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ABSTRACT

This study aimed at exploring Music teaching in the integrated Expressive Arts curriculum in

Malawi primary schools. The study was inspired by the general challenges associated with

subject integration such as ineffective teaching and content dilution. The research focused on

three objectives: to assess the perceptions of teachers on how they were prepared in their pre-

service teacher training to teach Music in the integrated Expressive Arts curriculum; to

examine the challenges which teachers face in teaching Music in the integrated Expressive

Arts curriculum and to explore how Music can be effectively taught in the integrated

Expressive Arts curriculum. Utilizing Stufflebeam's Context Input Process Product (CIPP)

model, Lingard et al.'s theory of Productive Pedagogies and Shulman’s Pedagogical Content

Knowledge (PCK) as the theoretical frameworks, the study employed an interpretivist

research paradigm and a case study design. It followed a qualitative approach and data was

collected from four primary schools in Euthini Zone of Mzimba North District, where 4 Head

teachers, 4 Section heads, 8 teachers and 48 learners were involved in the study. Data was

analysed thematically using deductive and inductive approaches.

The study’s findings show that teachers were ineffectively prepared in their pre-service

training to teach Music in the integrated Expressive Arts curriculum. Consequently, Music in

the integrated Expressive Arts curriculum is ineffectively taught due to the challenges which

teachers face such as teachers’ inadequate understanding of Musical concepts, resource

limitations, teachers inability to adapt Music lessons to address learner diversity, teachers

lack of use of effective methods in assessing learners, ineffective use of Music specific

teaching strategies and inadequate official time allocated to the teaching of Music. In order

for Music to be effectively taught in the integrated Expressive Arts curriculum, the study has

found that there is need to work on a number of areas, for example provision of adequate

teaching and learning resource materials for Music. The study recommends that Ministry of

Education (MoE) needs to revise the way Music teachers are trained so that Music in pre-

service teacher training is handled by competent Music educators in order to improve the

training of Music teachers in Malawi.

Key words: Music teaching, integrated Expressive Arts curriculum, effective teaching,

content dilution.
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CHAPTER 1: ORIENTATION TO THE STUDY

1.1 Preamble

This chapter introduces the study. The chapter is divided into seven sections, each addressing

a key aspect of the study. The first section provides the background to the study, offering an

overview of the teaching of Music in the integrated Expressive Arts curriculum in Malawi.

The second section presents the statement of the problem, outlining the key challenges and

gaps that necessitated this investigation. Section three highlights the aim of the study, which

serves as the overarching goal guiding this research. Following this, section four identifies

the specific objectives that were used as parameters to frame the study’s investigation. The

fifth section details the rationale for the study, justifying its relevance in addressing critical

issues in the teaching of Music. Section six discusses the significance of the study,

emphasizing its potential contributions to educational practices and policy in Malawi. Finally,

section seven introduces the theoretical framework, which served as the lens through which

the study’s data was analysed. Together, these sections provide a comprehensive overview of

the study’s foundation and its academic and practical relevance.

1.2 Background to the study

In an effort to enhance the standard of education in Malawi, the government in collaboration

with the Malawi Institute of Education (MIE) initiated primary school curriculum reform in

2001, which was executed in 2007. The Primary Curriculum and Assessment Reform (PCAR)

aimed to enhance educational quality by rectifying the deficiencies of the preceding

curriculum. The previous curriculum was criticized for its content overload, offering an

extensive array of study subjects, and prioritizing examinations over a learner-centred

approach to teaching and learning (Khomani, 2003).
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The review of the curriculum brought in several changes notable to this study including the

reduction of subjects from thirteen to nine and the integration of Music in Expressive Arts

subject. In the previous curriculum, Music was a standalone subject and it was taught

separately just like any other subject. However, in the new national curriculum, Music is

taught under the integrated Expressive Arts which employs themes such as body movements,

cultural expressions, multicultural performances, and dance, intertwining various components

which were previously standalone such as Creative Arts, Physical Education, Music, Drama,

and Dance. In the integrated Expressive Arts subject, a teacher has to master all the

components of the subject. As observed by some educationists, for example, Hoadley (1994),

integration has so many challenges among which include content dilution. Therefore, the

researcher was interested in investigating how Music is effectively taught in the new

integrated Expressive Arts curriculum in primary schools.

1.3 Statement of the problem

Traditionally, Music in Malawi’s primary schools was a standalone subject (Chirwa et al.,

2014). However, in the new curriculum, Music has been integrated with other previously

standalone subjects. Studies on integration, for example, Hoadley (1994) have shown that

integration has the challenge of diluting content in a subject. Allais (2007) notes that

conceptual structures of different forms of knowledge are not recognized in an integrated

curriculum and this leads to dilution of knowledge in the curriculum. Secondly, studies have

shown that integration poses the challenge of implementation because many teachers in the

world are trained to teach specialised standalone subjects and not integrated curricula. It is

against this background of the inherent challenges of integration, that this study was

conceived to investigate the effectiveness of the teaching of Music in the integrated

Expressive Arts curriculum. So far research on the teaching of Music in an integrated

curriculum is anecdotal. Although some research on Music education in Malawi was done by
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Chanunkha (2005) and Ligoya (2012), these studies were not on how the teaching of Music is

fairing in the integrated Expressive Arts curriculum. This study therefore was aimed at

addressing this knowledge gap.

1.4 Aim of the Study

The study aimed to examine how Music is taught in the integrated Expressive Arts

curriculum in Malawi primary schools.

1.5 Specific objectives

The specific objectives of the study were three-fold. These were to:

1. assess the perceptions of teachers on how they were prepared in their pre-service

teacher training to teach Music in the integrated Expressive Arts curriculum.

2. examine the challenges which teachers face in teaching Music in the integrated

Expressive Arts curriculum at primary school.

3. explore how Music can be effectively taught in the integrated Expressive Arts

curriculum.

1.6 Rationale for the study

The Malawi 2063 vision, replacing Vision 2020, aims to transform the country into a wealthy,

self-reliant, industrialized ‘upper middle-income country’ by 2063. According to the Malawi

2063 Vision, a key aspect for achieving this vision is human capital development, where

education is recognised as an essential tool in fulfilling the Malawi 2063 vision. The

researcher believes that Music education especially quality Music education, must be

recognized as crucial in building the desired Malawi by 2063. Music education must be taken

as a means to impart essential skills and knowledge for livelihoods, fostering benefits such as

song composition for public consumption. Aligning with Africa Agenda 2063 and the

Ministry of Education's goals, Music education is intended to preserve cultural practices,
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instil cultural appreciation, and cultivate respect for diverse cultures. Shapiro (2021)

highlighted Music's role in advancing Sustainable Development Goals (SDGs), underlining

its capacity to make a socio-economic and cultural impact. The study aimed to evaluate how

teachers impart Musical skills in primary schools thereby helping identify areas for

intervention by educational officials and stakeholders. This aligns with efforts to create a

culturally rich Malawi while contributing to SDGs like economic development.

1.7 Significance of the study

This study would be used as a reference for future researchers. The study has the potential to

enlighten scholars and educators on how best Music teaching should be done in Malawi’s

education system, especially at primary school. The study through its findings has explored

the teaching approaches and requirements for the effective teaching of Music. Of paramount

importance is the contribution that the execution of the study has made to the researcher’s

professional development as a practising Music educator.

1.8 Theoretical framework

The study employed the Context, Input, Process and Product model by Stufflebeam to

examine factors which influence the effective teaching of Music at the classroom level.

However, the CIPP model does not have a yardstick for evaluating the teaching at the

classroom level. The study therefore also used the theory of Productive Pedagogies as a

supplementary framework by Lingard et al (2001) to understand the process part (in CIPP

model) at the classroom level. However, Productive Pedagogies theory focuses much on

teaching approaches or methodologies. The theory itself also does not have a yardstick for

evaluating teachers’ knowledge of the subject matter of the subject which he or she is

teaching, as well as knowledge of selecting the most suitable methods for teaching specific
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topics. In order to have a yardstick for evaluating teachers’ knowledge of the subject matter

of topics in Music, this study also adopted the theory of Pedagogical Content Knowledge

(PCK) as put forward by Shulman (1986). Pedagogical Content Knowledge (PCK) is a

combination of two concepts, Content Knowledge and Pedagogical Knowledge. This refers

to teacher’s knowledge of the subject matter he/she is teaching and his/her knowledge of the

suitable and effective teaching methods for teaching that subject matter. Shulman discovered

that the teacher’s PCK develops in stages from a pre-service teacher to a novice teacher to an

experienced teacher.

1.8.1 The CIPP model

The CIPP model, an acronym for Context, Input, Process, and Product, was introduced by

Stufflebeam in 1983 and has been used widely to evaluate educational curriculum reforms.

This model stands out for its holistic approach, systematically evaluating context, input,

process, and output of a curriculum reform from various perspectives. Its unique focus on

contextual evaluation in the evaluation of teaching and learning distinguishes it from other

models (Stufflebeam 2007).

The first phase in the CIPP model is context evaluation. Context evaluation deals with

understanding the environment in which a curriculum is being implemented. The

environment may include the socio-economic, cultural, infrastructure and educational status

of the community in which the curriculum is implemented for example the availability of

electricity which is essential for electric Musical instruments.

The second phase is input evaluation. Input evaluation concentrates on reviewing the

human and material resources put in place for implementing the curriculum (Stufflebeam,
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2007). In this study, Input evaluation involved investigating the availability of qualified

Music teachers for effective teaching of Music.

Process evaluation constitutes the third phase and it focuses on analysing how the

curriculum is put into practice and delivered at classroom level. It involves observing its

execution in classrooms, teacher-student interactions, teaching methods, and the degree to

which learning objectives are achieved (Stufflebeam, 2007).

The final phase of the CIPP model is product evaluation which refers to the outcomes of the

curriculum implementation process. In this study, the product should be understood as the

knowledge, skills, attitudes, and values that learners acquire after studying Music within the

integrated Expressive Arts curriculum. This includes learners’ ability to perform, appreciate,

and apply musical knowledge creatively and meaningfully (Stufflebeam, 2007).

1.8.1.1 Application of Context, Input, Process, Product Model

The study used the CIPP model, as alluded to earlier in the previous section, to identify the

exact or specific factors which influence the teaching of Music in the integrated Expressive

Arts curriculum. The researcher was guided in finding out the factors which affect the

teaching of Music in terms of context, input, process or product. Using this model, it was

easy to spot where the problem of effective teaching of Music arose from.

1.8.2 Theory of Productive Pedagogies

This study also used the theory of Productive Pedagogies (PP) developed by Lingard et al.

(2001) at the University of Queensland, Australia as a supporting theoretical framework.

Productive pedagogies is an educational framework designed to assess and improve teaching

and learning by emphasizing classroom practices that foster deep thinking, inclusion, and
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meaningful engagement. It centres on four main elements: intellectual quality, relevance to

real-world contexts (connectedness), a nurturing classroom climate, and respect for student

diversity (Lingard et al., 2001). This model encourages educators to promote critical thinking,

relate lessons to learners' lived experiences, build supportive learning environments, and

address cultural and social differences. Ultimately, the goal is to ensure that learning

experiences are both impactful and accessible for all students.

The theory of Productive Pedagogies was used in the study to support the CIPP model.

Productive Pedagogies were mainly used to guide the process element of the CIPP model to

evaluate the teaching of Music in the classroom (Lingard et al., 2001). The theory of

Productive Pedagogies was used to evaluate the quality of Music lessons within the

classroom because the CIPP model has a shortfall in that it does not have the yardstick for

evaluating the quality of teaching in the classroom. Therefore, Productive Pedagogies was

used as a yardstick for evaluating the quality of Music lessons in the classroom.

In this study, two elements of Productive Pedagogies were used to evaluate the quality of

Music lessons in the classroom. The first element is the Intellectual quality of lessons

(Lingard et al., 2001) which has indicators such as higher-order thinking, deep knowledge

and deep understanding. The researcher investigated the presence of these indicators in Music

lessons, for example, higher-order thinking was assessed by finding out whether learners

were required to manipulate information and ideas to arrive at new meanings. Deep

knowledge was assessed by enquiring if the lessons covered central ideas and Music concepts

in any depth, detail or level of specificity, and finally, deep understanding was assessed by

investigating whether the work and responses of the learners demonstrated a deep

understanding of Musical concepts and ideas.
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The second element of Productive Pedagogies which was used to evaluate the quality of

Music lessons was a Supportive Classroom environment (Lingard et al., 2001). Here, the

study also focused on three indicators which include Engagement of learners in Music

lessons and Social support of teachers to learners. In finding out whether the lessons had the

stipulated indicators the study engaged in specific activities. For example, the evidence of

engagement of learners in Music lessons was assessed by checking whether learners were

engaged in tasks, whether they were attentive to doing the assigned work, whether they were

contributing to group tasks and whether they were assisting each other in those groups. The

presence of social support in Music lessons was investigated through the availability of

Social support and conducive classroom environment.

1.8.2.1 Application of Productive Pedagogies Theory

In this study, Productive Pedagogies, particularly the element of Intellectual quality was used

to investigate the approach to teaching Music by teaching the Music theory, for example,

Music concepts like staff notation and Musical notes. The element of a supportive learning

environment was used to investigate the extent to which teachers made efforts to support the

learning of those learners who were finding challenges in learning Music, especially the

Music concepts such as staff notation
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Table 1.1: Productive Pedagogy dimensions, items and key questions addressed

Dimension Indicator Key questions asked to detect the presence of the
indicator

Intellectual
quality

Higher order
thinking

 Are learners required to manipulate information and
ideas to arrive at new meanings?

 Is critical analysis occurring?
 Are learners required to combine facts and ideas to

synthesise, generalize, explain, hypothesise or arrive at
some conclusion or interpretation?

Deep knowledge  Does the lesson cover central ideas and concepts in any
depth, detail or level of specificity?

Deep
understanding

 Do the work and responses of the learners demonstrate
a deep understanding of concepts or ideas?

Supportive
classroom
environment

Engagement  Are learners engaged in tasks?; are they attentive, doing
the assigned work, contributing to group tasks and
helping peers?; Or are they sleeping, daydreaming,
making noise or otherwise disrupting the class?

1.8.3 Theory of Pedagogical Content Knowledge

The study also utilised the theory of Pedagogical Content Knowledge as conceptualised by

Shulman (1986). Shulman (1986) introduced the concept of Pedagogical Content Knowledge

(PCK) to highlight the essential integration of subject matter expertise and teaching methods

required for effective instruction. He argued that good teaching is not solely about

understanding the content, but also about knowing how to convey it in a clear and engaging

manner. PCK refers to a teacher’s capacity to adapt subject content into teaching strategies

that align with learners’ existing knowledge, address potential misunderstandings, and meet

diverse educational needs. The theory underscores that effective teaching demands both deep

content knowledge and the ability to teach it in ways that suit the learning context.

1.8.3.1 Application of the Pedagogical Content Knowledge Theory

To provide a framework for evaluating teachers’ understanding of Music content and their

instructional practices, this study adopted Shulman’s (1986) theory of Pedagogical Content
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Knowledge (PCK). The theory was instrumental in assessing how well teachers combined

their knowledge of Music as a subject (content knowledge) with appropriate and effective

strategies for delivering that content (pedagogical knowledge). In the context of this study,

PCK was used to examine the extent to which Expressive Arts teachers demonstrated both an

understanding of Music concepts and the ability to teach those concepts in ways that are

meaningful to learners. The theory also guided the analysis of teacher development,

recognising that PCK evolves through stages ranging from pre-service preparation to novice

experience and eventually to professional expertise.

1.9 Chapter summary

In this chapter, a brief introduction to the study has been presented. The study has delved into

the general background to the study highlighting the genesis of integration of Music into the

Expressive Arts curriculum components in Malawi. The statement of the problem, objectives

of the study, theoretical framework, purpose and significance of the study have also been

presented in the chapter. The next chapter reviews the relevant literature of the study.
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CHAPTER 2: LITERATURE REVIEW

2.1 Chapter Introduction

This chapter reviews some of the literature that is relevant to this study. A literature review is

an attempt to interpret and synthesise what has been studied, researched and published in an

area of interest (Aleman, 1999). This definition of literature review and the specific

objectives of the study acted as a guide in the creation of the content of this chapter. The aim

of this piece of research was to examine how Music is taught in a new curriculum. Since the

study focusses on the teaching of Music in a revised or reformed curriculum, this chapter,

therefore, discusses what has been researched and studied on in the area of curriculum change

globally and in Malawi. The chapter also discusses what has been studied and researched on

in the area of Music, including challenges facing the teaching of Music locally, regionally

and internationally and ways of teaching Music effectively.

2.2 Curriculum change

Various scholars have offered different interpretations of the concept of curriculum.

Buthelezi (2016) defines curriculum as the educational content delivered within schools or

any institutional setting, specific course, or program. Another perspective comes from Van

den Akker, Fasoglio, and Mulder (2008), who characterize curriculum as a designated path of

learning to be followed by schools, courses, or programs within an educational context where

learning is a fundamental activity. Van den Akker, et al (2009) elaborate further, describing

curriculum as a learning plan operating at five levels: supra (international), macro (national),

meso (institutional), micro (teacher), and nano (student). In the South African context, the

national curriculum is formulated centrally and then delegated to schools for implementation

(Khoza, 2015). Fomunyam (2014) and Khoza (2016) assert that curriculum encompasses

what learners should know, their abilities, the instructional methods, assessment criteria, and
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the organizational structure of the education system. This implies that the curriculum includes

the policies, assessments, and content provided by the National Education Department for

implementation in schools. The present study aligns with the definition presented by Khoza

and Fomunyam (2014).

2.2.1 Curriculum change in Britain

Curriculum change in Britain has been an ongoing process influenced by various educational,

societal, and political factors. Historically, shifts in the curriculum have reflected changing

educational philosophies and societal needs. One notable change occurred with the

introduction of the National Curriculum in the late 1980s, aiming for a standardized

framework across key subjects in schools. This initiative aimed to ensure a more uniform

educational experience for students while outlining essential learning objectives and content.

Moreover, subsequent revisions and reforms have been implemented to adapt the curriculum

to evolving educational theories and societal demands. For instance, there have been efforts

to integrate modern technological advancements, foster critical thinking skills, and promote a

more inclusive and diverse curriculum that acknowledges different cultures and perspectives

(Nollmeyer and Wig, 2022). Recent curriculum changes have also aimed to emphasize skills

development alongside traditional academic knowledge, focusing on preparing students for

an increasingly dynamic and globalized world.

In Britain, integrated curriculum approaches have gained traction as educational paradigms

evolve to meet the demands of a rapidly changing world. Integrated curriculum refers to a

holistic approach that transcends traditional subject boundaries, aiming to connect various

disciplines and real-world contexts within the educational framework (Nollmeyer and Wig,

2022). While not universally adopted, there have been initiatives to integrate subjects like

science, technology, engineering, arts, and mathematics (STEAM) to foster interdisciplinary
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learning and problem-solving skills. This approach emphasizes connections between subjects,

encouraging students to apply knowledge across diverse areas and encouraging creativity and

innovation (Nollmeyer and Wig, 2022).

Britain’s education system has historically influenced Malawi’s due to colonial ties. Many of

Malawi’s curriculum frameworks, teacher education models, and examination systems were

initially modelled after the British system. Therefore, understanding curriculum reform in

Britain provides insight into the origins and evolution of curriculum change in Malawi.

2.2.1 Curriculum Change in South Africa

According to Naidoo (2014), the South African government through the Minister of

Education in the 1990s responded to public concerns by initiating a reassessment of the

Outcomes-Based Education (OBE) system, which was introduced as part of the Curriculum

2005, also known as the National Curriculum Statement (NCS). Naidoo (2012) contends that

OBE aimed to revolutionize South Africa's pedagogy and ideology by catering to the diverse

needs of students, irrespective of their environment, ethnicity, or economic background. The

committee appointed to evaluate the curriculum highlighted issues in its implementation

(Naidoo, 2012). Consequently, various modifications were made during the curriculum

review, with a noteworthy change being the renaming of Arts and Culture to Creative Arts in

the new curriculum. This adjustment implied that, in the revised curriculum, traditional

African Music would be addressed within the learning area of Creative Arts. In the updated

Curriculum and Assessment Policy Statement (CAPS), it is specified that the Creative Arts

subject offers exposure to and exploration of various art forms, encompassing dance, drama,

Music, and visual arts (including design and crafts). The primary objective of the Department

of Basic Education's Creative Arts learning area is to nurture learners as creative and

imaginative individuals who can both appreciate the arts and possess fundamental knowledge
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and skills to engage in artistic activities (Naidoo, 2012). Additionally, the aim is to prepare

these learners for potential further study in their chosen art forms, such as drama, Music,

dance, and visual arts, during the Further Education and Training phase (FET).

South Africa, on the other hand, represents a regional context with a history of dynamic and

large-scale curriculum reform, especially in the post-apartheid era. Given its proximity and

shared socio-economic and cultural challenges with Malawi, South Africa's curriculum

reform journey offers relevant lessons in terms of inclusivity, integration of indigenous

knowledge systems, and learner-centred approaches.

These two countries were selected based on their historical, regional, and pedagogical

relevance to Malawi’s curriculum discourse, rather than a comprehensive global comparison.

2.2.3 Curriculum change in Malawi

Upon gaining independence in 1964, Malawi recognized the necessity for a comprehensive

reform of its curriculum to align with the needs and challenges of a sovereign nation

(Kabwila, 1995; Lowe, 2008). The curricula inherited from the colonial era were found

inadequate in addressing the specific requirements of an independent Malawi. The demand

was evident for a curriculum that catered to the country's needs, including the preparation of

professionals such as agriculturalists, carpenters, engineers, social specialists, community

workers, teachers, nurses, and construction workers. After introducing its inaugural

Educational Plan in 1973, Malawi underwent a comprehensive primary curriculum revision

in 1982 to enhance educational quality. A notable aspect of the 1982 curriculum is that Music

was one of the standalone subjects. Other standalone subjects included Agriculture,

Chichewa, English, Creative Arts, Social Studies, Mathematics, Physical Education,

Religious Studies, Bible-Knowledge and Needlecraft. However, widespread discontentment
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arose with the 1982 curriculum due to its excessive academic focus and orientation toward

examinations (Kabwila, 1995; Khomani, 2005) and that there was an overload of subjects,

leading to substantial content overlaps. The curriculum's design emphasized examinations

and placed the utmost emphasis on cognitive skills, neglecting the development of social or

practical skills.

In 2007, the Ministry of Education (MoE) in Malawi initiated a national curriculum and

assessment reform, recognizing that altering the policy on external examinations is a crucial

factor for substantial change in the education system. The government's Second Education

Plan, spanning the years 1985-1995, just like its predecessor, aimed to enhance the quality of

education in alignment with the country's needs. A primary focus was placed on improving

the quality of education through the reassessment of the 1982 curriculum. The rationale

behind this review was to shift emphasis toward practical skills, enabling Malawian citizens

to engage in self-employment and entrepreneurship (Chirwa et al 2014).

In 1994, the shift from a one-party dictatorship to a multi-party government in Malawi

triggered the need for another curriculum reform. In 2001, the Malawi Ministry of Education

and Vocational Training, in collaboration with the Malawi Institute of Education, launched a

national primary curriculum and assessment reform (Chirwa et al 2014). The proposed

curriculum overhaul in 2001, termed the 'Curriculum and Assessment Framework,' was

implemented in 2007.

Although Malawi experienced curriculum change in primary school, it must be noted that the

place for Music has not been stable. The 1973 to 1985 post-colonial period which had its first

education plan and the 1985 to 1995 curriculum which contained the second educational plan,

Music was a standalone subject. However, the 2001 to date curriculum which was reformed

through PCAR, integrated Music into Expressive Arts (Chirwa et al 2014). Therefore, there
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should be no concern that the researcher is investigating the effectiveness of Music teaching

in the integrated Expressive Arts curriculum in Malawi which has a different layout than the

previous curriculum.

2.3 Concept of Integrated Curriculum

Malik and Malik (2011) characterized integration as the arrangement of instructional content

to unite subjects typically taught in isolation. According to Campbell and Henning (2010), an

integrated curriculum revolves around the exploration of problems and issues relevant to

students. Shriner, Schlee, and Libler (2010) posited that an integrated curriculum employs

skills and terminology from multiple subject areas to investigate a central theme. Beane

(1997) argued that an integrated curriculum aims to enhance personal and social integration

by organizing the curriculum around significant problems and issues, identified

collaboratively by educators and students, without adhering to subject-area boundaries.

