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Abstract 
 

This study examines and compares students’ perceptions of parental 
influence (i.e., cultural capital and support) on students’ participation in music 
listening and instrumental learning, focusing on Beijing and Hong Kong. These two 
cosmopolitan cities have economies that rank them among the most developed 
cities in China, and share some similarities in their historical, cultural, and 
sociological backgrounds. Framed by Pierre Bourdieu’s “cultural capital” (1973, 
1986) model, this study investigates how parental cultural capital (particularly 
education and instrumental learning background) and support affect students’ 
participation in music listening and instrumental learning, per students’ perceptions. 
Bourdieu (1986) defined cultural capital as familiarity with the dominant and high-
brow culture in a society, which serves as a social marker to distinguish middle-
class individuals from lower-class individuals. Students’ disposition towards music 
and participation in music activities, often regarded as social markers, are closely 
associated with their parents’ cultural background. In this study, two secondary 
school students’ common daily-life music activities, music listening, and 
instrumental learning were studied, and two main research questions explored 
regarding the similarities and differences between Beijing and Hong Kong: 

1) How do students perceive the degree and importance of parental 
influence, in terms of cultural capital and parental support, on their 
music listening and instrumental learning? 

2) To what extent does students’ perceived parental cultural capital affect 
support for students’ music listening and students’ instrumental 
learning? 

A mixed-method sequential research study, consisting of two distinct phases 
– quantitative and qualitative – collected data form junior secondary school students 
in grades seven to nine in eight secondary schools in Beijing and nine in Hong Kong. 
Survey questionnaires and individual interviews were conducted from mid-June to 
September 2015, and from April to May 2016, respectively. Completed 
questionnaires (n=3,288 – 1,674 from Beijing and 1,614 from Hong Kong) 
complemented by interviews involving 56 respondents (28 students from each 
region), provided nuanced insights on the interplay between parental cultural capital 
and parental support, and on how parental support influenced students’ participation 
in music activities.  

This study found students in both Beijing and Hong Kong perceived their 
parents to be generally more supportive of their at-home music activities, and that 
parental support, both physical and personal, enhanced their motivation to 
participate in music activities. The perceived degree and perceived importance of 
parental support for student’s music activities were positively associated. Moreover, 
the study also found that while parental cultural capital may not predict students’ 
musical listening preferences, it may inform the frequency and types of parental 
support offered, which mediates the intergenerational transmission of musical 
preferences. This study found Beijing and Hong Kong parents generally exerted 
similar parental influences on students’ music activities; however, Beijing students 
generally perceived their parents to offer greater physical and mental support than 
did their Hong Kong peers, and to have greater influence over their music listening. 
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This study also found differences between the types of support Beijing and Hong 
Kong parents offered for students’ instrumental learning.  

Secondly, the study shows parental cultural capital predicts the level and 
types of parental support offered for students’ music activities, in both Beijing and 
Hong Kong. Parents with greater cultural capital may be more capable of providing 
more musical support and a musical home environment for students’ music 
listening and instrumental learning, which may help cultivate students’ cultural 
capital, particularly in terms of their musical development and enrolment into 
instrumental class. 

This study argues and further complements Bourdieu’s concept of cultural 
capital (Bourdieu, 1973, 1986), which holds the intergenerational transmission of 
musical disposition, namely musical listening preference and musical knowledge, 
is facilitated by parental support and mediated by the home music environment, 
both of which are governed by parental cultural capital. This study implies the 
intergenerational transmission of cultural capital may not be a direct process, and 
parental support is necessary to impart parental cultural capital into students’ 
cultural capital. This study further supplements Bourdieu’s theory that parental 
support for their children’s music activities reproduces parents’ cultural capital as 
students’, in the Chinese context. It found that parental cultural capital informed the 
types and extent of parental support for students’ music activities, which may, in 
turn, have enhanced students’ motivation for participating in music activities. This 
study argues that the mechanisms for intergenerational transmission of musical 
dispositions – i.e., musical preferences and musical knowledge – were facilitated 
by parental support and mediated within a musical home environment, both of 
which were governed by parental cultural capital. The study suggests a close 
collaboration among parents, school educators (including school music teachers), 
and instrumental instructors would best facilitate students’ music learning, by 
providing a more comprehensive and immersive music education to students in 
their daily life.  
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Chapter One 

Introduction 

Background of the Study 

As Bourdieu (1973, 1989) proposed, cultural capital, defined as cultural 

knowledge valued by society, is transmitted intergenerationally from one’s parents 

through prolonged and early socialisation within the family. Parental cultural 

background and involvement significantly affect students’ development of cultural 

capital. Students’ participation in music activities, often regarded as a form of 

cultural capital, is therefore closely influenced by parental cultural background and 

support. Bourdieu’s theory of cultural capital provides a great foundation from 

which to investigate how parental cultural capital and support influence students’ 

participation in music activities (for example, see Borthwick & Davidson, 2002; 

Custodero & Johnson-Green, 2003; Margiotta, 2011; Mehr, 2014). 

This study focuses on two student music activities – music listening and 

instrumental learning. Music listening is a common daily leisure activity for most 

students from different social and cultural backgrounds in China and Hong Kong 

(Ho, 2007a, 2007b). Bourdieu (1973, 1989) proposed the intergenerational 

transmission of musical preferences is facilitated by home socialisation. Therefore, 

students’ musical preferences in music listening are, to a certain extent, influenced 

by family socialisation, which may reflect family social status (Bourdieu, 1973). 

Likewise, students’ instrument learning – one of the most popular enrichment 

activities among Chinese school students (Ho, 2009a, 2017; Hong Kong Young 

Women’s Christian Association, 2012) and a key sources of students’ musical 

knowledge – requires extensive physical and financial parental support, which is 

highly governed by parents’ socio-economic status and cultural background (Green, 

2012); therefore, students’ enrolment into music instrument classes is associated 

with parental social status, and often regarded as a social marker. Participation in 

music activities is significantly governed by parental support, which is closely 

related to the family’s social and cultural background (for example, see Custodero 

& Johnson-Green, 2003; Ho, 2009b; Margiotta, 2011; Özmentes, 2012; Pitts, 2009; 

Tai, Phillipson, & Phillipson, 2017).  
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Theoretical Framework 

This study, framed by the theory of cultural capital (Bourdieu, 1973, 1989), 

explores students’ perception of the influence of parental cultural capital and 

parental support on students’ participation in music listening and instrumental 

learning. Bourdieu’s (1973, 1989) cultural capital argument is greatly influential, 

and has contributed to an extensive body of research in the past four decades. The 

concept of cultural capital (Bourdieu, 1973, 1989) provides a great foundation from 

which to explain the relationship between an individual’s cultural background and 

their disposition towards music activities, in both Western and non-Western 

contexts. Bourdieu (1986) defined cultural capital as familiarity with and 

competence to understand the dominant, highbrow culture in society. Cultural 

capital is exclusively vested in middle-class individuals, and distinguish them from 

lower-class individuals; thus, it is regarded as a social marker (Bourdieu, 1973, 

1989). Cultural capital can be displayed through individuals’ disposition towards 

class-specific lifestyles and tastes, and its intergenerational transmission is 

facilitated by prolonged and early socialisation within the family.  

