergarten activities 

is related to their employment. In public kindergartens, parents are mainly employees 

who have fixed work hours, while self-employed parents are more common among 

private kindergartens. In Chinese society, as the work schedule of the self-employed is 

relatively flexible, such parents may have more free time to join in their children’s music 

experiences. Wealthy families in China are normally self-employed and have their own 

business, and as such they can afford the expensive tuition fees of private kindergartens, 

especially for K7.  

Although almost 90% of parents never provided ideas or suggestions about their 

children’s music education to teachers, the results showed that parents of private 

kindergartens were more willing to participate, and make suggestions. 90% of public 

kindergarten parents chose not to communicate about music with the teachers, whereas 

72% for private kindergarten parents. As mentioned before, public kindergarten teachers 

have all undertaken the unified government examination, which is a well-known fact in 

Chinese society. The teachers who have passed the assessment are held in higher regard 

than others, especially by children’s parents. Out of respect for these teachers, parents 

rarely give them suggestions about what or how they teach. Similarly, in response to the 

open-ended question about music teaching, there were not many suggestions from public 

kindergarten parents and they seemed satisfied with the teachers’ professional abilities. 

In private kindergartens, as the principal of K6 said, the high fees imply a better service, 
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which means parents have high requirements and expectations for teachers. The parents 

can express their ideas and suggestions without fear, usually via Wechat or in person.  

On the whole, the main focus of the leadership in public kindergartens is on children’s 

music education, but the leadership in private kindergartens think more about letting 

parents see children’s musical learning results in order to attract more parents. Though 

the way parents’ involvement in children’s music activities is different between public 

and private kindergartens, private kindergarten parents pay more attention to the 

development of children’s music ability. 

7.4.3 Teachers’ Personal Abilities 

With proximal and distal influences, the requirements of teachers differ between public 

and private kindergartens, which results in differing teaching abilities.  

Regarding teachers’ educational background, as shown in Table 3.10, the proportion of 

teachers with a bachelor or diploma is not vastly different in public kindergartens, while 

there is an obvious difference in private kindergartens. For example, there is a less than 

20% difference in the proportion of bachelor and diploma in each public kindergarten. 

But the difference between the proportions of bachelor and diploma holders in each 

private kindergarten can be up to 80%. Thus, teachers’ abilities might be very different 

among private kindergartens.  

Also, in the participating kindergartens, on average, public kindergartens have more 

teachers with a bachelor’s degree, and private kindergartens have more teachers with a 
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diploma. As discussed in Chapter 5, the teachers who studied a diploma had more 

learning experiences that developed their musical skills than teachers who studied for a 

bachelor’s degree, which might result in diploma teachers having superior musical skills. 

But due to the constraints of leadership and the influences of policy, this advantage was 

not reflected in private kindergartens that have more diploma teachers. Conversely, it was 

even found that in some kindergartens who have more teachers with a bachelor’s degree, 

the level of musical skill that teachers displayed was more proficient than the 

kindergarten who has more diploma teachers. For example, as demonstrated in Chapter 

4, the teachers’ musical skills in K1 and K2 were more proficient than those in other 

kindergartens (excluding K7), but these two public kindergartens had the most bachelor 

teachers of the selected kindergartens. Similarly, teachers in the private kindergartens K9, 

K10, and K11 have more diploma teachers than most of the other kindergartens, but their 

musical skills were limited.  

In terms of music area activities, public kindergarten teachers always changed the 

environment of the music area (e.g. the music notation and pictures on the wall) 

according to the topic or song of the week, but most private kindergarten teachers seldom 

did that the same. Due to the smaller number of children, teachers in private kindergartens 

have more time to observe children’s activity in the music area, and most of the time they 

just supervised ensuring the children did not make too much noise. In contrast, public 

kindergarten teachers have less time to supervise music area activities, but when they 

perceived a problem, such as children playing instruments incorrectly or children not 



 365 

making music, they often guided the children’s musicking. According to the requirements 

of the music area activity and teachers’ responsibilities as shown in the official textbooks 

published by the government (e.g. the changes of musical materials, or teachers giving 

appropriate guidance to children’s musicking), the behaviour of public kindergarten 

teachers was more responsible and helpful in children’s musical development. But from 

another perspective, children’s behaviour in private kindergartens, which had less 

interference from teachers, gave children more freedom to make music, which also had 

positive effects on children’s musical experiences. 

On the whole, regarding overall musical abilities, public kindergartens teachers (K1-K6) 

were better than private kindergarten teachers. This was apparent in K9, K10, K11, and 

K12. It can be seen that teachers’ professionalism in public kindergartens was higher than 

teachers in the majority of private kindergartens. In addition to the argument in Chapter 

5 regarding the requirements of the leadership playing a significant role in teachers’ 

musicking, the policy of unified examination for teachers to enter public kindergartens 

might have long determined that the comprehensive ability of public kindergarten 

teachers is better than private kindergarten teachers. In China, because the treatment of 

public kindergarten teachers is much better (e.g. salary, welfare, holidays), all early 

childhood teachers are eager to pass their examinations and work in public kindergartens. 

Because there are limited vacancies for public kindergarten teachers every year, only the 

examinees who rank high on the exam can be admitted, which means the musical skills 

and teaching ability of teachers who work in public kindergartens are better than those 
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who failed to be admitted. Many examinees who failed to enter public kindergartens 

choose to work in private kindergartens and prepare for written and interview 

examinations based on the reference book, waiting for the next public kindergarten 

recruitment examination. In other words, the original level of teachers’ musical skills and 

teaching ability in many private kindergartens is inferior to that of teachers who are 

admitted to public kindergartens.  

In my study, many teachers working in private kindergartens reported that they attended 

the public kindergarten unified recruitment examination every year. As far as I know, 

because there is an age limit on this examination (normally under 30 or 35 years of age), 

only the private kindergarten teachers who are no longer eligible to attend it gave up and 

were willing to stay in private kindergartens. A teacher of the junior class in K12 that I 

interviewed passed the public kindergarten examination and left this private kindergarten 

last year. This is also an explanation as to why teachers in the participating private 

kindergartens were all young teachers with less work experience. Also, the repertoire of 

music in the unified examination comes from government published textbooks, but 

because private kindergartens may use their own textbooks, it is more difficult for private 

kindergarten teachers to prepare for the examination as it is hard to directly transfer into 

their classroom work and they have to find extra time to practice. As a result, in order to 

enter the public system, as well as complete their daily work, private kindergarten 

teachers are concerned with preparing and practicing for the unified examination for 

public kindergartens rather than improving their students’ education. Conversely, public 
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kindergarten teachers work in a relatively stable working environment, and their attention 

is focused on their students, such as improving children’s learning in music lessons, 

decorating the music area, or planning how to use music in daily routines.  

7.5 Implications and Reflection 

In this research, the current situation of children’s music education in Shandong 

kindergartens was examined. In order to improve its development, it is necessary to 

identify the challenges or weaknesses that are encountered in the kindergarten system. 

Thus, this section discusses the challenges facing children’s music education in 

Shandong kindergartens, including the weaknesses of the current system and 

recommendations for future improvements. Reflection and limitations of my study are 

also discussed.  

7.5.1 The Challenges of Children’s Music Education in Shandong Kindergartens  

This study has examined the factors influencing children’s music education in 

kindergartens. The challenges faced can be divided into three aspects: (i) updating 

curriculum and pedagogy of children’s music education, (ii) changing parents’ utilitarian 

mindset, and (iii) the policy challenge of providing a consistent and coherent early 

childhood education system.  

