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This paper reports the findings of a study that aimed to identify the music beliefs and values of educators in early childhood education and care settings in Australia. The aims of the study were 2-fold: to adapt and pilot a survey of music beliefs and values which might be implemented subsequently nationally in childcare settings; and, secondly, to identify the music beliefs and values held by early childhood and care educators concerning music in children's learning. The research questions that guided this component of the study were: What is the profile of early childhood and care educators? What beliefs and values for music engagement are held by early childhood and care educators? What shapes early childhood and care educators' music beliefs and values? Findings indicated that educators' beliefs and values on all items are above the mid-point indicating overall positive attitudes toward music despite the majority having no formal qualifications in music or a history of instrumental performance and/or singing. Given the overall positive attitudes toward music we suggest there is enormous potential within this population for further professional learning and development targeted at music and its potential wider benefits in young children's learning and lives.
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INTRODUCTION

In recent years there has been a documented steady decline in the provision of music education in the pre-service training of early childhood educators in Australia (Letts, 2015). Teacher education programs in early childhood have seen a reduction from some 72 h of music education over a 4-year Bachelor degree in 1988 (University of Tasmania, as one example) to current figures ranging from 0 to 17 h in total (Letts, 2015). Within the early education and care sector, professional qualifications such as certificates and diplomas have little consideration of music as either a content area or a teaching and learning strategy (Letts, 2015). Paradoxically, there is a substantial and growing body of literature that evidences the contributions of music learning and engagement to young children's development across a range of factors (for example, Moreno et al., 2009; Brown et al., 2010; Brown and Sax, 2013; Williams et al., 2015; Bugos and DeMarie, 2017).

Concurrent with this documented decline in educator preparation to teach and use music in early childhood education and care, there has been increasing recognition of the role early education and care plays in producing positive long-term development and learning outcomes (cf. Siraj-Blatchford et al., 2011). Governments internationally (Schober and Stahl, 2014; Department for Education, 2015) have focused on measuring and promoting access to quality early education and care; a development largely driven by the OECD. Australia is no exception to this with the Council of Australian Governments agreeing in 2009 to a National Early Childhood Development Strategy entitled Investing in the early years (Council of Australian Governments, 2009). Developments over the subsequent years include a bi-partisan initiative from successive federal governments to implement an Early Years Learning Framework (Department of Education Employment and Workplace Relations, 2009), an Educators' guide to use this framework (Department of Education Employment Workplace Relations, 2010), and a national monitoring and reporting process that assesses all childcare providers in the country against set criteria and quality standards (Australian Children's Education and Care Quality Authority (ACECQA), 2016). In short, there is significant recognition of the importance of early years learning and engagement and a strong commitment from a range of agencies in Australia to pursue a national agenda for improvement.

Despite the aforementioned body of evidence attesting to the importance of music in early learning and life, there is little recognition in official early years policy on the developmental role of music in early learning and engagement. Furthermore, there remains a concomitant lack of education and training for contemporary educators in the early childhood sector on how they might use music effectively as an educational tool. As an initial step to address this challenge, this paper aims to identify the values and beliefs of early childhood educators concerning their use of music. This will allow for a clearer and deeper understanding of the factors that facilitate or constrain the use of music in early childhood education and care programming.

This paper arises from a national investigation of young Australian children's experiences and engagement with music in the home, in Music Early Learning Programs (MELPs), and childcare (Barrett and Welch, 2013–2016). The overall investigation seeks to identify the ways in which Australian children and their families engage with music in these diverse settings, whilst noting the outcomes of such experience and engagement and the role of music-making in family life and parenting. The current paper reports findings from one strand of this project. Specifically, the analysis of music provision in long day-care settings in metropolitan and regional Queensland. The study focused on the experience, qualifications, and music beliefs and values of educators in these settings.

THEORETICAL BACKGROUND

Internationally, UNESCO (2016) has highlighted four main profile areas by which early childhood development can be assessed. These are executive function, social and emotional development, motor development, and early literacy and numeracy. There is a growing database of research literature that demonstrates how each of these profile areas can be nurtured through sustained engagement in musical activity. This is evidenced in studies on children's executive function (Moreno et al., 2011; Zuk et al., 2014; Bowmer et al., 2018), social and emotional development (Hallam, 2010; Barrett, 2011, 2016, 2017; Welch et al., 2014), motor development (Derri et al., 2001) and early literacy and numeracy (Anvari et al., 2002; Moritz et al., 2013; Williams et al., 2015; Cohrdes et al., 2016).

In addition, it has been reported that early music experiences can have a beneficial impact on a wide range of developmental features embracing cognitive, emotional, physical, and social domains. Example studies include those by Bengtsson et al. (2005), Chen et al. (2012), Creech et al. (2016), Dingle et al. (2012), Eerola and Eerola (2013), Forgeard et al. (2008), Fujioka et al. (2006), Gaser and Schlaug (2003), Gordon et al. (2015), Habib et al. (2016), Halwani et al. (2011), Hetland (2000), Ho et al. (2003), Hyde et al. (2009), Knight et al. (2016), Masataka and Perlovsky (2012), Moreno and Besson (2006), Moreno et al. (2009), Nutley et al. (2014), Osborne et al. (2016), Pantev et al. (2001), Paulson et al. (2013), Rickard et al. (2010), Roden et al. (2012), Saunders et al. (2014), Schlaug et al. (2005), Seinfeld et al. (2013), Tierney et al. (2013), Trappe (2012), Welch et al. (2014), Welch et al. (2015), Wetter et al. (2009), and Williams et al. (2015). For overviews of such impacts, see Hallam (2015), Schlaug (2015), Silvia et al. (2016) and—for a more discursive narrative—see Henriksson-Macauley (2014).

Furthermore, such benefits have been documented in studies that have controlled for socio-economic status (SES) and ethnicity. Key features in such studies are that beneficial music making is characterized by being sustained, active (singing and playing instruments), involves generative opportunities (composing and improvising) whether undertaken in groups or individually, and is a “fun” positive experience for children (cf. Barrett, 2012; Hallam, 2015). Additionally, recent research indicates that individual and shared music making in family settings contributes to positive parenting practices (Barrett, 2009), and early identity development in young children (Barrett, 2011, 2016, 2017). For example, a large-scale Australian study suggested that children who participate in shared music making at age three are better prepared for school-related experiences at age five (Williams et al., 2015). Overall, the body of research indicates that music is commonly a key component in young children's learning and development and can be a vital tool in the learning and care practices of early childhood educators. Collectively, these studies (and others) are building an evidence base of music's potential and actual impacts on different aspects of aural perception related to sound and language, verbal memory, spatial reasoning, self-regulation, pro-social skills, and aspects of general school-related attainment.

Paradoxically, other literature (cf. Letts, 2015) indicates that music education is barely addressed in the pre-service preparation of early childhood educators in University and Technical and Further Education (TAFE) settings, both in Australia and (often) internationally. Research suggests that teachers of young children in community and school settings often have limited experience of music education, other than being able to draw on their own personal experience. Such experience, however, has its limitations, often leading to a reported “lack of confidence” in generalist music educators who are working in early childhood education and care (ECEC) settings and primary schools (Mills, 1989; Hennessy, 2000; McCullough, 2006; Seddon and Biasutti, 2008; Stakelum, 2008; Hallam et al., 2009; Stunell, 2010; Welch and Henley, 2014). Furthermore, this reported “lack of confidence” in the teaching of music tends not to be addressed sufficiently in Primary teachers' initial teacher education (pre-service) courses (e.g., Ballantyne and Packer, 2004; Ballantyne, 2006).

Teachers' beliefs concerning the nature of child education, development, and teaching and learning, are powerful shaping forces in their classroom practices. Early childhood pre-service teachers' beliefs about music as an active developmental tool rather than mere enrichment are shaped by their experience and knowledge of music (Austin and Reinhardt, 1999; Kim and Kemple, 2011). Investigation into 21 early childhood educators' self-efficacy beliefs for teaching across different subject areas indicated significantly lower scores for the arts in comparison to their perceived confidence for teaching mathematics and English (Garvis and Pendergast, 2011). Overall however, little is known of the music beliefs of early childhood education and care (ECEC) practitioners, particularly those working with children prior to entry into formal schooling. This investigation seeks to address this gap.

AIMS

The research aims for this study were 2-fold: first, to adapt and pilot a survey of music beliefs and values which might be implemented subsequently nationally in childcare settings; and, secondly, to identify the music beliefs and values held by early childhood and care educators concerning music in children's learning. The research questions that guided this component of the study were:

1. What is the profile of early childhood and care educators?

2. What beliefs and values for music engagement are held by early childhood and care educators?

3. What shapes early childhood and care educators' music beliefs and values?

METHOD

Participants

Data collection took place at seven, long (i.e., extended) day-care centers that were located across metropolitan and regional Queensland. A total of 88 participants (87 females and one male) each completed two questionnaires with the assistance of a project researcher. Purposive stratified sampling was conducted via deliberate selection of educators from rural and urban childcare center locations in proportion to the number of rural and urban childcare centers operating in Queensland. This was implemented with the intention of capturing a diverse cross-section of socioeconomic status, early childhood music education philosophies and business models (including not-for-profit, commercial, and community models). Center Directors1 (n = 10), lead educators (n = 32), and general educators (n = 46) constituted the final study participants.

Measures

Two questionnaires were completed. The first was a demographic survey, which asked for information about practitioner educational qualifications, current (if any) education being undertaken, employment status, years of experience in the early childhood education sector, and past and present music engagement. Following this, participants completed the Music Beliefs Questionnaire (MBQ). The MBQ is a 37-item survey, which gauges beliefs and values concerning the role of music within early childhood. Modified from the Austin and Reinhardt (1999) scale, the 37 items were designed to measure three key construct areas. These pertained to the beneficial outcomes of music for children in (1) creative and cultural development, (2) quality of life, and (3) social and emotional development. Responses to each statement were indicated on a 7-point Likert-type scale (1 = very untrue of what I believe; 7 = very true of what I believe; see Appendix A).