Cultural capital provides an explanation for how social activities and 

disposition are built up, and facilitates better understanding students’ musical 

disposition (Söderman, Burnard, & Hofvander Trulsson, 2015). Bourdieu’s theory 

decodes students’ musical disposition, could raise music educators’ awareness, and 

in turn transform music education and research (Söderman et al., 2015). 

Participation in one such cultural activity, music activities, is often regarded as a 

social marker distinguishing the middle and lower classes, since middle-class 

parents are advantaged to cultivate their children with highbrow cultural knowledge 

through early socialisation at home, which may influence students’ musical 

preferences and enhance their familiarity with and competence to appreciate 

highbrow music (Bourdieu, 1989).  

The intergenerational transmission of cultural knowledge, particularly 

cultural capital, is necessarily complemented by proactive parent-child interaction 

within the family. Parents’ cultural knowledge is necessarily complemented by 

parental support and social interaction between parents and the children, to 

contribute to children’s well-being (Coleman, 1988). Children’s well-being and 



3 

 

intellectual growth is greatly dependent on the presence of both parental cultural 

capital and parental involvement (Coleman, 1988), and the benefit of familial 

cultural knowledge and cultural capital cannot be captured by children in the 

absence the latter. In addition, parental financial and cultural capital can be 

translated into parental support and resources that determine in which cultural 

activities their children can engage, and thus enrich their intellectual development 

(Bianchi & Robinson, 1997). Therefore, students’ participation in music activities 

and their music learning are both highly influenced by their parents’ cultural capital 

and support. 

Students’ participation in music activities is greatly influenced by different 

types of parental support, and the provision of a musical home environment. How 

parental support contributes to children’s music learning has received scholarly 

attention, and has resulted in an extensive body of research (for example, see Creech, 

2010; Creech & Hallam, 2011; Ho, 2009b; Margiotta, 2011; Özmentes, 2012). 

Positive reinforcement from parents (Ho, 2009b; Zdzinski, 1992, 1996), consistent 

parental support (Ho, 2009b), a high level of parental involvement (Hallam, 2011), 

and a musical home environment (for example, see Brand, 1985, 1986; Howe & 

Sloboda, 1991b, 1991c; Kong, 2016b, 2017; Özmentes, 2012) have all been shown 

to enhance positively students’ music learning. In addition, parents may also 

influence students’ participation in music activities and their musical tastes, in 

conscious or unconscious ways, either through active parental involvement or by 

creating a musical home environment (ter Bogt, Delsing, van Zalk, Christenson, & 

Meeus, 2011).  

The quality and extent of parental support offered to cultivate students’ 

musical development is associated with the parents’ cultural capital, with parents’ 

education attainment and musical background being predictors of parental support. 

Middle-class families may cultivate children’s cultural development and assess 

their thoughts and opinions by deliberately and actively organising activities, such 

as arranged leisure activities or instrumental classes (Lareau, 2011). Students from 

musical families – i.e., those with higher levels of musical cultural capital – have 

higher rates of musical participation than do their peers from non-musical families 

(Valenzuela & Codina, 2014). In addition, parents with higher education attainment 
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and previous instrumental training tend to provide a more musical home 

environment for their children (Custodero & Johnson-Green, 2003). Also, musician 

parents, as possessors of musical knowledge, can interpret their children’s music 

playing, and thus provide effective assistance for their children’s practice 

(Borthwick & Davidson, 2002). 

Theme of the Study 

Extensive scholarly attention has been paid to the relationship between 

parental support and students’ music learning in Western societies (for example, 

see Creech, 2010; Creech & Hallam, 2011; Davidson, Howe, Moore, & Sloboda, 

1996; Davidson, Howe, & Sloboda, 1996; Mehr, 2014; Sosniak & Bloom, 1985); 

however, few studies have addressed the relationships among parental cultural 

capital, parental support, and students’ music activities, partculalry in the Chinese 

context (for example, see Cutietta, 2002; Wu, 2005). In addition, research on 

comparative music education is limited, and is regarded as a missing part of the 

field of music education (Kertz-Welzel, 2017). Although comparative education 

studies regarding the impact of cultural capital are numerous (for example, see 

Barone, 2006; Byun, Schofer, & Kim, 2012; de Graaf, de Graaf, & Kraaykamp, 

2000; Kalmijn & Kraaykamp, 1996; Waters, 2006), the effect of comparative music 

education on students’ music activities (see Ho, 2003) and the influence of cultural 

capital on music activities are still under-research. To fill the research gaps in the 

existing literature, this cross-cultural comparative study examines students’ 

perception of parental influence (i.e., parental cultural capital and parental support) 

on students’ participation in music listening and instrumental learning in two 

Chinese cities – Beijing and Hong Kong.  

Comparative study in education is the systematic investigation of cultures 

and practices of education in different countries and regions, to explore their 

similarities and differences (Johansen, 2013; Manzon, 2007). Comparative analysis 

examines the major factors impacting education development in relation to regional 

contexts, and compares similarities and differences among different countries or 

regions (for example, see Erling, Adinolfi, Hultgren, Buckler, & Mukorera, 2016; 

Law, 2004; Law & Ng, 2009; Li, 2017; Trudell, 2016), sometimes focusing on time 

as a unit for comparison (for example, see Chankseliani, 2017; Dorius, 2013; 
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Noonan, 2012). The insights gained from comparative study may have implications 

for future educational development, and help administrators make education 

systems more effective (Noah, 1986).  

Although there is a limited body of existing comparative music education 

research, it is of great significance to music education, in global terms. Some cross-

cultural comparative music studies in Chinese contexts (for example, see Ho, 2011; 

Ho & Law, 2006; Liu, 2014) and non-Chinese contexts (for example, see Bond, 

2015; Burnard, Dillon, Rusinek, & Sæther, 2008; Kertz-Welzel, 2017). Kertz-

Welzel (2017) have argued that the cross-cultural comparative study of a certain 

area of music education is more effective than investigating the entire system. 

Comparative music education offers insight to improve the exchange of ideas 

between teachers, scholars, and students from various countries, and helps improve 

music education in one country by learning from that found in other countries 

(Kertz-Welzel, 2017), and between music education sectors – e.g., school and 

community (Schmidt, 2013). 