7.5.1.1 Updating Curriculum and Pedagogy of Children’s Music Education 

In classes with a large number of children (35-40 in public kindergartens and 20-25 in 
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private kindergartens), the easiest way for teachers to conduct children’s music activities 

is to use collective teaching activities and traditional classroom-based pedagogy. Even 

so, it should still be possible to make improvements to the music education of 

kindergarten children by considering the following changes to curriculum and pedagogy.  

In regards to the curriculum, as I demonstrated by discussing music activities in 

textbooks, there is a total of four forms of music lessons, and singing activities account 

for more than half of all music activities. Understandably, singing is much easier for 

teachers and easier for children to learn and master, but repeated and similar music 

teaching may lead to children lose their enthusiasm and interest in music lessons (Chen, 

2014; Xue, 2018). For example, in my observation, in the activities where children were 

playing different kinds of instruments, doing movements, or dancing, their reactions were 

more positive and they laughed and expressed much more, while in singing activities, 

the children’s attitudes were not enthusiastic and many of them lost concentration. Niland 

(2019) noted that kindergarten curricula in many countries (e.g. UK, Australia, New 

Zealand) prioritise process rather than outcomes, the focus is on children’s identities and 

strengths, as well as the development of foundational dispositions for learning (e.g. 

curiosity, creativity, and problem-solving), rather than their skill development (p. 24). 

Thus, it is necessary to widen the available forms of music used in lessons within the 

music curriculum. The government textbooks are the only resources for children’s music 

lessons in all public kindergartens as well as the majority of private kindergartens. The 

government could encourage the authors to consider opportunities for children to 
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participate in more diverse musical experiences. For example, adding more forms of 

music activities and giving the teachers choices to decide which music activities the 

children should engage in. For private kindergartens who use their own textbooks, the 

leadership could give teachers more choice and decision-making power in the content or 

form of music, and leadership also needs to make efforts to avoid the lower quality of 

music education that I observed more frequently in private kindergartens. 

In my study, the most obvious manifestation of children’s music education in Chinese 

kindergartens is teacher-centred. On the one hand, teacher-centred pedagogy is suitable 

for a large number of children in the class (Yeung, 2009). On the other hand, as shown 

in Chapter 2, many Chinese studies (e.g. Benson & Fung, 2005; Wu & Liang, 2014; 

Wang, 2016; Liao, 2019) noted the weaknesses of teacher-centred pedagogy, and that the 

standards of the major international institutions of early childhood teacher education (e.g. 

NAEYC, CEC, NBPTS) tend to favour child-centred pedagogy. A move towards child-

centred learning could be encouraged, which is also being seen within Chinese education 

policy. In both of the documents, Guidelines for the Kindergarten Curriculum (trial 

version) and Guidelines for the Learning and Development of Children Aged 3-6, it can 

be seen that some elements of a child-centred approach being encouraged in the art 

domain. For example, these documents note that teachers should avoid only focusing on 

children’s learning outcomes, and they should not ignore children’s emotional 

experiences and attitudes in the teaching of activities. It also notes that kindergartens 

should provide opportunities for children to have free activities and support children to 
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choose and plan activities independently. Therefore, although a teacher-centred 

pedagogy is suitable for collective activity, a child-centred pedagogy could be 

encouraged in music area activities, thereby allowing the teachers to give children the 

freedom to choose, play, and explore music. 

In terms of teachers, the interactions between teachers and children are dynamic and 

progressive in the learning processes. Thus, teachers should notice the principal position 

of children in music activities and give children more opportunities and time to explore, 

experience, and do music rather than giving direct instruction (Ma, 2013; Zhang, 2018; 

Liao, 2019). Moreover, it can be seen that the teachers’ concern in music lessons was 

mainly with results, such as whether children can sing a song in tune, remember the lyrics, 

or understand the music theory, and in order for all children to achieve these objectives, 

teachers always paid attention to maintaining discipline and required every child to be 

involved. This contradicts the approaches to music education that are favoured in the 

Western literature, and also ignores children’s feelings, understanding, and emotional 

experience in the process of musical learning, as well as their ability to express and create 

music (Kong, 2019). Thus, teachers should reduce their attention being paid to classroom 

discipline and children’s musical learning results, which would result in the cultivation 

of children’s aesthetic, expressive, and creative ability, and in creating a relaxed and 

pleasant atmosphere to help children to explore music (Liao, 2019). Also, as shown in 

Chapter 2, according to the developmental stages of children’s musical ability, 

kindergarten children are beginning to develop skills in improvisation. For instance, 
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children of 3 to 4 years old are able to use familiar words, melodies, or rhythm to 

improvise simple songs, while 4 and 5 years old can create melodies by playing 

instruments. Thus, teachers could create opportunities for children to experience 

improvisation in order to cultivate children’s creative abilities. At the same time, teachers 

should encourage children through musicking rather than giving them too many 

instructions.  

As has been established, the musical requirements that leadership placed on teachers are 

important factors in children’s music education. In my study, every kindergarten provides 

textbooks for teachers and requires the teachers follow them. Using textbooks is not at 

issue, but in addition to following the objectives and musical materials, the teachers also 

copy the steps and dialogues that are suggested in the textbooks with little adaptation or 

improvisation. This hinders the development of teachers’ thinking and creative ability, 

and also ignores children’s individual differences, understandings and perceptions of 

music (Kong, 2019). Thus, the leadership could encourage teachers to use textbooks 

flexibly, and using their imagination and creativity to adapt the music lessons by 

themselves. Also, in order to bring teachers and children closer to music and increase 

their willingness to access music, the leadership could create a musical environment. The 

school environment as an element of school culture, not only in the classroom but 

throughout the kindergarten campus that teachers and children interact with every day, 

influences the experiences of both teachers and children. Thus, leadership could add 

more musical elements to the environment to encourage musicking. It is the 
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responsibility of the leadership in kindergartens to put forward requirements for, but at 

the same time, they should support teachers’ personal growth and give them a greater 

degree of choice. 

7.5.1.2 Changing Parents’ Utilitarian Mindset 

According to the results of the parent questionnaires and teacher interviews, parents’ 

utilitarian views on children’s learning musical skills are important aspects in children’s 

music education (Zhang, 2009; Kong, 2019; Liao, 2019). This is influenced by the 

Confucianism and to some extent, current social cultural perceptions in general.  

Parents usually have the following four main ideas of the purpose of children learning 

musical skills. First of all, they believe that their children should not lose at the starting 

line, which means if other children learn musical skills, their child must learn as well. In 

teacher interviews, teachers mentioned many cases when parents knew that some 

children learnt piano or dance, they contacted these children’s parents to inquire about 

details (e.g. where to learn, teacher’s ability, etc.) and also asked their children to learn. 

This led to many children from the same kindergarten or class learning musical skills in 

the same institute. Because music is compulsory in the curriculum of all Chinese 

kindergartens, musical aspects may not be a primary reason for parents choosing certain 

kindergartens. The main reason that parents chose private kindergartens is because the 

number of children in each class is fewer, so children can obtain more care and attention 

from teachers in lessons as well as daily life. The parents who have specific musical skills 

they want their children to learn normally choose an outside music training institute, or 
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a kindergarten with specific, music-related lessons, such as those in K7. Parents’ second 

key perspective is that learning musical skills will also increase children’s 

competitiveness in their future entrance examinations for high school and university. In 

China, there is a strong possibility that musically skilled students get bonus points in the 

competition to get into high schools and universities, so many parents think that learning 

a musical skill is an extra guarantee for their children’s future entrance examinations. 