The MBQ piloted in the present study was an adaptation of Austin and Reinhardt's (1999) scale, originally designed to measure the music philosophy beliefs of pre-service teachers. A number of items in the Austin and Reinhardt scale were modified to suit the current study population and context, with an additional question included concerning music and special education. Items sought to gauge participants' beliefs about music by investigating concepts regarding: the outcomes of music education, music education significance for childhood development, music education relevance for child psychology, and music education importance in the creation and promotion of pro-social skills. Adaptations made for the revised scale also aimed to capture changes inherent in early childhood education theory, practice and policy that have occurred over time and across different countries of implementation. For example, Question 21 “Music education supports the development of a child's identity” reflects recent research that focuses on the formative role of music in identity (Hargreaves et al., 2017) and specifically in young children's identity (Barrett, 2011, 2016, 2017). Similarly, Question 36 “Music education offers a way to include children with special learning needs” acknowledges current policy and practice concerning inclusiveness in classrooms (Devarakonda, 2012; Jellison, 2018).

Analytic Approach

This study focused on illuminating educators' (a) demographic profile, (b) music engagement beliefs and values held, and (c) factors shaping music beliefs and values. Analyses were conducted in three initial stages. The first provided descriptive statistics on demographic details that outlined the profile of early childhood and care educators from the study (see Table 1). Exploration was also performed of the basic descriptive statistics from individual MBQ items in order to identify educators' highest and lowest endorsed beliefs regarding music (see Table 2). This provided general insight into the perceived outcomes and values attached to music education by these Australian early childhood and care educators.


Table 1. Demographic profile of early childhood and care educators: frequency (n) and percentage (%) of key categorical characteristics in the analytic sample.
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Table 2. Descriptive statistics for highest- and lowest-rated items by early childhood and care educators on the music beliefs questionnaire (MBQ).
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In the second stage, a confirmatory factor analysis (CFA) was performed to validate the intended three-factor structure for the 37 MBQ survey items (see Figure 1 and Table 4). This model was compared and contrasted against an alternative single-factor structure. The single-factor model was found to provide an equally plausible explanation for the observed data, with both models displaying adequate overall model fit. However, the three-factor model demonstrated very high intercorrelations amongst its proposed latent constructs, almost to the point of singularity. Therefore, the more parsimonious single-factor structure was adopted. Given that some of the fit indices from both models were less than desirable, an exploratory factor analysis (EFA) using principal axis factoring extraction and direct oblimin (oblique) rotation was also conducted. This allowed for a data-driven approach to determine the underlying factor structure. Results provided by the scree plot further corroborated the use of a single-factor model to best represent the data. Thus, a unified MBQ scale score was utilized in further analyses.
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FIGURE 1. Confirmatory factor analysis of the 37 Music Belief Questionnaire items: The hypothesized three-factor solution. All given regression weights are standardized parameter estimates. ***p < 0.001.



The third stage of analysis made use of this overall MBQ score as the key outcome variable in a series of linear regressions, to explore which factors predict the general music beliefs and values held by early childhood and care educators regarding the benefits of music for young children (see Table 6). Specifically, the MBQ scale score was regressed onto educator age groupings (18–24, 25–34, 35–44, 45–54, 55–64, 65+ years), educator role (higher level educator [directors and lead educators], general educator), educator years of experience (0–4, 5–9, 10–14, 15–19, 20+ years), whether the educator had ever learnt a musical instrument or sung in choir (no, yes), highest level post-school qualification achieved by the educator (certificate/diploma, bachelor's degree, postgraduate degree), and the regional site from which the educator worked (rural, urban). These analyses were performed both as separate bivariate regressions with the individual predictors and as a standard multiple regression with all predictors entered simultaneously. This exploratory analytic approach allowed us to investigate not only the individual contributions from each factor, but also to identify any redundancy among predictors. As such, it permitted illumination of the key facilitating factors promoting music beliefs and values of these early childhood and care educators and, thereby, provided an important contribution to our current understanding of the area. In the next section, we present the study results and discussion, linking findings back to the core research questions.

RESULTS

What Is the Demographic Profile of Early Childhood and Care Educators?

Descriptive statistics for the demographic profile of the analytic sample are presented in Table 1. The overwhelming majority of educator participants were female, which reflects the current over-representation of females globally in the early childhood education and care sector (Peeters et al., 2015). While slightly more participants were aged between 25 and 34 years, the range did vary. Indeed, the four youngest categories spanning 18–54 years best captured participants' age profile. Educators' years of experience also varied, but were best represented by the three lowest options spanning 0–14 years' experience. An additional basic descriptive analysis on the continuous variable of length of current employment revealed a more nuanced view on this. It showed that the average time educators had worked at their current care center was 6.25 years (SD = 4.81).

The majority of early childhood and care educators were employed on a full-time basis, with far fewer employed part-time or casually. Employment for educators in urban child care centers was far more common than in rural sites, which likely reflected service demand. Educators most frequently achieved a certificate or diploma as their highest qualification, with relatively few achieving a bachelor's or postgraduate university degree. Of those who had completed study beyond high school, the vast majority had chosen fields relevant to their current career, such as early childhood education, child care and Primary/Secondary education. A minority of educators were presently studying while concurrently working, either obtaining their ECEC qualifications or completing higher degrees usually with a clear focus on the relevant study fields of early childhood education, child care, and Primary/Secondary education.

In relation to music knowledge, few educators reported having attained any formal qualifications in music. However, approximately half of all participants stated some personal experience with music education, either having learnt to play an instrument and/or having sung in a choir themselves. Further basic descriptive analyses revealed that the average length of time that any had learnt a musical instrument or sung in choir was 3.42 years (SD = 2.66). Of this group, only one-third reported that they currently played and/or sang. This suggested that while half of participants had past experience with music, two-thirds of these had not continued active musical engagement. With this demographic profile in mind, we next sought to understand the beliefs and values these educators held about music education in the lives of young children in an effort to comprehend their teaching motivations and ethos better.

What Beliefs and Values Regarding Music Engagement Are Held by Early Childhood and Care Educators?

To evaluate the beliefs and values held by these educators pertaining to the role of music education in young children's early learning and development, a 37-item Music Beliefs Questionnaire (MBQ) was administered to study participants. It was observed that on the 1–7 response scale, the majority of items (78.38%) displayed mean scores of 6.00 (true of what I believe) or higher, with the lowest mean of 5.72 being shown for two items (i.e., “Music education supports children to learn to control their behavior” and “Music education enables children to make meaning of their experiences of the world”). These consistently high mean item values, coupled with low standard deviations, suggested that the educators in this analytic sample expressed extremely positive, shared, global beliefs, and values regarding music and its place in the education of young Australian children. To help shed light on the most and least firmly held beliefs within these generally very high values, Table 2 presents the 10 highest and 10 lowest endorsed item statements from the MBQ.

As seen from these results, most strongly endorsed beliefs by early childhood and care educators included the concept of music as: (a) an essential creative outlet for young children; (b) a useful tool for the social inclusion of children; as well as (c) a method by which to bolster children's emotional development (i.e., self-esteem and self-confidence) in a fun and non-threatening space. Slightly less strongly endorsed were the utilitarian and adaptable skill aspects that music has to offer. Specifically, participants assigned relatively lower overall mean ratings to statements concerning ideas that children could use the skills gained from music education to understand the world, exert self-discipline (i.e., emotional and behavioral control), and bolster resilience, identity development, and quality of life. Furthermore, lower support was shown for concepts that key skills gained from music would transfer to aid general problem-solving, deciphering different symbol systems, or understanding more complex music (although it should be noted that these ratings still sat above the mid-point of the seven-point scale). Indeed, music education appeared not to be valued highly in and of itself, but rather viewed more as a fun and playful way to develop children's social and creative aspects to round out—rather than enhance transferable skills that can help develop and promote facets of—their traditional academic education.

This viewpoint appears to conflict somewhat with research findings that have reported the value of sustained music education in the nurturing of early literacy and numeracy (cf. Anvari et al., 2002; Moritz et al., 2013; Williams et al., 2015; Cohrdes et al., 2016), social and emotional development (Hallam, 2010; Welch et al., 2014), promotion of children's executive functioning (Moreno et al., 2011; Zuk et al., 2014; Bowmer et al., 2018), and motor skill development (Derri et al., 2001).

Creation of the Music Beliefs Questionnaire (MBQ) Scale Score

In line with the notable ceiling effects observed above, preliminary assessment of the score distributions for each MBQ item revealed that a large number displayed issues regarding skewness, and kurtosis. Specifically, the item z-scores for skewness and kurtosis were tested following the recommendations of Tabachnick and Fidell (2013), where an absolute value exceeding 3.29 was deemed significant (i.e., representative of the p < 0.001 criterion). This revealed that 19 of the 37 MBQ scale items exhibited significant skew, whilst seven showed significant kurtosis (see Table 3). Given this violation of the assumption of criterion normality, a bootstrap approach was adopted to the ensuing confirmatory factor analysis (CFA) using 5,000 re-samples, employing the Bollen-Stine method, and robust bootstrap-adjusted fit indices recommended for use with non-normal data (Walker and Smith, 2017).


Table 3. Descriptive statistics, item loadings for single-factor model, and Spearman's Rho Intercorrelations for the MBQ scale items (N = 88).
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In an attempt to confirm the intended three-factor structure of the MBQ, the questionnaire items were submitted to a CFA. The proposed model was evaluated for fit regarding the 37 items measuring the three latent constructs they were designed to assess; namely, participant educators' beliefs and values in relation to the benefits engendered by music on children's (1) creative and cultural development, (2) quality of life, and (3) social and emotional development. These three factors aligned closely with—and were adapted from—those of Austin and Reinhardt (1999), who proposed the three factors of pre-service teachers' music philosophical beliefs to be (1) aesthetic benefits, (2) quality-of-life benefits, and (3) social-emotional benefits, respectively. Therefore, the previous administration of the Austin and Reinhardt scale from which our new measure was adapted formed the a priori theoretical basis that guided our choice of (a) number of factors, and (b) which items loaded onto each factor. As such, 15 items were specified to load on the creative and cultural development benefits factor (α = 0.91, for items and content see Table 4), 11 items were confined to load on the quality of life benefits factor (α = 0.85), and the remaining 11 items were constrained to the social and emotional development benefits factor (α = 0.87). Each scale item was specified as loading on only one factor and, given that all latent constructs formed underlying facets regarding beliefs about music, the three factors were permitted to correlate. Intercorrelations amongst all the scale items are presented in Table 3, where these were performed as Spearman rho associations due to the non-normal nature of many item response distributions.