Comparative study requires the identification of similarities and differences 

between selected countries or regions; therefore, the selection of the investigated 

regions has to be justified (Nicholas, 1983). This study aims to study parental 

influence on students’ music activities in the Chinese context. Since mainland 

China has a large population and huge cultural differences among regions or 

provinces, it is not feasible to make comparison among the cities or towns in all 

provinces or counties within China. Beijing and Hong Kong were selected for this 

comparative study because both cities are mainly populated by ethnic Chinese, are 

regarded as cosmopolitan, have economies that rank them among the most 

developed cities in China, and share similar cultural features – including 

Confucianism, a deeply-rooted traditional Chinese philosophy emphasising the 

importance of family and filial piety. Moreover, in both cities, one’s social status is 

perceived as a priority concern, as in other Chinese societies (Lam & Huang, 2012). 

However, Beijing’s and Hong Kong’s divergent historical backgrounds and social 

development have led to distinct cultural and social differences, and a comparative 

study of the differences between these two regions may yield some nuanced insights.  
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After the fall of the Qing dynasty in 1912, China underwent a decades-long 

period of turbulence, highlighted by the Second Sino-Japanese War (1937-45) and 

the Chinese Civil War (1945-49). On 1st October, 1949, the Chinese Communist 

leader, Mao Zedong, declared the establishment of PRC, ending the long period of 

governmental upheaval started during the Chinese Revolution of 1911. From 1949 

to 1976, China was impacted by seismic domestic upheavals, particularly the Great 

Leap Forward (an economic and social campaign undertaken by the Chinese 

Communist Party from 1958 to 1962) and the Cultural Revolution (a socio-political 

movement launched by Mao Zedong from 1966 to 1976). Since the 1978 advent of 

the Open-Door Policy, a series of reforms aimed at facilitating China’s rapid 

economic and social growth, that upheaval has eased.  

Since the early 1980s, contemporary Beijing has undergone rapid 

transformation and modernization, and its urban area has expanded accordingly. 

The urbanization of Beijing has made it the China’s second most populous city 

(after Shanghai), and a centre of national politics, culture, and education, with some 

universities in Beijing (such as Peking University and Tsinghua University) being 

ranked among the best in China, if not in the world. Beijing’s central business 

district, its primary financial, media, and business centre, has contributed to the 

city’s rapid economic growth, and has helped it become one of the most prominent 

financial centres in China. The per capita gross domestic product (GDP) of Beijing 

in 2016 was RMB 53980 (USD 8510), well above the national average of RMB 

49992 (USD 7880) (National Bureau of Statistics of China, 2017). The Open-Door 

Policy’s impact on contemporary Beijing’s cultural and educational development 

will be further discussed in this chapter. 

Hong Kong’s historical background and social development has resulted in 

several distinct cultural and social differences between it and Beijing. Hong Kong 

was colonised by British from 1841 to 1997 (excluding the Japanese occupation 

from 1941 to 1945). Hong Kong’s colonial history has made it distinct from China, 

and shielded it from vibrational influences, such as the end of the Qing dynasty and 

the Chinese Civil War (1945 - 1949), throughout the 20th century. Moreover, Hong 

Kong’s history of British colonisation has generated an East-meets-West culture, 

one characterised by both Cantonese-ness and British-ness, as displaying in its 
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architecture, tradition, food, etc. In 1997, sovereignty over Hong Kong was 

transferred from the United Kingdom to China, to be governed under a “one country, 

two systems” policy in which Hong Kong’s economic, administrative, and legal 

systems were independent from China. With the capitals and skills brought by 

refugees from mainland China in the 1950s, and the rapid growth of its 

manufacturing industry in the 1960s, Hong Kong’s economy started to grow rapidly, 

making it an international financial and industrial hub. Hong Kong is now regarded 

as one of the world’s leading international financial centres. In 2016, Hong Kong’s 

per capita GDP was HKD 339531 (USD 43404) (National Bureau of Statistics of 

China, 2017). Contemporary Hong Kong’s cultural and educational development 

will be detailed in this chapter. 

An Overview of Parental Support on Students’ Education in Hong Kong and 

Beijing  

In Chinese societies, education attainment is closely associated with social 

status. Chinese parents and students have high expectations of educational 

achievement. Due to the close relationship between schoolings and income (Chiu 

& Ho, 2006; Hoogerheide, Block, & Thurik, 2012), Chinese parents emphasise 

education, and believe expending considerable time and effort on homework 

contributes to good academic achievement (Dandy & Nettlebeck, 2002; Tam & 

Chan, 2010). In Hong Kong, parents value homework as supporting students’ 

learning (Tam & Chan, 2009, 2010), devote considerable time to supervising 

students’ homework (Hau & Salili, 1991; Tam & Chan, 2009), and expect students 

to devote long hours after school completing their homework (Chen & Stevenson, 

1989; Stevenson & Lee, 1996; Tam, 2009). The examination-orientated approach 

to schooling is prevalent in Chinese society, and can place great pressure on 

students to attain academic success (Tam & Chan, 2010). Chinese parents expend 

extensive resources and considerable time on students’ study by enrolling students 

into tutorial classes and monitoring, while students collectively believe their 

dedication to studying and academic success will fulfil their parents’ expectations. 

Parents have high expectations surrounding students’ academic 

achievement and regard education as the best investment they can make (The 

Hongkong and Shanghai Banking Corporation, 2016b); as such, they are willing to 



8 

 

provide substantial financial support for their children’s education. In Hong Kong, 

parents provide extensive financial support for students’ education – for example, 

by enrolling them in tutorial classes (Hau & Salili, 1991). Parents felt spending on 

their child’s education took priority over the parents’ retirement fund and family 

expenses (The Hongkong and Shanghai Banking Corporation, 2016a, 2016c). 

Based on recent surveys (The Hongkong and Shanghai Banking Corporation, 2016a, 

2016c), Hong Kong parents generally spent 13% of their monthly income on their 

children’s education; over 50% of parents in Hong Kong were willing to allocate 

financial resources to their children’s education, and would not reduce that 

expenditure. Students’ education was the second highest household spending 

category among Hong Kong families, and the highest among families in mainland 

China. According to another survey (Prudential, 2012), 75% of parents were willing 

to allocate their retirement fund and sacrifice their living quality to meet the 

financial costs of their children’s schooling. According to a survey conducted by 

the Hong Kong and Shanghai Banking Corporation, 71% of parents in mainland 

China started planning financially for their children’s future schooling when their 

children were still in their primary education, and 43% started their planning at the 

time or prior to their child’s birth (The Hongkong and Shanghai Banking 

Corporation, 2016b). Fong (2004) found urban Chinese parents would support their 

children’s education by working multiple jobs, and by sacrificing their wealth and 

quality of life. Kong (2016a) studied explored how parents in Gansu province, a 

rural area in mainland China, improved their children’s upward social mobility 

through education, and found parents in mainland China took more jobs in order to 

earn more money to provide their children with better education resources, such as 

tutorial classes, an additional year of education, and other school expenses. Parents 

believed offering students additional educational and financial support would make 

their schooling experience better, and give them a better chance of social mobility 

(Kong, 2016a).  