Integrative strategies for science, technology, engineering, and mathematics (STEM) were

defined as approaches that establish connections between teaching and learning across two or

more STEM areas or between STEM and another academic subject (Becker & Park, 2011).

The primary objective of an integrated curriculum is to establish a student-centred approach

that actively involves students, enhances their learning, and fosters increased interest in the

subject matter. Emphasis is placed on developing higher-order thinking skills, promoting

cooperative learning, and considering the values of fellow students. Collaboration between

students and teachers is encouraged to design lessons addressing social issues and individual

student concerns (Vars, 2001). Through an integrated curriculum, students have the

opportunity to discern the meaning and purpose of the material. Mustafa (2011) asserts that

an integrated curriculum plays a crucial role in preparing children for lifelong learning. It
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enables students to connect their classroom experiences with the real world, allowing them to

make sense of their own life experiences.

According to Malik and Malik (2011), the development of an integrated curriculum involves

12 steps. Although their suggestions were primarily directed at higher education professors,

they are also applicable to teachers in elementary and secondary schools. The twelve steps

are as follows: (1) train the staff members, (2) determine the scope of integration, (3) choose

the level of integration, (4) plan for both vertical and horizontal integration, (5) establish

working groups and clarify their responsibilities, (6) define learning outcomes, (7) identify

the contents, (8) create themes, (9) develop a comprehensive timeline, (10) select assessment

methods, (11) communicate with students and staff, and (12) commit to re-evaluation and

revision. These suggestions have the potential to lead to a successful integrated curriculum

for all parties involved.

Harrell (2010) outlined four modes of curriculum integration. Fusion which involves bringing

together two separate disciplines, while incorporation adds one curriculum element to another.

Correlation establishes connections between two different subjects, and harmonization unifies

different elements of the curriculum that can work together. Additionally, Mustafa (2011)

identifies three models of curriculum integration: (1) interdisciplinary, (2) problem-based,

and (3) theme-based. In the interdisciplinary model, subjects are grouped in time blocks, and

students are assigned to a team of teachers. The problem-based model addresses issues in

different subject areas, and in theme-based education, a chosen theme is discussed, allowing

students to link objectives and goals from different subject areas. Integration can occur within

learners, across learners, and within disciplines.

When formulating an integrated curriculum, it's crucial to consider three foundational aspects:

(1) psychological, (2) sociological, and (3) philosophical (Vars, 2001). The psychological
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foundation encompasses students' motivation to learn, emphasizing that when the curriculum

is connected to students' lives, their learning is more effective. This foundation takes into

account students' needs, problems, concerns, interests, and desires, ultimately contributing to

the development of higher-order thinking skills. The sociological foundation involves

incorporating concepts and processes from various subject areas, strategically organized

within carefully designed units. The philosophical foundation provides a framework for

values, serving as a core for learning. These values are deemed significant and essential for

all citizens in a democratic society.

2.4 History of Music Education

Music education involves the instruction and learning of Music. Different countries have

variations in terms of the level or status of Music education. The following sub-sections

analyse the history of Music education in different countries.

2.4.1 Music Education in Britain

Music education in Britain has a rich heritage dating back centuries, evolving in tandem with

social, cultural, and educational developments. Historically, the provision of Musical

instruction was primarily confined to the privileged elite, often receiving private tutoring in

Music theory and performance. The establishment of choir schools and cathedral Music

programs during the medieval period laid the groundwork for formalized Music education.

The founding of institutions such as the Royal Academy of Music (1822) and the Royal

College of Music (1882) marked significant milestones in the professionalization of Music

education, aiming to cultivate Musical talent and provide structured instruction.

Throughout the 20th century, Music education in Britain underwent substantial changes. The

implementation of the 1944 Education Act marked a pivotal moment by advocating for

widespread access to arts education, including Music, in state-funded schools. However,
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subsequent decades witnessed fluctuations in the prioritization and funding of Music

education within the national curriculum. Recent years have seen debates and initiatives

aiming to ensure comprehensive and inclusive Music education for all, emphasizing the

importance of Music's role in cultural expression, personal development, and academic

achievement (Elliott & Silverman, 2015; Woodford & Murray, 2020).

2.4.2 Music Education in South Africa

Music education in South Africa has a rich and multifaceted history deeply intertwined with

the country's socio-political landscape. Historically, indigenous Music and Musical practices

were intrinsic to various African cultures across the region. However, formalized Western-

style Music education began to take shape during the colonial period. Missionaries played a

pivotal role in introducing Western Musical concepts and pedagogy alongside religious

teachings. This early introduction laid the groundwork for the subsequent development of

structured Music education within South Africa.

The apartheid era significantly impacted Music education, with policies segregating

educational institutions along racial lines. The Bantu Education Act of 1953 enforced

separate and inferior education for Black South Africans, limiting their access to quality

Music education. This led to disparities in resources, opportunities, and curricular offerings

between racially divided schools. Despite these adversities, Music remained a powerful tool

for resistance and cultural preservation within oppressed communities, fostering resilience

and identity. Post-apartheid, efforts have been made to address these disparities, aiming to

create more inclusive and equitable Music education opportunities for all South Africans

(Kallaway, 2008; Van der Walt, 2016).
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2.4.3 Music Education in Malawi

In Malawi, its origins are credited to early missionaries who introduced it during the pre-

colonial era. Afterwards, the post-colonial government reintroduced Music education into the

general curriculum in 1964. Official recognition came in 1995 during a Secondary School

Curriculum Review Symposium attended by traditional chiefs, the public, academicians and

policymakers (Chanunkha, 2005). However, since its inception, Music education has

encountered significant challenges rooted in history. Chanunkha (2005) attributed these

problems to Western imperialism and Darwinism, stating that the education system brought

by European Christian missionaries excluded indigenous Music education. Missionaries

deemed indigenous Music as primitive and not worthy of study. Chanunkha (2005) notes

hurdles such as a shortage of qualified teachers, inadequate educational resources in schools,

and the classification of Music as an elective and non-examinable subject, all impeding

Music education in the country. Currently, Music in primary schools in Malawi is not taught

as an independent subject but as an integrated subject with other arts-related subjects in

Expressive Arts. Music, in Expressive Arts offers learners ample opportunities for creativity,

inspiration, and enjoyment. Engaging in Musical performance and composition, analysing

diverse Musical pieces, and recognizing their cultural significance enriches students' lives,

promoting personal, intellectual, and social growth (MIE, 2014). Active participation in

Music-making, alongside developing skills and understanding, prepares them for a lifelong

appreciation of Music.

2.5 The benefit of Music to human life

Paige (2005:52) underscores the profound importance of arts education, highlighting that the

arts form an indispensable component of a comprehensive, successful, and top-tier education.

They significantly contribute to enhancing individuals' intellectual, personal, and social
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development. According to Paige, "The arts offer a diverse and immersive curriculum that

nurtures students' capacities for critical thinking, rationalization, and cultural

comprehension." In a persuasive argument supported by scientific evidence, Jensen (2002)

contends that the arts might face challenges as their benefits to learners may only become

apparent after a prolonged period. Similarly, Bresler (1996) notes that despite their immense

value to learners, the arts often play a subordinate role to academic disciplines.

Mans (1998:374) highlights the significance of Music and dance traditions in reforming arts

education in Namibia, employing the term "ngoma," commonly used in various Bantu

languages. This term encapsulates the comprehensive interrelationships among Music, dance,

other artistic expressions, society, and vitality. Mans underscores the value of arts education

by noting that "ngoma" embodies extensive utilisation of oral and kinaesthetic teaching

methods within a communal performance setting. Jensen (2002e) similarly emphasizes the

importance of kinesthetic arts, noting that a robust kinesthetic arts program activates multiple

systems within students' brains. These arts encompass dramatic forms such as dance, drama,

mime, and theatre, along with industrial aspects like sculpting and design.

Additional perspectives highlight the advantages of arts education, focusing on the

development of learners' creativity, perception, comprehension of life, cultural identity, and

societal position (Paige, 2005:385). Jorgensen (1996:36) shares this sentiment, noting that

"the arts offer a means to inspire hope and envision a more compassionate society." The

South African Revised National Curriculum Statement Grades R-9 for Arts and Culture

echoes these benefits. The curriculum, rooted in outcomes-based education, acknowledges

that the arts enable learners to identify and resolve problems, make decisions using critical

and creative thinking, collaborate effectively in teams, and communicate proficiently through

visual, symbolic, and/or linguistic skills (South Africa, 2002:1).
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In the Malawian context, the benefits of Music education cannot be overemphasised.

Chanunkha (2005) argues that the Ministry of Education and the Malawi National

Commission for UNESCO (1996:8, 13) report that approximately 89% of yearly school

leavers join the workforce. However, Malawi struggles to absorb this workforce due to

limited job opportunities within the formal sector. Consequently, many school leavers turn to

various income-generating endeavours like tailoring, bricklaying, carpentry, weaving, street

vending, and machinery fitting. The income generated from these activities tends to be

modest and irregular. Consequently, some Malawians who completed primary education feel

that having received a Music education would have better equipped them to secure a more

sustainable income.

In the pre-colonial and colonial periods, the educational focus on Music within ethnic

societies didn't acknowledge the intellectual, emotional, and physical benefits it offers. Ethnic

Music engages Musicians in intellectual, emotional, and physical activities, all products of

mental engagement. Chanunkha (2005) highlights that tuning the nsasi instrument demands

critical listening, essential for an artist to achieve desired pitches. This listening depends on

aural sensitivity, transmitting sound impressions to the artist's mind, emotions, and body,

resulting in physical action, emotional response, and mental processing. These creative

practices in ethnic Music expand human thoughts and feelings. Integrating ethnic Music into

classroom education could enhance children’s intellectual and physical development, meeting

societal aspirations.

In Malawi, there’s concern about moral decline, attributed to the diminishing societal morals

or their lack of practice. Discussing the Gundete masked dance and the song "Asekeni,"

Chanunkha (2005) notes their roles in reminding the Chewa and Yao people respectively of

their societal morals. Music serves as training to instil discipline, good parenthood, and

citizenship in ethnic societies. This Music-based moral teaching fosters desirable societal
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values. Modern Music education could similarly benefit by incorporating indigenous Music's

social values.

The ngoma dance of the Maseko Ngoni celebrates weddings and serves political functions,

uniting people of diverse ethnic backgrounds. Such dances symbolize unity during weddings,

where different societal groups merge through shared songs, rhythms, melodies, and dance.

The Malawi Education and Water Foundation (2000:4) emphasize how Music and dance

foster unity in diversity.

At political gatherings, the singing of the national anthem, "God Bless Malawi," unites

individuals from varied ethnic backgrounds, fostering a sense of collective ownership. This

aligns with Malawi's educational policy goals, emphasizing citizenship skills such as unity,

truth, justice, discipline, and respect for each other. Music in classroom education inspires

unity and a common purpose among children echoes these desirable goals.

2.6 Preparation of teachers in pre-service teacher training to teach Music

As regards to the preparation of teachers in the pre-service teacher training to teach Music,

Chipungu et al. (2010) observe that teachers are poorly trained at the Teacher Training

College consequently they face challenges in teaching Music effectively. Chipungu notes that

teachers are trained by lecturers who specialised only in two of the components of Expressive

Arts. These lecturers either graduated as Music majors or Creative Arts minors or Physical

Education majors and Creative Arts minors. Chipungu argues that when sent to TTCs, these

lecturers do not teach Expressive Arts competently. They only focus on the areas where they

are strong. According to Chipungu, this is reflected by the teacher-trainees who handle

Expressive Arts in primary schools in that they also side-line other components of Expressive

Arts where they are not confident to teach.
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Ligoya (2011) notes that in Malawi there were interventions by organizations like Pan

African Society for Music Arts Education (PASMAE), Centre for Indigenous African

Instrumental Music and Dance of Africa (CIIMDA), and Music Crossroads International who

made positive strides in training Music teachers and promoting indigenous Music and

Western theory in Malawi. The Pan African Society for Musical Arts Education (PASMAE)

and the Centre for Indigenous African Instrumental Music and Dance of Africa (CIIMDA)

implemented in-service training programs for both teachers and students, exerting a positive

influence on Music education. These programs encompassed instruction in Western Music

theory, indigenous Music practices and philosophy, as well as research methods. Teachers

were not only equipped with these skills but also supported in forming their own Musical

Arts Action Research Teams (MAT-cells) and organizing regional festivals for children and

similar activities. These interventions by several stakeholders should be understood as efforts

to prepare teachers in Malawi for the effective implementation of Music teaching in

Malawian curricula. The issue of training is key in the implementation of Music teaching

because effective teaching can only be done by people who have received proper and quality

training. Moreover, being a technical subject, Music requires experts in the field to teach it.

However, despite taking these strides to train Music teachers, participants in the workshops

mentioned were of the view that the way they were trained was inadequate because the

duration of the training was short. Musical concepts need time to be internalised.

In South Africa, teachers perceived the training to be inadequate even before the new

curriculum was devised or put into practice. They felt ill-equipped, stating they lacked the

necessary skills to teach one Musical practice, let alone integrate Music from diverse African

cultures (Van Niekerk, 1997, p. 267). To effectively support teachers in the complex learning

area of Arts and Culture, it's crucial to establish improved cooperation and communication

between policymakers, teacher-training universities, and schools. Phuthego's proposed study
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in 2007 highlighted that teacher training in arts education doesn't adequately prepare students

for an integrated curriculum. During their training, students might take specific courses in

Music, art, design and technology, or physical education, but there's a lack of integration

among these different art subjects.

2.7 Challenges facing the teaching of Music

Strumpf (2001) notes that obstacles like the absence of materials such as Musical instruments

and the presence of poorly motivated and inadequately trained teachers are widespread in

Malawi. In conjunction with these difficulties, Chanunkha (2005) notices that there is the

marginalization of Music as a subject and the omission of indigenous content in the

curriculum, despite policy mandates advocating for its inclusion. Given the nature of the

challenges outlined, it is likely to require several years for Malawi to implement the essential

changes in Music education. These changes would need to be initiated at the policy level and

extended down to the grassroots or classroom level.

Vermeulen (2009) highlights several obstacles encountered by educators when teaching

Music in South Africa. One issue involves the necessity to amalgamate four distinct art forms

into a single learning domain. Another challenge arises from the limited training of teachers

in multiple art forms. In the Foundation phase, generalist educators often neglect the

inclusion of Music Education, marking a third challenge. The unequal distribution of time

among various art forms stands as the fourth obstacle in implementing Music within the

integrated arts and culture subject. The fifth challenge pertains to insufficient resources and

venues essential for Music Education, including a shortage of proper equipment. Furthermore,

a significant deficiency exists in communication between policymakers and schools

(Vermeulen, 2009). Teachers struggle due to minimal departmental support aimed at
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enhancing the standards of Music Education. The intricate nature of the curriculum demands

considerable time investment from educators for assessment purposes. Lastly, insufficient

and inadequate resources, such as books and CDs, pose a challenge in effectively

implementing Music Education.

When it comes to equipping student-teachers to incorporate Music into the integrated arts and

culture subject, several challenges arise. These include an excessive focus on training in

separate arts disciplines, inconsistent approaches to integrated arts education, overwhelming

demands within integrated arts programs, inadequate communication among different

universities, limited dialogue between universities and policymakers, and insufficient

engagement between universities and schools (Vermeulen, 2009). Moreover, the absence of a

standardized curriculum for training students in Music and Arts Education compounds these

challenges. Consequently, these difficulties significantly impede the effective teaching of

Music.

Regarding resources for teaching and learning the arts and culture curriculum, there exists an

inconsistency in the quality of commercially available books specifically tailored for Arts and

Culture. The sections dedicated to Music within these books are frequently authored by

individuals who are not specialized in Music Education, leading to limitations. These

resources commonly lack accompanying sound materials like CDs. Additionally, the thematic

content often emphasizes superficial connections between various art forms without

establishing a coherent progression of Music knowledge or concepts. There tends to be a

heavy emphasis on factual knowledge about Music rather than fostering actual Music-making

experiences (Vermeulen, 2009). Descriptions of Music-making activities are often

insufficient and vague, leaving educators without clear guidance. Moreover, these resources

frequently lack adequate information and activities related to African Music, which is a

significant omission in the curriculum.
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2.8 Effective teaching of Music

Vermeulen (2009) suggests several ways in which Music can be taught effectively using

South Africa as an example. Before diving into the proposed solutions, he observes that

teaching all four arts within a single learning area by one teacher does not uphold the

distinctiveness of each art form. As such he argues that the first preferable approach to the

effective implementation of Music in the arts and culture curriculum would be for schools to

appoint at least two specialists, specifically in Music Education and Visual Arts. The diverse

venues, equipment, and activities required for these art forms make it impractical for them to

be taught in the same classroom by a single teacher. Visual Arts often involve individual

work, while Music primarily revolves around group activities and collaboration. Considering

that movement and dance are integral to Music Education, the Dance component could be

integrated into Music activities. Ideally, Drama should be incorporated into language studies

as it enriches literacy and communication skills (Vermeulen, 2009). Moreover, the Language,

Literacy, and Communication areas receive the largest allocation of notional time among all

learning areas.

Secondly, whenever feasible, schools should employ Music specialists to teach Music

Education in the Foundation phase. In instances where Music specialists are assigned as

generalists in this phase, these teachers should ideally lead Music instruction for an entire

grade while other educators handle different disciplines in return (Vermeulen, 2009).

Alternatively, these teachers could serve as mentors supporting colleagues implementing

Music. Exploring team teaching methods in the Foundation Phase could also be beneficial.

Thirdly, careful consideration of time allocation is crucial and requires attention from school

principals and department heads to ensure adequate time is dedicated to Music Education.

While national policy allows only 8% of notional time to the entire learning area, this
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suggests that at least one 30-minute session per week should be devoted to Music Education.

School principals need to understand the negative impact on students when teachers from

different disciplines are tasked with teaching Music (Primos, 1993, p. 102).

Fourthly, educators should actively seek ways to incorporate hands-on Music-making

activities into their teaching plans. Emphasizing the development of Musical skills in students

should take precedence over solely gathering information about Music, as these informational

skills are adequately covered in other parts of the curriculum.

Fifthly, finding creative and innovative solutions to provide adequate equipment for Music

Education is essential. Adapting the curriculum's suggestion for learners to create homemade

percussion instruments could offer active Music-making opportunities for all students,

including those in the Foundation phase. This will alleviate the challenge of lack of resources

(Vermeulen, 2009).

Finally, teachers ought to be motivated to continuously enhance both their teaching abilities

and Musical competencies, recognizing that "teacher improvement rarely occurs by chance"

(Delport, 1996, p. 16). This improvement can be fostered through regular participation in

INSET (In-Service Education and Training) courses, where they can expand their capacity to

develop learning programs in line with the RNCS (South Africa. Department of Education,

2003b, Foreword).

The proposal suggests a specialized training approach for students, focusing primarily on one

of the main art forms or Visual Art. Additionally, these specialized students should receive

secondary training in the other primary art form, accompanied by a brief overview of Drama

and Dance. For Music specialists, a comprehensive education ensuring proficiency as

Musicians and in planning and conducting practical Music activities for groups of learners is

essential (Vermeulen, 2009). They should possess a robust understanding of various Music
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styles and genres to meet the demands of a diverse curriculum and multicultural educational

settings. Moreover, they need insight into methods enabling meaningful integration between

different arts while preserving the integrity of each art form.

Continuous interaction and feedback from graduates currently teaching Music and Arts

Education courses are vital to ensure the relevance and currency of course materials with

evolving school practices. Collaboration among lecturers specializing in discrete art forms

within an institution is crucial to excel in training students, emphasizing specialized skills

while fostering interdisciplinary connections across the Arts (Vermeulen, 2009).

Encouraging language lecturers to incorporate Drama into language studies can significantly

enhance and enrich their programs (Vermeulen, 2009). Universities should strive for

nationwide coordination in training students in Music Education as part of the Arts and

Culture learning area. Development of a standardized course tailored for Education students

specializing in Music Education within the Arts and Culture learning area should be a priority,

fostering consistency and quality in teacher training across institutions.

An urgent requirement exists for a Basal Integrated Arts Series tailored specifically to the

South African context. This necessity was initially identified in Music Education over two

decades ago (Van der Merwe, 1986, p. 133). Engaging key stakeholders in Music Education

and other Arts is crucial to amalgamating diverse expertise, ensuring a coherent progression

of concepts and activities. The primary emphasis for the Music sections within this series

should be the inclusion of sound materials (CDs), facilitating listening, singing, and other

Music-making activities.

Establishing a website dedicated to Music resources could be instrumental, offering songs,

Music activities, and networking opportunities for primary school teachers nationwide. This

platform could foster "idea factories," enabling teachers to exchange information, provide
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mutual support, and troubleshoot challenges encountered in their daily practices (Vermeulen,

2009). While acknowledging that most South African schools lack internet access or

computers, this service could be utilized by mentor teachers or Field Education Specialists

(FESs) to support schools in underserved areas during cluster meetings.

A graded songbook encompassing folk songs representing various cultures and languages in

South Africa would significantly aid teachers in selecting appropriate songs for Music lessons.

Particularly valuable would be a companion CD providing accompaniments for the songs

(backtracks). The Western Cape Education Department's compilation of such a songbook

(2008b), featuring songs in five languages along with an accompaniment CD, serves as an

inspiring project. Similarly, Junior College, a publication designed for Foundation phase

students and teachers with limited Musical backgrounds, accompanied by two CDs (Van

Aswegen & Vermeulen, 2000), has been effectively implemented and tested through INSET

courses. This set includes sound excerpts for Music concepts, listening material, songs, and

backtracks.

There is a specific need for sound recordings and books featuring African Music for

classroom activities, aligning with the curriculum's emphasis on incorporating diverse

African Music styles. However, commercially available materials are scarce, especially

sound CDs containing songs and DVD content guiding movements alongside the songs.

African Collage's latest edition (Vermeulen & Van Aswegen, 2008) attempts to address this

gap by offering information on African Music principles, listening questionnaires,

soundtracks of various African instruments, and a collection of traditional African songs

supported by backtracks for classroom use. This resource has undergone testing in INSET

courses and schools.
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An essential resource urgently required in South African tertiary education is a handbook

specifically tailored for Music Education teacher training. Van Eeden (1995) had previously

highlighted this necessity. While international publications like Deirdre Russell-Bowie's

MMADD about the Arts (2006) have partially filled this gap, there remains a need for a

South African publication catering precisely to local circumstances and cultures. The only

relevant book previously issued in the South African context was Philip McLachlan's book on

Education in Class Music, published in Afrikaans over three decades ago (1975). Apart from

addressing current curriculum changes, this handbook should encompass multicultural

approaches and the latest trends in integrating the arts.

A review of the existing literature on the teaching of Music within the integrated Expressive

Arts curriculum reveals a significant research gap. Most of the available studies provide only

anecdotal evidence, lacking rigorous, systematic inquiry into how Music is actually taught in

this integrated framework. While there are references to Music education in broader

discussions of Expressive Arts, few studies focus specifically on effective pedagogical

approaches for teaching Music within the integrated curriculum. The most recent studies

identified also rely heavily on anecdotal accounts rather than empirical research, highlighting

the absence of up-to-date, evidence-based studies. This gap underscores the need for a

focused investigation into how Music is taught in integrated settings, particularly in the

context of primary education in Malawi.

2.9 Chapter summary

This chapter has presented a review of the literature on the teaching of Music. The chapter

has discussed what has been researched and studied on in the area of curriculum change

globally and in Malawi. The chapter has also discussed what has been studied and researched

on in the area of Music locally, regionally and internationally, including challenges facing the
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teaching of Music and how the subject is normally effectively taught in the classroom. The

next chapter discusses the methodology adopted by the study.
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CHAPTER 3: METHODOLOGY

3.1 Chapter Introduction

This chapter presents the research paradigm underpinning the study, research approach,

research design, research site and population involved in the study as well as samples and

sampling techniques. It also highlights data collection methods which the study used such as

interviews, classroom lesson observations and official document analysis as well as their data

collection tools such as semi-structured interview guide, lesson observation guide and

document analysis respectively.