Table 4. Proposed three factors and associated MBQ items submitted to confirmatory factor analysis (CFA).
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The latent structure underlying the music belief and value items was evaluated using a three-factor CFA model. This hypothesized structure provided good fit, whereby the observed data did not differ significantly from the proposed model, χ2(626, N = 88) = 1,274.80, p = 0.169. However, the remaining fit indices did not meet the recommended 0.95 threshold for acceptable fit (Hu and Bentler, 1999): CFIadj = 0.707, IFIadj = 0.712, TLIadj = 0.688. Furthermore, the residual index for the proposed model was not below the recommended 0.06 cut-off (Hu and Bentler, 1999): RMSEAadj = 0.109.

Examination of the standardized parameter estimates showed that all of the items loaded significantly onto their respective hypothesized factors yet ranged somewhat in magnitude from 0.38 to 0.87 (see Figure 1). More specifically, only six items displayed strong loadings on the intended factor (i.e., >0.70), with three items demonstrating a weak loading (i.e., >0.30) and the remaining 28 showing moderate loadings on the prescribed factor (i.e., >0.50). In addition, while the three constructs were predicted to be related, these latent factors were too highly correlated with one another, almost to the point of singularity. These combined results suggested that, rather than the proposed three-factor solution, the MBQ items may be better captured by a single-factor scale, where the three factors are collapsed into one unifying latent construct assessing general educator beliefs and values held in relation to music. As such, this was evaluated as an alternative factor structure and compared to the original three-factor model.

To evaluate if a single general music beliefs factor better accounted for the current data, a one-factor solution was tested. For this, all 37 MBQ items were specified to load upon the one factor (α = 0.95). Similar to the three-factor structure, despite the overall model fitting the data well, χ2(629, N = 88) = 1,277.87, p = 0.155, the other indices did not meet the recommended thresholds for good fit: CFIadj = 0.707, IFIadj = 0.712, TLIadj = 0.690, RMSEAadj = 0.109. As can be seen in Table 3, like the three-factor model, standardized item loadings for the single-factor model were all significant, but ranged in magnitude from 0.38 to 0.86. In this, four items presented with strong loadings, 28 items demonstrated moderate loadings, and the final five items exhibited weak loadings. Based upon the content of the items loading upon this single factor, the underlying construct perceived as captured was general favorable educator beliefs and values regarding the role of music in early childhood. Therefore, this factor was assigned the label “general favorable music beliefs.”

The change in chi-square between the three-factor and one-factor models revealed no significant difference, Δχ2(3) = 3.06, p = 0.382. These findings showed there was no significant improvement in model fit by the more constrained and complex hypothesized three-factor model over the one-factor model, as both provided an equally plausible theoretical account for the data. Consequently, use of the three latent constructs of creative and cultural development benefits, quality of life benefits, and social and emotional development benefits, did not capture and explain the present data set better than a single unified general set of beliefs about the role of music in childhood development. Taken together, these results suggested that the more parsimonious single-factor structure was preferred over the three-factor model and, as such, scores on the MBQ were calculated by averaging across all the items to obtain an overall single general measure of favorable beliefs and values held regarding the role of music in early childhood2.

It should be noted that neither of the tested models provided an adequate fit in terms of the absolute, incremental and residual fit indices. Therefore, neither provided a truly comprehensive account of the current data. This problem may be reflective of two core issues. Firstly, the factors may not be clearly defined by each set of items, as indicated by the predominantly moderate item loadings. This could suggest that the items did not measure the underlying construct as well as intended. This would have caused a discrepancy between the proposed model and the observed data, resulting in the lower fit indices, and higher residual indices than the recommended threshold cut-offs that was seen.

Secondly, the general lack of score variability—as seen from the restriction of range on many scale items—may have interfered with the appropriate clustering of scores that serve to differentiate the various factors more cleanly. This may have obstructed identification of the true magnitude of correlations among the various scale items and, similarly, identification of the groups of intercorrelations that form the basis of factors. This could explain why the three-factor model failed to emerge as the superior explanation for the data, as the data itself may not have contained the necessary spread of scores to better determine and discriminate among more than one factor. This is especially likely given that all scores gathered were at the high end of the 1–7 response scale and thus would have produced high intercorrelations with one another, assuming each participant provided the same or very similar scores to all items in the MBQ scale, representative of their overall general favorable music beliefs. This in turn, could also explain the very high correlations observed between the three latent constructs within the proposed three-factor model.

It also should be acknowledged, however, that these formulations are merely conjecture based upon the presence of restricted range issues within the present data set. In cases where score variability is lacking, it is more prudent and thus we would argue best practice to adopt an overall scale measure that has been shown to capture the current data, rather than make use of separate proposed scale factors (i.e., subscales) that are only theorized to bear out if greater score variability had have been achieved, as the latter may not form valid subscales. Reference to other similar scales for guidance in this matter—although wise—may not prove useful, as there exists some constructs for which people have a general tendency to express highly positive attitudes. Therefore, scores reflecting such variables will always be restricted in range and negatively skewed in its natural form. As such, use of scales measuring these types of constructs will be accompanied by extreme difficulty when trying to achieve the full range of response score options from participants and, consequently, will impede the ability to tease apart and identify the underlying theoretical constructs—should more than one exist to explain the data. As stated above, the most conservative and safest method in such instances is use of a single general measure to represent participants' views. Therefore, this approach was adopted as we sought to explore the early childhood and care educator characteristics that informed their beliefs and values about music.

What Shapes Early Childhood and Care Educators' Music Beliefs and Values?

To investigate which factors may influence educators' general beliefs and values about music, a series of six bivariate linear regressions were performed. Specifically, participants' average MBQ scores were regressed upon each of the predictors of (a) educator age, (b) educator role, (c) years of educator experience, (d) whether the educator had ever learnt a musical instrument or sung, (e) highest level of post-school qualification achieved by the educator, and (f) childcare regional site. These analyses were conducted individually to identify firstly any important contributing factors to the shaping of overall music beliefs.

Preliminary zero-order correlations among overall MBQ scores and the six key educator characteristics are presented in Table 5. It should be noted that a significant positive and moderate correlation was seen between educator age and years of educator experience, indicating a 36% overlap between these predictors. Likewise, educator age also shared a significant yet weak relationship with the predictor childcare regional site, where rural educators were more likely to be younger in age, with 12% overlap among these predictors. These overlaps indicated a considerable degree of shared variance and thus redundancy for these predictor variables.


Table 5. Intercorrelations between general MBQ scores and the six key educator characteristics.
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As seen from Table 6, the only significant predictors of general beliefs about music held by early childhood and care educators were age and years of experience. In this, increased educator age and years of experience both were associated with more positive average ratings regarding general beliefs and values as to the beneficial role of music in the lives of young children. Also of note were marginally significant results in relation to the predictors of childcare regional site and highest educator qualification achieved. These findings suggested a trend for educators employed at rural (vs. urban) childcare sites and more qualified participants to express less favorable perspectives and philosophies concerning childhood music education. However, these results should be interpreted with caution as they were demonstrated to be trends only and not statistically reliable relationships.


Table 6. Regression analyses predicting general MBQ scores based on six key educator characteristics.
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A subsequent standard multiple regression was performed with all six predictors entered simultaneously. This additional analysis was conducted to identify whether these factors held as key individual predictors in their own right, or if redundancy existed among them. Findings revealed that once the other variables had been controlled, more qualified educators reported significantly less favorable general beliefs toward the role of music in early childhood education. Given the comparatively smaller number of participants who had obtained bachelor and postgraduate degrees to certificates/diplomas, this result suggested that those with university degrees must have exhibited not only lower overall MBQ ratings, but that these less favorable viewpoints concerning music were consistent and shared for these educators rather than driven by a few outliers (as evidenced by the reduced variability within the group that facilitated the significant finding). It should be noted, however, that overall music beliefs still remained favorable for these groups i.e., all average MBQ scores sat above the neutral mid-point on the 1–7 scale for educators with bachelor and postgraduate degrees.

Not surprisingly, educator age and years of experience were no longer significant as individual predictors of overall MBQ scores, suggesting a redundancy between these variables3. This indicated that while only one of these two educator characteristics was required to capture adequately an increase in general music beliefs, the most logical and best choice was years of experience, as educator age displayed too much overlap with other factors in the model (which inflated its shared variance and diminished any unique contribution it may offer). Collectively, these findings revealed that while in isolation age, years of experience and qualification level shaped early childhood and care educator beliefs about the benefits of music in young children's education, only the characteristics of qualification and years of experience were required to negatively and positively predict these beliefs, respectively, due to redundancy of age with other key educator characteristics.

DISCUSSION

The first aim of this study was to adapt and pilot a survey of music beliefs and values for wider implementation in Australian early childhood and care settings. An existing survey, the Music Beliefs Questionnaire (MBQ; Austin and Reinhardt, 1999), was adapted for the participant group.

The Music Beliefs Questionnaire (MBQ): Scale Factor Structure

The original Austin and Reinhardt (1999) survey had three key construct areas related to (1) aesthetic benefits, (2) quality-of-life benefits, and (3) social-emotional benefits, respectively. The proposed three-factor structure of the MBQ, modeled on this earlier work, was not better at capturing the expressed music beliefs of educators than a universal single-factor model for the current study sample. While both provided equivalently plausible explanations for the data, the MBQ was best gauged through a single average, generalized scale score, as it offered a more parsimonious account as to the underlying latent constructs.

A closer review of the original Austin and Reinhardt (1999) scale development identifies potential reasons why we did not discover the same factor structure. These researchers espoused their three-factor model following comparison and interpretation of three-, four-, and five-factor structures from their data, as suggested by a scree plot. This, along with adoption of very liberal item weights of 0.35 and above as evidence of salient factor loadings, would indicate a degree of ambiguity in identification of the underlying latent constructs. Further, they also reported a substantial reduction in Eigenvalues between their model Factor 1 and Factor 2 (i.e., a drop from 10.22 to 2.25). Based on the discontinuity principle, this could also have suggested a single-factor solution. Yet this option was overlooked in favor of a more complex multi-scale latent structure. This issue was compounded by the fact that performance of the exploratory factor analysis (EFA) to establish their initial factor structure was not followed up by a confirmatory factor analysis (CFA) with a new sample. Hence confirmation and generalizability of their chosen factor structure for the scale was not actually established. Therefore, it is difficult to have confidence that the original Austin and Reinhardt (1999) scale was indeed best represented as three distinct factors. Thus, the inability of the current study to confirm the intended three-factor model for our 37 Music Beliefs Questionnaire items, based on the previous work of Austin and Reinhardt, is unlikely to be a cause for concern.