The third point of view is that, with the pressure of finding employment, if children have 

more skills and specialties they will have more advantages over their competition. Lastly, 

parents believe that children will have good income opportunities if they engage in 

music-related work in the future, such as being a piano teacher, dance teacher, or other 

instrument teachers, all of which are better paid than general teachers. Based on the above 

viewpoints, it can be seen that the many parents regard music education as a means to 

increase their children’s future survival rather than to cultivate children’s intrinsic 

abilities.  

With the influences of such utilitarian thoughts, the acts and approaches of parents to 

children learning music tend to be coercive (Kong, 2019), which is mainly reflected in 

the controlling of children’s choices for learning and practicing musical skills. Parents 

prefer to choose depending on the teacher’s ability and their personal preference rather 

than their children’s interests. As described in Chapter 5, in K6, some children who are 

learning piano actually do not like it but they learn in order to satisfy their parents’ wishes. 

Similarly, in all kindergartens some children were learning to dance or sing no matter 
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whether they like it or not, because their parents found out that other children were 

learning these skills and didn’t want their own children to be at a disadvantage. To build 

children’s musical skills, parents usually force and supervise their children to practice for 

a long time every day in order to improve (Chen & Wang, 2012). Also, some parents 

blindly believe that it would be better for children to learn harder, and more complex 

music, so they often ask the teacher to speed up the teaching process or teach music that 

does not match the actual level of the child. These requirements of parents not only 

deprive children of time they could spend playing, but also go against children’s 

developmental and learning characteristics.  

In order to change parents’ utilitarian mindsets and practices, kindergartens should 

disseminate their educational knowledge and theory to parents. First of all, kindergartens 

should let parents know the broader functions of music, and help them understand that 

the purpose of children learning music is not only to acquire music-related knowledge 

and skills. Although more than 90% of the parents noted in the questionnaire that music 

is important for children, it is hard to know if they understand the various benefits of 

music for children. Moreover, kindergartens should advocate for parents to use positive 

encouragement to develop their children’s musical ability instead of forcing them to learn 

and practice (Liao, 2019; Kong, 2019). For example, teachers could use relevant 

literature to remind parents not to spend too much time focusing on the results of 

children’s musical learning, and not to force children to attend grade examinations or 

competitions, which might be solely for parental vanity. Instead, parents are encouraged 
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to refer to their children’s interests as they plan their learning of musical skills. Also, in 

order to help parents and children appreciate music in more detail, kindergartens should 

appeal to parents to participate in children’s musical experiences as much as possible, 

whether in kindergarten activities or musicking at home.  

From the sociocultural perspective, changing people’s traditional utilitarian mindset on 

children’s education, requires the advocacy and support of social media. Firstly, there are 

some educational channels on TV, and the relevant knowledge of early childhood music 

education could be added to their programming content to inform parents. Secondly, as 

mentioned in Chapter 6, with the development of digital technology, all parents use 

various apps or platforms, where knowledge and suggestions for children’s music 

education could be promoted.  

7.5.1.3 The Policy Challenge of Providing a Consistent and Coherent ECE System 

My findings have shown that children’s music education is more standardised in public 

kindergartens and more diverse in private kindergartens. As mentioned before, many 

parents choose private kindergartens because there are no places available in public 

kindergartens, even though the first choice for most parents is public kindergarten, and 

this is regardless of their socioeconomic status. This result was largely due to the 

influences of policy. In order to guarantee children’s music education in different 

kindergartens, government policy should provide a consistent and coherent system. 

Regarding the implementation of music in kindergartens, as shown in Chapters 4 and 6, 
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there are only non-melodic percussion instruments in public kindergartens, while some 

private kindergartens have tuned percussion instruments. It was also found that the 

numbers of instruments were too few in many classrooms. Percussion instruments are a 

resource that allow children to feel and experience music directly, and are central to 

children’s musicking. Thus, government policy should increase the types and number of 

musical instruments to ensure children in different kindergartens have the same 

opportunity to experience different kinds of musical instruments. Moreover, Orff music 

lessons only occurred in private kindergartens. Thus, as mentioned earlier, government 

policy should encourage more forms of music activities to be included in textbooks and 

allow the teachers to choose from them using their own professional judgement. Also, as 

demonstrated in Chapter 6, some of the government requirements were only delivered in 

public kindergarten principals’ formal meetings. Though the government does not control 

the administration of private kindergartens, the principal meetings should include both 

public and private kindergartens so that private kindergarten principals can also obtain 

updated official information and requirements for children’s education.  

In connection with teachers’ musical abilities, my study showed that the musical abilities 

of public kindergarten teachers were better than most private kindergarten teachers. Some 

changes in policy could help improve private kindergarten teachers’ musical abilities. As 

illustrated in Chapter 5, because the salary and employment conditions for private 

kindergarten teachers were lower than public kindergarten teachers, the leadership’s 

requirements for teachers’ musical abilities were lower in private kindergartens. This 
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resulted in the movement of teachers from private kindergartens into public kindergartens, 

and subsequently with most private kindergartens having relatively new and 

inexperienced teachers. Thus, if the government can issue relevant policies to protect the 

income and welfare of private kindergarten teachers, this dilemma will be solved to a 

large extent.  

As for the musical skills of public kindergarten teachers, it can be seen the impact of the 

Education Department assessments of teachers’ abilities in the unified recruitment 

examination. Despite the Education Department not interfering with the teacher 

recruitment of private kindergartens, it could organise skills competitions and regular 

inspections for private kindergarten teachers as a way of influencing them to strengthen 

teaching practices. Moreover, for private kindergartens, the government did not show the 

same concern for their quality of education as for public kindergartens, even in the case 

of universally beneficial private kindergartens who obtain funding support from the 

government.   

With the implementation of government policy, more private kindergartens will become 

universally beneficial kindergartens. In order to improve children’s music education in 

private kindergartens, the policy requirements for them should be the same as those in 

public kindergartens, and the government should be involved by checking they are being 

upheld. Then, the leadership’s requirements of teachers would be increased, so no matter 

whether teachers hold a diploma or degree, their musical abilities would be improved. 
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7.5.2 Reflection and Limitations 

Throughout the process of this research, I have constantly reflected on my own position 

in my study. On the one hand, I am a local of Shandong province who worked for four 

years in the field of early childhood music education in Qingdao city. In my research, 

this allowed me to play the role of an insider in certain circumstance, which helped me 

to obtain approval from each kindergarten, and my local knowledge helped in the analysis 

of data collected during the study. On the other hand, from the perspective of 

kindergartens and teachers, because I am not a regular kindergarten teacher I was often 

viewed as an outsider. Although all teachers agreed for me to observe in their classes, it 

was inevitable that with my presence, teachers’ preparations, attitudes, coping styles, or 

teaching methods might be different to what they might normally be. Even though I took 

many notes, photos, and videos throughout my research, it is possible that there are some 

other phenomena, problems or features that were not found in my study.  

My research was on children’s music education in kindergartens, so I mainly focused on 

the teachers during the process of my fieldwork. Although I have undertaken electronic 

surveys of children’s parents and have questioned teachers closely about them, the data 

still lacked first-hand knowledge in this sphere of the research. For instance, in 

connection with the role and influences of parents in children’s kindergarten music 

activities, further research could be carried out to deepen understanding in this area. 