Extra-curricular activities (ECA), which are believed to give students 

privilege in schools, are prevalent and valued in both Beijing and Hong Kong as 

means to advance students’ academic success. Most parents strongly encourage 

students’ participation in ECA, and arrange for them to enrol into numerous ECA, 
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such as tutorial classes or Mathematical Olympiad classes (see Cao, 2017; Du, 2014; 

Hong Kong Young Women’s Christian Association, 2012; Oriental Daily News, 

2016). Survey findings suggest most Hong Kong parents see engaging their 

children in ECA as a vital part of their education; 88% of Hong Kong parents and 

46% of their mainland China counterparts enrol their children in more than one 

ECA, with instrumental music classes and tutorials being the most popular 

(MasterCard, 2011). 

Students’ enrolment in ECA, particularly music activities, is popular in 

Hong Kong and Beijing (Ho, 2017; Hong Kong Young Women’s Christian 

Association, 2012). However, the prevailing orientation toward instrumental 

learning has become a topic of debate in Chinese societies, where music 

examinations and competitions are heavily emphasised, and become the main 

reason for learning to play an instrument (Poon, 2012); as one well-renowned Hong 

Kong concert pianist commented, “youngsters accumulate their competition 

certificates like collecting stamps from a convenient store” (Poon, 2012, p.125). 

Instrumental learning’s examination orientation reflects its commercial business 

nature (see Ku, 2017; Ming Pao Daily News, 2016). One Hong Kong survey 

showed parents devote extensive efforts to their children’s instrumental learning 

focused on technical skills development, rather than cultivating children’s personal 

growth (Hong Kong Young Women’s Christian Association, 2012).  

Music Education in Beijing and Hong Kong 

Music education in Beijing. Beijing, located in northern China, is the 

capital of the People’s Republic of China (PRC). Its spoken language is the Beijing 

dialect, a subdivision of spoken Mandarin Chinese. As the capital of China, as well 

as its political, educational, and cultural centre, Beijing is directly ruled by the PRC 

government. Cultural policy and activities, for example managing the museums, 

cultural centres and promoting the arts activities, etc, in Beijing as well as in other 

regions in PRC, are managed by Ministry of Culture. The headquarters of the 

Ministry of Culture are located in Beijing. 

Beijing is a city rich in history, but also one undergoing rapid and radical 

transformation, modernization, and economic expansion, as exemplified by the 
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changing skyline of the Beijing Business Central District since the advent of the 

Open-Door Policy, in 1978. Beijing’s economic growth ranks it among the most 

developed cities in China, while its 21.7 million population (in 2016) makes it the 

PRC’s second largest city. The Open-Door Policy, introduced by Deng Xiaoping 

and adopted in 1978, has resulted in the rapid inflow of Western culture, including 

the expansion of musical exchanges between West and East. A significant turning 

point in West-East cultural and musical exchange came in 1979, when the PRC 

government invited renowned Western violinist Isaac Stern to visit China, and 

perform concerts and teach master classes in Beijing, Shanghai, and Xian. The 

importation of Western technology, particularly radios, cassette players, and 

televisions, further facilitated Western cultural influence in China (Ho & Law, 2012; 

Law & Ho, 2009a). Western popular entertainment has become widespread in 

China, and is particularly welcomed by China’s younger generation, among whom 

Western, English-language pop songs have been popular. The Open-Door Policy 

also enhanced openness to Western popular culture in education in mainland China. 

During the 1990s, a period of rapid economic and social changes due to intense 

globalisation, illegally imported compact discs (called Dakou CDs) flooded into 

China, exposing Chinese youths to, and encouraging them to experiment with, new 

sounds and new lifestyles (de Kloet, 2010). China has since actively included 

foreign values and culture into its own, with new Chinese generations embracing 

individualism and utilitarian pragmatism as their dominant logic (Fung, 2009; Fung 

& Zhang, 2011). 

Nine-year compulsory school education was adopted in China in 1986; 

since then, China has successfully extended free elementary education to school-

age students (Yuan, 2015), with 243,000 schools combining to enrol 99.88% of 

school-age students (Ministry of Education, 2016). Compulsory school education 

is divided into three phases: (1) Junior primary school (Grades One and Two); (2) 

Senior primary school (Grade Three to Six); and, (3) Junior secondary schools 

(Grade Seven to Nine). Curriculum reforms introduced in 2001 advocate enhancing 

the connection between schools, society, and students’ life (Ministry of Education, 

2001), in part through the inclusion of popular music in revised textbooks (Ho, 2014, 

2017). The central curriculum also emphasises teachers using technology to enrich 
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their teaching, and encourages students to use different media and platforms for 

music listening, and to participate actively in community music activities and 

concerts.  

China’s various provinces differ in terms of socioeconomic, environment, 

and developmental status; China’s central curriculum makes school music 

education feasibly by providing a framework that flexibly allows schools to develop 

school-based curricula based on district needs and resources (Huang, 2004). The 

official music curriculum also encourages students’ appreciation of music from 

different countries, cultures, and times to cultivate multiculturalism, and 

emphasises music education’s connection to students’ daily life (Ministry of 

Education, 2012). Students develop their aesthetic sense and understanding of other 

cultures by appreciating their music (Ho, 2011). 

The state-sponsored Children’s Palace (Shao Nian Gong) aims to engage 

primary and secondary school students in a wide variety of ECA, ranging from 

music, to foreign language, to sports. The Children’s Palace provides musical 

instrument courses for both Chinese to Western instruments, and organises choirs, 

orchestras, and concerts to promote collaboration among schools, family, and the 

community, and offer aesthetic education to the new generation (Dai, 2009; Xie, 

2014). There are some 50 Children’s Palace stations in Beijing. To maintain the 

quality of the courses, instructors are carefully selected and class sizes are limited, 

with most classes having fewer than ten students. However, as the initiative is state-

sponsored, tuition fees are relatively low, leading to a high application rate and 

significant competition for open class spaces (Xie, 2014).  Millions of Beijing 

parents want their children to receive extracurricular music education, contributing 

to the rapid growth in private/commercial music education organisations since the 

1990s, including such private music centres and schools as the Yamaha Music 

School, which offers music instrument courses, making extracurricular music 

education influential in music education in Beijing.   