It should be noted that four key differences were identified between the sample employed by Austin and Reinhardt (1999) that were used to claim a three-factor structure to educators' music beliefs and the sample employed in the current study that helped discover a single-factor explanation for these same beliefs. Specifically, sample characteristics differed in terms of (1) participant type, (2) country, (3) sample size, and (4) gender breakdown. While our study made use of actual educators within the early childhood education and care sector, participants within the previous study were pre-service music teachers and therefore, undergraduate university students studying music education majors. The present study was carried out in Queensland Australia, while the previous study was presumably performed in the United States of America (though this was never stated explicitly by the authors and can only be inferred). The sample size for the present research was smaller (N = 88) than that for the Austin and Reinhardt study (N = 137), where the latter exhibited a much more equal gender distribution than was shown in the current study (i.e., 77 females: 60 males vs. 87 females: 1 male). However, none of these differences in sample characteristics offers an explanation as to the difference in factor structure claimed. This may be attributed to Austin's and Reinhardt's use of unsuitably low item weights as factor loadings for the three-factor solution and disregard of the notable evidence for a single-factor model within their data (despite working with a larger, more powerful and more equal gender-distributed sample). We suggest the findings from their research offer more support to our proposed single-factor solution. We therefore conclude that a single latent factor capturing generalized beliefs about the role of music in young children's lives may offer the simplest and most suitable explanation.

Music Education Beliefs and Values Held by Early Childhood and Care Educators

The second aim of the study was to identify the music beliefs and values held by Australian early childhood and care educators concerning music in children's learning and development.

Overall, favorable global viewpoints were expressed by all educators in the present analytic sample in relation to their beliefs about music and its value in the education of young Australian children. However, within this, degrees of favorability were shown for some specific beliefs over others. Beliefs that received the strongest support by these educators were those concerned with music offering a fun and creative vehicle for children's self-expression, enhancing their self-image, and facilitating the social inclusion of other children. However, music education was relatively less strongly endorsed for its contribution to children's education outright, or concerning the transferable skills that might help establish and cultivate other academic and self-development areas of a child's life. Therefore, it would appear that music education was most strongly and pervasively perceived as primarily an aesthetic activity for children, with less recognition, or perhaps understanding, of its utilitarian value to the broader academic and learning spheres. This finding is not surprising, with Yazejian and Peisner-Feinberg (2009) highlighting how arts activities are often placed as secondary to activities that are considered to help children in areas of cognitive development such as numeracy and literacy.

It should be acknowledged, however, that the ceiling effects observed for a large number of the Music Beliefs Questionnaire (MBQ) scale items did not allow for further discrimination between the extent of educator endorsement toward potential consequences of music education in young children's lives. This may have prevented us from further teasing apart educators' philosophical views as to the perceived outcomes of music education, including its potential significance in childhood cognitive and motor development, child psychology, and the formation and advancement of children's interpersonal skills.

Demographic Profile of Participant Early Childhood and Care Educators, and Factors That Shape Their Beliefs and Values About Music In Education

The prototypical composition of the early childhood and care educator workforce found in the present study were young females, with a little over 6 years of experience, and who tended to work full-time in urban childcare centers. The proportion of female to male participants (87:1) may be viewed as a limitation of the study. As noted earlier, females are disproportionately represented in the early childhood education and care professions globally (Peeters et al., 2015) and the composition of this study sample reflects this global pattern. Most achieved their highest education through means of a certificate or diploma in a field relevant to the care and education of children. Very few possessed formal music qualifications, though roughly half had some personal music experience through having sung in a choir or played a musical instrument previously. However, only approximately one-sixth of the overall educator group had demonstrated continued active musical engagement, while the other one-third with musical experience had withdrawn their involvement over the years.

The standard educator profile, combined with the individual music belief item endorsements and the key educator characteristic of experience as a predictor of music beliefs, is highly informative. Specifically, it is possible to speculate that less experienced educators—who also make up the bulk of the current workforce—may hold less favorable beliefs about music because they themselves have not been educated systematically on the evidence concerning likely benefits and how best to utilize music as a tool in their teaching arsenal. Within the current early childhood education and care training programs that have been implemented in recent years in Australia, there is limited time allocated to teaching educators about the potential benefits of effective musical experiences within the classroom (0–17 h according to Letts, 2015), with little if any focus on how to use it to enhance other core academic areas for children. This may explain higher beliefs within the current educator cohort that music is primarily an aesthetic and creative device in the classroom, and relatively lower beliefs that skills gained from music can be translated to promote and accomplish academic outcomes.

This “knowledge deficit” is receiving increasing attention within the music education literature. Repeated studies reiterate the importance of improving teacher training by (re)integrating music in the teaching curriculum in order to attempt to close the gap and provide educators with a strong foundational knowledge base that draws on an increasingly rich evidence base regarding the use and role of music within early childhood education and development (Kim and Kemple, 2011; Reynolds and Burton, 2017). Corroborating this very point, Kim and Choy (2008) sought to examine whether pre-service teacher's knowledge, skills and attitudes toward music and music education improved following the completion of a specific music education course. Statistically significant improvements were shown for pre-service teachers' knowledge of musical concepts and confidence for teaching musical concepts, suggesting a correlation between knowledge and confidence—a finding echoed in other literature concerning generalist Primary teachers and music (cf. Seddon and Biasutti, 2008). Similarly, a new study of music teacher identity in Singapore found that the development of music teacher identity is highly contextualized in terms of personal biography in music, professional teacher identity and opportunities to experience successful music education practice in situ (Chua, 2018). Findings such as these highlight the “missing component” (see below) that exists within pre-service teacher education and warrants urgent attention.

In order to maximize the potential strengths, frameworks of practice, and learning in and through music for early childhood service providers, a shared language between the different contributory disciplines needs to exist. This would allow for a shared understanding and identification of essential characteristics of practice that support and encourage optimal child health, education and well-being. For this type of systemic change to take place, it has been argued that appropriate pre-service education is the “missing component” (Grant et al., 2018). For example, Kim and Kemple (2011) report that there is a clear positive correlation between a practitioner's musical knowledge and their beliefs concerning music's value. In their study of pre-service teachers, four domains were identified as influencing participants' beliefs: personal music experiences, experience of music in the field (as teaching), teacher training coursework, and their self-efficacy in implementing music activities in the classroom. Formative experiences as teachers can cast a long shadow on teachers' willingness to engage with and use music in the classroom.

Interestingly, aside from years of educator experience, the only other characteristic shown to shape the general music beliefs held by these childhood and care educators was qualification level. Specifically, more qualified educators tended to hold less favorable beliefs regarding the role of music education in early childhood. Although this finding was unexpected, we speculate it may reflect a rise in part from current emphases in teacher education. That is, more qualified educators are likely to have spent more of their professional preparation engaged with more formal childhood and childcare education knowledge and techniques. As a consequence, they are more likely to put greater trust in more traditional and familiar academic methods of teaching that, customarily, have not provided experience in music education as a strategy to promote child learning and engagement.

The wider implications of this can be evidenced in Russell-Bowie (2009) cross-cultural study which reported that, across five countries, Australian students gave a significantly lower rating than peers from other countries in relation to how much priority schools should place on music; suggesting an overall lower belief in music education within Australian schools. In that study, the most highly rated barriers to implementing music in the primary school classroom included factors such as “lack of priority for music” and “lack of personal musical experiences.” The authors concluded that in order for music to be a central tenet of education, teachers need to feel confident and competent in the act of teaching, learning, and making music themselves. Only then will we see change.

The picture presented above is cause for concern, as there is an implied neglect of a curriculum area (music) in our children's education and development due to teacher's not feeling confident (or convinced) about music's place and value. There is evident need to ensure that pre-service teacher education builds teachers' confidence and capacity to provide the full range of curriculum areas, and draw on the benefits of music for children's learning and development.

Knowledge of the overall early childhood and care educator profile can be used to our advantage to inform potential interventions and likelihood of intervention success. Although the stereotypical educator worked in an urban area, the rural areas cannot be neglected. This is especially true in light of the trend for rural educators to express relatively less favorable beliefs concerning the role of music in young children's education. This may stem from a lack of appropriate allocated resources and training provided to rural centers and staff for music programs, especially those that highlight and support the positive outcomes that music can create in terms of academic, developmental, and psychological advancement. It may also stem from having a greater priority on an academic “core.” Therefore, construction and availability of online resources regarding the value of music in the nurturing of young individuals' overall academic achievement and well-being may be beneficial in the uptake of music education to promote more favorable beliefs. These resources should include not only the most appropriate techniques for implementation, but also supply an explanation as to the research findings that underpin arguments for the implementation of music in children's learning and development. Such information is likely to engender greater support and uptake from potential educators, as users are more inclined to employ techniques they feel they understand, which have been communicated clearly, and for which the underlying mechanisms have been made transparent. Furthermore, provision of such repositories may help to further address and bridge the divide between educators' personal music experiences and knowledge and their professional understanding of music's use in early childhood education and development. Echoing this sentiment, Reynolds and Burton (2017) provided a list of recommendations to policy makers suggesting a stronger emphasis on the provision of better training and resources to early childhood teachers in relation to how and why we should be considering musically inclusive classrooms, in an effort to close the current gap that exists between early childhood education provision and music.

Concluding Remarks

The aims of this study were 2-fold: first to adapt and pilot a survey of music beliefs and values for wider implementation in childcare settings; and second, to identify those musical beliefs and values held by early childhood and care educators concerning music in children's learning. As indicated above, the survey was successful in capturing these beliefs. However, the analysis suggested that a single latent generalized factor may offer the best explanation of educators' beliefs and values over the previously-conceived three-factor structure account.

Findings indicated that educators' beliefs and values on all items were above the mid-point, indicating overall positive attitudes toward music. It is noteworthy that this was despite the majority not having formal qualifications in music (98%) less than half having previously learnt a musical instrument and/or sung in a choir (48%) and only 16% currently playing a musical instrument or singing on a regular basis. It should be noted that greater years of teaching experience correlated positively with more positive attitudes, perhaps reflecting a greater emphasis on music education in these educators initial training. As noted in the literature above, for those educators who completed their training in recent years there has been limited opportunity to develop music knowledge and skills.