3.2 Research paradigm

This study employed an interpretivist research paradigm. The interpretivist research paradigm

prioritizes grasping social phenomena from subjective perspectives, drawing from individual

experiences and viewpoints (Denzin & Lincoln, 2018). It is grounded in the belief that reality

is both socially shaped and subjective, emphasizing that meaning emerges from contextual

elements and researcher-participant interactions (Creswell & Creswell, 2017). Qualitative

methods such as interviews, observations, and textual analysis are central to this paradigm,

aiming to explore the depth of human experiences and interpretations to comprehend the

complexities of the social sphere (Guba & Lincoln, 1994). Interpretivism challenges the

notion of absolute, objective truth, instead focusing on diverse subjective truths influenced by

cultural, historical, and social contexts (Ponterotto, 2005). The researcher utilised this

paradigm to practice reflexivity, acknowledging that the researcher has an influence on data

interpretation and fostering ongoing dialogue between the researcher and the participants

(Denzin & Lincoln, 2018).



34

3.3 Research approach

This study used a qualitative research approach to delve into and understand how Music is

taught in the integrated Expressive Arts curriculum. Qualitative research, as outlined by

McMillan and Schumacher (1993), is based on the notion that diverse realities emerge

socially through individual and collective interpretations of circumstances. In this study, it

was assumed that primary school Expressive Arts teachers actively shape unique classroom

environments by interacting with learners, adapting, reshaping, or interpreting the curriculum

as needed. As described by Denzin and Lincoln (2000), qualitative research involves

interpretation and naturally unfolds within real-life settings during data collection, seeking to

derive significance from the gathered information. A key strength of this approach is its

ability to unveil rich human experiences within everyday situations. (McMillan and

Schumacher, 1993). This methodology enables the exploration of diverse perspectives on

shared experiences among participants and individual stories within specific contexts. The

study aimed to investigate how Music is taught by primary school teachers in the integrated

Expressive Arts curriculum, aligning with the fundamental principles of qualitative research.

Therefore, the research approach employed qualitative methods to explore the teaching of

Music within the integrated Expressive Arts curriculum in selected primary schools in the

Mzimba district.

3.4 Research design

This study subscribed to a case study approach. Creswell (2009) recognises that a case study

gives the researcher a chance to have a detailed investigation of things and account for the

reasons why those things happen. The fact that this study focused on selected primary schools

made it qualify to be called a case study. It was in this regard that the researcher focused on 4

primary schools in the Euthini zone of Mzimba North district where headteachers, senior
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section heads for humanities, class teachers for standard 6 and standard 7 and primary school

learners for upper primary were considered as research participants. Creswell (2009) argues

that the selection of multiple cases enables the researcher to not only employ within-case and

across-case styles of analysing data but also establish the worthiness of the study. According

to Denscombe (2003), there is a belief that establishing case boundaries, obtaining access to

study locations, and assessing the impact of observers on natural environments are generally

challenging tasks. Denscombe (2003) asserts that this is a misunderstanding-based,

oversimplified approach to case studies. One such misconception is the idea that the goal of

all research should be to produce discoveries that may be broadly applied. Such a notion runs

counter to the notion that understanding a phenomenon requires precise knowledge about a

certain example.

3.5 Study Site Description

The researcher collected data from four primary schools in Mzimba North District in Malawi.

Out of Mzimba’s 291 primary schools (171 most remote and 120 remote), the researcher

conveniently selected four primary schools (1 remote and 3 most remote). These schools

were chosen because they were more convenient to reach than any other primary schools in

the Mzimba North district. The primary schools were given codes as Schools A, B, C and D.

The study set out to generate data on how Music was being taught in the integrated

Expressive Arts curriculum in these primary schools. The following subsections give further

details about the four primary schools.
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3.5.1 School A

Community

The learners come from neighbouring villages which are at different distances from the

school with the longest village by distance being 5 kilometres and the shortest village by

distance being 2 kilometres. The community is supportive during school-based activities as

seen in the way they contribute during educational-related projects such as the construction of

school blocks. The community, with guidance from the PTA, were the ones fetching water

for the construction of the new hostel block for the girls.

Management

The organizational structure of the school consists of the head teacher, deputy head teacher,

section heads and class teachers (Government of Malawi, 2014). This structure is the same in

all the other community primary schools involved in this study. Teachers are given some

responsibilities such as being on a committee responsible for examination, discipline, sports,

entertainment, timetable and welfare. The committees are responsible for day to day running

of different activities at the school. The headteacher is responsible to the Education Division

Manager. However, he is an ex-official member of an elected school committee which runs

the school. The PTA committee has powers provided by the Education Act to request the

removal of any teacher including the head teacher should they feel that their performance is

unsatisfactory. The committee is also responsible for the maintenance of the school buildings.

However, the provision of books and the payment of teachers remain the responsibility of the

Ministry of Education through the Education Manager. The school leadership takes a special

interest in the general welfare of the learners. This is reflected in the manner through which

the head teacher handles the learners.
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Human Resources

In terms of human resources, the school has 10 qualified teachers and 3 auxiliary teachers.

These teacher’s qualifications ranged from T2 certificate (8), Diploma (1) and Degree (1). At

the time of data collection, the school had 1329 learners of whom 652 were boys and 677

were girls.

3.5.2 School B

Community

The learners come from neighbouring villages which are at different distances from the

school with the longest village by distance being 4 kilometres and the shortest village by

distance being 1 kilometre. The community is supportive during school-based activities as

seen in the way they contribute during educational-related projects such as the construction of

teacher houses.

Management

The organizational structure of the school consists of the head teacher, deputy head teacher,

section heads and class teachers (Government of Malawi, 2014). This structure is the same in

all the other community primary schools involved in this study. Teachers are given some

responsibilities such as being on a committee responsible for examination, discipline, sports,

entertainment, timetable and welfare. The committees are responsible for day to day running

of different activities at the school. The headteacher is responsible to the Education Division

Manager. However, he is an ex-official member of an elected school committee which runs

the school. The PTA committee has powers provided by the Education Act to request the

removal of any teacher including the head teacher should they feel that their performance is

unsatisfactory. The committee is also responsible for the maintenance of the school buildings.
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However, the provision of books and the payment of teachers remain the responsibility of the

Ministry of Education through the Education Manager. The school leadership takes a special

interest in the general welfare of the learners. This is reflected in the manner through which

the head teacher handles the learners.

Human Resources

In terms of human resources, the school has 6 qualified teachers and 1 auxiliary teacher. All

teachers at this school are holders of T2 certificates. However, some teachers were upgrading

themselves by studying Degree programmes at Mzuzu University. At the time of data

collection, the school had 534 learners of whom 224 were boys and 310 were girls.

3.5.3 School C

Community

The learners come from neighbouring villages which are at different distances from the

school with the longest village by distance being 4 kilometres and the shortest village by

distance being 2 kilometres. The community is supportive during school-based activities as

seen in the way they contribute to supporting student-teachers.

Management

The organizational structure of the school consists of the head teacher, deputy head teacher,

section heads and class teachers (Government of Malawi, 2014). This structure is the same in

all the other community primary schools involved in this study. Teachers are given some

responsibilities such as being on a committee responsible for examination, discipline, sports,

entertainment, timetable and welfare. The committees are responsible for day to day running

of different activities at the school. The Headteacher is responsible to the Education Division
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Manager. However, he is an ex-official member of an elected school committee which runs

the school. The PTA committee has powers provided by the Education Act to request the

removal of any teacher including the head teacher should they feel that their performance is

unsatisfactory. The committee is also responsible for the maintenance of the school buildings.

However, the provision of books and the payment of teachers remain the responsibility of the

Ministry of Education through the Education Manager. The school leadership takes a special

interest in the general welfare of the learners. This is reflected in the manner through which

the head teacher handles the learners.

Human Resources

In terms of human resources, the school has 7 qualified teachers and 2 auxiliary teachers. All

these teacher qualifications were T2 certificate holders. However, 3 teachers were doing

upgrading studies with Malawi Assemblies of God University and Mzuzu University. At the

time of data collection, the school had 800 learners of whom 390 were boys and 410 were

girls.

3.5.4 School D

Community

The learners come from neighbouring villages which are at different distances from the

school with the longest village by distance being 3 kilometres and the shortest village by

distance being 2 kilometres. The community is supportive during school-based activities as

seen in the way they contribute during projects such as the construction of a wall for the

borehole.
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Management

The organizational structure of the school consists of the head teacher, deputy head teacher,

section heads and class teachers (Government of Malawi, 2014). This structure is the same in

all the other community primary schools involved in this study. Teachers are given some

responsibilities such as being on a committee responsible for examination, discipline, sports,

entertainment, timetable and welfare. The committees are responsible for day to day running

of different activities at the school. The headteacher is responsible to the Education Division

Manager. However, he is an ex-official member of an elected school committee which runs

the school. The PTA committee has powers provided by the Education Act to request the

removal of any teacher including the head teacher should they feel that their performance is

unsatisfactory. The committee is also responsible for the maintenance of the school buildings.

However, the provision of books and the payment of teachers remain the responsibility of the

Ministry of Education through the Education Manager. The school leadership takes a special

interest in the general welfare of the learners. This is reflected in the manner through which

the head teacher handles the learners.

Human Resources

In terms of human resources, the school has 13 qualified teachers and 3 auxiliary teachers.

All these teachers had T2 certificates. However, 2 teachers were doing upgrading studies at

Mzuzu University. At the time of data collection, the school had 2129 learners of whom 952

were boys and 1177 were girls.

3.6 Population

In research, a population is a well-defined group of individuals or individual “items” with

similar characteristics from which research participants are selected. From the four primary
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schools, data was generated from head teachers, section heads, teachers and learners. These

were key to the research in that they directly linked to the teaching and learning of Music in

the integrated Expressive Arts curriculum.

3.7 Sampling approach and participants

Fraenkel and Wallen (2003) define a sample in research as a specific group of individuals

from whom data is gathered. In this study, the research participants were selected using a

combination of purposive and systematic random sampling techniques.

3.7.1 Purposive sampling

Purposive sampling, as defined by Wilson and Maclean (2011), involves the deliberate

selection of individuals based on their membership in a predetermined group. Fraenkel and

Wallen (2003) clarify that these participants are chosen not solely for representation but

because they meet specific inclusion criteria. In this study, teachers from primary schools

were selected due to their involvement in teaching Expressive Arts which includes Music.

The selection was based on the likelihood that they possess the expertise required to teach

Music within an integrated Expressive Arts curriculum. Notably, these participants had

undergone training in various teacher training colleges in Malawi and were equipped with the

necessary skills and knowledge essential for teaching Music.

The head teachers were purposely selected because they are overseers of the teaching and

learning at any primary school. The researcher believes they know the challenges that are

faced when teaching Music in the integrated Expressive Arts curriculum and they were better

placed to suggest how the challenges could be solved. Also, section heads were purposely

chosen because they ensure high-quality teaching and achievement in schools and a positive

and enriching experience for learners in Music. Finally, the researcher used primary school
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learners as research participants because they were better placed to notice approaches,

resources and the impact of teaching on their academic lives.

3.7.2 Systematic random sampling

The researcher selected four (4) primary schools from the schools of Mzimba North district.

Systematic random sampling involved selecting every nth primary school from a population

after a random start. To sample 4 schools out of 291 primary schools, the researcher first

determined the Sampling Interval (k) where sampling interval (k) was calculated by dividing

the total number of schools (N) by the desired sample size (n) using the formula k=N/n. The

researcher then selected a random start (Random Start Point) which involved choosing a

random number between 1 and k. This number represented the random start point for the

sampling process. Finally, the researcher selected the schools by beginning with the randomly

selected start point where every kth school from the list was selected until reaching the 4

sampled primary schools. The researcher used the codes that are assigned to primary schools

by the Ministry of Education as a way of identifying primary schools.

The researcher also used a systematic random sampling technique to select 48 learners from

the 4 primary schools for focus group discussion. To determine the number of learners

participating in the research through systematic random sampling from each of the 4 sampled

primary schools in Mzimba district, the researcher employed a methodological approach.

Initially, the researcher utilised the list of registered learners from the concerned class at the

selected primary school. The process begun by establishing the population size (N),

representing the total count of learners within the specific class. Subsequently, the Sampling

Interval (k) was computed by dividing the total number of learners (N) in a class by the

desired sample size (n), denoted as k=N/n. Following this, a Random Start Point was selected.

This entailed the random selection of a number within the range of 1 to k, signifying the
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initial point for sampling. Proceeding with the sampling process, the researcher

systematically selected the required number of learners, starting from the randomly chosen

start point. Each kth learner from the list was included until the designated number of 6

sampled learners per class was reached, and these selections were meticulously recorded.

However, during the data collection phase from the learners, the saturation point was

considered in the number of learners to be involved whenever responses from the learners

started to be the same without any new information being given by the learners.

3.8 Sample size

Cohen et al. (2005) suggest that in qualitative research design, the sample size should strike a

balance, not being too small or overly extensive, but rather manageable within the constraints

of time and financial resources. They propose an optimal range between 8 to 15 participants,

emphasizing the importance of maintaining efficiency, reliability, and flexibility. Considering

the specific nature and scope of this study, the researcher used a greater number than the

suggested one. By doing this, the researcher collected in-depth data which assisted in

reliability issues. In this regard, the study encompassed a total of 64 participants. Among

these, 4 individuals consisted of head teachers of the 4 selected primary schools, 8

participants were primary school class teachers from the 4 sampled schools, 4 participants

were primary school senior section heads for humanities and 48 were primary school learners.

These participants were enough in that they made my data reach a saturation point where no

new participant was able to give new information. The next sub-sections give further details

of the research participants.

3.8.1 Description of research participants

This section highlights the demographic information and characteristics of the research

participants. The information presented includes the participants' sex, qualifications, age, and
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teaching experience where applicable. The research informants were head teachers, section

heads, teachers and learners. The demographic information of the study participants is

presented in the sub-sections below:

3.8.1.1 Characteristics of Headteachers

The researcher interviewed four Headteachers from four primary schools. All of the head

teachers involved in this study were males. The head teachers had varying ages and

experiences. Their ages ranged from 38 to 54 and their experience on the other hand ranged

from 3 years to 28 years. All of the head teachers in the four schools were T2 certificate

holders. Table 3.1 summarizes the characteristics of the head teachers who participated in the

study.

Table 3.1: Characteristics of Headteachers

Headteacher School Sex Age Qualification Teaching

experience

Experience

as

Headteacher

1 A M 54 T2 30 years 21 years

2 B M 38 T2 12 years 3 years

3 C M 38 T2 24 years 4 years

4 D M 52 T2 11 years 28 years

3.8.1.2 Characteristics of Section Heads

The section heads who took part in this research included one female and three males. Just

like head teachers, the section heads had different age ranges and experiences. On

professional qualification, one section head was a diploma holder while three section heads
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were T2 certificate holders. Their ages ranged from 27 to 42 years and their experience as

section heads on the other hand ranged from 10 months to 10 years. Table 3.2 summarizes the

characteristics of the section heads who participated in the study.

Table 3.2: Characteristics of Section heads

Section head School Sex Age Qualification Teaching

experience

Experience

section head

1 A M 42 Diploma 24 years 3 years

2 B M 27 T2 2 years 2 years

3 C F 36 T2 11 years 10 months

4 D M 35 T2 10 years 10 years

3.8.1.3 Characteristics of Teachers

Eight primary school teachers participated in this study, which included one female and seven

male teachers. Their ages ranged from 27 to 48 years. All participants held a T2 teaching

certificate, with their teaching experience varying from 2 to 13 years. The participants

involved in this study were those comfortable teaching Expressive Arts. A surprising

observation was that there were two categories of teachers. The first category was that of

teachers comfortable teaching humanities where Expressive Arts belongs and the other

category included teachers who were comfortable teaching science subjects. Since the

researcher was interested in the teaching of Music, the first category of teachers was involved.

A summary of the teachers’ characteristics is provided in Table 3.3 below.
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Table 3.3: Characteristics of Teachers

Class teacher School Sex Age Qualification Teaching

experience

1

A

M 48 T2 10 years

2 M 33 T2 10 years

3

B

M 38 T2 12 years

4 M 27 T2 2 years

5

C

F 36 T2 11 years

6 M 33 T2 8 years

7

D

M 32 T2 5 years

8 M 32 T2 13 years

3.8.1.4 Characteristics of Learners

The researcher conducted focus group discussions with 48 learners, with 6 learners

participating from each class. Each focus group included an equal number of girls and boys,

meaning that each class group consisted of 3 girls and 3 boys. The goal was to create an

inclusive scenario for each gender so that there was no feeling of favouritism which could

have affected the output from less represented learners. The researcher was of the view that

having more girls would have made boys feel they were being side-lined hence failing to

fully express themselves and vice versa. The learners' ages ranged from 11 to 12 years for

those in standard 6 and from 13 to 15 years for those in standard 7. The focus group

discussions were organized according to the learners’ class levels; for instance, at each school,

standard 6 learners had their focus group discussion, separate from those in standard 7. This



47

approach was used to prevent standard 7 learners from dominating the discussions and to

encourage standard 6 learners to actively participate without feeling intimidated or shy.

The learners involved in the research were ideal for the research because of their age ranges.

The researcher believed that engaging learners aged 11 to 15 years in research could enhance

the quality of responses because this age group is typically at a developmental stage where

they can articulate their thoughts, experiences, and perceptions clearly and honestly,

providing authentic insights that can significantly contribute to the depth and accuracy of the

data collected.

3.9 Data instruments development

Credible data collection begins with the development of quality data collection instruments.

The study used interview guides for head teachers, section heads and teachers. The researcher

also used a focus group discussion guide to collect data from learners. The various questions

on the teaching of Music in the integrated Expressive Arts curriculum included in the

interview guide and focus group discussion guide were adapted in line with the study

objectives. For example, the researcher developed the head teachers, section heads’, teachers’

and learners’ of departments’ interview guides following themes on some critical areas of

effective Music teaching, learning and assessment. The critical areas were chosen because

they act as yardsticks for the effective teaching, learning and assessment of Music concepts

and skills. So the questions formulated had to reflect the aspects of effective teaching,

learning and assessment for effective evaluation of the case study.

3.10 Data collection methods and tools

This study collected its data through interviews, Focus Group Discussions, Lesson

observation and document analysis.
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3.10.1 Interviews

Punch (2009) defines an interview as a research technique involving direct verbal interaction

between an interviewer and an interviewee to collect data. Interviews in this study offered the

researcher an opportunity to delve deeper into challenging areas, allowing respondents to

elaborate on their perspectives. Mertens (2005) underscores the significance of interviews,

defining them as purposeful conversations initiated by the interviewer to gather research-

relevant information aligned with the study’s systematic objectives for description and

interpretation. This research utilised interviews to gather data from class teachers teaching in

the selected primary schools (See Appendix 6). Additionally, interviews involved

headteachers to gain comprehensive insights into the way teachers at the concerned school

are supported to teach Music within an integrated curriculum (See Appendix 4). Finally,

interviews involved primary school senior section heads for humanities as officers who

supervise teaching at classroom level to ensure high-quality teaching and achievement in

schools and a positive and enriching experience for learners in Music (See Appendix 5).

Employing interviews in this study aimed to facilitate a deeper understanding of how Music

is taught in the selected primary schools. Interviews offer a detailed exploration of topics,

employing straightforward tools and relying on the conversational skills of the researcher.

Furthermore, they enable the collection of comprehensive data while providing valuable

insights grounded in the depth of information gleaned and the expertise of the key informants.

In this research, the process of gathering data through an interview involved interaction

between the interviewer and interviewee. Ndengu (2012) observes that an interview involves

a dialogue where an interviewer poses questions to an interviewee to acquire information

relevant to the study. For this particular research, an interview guide was developed as a data

collection tool. This guide served to gather supplementary information and aided in

triangulating the data obtained from respondents. Triangulation, in this context, means cross-
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verifying information from multiple sources to enhance the reliability and credibility of the

findings. The researcher used a face-to-face interview guide and post-lesson interview guide

which were semi-structured in nature. Data capturing methods such as note-taking and audio-

taping through mobile phone were used.

3.10.1 Classroom Lesson Observations

Classroom Lesson Observation was one of the methods of collecting data for the study to

triangulate what the class teachers said during face-to-face interviews and what happened in

class. In this study, the focus was on class teachers for schools in rural areas and urban areas.

However, it was discovered that Mzimba North District does not have schools categorised as

urban schools. All schools in this district are categorised as rural schools but further specified

as remote and most remote schools. The researcher intended to have 8 lesson observations

which translates into 2 lesson observations per school. However, two class teachers failed to

accept to be observed and as such the researcher only conducted 6 lesson observations. The

idea was to conduct detailed lesson observations until the data saturation point was reached.

However, based on the 6 lesson observations, the study was able to have the required data of

the teaching of Music in the integrated Expressive Arts curriculum because the concerned

teachers faced similar challenges. During the observation, data was captured using two

methods; voice recording using an audio recorder and completing a classroom lesson

observation guide form to capture the teaching practices of the class teachers (See Appendix

7). These class teachers consented to their voices being audio-recorded before executing the

activity. While the generic lesson observation guide served as the primary tool for collecting

data during classroom observations, it is important to clarify that this tool was complemented

by audio recordings of the lessons. These recordings were used to enhance the depth and

accuracy of data analysis by capturing actual classroom discourse, teaching strategies, and
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learner engagement that may not have been fully captured by the structured lesson

observation guide alone.

3.10.3 Focus Group Discussion

This method was used to gather data about the teaching of Music in the integrated Expressive

Arts curriculum from primary school learners. The researcher believed primary school

learners were better placed to give relevant information as regards the way Music is taught in

class. Forty-eight (48) primary school learners from the four selected primary schools were

used as research participants for Focus Group Discussion. This meant that from each school,

6 primary school learners from senior classes (standards 7 and 8) participated in the focus

group. Senior primary school classes were purposively selected because of their perceived

ability to give constructive information about the topic. As a data collection tool, a focus

group discussion guide was used and the researcher used a tape recorder to capture the

learners’ responses (See Appendix 8). It must be highlighted that the focus group discussion

guide was translated into Chichewa for easy comprehension of the questions by the learners.

The researcher also sought permission from the learners to have their voices recorded.

3.10.4 Official document analysis

The researcher employed document analysis as a vital method for gathering essential data in

this study. Document analysis refers to a systematic process of reviewing and assessing

documents, whether in print or electronic form (O’Leary, 2004). This method helped the

researcher analyse the intended teaching content, methodology and assessment of Music

within the integrated Expressive Arts syllabus. As Bowen (2009) highlights, document

analysis serves as a means to triangulate information, contributing to the convergence of

evidence. This triangulation reinforces the credibility of the study by corroborating findings

through multiple sources, thereby enhancing the trustworthiness and reliability of the research.
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The researcher used official documents such as the Expressive Arts syllabi for upper primary

school classes (to check the prescribed content, suggested teaching, learning and assessment

methods, suggested teaching and learning and assessment resources), teachers’ guides (to

check prescribed content, teaching, learning and assessment resources and teaching, learning

and assessment methods) and textbooks (to check prescribed content) as data collection

instruments. As a data-capturing method, the researcher used note-taking.

3.11 Data management

After collecting data using different methods such as official document analysis, interviews

and classroom lesson observations, all data was kept in safe storage facilities which included

a flash drive, external drive, phone and laptop in readiness for analysis.

3.12 Data analysis

Data analysis involves the process of examining and interpreting data to derive meaningful

insights from it (Creswell, 2014). Cohen et al. (2005) suggest that qualitative research data

can be analysed through various approaches and multiple steps. This perspective is echoed by

Ndengu (2012), who argues that the steps involved in qualitative data analysis are not strictly

linear but rather adaptable and flexible. The primary goal of data analysis is to bring structure,

order, and significance to the substantial volume of generated data (Cohen et al., 2005;

Woods, 2006). This can be achieved through diverse methods and varied steps. Therefore, the

researcher proceeded to analyse data collected from interviews, classroom lesson

observations, official document analysis and focus group discussions, employing the

following approaches.