My research was undertaken in a small number of kindergartens, and selected from one 

district of one city in Shandong Province, thus, the findings might have limitations if 
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taken to represent the overall situation of early childhood music education in the whole 

Shandong Province. However, it was found that although this study was carried out in a 

single region, some of the findings are representative, not only of Shandong province but 

also the whole country. For example, the challenges noted in my study (e.g. teacher-

centred teaching style, paying excessive attention to children’s musical learning results, 

the attitudes of parents on children’s music education, etc.) are similar to those found in 

many Chinese studies that were not undertaken in Shandong, such as Zhang’s (2009) 

study in Baoding of Hebei Province, Zhang’s (2010) in Lüliang of Shanxi Province, and 

the papers of Xue (2018), Zhang (2018), Kong (2019), and Liao (2019) who focused on 

the overall circumstances throughout China. Therefore, the challenges in these 

kindergartens can be regarded as nationally representative, and the recommendations I 

have presented might be helpful in other places nationwide. Likewise, the suggestions 

made in other studies might also have relevance for Shandong kindergartens.
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Chapter 8 

Conclusion 

This research has examined the current situation of children’s music education in select 

Qingdao kindergartens in Shandong province, China. This ethnographic study of twelve 

Chinese kindergartens applied historical method, qualitative methods of observation and 

interviewing, and the quantitative method of questionnaires. The results have shown that 

the occurrence of music is varied in kindergartens, and that there are multifaceted 

influential factors. The study analysed musical differences within and between public 

and private kindergartens and noted some strategies that might offer improvement in 

children’s music education (e.g. pedagogy, curriculum, policy). 

The first Chapter introduced the basic information on this study. It presented the aims 

and objectives of the study, as well as the reasons for conducting this research. It also 

outlined some background information related to this subject specific to its location in 

China, including the Chinese cultural context, early childhood education in China and 

Shandong province, and early childhood music education in China. Also, the key terms 

in my study were explained and defined, and the most important research questions were 

pointed out. 

In Chapter 2, the relevant literature was outlined, which included the area of early 

childhood education, early childhood music education, and the two main theories of my 

study. In the area of early childhood education, I discussed the main international theories 
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of early childhood education, the development of early childhood education in China, 

and also the standards for early childhood teachers from different international 

institutions. In the area of early childhood music education, I outlined the uses and 

functions of music, the developmental stages of children’s musical abilities, and the role 

of early childhood settings, parents, and teachers in children’s music education. I also 

gave a brief synopsis of famous music teaching methods in children’s organised music 

sessions from around the world and the issues presented by other research about Chinese 

early childhood music education. The last section introduced the main theories used in 

my study, Urie Bronfenbrenner’s ecological system (1979) and Small’s (1998) musicking, 

and discussed how other research has applied these two theories.  

In Chapter 3, it was demonstrated that in order to obtain data on how music occurs in 

kindergartens and teachers’ and parents’ views of music directly, the qualitative methods 

of participant and non-participant observation with semi-structured interviews were used, 

as well as the quantitative method of using questionnaires. I explained how I chose the 

participating kindergartens, and the details of each kindergarten were provided. I also 

outlined the research process and results of data collection, each section on one of the 

three methods includes details of the participants, design and description, and evaluation 

respectively, giving a brief summary of the necessary information on participants, how 

participants were accessed, the location in which research was undertaken with them, 

and the questions asked in teachers’ interviews and parents’ questionnaires. Also, how 

the obtained data was analysed and applied in my study was noted. 
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Within the Bronfenbrenner’s framework, Chapter 4 focused on the microsystem, the 

immediate environment of early childhood music education in kindergartens, that is, how 

teachers and children were involved in musicking throughout the day. The chapter 

divided the ways of music that occurred into three categories for discussion: organised 

music sessions, socially functional musicking, and background music, in which the 

functions and meaning of music were also discussed. The category of organised music 

sessions was comprised of structured music lessons, morning exercises, music area 

activities, and music in special events. It used four case-study music lessons to illustrate 

the utilisation of the textbook, the forms of music lessons, and how teachers engaged 

children in the process of the lesson. It also explained and supplied contextual photos to 

show how teachers and children did sport exercises by following the music, what children 

did in the music area activity, how teachers influenced their musicking, and how teachers 

organised music performances to celebrate festivals. The category of socially functional 

musicking outlined the ways that music was used as verbal instruction, to avoid 

children’s ‘negative waiting’, and as a tool to discipline children’s behaviour. In the 

category of background music, it discussed the uses of music as background music that 

was broadcast in the kindergarten and played by individual teachers in the classroom 

respectively. The chapter revealed that the occurrence of music mainly depended on 

teachers, and the organised music sessions made up most of kindergarten music activities. 

Also, socially functional musicking was short lasting or just a fragment, and the uses of 

background music were not common. 
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Chapter 5 moved to the second and third level of Bronfenbrenner’s framework, the 

influences of other microsystems and exosystems and the mesosystem, which were 

teachers’ spaces, children’s family, and the connections between them and musicking in 

the classroom. In the section on teachers’ spaces, it firstly discussed the influences of 

teachers’ personal musical experiences on their musicking, demonstrating that teachers’ 

musicking was related to their educational backgrounds and training experiences. It also 

pointed out the role of kindergarten leaderships and colleagues, the views and decisions 

of the leadership influenced the overall occurrence of music in kindergartens, and many 

of the teachers’ musicking or ideas were learnt from their colleagues. In the section on 

the children’s family, it illustrated the bi-directional influences of children’s musical 

experiences between home and kindergartens, with children bringing their home musical 

experiences into kindergartens and also integrating their musical learning in 

kindergartens into their home musical experiences. Meanwhile, it was shown that 

children’s learning of musical skills was mainly determined by their parents. The chapter 

outlined parents’ contributions to children’s music activities in kindergartens, which not 

only included the influences of parents but also reflected the mesosystem, the 

connections between teachers and parents, parents.  

Chapter 6 concentrated on the macrosystem and chronosystem levels of the framework. 

It discussed the overarching influences on children’s music education in kindergartens, 

including policy, culture, and digital technology, and the changes and development of 

macrosystems over time were also included. Firstly, it showed that the implementation 
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of music in kindergartens followed policies, such as the requirements of the old and 

updated national guidelines and provincial policies on the music curriculum, instruments, 

and teaching equipment. It also outlined the policies that were unrelated to music but 

influenced teachers’ musicking. Secondly, the section on culture revealed how Chinese 

traditional culture influenced the views of teachers and parents, how internationalism 

influenced the uses of piano and teachers’ music teaching methods, and how popular 

culture influenced children’s musicking both at home and in kindergartens. Lastly, the 

development of digital technology such as various mobile phone apps changed the 

formation of the mesosystem, increasing communication between teachers and parents. 

Digital technology also influenced the ways of accessing music, meaning parents and 

children had more channels to experience different kinds of music, and teachers had 

opportunities to attend music training courses without the limitations associated with 

physical training. The chapter also discussed the matter of children’s use of apps needing 

attention. 

Chapter 7 brought together the key points of the thesis and discussed the findings of the 

study. Firstly, it discussed the answers to the research questions of how musicking 

occurred in kindergartens and its influential factors and presented the main arguments. 

Secondly, it answered the third research question of the musical differences within and 

between public and private kindergartens, discussing the different aspects of the uses of 

music in kindergartens, the concerns of the leadership and parents, and teachers’ personal 

abilities. Thirdly, I suggested recommendations for further development of children’s 
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music education in China, also outlining the challenges of children’s music education 

that were revealed in my study, including updating curriculum and pedagogy of 

children’s music education, changing parents’ utilitarian mindsets and practices, and 

providing a consistent and coherent early childhood education system. Finally, a 

reflection and summary of the limitations of the study were included, as well as 

suggestions for future research. 