Approximately 20% of the sample reported graduate qualifications (Bachelor degree and above). This group reported relatively less favorable beliefs and values toward music. This finding may well-reflect the recent structuring to graduate qualifications of workforce training in the early childhood and care sector in which music education has played a lessor role. As noted above, the gender profile of the study participants might be viewed as a limitation. Further research might investigate the perspectives of male early childhood and care educators.

Cumulatively, the current study findings indicate that there is enormous potential within this population for further professional learning and development targeted at music and its conceivable wider benefits in young children's learning and lives. Given the growing evidence pool concerning the importance of music in children's lives in the home setting (Williams et al., 2015), better training programs, government and curriculum policies, and advocacy are warranted in order to challenge “old” assumptions and integrate “new” music education and development knowledge.
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FOOTNOTES

1Ten Centre Directors participated from the 7 day care centers, reflecting personnel changes during data collection.

2In light of the inadequate absolute, incremental, and residual fit indices displayed by the three- and one-factor models tested, we decided it prudent also to perform an exploratory factor analysis (EFA). This data-driven approach allowed the information scores gathered from participants to guide the best factor structure, which may illuminate more suitable models previously unconsidered. The EFA was conducted on the 37 MBQ items using principle axis factoring (PAF) extraction and oblique direct oblimin rotation methods, employing a delta value of 0. These choices acknowledged the measurement error inherent in self-report surveys and – since all underlying constructs were conceptualized to form facets regarding beliefs about music – permitted these extracted factors to be correlated to the extent shown in the data. Findings from the scree plot also suggested a single-factor solution based upon the principle of discontinuity. This indicated a clear steep descent in the slope of the line (and thus discontinuous ‘break') from Factor 1 to Factor 2, with a corresponding dramatic decrease in Eigenvalues from 14.52 to 2.30, respectively. Thus a one-factor structure for the MBQ items was also supported by the EFA results.

3Calculation of variance inflation factors (VIFs) revealed that although educator age and years of experience produced considerably higher values than the other model predictors (confirming a high degree of shared variance and thus redundancy for these variables), no multicollinearity was present in the SMR model, VIFage = 1.82, VIFexperience = 1.73, VIFsite = 1.16, VIFrole = 1.12, VIFqualification = 1.03, VIFmusichistory = 1.06 (where values of 1.00 indicate no shared variance between a given predictor and other model predictors, and values above 5.00 indicate multicollinearity). Further testing through SMR models run without each of educator age and years of experience, in turn, supported the notion of redundancy. Specifically, when educator age was excluded from the overall model, years of experience became a significant positive individual predictor of overall MBQ scores, whereby increased years of educator experience predicted more positive general music beliefs after the other variables had been controlled, β = 0.22, p = 0.042. This was in addition to the previously identified significant negative effect of highest educator qualification achieved, where more qualified participants expressed less favorable viewpoints concerning childhood music education, β = −0.25, p = 0.017. The remaining predictors of educator role, childcare regional site and history of ever learning a musical instrument/singing remained non-significant, βs < 0.17, ps > 0.127. However, when years of educator experience was excluded from the SMR model, age did not become a significant individual predictor of participants' MBQ scores once the other predictors had been controlled, β = 0.17, p = 0.125. Yet, again, the previously recognized significant negative influence of highest educator qualification achieved held, β = −0.25, p = 0.022, and the remaining predictors were non-significant as unique contributors to the model, βs < 0.18, ps > 0.097. It should be noted that, as stated earlier, educator age also displayed a considerable correlation and thus degree of overlap with childcare regional site as well as with years of experience. This likely explained the inability of age to achieve significance as a unique individual predictor in the SMR, as the vast majority of variance it contributed to the explanation of MBQ ratings was shared with other variables in the model. Therefore, the combined results here supported the idea that the high level of shared variance—and thus redundancy—between predictors within the model prevented educator years of experience and age emerging as significant individual predictors in the original SMR model, rather than the respective bivariate regression results with these predictors being indicative of Type I errors. This being said, it should be acknowledged that these findings speak more strongly to the redundancy of educator age over years of experience, due to the considerable overlap the former also displayed with childcare regional site, which resulted in it not demonstrating significance as an individual predictor within this additional SMR analysis.

REFERENCES

 Anvari, S. H., Trainor, L. J., Woodside, J., and Levy, B. A. (2002). Relations among musical skills, phonological processing, and early reading ability in preschool children. J. Exp. Child Psychol. 83, 111–130. doi: 10.1016/S0022-0965(02)00124-8

 Austin, J. R., and Reinhardt, D. (1999). Philosophy and advocacy: an examination of preservice music teachers' beliefs. J. Res. Music Educ. 47, 18–30.

 Australian Children's Education and Care Quality Authority (ACECQA) (2016). NQF Snapshot Q2 2016. Sydney, NSW: ACECQA.

 Ballantyne, J. (2006). Reconceptualising preservice teacher education courses for music teachers: the importance of pedagogical content knowledge and skills and professional knowledge and skills. Res. Stud. Music Educ. 26, 37–50. doi: 10.1177/1321103X060260010101

 Ballantyne, J., and Packer, J. (2004). Effectiveness of preservice music teacher education programs: perceptions of early-career music teachers. Music Educ. Res. 6, 299–312. doi: 10.1080/1461380042000281749

 Barrett, M. S. (2009). Sounding lives in and through music: a narrative inquiry of the ‘everyday' musical engagement of a young child. J. Early Childhood Res. 7, 115–134. doi: 10.1177/1476718X09102645

 Barrett, M. S. (2011). Musical narratives: a study of a young child's identity work in and through music-making. Psychol. Music 39, 403–423. doi: 10.1177/0305735610373054

 Barrett, M. S. (2012). “Music learning and education in early childhood: an overview,” in Oxford Handbook of Music Education, eds G. E. McPherson and G. F. Welch (Oxford: Oxford University Press), 227–228.

 Barrett, M. S. (2016). Attending to “culture in the small”: a narrative analysis of the role of play, thought, and music in young children's world-making. Res. Stud. Music Educ. 38, 41–54. doi: 10.1177/1321103X15603557

 Barrett, M. S. (2017). “From small stories: laying the foundations for narrative identities in and through music,” in Handbook of Musical Identities eds R. MacDonald, D. Hargreaves, and D. Miell (Oxford: Oxford University Press), 63–78.

 Barrett, M. S., and Welch, G. F (2013–2016). Being Becoming Musical: Toward a Cultural Ecological Model of Early Musical Development. Australian Research Council Discovery Grant DP130102488.

 Bengtsson, S. L., Nagy, Z., Skare, S., Forsman, L., Forssberg, H., and Ullen, F. (2005). Extensive piano practicing has regionally specific effects on white matter development. Nat. Neurosci. 8, 1148–1150. doi: 10.1038/nn1516

 Bowmer, A., Mason, K., Knight, J., and Welch, G. (2018). Investigating the impact of a musical intervention on preschool children's executive function. Front. Psychol. 9:2389. doi: 10.3389/fpsyg.2018.02389

 Brown, E. D., Benedett, B., and Armistead, M. E. (2010). Arts enrichment and school readiness for children at risk. Early Childhood Res. Q. 25, 112–124. doi: 10.1016/j.ecresq.2009.07.008

 Brown, E. D., and Sax, K. L. (2013). Arts enrichment and preschool emotions for low-income children at risk. Early Childhood Res. Q. 28, 337–346. doi: 10.1016/j.ecresq.2012.08.002

 Bugos, J. A., and DeMarie, D. (2017). The effects of a short-term music program on preschool children's executive functions. Psychol. Music 45, 855–867. doi: 10.1177/0305735617692666

 Chen, J. L., Rae, C., and Watkins, K. E. (2012). Learning to play a melody: an fMRI study examining the formation of auditory-motor associations. Neuroimage 59, 1200–1208. doi: 10.1016/j.neuroimage.2011.08.012

 Chua, S. L. (2018). Growing Music Teacher Identity and Agency: Influencers and Inhibitors. Unpublished PhD Thesis, UCL Institute of Education.

 Cohrdes, C., Grolig, L., and Schroeder, S. (2016). Relating language and music skills in young children: a first approach to systemize and compare distinct competencies on different levels. Front. Psychol. 7:1616. doi: 10.3389/fpsyg.2016.01616

 Council of Australian Governments. (2009). Investing in the Early Years. Retrieved from: https://www.startingblocks.gov.au/media/1104/national_ecd_strategy.pdf (accessed April 2, 2019).

 Creech, A., Gonzalez-Moreno, P., Lorenzino, L., and Waitman, G. (2016). El Sistema and Sistema-Inspired Programmes, 2nd Edn. San Diego, CA: Sistema Global.

 Department for Education. (2015). 2010 to 2015 Government Policy: Childcare and Early Education. Retrieved from https://www.gov.uk/government/publications/2010-to-2015-government-policy-childcare-and-early-education (accessed April 2, 2019).

 Department of Education Employment and Workplace Relations. (2009). Belonging, Being and Becoming: The Early Years Learning Framework for Australia. Canberra, ACT: The Australian Government, Commonwealth of Australia.

 Department of Education Employment and Workplace Relations. (2010). Educators, Belonging, Being and Becoming: The Educators' Guide to the Early Years Learning Framework for Australia. Canberra, ACT: The Australian Government, Commonwealth of Australia.

 Derri, V., Tsapikidou, A., Zachopoulou, E., and Kioumourtzoglou, E. (2001). Effect of a music and movement programme on development of locomotor skills by children 4 to 6 years of age. Eur. J. Phys. Educ. 6, 16–25. doi: 10.1080/1740898010060103

 Devarakonda, C. (2012). Diversity and Inclusion in Early Childhood. London: Sage Publications Ltd.