The study used thematic data analysis approach. In this approach, firstly, the collected data

was subjected to a process called coding, which involved segmenting the text into smaller

units and assigning labels accordingly. Coding serves as the method of organizing evidence



52

and labelling concepts to represent increasingly broader perspectives (Creswell and Clark,

2007). Mertler (2009) similarly defines coding as an organizational stage within inductive

analysis, aimed at condensing potentially large amounts of narrative data such as interviews,

transcripts, observational field notes, and collected documents. The codes extracted were then

grouped into relevant categories. Subsequently, these categories were evaluated in terms of

their capacity to address the research question which was the teaching of Music in an

integrated Expressive Arts curriculum in selected primary schools in Mzimba, thereby

facilitating a clearer understanding of the data's implications.

Secondly, upon data collection, immediate analysis followed, primarily by transcribing

recorded interviews. Transcription serves as the process of deciphering collected data to

recognize patterns or trends concerning Music teaching in primary schools through coding.

Coding, which involves marking segments of data with symbols, descriptive words, or

category names, serves to define categories. In this study, coding encompassed breaking

down and reconstructing collected data to allocate them to specific categories and sub-

categories within the topic under discussion (Ndengu, 2012; Burton et al., 2008). The

researcher continued the coding process until all data was transcribed and organized into

themes, thereby extracting meaningful insights from the data that addressed the research

questions effectively.

Finally, in qualitative studies, document analysis involves a thorough examination and

interpretation of data to extract meaning, gain a deeper understanding, and build empirical

knowledge, as highlighted by Dominiko (2016). In this research, thematic analysis was

employed to dissect the data obtained from the analysis of Expressive Arts syllabi across the

selected primary schools. Additionally, instructional materials like teacher guides, teacher

notes, learners' books and schemes of work in selected primary schools were also subjected to

analysis. This comprehensive approach aimed to extract themes and patterns from these
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documents, facilitating a deeper understanding of the content and contributing to the

research's empirical knowledge.

3.13 Credibility and Trustworthiness

The researcher emphasised the importance of credibility and trustworthiness in qualitative

research to ensure credible and trustworthy findings. To achieve this, the researcher utilised

triangulation by gathering data from multiple sources and employing various methods to

investigate Music teaching within an integrated Expressive Arts curriculum in selected

primary schools (Marques & McCall, 2005). This approach involved using diverse data

sources like interviews, classroom observations, and analysing official documents.

Triangulation aimed to provide a more comprehensive understanding of the research topic,

boosting confidence in the findings’ accuracy and depth, thereby enhancing the study’s

credibility.

The researcher heightened credibility and trustworthiness by prioritizing reflexivity and

transparency. Acknowledging the role as an Expressive Arts trainer at Theodora van Rossum

Teachers’ Training College, the researcher aimed for transparency regarding personal biases,

assumptions, and potential influences on the study (Cohen, Manion & Morrison, 2007). The

researcher achieved this transparency by engaging in reflexive practices, critically examining

own beliefs, experiences, and preconceptions that could have affected the research process.

This approach ensured a transparent reflection on personal perspectives, contributing to the

study’s credibility and trustworthiness.

Finally, to bolster the credibility and trustworthiness of the research, the researcher engaged

in peer review during proposal defence and member checking (Creswell, 2014). Peer review

entailed seeking critical evaluations from experts in the field to assess the research

methodology, analysis, and conclusions. This external scrutiny aimed to identify potential
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weaknesses and areas needing clarification, strengthening the study’s robustness.

Additionally, member checking involved sharing findings with participants to validate or

clarify them. Seeking feedback from participants ensured accurate representation of their

perspectives, adding validation to the findings (Creswell & Plano-Clarke, 2007). This process

affirmed the research’s trustworthiness by aligning interpretations with the experiences and

viewpoints of the participants studied.

3.14 Ethical considerations

The researcher obtained permission and informed consent from relevant authorities before

engaging with identified participants. Prior to data collection, the researcher sought approval

from both the Mzuzu University Research Ethics Committee (Mzunirec), as shown in

Appendix 12 and the District Education Officer for Mzimba North District as shown in

Appendix 10. Moreover, participants were informed of the study’s aim and were not in any

way coerced into providing information, and they were informed of their right to withdraw

from the interview at any point and that they were not entitled to any monetary gains. The

participants were provided with a consent form to sign before interviewing them and also for

their lessons which were observed and recorded (See Appendix 1).

Participants were assured that any information they shared was going to be solely used for

academic purposes and treated with the utmost confidentiality (See Appendix 1). The

identities of the informants have been kept anonymous, and pseudonyms have been used for

both participants and selected primary schools in order to maintain confidentiality and

privacy, aligning with ethical guidelines outlined by Miller & Bell (2012). It must also be

observed that the researcher involved primary school learners who were below eighteen years

old. As such the researcher asked headteachers to sign on the behalf of the sampled learners.
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3.15 Limitations of the study

Although the study yielded valuable findings, it is important to acknowledge several

limitations that may have influenced the scope and applicability of the results.

Firstly, the study was conducted in only four primary schools out of the 291 schools in

Mzimba North district. This small sample size limits the generalisability of the findings, as it

may not fully represent the wider experiences of teachers and learners across the district or

country.

Secondly, the research focused exclusively on general education teachers specifically

Expressive Arts teachers who are responsible for delivering Music as part of the integrated

curriculum. The views and practices of specialist Music teachers, where available, were not

considered. Future studies should therefore include specialist Music educators to provide a

more comprehensive understanding of Music teaching in primary schools.

Additionally, the study was confined to public primary schools, which means the findings

may not apply to other educational settings such as private schools, teacher training

institutions, or secondary schools. Conducting similar studies at the secondary level or within

teacher training colleges would help broaden the understanding of how Music is taught across

different levels of education in Malawi.

From a methodological perspective, the study mainly captured school-based perceptions

using descriptive approaches. It did not engage other key stakeholders such as teacher trainers,

curriculum developers, policymakers, or Ministry of Education officials. Future research

should adopt a more evaluative approach involving these actors, to better understand how

teachers are prepared and supported to teach Music within the integrated Expressive Arts
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curriculum. Such studies could reveal important systemic factors affecting Music education

and help identify areas for reinforcement and improvement.

3.16 Chapter Summary

In summary, this chapter has explored the methodological approach of this research, which

was primarily interpretivist and utilised a qualitative research approach. It has also outlined

the data collection methods and tools which were employed in the study, offering appropriate

reasoning for their selection. Additionally, it has provided insights into the study's site,

population, samples, and the techniques which were used for sampling. The next chapter

presents and discusses the key findings of the study.
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CHAPTER 4: FINDINGS AND DISCUSSION

4.1 Chapter Introduction

This chapter presents the key findings of the study. The findings are presented in relation to

the objectives of the study. These objectives include perceptions of teachers on how they

were prepared in their pre-service teacher training to teach Music, challenges that teachers

face when teaching music in the integrated Expressive Arts curriculum and suggestions on

how to improve the teaching of Music in the integrated Expressive Arts curriculum. The

findings are then discussed in relation to the literature review.

4.2 Key research findings

The following sub-sections present the key research findings of this study in relation to the

research objectives.

4.2.1 Perceptions of teachers on how they were prepared in their pre-service

teacher training to teach Music in the integrated Expressive Arts curriculum

The first research objective of this study sought to assess the perceptions of teachers on how

they were prepared in their pre-service teacher training to teach Music in the integrated

Expressive Arts curriculum. The researcher believes that for teachers to handle Music

effectively, there is a need for effective pre-service training. The following sub-sections

present the findings on the perceptions of teachers on how they were prepared in their pre-

service teacher training to teach Music in the studied schools.

4.2.1.1 Teacher’s training in teaching Music

The objective of assessing teachers’ perceptions of their preparation to teach Music was to

determine whether teachers believed their pre-service training equipped them with the
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necessary skills to teach Music effectively in the integrated Expressive Arts curriculum. The

study revealed that all the 16 teacher participants which included head teachers, section heads,

and classroom teachers acknowledged receiving some form of training in Music during their

pre-service teacher education.

For example, Teacher 3 of School B, reflected on his preparation, stating that, “I was trained

to teach Music just like everybody who went to TTC.” Similarly, Teacher 6 of School C

shared his perspective, saying, “I was also trained, although the nature of the training was

poor." Teacher 7 of School D concurred with the above views by remarking that, “In fact,

titha kunena kuti ku TTC ko we were trained” (“In fact, I was trained at TTC”).

The participants’ unanimous acknowledgment of receiving pre-service training in Music has

revealed that all teachers who go through primary school pre-service training get trained in

the teaching of Music.

Although the study found that all the teacher participants indicated to have been trained to

teach Music, the researcher understands that being trained and implementing the ideas of the

training are two different things and whether teachers are teaching Music effectively because

they were trained will be explored in the classroom lesson observations which were done.

The findings of this study agree with a study by Concina (2015) in Italy where teachers felt

that Music teachers’ training is a significant pre-requisite for effective Music teaching. As

observed by Concina (2015), through training, prospective teachers can discover and employ

innovative teaching strategies and relevant pedagogical content. Therefore, it can be argued

that during pre-service training particular attention should be given to coverage of Musical

concepts to ensure that teachers can effectively teach the subject.
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Hallam et al. (2009) made similar observations in England, where teachers felt that they did

not receive sufficient training and lacked confidence in teaching Music. Likewise, Russell-

Bowie (2005) also noted comparable challenges in Australian schools, where many general

education Music teachers struggled with confidence in teaching the subject.

4.2.1.2 Quality of the training

The other key research issue on teachers’ perceptions of how they were prepared to teach

Music in their pre-service teacher training dwelt on the quality of the training. The quality of

training was investigated through the following three variables of the training, firstly depth of

content coverage, secondly the type of content covered and thirdly the approach of the

training. The findings on these are presented in the sub-sections below.

4.2.1.2.1 Depth of content coverage

As part of examining teacher pre-service preparation, the study investigated teachers’

perceptions of the depth of content coverage during their training to teach Music. The

findings revealed that the majority of the teachers felt that the content covered in their

training was too superficial to adequately prepare them for effective Music teaching. For

example, out of the 16 teachers who participated in the study, 10 expressed the view that the

lack of in-depth coverage of Music content during their pre-service training hindered their

ability to acquire the necessary Music knowledge and skills for effective instruction.

For example, Teacher 8 of School D remarked that, “the content was not covered in-depth;

hence it gave me challenges to fully acquire the necessary knowledge and skills for teaching

Music.” Similarly, Teacher 3 of School B shared that, “We were just taught basics of some of

the Musical concepts like Music notes without going into details.”
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These perceptions of the teachers involved in this study suggest that the superficial coverage

of content during pre-service training contributed to teachers’ limited understanding of both

Music content and pedagogy. The lack of in-depth coverage, as highlighted by the

participants, created challenges for effective classroom implementation of Music teaching.

A study by Mwila (2015) concurs with the findings of this study by disclosing that due to

superficial content coverage during training, primary school teachers in Zambia resorted not

to teach Music arguing that they were inadequately prepared. According to the findings,

there seemed to be a gap in terms of the depth of content coverage during teacher pre-service

preparation and what teachers found in schools. Earlier on, one of the findings in Zambia

indicated teachers’ failure to interpret Musical content in the available reference books in

schools to enable them to prepare for Music lessons. This indicates that not so much was

done at colleges to prepare the students to teach Music. A similar scenario was observed in

this study on the teaching of Music in the integrated Expressive Arts curriculum. The study

has found that due to superficial content coverage during teacher preparation, Expressive Arts

teachers skipped challenging Music topics because they did not have adequate knowledge.

Similarly, a study done by Manila (2020) in Bataan concurs with the findings of this study by

stipulating that due to superficial coverage of Music content during training, public

elementary teachers in the Philippines displayed insufficient knowledge of the content and

pedagogy of Music at the elementary level. Likewise, a study by Machingura and Zinhuku

(2019) in Zimbabwe found that teachers’ lack of knowledge was one of the challenges

contributing to the non-teaching of Music in primary schools. Teachers sometimes did not

teach or skipped some topics in Music because they did not understand it. Other studies done

in the United Kingdom, for example, Welch and Henley (2014), also found that teachers
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lacked motivation and confidence to teach Music because they felt uncertain about their

knowledge of Music and its content due to its superficial coverage.

4.2.1.2.2 Type of content covered during the training

The study explored teachers’ perceptions of the type of Music content covered during their

pre-service training and how it prepared them to teach Music effectively. Several teacher

participants recalled the topics they were taught but expressed concerns about deficiencies in

the type of content included. For example, Teacher 4 of School B remarked that, “I learned

things like unsafe practices when singing, safe practices when singing, making Musical

instruments, tuned Musical instruments, un-tuned Musical instruments, and Musical notes. I

perceive this content to have poorly prepared me.” Similarly, Teacher 5 of School C,

Teacher 3 of School B, and Teacher 1 of School A agreed with Teacher 4, highlighting that

while certain topics were covered, the content lacked critical elements needed for effective

Music teaching. Critical examination of the teachers’ responses suggest gaps in the type of

content delivered during pre-service training. For example, essential components of teaching

Music effectively include singing, listening, Music reading and writing, instrumental play,

movement and dance, creativity, “solfege” mastery, and the ability to use one’s voice or play

at least one Musical instrument to demonstrate key concepts. However, the study revealed

that these elements were not included in their training.

This gap in the type of content covered indicates that the pre-service teacher training did not

adequately equip teachers with the skills and knowledge required for comprehensive Music

instruction. As Colwell and Wing (2004, p.8) observe, “No teacher preparation program can

offer courses in all of the essentials needed for a complete understanding of what is required

of a competent Music teacher.” Colwell and Wing (2004) further argue that certain critical
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topics may be omitted from teacher preparation programs, not because they are unimportant

but due to time constraints.

The findings of the study are in agreement with a study by Chanunkha (2005) that for Music

teachers to be prepared effectively, there must be an emphasis on analysing Music, making

and playing a Musical instrument and composing and conducting songs. These are critical

elements of Music which prepare Music teachers to handle Music without challenges. For

instance, if someone knows how to play a certain Musical instrument, he or she can use the

skills and knowledge of playing the Musical instrument to demonstrate certain concepts.

Examples of concepts which can be demonstrated on a Musical instrument include “solfege”

and tone colour among others. It is challenging to demonstrate these concepts without a

Musical instrument. Also, in cases where someone does not know how to play any Musical

instrument, one can just use the voice to demonstrate things which could be demonstrated by

a Musical instrument. After all, the voice is the first Musical instrument which everyone has.

Using the voice, several concepts can be elaborated to learners for example tonic sol-fa

syllables (‘Do Re Mi Fa Sol La Ti Do’). The knowledge of playing Musical instrument and

using one’s voice is also important in guiding someone to compose their songs and conduct

different songs. This is because playing a Musical instrument and using one’s voice equips

someone with rhythm which is key for conducting different songs.

4.2.1.2.3 The approach of the pre-service training in Music

The study also investigated teachers’ perceptions of the approach or methodology used in

their pre-service training to teach Music effectively. The study revealed that the training

primarily used theoretical approaches. This did not prepare teachers to teach Music

effectively as a practical subject. For example, out of the 16 teachers involved in the study,

12 participants reported that their training focused predominantly on a theoretical approach,
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which limited their opportunities to develop practical Music skills. For example, Teacher 7 of

School D explained that, “We were trained through a theoretical approach by learning

Music theory only. Lecturers did not demonstrate Musical concepts on any Musical

instrument.” Similarly, Teacher 2 of School A remarked that, “Most of the Musical concepts

were just theoretically explained to us. For example, we were taught how a guitar works but

without practically seeing or appreciating how it works.” Teacher 3 of School B also

highlighted the shortcomings of the approach, stating, “Lecturers did not give us a chance to

practice what was taught in class because the main focus was on finishing the module.”

These perceptions suggest that while teachers gained some theoretical knowledge, the lack of

practical demonstrations and hands-on experience during training left them ill-prepared to

teach Music effectively. Teachers’ responses point to a gap in the training approach,

emphasizing the need for a balance between theoretical and practical methodologies to ensure

comprehensive preparation for teaching Music.

Training teachers to handle Music through theoretical approaches as one of the causes for

ineffective teaching of Music as found by this study seems to concur with the findings of a

study by Mwila (2015). In the study, it was found that most of the informants who were

interviewed during the mini-research expressed the need to have a Zambian curriculum which

promotes more Music performance than theory because Zambian people live by their Music

in everything they do and this is attributed to how they are part of Music making through

performance. According to the informants, Music practice involves critical analysis and

problem solving which helps to develop their intelligence. As Mwila (2015) further notes,

another important aspect which came out from this research was that Music by its nature is

practical and theory should only be there to inform practice and this implies that Music
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should be more practical. Her findings create one conclusion that Music in the Zambian

curriculum is approached theoretically matching with the findings of this current study.

4.2.2 Challenges teachers face in teaching Music in the integrated

Expressive Arts curriculum

To collect data on challenges which teachers face in teaching Music in the integrated

Expressive Arts curriculum, the study used two approaches. The study used interviews with

the participants but it also used classroom observations of the teaching of Music by the

teachers. Classroom observation data was analysed using the theory of productive pedagogies

to come up with challenges facing teachers in the teaching of Music. The challenges have

been discussed in the sub-sections below.

4.2.2.1 Teachers’ inadequate understanding of Musical concepts

The study found that the first challenge which teachers face when teaching Music in the

integrated Expressive Arts curriculum was the teachers’ inadequate understanding of the

Musical concepts used in the Expressive Arts Teachers’ Guides. For example, all the 16

teachers involved in this study disclosed that they have challenges in fully understanding the

Musical concepts in the Expressive Arts Music topics. Teachers mentioned Musical concepts

like “decrescendo”, “Musical notes”, “pianissimo”, and “forte” that are particularly confusing

for them to understand and teach effectively. For example, Teacher 8 of School D highlighted

this by stating that, “Understanding those Musical concepts is difficult. It is challenging to

understand Musical concepts used in the Teachers’ Guides for the Standard 6 and 7

Classes.” The sentiments said by Teacher 8 were supported by Teacher 3 of School B, who

disclosed that he finds the terminologies challenging. Teacher 1 of School A on his part

lamented that, “Music symbols used in the instructional materials like Teachers’ Guides and

Learner’s books give me problems to understand and use them in my Music lessons.” The
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failure to understand some Musical terms meant that these teachers could not be effective in

teaching those concepts they did not understand. The solution for most of the teachers was to

skip these topics and move to simpler ones. This tendency poses a great risk to the quality of

the learners who graduate from primary schools in terms of Music knowledge, skills and

attitudes. The learners exposed to intermittent coverage of Music concepts are likely to be

half-baked having limited knowledge of Music theory, practical skills and desired attitudes.

This finding has revealed that teachers have low Pedagogical Content Knowledge (PCK)

according to Shulman’s (1996) theory of Pedagogical Content Knowledge.

The study’s finding that teachers face the challenge of understanding Music terms agrees

with a study by Buthelezi (2016) who discovered that it was clear that during teacher training

at higher institutions in South Africa, students were often taught Western Music, which many

did not fully comprehend because it was unfamiliar to them consequently, they struggled to

interpret them when teaching learners. He proposed that a balance between African

traditional Music and Western Music should be established. The researcher believes that

since the Music training in TTC’s involves much focus on Music theory which is Western, it

was challenging for teachers studied in this research to comprehend some Musical terms.

Similarly, Manila (2020) found that the pedagogical content knowledge of public elementary

teachers was unsatisfactory. The findings suggest that respondents had a limited

understanding of Music content. Many openly admitted that they struggled to grasp much of

the material, particularly when it came to Music theory. Wiggins and Wiggins (2008) in a

study done in the United States of America (USA) similarly found that most teachers lacked

adequate knowledge of Music, leading them to feel unqualified to teach the subject. This may

be attributed to the insufficient training and preparation they received for teaching Music at

the elementary level.
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Consequently, teachers resorted to side-line the subject because they did not have the

necessary knowledge, skills and attitudes to handle Music. According to Mwila (2015), one

of the key factors which contributed to the lack of Music instruction in Zambian schools was

linked to the low level of teachers’ knowledge of Music. The study showed that only a small

number of teachers felt confident enough to teach Music, leading most general education

teachers to prefer that specialized teachers handle the subject. This was due to teachers

feeling unqualified to teach Music because they lacked sufficient subject knowledge. In

Mwila’s study, both teachers and administrators noted that their inability to grasp basic Music

concepts made it challenging to teach the subject effectively.

4.2.2.2 Teachers' inadequate use of effective teaching strategies for Music

The study established that teachers face a challenge in the effective use of Music-related

teaching strategies. Out of 16 participants of this study, which included the head teachers,

section heads and class teachers, 15 participants disclosed that they encountered several

setbacks when using a variety of teaching and learning methods. On the part of head teachers,

head teacher 2 of School B commented that “most teachers are of the view that using

different strategies confuses learners. As such, the teachers try to come up with one teaching

strategy and then check if learners are attaining something or not from it.” Headteacher 4 of

School D added that, “large classes hinder teachers from using the different strategies

effectively. For example, one class has 98 learners and for a teacher to employ certain

strategies becomes a challenge.” In support of the two head teachers, head teacher 1 of

School A lamented that, “lack of knowledge in Music hinders teachers when using a variety

of teaching strategies. Some teachers do not know much about Music concepts and this gives

them a tough time to employ a variety of methods. Some have inadequate songs and little

knowledge on how to sing those songs, so for them not to look like failures, they usually just

use the same teaching strategies.” Likewise, Headteacher 3 of School C said that,
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“implementation of certain strategies is a challenge to teachers and this is why teachers only

use the strategies which they are familiar with.”

Section heads also agreed that teachers face several challenges when employing different

teaching strategies. For example, Section head 2 of School B commented that, “teachers face

challenges when using some strategies because those strategies require a teacher to have

enough resources. With the challenge of inadequate resources, teachers find it challenging to

employ the recommended Music related strategies”. On his part, Section head 4 of School D

revealed that, “limited time hinders teachers when employing different strategies. Standard 6

and 7 teachers acknowledge that Music is a practical subject and teaching it for 35 minutes

is not enough”. Similarly, Section head 1 of School A recalled that, “some teachers fail to

employ certain strategies because learners are shy to participate in some of the teaching

strategies and this hinders teachers when employing such strategies. As a solution, I

encourage those teachers to tell learners that they do not have to feel shy to participate in the

groups since they are learning groups, not social groups.” Likewise, Section head 3 of

School C also shared similar sentiments on the challenge of employing different strategies by

remarking that, “the challenge arises when teachers are using group work. When this method

is being used, learners just make noise instead of contributing or discussing classwork.”

Teachers, as the ones who teach Music in standard 6 and standard 7, also disclosed that they

face several challenges in employing different teaching strategies. For example, Teacher 3 of

School B disclosed that, “I have noticed that when I employ a variety of teaching strategies,

learners do not follow my lessons.” Similarly, Teacher 4 of School B said that,

“demonstration can only be used if there are Musical instruments but due to the challenge of

resources that is why I do not use it.” Likewise, Teacher 1 of School A commented that, “the

language barrier is a major challenge when teaching Music. Learners do not understand

English very well and when I try to explain to them, you will find that they are just looking at
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you. So as a teacher I usually paraphrase my statements whenever learners have not

understood me.” Concurring with the other teachers, Teacher 2 of School A observed that,

“shyness of learners makes it very difficult for teachers when using different teaching

strategies. This makes learners just to look at you when you are using certain strategies.

Some learners feel they are too old to participate in some lessons when you are using certain

strategies.” On his part, Teacher 5 of School C exposed that, “the challenge on

demonstration is lack of knowledge. If the teacher does not know the concepts or the song, it

will be a challenge to demonstrate.” Additionally, Teacher 3 of School B said that, “the

challenge arises when teachers are using group work. When this method is being used,

learners just make noise instead of contributing or discussing classwork.” Offering his

response to the question on the challenges teachers face when using different strategies,

Teacher 7 of School D said that, “limited resources hinder teachers from using different

strategies. This is the reason teachers always opt for group work because of limited

resources.” This finding has revealed that teachers have low Pedagogical Content

Knowledge (PCK) according to Shulman’s (1986) theory of Pedagogical Content Knowledge.