Beijing parents are eager to enrol their children in such musical instrument 

examinations as the highly-regarded and – influential Standard Grade Examinations 

in Music (SGEM), established by the Chinese Central Conservatory of Music 

(CCOM) in 1993. SGEM examinations are divided into two categories: (1) Western 
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and Chinese instrumental performance; and, (2) music theory. The instrumental 

performance examination includes both Chinese instruments (erhu, pipa, guzheng, 

dizi, yangqin, etc.) and Western instruments (piano, violin, flute, electronic organ, 

etc.). SGEM attracts more than 150,000 candidates every year, making it the most 

popular examination in China, and is officially recognised by the PRC’s Ministry 

of Education (Zhang, 2016). 

Music education in Hong Kong. Hong Kong (officially the Hong Kong 

Special Administrative Region of the PRC) contains a population of over 7.3 

million in only 1,106 square kilometres, making it the fourth most densely-

populated territory in the world (Census and Statistics Department, 2017). While 

Mandarin is the official language of the PRC, both Cantonese and English are 

considered official languages in Hong Kong.   

Its historical, economic, and political background makes Hong Kong 

distinct from other regions of China. Hong Kong was occupied by Britain in 1841, 

after China’s defeat in the First Opium War, and remained a British colony until 1st 

July, 1997, when sovereignty over Hong Kong was transferred from the United 

Kingdom to the People’s Republic China. As a condition of the transfer, Hong Kong 

became a special administrative region of the PRC, while retaining its existing 

economic and political structures, under the “One country, two systems” policy. 

Hong Kong politics take place within a framework consisting of the Hong Kong 

Basic Law, Hong Kong’s legislature, and Hong Kong’s Chief Executive. The 1997 

handover agreement stipulates that Hong Kong is to retain its political, economic, 

and judicial systems for a minimum of 50 years; the city thus enjoys a high degree 

of autonomy relative to the rest of China, due to its capitalist system and way of 

life. Due to its British colonial history, Hong Kong is renowned for its blending of 

Eastern and Western cultures. In addition, Hong Kong’s high Financial 

Development Index and per capita income has made it one of the most competitive 

cities in the world (International Institute for Management Development, 2016; 

Nelid, 2016).  

The school education system in Hong Kong, governed by the Hong Kong 

Education Bureau, provides 12-year compulsory education – i.e. six-year primary 

education and six-year secondary education. As Cantonese is the mother tongue of 
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most Hong Kong residents, schools emphasise students’ trilingual proficiency – in 

Cantonese, English, and Mandarin. While all Hong Kong students are entitled to a 

school-based arts education, to promote students’ aesthetic growth, the open and 

flexible framework of Hong Kong’s central curriculum allows each school to 

develop its own school-based arts curriculum. Primary and junior secondary 

schools are recommended to allocate, respectively, 10-15% and 8-10% of lesson 

time to arts education in their formal curricula (Curriculum Development Council, 

2002). As music education is a major component of arts education, the central music 

curriculum (Curriculum Development Council, 2003) suggests primary schools 

provide two music lessons weekly, and junior secondary schools provide one. 

Senior secondary schools are urged to allocate at least 5% of school time to art or 

art-related subjects (Curriculum Development Council, 2009). Schools are also 

encouraged to arrange music lessons in “flexible and innovative ways” (Curriculum 

Development Council, 2003, p. 20), and to organise various musical activities after 

normal school hours (e.g., Friday afternoon concerts, or singing competitions), and 

to employ life-wide, in- and out-of-classroom learning to offer students authentic 

learning experiences and promote their positive attitude towards community 

services – e.g., attending concerts, participating in music performances and 

competitions, enrolling in instrumental classes and orchestras, etc. (Curriculum 

Development Council, 2003).  

Teachers should “make good use of resources from the community” 

(Curriculum Development Council, 2003, p. 35) and collaborate with artists and 

different organisations to organise musical activities and programmes for students, 

to provide a life-wide learning opportunities. Schools can also involve parents in 

organising and conducting in-school music activities to motivate students’ learning 

and enhance parents’ appreciation of the importance of both music education and 

their involvement therein. Echoing the “one life one arts” concept, Hong Kong 

schools are encouraged to organise various extracurricular music activities in which 

private instrumental instructors conduct instrumental or music classes using school 

facilities. 

The community also provides music education outside of schools in Hong 

Kong. Hong Kong’s Music Office, established in October 1977, promotes musical 
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knowledge and aesthetic appreciation among primary and secondary school 

students by providing musical training and a wide variety of musical activities to 

more than 8,000 students each year, through three major training programmes – 

Instrumental Music Training Scheme; Ensemble Training; and Outreach Music 

Interest Courses. It also organises international music exchange programmes, music 

camps, and musical activities involving 170,000 participants annually. In addition, 

the Hong Kong Philharmonic, one of the leading orchestras in Hong Kong, 

organises education and outreach programmes that provide concerts and music 

activities for students, such as the Jockey Club Keys to Music Education 

Programme, and the Young Audience Scheme. Also, the Hong Kong Schools 

Music and Speech Association, founded in 1940, each year stages the large-scale 

Hong Kong School Music Festival, which includes not only music competitions for 

Western and Chinese musical instruments, but also workshops and prize-winners’ 

performances. The Festival provides a platform for Hong Kong students to perform, 

and aims to promote students’ and teachers’ interest in and standard of Western and 

Chinese music performance. Finally, the Junior Music Programme at the Hong 

Kong Academy for Performing Arts provides musical training (including individual 

lessons with Academy instructors, group training, and music activities) for talented 

secondary school students who may want to pursue music studies in their tertiary 

education, or who aim to maintain a high level of amateur music performance. 

These government programmes are supplemented by private music centres and 

academies (e.g., Tom Lee Music Academy, Parson’s Music, and Baron School of 

Music), which play an important role in Hong Kong music education, 

Research Questions 

To capture students’ perceptions of parental influence on their music 

activity participation, this study adopts a mixed-method research design, involving 

a questionnaire survey, followed by interviews. Framed by Bourdieu’s concept of 

cultural capital (1973, 1989), this study investigates how parental influence (i.e., 

parental cultural capital and support) affects students’ participation in music 

listening and instrumental learning, based on students’ perceptions. In this research, 

two main research questions are explored to compare the contexts of Beijing and 

Hong Kong:  



15 

 

1) How do students perceive the degree and importance of parental 

influence, in terms of cultural capital and parental support, on their 

music listening and instrumental learning? 

2) To what extent does students’ perceived parental cultural capital affect 

support for students’ music listening and students’ instrumental learning? 

A mixed-method sequential research study was conducted, consisting of 

two distinct but interdependent phases – one quantitative, and one qualitative. The 

study involved junior secondary school students from grades seven to nine, in eight 

Beijing and nine Hong Kong secondary schools. Survey questionnaires and 

individual interviews were used to collect data to address the research questions 

(see Chapter three “Methodology” for details).  