 Dingle, G. A., Brander, C., Ballantyne, J., and Baker, F. A. (2012). ‘To be heard': the social and mental health benefits of choir singing for disadvantaged adults. Psychol. Music 41, 405–421. doi: 10.1177/0305735611430081

 Eerola, P.-S., and Eerola, T. (2013). Extended music education enhances the quality of school life. Music Educ. Res. 16, 88–104. doi: 10.1080/14613808.2013.829428

 Forgeard, M., Winner, E., Norton, A., and Schlaug, G. (2008). Practicing a musical instrument in childhood is associated with enhanced verbal ability and nonverbal reasoning. PLoS ONE 3:e3566. doi: 10.1371/journal.pone.0003566

 Fujioka, T., Ross, B., Kakigi, R., Pantev, C., and Trainor, L. J. (2006). One year of musical training affects development of auditory cortical-evoked fields in young children. Brain 129, 2593–2608. doi: 10.1093/brain/awl247

 Garvis, S., and Pendergast, D. (2011). An investigation of early childhood teacher self-efficacy beliefs in the teaching of arts education. Int. J. Educ. Arts 12, 1–15. Available online at: http://www.ijea.org/v12n9/v12n9.pdf

 Gaser, C., and Schlaug, G. (2003). Brain structures differ between musicians and non-musicians. J. Neurosci. 23, 9240–9245. doi: 10.1523/JNEUROSCI.23-27-09240.2003

 Gordon, R. L., Fehd, H. M., and McCandliss, B. D. (2015). Does music training enhance literacy skills? A meta-analysis. Front. Psychol. 6:1777. doi: 10.3389/fpsyg.2015.01777

 Grant, J., Gregoric, C., Jovanovic, J., Parry, Y., and Walsh, K. (2018). Educating professionals who will work with children in the early years: an evidence-informed interdisciplinary framework. Early Years. doi: 10.1080/09575146.2018.1488819

 Habib, M., Lardy, C., Desiles, T., Commeiras, C., Chobert, J., and Besson, M. (2016). Music and dyslexia: a new musical training method to improve reading and related disorders. Front. Psychol. 7:26. doi: 10.3389/fpsyg.2016.00026

 Hallam, S. (2010). The power of music: its impact on the intellectual, social and personal development of children and young people. Int. J. Music Educ. 28, 269–289. doi: 10.1177/0255761410370658

 Hallam, S. (2015). The Power of Music. London: International Music Education Research Centre, University College London.

 Hallam, S., Burnard, P., Robertson, A., Saleh, C., Davies, V., Rogers, L., et al. (2009). Trainee primary-school teachers' perceptions of their effectiveness in teaching music. Music Educ. Res. 11, 221–240. doi: 10.1080/14613800902924508

 Halwani, G. F., Loui, P., Ruber, T., and Schlaug, G. (2011). Effects of practice and experience on the arcuate fasciculus: comparing singers, instrumentalists, and non-musicians. Front. Psychol. 2:156. doi: 10.3389/fpsyg.2011.00156

 Hargreaves, D. J., MacDonald, R., and Miell, D. (2017). Oxford Handbook of Musical Identities. New York, NY: Oxford University Press.

 Hennessy, S. (2000). Overcoming the red-feeling: the development of confidence to teach music in primary school amongst student teachers. Br. J. Music Educ. 17, 183–196. doi: 10.1017/S0265051700000243

 Henriksson-Macauley, L. (2014). The Music Miracle: The Scientific Secret to Unlocking Your Child's Full Potential. London: Earnest House Publishing.

 Hetland, L. (2000). Learning to make music enhances spatial reasoning. J. Aesthetic Educ. 34, 179–238. doi: 10.2307/3333643

 Ho, Y. C., Cheung, M. C., and Chan, A. S. (2003). Music training improves verbal but not visual memory: cross-sectional and longitudinal explorations in children. Neuropsychology 17, 439–450. doi: 10.1037/0894-4105.17.3.439

 Hu, L., and Bentler, P. M. (1999). Cutoff criteria for fit indices in covariance structure analysis: conventional criteria versus new alternatives. Struct. Equ. Model. 6, 1–55. doi: 10.1080/10705519909540118

 Hyde, K. L., Lerch, J., Norton, A., Forgeard, M., Winner, E., Evans, A. C., et al. (2009). Musical training shapes structural brain development. J. Neurosci. 29, 3019–3025. doi: 10.1523/JNEUROSCI.5118-08.2009

 Jellison, J. (2018). “Inclusive music classrooms and programs,” in Special Needs, Community Music and Adult Learning: An Oxford Handbook of Music Education eds G. McPherson and G. F. Welch (New York, NY: Oxford University Press) 63–79.

 Kim, H. K., and Kemple, K. M. (2011). Is music an active developmental tool or simply a supplement? Early childhood preservice teachers' beliefs about Music. J. Early Childhood Teach. Educ. 32, 135–147. doi: 10.1080/10901027.2011.572228

 Kim, J., and Choy, D. (2008). Learning to toot your own horn: preservice teachers integrating music into a childhood classroom. J. Res. Childhood Educ. 22, 405–423. doi: 10.1080/02568540809594636

 Knight, J., Bowmer, A., and Welch, G. F. (2016). ‘Music for Change' 2015-2018: Collaborating With Speech and Language Therapists: A Multi-Perspective Report. London: Creative Futures.

 Letts, R. (2015). Tertiary pre-service courses for primary school specialist music teachers. Music Trust of Australia. Retrieved from http://musicinaustralia.org.au/index.php?title=Tertiary_Preservice_Courses_for_Primary_School_Specialist_Music_Teachers#Author (accessed April 2, 2019).

 Masataka, N., and Perlovsky, L. (2012). The efficacy of musical emotions provoked by Mozart's music for the reconciliation of cognitive dissonance. Sci. Rep. 2:694. doi: 10.1038/srep00694

 McCullough, L. (2006). “I don't Know Anything About Music”: An Exploration of Primary Teachers' Knowledge About Music in Education. Unpublished PhD Thesis, Northumbria University, UK.

 Mills, J. (1989). The generalist primary teacher of music: a problem of confidence. Br. J. Music Educ. 6, 125–138. doi: 10.1017/S0265051700007002

 Moreno, S., and Besson, M. (2006). Musical training and language-related brain electrical activity in children. Psychophysiology 43, 287–291. doi: 10.1111/j.1469-8986.2006.00401.x

 Moreno, S., Bialystok, E., Barac, R., Schellenberg, E. G., Cepeda, N. J., and Chau, T. (2011). Short-term music training enhances verbal intelligence and executive function. Psychol. Sci. 22, 1425–1433. doi: 10.1177/0956797611416999

 Moreno, S., Marques, C., Santos, A., Santos, M., Castro, S. L., and Besson, M. (2009). Musical training influences linguistic abilities in 8-year-old children: more evidence for brain plasticity. Cereb. Cortex 19, 712–723. doi: 10.1093/cercor/bhn120

 Moritz, C., Yampolsky, S., Papadelis, G., Thomson, J., and Wolf, M. (2013). Links between early rhythm skills, musical training, and phonological awareness. Read. Writing 26, 739–769. doi: 10.1007/s11145-012-9389-0

 Nutley, S. B., Darki, F., and Klingberg, T. (2014). Music practice is associated with development of working memory during childhood and adolescence. Front. Hum. Neurosci. 7:926. doi: 10.3389/fnhum.2013.00926

 Osborne, M., McPherson, G. E., Faulkner, R., Davidson, J., and Barrett, M. (2016). Exploring the academic and psychosocial impact of El Sistema-inspired music programs within two low socio-economic schools. Music Educ. Res. 18, 156–175. doi: 10.1080/14613808.2015.1056130

 Pantev, C., Engelien, A., Candia, V., and Elbert, T. (2001). Representational cortex in musicians. Plastic alterations in response to musical practice. Ann. N. Y. Acad. Sci. 930, 300–314. doi: 10.1111/j.1749-6632.2001.tb05740.x

 Paulson, S., Barucha, J., Iyer, V., Limb, C., and Tomaino, C. (2013). Music and the mind: the magical power of sound. Ann. N. Y. Acad. Sci. 1303, 63–79. doi: 10.1111/nyas.12183

 Peeters, J., Rohrmann, T., and Emilsen, K. (2015). Gender balance in ECEC: why is there so little progress? Eur. Early Childhood Educ. Res. J. 23, 302–314. doi: 10.1080/1350293X.2015.1043805

 Reynolds, A. M., and Burton, S. L. (2017). Serve and return: communication foundations for early childhood music policy stakeholders. Arts Educ. Policy Rev. 118, 140–153. doi: 10.1080/10632913.2016.1244779

 Rickard, N., Vasquez, J., Murphy, F., Gill, A., and Toukhsati, S. (2010). Benefits of a classroom based instrumental music program on verbal memory of primary school children: a longitudinal study. Austr. J. Music Educ. 2010, 36–47. Available online at: https://files.eric.ed.gov/fulltext/EJ912414.pdf

 Roden, I., Kreutz, G., and Bongard, S. (2012). Effects of a school-based instrumental music program on verbal and visual imagery in primary school children: a longitudinal study. Front. Psychol. 3:572. doi: 10.3389/fpsyg.2012.00572

 Russell-Bowie, D. (2009). What me? Teach music to my primary class? Challenges to teaching music in primary schools in five countries. Music Educ. Res. 11, 23–36. doi: 10.1080/14613800802699549

 Saunders, J., Knight, J., Hobsbaum, A., Himonides, E., and Welch, G. F. (2014). “‘Literacy through music' – a multidisciplinary and multi-layered creative collaboration,” in Collaborative Creative Thought and Practice in Music, ed M. Barrett (Farnham: Ashgate Press), 253–268.

 Schlaug, G. (2015). Musicians and music making as a model for the study of brain plasticity. Progr. Brain Res. 217, 37–55. doi: 10.1016/bs.pbr.2014.11.020

 Schlaug, G., Norton, A., Overy, K., and Winner, E. (2005). Effects of music training on brain and cognitive development. Ann. N. Y. Acad. Sci. 1060, 219–230. doi: 10.1196/annals.1360.015

 Schober, P. S., and Stahl, J. F. (2014). Childcare trends in Germany: Increasing socio-economic disparities in East and West. DIW Econ. Bull. 11, 51–58. Available online at: https://www.diw.de/sixcms/detail.php?id=diw_01.c.491982.de

 Seddon, F., and Biasutti, M. (2008). Non-music specialist trainee primary school teachers' confidence in teaching music in the classroom. Music Educ. Res. 10, 403–421. doi: 10.1080/14613800802280159

 Seinfeld, S., Figueroa, H., Ortiz-Gil, J., and Sanchez-Vives, M. V. (2013). Effects of music learning and piano practice on cognitive function, mood and quality of life in older adults. Front. Psychol. 4:810. doi: 10.3389/fpsyg.2013.00810

 Silvia, P. J., Thomas, K. S., Nusbaum, E. C., Beaty, R. E., and Hodges, D. A. (2016). How does music training predict cognitive abilities? A bifactor approach to musical expertise and intelligence. Psychol. Aesthet. Creat. Arts 10, 184–190. doi: 10.1037/aca0000058

 Siraj-Blatchford, I., Mayo, A., Melhuish, E., Taggart, B., Sammons, S., and Sylva, K. (2011). Performing Against the Odds: Developmental Trajectories of Children in the EPPSE 3-16 Study. London: Department for Education.