The study’s finding that teachers face challenges in the effective use of the recommended or

prescribed Music-related strategies concurs with the study by Fautley and Henley (2010) in

the United Kingdom, which found that teachers displayed a general lack of understanding of

the different ways that Music education can be approached within the Primary school. In a

similar study by Manila (2020) the findings observed that teachers frequently relied on

general strategies that were applicable across various subjects. However, they rarely or

inconsistently used methods specifically tailored to teaching Music. Respondents indicated

that they often taught Music based on pre-designed lesson plans or teaching guides, many of

which were downloaded from the internet, rather than developing or employing Music-

specific strategies. This lack of pedagogical knowledge was further evidenced by their
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inability to identify the exact methods they used during Music lessons. Additionally, several

respondents admitted that they avoided teaching Music in depth, focusing more on other

areas like arts and physical and health education because they felt inadequately equipped to

teach Music effectively. This challenge was echoed in the study by Machingura and Zinhuku

(2019), which revealed that Music is often neglected in primary schools due to teachers’ lack

of subject matter and pedagogical knowledge.

Furthermore, the results of Machingura and Zinhuku’s (2019) study indicated that teachers

rarely encourage learners to engage in creative activities such as composing or improvising

Music. This finding of this study also aligns with the findings of Wiggins and Wiggins

(2008), which revealed that general education teachers involved students in composition and

improvisation only five per cent of the time of a Music lesson, despite understanding that

practical performance is a central goal of Music education. The main challenge of the

teachers appears to be their lack of confidence or expertise in guiding students through these

creative processes by employing Music teaching strategies, which are critical components of

creating a well-rounded Music education.

4.2.2.3 Teachers’ inadequate knowledge of effective assessment strategies

for Music

The other challenge which teachers face when teaching Music in the integrated Expressive

Arts curriculum according to the findings of this study is that teachers have challenges

assessing learners in Music. On this challenge, all the teachers interviewed disclosed that they

faced challenges. On their part, Headteachers came up with the following challenges which

teachers in their respective school face when assessing learners in Music.

Firstly, teachers face a dilemma in knowing whether they are assessing the correct things or

not. The dilemma comes in because teachers have inadequate knowledge of Musical concepts
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and it becomes difficult to assess learners the required skills and knowledge accurately. For

example, Headteacher 2 of School B commented that, “teaching of Music itself is done with

little knowledge in Musical terms, so to assess the learners and understand that what I am

assessing is right or wrong comes as a challenge because teachers are not conversant of

every Musical terms and symbols are there in Music.”

Secondly, this study revealed that large classes also make teachers struggle when assessing

learners in Music. Large classes can create significant challenges in assessing learners in

Music lessons because they limit the teacher's ability to provide individual attention and

detailed feedback. In Music education, assessments often involve observing each learner's

performance, technique, and understanding, which requires close supervision and

personalized guidance. In a large class, it becomes difficult for the teacher to manage time

effectively, observe each learner’s performance thoroughly, and provide tailored feedback.

This can lead to superficial assessments, where not all learners’ abilities are accurately

evaluated, and some learners may not receive the support they need to improve their skills.

As observed by head teacher 1 of School A who remarked that, “In a large class, a teacher

may not pay attention to what the learners are singing because of either noise or inadequate

knowledge of singing. A teacher should come close to learners and listen to what they are

singing to offer individualised assistance. However, this can only be done in a small class

size.”

This study has also revealed that teachers face the challenge of lack of Musical skills and lack

of Musical resources for practical assessment. On this, Head Teacher 3 of School C observed

that, “If a teacher has no Musical skills, it is challenging to assess learners in practical

Music areas.” This study has observed that due to a lack of Musical resources, a teacher

cannot be able to assess learners on beating the drums if there are no drums. A teacher cannot

assess learners on how to sing with Music technologies like keyboards if the keyboard is not



71

available. The situation of lack of Musical skills and lack of Musical resources is common in

most schools involved in this study hence posing a challenge in assessing learners in Music

lessons. The study has revealed that a lack of Musical skills by teachers and insufficient

Musical resources for practical assessment can severely hinder the effective assessment of

learners in Music lessons. When teachers lack Musical proficiency, they may struggle to

demonstrate correct techniques, identify mistakes, or provide meaningful feedback, leading to

assessments that do not accurately reflect learners’ abilities. Additionally, without adequate

Musical resources, such as instruments or audio equipment, learners cannot engage in

practical activities essential for developing and showcasing their Music skills. This

combination results in an overreliance on theoretical assessments, which do not capture the

practical and performance-based nature of Music education.

The findings of this study are in agreement with a study by Denis (2017) in Texas which

observed that there were several inherent challenges in creating Music assessments. Broadly,

he highlighted that disagreements on Music curricula and instructional goals had led to

divisions in assessment methods, potentially creating obstacles to effective evaluation.

Additionally, he noted that the subjective nature of Musical judgments had further

complicated efforts to establish consistent assessment practices. However, he argued that the

emergence of the standards movement may help address some of these concerns. Using

standards could also support McClung's (1996) argument that grades should be tied to

specific learning objectives.

In a qualitative study of three intentionally selected elementary Music teachers, Salvador

(2011) found that participants identified large student numbers, limited time, and insufficient

administrative support as obstacles to improving assessment practices. Similarly, Harrison et

al. (2013), Lehman (2008), and Almqvist et al. (2017) raised concerns about the impact of
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class sizes on effective assessment. Russell and Austin (2010) also noted that administrative

assistance with assessment was rare, though when provided, it reduced the likelihood of using

non-Music assessments in the classroom. Additionally, Reimer (2009) suggested that the

complexity of grading individual students in ensemble settings could create

misunderstandings between Music educators and administrators, potentially raising concerns

about grade inflation.

Harrison et al (2013), in his study on the challenges of assessing Music skills, highlighted

that a lack of clarity in grading procedures for ensembles can create perceptions of

favouritism. To address this, providing students and parents with written grading policies

may help reduce concerns about transparency. Almqvist et al. (2017) highlighted the

importance of effective assessment in Music. He discovered that assessment often directly

influenced both instructional and learning goals, noting that assessment methods became so

dominant that they overshadowed the entire teaching and learning experience. They further

suggested that transparency reinforced this dominant role of assessment in classrooms.

Overall, ensuring that students clearly understand their teachers' expectations has been

essential for effective learning, with assessments serving as valuable indicators of goals and

objectives (Reimer, 2009). Additionally, practitioners, such as Wesolowski (2014), have

proposed including rationales and explanations in assessments to demonstrate academic

rigour in Music education.

Other studies like this study have also revealed teacher’s challenges in assessing learners in

Music. These studies have revealed that assessing creativity in Music has consistently posed a

significant challenge for Music educators (Hickey, 2001). Scholars have defined creativity as

being original, appropriate, and valuable (Barbot & Lubart, 2012; Stefanic & Randles, 2015)

and have highlighted its long-standing importance in Music education (Rohwer, 1997).
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However, despite the recognized educational value of creativity, the subjective nature of

creative work can make it difficult for educators to evaluate it effectively (Hickey, 2001;

Rohwer, 1997).

4.2.2.4 Teachers’ lack of adequate knowledge of an inclusive Music

classroom

The study established that most teachers (14 out of 16) face challenges when employing

different strategies to cater for learners with diverse learning needs. Out of 16 teachers which

included head teachers, section heads and teachers, 14 teachers disclosed that they

encountered several setbacks when adapting a variety of teaching and learning methods to

suit every learner in Music lessons. On the part of head teachers, Head Teacher 4 of School D

said that, “lack of resources, appropriate resources for learners with special needs is a major

challenge. It becomes a challenge to involve such learners in Musical lessons and teachers

usually resort to side-lining such learners.” In support of Head Teacher 4, Head Teacher 1 of

School A lamented that, “I face challenges in addressing learner diversity in Music lessons

because of the failure of the learners to follow instructions when the teacher is singing

because of hearing problems.” Similarly, Head Teacher 3 of School C added that, “failure of

learners to disclose the disability that they have make teachers to be left in the dark and do

not usually take those learners on board.”

Section heads also agreed that teachers face several challenges when employing different

teaching strategies to address learner diversity. For example, Section head 2 of School B

commented that, “the challenge is there because of the inability of teachers to fully adapt

Musical lessons to suit learner’s diversity”. On his part, Section head 1 of School A felt that,

“challenges arise because during planning, teachers do not consider learners with diverse
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needs in their planning and when the teachers start implementing the schemes, they leave out

such learners”.

Teachers, as the ones who teach Music in standard 6 and standard 7, also disclosed that they

face several challenges in employing different teaching strategies to address diverse learning

needs. For example, commenting on the challenge of employing different strategies to

address learner diversity, Teacher 4 of School B said that, “I struggle to make my lessons

followed by every learner because I do not know the right strategies”. Similarly, Teacher 1 of

School A said that, “the challenge arises when using signs, learners with hearing impairment

become confused to follow what is happening and teachers fail to clarify to the learners”. In

support of the other teachers, Teacher 2 of School A observed that, “there is communication

challenge especially when using English to teach. As a teacher I always paraphrase so that

learners can follow properly”.

The findings of the study are in agreement with Burnard et al’s (2008) study in the United

Kingdom which observed that one of the key challenges for Music educators is creating

inclusive teaching approaches that embrace learner diversity, foster engaging learning

experiences, and address student disengagement, particularly for those at greatest risk of

exclusion, which are issues that are gaining significant global attention. They argue that

Music teachers working with disaffected learners, in areas where there is a risk of social

exclusion, are confronted with difficulties and most of them have not been professionally

trained for the present situation and lack materials and methods and support for handling

learners with diverse learning challenges.

4.2.2.5 Inadequate teaching and learning material resources for Music

The study has found that teachers face the challenge of inadequate teaching and learning

material resources for Music. All the head teachers, section heads and teachers revealed that
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they faced challenges in terms of resources for teaching, learning and assessing Music. The

participants mentioned guitars, keyboards and flutes as the resources that are not available in

the four schools. In addition to the lack of guitars, keyboards and flutes, Head teacher 2 of

School B and teacher 3 of School B disclosed that, “sometimes we lack role models who can

help in inspiring learners to have a positive mindset about Music since most learners have a

negative attitude towards the subject”. Similarly, Teacher 4 of School B also commented that,

“there are many challenges like I have said, and another one has to do with lack of

resources”. Likewise, Teacher 7 of School D had this to say on the challenges he faces when

teaching Music, “The resources are limited, when I tell learners to bring, they just bring a

few of them. Similarly, Teacher 1 of School A said that, “we do not have adequate resources

which could be used in the teaching of Music”. Furthermore, Section head 3 of School C

highlighted that, “there is a challenge of resources in that we lack resources which are ideal

for teaching Music”. Concurring with Section head 3, Section head 1 of School A narrated

that, “some topics are taught without resources. The biggest challenge is that we have a

challenge of Musical instruments”.

Teachers disclosed that they solve the challenge of resource limitation through improvisation

where instead of a real drum, an improvised bucket is used. In some cases, learners are

instructed to make some Musical instruments however when learners have made several

Musical instruments, the challenges come in due to the lack of a storage room where these

Musical instruments could be kept. As a result, these Musical instruments get damaged and

some teachers come to borrow them but are never returned. Consequently, teachers are left

without Musical instruments to be used in their Music lessons. This is where the challenge of

resource management comes in. The researcher believes that having a store room for Musical

instruments would help teachers to safely keep the Musical instruments made by learners and

use them during Music lessons. In so doing, the challenge of resource limitation may be
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alleviated to some extent. This finding relates to the challenge of the Input element of the

CIPP model theoretical framework of the study.

The findings of this study are in line with a study by Mwila (2015) who found that the lack of

teaching materials in Music had been a great hindrance to the teaching of Music in Zambia.

The study revealed a lack of teaching and learning materials, particularly reference books.

For example, the only Music reference books available in schools were the Creative and

Technology Studies (CTS) and "Gold Medal" books, which were not very useful for planning

Music lessons. According to Mwila (2015), the absence of adequate materials in most

educational institutions negatively impacted the effectiveness of teaching the subject. This

was a crucial issue in lesson planning, as teachers required a variety of resources for effective

preparation. The study highlighted that the "Gold Medal" and "CTS" books did not offer the

necessary information, especially regarding teaching methodologies for Music.

Ganyata's (2015) observation that a significant number of teachers interviewed in his study in

Zimbabwe expressed that the lack of sufficient resources is a major challenge to teaching and

learning Music in schools is in line with the findings of this study. Delport and Dhlomo (2010)

also lamented the lack of support structures in schools for facilitating Music literacy

instruction. Similarly, Strumpf (2001) raised similar issues, recommending increased support

in schools. This aligns with Orff’s perspective, which emphasizes the importance of

incorporating diverse educational resources in Music literacy to facilitate the rapid

acquisition of Musical skills, particularly in instrument playing, which can inspire students to

learn. Nketia (2004) also argued that children should be introduced to instruments at a

younger age, as it is an engaging experience. However, this cannot be possible if there are

inadequate or no Musical instruments.
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Comparing the current situation in Malawi to the views of Music literacy theorists like Nketia

and Orff, a gap exists due to the inadequate teaching and learning resources available in most

of Malawi’s public primary schools. For instance, this study revealed that the schools in the

study did not have Musical instruments, as schools perceived their costs to be too high. To

remain economically cautious, schools avoided purchasing such instruments, citing financial

constraints. On the other hand, most schools only had traditional Musical instruments, such as

drums and shakers, though many were in poor condition due to teachers' lack of expertise in

repairing and maintaining them. As a result, many of these instruments were not being used

in the lessons. This situation was the same in Zimbabwe according to Ganyata’s (2015)

where he found that in some cases, schools had just one set of marimbas for an entire student

population of over a thousand, compounded by hot-sitting or double session schedules. The

situation with Western instruments is even worse, as they are more expensive than traditional

ones, which are locally made. Furthermore, a study by Ganyata (2015) observed that in

addition to lack of Musical instruments, erratic power cuts, a common issue in Zimbabwe,

hinder the use of electronic instruments like electric keyboards and guitars. This problem is

exacerbated by the fact that many schools cannot afford generators to supplement power for

teaching these instruments.

4.2.2.6 Poor quality textbooks

There was an attempt in the study to analyse the nature of the textbooks used in the teaching

and learning of Music. The researcher believed that the effectiveness of teaching Music

depends on the quality of textbooks. As Muchangi (2010) and Sabola (2017) observe when

changes in the curriculum are made, the Ministry of Education should ensure that the factors

that affect the effective implementation of the curriculum are minimized before the

curriculum is put into practice at the classroom level. The availability of adequate and quality

textbooks means that teachers could be guided in terms of the approach to the teaching of
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Music topics and also the right content which is expected to be delivered. Through document

analysis, the study established that the textbooks used for teaching and learning Music are of

poor quality. Data revealed that the standard 7 Expressive Arts Teachers’ Guide has typing

and editing errors. For example, on page 12 of the said Teachers’ Guide, under instructions

for introducing time signature, instruction “g” has some editing errors. For example, it is

written ‘make a mixture of two or more Musical notes’ as shown in the extract below which

confuses the second note (Minim/half note) having an extra line.

The above instruction was supposed to be written as:

g. Make a mixture of two or more Musical notes, eg,♩ ♪ ♪ =

On the same page, there is also a typing error in the time signature. On the same instructions,

one of the questions, reads, question “j” “explain the meaning of tie signature”. It could be

assumed that the writer wanted to indicate ‘time signature’ and not ‘tie signature’ because

there is no such thing as “tie signature” in Music. Refer to the extract below for the mistake

on instruction ‘j’.

Another area where there is poor quality in the textbooks is the presence of misleading

statements. For example, on page 10 of the Expressive Arts Teachers’ Guide for standard 7,

there are three misleading statements which do not have any meaning at all. The first

statement under the background information is written as follows: “Sounds and silences can

be represented by symbols called Musical notes”. This statement is incorrect because Musical
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notes are Musical symbols which represent sounds in Music. On the other hand, Musical rests

are Musical symbols which represent silences in Music. It is incorrect to use Musical notes to

refer to both sounds and silences. The statement could have been presented as follows:

“sounds in Music can be represented by symbols called Musical notes and silences on the

other hand can be represented by symbols called Musical rests”. The second misleading

statement is, “the names of the five Musical whole notes ( ) half note)”. This statement also

does not make sense at all. It could be assumed that the writer wanted to present the statement

like this: “The names of the five Musical notes are whole note, half note, quarter note, eighth

note and sixteenth note.” The extract below show the mistakes this study is referring to:

Finally, on the same page 10 of the Expressive Arts Teachers’ Guide for standard 7, there is

also a statement which says ‘it is written as a fraction such as 4
4 , 3

8 , 9
16 . This statement

is incorrect because the time signature is not written as a fraction. It just resembles a

fraction but it is not a fraction. Also, when one critically examines the statement, one

will discover that it is contradictory in itself in that it mentions a fraction but the way the

seemingly fraction has been written does not reflect the truthfulness of the statement. A

fraction, from a mathematical point of view, must have a line between the two numbers.

In other words, there should be a numerator and a denominator. However, the

“fractions” given do not have a line in between them.
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Another major observation on page 10 of the Expressive Arts Teachers’ Guide for standard 7

is that the way the information has been presented is misleading. When Musical notes are

introduced, there seems to be an added statement which ought to come when introducing

another Musical statement. For example, ‘half note is made of a white head and a stem,

quarter note is half of the half note’. The researcher is of the view that the statement could be

properly written as, ‘half note is made of a white head and a stem’. The last part of the

statement should be used to introduce a quarter note, for example, a quarter note is half of a

half note. It has a black notehead and a stem.

Furthermore, the textbooks for teaching and learning Music are of poor quality because they

have sketchy information on Music topics indicated in standard 6 and standard 7 Expressive

Arts textbooks. Most topics do not have detailed coverage of content to be delivered by a

teacher. In some cases, where a teacher has to use songs normally in Music textbooks,

generally suggestions are given on how those songs are sung. In the case of the Malawi

primary school Teachers’ Guides for Expressive Arts, such information is not indicated. It

creates challenges for the teacher to handle such kinds of songs in a lesson. The researcher

believes that having songs written with Music staff notation or produced in an audio format

would greatly assist teachers in handling such songs. The challenge which arises when

teachers do not know the songs is that they just skip those songs and neglect the topic

altogether. Also, some learners are not conversant with some songs as such it becomes a

challenge for those learners to contribute to the lesson by singing the suggested songs during

the lesson.

In course of analysis of the Music topics in the Expressive Arts Teachers’ Guides for

standard 6 and standard 7, this study observed that there is one song which has been written

with the Music staff notation. This song is easier to interpret and sing the way it has been

written for those who are familiar with staff notation or “tonic sol-fa”. The same could be
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done to other songs that are mentioned in the various Expressive Arts Teachers’ Guides. It

must also be highlighted that there is a publication titled ‘Songbook for Primary School

Children in Malawi’ on some of the songs which are sung in primary schools in Malawi.

However, the rhythms of the songs do not reflect our indigenous original songs which could

perhaps have served as remedial Music lessons to assist with facilitating the effective

teaching and learning of Music.

This finding on the poor quality of the Music content in the Expressive Arts curriculum

relates to the Product element challenge of the CIPP model theoretical framework of the

study.

The findings of this study agree with the findings of a study by Lowe (2008) who noted that

primary schools had poor quality textbooks and recommended that the government should

prioritize the provision of high-quality textbooks. Lowe points out that many schools not only

lack sufficient textbooks but also suffer from the poor quality of those available. Lowe (2008)

argues that research has shown that regular use of textbooks can significantly enhance

learning, yet the current textbooks fail to meet the needs of both pupils and teachers. Lowe

defines good quality textbooks as those that are relevant to pupils' daily lives and support

teachers in addressing diverse learning needs in the classroom. However, he notes that such

textbooks are currently unavailable in Malawi. Additionally, he faults the existing Teachers’

Guides, stating that their recommendations are impractical for large classes with limited

resources.

Similarly, in a study done in Zambia by Mwila (2015), it was observed that the two only

available reference materials such as the “Gold Medal” and the “CTS” books did not provide

the information expected in preparing to teach Music, especially on the methodology part. In

short, according to Mwila (2015), the available textbooks were of poor quality to adequately
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assist teachers to benefit from such resources when preparing for their lessons and also during

lesson delivery.

4.2.2.7 Inadequate official time allocated to the teaching of Music

The study established that the other challenge which teachers face in the teaching of Music is

to do with inadequate official time allocation to the teaching of Music on the school time-

table. Out of 16 participants of this study, which included the head teachers, section heads

and class teachers, 14 participants disclosed that they encountered a challenge of inadequate

official time allocation for the teaching of Music in primary schools. For example, on his part,

Head teacher 2 of School B commented that, “It seems the time is very short one (35 minutes

only according to the Teachers’ Guides (TGs) we are using compared to the work that is

needed for us to deliver to our learners, they are not tallying because in Music there is too

much work to do but if you look at those TGs, when we produce a timetable, it shows that the

time is very short, it is not enough. As a solution, we make an extension of learning time by

organising afternoon classes.” Concurring with Head Teacher 2, Section head 4 of School D

said that, “since Music is taught under Expressive Arts, there are 5 periods given which

translate to 1 period (35 minutes) for Music per week. I wish the 5 periods were solely for

Music only”. Similarly, teacher 4 added that, “the challenge I face has to do with inadequate

time allocated for Music on the timetable. Music is only taught once in a week which gives

me a tough time covering concepts in detail”.

The findings of this study concur with Segomotso (2011), who observed that Music teachers

in Botswana are often faced with the kind of problems which teachers in other subject areas

do not experience. Inexperienced teachers in particular become demoralised by the lack of

adequate time a Music education programme usually receives. Similarly, a study by Ganyata

is also in agreement with this study in that it was found out that in Zimbabwe, Music literacy
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teaching is done once or twice per week depending on the schools. In some schools, it is

either a single one-hour or two half-hour blocks per week. Although this is a policy issue and

cannot be changed, the general view among teachers is that the time is not adequate to teach

all the required skills of Music. They were comparing time allocated to subjects such as

Mathematics and English. These are taught at least once every day, subscribing to that the

education policy in Zimbabwe is biased towards non-practical subjects. A view held by most

teachers is that all subjects should be accorded a fair distribution in the school curriculum.

4.2.2.8 Teachers’ lack of exposure to school-based continuing professional

development in Musical concepts

In addition to the problem of inadequate use of effective teaching strategies for Music, this

study also revealed a challenge of lack of professional development for teachers in teaching

Music. The continuing professional development has the potential to assist teachers in the

areas where they are struggling to teach Music effectively. The absence of CPDs impedes

teacher growth because teachers lack guidance and coaching on challenging concepts in

Music. In terms of Music-related CPDs, the study found that teachers did not access any. All

of the participants indicated that they had never attended any Music-related CPD on how to

teach Music effectively. For example, teacher 3 of School B noted that, “The CPDs for Music

are not there, we are not provided with such CPDs. This is across Mzimba District. We just

interpret what the Teachers’ Guides are saying”. Similarly, Head Teacher 4 of School D

concurred with Teacher 3 by saying that, “We have never organised any Music CPD”.

Likewise, Teacher 8 of School D added that, “I have never attended any CPD”. Again,

Teacher 1 of School A also pointed out that, “I have never attended any CPD on how to

teach Music”.
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The researcher, based on the responses of the participants, was inquisitive to know the

reasons why there were no Music CPDs in the four selected primary schools. In his response,

Section Head 1 of School A said that, “I may say the reason is the lack of funds and we are

lacking some of the resource persons because, in our catchment area, people who are very

interested in Music are scarce to find”. A similar observation was made by Teacher 6 of

School C who said that, “lack of funds is the main setback to hold a CPD”. Concurring with

Section Head 1 and Teacher 6, Section Head 4 of School D disclosed that, “lack of expertise

to facilitate the training is the main reason why Music CPDs are not conducted”. Teacher 4

said that “as teachers, we are not familiar with Musical concepts to teach our friends during

CPD”.

The role of in-service continuing professional development has been appraised for its impact

on improving the effectiveness of teachers in handling classroom processes. As observed by

Concina (2023), a commonly recognized predictor of effective teaching is the influence of in-

service professional development programs. According to Biasutti et al (2019), as well as

Howard and Seaver (2013) and Schmidt (2008), these professional development experiences

can enhance social skills, which in turn improve teacher-student relationships which is a key

element of effective Music teaching (Howard and Seaver, 2013). Furthermore, establishing a

community of practice for Music teachers is particularly beneficial in the early stages of their

careers, as they can gain valuable guidance and mentorship from more experienced

colleagues (Schmidt, 2008).