The research has shown that children’s music education in Chinese kindergartens is 

influenced by traditional pedagogies and a narrow music curriculum. In both general 

music lessons and Orff music lessons all teachers follow the textbooks, and all music 

activities are teacher-centred. Teachers and children have to follow a formal plan to 

engage in music activities, in which teachers do not have the authority to decide the 

teaching content and children are not free to pursue individual musicking. While the uses 

and functions of music in kindergartens are various, the general activities that music is 

included in are often overlooked. Teachers, the school leadership, and parents only pay 

attention to structured music lessons, the main purpose of which is children’s musical 

learning. Although there are some aspects that could be improved in kindergarten music 

education, this thesis shows that the Chinese Ministry of Education is recognising the 

importance of music in early childhood education. 

This study has also shown that the influencing factors in children’s music education are 

the same between public and private kindergartens, but the processes within each are 

slightly different. For example, the influences of the leadership are evident in teacher’s 
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musicking in public kindergartens, and in private kindergartens there is more attention 

given to music lessons per se. Government policy has resulted in children’s music 

education in public kindergartens becoming more standardised, while there is no unified 

requirement for private kindergartens, which enables them to offer more diversity in 

children’s music education. Another important finding is that there are some bi-

directional influences in children’s music education, including between children’s 

musicking at home and in the kindergarten, between leadership’s requirements for music 

and the status of the kindergarten, and even in the relationship between policy, culture, 

and technology.  

As an original contribution to knowledge and building on research in the field of music 

education, my study has identified how children behave in connection with music 

activities and what this might mean to them. Moreover, My thesis has offered an 

ethnographically rich or ‘thick description’ and a comparative study of select and socially 

contrasting kindergartens with the aim of producing a new body of knowledge to 

represent the first study of its type in China. It has shown through thematic analysis 

distinct ideas that have emerged within the data and offered insight into some of the ways 

that music is found and used within the participating kindergartens. It has provided a 

suitable model based on the data collected, to show how the musicking elements come 

together. This will add to the other ethnographic and comparative musical studies in 

China and elsewhere.  

My findings have implications for scholarship on early childhood music education. In 
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Chinese scholarship, my work may help to remind Chinese researchers and educators not 

to only focus on music lessons and children’s musical learning, but encourage them to 

look more closely at the social and cultural dynamics of musical uses and functions in 

contemporary kindergarten education. Also, my research may provide new insights for 

teachers and educators in other cultures. For example, I undertook a pilot study in New 

Zealand early childhood centres and found that the range of musicking was quite different 

to China. In New Zealand, there was more spontaneous musicking and few organised 

music sessions. Further, teachers did not have in-depth musical training courses when 

they studied for their degree. The comparison helped inform the approach I took in my 

research in Chinese kindergartens, and it may have value for educators in a similar 

context to Aotearoa New Zealand. 
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Appendix 2: Translation of the Guideline for the Kindergarten Curriculum 

(trial version) [Art Domain] 

Guidelines for the Kindergarten Curriculum (trial version) [You er yuan jiao yu zhi dao 

gang yao (shi xing) 幼儿园教育指导纲要(试行)] (Ministry of Education, 2001) 

Art domain: 

I. Objectives: 

1. Children are able to preliminarily feel and enjoy the beauty of the environment, life 

and art. 

2. Children love to participate in art activities and express their emotions and experiences 

boldly. 

3. Children are able to perform art activities using the ways they enjoy. 

II. Contents and Requirements: 

1. To guide children to connect with the surrounding environment and people in the life, 

enriching their perceptual experiences and aesthetic tastes, and stimulating their interest 

in expressing and creating beauty. 

2. The art activities should be suitable for all children, according to different 

characteristics and needs set up activities to ensure that each child could be influenced 

and cultivated. To pay attention to develop the artistic potential of children who have 

artistic talents.  
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3. To provide opportunities for children to perform freely and encourage children to 

express their own emotions, understandings and imaginations with different art forms. 

To respect each child’s thoughts and creations, affirming and accepting their unique 

aesthetic feelings and ways of performance, and sharing the joy of their creation.  

4. Not only to support and encourage children to participate and perform boldly in various 

artistic activities, but also to help them improve their skills and abilities. 

5. To create conditions to display children’s works, guiding children to communicate with 

each other, mutual appreciation and improvement.    

III. Main points of instruction 

1. Art is the main way to implement aesthetic education. It should give full play to the 

emotional education function of art, promoting the formation of children’s health 

personalities. To avoid the tendency of only focusing on the performance skills or the 

results of activities but ignoring the emotional experiences and attitudes of children in 

the activities.  

2. The creative process and work of children is an important way to express their own 

understandings and emotions. We should encourage children’s unique and creative 

expression, and overcome the bias of overemphasis on skills and standardization. 

3. The ability of children's artistic activities is gradually developed in the process of the 

bold performance. The role of teachers should mainly inspire children to feel and express 

the beauty and enrich their aesthetic experiences, helping them have the experiences of 

freedom of expression and the creation of happiness. On this basis, according to 
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children’s development and needs, giving them timely and appropriate guidance in terms 

of performance ways and skills.
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Appendix 3: Catalogue of Musical Instruments in the National Policy 

Catalogue of Kindergarten Toys and Teaching Aids [You er yuan wan jiao ju pei bei mu 

lu 幼儿园玩教具配备目录] (National Education Committee of the People’s Republic 

of China, 1992).  

The part of musical instruments 

Instruments 
numbers 

1st class 2nd class 3rd class 

Organ or Accordion 6 6 3 

Xylophone or Piano 1   

Drum  4 2 1 

Gong  1 1  

Cymbal  6 4 2 

Woodblock  8 4 2 

Triangle  4 4 2 

Double bells  4 4 2 

Maracas  6 4 2 

Tick tock block  6 4 2 

Guiro  4 2 2 

Sleigh bell  8 4 2 

Castanets  10 10 10 

Tambourine  10 10 10 

Piano  1   
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Appendix 4: General Outline of Questions for Teacher Interviews  

1. How would you describe the children at this kindergarten? 

2. Do you think music is important for children? Why? 

3. Did you train in any musical skills? /What did you learn in the aspect of music? 

4. Does music play an important role in your kindergarten? How? Can you offer some 

examples? 

5. Are there any organised music sessions every day at your kindergarten? If yes, how 

long do they last? If no, how many structured music sessions usually occur within a week 

(or other time period) on average? How do they take place? 

6. When do you usually use music?  

7. Is music ever used in the background while children are doing another activity? 

8. Is there any music that occurs spontaneously in daily routines? 

9. How do you choose music in organised music sessions? /What type of music? Folk 

music? Pop music? Western music? Children’s songs? Why? 

10. Do you plan music sessions before the class? How do you plan? What resources do 

you depend on? / Where is your resources of music sessions from? Kindergarten? Old 

teachers? 

11. What equipment or instruments do you usually use in music sessions? 

12. Do you think your teaching is a teacher-centred method or child-centred method in   

music sessions? Could you give me examples? 



 437 

13. Does the principal or do experienced teachers intervene or control your teaching 

materials or methods? 

14. Do other people (visitors, community, etc) influence musical activities in your 

kindergarten? 