 Stakelum, M. (2008). Creating a musical world in the classroom: application of a Bourdieuan approach towards understanding teacher practice. Br. J. Music Educ. 25, 91–102. doi: 10.1017/S0265051707007747

 Stunell, G. (2010). Not musical? Identity perceptions of generalist primary school teachers in relation to classroom music teaching in England. Action Critic Theory Music Educ. 9, 79–107. Available online at: http://act.maydaygroup.org/articles/Stunell9_2.pdf

 Tabachnick, B. G., and Fidell, L. S. (2013). Using Multivariate Statistics, 6th Edn, New International Edition. Harlow: Pearson Education Limited.

 Tierney, A., Krizman, J., Skoe, E., Johnston, K., and Kraus, N. (2013). High school music classes enhance the neural processing of speech. Front. Psychol. 4:855. doi: 10.3389/fpsyg.2013.00855

 Trappe, H. J. (2012). The effect of music on human physiology and pathophysiology. Music Med. 4, 100–105. doi: 10.1177/1943862112438106

 UNESCO (2016). Global Education Monitoring Report. Education for People and Plant: Creating Sustainable Futures for All, 2nd Edn. Paris: UNESCO.

 Walker, D. A., and Smith, T. J. (2017). Computing robust, bootstrap-adjusted fit indices for use with nonnormal data. Measure. Evalu. Counsell. Dev. 50, 131–137. doi: 10.1080/07481756.2017.1326748

 Welch, G. F., and Henley, J. (2014). Addressing the challenges of teaching music by generalist school teachers. Revista ABEM. 22, 12–38. Available online at: http://www.abemeducacaomusical.com.br/revistas/revistaabem/index.php/revistaabem/article/view/459

 Welch, G. F., Himonides, E., Saunders, J., Papageorgi, I., and Sarazin, M. (2014). Singing and social inclusion. Front. Psychol. 5:803. doi: 10.3389/fpsyg.2014.00803

 Welch, G. F., Saunders, J., Edwards, S., Palmer, Z., Himonides, E., Knight, J., et al. (2015). Using singing to nurture children's hearing? A pilot study. Cochlear Implants Int. 16, S63–70. doi: 10.1179/1467010015Z.000000000276

 Wetter, O. E., Koerner, F., and Schwaninger, A. (2009). Does musical training improve school performance? Instruct. Sci. 37, 365–374. doi: 10.1007/s11251-008-9052-y

 Williams, K. E., Barrett, M. S., Welch, G. F., Abad, V., and Broughton, M. (2015). Associations between early shared music activities in the home and later child outcomes: findings from the Longitudinal Study of Australian Children. Early Childhood Res. Q. 31, 113–124. doi: 10.1016/j.ecresq.2015.01.004

 Yazejian, N., and Peisner-Feinberg, E. A. (2009). Effects of a preschool music and movement curriculum on children's language skills. Natl. Head Start Assoc. Dialog 12, 327–341. doi: 10.1080/15240750903075255

 Zuk, J., Benjamin, C., Kenyon, A., and Gaab, N. (2014). Behavioural and neural correlates of executive functioning in musicians and non-musicians. PLoS ONE 9:e99868. doi: 10.1371/journal.pone.0099868

Conflict of Interest Statement: There are no perceived conflicts of interest for any of the research team in relation to this article submission and the research which it reports. It should be noted that GW is an editor of the Research Topic “The impact of music on human development and well-being,” to which this article belongs.

The remaining authors declare that the research was conducted in the absence of any commercial or financial relationships that could be construed as a potential conflict of interest.

Copyright © 2019 Barrett, Flynn, Brown and Welch. This is an open-access article distributed under the terms of the Creative Commons Attribution License (CC BY). The use, distribution or reproduction in other forums is permitted, provided the original author(s) and the copyright owner(s) are credited and that the original publication in this journal is cited, in accordance with accepted academic practice. No use, distribution or reproduction is permitted which does not comply with these terms.

OPS/images/fpsyg-10-00724-t004.jpg
FACTOR 1: CREATIVE AND CULTURAL DEVELOPMENT BENEFITS

Music education offers a way to include children from diverse cultures (Q3)

Music education encourages children’s understanding of different symbol systems (Q5)

Music education supports children’s use of alternative forms of communication (Q8)

Music education enhances children’s awareness and understanding of the arts (Q9)

Music education increases children's awareness of other cultures (Q12)

Music education provides children with new ideas and skills that can be used in their play (Q13)
Music education enables chidren to develop their musical abilty (Q14)

Music education provides children with a means of seff-expression (Q15)

Music education encourages children to be creative (Q16)

Music education encourages children to participate in home and community music making (Q17)
Music education helps children to appreciate and understand the role of music in their culture (Q22)
Music education increases the satisfaction that chidren are able to derive from music (Q24)
Music education encourages children to use their imagination (Q31)

Music education enables children to understand more sophisticated and complex music (Q33)
Music education provides chidren with access to a different form of inteligence or way of knowing (Q34)
FACTOR 2: QUALITY OF LIFE BENEFITS

Music education helps children develop and improve their motor-coordination skills (Q1)

Music education enables children to make meaning of their experiences of the world (Q7)

Music education helps children learn in other content areas (e.g., early literacy, numeracy) (Q11)
Music education s valuable in itself and needs no other justification (Q18)

Music education enables children to improve the quality of their lives (Q19)

Music education helps develop chidren’s abilty to focus their attention (Q25)

Music education is an important part of a holistic approach to education (Q28)

Music education helps children develop problem-solving skills (Q29)

Music education helps children to persist with challenging tasks (Q30)

Music education enhances the physical well-being of children (Q32)

Music education offers a way to include chilren with special learning needs (Q36)

FACTOR 3: SOCIAL AND EMOTIONAL DEVELOPMENT BENEFITS

Music education provides children with opportunities to improve their self-esteem (Q2)

Music education supports chidren to leam to control their behavior (Q4)

Music education helps children to leam about and understand emotions (Q6)

Music education helps to develop children's seff-confidence (Q10)

Music education helps children develop refationships with others (Q20)

Music education supports the development of a child's identity (Q21)

Music education teaches children how to work together as a team (Q23)

Music education helps children to develop social skills (Q26)

Music education allows children to have fun (Q27)

Music education supports children's skills in managing their own emotions (Q35)

Music education offers a way to include children who sometimes have trouble playing in a group with other children (Q37)





OPS/images/fpsyg-10-00724-t005.jpg
Variable 2. 3. 4.

1. General MBQ scores  0.201 015 026"

2. Educator age - 005 060"

3. Educator role - o022

4. Years of educator -
experience

5. Ever learnt

instrument/sung

Highest post-school
qualification

Childcare region

o

o

5. 6.
008 -o0.20"
o8t 009
007 004
013 009
- o3

k&

0.17

0.34™
-0.08

017

0.13

0.12

N = 86 due to list wise deletion of cases. | p < 0.10*p < 0.05 *p < 0.01 *p < 0.001.





OPS/images/fpsyg-10-00724-t002.jpg
Scale item

HIGHEST-RATED MUSIC BELIEFS

Music education allows children to have fun (G27)

Music education enables children to develop their musical abilty (Q14)

Music education offers a way to include children from diverse cultures (Q3)

Music education provides children with opportunities to improve their self-esteem (Q2)
Music education encourages children to be creative (Q16)

Music education helps to develop children's seff-confidence (Q10)

Music education provides children with a means of self-expression (Q15)

Music education is an important part of a holistic approach to education (Q28)

Music education encourages chidren to use their imagination (Q31)

Music education offers a way to include children who sometimes have trouble playing in
group with other children (Q37)

LOWEST-RATED MUSIC BELIEFS

Music education enables children to make meaning of their experiences of the world (Q7)
Music education supports children to leam to control their behavior (Q4)

Music education helps children to persist with challenging tasks (Q30)

Music education helps children develop problem-solving skills (Q29)

Music education enables children to improve the qualty of their lives (Q19)

Music education encourages children’s understanding of different symbol systems (Q5)
Music education enables children to understand more sophisticated and complex
music (Q33)

Music education supports children's skills in managing their own emotions (Q35)

Music education is valuable in itself and needs no other justification (Q18)

Music education supports the development of a child's identity (Q21)

N = 88. Allitems on the MBQ were scaled from 1 (very untrue of what I believe) to 7 (very true of what I believe).

Mean (SD)

6.74 (0.47)
650 (0.66)
6.49 0.68)
6.48 (0.66)
6.47(0.68)
6.45 (0.71)
6.45 (0.71)
639 (0.67)
6.39(0.70)
6.38(0.76)

5.72(1.01)
5.72 (1.04)
576 (1.01)
5.78(1.03)
5.82(1.03)
590 0.97)
595 (0.93)

5.99(0.94)
6.00(1.08)
6.01(0.82)

Minimum

5.00
4.00
4.00
4.00
4.00
4.00
4.00
4.00
4.00
4.00

3.00
400
4.00
3.00
4.00
4.00
3.00

4.00
1.00
4.00

Maximum

7.00
7.00
7.00
7.00
7.00
7.00
7.00
7.00
7.00
7.00

7.00
7.00
7.00
7.00
7.00
7.00
7.00

7.00
7.00
7.00





OPS/images/fpsyg-10-00724-t003.jpg
MBQ Item

MBQ ltem

O Ne oo p

9.

10.
1.
12.
13.
14.
15.
16.
17.
18.
19.
20.
21.
22.
23.
24.
25.
26.
2T
28.
29.
30.
31.
32.
33.
34.
35.
36.
37.