4.2.2.9 Poor quality Music lessons

In its pursuit of investigating the nature and quality of the teaching Music, the study also

delved into classroom lesson observations. In this method of data collection, the theory of

productive pedagogies as conceptualised by Lingard et al (2001) and the theory of
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Pedagogical Content Knowledge (PCK) as conceptualised by Shulman (1986), were utilised

as the lens for evaluating the lessons. The key findings for the lesson observation data are

presented in the sub-sections about the Productive Pedagogies indicators of the nature of the

quality of lessons. The indicators include the intellectual quality of Music lessons (high-order

thinking, deep knowledge and deep understanding) and supportive classroom environment.

1. Intellectual quality of Music lessons

Based on the collected data, the intellectual quality of Music lessons was found to be very

low. However, a few parts of the lessons showed the possibility of higher intellectual quality.

The researcher conducted 8 Music lessons and out of these lessons, 6 Music lessons were of

low quality as presented below.

a. Higher-order thinking

The dimension of intellectual quality was explored using the indicator of higher-order

thinking. Classroom observations on Music lessons showed that learners were not involved in

activities which would help them to develop higher-order thinking in Music lessons. For

example, in six out of eight observed lessons, teachers did not encourage deeper thinking or

active participation. Learners primarily received information passively or repeated what

teachers presented. Additionally, the short 35-minute class period prevented teachers from

engaging learners more deeply in class.

For example, below is an extract of an Expressive Arts lesson conducted by Teacher 1 on

Introducing Musical Notes, in Standard 7, at school A, on 10th June 2024. On this day, the

lesson began at 7:35 a.m. The lesson was attended by 44 learners out of which 19 were boys

and 25 were girls. The lesson progressed as follows:

Teacher: Today we are going to look at Musical Notes. Musical notes are symbols which
represent sounds and silences. In our communities, there are a number of animals which
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produce sounds. These sounds help us to identify the various animals in our community.
Can you give me the sounds which are made by different animals that you know?

The learners gave answers like for cattle it is ‘mooo’, for cat it is ‘meow’, for a chicken it is
‘kokoliriko’, for a dog it is ‘who, who, who’.

In giving these answers, learners were simply imitating how different animals produce their

sounds. They were not engaged in higher order thinking. The lesson further progressed as

follows:

7:40: a.m. Teacher: Out of the sounds you have given, which ones are long sounds and
which one are short sounds?

[Learners gave the following answers for short sounds].

Learner 1: ‘who who who’ (which is for dog barking)

[Learners gave the following answers for long sounds].

Learner 2: ‘mooo’

Learner 3: ‘meow’

Learner 4: ‘kokoliriko’

7:45 a.m. Teacher: The answers you have given me are correct. It is really true that a dog
makes a short sound, a cow, a cat and a cork makes long sounds. Musical notes also have
short and long sounds. Now let us look at the types of Musical notes. There are 5
commonly used Musical notes. These notes have a fixed relationship which helps to
determine the length of each Musical note. The first Musical note is a whole note ( )
which is oval in shape and has a white note head. It is played for 4 counts/beats. The

second Musical note is a half note ( ) which is half of . Half note is made of a white

head and a stem. It is played for 2 counts/beats. The third Musical note is a quarter note (♩)

is half of . Quarter note has a black head and a stem. It is played for 1 count/beat. The

fourth Musical note is an eighth note (♪) is half of (♩), eighth note has a black head, a
stem and a flag. It is played for half count/beat. Now can you answer the following
questions in your groups?

1. How many counts does a whole note have?

2. Identify the following symbol .
3. How many counts does a quarter note have?
4. An eighth note is played for how many counts?
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In the above lesson extract and the other six observed Music lessons, learners’ activities

showed that learners were mostly engaged in low-order thinking during classroom

transactions. For instance, group discussions and responses presented to the class on the

lesson conducted by teacher 1 at school A, such as "whole note is for four counts" "that is a

symbol for half note," "the quarter note is one count," and "eighth note is for half count,"

provided little evidence of higher-order thinking. The teacher's low-level questions did not

encourage deeper thinking or active participation in the learning process. Based on the

observations, the study revealed that the typical approach in Music classes is for teachers to

simply transmit information, with learners passively receiving it from the teacher.

Although higher-order thinking was scarcely evident in six of the lessons observed in this

study, two observed Music lessons however demonstrated potential for it. These two lessons

focused on composing and singing songs, and they provided opportunities for higher-order

thinking. In these lessons, learners responded to the teacher’s questions in a way that

reflected deeper thinking. The teacher asked open-ended questions, prompting learners to

manipulate information and ideas to formulate their responses, encouraging a higher level of

cognitive engagement. Also, learners themselves asked each other open-ended questions

during the lessons. Some of the questions that were asked include, how can you make the

tune of the song match the lyrics assigned to that song?

In response, a learner answered that when composing a song, there is a need to first consider

the mood in which you are and then when you have created the tune, lyrics should be created

right away matching the mood of the tune. For example, if the tune is portraying sadness, the

lyrics should also be in line with the tune. In this instance, the learner provided a well-

articulated response that synthesized facts and ideas in answering the teacher's question.

Rather than offering a simple one-word reply, the learner demonstrated a more thoughtful and

comprehensive response to the question.
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b. Deep knowledge

The dimension of intellectual quality was also explored using the indicator of deep

knowledge. The lessons observed indicated a lack of deep knowledge covered in the teaching

of Music lessons. For example, key Musical concepts such as Musical notes were not covered

in-depth. For example, in one of the lessons observed, the teacher did not clarify how 4

beats/counts for a whole note should be played or counted or said for example using ‘Taa-aa-

aa-aa’ or ‘1, 2, 3, 4’. The failure to explain how the counts are said or counted was also seen

in other Musical notes like half note, quarter note and eighth note. In the extract below, the

teacher only stopped at the number of counts or beats assigned to Musical notes but did not

take time to elaborate on how to play the assigned counts.

7:45 a.m. Teacher: Musical notes also have short and long sounds. Now let us look at the
types of Musical notes. There are 5 commonly used Musical notes. These notes have a
fixed relationship which helps to determine the length of each Musical note. The first
Musical note is a whole note ( ) which is oval in shape and has a white note head. It is

played for 4 counts/beats. The second Musical note is a half note ( ) which is half of .
Half note is made of a white head and a stem. It is played for 2 counts/beats. The third

Musical note is a quarter note (♩) is half of . Quarter note has a black head and a stem. It

is played for 1 count/beat. The fourth Musical note is an eighth note (♪) is half of (♩),
eighth note has a black head, a stem and a flag. It is played for half count/beat.

c. Deep understanding

The dimension of intellectual quality of the Productive Pedagogies was further explored

using the indicator of deep understanding. The study found that the lessons observed

indicated a lack of deep understanding by learners in Music lessons which was as a result of

teachers’ failure to demonstrate their own deep understanding of the content to be delivered.

For example, learners did not sing the song using the dynamics which were taught by their
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teacher. The study also revealed that how teachers presented lessons, including their

questioning, did not promote deep understanding of music. For example, teachers’ questions

included, “Can you now sing this song on your own?” and “Sing it very well?” revealed that

the teacher was not interested in checking whether the learners were singing the song using

dynamics or not.

For example, below is an extract of an Expressive Arts lesson conducted by Teacher 5 on

Decorative Artworks (Singing rhythmic patterns using dynamics), in Standard 6, at school C,

on 19th June 2024. On this day, the lesson began at 8:05 a.m. The lesson was attended by 66

learners out of which 28 were boys and 38 were girls. The lesson progressed as follows:

Teacher: Today we are going to look at ‘Singing rhythmic patterns using dynamics’. Can
someone come in front to sing any song that you know?

Learners: Sing songs

The learners sung songs without using dynamics and the teacher did not comment on

the way the songs were sung. She quickly told learners that they are going to sing

‘Tambala walira song’ using dynamics.

The teacher explained to the learners that dynamics refer to the loudness and
softness of sound. Dynamics create beauty and reduce monotony in songs. Various
symbols are used to show these dynamics for example:

< This symbol is called a crescendo and it means getting louder.

> This symbol is called a decrescendo and it means getting softer.

P This symbol is called a piano and it means singing softly.

PP This symbol is called a pianissimo and it means singing very softly.

mp This symbol is called a mezzo piano and it means singing moderately soft.

mf This symbol is called a mezzo forte and it means singing moderately loud.

f This symbol is called a forte and it means singing loudly.

ff This symbol is called a fortissimo and it means singing very loud.

The lesson further progressed as follows:
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7:40: a.m. Teacher: Now I am going to sing the song ‘Tambala Walira’. After that you will go
into your groups to sing the song using dynamics.

7:43 a.m. Learners: Sing ‘Tambala walira’ song.

In the above lesson extract, the teacher and the learners sung ‘Tambala walira’ song

without using dynamics.

2. Supportive classroom environment

A supportive classroom environment is another important characteristic of effective lessons

according to the theory of Productive Pedagogies. The researcher examined the dimension of

supportive classroom environment using the indicator of learner engagement. In the majority

of Music lessons (6 out of 8), learners exhibited minimal engagement in the teaching and

learning process. The study found that only 2 out of the 8 lessons demonstrated genuine

academic engagement among learners. In the remaining 6 lessons, much of the instructional

time was consumed by classroom management, with teachers spending significant time

controlling learner behaviour. The classroom layouts and large class sizes complicated

classroom management in the study schools. Seating arrangements often needed to be

rearranged to facilitate group work, but by the end of the lesson, the classroom would need to

be reorganized again. This practice not only wasted time but also led to various management

challenges. With an average of 70 students per class, noise levels frequently became

uncontrollable. To maximize learning time, teachers often abandoned interactive practices

like group work in favour of expository methods, which did not require rearranging seating or

managing noise and bullying when learners were grouped. For example, Teacher 8 displayed

minimal engagement in the lesson's learning tasks because he overlooked classroom

disruptions. Constant noise, particularly from learners at the back, contributed to the

disruption, which was exacerbated by the large class size.
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The findings of this study that Expressive Arts lessons are characterised by poor quality

concurs with a study by Chirwa (2013) who found that the Expressive Arts lessons lacked

high intellectual quality in terms of conceptual development and in-depth coverage of the

subject matter, thus compromising possibilities for higher-order thinking and deep

understanding on the part of the learners. For example, lesson observations in Chirwa’s (2013)

study showed that most of the Expressive Arts teachers did not encourage the learners to

think deeper and involve them actively during the teaching and learning process. The learners

either passively received or recited, information from the teachers. There was more teacher-

centred teaching and learning where there were very limited two-way interactions between

learners and between the teachers and the learners. There were thus generally no productive

and intellectual discussions going on during the teaching and learning process in the majority

of Expressive Arts lessons observed. Learners could give feedback to teachers’ questions

relating only to information that was short and easy to memorise. The learners only answered

a word or two to the teacher’s questions.

This result is also consistent with other studies on the practice of Productive Pedagogies by

teachers. For example, the study confirms what was found by Zohir et al. (2010) and Ishak

(2010). Zohir et al., in their study of the classroom practice of productive pedagogies of

Malaysian Secondary School Geography teachers, found that the level of intellectual quality

in the Geography classrooms was very low, as students were less involved with higher-order

thinking skills as most of the teachers did not encourage the students to think deeper and get

actively involved during the teaching and learning process. The teachers in Zohir’s study

were observed to have been asking lower-level questions to the students. Students were

observed only to receive information passively from their teachers most of the time. Similarly,

Ishak (2010) found that generally, the level of intellectual quality in secondary school

Science classrooms in Malaysia is very low.



92

These findings on the observed pedagogies of the Music teachers’ relate to the Process

element of the CIPP model theoretical framework of the study.

4.2.3 How Music can be effectively taught in the integrated Expressive Arts

curriculum

The study also wanted to investigate what participants think as a way of improving the

teaching of Music in the integrated Expressive Arts curriculum. The findings on this

objective are presented in the sub-sections below.

4.2.3.1 Provision of adequate teaching and learning resources for

Music

According to the participants’ perceptions, Music can be effectively taught in the integrated

Expressive Arts curriculum if the schools and the Ministry of Education can provide targeted

support. In supporting this, 13 out of 16 teachers disclosed that there is a need for making

available adequate teaching and learning resources for Music. For example, Headteacher 2 of

School B observed that, “there must be provision of enough teaching and learning materials

or resources for Music”. Similarly, Head Teacher 3 of School C had this to say as another

way of how the teaching of Music in primary schools could be improved, “There must be

resources, for example, enough books, enough charts, resources like Music instruments if

possible, at least they can help the teachers to handle Music lessons effectively”. Likewise,

Head Teacher 1 of School A said that, “giving teachers resources like Expressive Arts

Teachers’ Guides and Learner’s books would assist in improved teaching of Music”.

On his part, Teacher 4 of School B explained that, “there must be enough resources and not

only resources but also the resources must be inclusive”. Additionally, Teacher 7 of School

D said that, “provision of Teachers’ Guides and Musical instruments should be there for
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Music to be taught well”. Furthermore, Teacher 6 of School C commented that, “resources

for teaching and learning Music must be provided so that they are used in class”.

Similarly, Section head 4 of School D said that, “Music education could be improved if there

is provision of enough resources for teaching and learning Music”. Additionally, Section

head 1 of School A said that, “there must be enough resources and not only resources but

also the resources must be inclusive”. Section head 3 of School C commented that, “the

Ministry should supply resources since they are the ones who introduced this subject”.

The narrations by teachers that Music could be effectively taught if there could be provision

of adequate resources were also highlighted by learners involved in this study. All learners

involved in the study disclosed that the provision and the usage of teaching and learning

resources by teachers in Music classes could help the learners to learn Music effectively. For

example, a learner at School A said that, “for us to learn Music effectively, teachers must

have enough resources and they should use the resources in class. This will help us to learn

Music effectively”. Similarly, a learner at School B commented that, “it becomes a challenge

when the resources are not there, and for us to understand the Music lessons easily, teachers

must have resources which could be used in class”

The findings of the study that Music can be taught effectively by the provision of adequate

teaching and learning resources concurs with the study by Arulsamy (2010) who highlights

the crucial role resources play in the effective teaching of subjects like Music in schools.

Without adequate resources, teaching and learning is negatively affected. Arulsamy (2010)

emphasizes this by noting that the availability of learning resources directly impacts the

quality of curriculum implementation. This implies that sufficient resources are essential for

ensuring a high-quality curriculum. In Music education, achieving quality teaching is

unlikely if the necessary resources are unavailable or inadequate. The resource list for this
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level includes essential Musical instruments such as keyboards, guitars, recorders, CD players,

and CDs, as well as specifications for an ideal Music room. Hoffer (1991) similarly asserts

that learners require books, equipment, and proper facilities to effectively learn Music.

Teachers also depend on these resources to bring the curriculum to life and without them, the

curriculum remains merely a document. Therefore, schools must be well-equipped to ensure

the successful implementation of the Music curriculum.

Arulsamy (2010) further observed that the availability of resources significantly influences

both the content to be taught and the teaching strategies employed. During interviews with

learners, it became evident that there was a preference for using keyboards and recorders.

However, this focus poses a challenge, as much of the Music used for these instruments is

centred on pop and Western Music, leading to a curriculum that overlooks the local Musical

context, as Chadwick (2008) has pointed out. This illustrates the direct relationship between

resources, content, and activities, where the resources provided can shape the content taught.

To ensure an effective and inclusive implementation of a Music curriculum, a balanced

provision of resources is essential.

4.2.3.2 Adapting Music lessons to cater for learner diversity

The study found that one of the ways of improving the teaching of Music in the integrated

Expressive Arts curriculum is for Music teachers to adapt Music lessons to cater for diverse

learners. All 4 head teachers, 4 section heads and 8 teachers involved in the study

acknowledged that using several strategies could make all learners take on board in Music

lessons. For example, Head Teacher 2 of School B said that, “in those lessons, lessons can be

made inclusive by including teaching and learning materials that are adaptable by everyone.

Learners can use the resources using different sense organs”. Similarly, Head Teacher 4 of

School D had this to say, “Those learners who are challenged, when they are demonstrating



95

make sure they are given time to demonstrate what they have been told to do”. Likewise,

Head Teacher 3 said that “giving learners who are struggling special tasks which they can

finish”. Also, Teacher 4 of School B responding to the question on how Music teaching could

be improved said that, “making sure that for example, those with different problems like some

have hearing problems, must be put in front and also maybe you find that there are

sometimes when you need to practice with them and so those learners must also be given

their time or chance to practice”. Additionally, teacher 7 said that “learners with special

needs must be told to pick the Musical instrument which they can manage to play because if

they choose the Music instrument on their own, they cannot fail to play it rather than

imposing the Musical instrument on them”. On his part, teacher 8 commented that “offering

special help to learners who are struggling can help those learners learn Music effectively;

also by using peer teaching through the use of groups where fast learners are placed with

slow learners”. Furthermore, Teacher 1 said that “using resources which are in large print so

that those learners with Visual Impairment can see properly”.

Section head 4 of School D also responding to the question on how Music could be taught

effectively remarked that, “engaging resource persons to explain the concepts to learners

who have special needs”. Additionally, Section head 1 of School A said that, “when teaching,

those learners who have challenges must be given simpler tasks according to their abilities”.

Similarly, Section head 3 of School C commented that, “if a teacher sees a learner who is

not participating, he or she is supposed to go to that learner and assist him or her”.

The findings of this study that Music can be taught effectively by adapting Music lessons for

learner diversity aligns with a study by Barton and Riddle (2021) in Australia, which

observed that understanding and practising a range of strategies is important for Music

educators to enable them to effectively address diverse students’ learning needs and ensure

that one transactional mode is not privileged over others. Another study by Villa and
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Thousand (2005) also concurs with the findings of this study that the teaching of Music can

be improved by adapting Music lessons. In doing this, various methods of inclusion are

employed daily in academic settings to enhance student learning. Villa and Thousand (2005)

emphasize that the most effective approach is integrating all learners into a unified classroom,

as every aspect of a learner’s environment influences their education. When teachers set high

expectations, learners, including those with disabilities, often rise to meet and even exceed

these challenges.

4.2.3.3 Employing Effective Teaching Strategies when Handling Music

Lessons

The study also found that for Music to be taught effectively, teachers are supposed to employ

Music specific teaching strategies. On the need to employ Music specific teachin strategies

Headteachers, Section heads, Teachers and Learners shared insights on the most effective

teaching strategies for Music within the integrated Expressive Arts curriculum. Some of these

methods are highlighted below.

Firstly, the study has found that one of the Music specific teaching strategies which can help

in the teaching of Music effectively is demonstration. This method was mentioned by 12

teachers out of 16 teachers which included head teachers, section heads and teachers. For

example, Teacher 4 of School B on the Music specific teaching strategy to promote effective

teaching of Music had this to say, “demonstration is the best strategy to teach Music

effectively”. Additionally, Teacher 8 of School D noted that, “demonstration is the best

teaching strategy for making Music lessons effective”. Concurring with Teacher 4 and

Teacher 8, Section head 3 of School C said that, “when it comes to singing, a teacher must

demonstrate how to sing and in so doing learners will follow properly hence the song with be

taught effectively”.
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On their part, 48 learners involved in this study also mentioned demonstration as the method

which teachers have to use for them to understand Music concepts easily. All the learners

involved in the study mentioned demonstration as one of the methods which can help them

learn Music effectively, for example, one learner at School A disclosed that, “teachers are

supposed to show us how something is made before asking us to produce the same thing”.

Similarly, another learner of school A had this to say on the Music specific method which can

assist them learn Music effectively, “when learning, a teacher must demonstrate and we

should then be given a chance to also sing”

Secondly, the study has also found that group work is another Music specific teaching

strategy which can help in the teaching of Music effectively. The group work method was

recommended by 9 teachers out of 16 teachers which included head teachers, section heads

and teachers. When asked about the Music specific teaching strategy to promote effective

teaching of Music, Teacher 6 of School C said that, “For me, I would say group work assists

learners to learn Music effectively because if they are mixed-ability groups, learners benefit

from each other”. Teacher 4 of School B similarly said this on the method of teaching Music

effectively, “I think it should be group work, learners have ample time to share experiences”.

Additionally, Section head 4 of School D commented that, “using group work makes

learners actively involved in the lesson hence making Music lessons effective because

learners master concepts through peer teaching”. Likewise, Section head 2 of School B also

said that, “group work is an effective method because learners share experiences”.

Subscribing to similar thoughts as those of teachers, learners (48 of them) also indicated

group work as a Music specific method to be used by teachers for effective learning of Music.

For example, all the 48 learners involved in the study mentioned demonstration as one of the

methods which can help them (learners) learn Music effectively. For example, one learner of

School B remarked that, “teachers should put us into groups because we assist each other to
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understand what is being taught”. Additionally, another learner of the same School B said

the following on the effective method for teaching Music effectively, “In groups we discuss

and come up with answers which teachers assess, when we are off-track, teachers assist us

and in so doing we understand the concepts we missed”

Finally, the study has further established that the “practice” method is another Music specific

teaching strategy which can help in the teaching of Music effectively. The “practice” method

was also recommended by 9 teachers out of 16 teachers which included head teachers,

section heads and teachers. When asked about the Music specific teaching strategy to

promote effective teaching of Music Head Teacher 2 of School B said that, “practice is the

only method that you prove that learners have gathered some skills that you were at first put

forward for the learners to gain through practice”. Teacher 4 of School B similarly said this

on the method of teaching Music effectively, “practice method is the best because learners

do not easily forget what they have practically learnt”. Additionally, Section head 4 of

School D commented that, “as I said earlier, this is a practical subject, as such let the

teacher handle Music practically and not theoretically”. Teacher 1 of School A on his part

said that, “Music should be taught practically because once you are doing things practically

it becomes very easy to master rather than theoretically”. Section head 1 of School A also

said, “I think Music should be taught practically because it helps learners have hands-on

learning”.

Subscribing similar thoughts as those of teachers, learners (48 of them) also indicated the

practice method as a Music specific method to be used by teachers for effective learning of

Music. For example, all the learners involved in the study mentioned “practice” method as

one of the methods which can help them (learners) learn Music effectively. For example, a

learner of School C mentioned that, “teachers must employ practical methods when teaching

us because we remember most of the things when practical method has been used”.
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Additionally, another learner at School C said the following on the effective method for

learning Music effectively, “practice method is the best because we master how to do so

many things for example making Musical instruments”.

The findings of this study align with Adjepong (2021), who highlights the importance of

incorporating diverse teaching strategies that promote active learner participation in Music in

Ghana. Given Music’s inherently interactive nature, educators must use strategies that cater

to a wide range of learner needs. Traditional strategies, which often emphasize rote learning,

should be replaced by constructivist approaches that allow learners to internalize and

transform knowledge, rather than merely replicate it for assessments (Kim, 2021).

Adjepong (2021) argues that teachers must use demonstration and modelling for them to

teach Music effectively. Demonstration and modelling are visual teaching techniques that

enable learners to observe, imitate, and practice Musical skills. These strategies involve

learners watching an expert’s performance to replicate or practice the skills themselves.

According to Syah (2003), demonstration entails showing things, events, or processes, either

directly or via instructional media. Modelling, on the other hand, is the process of learning

new behaviours or skills by observing others (Salisu & Ransom). Using demonstration and

modelling in Music teaching fosters collaboration between teachers and learners, helping to

build understanding. Cohen et al. (2006) argue that skills are easier to acquire through

modelling than through verbal explanations alone. For instance, a teacher can demonstrate

how to sing loudly or softly to teach the concept of volume. These strategies also motivate

learners by connecting theory to practice and encouraging independent learning.

According to Adjepong (2021), role-playing must also be used in the teaching and learning of

Music because it is effective. Role-playing allows learners to act out scenarios, which helps

them develop skills in singing, dancing, and playing instruments. This method leverages
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students' natural inclination toward role-playing to improve their Musical and interpersonal

skills.

Again, Adjepong (2021) encourages teachers to use questioning strategies when teaching

Music for effectiveness in the classroom. The questioning technique is a crucial tool in Music

lessons, stimulating students' thinking and understanding. Questions guide classroom

discussions, prompt students to analyse and hypothesize, and help assess their learning. By

using questions at different stages of the lesson, teachers can gauge prior knowledge, review

key concepts, and test outcomes.

In addition, Adjepong (2021) is of the view that the assignment method must be used by

Music teachers for effective teaching of the subject. Assignments give learners the chance to

practice outside the classroom. Individual assignments allow teachers to assess student

abilities, while group tasks foster collaboration. For example, learners might be asked to

compose Music or choreograph a dance, thereby building their performance and listening

skills.