15. Do children bring music or songs from home to share in the kindergarten? Is it 

encouraged or not? If yes, can you offer some examples? 

16. Do children’s parents provide suggestions about music sessions? /Are parents 

involved in the music making sessions? Could you give examples? 

17. Do you know any Western teaching methods about music? Orff? Kodály? Dalcroze 

eurhythmics? Did you learn any? If yes, when and where did you learn? Who supported 

you? Did you use it in music sessions? What do you think about it? 

18. What do you expect from children in music sessions? Singing in tune? Singing in 

time? Following the actions? What difficulties do you face in music sessions? 

19. What do you think are the outcomes for children from music sessions or spontaneous 

music making? What are the most important? 

20. What does it mean for you to include music in kindergarten? 
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Appendix 5: General Outline of Questions for the Principal Interviews 

1. How would you describe the children at this kindergarten? 

2. Do you think music is important for children? Why? 

3. Did you train in any musical skills? /What did you learn in the aspect of music? 

4. Did you teach music lessons before? How? 

5. Does music play an important role in your kindergarten? How? Can you offer some 

examples? 

6. Do you intervene or supervise your teachers (music) teaching? Why? How? 

7. Do you know any Western teaching methods about music? Orff? Kodály? Dalcroze 

eurhythmics? Did you learn any? What do you think about these methods? 

8. Does the government (Bureau of Education) intervene your kindergarten? How? In 

what aspects?  

9. Did you/do you plan to assign your teachers to train in some music courses? Why? 

10. Is it allowed for teachers to decide what they want to teach in music sessions? Why? 

11. What is your or the government (Bureau of Education) requirements for (your) 

kindergarten teachers (eg. degree, ability, music skills)? Why? 

12. What do you think is the most important requirement for being a kindergarten teacher? 

How about music teachers? 

13. What do you think are the outcomes for children from music sessions or spontaneous 

music making? What are the most important? 

14. What does it mean for you to include music in kindergarten? 
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Appendix 6: Questionnaire for Children’s Parents 

第一部分 The first section 

1.您认为音乐对于幼儿来说有多重要? [单选题]  

How important do you think music is for your child? (single choice) 

A.非常重要 Very    B.重要 important  C.不太重要 not very   

D.很不重要 A little  E.不知道 Don’t know 

2.您的孩子是否在学或学过乐器或音乐方面的技能? [单选题] 

Does your child learn any musical skills or instruments? (single choice) 

A.正在学 Yes   B.以前学过现在不学 Learnt before   C.没有 No 

(A&B jump to 3, C jump to 4) 

3. 如果正在学或以前学过, 学的哪种乐器或音乐技能? [多选题] 

If yes, what kind of instruments or musical skills does your child learn? (multiple choice) 

A.舞蹈 Dance  B.钢琴 Piano  C.声乐(唱歌)Vocal   D.其他 Others 

4. 如果没有学,您是否有计划让孩子学? [单选题] 

If no, do you plan to encourage your child to learn? (single choice) 

A.有 Yes   B.没有 No   C.不确定 Not sure 

5.您自己是否有学习音乐方面的经历? [单选题] 

Do you have any experiences of learning musical skills? (single choice) 

A.有 Yes   B.没有 No 
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6.您在家会经常和孩子一起听音乐吗? [单选题] 

Do you listen to music with your child at home? (single choice) 

A.经常听 Often   B.偶尔听 Sometimes   C.不听 No 

(A&B jump to 7, C jump to second section) 

7.如果您经常与孩子在家听音乐, 都是听哪些音乐? [多选题]  

If yes, what kind (type) of music do you usually listen to? (multiple choice) 

A.儿歌 Children’s songs B.流行 Popular music C.英文歌曲 English songs 

D.古典音乐(钢琴曲/交响乐) Classical music(piano)  E.其他 Others____(clarify) 

第二部分 The second section 

8.您是否参加过幼儿园组织的音乐活动? [单选题] 

Did you participate in the kindergarten’s music activities before? (single choice) 

A.有 Yes  B.没有 No   (A jump to 9, B jump to 10) 

9.如果您有参加幼儿园组织的音乐活动,是什么形式的? [多选题] 

If yes, what activities did you participate in? (multiple choice)  

A.唱歌 Sing  B.跳舞 Dance  C.弹奏乐器 Play instruments  D.做游戏 Play games 

E.其他 Others____(clarify) 

10. 您是否知道幼儿园所教的课程(领域)都有哪些? [单选题] 

Do you know the curricula in kindergartens? (single choice) 

A.全都知道 Yes  B.知道部分 A few  C.不知道 No 
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11.请写出知道的课程(领域)  

Please write down the curricula that you know in kindergartens (open-ended question) 

12.您是否想让您的孩子在幼儿园学习某些音乐方面的技能? [单选题] 

Do you want your child to learn some music in kindergarten? (single choice) 

A.是 Yes   B.不想 No   C.无所谓 Don’t care 

13.您想让幼儿园教授或使用多少音乐? [单选题] 

How much more music do you want the kindergarten to teach or use? (single choice) 

A.越多越好 The more the better  B.不需要太多 Not too much 

C.无所谓 Don’t care   D.一点 A little  E.不需要音乐 No music 

14.您是否向幼儿园或老师提供过音乐或音乐教育方面的想法或建议? [单选题] 

Did you provide any ideas about music education to teachers? (single choice) 

A.有 Yes   B.没有 No  (A jump to15, B jump to 16) 

15.如果您提供过意见,幼儿园或老师是否采用过? [单选题] 

If yes, did the kindergarten adopt your idea? (single choice) 

A.全部采用 Yes  B.部分采用 Yes, but just a little   C.没有采用 No 

16.您希望您的孩子在幼儿园可以学习到什么? 

What do you expect that a child can learn from kindergarten? (open-ended question) 

17.对幼儿的音乐教育或对幼儿园音乐的教学和使用，您有什么的想法和建议吗? 

Could you provide any suggestions about music teaching in kindergarten? (open-ended 

question) 
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Appendix 7: Information Sheet for Teachers  

Thank you for showing an interest in this project. Please read this information sheet 

carefully before deciding whether or not to participate. If you decide to participate we 

thank you. If you decide not to take part there will be no disadvantage to you and we 

thank you for considering our request.   

What is the Aim of the Project? 

The project is for PhD research whereby the researcher is able to better understand music 

making in early childhood centres. By undertaking this research, the student researcher 

will work to comprehend the situation of early childhood music education in Shandong, 

which will help contribute to discourse on music education in China and reveal the 

impact of Western music and Western music education in this particular social setting. 

What Type of Participants are being sought? 

I have identified your early childhood centre as a setting in which I would like to conduct 

my research. Teachers will be the main subjects for the research. Children being taught 

or who are under the supervision of a teacher will be observed with regard to music 

making activities in the context of that teacher’s general duties at the early childhood 

centre. 

What will Participants be Asked to Do? 

Should you agree to take part in this project, you will be asked to allow me to observe 
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your daily teaching routine and participate in a semi-structured interview. The interview 

might be individual or in a focus group. Personal information (e.g., background or 

training) might be collected. The interview will be recorded. If you wish to stop the 

conversation at any time and for any reason, you may do so. Please be aware that you 

may decide not to take part in the project without any disadvantage to yourself of any 

kind. 

What Data or Information will be Collected and What Use will be Made of it? 

Everyday activities will be observed in the early childhood centres, and especially 

behaviour related to music-making, which will be written up for the research. Field notes 

and recordings will be made, both of the interviews and the context of music making that 

happens spontaneously, each of which will be used only in my research and publications. 