Definition of Main Concepts 

Parental influence refers to parental cultural capital, and to parental 

support for and involvement in students’ music activities.  

Students’ music activities in this study consist of students’ music listening 

and instrumental learning. 

Parental cultural capital, based on Bourdieu’s (1973) concept, refers to 

parent’s possession of cultural knowledge, and their disposition towards the 

dominant culture in society (see Chapter Two “Literature review” for details). In 

this study, parental cultural capital refers to parents’ educational attainment (i.e. the 

highest education credential obtained) and instrumental learning background.  

Students’ participation in music activities refers to students’ music 

activities of instrumental learning, and music listening on different platforms. 

Music listening includes music listening activities on different platforms and 

venues – for example, at home, in live performance, through physical recordings or 

radio, using the Internet or digital device, etc. Students’ instrumental learning 

includes enrolment in instrumental classes and instrumental learning, outsides the 

hours of school music lessons.  

Organisation of the Thesis 
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The purpose of this study is to examine parental influence, through their 

cultural capital and support, on students’ participation in music listening and 

instrumental learning, in the contexts of Beijing and Hong Kong. The study 

explores the interplay of parental cultural capital and support, and students’ 

perception of how their parents influence their music activities. Chapter One states 

the background of the study, and of music education of the two cities, and 

introduces the research questions for this study. Chapter Two reviews the literature 

on parental influence on students’ participation in music activities and students’ 

music learning. Chapter Three outlines the methodology used to address the 

research questions, and justifies the research design used in this study. Chapter Four 

presents the results of analyses of quantitative and qualitative data from the 

collected questionnaires and interviews. Chapter Five integrates and discusses the 

major findings to address the research questions. The concluding chapter, Chapter 

Six, includes an overview of the study, its implications, and presents 

recommendations for future research. 
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Chapter Two 

Literature Review 

Aims of the Chapter 

Chapter One stated the backgrounds of the study and of the two cities, and 

the research questions of this study. This chapter reviews the selected literature on 

parental influence on students’ participation in music activities and students’ music 

learning, to identify the research gap regarding parental influence on student’s 

music learning. The literature review addresses four themes: (1) Bourdieu’s cultural 

capital and its implications for education; (2) cultural capital, cultural participation, 

and musical preferences; (3) parental support, parental styles, and their implications 

on education; and, (4) parental influences on students’ music learning. 

Bourdieu’s Cultural Capital and its Implication for Education  

Introduction to Bourdieu’s cultural capital. As contended by Bourdieu 

(1986), capital, in its objective or embodied form, accumulates to produce profits 

and to reproduce itself in an identical or expanded form. Capital presents itself in 

one of three fundamental ways, depending on the field in which it functions – 

cultural capital, social capital, and economic capital. The structure of the different 

types and subtypes of capital distributes differently at a given moment to represent 

the structure of the social world (Bourdieu, 1986). Bourdieu (1986) maintained the 

composition and amount of three forms of capital – i.e., economic, cultural and 

social – determines an individual’s position in social hierarchies. He argued the 

three forms of capital are interchangeable, that one can be converted into another, 

and that one’s possession of one form of capital is dependent on the amount of other 

forms of capital one possesses. Social reproduction is highly dependent on one’s 

possession of economic, cultural, and social capital, and largely determined by ones’ 

socioeconomic status. 

Bourdieu (1973) defined cultural capital as cultural competence in and 

familiarity with the dominant culture in society – that is, the ability and proficiency 

to understand the dominant cultural code in society. Cultural capital is legitimate 

and valuable at the societal level (Aschaffenburg & Maas, 1997), and can be 
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acquired unconsciously, to varying extents, without deliberate inculcation 

(Bourdieu, 1973, 1986). Its mechanisms of transmission, in term of the social 

condition, are more disguised than are those of economic capital; the transmission 

of cultural capital is the most invisible and hidden form of hereditary transmission 

of capitals (Bourdieu, 1986).  

Developed from the concept of cultural capital, Bourdieu’s theories of 

cultural reproduction and social reproduction provide clues about educational 

inequality. Cultural capital not only reflects social position, but also actively 

reproduces educational and social inequality. Bourdieu (1973) proposed that class 

inequality in academic attainment was legitimated by the education system, and 

facilitated by cultural capital.  

According to Bourdieu (1973), schools welcome students possessing 

cultural capital, which is a factor contributing to their success and failure in the 

school system. Individuals enter the school possessing different endowments of 

cultural capital, which is closely related to their social and family background. 

Students from higher-class families, in general, have greater competence, in terms 

of cultural knowledge, than those students from lower-class families, in which such 

knowledge is usually lacking. This initial difference in cultural capital endowment 

is not equalised over students’ educational career, and aggravates inequality in 

educational attainment (Aschaffenburg & Maas, 1997). By the time the students 

enter school, those already possessing cultural knowledge accumulate advantages, 

while those who begin school without cultural capital accumulate disadvantages; 

therefore, cultural capital, in principle, contributes to social inequality. Students 

from higher-class families, equipped with more cultural capital, more readily 

understand the dominant culture, which further facilitates their development of 

cultural competence, which is rewarded in schools. Individuals’ initial differences 

in cultural capital further perpetuate social inequalities, which are finally converted 

into educational credentials. Academic achievement, expressed as educational 

credentials, legitimates individuals into their parents’ social class positions 

(Aschaffenburg & Maas, 1997). Therefore, higher-class individuals have a 

privileged position in education systems, one that enhances their chances of 
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obtaining the education credentials needed to legitimate their social inequalities. 

Parents’ social classes are thus reproduced and reflected in their children.  

The three states of cultural capital. According to Bourdieu (1986), culture 

capital exists into three states: embodied, objectified, and institutionalized.  The 

embodied state refers to the disposition of one’s mind and body, meaning one’s 

taste and judgmental competence. The objectified state refers to forms of cultural 

goods for learning, such as books, pictures, and instruments. The institutionalized 

state concerns the objectification that confers original properties on cultural capital, 

such as educational certificates.  

Most properties of cultural capital can be deduced to its fundamental state, 

which presupposes embodiment. In its embodied state, cultural capital is an integral 

part of an individual, and therefore cannot be transmitted to other individuals 

instantaneously “by gift or bequest, purchase or exchange” (Bourdieu, 1986, p.245). 

Embodied cultural capital, which is the most central form of cultural capital, 

influences an individual’s cultural participation and education level (Kraaykamp & 

van Eijck, 2010). The acquisition of embodied cultural capital is a prolonged 

process of socialisation one undergoes unconsciously, and requires personal effort. 

Since the accumulation of cultural capital takes the entire socialisation period, 

cultural distinction it created as a natural difference (Kraaykamp & van Eijck, 2010). 