Lastly, Adjepong (2021) believes that teachers must also use the discovery method when

teaching Music for effective results. Discovery teaching encourages learners to uncover

knowledge through self-directed exploration. This method engages their curiosity and fosters

deeper learning. For example, students might explore pitch by experimenting with different

instruments. However, the only challenge with this method is that it can be time-consuming

and may not be feasible for curricula with limited time and resources.

4.2.3.4 Use of effective assessment methods for assessing Music lessons

According to the findings of this study the teaching of Music can be improved through the

use of effective assessment methods when assessing Music knowledge and skills. For

example, all the 16 teachers involved in this study, which included head teachers, section
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heads and teachers disclosed that teachers must use effective assessment methods when

assessing Music knowledge and skills. As revealed by this study, it must be highlighted that

all the teacher respondents revealed that they strongly recommend the use of performance-

based assessments to evaluate learners in Music. They believe that since Music is a hands-on,

experiential subject, the assessment methods should reflect its practical essence. Teachers

involved in the study therefore identified performance assessment method as a suitable

method suitable for Music assessment. For example, out of the 16 teachers involved in this

study, which included head teachers, section heads and teachers, 14 teachers disclosed that

performance assessment must be used for effective assessment of Music knowledge and skills.

This method was highly recommended by head teachers, senior section heads and class

teachers, with all four head teachers, all the four section heads and six teachers specifically

highlighting it. For example, Headteacher 2 of School B commented that, “performance

assessment is ideal to effectively assess learners in Music because it allows learners to

demonstrate their skills through singing, playing instruments, or engaging in other Musical

activities”. Concurring with Head teacher 2, Section head 4 of School D had this to say,

“effective assessment in Music should be done by using performance assessment because it

provides a direct and authentic way to gauge learners’ progress and skills, aligning well with

the practical nature of Music”. Likewise, Teacher 1 of School A said that “to effectively

know the attainment of learners in Music lessons, the way is to use performance assessment

as it ensures that learners are evaluated on their actual abilities rather than just theoretical

knowledge”.

On their part, learners involved in this study, also highlighted that they were of the view that

teachers must be using performance assessment to check learner’s mastery of Music concepts.

For example, a learner at School D disclosed that, “teachers are supposed to call us in front

so that we can perform our songs or play the drum”. Similarly, another learner at School D
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said that, “when teachers use performance assessment, they easily identify our mistakes and

then assist us in areas we did not do well”.

The findings of the study on the use of performance assessment to effectively assess Music in

the integrated Expressive Arts curriculum concur with a study by (Denis, 2018) who

observed that performance in the United States of America is commonly used as a form of

assessment in Music education because of its central role in Music creation and its ability to

engage and motivate students. According to Bergee & McWhirter (2005); Latimer et al.,

(2010); Reimer, 2009; Ryan & Costa-Giomi, (2004) although performance assessment is

widely recognized as an authentic method, it has been criticized for its subjectivity. Studies

have shown that factors such as school size, time of day, type of event, and spending per

student were strong predictors of festival scores (Bergee & McWhirter, 2005). Similarly,

Bergee and Westfall (2005) identified additional non-Musical factors like geographical

location (urban vs. rural) that also impacted festival ratings. In addition, Ryan and Costa

Giomi (2004) noted that judges' evaluations were influenced by students' perceived

attractiveness and gender.

Denis (2018) further observes that various methods must be developed to address

inconsistencies in Music performance evaluation, one of which is the use of rubrics. Chiodo

(2001) suggested that rubrics can help judges evaluate performances more effectively when

aligned with specific standards. Rubrics typically outline performance criteria, such as tone or

rhythm, to provide either individual ratings for each domain or an overall holistic score

(Latimer et al., 2010). Research has shown that multidimensional rubrics, which include

detailed descriptions of performance aspects, lead to greater interjudge reliability and offer a

clearer understanding of student performance (Norris & Borst, 2007; Ciorba & Smith, 2009).

A study by Latimer et al. (2010) in Kansas found that a new state-wide rubric improved

reliability and provided more useful feedback for adjudicators and ensemble directors.
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Rubrics also help maintain consistency in assessments and may enhance students' focus,

motivation, and understanding of instructor expectations.

Denis (2018), further contends that, when assessing learners in a Music performance

assessment, various methods must be used such as checklists, rating scales, and recordings.

Checklists function as a tally system, helping instructors focus on specific skills selected for

evaluation. These can also be used by judges to provide an overall rating and have been

found reliable. However, Wesolowski (2014) raised concerns about their validity, citing a

possible disconnect between mental processes and observable Musical behaviours. In

classrooms, checklists often take the form of pass-off charts or objective sheets. Like rubrics,

checklists help communicate expectations and course content across various topics and may

offer more specific feedback than rubrics. However, the feedback provided by checklists can

be limited since they rely on a simple pass/fail system for skill acquisition.

According to Denis (2018), rating scales are similar to checklists, but they provide more

detailed measurements of performance skills. These scales are criteria-specific and can either

be continuous, measuring mastery and a progression of interconnected skills, or additive,

where independent skills are measured and summed up. Other studies, for example, that of

Bergee (2003) and Saunders and Holaham (1997), have shown that rating scales result in

high inter-judge reliability. This is because rating scales provide a quick and efficient way to

assess specific Music skills or knowledge while offering the necessary feedback for student

learning, particularly in large classrooms. For example, Chiodo (2001), noted their

practicality for performance assessment but emphasized the importance of balancing a scale’s

size-ensuring it is detailed enough for meaningful feedback without losing the time-saving

benefits. In practice, criteria-specific rating scales can be used for quick assessments, such as

placement, diagnostic, or formative evaluations. For example, in small group settings like
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sectional rehearsals, a rating scale can be used to assess and provide feedback on a skill like

phrasing without taking up too much instructional time.

4.2.3.5 Integration of technology when teaching Music

The study has finally found that for the teaching of Music to improve in primary schools,

teachers must integrate technology when teaching Music. Technology integration in Music

teaching was mentioned by all the 16 participants in this study which included head teachers,

section heads and teachers. For example, when asked about how Music can be effectively

taught in the integrated Expressive Arts curriculum, Head teacher 2 of School B said that,

“technology must be integrated in the teaching and learning of Music, teachers are to use

advanced Musical instruments like guitars and not relying on traditionally made Musical

instruments like shakers”. Similarly, in his response to the question on how to improve

Music teaching, Head teacher 4 of School D said that, “by using technology where teachers

can use their smart phones to video record how a certain activity is done for example singing

a song or making a Musical instrument, in so doing a teacher will deliver the lesson

effectively due to the recorded video”. Likewise, Teacher 8 of School D said that,

“technology should be used in Music lessons for effective teaching and learning because

technology not only arouses learner’s interest but also clarifies a point by showing learners

to check how the recorded people are singing thereby helping learners learn effectively”.

Teacher 4 of School B similarly said this on how Music teaching could be improved in

Malawi’s primary schools, “teachers must integrate technology when they are teaching

because the various technologies like guitars, simplifies the concepts, for example tuned and

untuned Musical instruments. Instead of having a drum, you can have a guitar and it can

produce many sounds at a time”. Additionally, Section head 4 of School D commented that,

“by using technology in the Musical lessons, for example, Bluetooth speakers so that the



105

sound of the song is amplified for learners to hear properly hence making learners not miss

any points because of low sound input”. Similarly, Teacher 7 of School D on his part said

that, “teachers are supposed to use technology in their Music lessons because technology

simplifies concepts, so it gives interest to learners, also technology clarifies some concepts,

for example, keyboard produces the right sounds for learners to differentiate sounds”.

Likewise, Section head 1 of School A also said that, “by using technology because they make

lessons more realistic than when you are teaching without technologies, examples of

technologies include keyboards, guitars and computers”.

Teachers highlighted advanced Musical instruments and digital tools such as keyboards,

flutes, Bluetooth speakers, computers, laptops, pianos, tablets, smartphones, electric drums,

guitars, and xylophones as technologies which can be brought to the classroom to assist in the

effective teaching of Music.

The findings of the study on the need to integrate technology when teaching Music so that

Music lessons are delivered effectively concurs with a study by Killian (2019) in USA which

observed that integrating technology effectively can address each child's individual needs and

provide a more personalized learning experience. This is particularly crucial in Music

classrooms, where students often face unique challenges and learn at different rates. Along

with promoting a more personalized learning experience, the use of technology also aids

teachers in achieving their teaching objectives and meeting educational standards (Killian,

2019). According to the National Music Education Standards (MENC), there are nine key

goals that Music teachers should aim to achieve. According to these standards, which the

researcher believes are also applicable to the Malawian situation, learners should be able to

firstly, sing alone and with others. Secondly, perform on Musical instruments. Thirdly,

improvise melodies. Fourthly, compose and arrange Music. Fifthly, read and notate Music.

Sixthly, listen to and describe Music. Seventhly, evaluate Music and performances. Eighthly,
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understand relationships between Music and other disciplines and ninethly, understand Music

about history and culture. Music educator Thomas Rudolph emphasizes that "technology can

serve all of the above areas to enhance learning." He identifies three educational contexts in

which technology can be utilized: as a tutor, a tool, and a tutee. By incorporating technology

into these areas, students can receive more constructive feedback and enjoy personalized

learning experiences, thereby better aligning with curricular goals.

4.2.3.6 Provision of continuous professional development

and refresher training to teachers

The study has further found that Music can be taught effectively through the provision of

continuous professional development and refresher training. This was indicated by 10

teachers out of 16 teachers involved in this study. Suggesting how Music can be effectively

taught in the integrated Expressive Arts curriculum Head teacher 1 of School A said that, “it

is better to come up with some trainings so that teachers should spend some days to be

trained in the inclusive education and there should also be trainings in Music areas because

it is where Musical knowledge can be expanded so that Music is taught effectively”. Similarly,

Head teacher 3 of School C had this to say on how Music can be effectively taught, “there

should be provision of training to the teachers so that the challenge of ineffective teaching of

Music is addressed”. Concurring with the two Head teachers, Teacher 7 of School D noted

that, “the provision of CPDs on Music should be there for those teaching Music to have

knowledge just like is done in National Reading Program”. Section head 4 of School D

similarly said that, “Music teaching could be improved through the provision of refresher

trainings to Music teachers as they are doing for standard 1 and 2 Chichewa, English and

Mathematics teachers. They should not forget that we have Expressive Arts there as well”.

On his part, Teacher 1 of School A said that, “there should be training where teachers should

be oriented on so many topics pertaining to Music”. Responding to the question on how
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Music can be taught effectively, Teacher 2 of School A said that, “the ministry should come

up with special training for Music so that Music industry has to grow through these

learners”.

The findings of this study also concur with a study done by Vries (2013) in Australia which

observed that Continuous Professional Development (CPD) programs play a crucial role in

boosting the confidence of generalist teachers in Music instruction thereby promoting

effective Music teaching. Initially, observations indicated that many teachers felt

apprehensive, anxious, and self-aware when engaging in Music-related activities. However,

as they progressed through CPD sessions, a noticeable improvement in their attitude and

approach emerged. Interviews in Vries’s (2013) study revealed that both general education

teachers and teaching assistants discovered that Music activities were more accessible and

enjoyable than they had previously thought. This newfound confidence became a lasting

feature, enabling them to actively lead Music lessons and foster a child-centred approach,

which encouraged greater student participation in Music. Additionally, after completing the

CPD program, teachers reported that it largely met their expectations. Notably, they

experienced a significant increase in their confidence to teach Music, along with measurable

improvements in their ability to incorporate Musical activities into the broader curriculum.

The program also fostered valuable networking opportunities, enabling teachers to exchange

best practices, fresh ideas, and innovative strategies for Music instruction. Most participants

agreed that the CPD offered a strong foundation in fundamental Musical concepts and

instrumental skills.

Another study by Chirwa (2013), who also considers CPD (In-service training as a crucial

element in improving the teaching of Expressive Arts) resonates well with the findings of this

study. In his study, Chirwa proposed that the regional and district primary school education

methods advisors should take responsibility for organising INSET courses at all levels of the
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primary school. This will not only form part of the professional development of the teachers,

but it will also boost their confidence in teaching the unfamiliar content in the integrated

Expressive Arts curriculum. In-service courses organised at the school level would both boost

confidence in the teachers and would enhance collegiality among the teachers which is

lacking at the moment in schools in Malawi.

In terms of the content to be covered during CPDs, the participants believed that the

following areas presented in the sub-sections below must be tackled.

4.5. Chapter Summary

This chapter has presented and analysed key research findings on the teaching of Music in the

integrated Expressive Arts curriculum in Malawi. The chapter has dwelt much on, firstly,

how teachers were prepared in their pre-service training to teach Music in the integrated

Expressive Arts curriculum. Secondly, challenges which teachers face when teaching Music

in the integrated Expressive Arts curriculum. Lastly, how the teaching of Music can be

improved in the integrated Expressive Arts curriculum. The next section summarises and

concludes the study and offers recommendations based on the findings of the study.
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CHAPTER 5: SUMMARY OF FINDINGS, CONCLUSION AND

RECOMMENDATIONS

5.1 Chapter Introduction

This chapter gives a summary of the whole study in terms of the research problem, study

objectives, its key findings and discussion as well as its contribution to the field of education.

Additionally, the chapter identifies issues arising from the research that require further

investigation.

5.2 Summary of Findings

The current study investigated the teaching of Music in the integrated Expressive Arts

curriculum in the four selected primary schools in Malawi. So far research on the teaching of

Music in the integrated Expressive Arts curriculum in Malawi is anecdotal. This study

therefore was aimed at addressing this knowledge gap. The key findings of the study are thus

summarised in the sub-sections below:

5.2.1. Objective (1): To assess the perceptions of teachers on how they were

prepared in their pre-service teacher training to teach Music in the

integrated Expressive Arts curriculum

Regarding the perceptions of teachers on how they were prepared in their pre-service training

to handle Music in the integrated Expressive Arts curriculum in the primary schools. The

study has revealed that there was ineffective preparation of teachers to handle Music in the

integrated Expressive Arts curriculum. A majority of teachers involved in the study indicated

that the training had so many challenges which affected the quality of the training, for

example, the approach of the training which was purely theoretical rather than practical made

the teachers not acquire the necessary practical skills necessary for effective teaching of
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Music. The study has also revealed that the pre-service training did not equip the teachers

with the required in-depth pedagogical content knowledge necessary for effective teaching of

Expressive Arts.

5.2.2. Objective (2): To examine the challenges teachers face in teaching

Music in the integrated Expressive Arts curriculum

Through the study’s findings reported in Chapter 4, it has been established that Music in the

integrated Expressive Arts curriculum is ineffectively taught. The study revealed that the

teaching of Music is faced with challenges such as resource limitation, teachers inability to

adapt lessons to address learner diversity, teachers lack of use of effective methods in

assessing learners in Music, ineffective use of Music specific teaching strategies and

inadequate understanding of Musical concepts, which hinder the effective teaching of Music,

making the teachers deliver poor-quality lessons.

5.2.3 Objective (3): To explore how Music can be effectively taught in the

integrated Expressive Arts curriculum.

Regarding the strategies that can improve the teaching of Music in the integrated Expressive

Arts curriculum, the findings of the study reported in Chapter 4 of this thesis showed that

using effective assessment methods when assessing Music knowledge and skills, employing

effective teaching strategies when handling Music lessons, provision of continuous

professional development and refresher training, provision of adequate teaching and learning

resources for Music and adapting Music lessons to cater for learner diversity could improve

the teaching of Music in the integrated Expressive Arts curriculum. These have the potential

to change the status of the way Music is taught in primary schools which could be said to be

ineffective.
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5.3 Contribution of the study to knowledge in the field of education

The present study on the teaching of Music in the integrated Expressive Arts curriculum in

Malawi covers the research gap on the subject in Malawi. The study has helped reveal how

Music is taught in the integrated Expressive Arts curriculum in primary schools in Malawi. It

has contributed to knowledge on the quality of the pre-service teacher training to handle

Music, challenges facing the teaching of Music in the integrated Expressive Arts curriculum

in Malawi’s public primary schools and ways how Music could be effectively taught in

primary schools.

The findings of the study could be useful to different stakeholders in education. Firstly, the

results of this study have the potential to equip teachers with evidence-based knowledge on

the need to adopt and incorporate appropriate pedagogies in the teaching and learning of

Music in the integrated Expressive Arts curriculum.

Secondly, the findings of the study have the potential to help the Ministry of Education to

improve the teaching of Music in the integrated Expressive Arts curriculum by considering

training more competent Music teachers who could change the status of Music education in

Malawi.

Thirdly, the study can further help teachers who took part in the research by providing them

with useful reflection on their classroom practices and approaches to handling Music

effectively. The information can help them select appropriate methods and resources and

consider the role of CPD in their professional careers.

Lastly, the results of the study have made an immediate impact on the professional growth of

the researcher as one of the upcoming Music educators and advocates in Malawi. With the
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results at hand, the researcher has gained several insights in terms of conducting quality

Music lessons.

5.4 Recommendations

The study makes the following recommendations:

5.4.1 Recommendations to the Ministry of Education

The Ministry of Education needs to:

 Improve the pre-service primary school teacher training for Music teaching.

 Finance refresher training on Music-related content for effective Music

teaching in Malawi.

 Compile all traditional songs into audio for use in primary schools.

 Upload Music specific instructional materials on the Digital Library for easy

access.

 Incorporate indigenous Music theory into the curriculum.

 Provide adequate teaching and learning resource materials for Music.

5.4.2 Recommendations to Schools and Teachers

The primary school teachers need to:

 Employ effective teaching strategies when teaching Music lessons.

 Adapt Music lessons to cater for learner diversity.

 Integrate technologies such as phones, Bluetooth speakers and laptops when

teaching Music.

 Use effective assessment methods for assessing Music lessons.
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5.5 Suggested areas for further study

This study focused on the teaching of Music in the integrated Expressive Arts curriculum in

primary school in Malawi. Future studies could focus on other areas such as:

 Assessing the teaching of Music in the integrated Expressive Arts curriculum in TTCs.

 Examining the teaching of Music in the Integrated Creative and Performing Arts

Curriculum in the Secondary Schools.

5.6 Conclusion

The study has established that the teaching of Music in the integrated Expressive Arts

curriculum in Malawi’s primary schools is met with so many challenges. As revealed by the

study, these challenges stem from the way teachers are prepared in their pre-service primary

school teacher training. The fact that teachers were ineffectively prepared contributes to the

dwindling status of Music education in Malawi. Consequently, Music is also ineffectively

taught in primary schools as teachers face challenges stipulated in this study. As revealed by

the study, for Music teaching to improve in primary schools, teachers need to be prepared

adequately and provided with the necessary support in terms of teaching, learning and

assessment resources like Musical instruments. This will assist teachers in delivering quality

lessons. The neglect of improving Music education disadvantages young Malawian learners

who have talents in Music to pursue their passions to contribute to the attainment of Malawi's

2063 agenda and the preservation of Malawi’s culture through Music.
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APPENDICES
Appendix 1: Informed Consent Form:

Mzuzu University Research Ethics Committee (MZUNIREC)

Informed Consent Form for Research in the Faculty of Education

Introduction

I amMoses Mithi Longwe fromMzuzu University. I am doing research on The Teaching of Music in

the Integrated Expressive Arts Curriculum in Malawi: A Case of Selected Primary Schools in

Mzimba District.

This consent form may contain words that you do not understand. Please ask me to stop as we go

through the information and I will take time to explain. If you have questions later, you can ask them

of me or of another researcher.

Purpose of the research

This research aims to find out how Music is effectively taught in the integrated Expressive Arts

curriculum in Malawi primary schools.

Type of Research Intervention

This research will involve your participation in individual interviews, focus group discussion and

classroom lesson observations.

Participant Selection
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You are being invited to take part in this research because basing on the purpose of the study, you

are eligible and have been purposively selected to be a research participant.

Voluntary Participation

Your participation in this research is entirely voluntary. It is your choice whether to participate or not.

If you choose not to participate nothing will change. You may skip any question and move on to the

next question.

Duration

The research takes place for a period of one year.

Risks

You do not have to answer any question or take part in the interview/classroom lesson observations

if you feel the question(s) are too personal or if talking about themmakes you uncomfortable.

Reimbursements

You will not be provided any incentive to take part in the research.

Sharing the Results

The knowledge that we get from this research will be shared with you and your community before it

is made widely available to the public. Following, we will publish the results so other interested

people may learn from the research.

Who to Contact

If you have any questions, you can ask them now or later. If you wish to ask questions later, you may

contact: MrMoses Mithi Longwe, Theodora van Rossum Teachers’ Training College, P.O. Box 4,

Mzambazi, Euthini. (0888630399 or 0991432153).
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This proposal has been reviewed and approved by Mzuzu University Research Ethics Committee

(MZUNIREC) which is a committee whose task it is to make sure that research participants are

protected from harm. If you wish to find more about the Committee, contact Mr. Gift Mbwele,

Mzuzu University Research Ethics (MZUNIREC) Administrator, Mzuzu University, P/Bag 201, Luwinga,

Mzuzu 2, Phone: 0999404008/0888641486

Do you have any questions?

Part II: Certificate of Consent

I have been invited to participate in research about assessing how Music is effectively taught in the

integrated Expressive Arts curriculum in Malawi primary schools.

I have read the foregoing information, or it has been read to me. I have had the opportunity to ask

questions about it and any questions I have asked have been answered to my satisfaction. I

consent voluntarily to be a participant in this study

Print Name of Participant__________________

Signature of Participant ___________________

Date ____________________________________

Day/month/year

If illiterate 1

I have witnessed the accurate reading of the consent form to the potential participant, and the

individual has had the opportunity to ask questions. I confirm that the individual has given consent

freely.

1 A literate witness must sign (if possible, this person should be selected by the participant and should have no connection to
the research team). Participants who are illiterate should include their thumb print as well.
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Print name of witness______________ Thumb print of participant

Signature of witness _____________

Date ____________________________

Day/month/year

Statement by the researcher/person taking consent

I have accurately read out the information sheet to the potential participant, and to the best of my

ability made sure that the participant understands the research project. I confirm the participant

was given an opportunity to ask questions about the study, and all the questions asked by the

participant have been answered correctly and to the best of my ability. I confirm that the individual

has not been coerced into giving consent, and the consent has been given freely and voluntarily.

Signature of Researcher /person taking the consent__________________________

Date ___________________________

Day/month/year
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Appendix 2: Request for permission to carry out Research DEM (Mzimba North)

C/O Mzuzu University

P/Bag 201

Luwinga, Mzuzu 2

24TH APRIL 2024

The District Education Manager (Mzimba North)

Mzimba North Educational District

P.O Box 4

Mzimba

Dear Sir

REQUEST TO CONDUCT A STUDY IN PRIMARY SCHOOLS IN MZIMBA DISTRICT

I am Moses Mithi Longwe, a teacher at Theodora van Rossum Teachers’ Training College. Currently, I

am studying towards a Master’s degree in Teacher Education at Mzuzu University. As a requirement

for the award of the master’s degree, I will be conducting a research titled “The Teaching of Music in

the Integrated Expressive Arts Curriculum in Malawi: A Case of Selected Primary Schools in

Mzimba District”.

I would like to request for permission to conduct the study in 6 primary schools in Mzimba District.

The study will assist to explore Music teaching within the integrated Expressive Arts curriculum in

Malawi primary schools in Mzimba District. The study has been inspired by the challenges such as

ineffective teaching and content dilution which come as a result of integrating Music, drama, dance,

creative arts, and physical education into one subject (Expressive Arts). The research will focus on

assessing how teachers were prepared to teach Music in the integrated Expressive Arts curriculum;

examining the challenges which teachers face in teaching Music in the integrated Expressive Arts

curriculum at primary school and establishing how Music can be effectively taught in the integrated

Expressive Arts curriculum.

I intend to conduct interviews with one Headteacher, one section head for humanities, 2 primary

school class teachers from each primary school. I will also involve 4 learners from each primary

school for focus group discussion. The choice of teachers will be based on those who are qualified

and have gone through primary school training and are currently teaching upper classes. The choice

for learners will be based on those that are in standard 7 and 8. The privacy of participants and the

schools will be upheld throughout the study. All information will be treated with confidentiality. I
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hope their participation in the study will be of significance to them in improving the teaching of

Music in the integrated Expressive Arts curriculum. I am looking forward to your favourable

consideration on my request.