Personal information about you (age, place of birth, ethnicity, training experience, 

educational background) will be collected, but only if you volunteer such details. The 

collected data will help me comprehend the situation of early childhood music education 

in Shandong.  

Only my supervisors and I will have access to the information collected. The data and 

information collected will be securely stored in such a way that only these people will be 

able to gain access to it. Data obtained as a result of the research will be retained for at 

least 5 years in secure storage in the office of my research supervisor, Prof. Henry 

Johnson, at the University of Otago campus in Dunedin. Any personal information held 

about the participants may be destroyed at the completion of the research even though 
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the data derived from the research will, in most cases, be kept for much longer or possibly 

indefinitely. 

The results of the project may be published and will be available in the University of 

Otago Library (Dunedin, New Zealand), and every attempt will be made to preserve your 

anonymity. 

You can request access to view or correct the data at any time until analysis begins. 

This project involves an open-questioning technique. The general line of questioning 

includes topics on musical activities, and the teaching materials and methods. The precise 

nature of some of the questions which will be asked have not been determined in advance, 

but will depend on the way in which the interview develops. Consequently, although the 

University of Otago Human Ethics Committee is aware of the general areas to be 

explored in the interview, the Committee has not been able to review all of the precise 

questions to be used.  

In the event that the line of questioning does develop in such a way that you feel hesitant 

or uncomfortable you are reminded of your right to decline to answer any particular 

question(s) and also that you may withdraw from the project at any stage without any 

disadvantage to yourself of any kind. 

Can Participants Change their Mind and Withdraw from the Project? 

You may withdraw from participation in the project at any time and without any 
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disadvantage to yourself of any kind. 

What if Participants have any Questions? 

If you have any questions about our project, either now or in the future, please feel free 

to contact either: 

Kunyu Yan (student researcher)      and    Professor Henry Johnson (supervisor) 

 Department of Music, Theatre               Department of Music, Theatre 

and Performing Arts        and Performing Arts 

University of Otago                          University of Otago 

Phone: 022 362 9828         Phone: 03 479 8884 

Email: yanku881@student.otago.ac.nz        Email:henry.johnson@otago.ac.nz 

This study has been approved by the University of Otago Human Ethics Committee. If 

you have any concerns about the ethical conduct of the research you may contact the 

Committee through the Human Ethics Committee Administrator (ph +643 479 8256 or 

email gary.witte@otago.ac.nz). Any issues you raise will be treated in confidence and 

investigated and you will be informed of the outcome.

mailto:yanku881@student.otago.ac.nz
mailto:henry.johnson@otago.ac.nz
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Appendix 8: Consent Form for Teachers 

I have read the Information Sheet concerning this project and understand what it is about. 

All my questions have been answered to my satisfaction. I understand that I am free to 

request further information at any stage. 

I know that: 

1. My participation in the project is entirely voluntary. 

2. I am free to withdraw from the project before its completion. 

3. Personal identifying information (audio recordings and notes] may be destroyed at 

the conclusion of the project, but any raw data on which the results of the project depend 

will be retained in secure storage for at least five years. 

4.  This project involves an open-questioning technique. The general line of questioning 

includes topics on musical activities, and the teaching materials and methods. The precise 

nature of all of the questions which will be asked have not been determined in advance, 

but will depend on the way in which the interview develops and that in the event that the 

line of questioning develops in such a way that I feel hesitant or uncomfortable I may 

decline to answer any particular question(s) and/or may withdraw from the project 

without any disadvantage of any kind. 

5. The results of the project may be published and will be available in the University 

of Otago Library (Dunedin, New Zealand) but every attempt will be made to preserve 
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my anonymity. 

I agree to take part in this project. 

 

.............................................................................  ...............................    

       (Signature of participant)          (Date) 

 

............................................................................. 

          (Printed Name) 

 

…………………………………………………….. 

     Name of person taking consent 

This study has been approved by the University of Otago Human Ethics Committee. If 

you have any concerns about the ethical conduct of the research you may contact the 

Committee through the Human Ethics Committee Administrator (ph +643 479 8256 or 

email gary.witte@otago.ac.nz). Any issues you raise will be treated in confidence and 

investigated and you will be informed of the outcome. 
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Appendix 9: Newsletter for Children’s Parents 

Dear parents/guardians, 

My name is Kunyu Yan, a PhD student at the University of Otago. I would like to conduct 

a research project in your child’s centre, which focuses on how teachers use music 

throughout the day. With the agreement of the teachers, I will aim to spend six to eight 

weeks at your centre to collect data. While your child is not an explicit part of the study, 

they may be observed if they join an activity involving the teachers, in which case your 

child may be referred to (not by name) in observation notes. 

If you are happy for your child to be included in observations, no further action needs to 

be taken. However, if for whatever reason you do not wish for your child to be part of 

the observation notes recorded, or your child does not want to be involved, please contact 

your teacher, or contact either me or one of my supervisors below. 

There is an anonymous questionnaire for parents/guardians, if you would like to 

participate, please complete and return it to either me or any teachers in your centre. 

 

Kunyu Yan 

Email: yanku881@student.otago.ac.nz 

Phone: 022 362 9828 

Professor Henry Johnson (supervisor)  

Email: henry.johnson@otago.ac.nz 

Dr Michael Gaffney (supervisor) 

Email: michael.gaffney@otago.ac.nz 

mailto:yanku881@student.otago.ac.nz
mailto:henry.johnson@otago.ac.nz
mailto:michael.gaffney@otago.ac.nz
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Appendix 10: Statement Accompanying the Link to the Questionnaire  

I am a PhD student at the University of Otago, New Zealand, and I am undertaking 

research as part of my studies. 

My research focused on children’s music education in kindergartens, and the purpose of 

the questionnaire is to obtain parents’ views and suggestions of current music education, 

and to know children’s music experiences at home.   

I am writing to invite your participation in this research by completing the following link 

of the questionnaire. Your participation is voluntary, and if you decide not to take part in 

the project, there is not any disadvantage to yourself of any kind. 

This project has been approval by the Human Ethics Committee in the University of 

Otago and the principal of the kindergarten. Only myself and my supervisors Professor 

Henry Johnson and Dr Michael Gaffney have access to the research data. The final results 

would not identify individuals who completed the questionnaire.  

The research will be written up as my PhD thesis. I would also anticipate that the research 

findings could be published as a journal article (or similar publications), a copy of the 

publication will be distributed to each kindergarten. 

If you are willing to participate in this research, please complete the survey by clicking 

the link provided below.  

Thank you for your time. I look forward to hearing from you.
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Appendix 11: An Example of Categorising Themes from the Observation Data 

Time:12/10/2018   Location: K2           Key uses Key functions  Key themes 

1.The kindergartens play recorded music (children’s songs, school song) when children come 

to school. 

2.  In the meal time, teachers play recorded music (M2) or play piano (M1) to lead children 

sing with some movements to wait for taking food.  

3. Teachers play fixed a children’s song ‘Baby’ as an instruction to indicate children to stop 

playing and put all the toys back, and sit the seat in line. 

4. Morning exercises: the kindergarten plays recorded music and children do some morning 

exercises in the playground as different age groups. 

5. Music area activities: children sang, danced, and played instruments randomly. The teacher 

came to give them directions, a girl sang, three girls played instruments (tambourine, triangle, 

and), and a girl danced, they performed the song together as a group. (S1) 

7. The teacher (M1) played piano music when children tided up their clothes after outdoor 

activity. 