Institutionalized cultural capital refers to academically recognised and 

legally guaranteed qualifications. An academic certificate provides conventional 

and constant recognition of an individual’s cultural competence; however, 

educational qualifications are independent of their bearer (Bourdieu, 1986). 

Academic qualifications provide a means to make cultural capital comparable, if 

not exchangeable, among certificate holders. As Bourdieu (1986) argued, cultural 

capital can convert to economic capital with reference to the monetary value and 

scarcity of the academic qualification.  

The objectified state of cultural capital contains a number of elements that 

are only defined in relationship with cultural capital objectified in material objects 

– e.g., writings, paintings, musical instruments, etc. Unlike embodied and 

institutionalized cultural capital, the transmission of objectified capital is visible 
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and instantly transmissible in its materiality. However, transmissibility only applies 

to its materiality, and not the instrument of appropriation. Objectified capital can 

also be transmitted into economic capital; however, possession of embodied capital 

is the precondition for appropriation and consumption of objectified capital. Thus, 

cultural goods can be appropriated in both material and symbolical ways (Bourdieu, 

1986). 

Operationalisation of cultural capital. The concept of cultural capital was 

first developed by Bourdieu (1973, 1986), and has spawned extensive educational 

and sociological studies on its effect on intergenerational transmission and 

education attainment over the past three decades. Although the concept of cultural 

capital has been extensively studied, subsequent studies have defined and 

operationalised cultural capital in different ways, and some scholars (for example, 

see Sullivan, 2002; Wu, 2008) have argued that the definition of cultural capital is 

still ambiguous.  

That ambiguity has led to different operationalisations of cultural capital in 

subsequent studies (for example, see DiMaggio, 1982; Dumais, 2002; Farkas, 

Sheehan, & Grobe, 1990; de Graaf & de Graaf, 2013; Katsillis & Rubinson, 1990; 

Mohr & DiMaggio, 1995; Robinson & Garnier, 1985). In particular, Paul DiMaggio 

(1982) provided a dominant interpretation of cultural capital for subsequent 

educational research (Lareau & Weininger, 2003).  Adopting Weber’s notion of 

status culture, DiMaggio (1982) contended that cultural participation is a 

component of the status attainment process; Weber (1968) noted that elite status 

groups were bound together by a common sense of shared conventions, which may 

consist of “specific distinctive cultural traits, tastes and styles.” Cultural capital, 

according to DiMaggio, is defined as prestigious cultural practice. DiMaggio (1982) 

hypothesised cultural capital would exercise its greatest impact on students’ grade 

in nontechnical subjects, as a supplementary resource to enhance student’s ability 

to excel in school. DiMaggio (1982) conceptualised cultural capital as: (1) 

participation and attitudes in prestigious and highbrow cultural activities; and, (2) 

a supplementary resource that is conceptually and causally different from the effects 

of ability (also see Lareau & Weininger, 2003).  
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Based on Bourdieu’s and DiMaggio’s notions, extensive research further 

operationalised the concept of cultural capital (Lareau & Weininger, 2003). 

DiMaggio and Mohr (1985) reassessed a survey of 1,427 men and 1,479 women 

conducted in 1960, and measured respondents’ cultural capital, based on their 

attitudes towards, activities in, and knowledge about high-culture activities. The 

study regarded interest in and familiarity with high-cultural activities as the most 

general elements of the dominant American status culture. In Katsillis and 

Rubinson’s (1990) study, cultural capital was conceptualised as participation in 

high-culture activities – i.e., attendance at the theatre and lectures, and visits to 

museums and galleries. Kalmijn and Kraaykamp (1996) studied the relationship 

between racial inequality in schooling and differences in cultural capital. They 

measured parental cultural activities by considering parents’ attendance at classical 

music performances, plays, and art museums, and whether they encouraged their 

children to read. Crook’s (1997) study measured engagement in reading, les beaux 

arts, and cultural activities (for example, gallery and theatre attendance) outsides 

the home. Nan Dirk de Graaf, Paul M. de Graaf, and Gerbert Kraaykamp (2000) 

investigated how parental cultural capital affected their children’s educational 

attainment by investigating parental cultural capital, with reference to their 

participation in les beaux arts and their reading behaviour. Sullivan (2001) 

examined Bourdieu’s theory by surveying respondents and their parents on three 

possible components of cultural capital – activities, cultural knowledge and 

language. Dumais (2002) conducted a questionnaire survey asking parents whether 

they had engaged their children in the following culture activities: (1) borrowing 

books from the public library; (2) attending concerts or other musical events; or, (3) 

going to art museums. Another set of questions collected information on whether 

students took highbrow cultural classes outside of school, including: (1) art classes; 

(2) music classes; and, (3) dance classes. Møllegaard and Jæger (2015) measured 

newspaper subscription and participation in cultural classes, while Schmutz, 

Stearns, and Glennie (2016) conceptualised participation in after-school arts clubs 

(e.g., drama clubs, music groups). 

Intergenerational transmission of cultural capital. Parental cultural 

capital highly influences cultural capital of their children, through transmission in 
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the process of socialisation. A strong association exists among parents’ three states 

of parental cultural capital and those of their children (Kraaykamp & van Eijck, 

2010).  

Parental institutionalized cultural capital (education credentials, educational 

level, professional certificates) affects their children’s institutionalized cultural 

capital (Kraaykamp & van Eijck, 2010).  Parents with a higher education may be 

more familiar with the education system and more convinced of the benefits thereof 

(Connell, 2004; van De Werfhorst & Hofstede, 2007), and may thus encourage their 

children to perform better in school by providing parental support for their study 

and creating a supportive learning environment at home (Lareau, 2002, 2011; 

Parkes, Sweeting, & Wight, 2015; Roksa & Potter, 2011). Parental education level 

may also be associated with children’s participation in highbrow cultural activities 

and possession of cultural materiality (Kraaykamp & van Eijck, 2010). Highly-

educated parents may more readily transmit cultural capital to their children 

(Kraaykamp & Nieuwbeerta, 2000). Parents with high education levels could 

provide an intellectual home environment that enhances their children’s cultural 

competence for highbrow activities (Kraaykamp, van Eijck, Ultee, & van Rees, 

2007; ter Bogt et al., 2011; van Eijck, 1999). 