MBQ Item

Item 6

0.62"
0.50"*
0.30™
031
0.55**
047"
0.50**
0.35™
0.40"
029"
0.30"
021"
0.49**
047
0.43*
0.32"
026"
041
043"
0.45™
031"
0.40"*
051
0.44"
041+
038"
047
0.52"*
0.48"
0.45™
0.31*

Item 7

053
038
0.48""
043
037"
050
040"
041+
0.31*
044t
022"
053
054
047+
036
023"
043"
038"
053
019"
036"
046
040
043"
041"
039
061
051+
030"
030

Item 19 Item 20 Item 21

M(SD) Skewness Kurtosis ltemLoading Item1 Item2 Item3 Item4 Item5
638(0.85) -540" 271 038" =
6.48(0.66) —4.43" 240 0,60 0.45"
649(0.68) —4.68™ 226 067 034 052 -
572(1.04) 086  -222 052+ 039" 033" 051" -
590(0.97) -2.48 047+ 018’ o4z oae 028 -
609(0.88) -3.12 058" 033" 035" 034 044 038"
572(1.01) —1.72 061 027 040" 041" 045" 036"
626(0.89) —523"" 061 025° 035" 051 046" 036"
6.14(0.92) —3.86™" 057 033" 047" 051 084 061"
645(0.71) -5.12 062" 049" 069" 047" 088" 035"
620(0.98) —626" 641 051 050" 041" 045" 035  024'
624(091) —667 921 067" 046" 048" 064" 043" 038"
6.13(0.80) -2.51 -0.08 078 030" 044" 085" 051 049"
650(0.66) —4.75" 272 049" 085" 034" 040" 028" .
645(0.71) —435™ 132 063" 034 046" 043" 028" 036"
6.47 (0.68) —4.37** 197 0.53* 0.31* 0.31* 0.32* 0.18 0.34*
6.17(0.83) -3.19 031 062 020 o043 o049 030% 039
600(1.08) -584" 775 052t 036" 020" 084" 028" 036"
582(103) -102 231 069" 031" 039" 048" 085" 039"
6.13(0.79) -2.58 024 065" 025 087 027° 041" 080"
601(082) -156  —-1.06 073" 015 040" 038" 083" 050"
6.15(0.94) —644™ 853 061" 033" 043" 047" 028" 083"
6.22(0.79) -3.24 0.59 0.53* 0.24" 0.44  0.29" 0.34" 0.21*
6.15(0.92) -5.45"* 7.06" 0.68"* 0.37* 0.48* 0.48" 041" 0.40*
630(0.73) -275 024 057" 024 034" 035" 084 024"
6.16(0.87) —2.91 ~0.49 086" 029" 050" 059" 089" 042"
674(0.47) 563" 187 040" 025 o024 o021+ -001 o048
639(0.67) -839™  1.35 062" 023" 032" 049 021" 032"
578(1.03) -199 115 065" 024 037 036" 048" 046"
576(1.01) —103  -202 055" 015 044" 035" 089 041"
6.39(0.70) -3.54** 0.78 0.63* 0.36" 0.46™ 037" 024" 0.32*
610(095) -872" 094 049" o1’ 010 o1’ oz 008
595(093) -234 0.3 060 027 035" 051 042 038"
611084 -226  -084 084 052 061" 045" 049"
599(0.94 -222 119 069" 032* 038" 035 020"
635(0.71) —247 156 067" 089" 030" 051 025' 028"
638(0.76) —4.19" 129 056" 023 020" o046~ o010’ o7
Item 10 Item 11  ltem 12 Item 13 Item 14 Item 15 Item 16 Item 17 Item 18
040 _
048 061" =
052" 044 069" -
0.43 0.24* 0.38"*  0.54" s
053 089" 047" 05T 063" -
087 036" 037 055" 063" 074™ -
052+ 028" 039" 049" 050" 059" 085" -
0.45™ 038" 037" 043" 084" 042" 040" 040" -
041 047 04t oagw o028% o3+ o021  ose odem -
045 089" 035" 043" 087" 043" 052 043" 068"
050" 024" 039" 053" 048" 051" 044" 059" 039" 053"
0417 0.35™ 0.50™* 051 046™ 043" 043" 043" 044 049"
039 0200 o0se™ o044 019’ o0ssr o019’ oss o035t odem
046" 089" 048" 064" 043" 047" 038 052" 063" 065"
045" 035" 037 036" 034" 020" 025° 035" 037 038"
0.56 0.44™ 0.59"™ 071" 046™ 056 051" 063" 047 053"
035" 033" 041" 032" 044" 048" 047" 024' 028" 0.1
036" 042 049" 038" 035" 054 047 042 064" 051
035" 040" 044" 083" 027 035" 034" 040" 024" 056"
036" 020" 047" 039" 022° 020" 031" 040 016 045"
0.46™ 052 085 059" 037" 056 052" 041" 028 027
025" 038™ 030 040 019’ 034% 031 0220 o024' 032"
032 040" 058" 0856™ 033" 036" 083" 044" 042" 054"
053" 052 057" 060" 048" 063" 049" 049" 051" 056"
0477 035" 048" 058" 047" 040" 044" 038 026° 047"
035+ 058% 051" 053 040" 047" 042" 082 050" 041"
043 047" 037" 034" 086" 042" 083" 046" 050" 039"
Item 24 Item25 ltem26 ltem27 Item28 ltem29 Item30 Item31 Item 32
045" -
062 062 -
022" 034 044 -
053 040" 056" 039 -
039" 043" 051" 018 041"
038 034" 036" 041 033" 070™ -
042 040 068" 053" 038" 042 036" -
020" 036" 046" 037*  086™ 087 080" 048" -
055" 044 057" 028 051" 055" 053 039" 040"
0.56* 0.59* 078" 037 058" 063 042 056™ 046"
045" 048" 065" 031" 037" 049" 045" 054" 055
048" 046" 060" 043" 066" 041™ 0250 043 041"
040" osa  ogs™  o4ze  oeam 0280 o021 o0ger o4t

p <0.10%p <0.05" p <0.01 ™ p < 0.001.

066"
0.50"
052
053
043
063"
033"

064+
048"
037+
049"
038"
050
060"
0477
0417
050"

Item 33

054
0.52*
0.40
0.38**

055"
043
.48
0.59"
0.69™
0.25"

051"
057"
048"
0.46™
0.36"

0.52"
L irg b
0.60"
047
049"

Item 34

0.59"
0.65"
0.59"

Item 8

0.60"
035"

0.48"**
051"
0.56"
0.52"
0.60"*
045"
050"
021 i

0.49"
057"
0.50"
0.50"
036"

052"
039"
0.66™
0.30"

0.57*
0.64**
0.34™

055
033"

037"
0.58"
0.48"
055"
047

Item 9

04
046t
047
052
050"
048
055"
047+
045+
039
030
0.34*
042
0.22°
050"
018"
045t
o021
047
042
0410
0.49"
023"
030
0.46™
031+
038"
026"

Item 22 Item 23

053
061
038"
0.53"
033

057+
038"
038"
043
024"

065"
054t
056"
048"
0.44*

Item 35

047"
0.48"

0.59"
0.50"
0.55™
0.28"

0.40"*
0.42*
0.48"
0.45"
0.35"

0.50"
0.40"
0.40"
0.36"

0.46"*

Item 36

075"





OPS/images/fpsyg-10-00724-t006.jpg
Educator characteristic predictor(s) B

Bse

Educator age (18-24, 25-34, 35-44, 45-54, 5564, 65+ years) 0.09

Educator role (1 = general educator, 2 = higher level educator [directors and lead educators) 0.17
Educator years of experience (0-4, 5-9, 10-14, 15-19, 20+ years) 0.11
Ever leart instrument/sung (0 = o, 1 = yes) o.11
Highest post-school qualification (1 = certificate/diploma, 2 = bachelors degree, 3 = postgraduate degree)  ~0.19

Childcare Region (1 = rural, 2 = urbar) 024

0.04
0.11
0.04
0.11

0.10
0.13

0.22
0.7
0.28
0.10
-0.19
0.20

0.05
0.03
0.08
0.01
0.04
0.04

1,85 447"
1,86 242
1,86  7.18™
1,86 0.92
3.25f
8.51r

Educator age 002
Educator role 0.13
Educator years of experience 0.08
Ever learnt instrument/sung 0.06
Highest post-school qualfication -025
Childcare region 0.18

0.05
0.11
0.06
0.11
0.10
0.13

0.06
0.13
0.19
0.05

-0.25"

0.15

<0100 <005 p <001,





OPS/images/fpsyg-10-00724-g001.gif
e 14][ e 15][ e 16]

Creaie ni e
Cuturat Deslopment =
actr ]
]
o]
=)
o em
e €

o N e A
EEaa e

e 30| 2] [em36] [T 7] e 39| e 27






OPS/images/fpsyg-10-00724-t001.jpg
Characteristic

Identified Gender

Female
Male
Age of Participant

18-24

25-34

35-44

45-54

55-64

65+

Did Not State
Educator Role

Director
Lead Educator
General Educator
Educator Years of Experience
0-4 years
5-9 years
10-14 years
15-19 years
20+ years
Employment Status

Full-Time
Part-Time
Casual
Child Care Site Location

Urban
Rural
Highest Qualification Level Achieved

Certificate/Diploma
Bachelors Degree
Postgraduate Degree
Missing
Educator Qualification Field of Study
Early Childhood Education
Child Care
Primary/Secondary Education
Nursing
Other
None/not complete
Educator Current Study Status

Currently Studying
Not Currently Studying
Educator Current Field of Study

Early Childhood Education
Child Care
Primary/secondary Education
Other
Not Currently Studying
Formal Music Qualifications
Yes
No
Ever Learnt Instrument/Sung
Yes
No
Currently Play Musical Instrument/Sing
Yes
No
Never Played/Sung

87

15
25
19
16
10

10
32
46

24
2
20

56
24

23

69
14

36
27

® o =~

86

a2
46

14
28
46

98.86
1.14

17.06
28.41
21.69
18.18
11.36

227

114

11.36
36.36
6227

2727
29.65
2273
10.23
10.23

2727
9.09

73.86
26.14

78.41
15.91
4.65
114

12.50
4.65
114

227
79.65

227
97.73

47.73
52.27

16.91
31.82
52.27

N = 88. Percentages may not sum to 100.00% across categories within a demographic

variable due to rounding.
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