8. The teacher (J2) sang a song with figure movements when children made noises. 

 

-Music for rituals 

 

--Music for controlling 

children  

--Music as verbal 

instructions  

--Music for physical 

exercise 

 

--Music for fun 

 

--Music for enjoyment 

 

--Music for influencing 

children 

--Background music 

 

--Socially functional 

musicking 

--Socially functional 

musicking 

--Organised group 

sessions  

 

--Organised music 

sessions  

--Background music 

 

--Socially functional 

musicking 
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Appendix 12: An Example of Analysing the Data from Interviews  

An example of summarising a question’s answers from interviews:  

Q: Are there any organised music sessions every day at your kindergarten?  

All teachers (48) talked about structured music lessons. Music lessons are not organised 

every day, normally around once a week. The music lesson normally lasts 25-30min in 

senior class (age 5-6), 20-25min in middle class (age 4-5), 10-15min in junior class (age 

3-4). In public kindergartens, according to the textbooks, teachers wrote the lesson plan 

first and gave to the director teachers to check and then followed the director teachers’ 

comments to revise. Most of the kindergartens only had one director teacher to check all 

lessons, but in K1, there was a teacher who was only responsible for checking all music 

lessons. In private kindergartens, they only checked if teachers had lessons plans, they 

did not focus on the contents of lesson plans. All public teachers followed the textbooks 

that published by Qingdao government to teach, not only for music, other lessons (five 

areas) also followed the textbooks. But this requirement in some kindergartens was not 

too strict, in K5 and K6, the director teachers did not check every lesson, so sometimes 

the teacher changed to other lessons instead of music lessons, or organised some music 

games in music lessons. For private kindergartens, K7, K8, K10, and K12 had their own 

teachers’ textbooks in which some contents were the same with those of government, K7 

had both music lessons and Orff lessons, and K10 only had Orff lessons. And K9 and 

K11 used the government textbooks but only chose partial contents.  

Then I referred morning/afternoon exercises and area activities, they were surprised that 
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I thought these were organised music sessions, because they thought that organised music 

sessions mean teaching children some music, so when I asked about organised music 

sessions, the first that came to their minds was structured music lessons. 

Morning exercises was organised by kindergartens, which was the requirement of the 

bureau of education, either public kindergartens or private kindergartens. It is similar of 

how to choose music and movements in each kindergarten. Teachers discussed what 

songs, what movements are suits for children, and reported to the director teachers and 

principals, and then principals gave the final decision.   

Area activities were designed by teachers in each class, the materials and contents could 

be changed depending on the weekly or monthly topic, the director teacher checked each 

class. In music area activity, there are many kinds of percussion instruments, but every 

class does not have the same numbers and kinds of instruments, many instruments are 

used in turn between different classes. The total numbers of instruments cannot afford 

each class to use them at the same time, so that teachers in each class discussed what 

instruments or how many instruments were needed with the director teacher. For the 

distribution of instruments, teachers presented that the instruments in junior classes are 

less than middle and senior classes, because they do not often use instruments. Teachers 

thought that children of junior classes are too young to teach them how to play 

instruments in a right way, and it’s hard to discipline them if they play instruments 

together, so most of the time teachers led children to sing and dance. Some teachers (J1 

in K3, J2 in K5, J2 in K6, J2 in K9, and J in K10) did not even build music areas, they 
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thought that, for children in this age group, it’s hard for them to do some music activities 

by themselves, they just play instruments at random, and also there are not too many 

instruments here, so teachers thought that it might be not useful to build a music area in 

this age group. However, teachers also noted that if there are enough instruments for 

them, they would love to build music area and rethink about how to use these resources.
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Appendix 13: An Example of Analysing the Data from Questionnaires  

The analysis of the returned data from one of kindergartens through the survey software: 

1.您认为音乐对于幼儿来说有多重要?   [单选题] 

How important do you think music is for your child? 

选项 小计 比例 

A.非常重要 Very 174 51.33% 

B.重要 important 141 41.59% 

C.不太重要 not very 13 3.83% 

D.很不重要 A little 2 0.59% 

E.不知道 Don’t know 9 2.65% 

本题有效填写人次 339  

2.您的孩子是否在学或学过乐器或音乐方面的技能?   [单选题] 

Does your child learn any musical skills or instruments? 

选项 小计 比例 

A.正在学 Yes 41 12.09% 

B.以前学过现在不学 Learnt before  6 1.77% 

C.没有 No 292 86.14% 

本题有效填写人次 339  

3. 如果正在学或以前学过, 学的哪种乐器或音乐技能?   [多选题] 

If yes, what kind of instruments or musical skills does your child learn? 

选项 小计 比例 

A.舞蹈 Dance 18 38.3% 

B.钢琴 Piano 7 14.89% 

C.声乐(唱歌)Vocal 12 25.53% 

D.其他 Others 17 
36.17% 

Guzheng: 3; Erhu: 1; Harmonica: 1; Electronic keyboard: 1 

本题有效填写人次 47  

4. 如果没有学,您是否有计划让孩子学?   [单选题] 

If no, do you plan to encourage your child to learn? 

选项 小计 比例 
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A.有 Yes 155 53.08% 

B.没有 No 32 10.96% 

C.不确定 Not sure 105 35.96% 

本题有效填写人次 292  

5.您自己是否有学习音乐方面的经历?   [单选题] 

Do you have any experiences of learning musical skills? 

选项 小计 比例 

A.有 Yes 40 11.8% 

B.没有 No 299 88.2% 

本题有效填写人次 339  

6.您在家会经常和孩子一起听音乐吗?   [单选题] 

Do you listen to music with your child at home? 

选项 小计 比例 

A.经常听 Often 168 49.56% 

B.偶尔听 Sometimes 161 47.49% 

C.不听 No 10 2.95% 

本题有效填写人次 339  

7.如果您经常与孩子在家听音乐, 都是听哪些音乐?   [多选题] 

If yes, what kind (type) of music do you usually listen to? 

选项 小计 比例 

A.儿歌 Children’s songs 305 92.71% 

B.流行 Popular music  89 27.05% 

C.英文歌曲 English songs 68 20.67% 

D.古典音乐(钢琴曲/交响乐) 

    Classical music(piano) 
65 19.76% 

E.其他 Others 24 
7.29% 

Cartoon songs: 1; 

本题有效填写人次 329  
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Appendix 14: Some Video and Audio Clips from the Fieldwork 

1. Video clip of music in example lesson 3 in K5: 

2.The audios of songs in example lesson 4: 

(1) “Hello Song”    

(2) “Soldier’s Music” 

(3) “Goodbye Song” 
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3. Video clip of music in morning exercises in K1 

4. The audios of songs in afternoon exercises in K6 

(1) English song “Penguin’s Game”  

(2) Children’s song “Growth Gymnastics”  

5. The audio in music area activity in K12  

 

6. The audio of children practiced the song “Macao” for the performance in K9  

 

7. The audio of “Seaweed Dance”, children danced with this song in K2 
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8. A children’s song was used to inform children that the area activities were over in K2 

 

9. The audio of songs when children wait in K1 

 

10. The audio of a nursery rhyme when children wait in K6 

 

11. The audios of songs played when children come and leave school 

(1) Children’s song “Drop the Handkerchief”  

(2) Piano music “Rondo Alla Turca”  

(3) English song “Do You Like Broccoli Ice Cream” 

(4) English song “Move Your Body” 
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