You may contact me on 0991432153 or e-mail: mosesmithi15@gmail.com in case of further

questions.

Yours faithfully

Moses Mithi Longwe.
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Appendix 3: Request for permission to carry out Research Primary School

C/OMzuzu University

P/Bag 201

Luwinga, Mzuzu 2

27th April 2024

The Headteacher

______________________________

______________________________

Dear Sir/Madam

Request to conduct research at your Primary School for Master of Education Studies

In line with requirements for the Master of Education (Teacher Education) course at Mzuzu
University, I write to request permission to carry out research at your Primary School as one of
the four selected in this study. Your Primary school’s participation will be highly appreciated.

I am Moses Mithi Longwe (Student Registration Number: MEDTE 2122), has been cleared by

Mzuzu University Research and Ethics Committee to conduct a research study titled: The

Teaching of Music in the Integrated Expressive Arts Curriculum in Malawi: A Case of Selected

Primary Schools in Mzimba District. The purpose of the research is to examine how Music is

effectively taught in the integrated Expressive Arts curriculum in Malawi primary schools.

During my study, I intend to involve senior section heads, primary school teachers and primary

school learners from upper primary as research participants. I would like to work with only one

senior section head and two primary school class teachers from your school, one from lower primary

and the other from upper primary and one from each gender if possible and four primary school

learners from upper primary classes. Therefore, I wish you to assist me identify them. The

participation in this research project is voluntary and confidential.

I will appreciate your cooperation and time you will put aside to support me in this important project.

For more information on the study, you may contact my supervisor, Dr. Grames W. Chirwa on
0888 445 227 or 0996 373 227 or through Email: grameschirwa@yahoo.co.uk

Yours faithfully
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Moses Mithi Longwe. (Mobile: 09914 32153)
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Appendix 4: Interview Guide for Primary School Head teachers

SECTION A: BIOGRAPHICAL DATA

District: ……………………………………………………...................

School/Institution: ………………………………………………………

Proprietor of the school/Institution: ……………………….....................

Name of Head- teacher interviewed: ……………………………………

Sex: ……………. Age of Head- teacher: …………………………………

Academic qualifications of Head-teacher: ………………………………

Teaching experience of the Head- teacher: ………………………………

Experience as a head teacher………………………..

Number of learners in the school…………………………………………

(i) Number of boys: ……………… (ii) Number of girls: ……………

Date: ……………………………………………………………………..

SECTION B: RESEARCH OBJECTIVES

ASSESSING THE PERCEPTIONS OF TEACHERS ON HOW THEY WERE PREPARED IN THEIR PRE-

SERVICE TEACHER TRAINING TO TEACHMUSIC IN THE INTEGRATED EXPRESSIVE ARTS

CURRICULUM

1. Would you please share your personal background as it relates to your experience in pre-

service teacher training for teaching Music?

2. Did your pre-service teacher training include preparation for teaching Music? If yes, who

provided the training, and when and where did it take place?

3. What Music content did you cover in your pre-service teacher training?

4. What is your perception on the depth of coverage of Music content during your pre-service

teacher training?
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5. What was the approach of teaching that was used during your pre-service teacher training

and how did the said approach affect you in mastering Music content?

6. What do you perceive as the strengths of the Music training you received during your pre-

service preparation?

7. What challenges did you experience in the Music training component of your pre-service

teacher education?

8. How do you feel your pre-service training has supported you in teaching the Music

component of the integrated Expressive Arts curriculum effectively?

EXAMINING THE CHALLENGES WHICH TEACHERS FACE IN TEACHINGMUSIC IN THE INTEGRATED

EXPRESSIVE ARTS CURRICULUM AT PRIMARY SCHOOL.

1. What challenge do teachers at this school often face when delivering Music lessons in

the integrated Expressive Arts curriculum?

2. In your view, what challenge do teachers at this school face when using different

Music related strategies in delivering Music lessons in the integrated Expressive Arts

curriculum?

3. What challenge do teachers at this school face in terms of school based continuing

professional development in Musical concepts?

4. In your view, what challenge do teachers face at this school when assessing learners

in Music lessons in the integrated Expressive Arts curriculum?

5. In terms of inclusive education, what challenges do teachers at this school face when

delivering Music lessons?

6. What challenge do teachers at this school face in terms of teaching and learning

resources for Music lessons in the integrated Expressive Arts curriculum?

7. What challenge do teachers at this school often face in terms of time allocated to the

official teaching of Music in the integrated Expressive Arts curriculum?
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EXPLORING HOWMUSIC CAN BE EFFECTIVELY TAUGHT IN THE

INTEGRATED EXPRESSIVE ARTS CURRICULUM

1. What could be the solutions to the challenge teachers often face at this school when

delivering Music lessons in the integrated Expressive Arts curriculum?

2. In your view, what can teachers at this school do to deal with the challenge faced

when using different Music related teaching strategies in delivering Music lessons in

the integrated Expressive Arts curriculum?

3. What do you think is the best way to solve the challenge of lack of exposure to school

based continuing professional development in Musical concepts at this school?

4. In your view, what could be a way of alleviating the challenges teachers face at this

school when assessing learners in Music lessons in the integrated Expressive Arts

curriculum?

5. In terms of inclusive education, what could be the proper way of helping teachers at

this school deliver Music lessons in classes where there is learner diversity?

6. What could be the solution to the challenge teachers face in terms of teaching and

learning resources for Music lessons in the integrated Expressive Arts curriculum at

this school?

END OF QUESTIONS THANK YOU FOR YOUR COOPERATION
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Appendix 5: Interview Guide for Primary School Section Heads
SECTION A: BIOGRAPHICAL DATA

District: ……………………………………………………...................

School/Institution: ………………………………………………………

Proprietor of the school/Institution: ……………………….....................

Name of Section Head interviewed: ……………………………………

Sex: ……………. Age of Section Head: …………………………………

Academic qualifications of Section Head: ………………………………

Teaching experience of the Section Head: ………………………………

Experience as a section head………………………..

Number of learners in the school…………………………………………

(ii) Number of boys: ……………… (ii) Number of girls: ……………

Date: ……………………………………………………………………..

SECTION B: RESEARCH OBJECTIVES

ASSESSING THE PERCEPTIONS OF TEACHERS ON HOW THEY WERE PREPARED IN THEIR PRE-

SERVICE TEACHER TRAINING TO TEACHMUSIC IN THE INTEGRATED EXPRESSIVE ARTS

CURRICULUM

9. Would you please share your personal background as it relates to your experience in pre-

service teacher training for teaching Music?

10. Did your pre-service teacher training include preparation for teaching Music? If yes, who

provided the training, and when and where did it take place?

11. What Music content did you cover in your pre-service teacher training?

12. What is your perception on the depth of coverage of Music content during your pre-service

teacher training?
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13. What was the approach of teaching that was used during your pre-service teacher training

and how did the said approach affect you in mastering Music content?

14. What do you perceive as the strengths of the Music training you received during your pre-

service preparation?

15. What challenges did you experience in the Music training component of your pre-service

teacher education?

16. How do you feel your pre-service training has supported you in teaching the Music

component of the integrated Expressive Arts curriculum effectively?

EXAMINING THE CHALLENGES WHICH TEACHERS FACE IN TEACHINGMUSIC IN THE INTEGRATED

EXPRESSIVE ARTS CURRICULUM AT PRIMARY SCHOOL.

8. What challenge do teachers in your section often face when delivering Music lessons

in the integrated Expressive Arts curriculum?

9. In your view, what challenge do teachers in your section face when using different

Music related strategies in delivering Music lessons in the integrated Expressive Arts

curriculum?

10. What challenge do teachers in your section face in terms of school based continuing

professional development in Musical concepts?

11. In your view, what challenge do teachers face in your section when assessing learners

in Music lessons in the integrated Expressive Arts curriculum?

12. In terms of inclusive education, what challenges do teachers in your section face when

delivering Music lessons?

13. What challenge do teachers in your section face in terms of teaching and learning

resources for Music lessons in the integrated Expressive Arts curriculum?

14. What challenge do teachers in your section often face in terms of time allocated to the

official teaching of Music in the integrated Expressive Arts curriculum?
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EXPLORING HOWMUSIC CAN BE EFFECTIVELY TAUGHT IN THE

INTEGRATED EXPRESSIVE ARTS CURRICULUM

7. What could be the solutions to the challenge teachers often face in your section when

delivering Music lessons in the integrated Expressive Arts curriculum?

8. In your view, what can teachers in your section do to deal with the challenge faced

when using different Music related teaching strategies in delivering Music lessons in

the integrated Expressive Arts curriculum?

9. What do you think is the best way to solve the challenge of lack of exposure to school

based continuing professional development in Musical concepts in your section?

10. In your view, what could be a way of alleviating the challenges teachers face in your

section when assessing learners in Music lessons in the integrated Expressive Arts

curriculum?

11. In terms of inclusive education, what could be the proper way of helping teachers in

your section deliver Music lessons in classes where there is learner diversity?

12. What could be the solution to the challenge teachers face in terms of teaching and

learning resources for Music lessons in the integrated Expressive Arts curriculum in

your section?

END OF QUESTIONS THANK YOU FOR YOUR COOPERATION
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Appendix 6: Interview Guide for Primary School Class Teachers

SECTION A: BIOGRAPHICAL DATA

District: ……………………………………………………...................

School/Institution: ………………………………………………………

Proprietor of the school/Institution: ……………………….....................

Name of class teacher interviewed: ……………………………………

Sex: ……………. Age of class teacher: …………………………………

Academic qualifications of class teacher: ………………………………

Teaching experience of the class teacher: ………………………………

Experience as a class teacher………………………..

Number of learners in the school…………………………………………

(iii) Number of boys: ……………… (ii) Number of girls: ……………

Date: ……………………………………………………………………..

SECTION B: RESEARCH OBJECTIVES

ASSESSING THE PERCEPTIONS OF TEACHERS ON HOW THEY WERE PREPARED IN THEIR PRE-

SERVICE TEACHER TRAINING TO TEACHMUSIC IN THE INTEGRATED EXPRESSIVE ARTS

CURRICULUM

17. Would you please share your personal background as it relates to your experience in pre-

service teacher training for teaching Music?

18. Did your pre-service teacher training include preparation for teaching Music? If yes, who

provided the training, and when and where did it take place?

19. What Music content did you cover in your pre-service teacher training?

20. What is your perception on the depth of coverage of Music content during your pre-service

teacher training?
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21. What was the approach of teaching that was used during your pre-service teacher training

and how did the said approach affect you in mastering Music content?

22. What do you perceive as the strengths of the Music training you received during your pre-

service preparation?

23. What challenges did you experience in the Music training component of your pre-service

teacher education?

24. How do you feel your pre-service training has supported you in teaching the Music

component of the integrated Expressive Arts curriculum effectively?

EXAMINING THE CHALLENGES WHICH TEACHERS FACE IN TEACHINGMUSIC IN THE INTEGRATED

EXPRESSIVE ARTS CURRICULUM AT PRIMARY SCHOOL.

15. What challenge do you often face when delivering Music lessons in the integrated

Expressive Arts curriculum?

16. In your view, what challenge do you face when using different Music related

strategies in delivering Music lessons in the integrated Expressive Arts curriculum?

17. What challenge do you face in terms of school based continuing professional

development in Musical concepts?

18. In your view, what challenge do you face when assessing learners in Music lessons in

the integrated Expressive Arts curriculum?

19. In terms of inclusive education, what challenges do you face when delivering Music

lessons?

20. What challenge do you face in terms of teaching and learning resources for Music

lessons in the integrated Expressive Arts curriculum?

21. What challenge do you often face when in terms of time allocated to the official

teaching of Music in the integrated Expressive Arts curriculum?
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EXPLORING HOWMUSIC CAN BE EFFECTIVELY TAUGHT IN THE

INTEGRATED EXPRESSIVE ARTS CURRICULUM

13. What could be the solutions to the challenge you often face when delivering Music

lessons in the integrated Expressive Arts curriculum?

14. In your view, what should be done to deal with the challenge faced when using

different Music related teaching strategies in delivering Music lessons in the

integrated Expressive Arts curriculum?

15. What do you think is the best way to solve the challenge of lack of exposure to school

based continuing professional development in Musical concepts?

16. In your view, what could be a way of alleviating the challenges you face when

assessing learners in Music lessons in the integrated Expressive Arts curriculum?

17. In terms of inclusive education, what could be the proper way of helping you deliver

Music lessons in classes where there is learner diversity?

18. What could be the solution to the challenge you face in terms of teaching and learning

resources for Music lessons in the integrated Expressive Arts curriculum?

END OF QUESTIONS THANK YOU FOR YOUR COOPERATION
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Appendix 7: Lesson Observation Guide for Primary School Class Teachers

SECTION A: Demographic Data

Date: ………………………………………………………………………………………….

School:…………………………………………………………………………………………

Sex of Teacher : Female Male

Qualifications: ………………………………………………………………………………..

Class: …………………………. Time: ……………………………………………

No on Roll Boys: ……………….. Number present Boys: ……………………

Girls………………… Girls: ……………………..

Observer: ………………………………….

Lesson

topic: ……………………………………………………………………………………

SECTION B: Planning and preparation (To be completed before and after the lesson)
Question/Item Yes No Comment

1. Are schemes and records of work available?

2. Are schemes and records of work detailed?

3. Are schemes and records of work updated?

4. Is the lesson plan available?

5. Does the lesson topic appear in the scheme of
work for that week?

6. Does the lesson plan have the necessary
components?

7. Does the lesson plan indicate success criteria?

8. Are teaching and learning resources indicated
in the lesson plan?

9. Are the developmental steps in a logical
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sequence?

10. Are the developmental steps corresponding
with success criteria?

11. Are the developmental steps reflecting the
methods suggested in the activities of the
specific topic in the Expressive Arts syllabus

12. Is the lesson plan detailed?

SECTION C: Lesson observation
Question/Item Yes No Comments

Introduction

1. Is the introduction relevant to the
lesson topic?

2. Does the teacher share with the
students the success criteria of the
lesson in the introduction?

3. Is the introduction arousing students’
interest?

4. Is the introduction brief?

Developmental Steps

5. Are the instructions for the activities
clear?

6. Are the activities related to the specific
topic in the Expressive Arts Syllabus?

7. Are the activities relevant to the topic?

8. Are the activities addressing critical
issues of the subject?
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9. Are activities sequenced from simple to
complex?

10. Are the teaching methods used those
suggested in the Expressive Arts
Syllabus?

11. Are the methods used participatory?

12. Are the teaching methods used
appropriate?

13. Are the teaching methods used varied?

14. Are the teaching methods used
effective?

15. Are the teaching methods used
motivating?

16. Are the teaching and learning methods
used reinforcing acquisition of
knowledge, skills and positive attitudes
of the specific topic in Music?

17. Are the teaching and learning resources
available?

18. Are the teaching and learning resources
adequate?

19. Are the teaching and learning resources
effectively used?

20. Are the teaching and learning resources
promoting learning?

21. Is the language used in the lesson
appropriate?

22. What is the level of learners’
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participation in the lesson?

23. Is assessment part of classroom
practice?

24. Is assessment used to improve learning
of the specific topic in Music?

Conclusion

25. Does the conclusion summarise the
lesson?

26. Does the conclusion assess the
attainment of the lesson success
criteria?

27. Does the lesson promote further
learning on the topic in Music?

28. How would you rate the teachers’ level of the subject matter in the topic observed in
Music? Indicate whether very good, good, average or low.
………………………………………………………………………………………………
…………….
………………………………………………………………………………………………
……………………

29. Any other comments on the lesson

SECTION D: Post-Observational Teacher Interview

1. What went well with the lesson?
__________________________________________________________________________________

__________________________________________________________________________________
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__________________________________________________________________________________

______________________________________________

2. What were the success criteria you wanted to achieve in the lesson and were they achieved?
__________________________________________________________________________________

__________________________________________________________________________________

__________________________________________________________________________________

______________________________________________

3. Suggest how the teaching of Music can be improved.
__________________________________________________________________________________

__________________________________________________________________________________

__________________________________________________________________________________

______________________________________________

4. Do you have any other comments on the teaching of Music?

__________________________________________________________________________________

__________________________________________________________________________________

__________________________________________________________________________________

______________________________________________________

End of the Interview

Thank you for your participation
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Appendix 8: Focus Group Discussion Guide for Learners

SECTION A: BIOGRAPHICAL DATA

District: ……………………………………………………...................

School/Institution: ………………………………………………………

Proprietor of the school/Institution: ……………………….....................

Number of learners taking part in Focus Group Discussion:

i)………………………………………………………………………………

ii)……………………………………………………………………………....

iii)………………………………………………………………………………

iv)………………………………………………………………………………

v)………………………………………………………………………………

vi)……………………………………………………………………………..

Sex of learners taking part in Focus Group Discussion

i)………………………………………………………………………………

ii)………………………………………………………………………………

iii)………………………………………………………………………………

iv)………………………………………………………………………………

v)………………………………………………………………………………

vi)……………………………………………………………………………..

Ages of learners taking part in Focus Group Discussion

i)………………………………………………………………………………

ii)………………………………………………………………………………

iii)………………………………………………………………………………

iv)………………………………………………………………………………

v)………………………………………………………………………………

vi)……………………………………………………………………………..

Date: ……………………………………………………………………..

SECTION B: RESEARCH OBJECTIVES

EXPLORING CHALLENGES AND THEIR SOLUTIONS IN MUSIC EDUCATION

1. What methods do your teachers use when teaching Music topics?

2. What content do you learn in Music lessons?
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3. What assessment methods do your teachers use in teaching you Music? How are you

assessed in Music lessons?

4. Do the methods used by teachers help you to learn Music better?

5. What teaching and learning resources do your teachers use in teaching you Music?

6. Do the resources used by teachers help you to learn Music better?

7. What are things you find difficult to understand in learning Music?

8. What do you think your teacher should be doing in order to make the learning of

Music better and well understood on your part?

9. Do you have any other comments on your learning of Music?

END OF QUESTIONS AND THANK YOU FOR YOUR PARTICIPATION.
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Appendix 9: Translated Focus Group Discussion Guide for Learners

MLOZOWA ZOKAMBILANA ZA M’MAGULU A OPHUNZIRA

Mutu wa Kafukufuku: Kuphunzitsa kwa mayimbidwe mu kalikulamu ya Integrated Expressive Arts
mu Malawi: kawuniwuni wa m’sukulu zina za pulayimale m’boma la Mzimba

Gawo Loyamba: Ndondomeko ya iwo otenga mbali

Boma……………………………………………………………………………………

Sukulu……………..……………………………………………………………………

Mwiniwake wa Sukulu…….……………………………………………………………

Manambala a ophunzira amene akutenga nawo mbali pa zokambilana za m’magulu

i. ….…………………………………………………………………………………
ii. ….…………………………………………………………………………………
iii. ….…………………………………………………………………………………
iv. ….…………………………………………………………………………………
v. …………………………………………………………………………………….
vi. …………………………………………………………………………………….
Amene akutenga nawo mbali pa zokambilana za m’magulu ndi amuna kapena akadzi

i. ….………………………………………………………………………………………
ii. ….………………………………………………………………………………………
iii. ….……………………………………………………………………………………..
iv. ….……………………………………………………………………………………...
v. ………………………………………………………………………………………….
vi. …………………………………………………………………………………………

Zaka za amene akutenga nawo mbali pa zokambilana za m’magulu

i ….…………………………………………………………………………………

ii ….…………………………………………………………………………………

iii ….………………………………………………………………………………

iv ….…………………………………………………………………………………

v …………………………………………………………………………………….

vi …………………………………………………………………………………….

Tsiku……………………………………………………………………………………

Gawo Lachiwiri: Zolinga za Kafukufuku

KUWUNGUZAMAVUTO AMAPHUNZIRO A MAYIMBIDWE

1. Ndi njira ziti zimene aphunzitsi anu amagwiritsa ntchito pophunzitsa mitu ya mayimbidwe?

2. Ndi zinthu zotani zomwe mu maphunzira mu mayimbidwe?
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3. Ndi njira ziti zimene aphunzitsi anu amagwiritsa ntchito powonesetsa kuti mwamva maphunziro a

mayimbidwe pamene akuphunzitsa? Ndi njira ziti zimene amakuyeserani ngati mwamva

maphunziro a mayimbidwe?

4. Kodi njira zimene aphunzitsi anu amagwiritsa ntchito zimapangitsa kuti muzimva bwino

maphunziro a mayimbidwe?

5. Kodi ndi zipangizo ziti zophuzitsira ndi kuphunzilira zimene amagwiritsa ntchito pamene

akuphuzitsa inu mayimbidwe?

6. Kodi zipangizo zophunzitsira ndi kuphunzilira zomwe aphunzitsi anu amagwiritsa ntchito

zimakuthandizani motani kumvetsetsa komanso kutsatira phunziro la mayimbidwe mosavuta?

7. Ndizinthu zotani zokhudzana ndi phunziro la mayimbidwe zomwe zimakutengerani nthawi kuti

muzimvetsetse mukamaziphunzira?

8. Kodi mukuganiza kuti aphunzitsi anu azitani akamakuphunzitsani phunziro la mayimbidwe kuti

muzimvetsetsa ndi kutsatira mosavutikira?

9. Mungakhale ndi ndemanga yina yiliyonse pa momwemumaphunzilira phunziro la mayimbidwe?

MAFUNSO ATHERA PANO.

ZIKOMO POTENGA NAWOMBALI.
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Appendix 10: Clearance Letter
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Appendix 11: University Clearance Letter

20TH APRIL 2024

TOWHOM IT MAY CONCERN

Dear Sir/Madam,

LETTER OF INTRODUCTION: MRMOSES MITHI LONGWE

Mr. Moses Mithi Longwe is a registered Master of Education (Teacher Education) Program
student at Mzuzu University. He has been cleared by the Mzuzu University Research Ethics
Committee (MZUNIREC) to collect data for the research study he is conducting as a
requirement for the program.
Kindly assist him accordingly.

Yours faithfully,

Dr. Margaret M. Mdolo

Program Coordinator

Departm ent o f Teach ing , Learn ing and
Curricu lum Stud ies

Mzuzu University
Private Bag 201
L u w i n g a
M z u z u 2
M A L A W I

Tel: (265) 01 320 575/722
Fax: (265) 01 320 568
mdolo.mm@mzuni,ac.mw
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Appendix 12: Research Ethics and Regulatory Approval

MZUZU UNIVERSITY RESEARCH ETHICS COMMITTEE (MZUNIREC)

Ref No: MZUNIREC/DOR/24/29 17/04/2024.

Moses Mithi Longwe,

Mzuzu University,

P/Bag 201,
Luwinga,
Mzuzu 2.

Email: mosesmithi15@gmail.com

Dear Moses,

RESEARCH ETHICS AND REGULATORY APPROVAL AND PERMIT FOR PROTOCOL
REF NO: MZUNIREC/DOR/24/29: THE TEACHING OF MUSIC IN THE INTEGRATED
EXPRESSIVE ARTS CURRICULUM IN MALAWI.

Having satisfied all the relevant ethical and regulatory requirements, I am pleased to inform you

that the above referred research protocol has officially been approved. You are now permitted to

proceed with its implementation. Should there be any amendments to the approved protocol in

the course of implementing it, you shall be required to seek approval of such amendments before

implementation of the same.

This approval is valid for one year from the date of issuance of this approval. If the study goes

beyond one year, an annual approval for continuation shall be required to be sought from the

Mzuzu University Research Ethics Committee (MZUNIREC) in a format that is available at the

Secretariat. Once the study is finalised, you are required to furnish the Committee with a final report

of the study. The Committee reserves the right to carry out compliance inspection of this approved

protocol at any time as may be deemed by it. As such, you are expected to properly maintain all

study documents including consent forms.

Wishing you a successful implementation of your study.
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Committee Address:

Secretariat, Mzuzu University Research Ethics Committee, P/Bag 201, Luwinga, Mzuzu 2;
Email address: mzunirec@mzuni.ac.mw

Yours Sincerely,

Gift Mbwele

SENIOR RESEARCH ETHICS ADMINISTRATOR

For: CHAIRMAN OFMZUNIREC
Committee Address: Secretariat, Mzuzu University Research Ethics Committee, P/Bag 201,
Luwinga, Mzuzu 2; Email address: mzunirec@mzuni.ac.mw
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