Parents who are active participants in cultural activities may have a positive 

effect on students’ participation in cultural activities, and may in turn facilitate 

students’ acquisition of cultural capital. Parents, acting as role models by their 

participation in cultural activities, may induce their children’s early contact with 

highbrow cultural activities, which may enable the children to develop a taste for 

legitimate culture (Kraaykamp & van Eijck, 2010; van Eijck, 1999). Socialisation 

is a prolonged, time-intensive investment; therefore, family socialisation is a natural 

but effective way to transmit parental cultural capital to children. Studies have 

demonstrated the strong association between parents’ and children’s participation 

in cultural activities (for example, see de Vries & de Graaf, 2007; Kröner, Vock, 

Robitzsch, & Köller, 2012; van Eijck, 1997), and that parental involvement in 

highbrow activities affects their children’s education (for example, see 

Aschaffenburg & Maas, 1997; DiMaggio, 1982; Sirin, 2005). It is believed parental 

participation in cultural activities enhances children’s competence in the cultural 
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activities, through the intergenerational transmission of cultural capital (DiMaggio 

& Mohr, 1985; Kraaykamp & Nieuwbeerta, 2000; Kraaykamp & van Eijck, 2010), 

which may then afford them a better chance of success in the education system.  

Possession of objectified cultural goods is purely an economic asset that can 

be instantly and directly transmitted between individuals, in the form of materiality. 

Only together with embodied cultural capital and an instrument of appropriation, 

can objectified cultural capital be considered “a weapon and a stake in the struggles 

which go on in the fields of cultural production” (Bourdieu, 1986). Kraaykamp and 

van Eijck (2010) argued that parental embodied cultural capital would positively 

influence children’s familiarity with and disposition towards objectified cultural 

capital. Early cultural socialisation equips children with aesthetic appreciation and 

competence for highbrow cultural activities; this, induced by their parents, may 

develop their preference and competence for decoding cultural objects. Therefore, 

parental embodied cultural capital may transfer to their offspring via socialisation, 

and in turn positively influence their competence for appreciating objectified 

cultural capital.  

Embodied and institutionalized cultural capitals are closely related. 

Institutionalized cultural capital, in the form of educational credentials, is usually 

seen as recognition of an individual’s specific qualities (Bourdieu, 1986).  

Institutionalized cultural capital is developed from individuals’ embodied cultural 

capital, via the education system (Kraaykamp & van Eijck, 2010). Different from 

objectified cultural capital, both embodied and institutionalized cultural capital 

represent an individual’s skill and competence, which is a time-based investment. 

Cultural capital and inequality in school education. Groups of competing 

notions and ideas concerning the functions of schooling have emerged in recent 

decades, each offering a different explanation of what an education system should 

provide. Two major interpretations of the role of the school are the functional 

paradigm, and the conflict paradigm (Alwin & Hurn, 1979).  

From a functionalist perspective, schools are assigned the task of helping 

youngsters become informed citizens, able to participate in the democratic process, 

and of giving every student an equal opportunity to excel in social realities (Gelles 
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& Levine, 1999). From a conflict perspective, education is only a false promise, 

and does not serve the needs of the society, but the interests of the societal elites 

(Gelles & Levine, 1999).  

To provide more educational opportunities for children from working-class 

families, socialist societies advocate the radical redistribution of resources, and 

equality of educational conditions (Heyns & Bialecki, 1993; Mateju, 1993), to 

weaken the linkage between family background and educational attainment. 

However, empirical studies have shown that socialist countries do not necessarily 

have greater educational equality (Blossfeld & Shavit, 1993).  

Intergenerational transmission of cultural capital is an important mechanism 

of social reproduction that not only facilitates the possession of educational 

credentials, but also provides a way for educational credentials to transmit wealth, 

power, and social status (Sullivan, 2002). Bourdieu (1973) argued that cultural 

capital is one of the factors contributing to education inequality, and that there is a 

strong relationship between cultural capital and education achievement. This is in 

keeping with the conflict perspective on the role of schooling. As Bourdieu (1973) 

famously put,  

By doing away with giving explicitly to everyone what it implicitly 
demands of everyone, the education system demands of everyone alike that 
they have what it does not give. This consists mainly of linguistic and 
cultural competence and that relationship of familiarity with culture which 
can only be produced by family upbringing when it transmits the dominant 
culture. (p.80) 

Schools assume the possession of cultural capital. The school education system 

implicitly requires initial familiarity with the dominant culture, which is exclusively 

possessed by middle-class families. Schools do not teach the subjects elites value, 

which consist of cultural capital. Schools entrust the appropriation and transmission 

of the dominant culture to those social classes capable of transmitting cultural 

capital to their offspring by their own means; this promotes the conversion of social 

hierarchies into academic hierarchies. Children from high-status families obtain 

early socialisation from their parents, enabling the effective transmission of cultural 

capital, greater competence to gain higher educational credentials, and a greater 

chance of success in the education system (Bourdieu, 1973). This enables students 
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from higher-status families to reproduce their class position. The education system 

legitimates the perpetuation of social class, and protects the status quo. Based on 

Bourdieu’s (1973) theory of social reproduction, Sullivan (2002) argued some 

students from lower-status families may succeed in the education system, but 

attribute that to the systems need to appear meritocratic, rather than its challenging 

inequality. Children equipped with more cultural capital usually feel more 

comfortable communicating with teachers, which gives them a better chance to do 

well in school (de Graaf et al., 2000). On the other hand, students from lower-class 

families, lacking cultural capital, may find the school environment different from 

their home environment, and that mastery of cultural codes provides a basis for 

social inclusion or exclusion (Lareau & Horvat, 1999). By creating a false story of 

equality of opportunity, schools perpetuate the acceptance of the status quo, and of 

social inequality.    

Conversion from economic capital to cultural capital. The 

intergeneration transmission of cultural capital does a great deal to explain students’ 

possession of cultural capital; however, it may not be the only predictor thereof. As 

conversion among different types of capitals is feasible, students’ level of cultural 

capital may be derived not only from parental cultural capital, but also from parents’ 

economic capital. Bourdieu’s concept of economic capital (1986) refers to material 

assets that are “immediately and directly convertible into money and may be 

institutionalised in the form of property rights” (p.242). According to Bourdieu 

(1986), cultural capital is something that one acquires for equipping oneself and is 

reproduced by economic capital. The fundamental roots of different types of 

capitals derive from economic capital which refers to the material assets that 

immediately and directly convert to money; meditated by effort, economic capital 

can be transformed to another form of capital (Bourdieu, 1986). Similar to the 

principle of conversion of energy, profit in one field can be exchanged for costs in 

another (Bourdieu, 1986). Bourdieu (1986) articulated that economic capital could 

give immediate access to some services or transform to other capitals without extra 

effort; however, some other forms of capital or service, to which access is not 

immediate, may require social obligations. Regarding the implication of capitals for 

education, Bourdieu (1986) contended that investments of time and effort for 
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academic qualification would be transformed into institutionalised cultural capital; 

however, the intergenerational transmission of cultural capital within the family has 

a relatively high risk of loss. This may be attributed to a lack of observation and 

control; strategies for converting economic capital into cultural capital, which are 

short-term factors in the schooling explosion and inflation of qualifications, are 

governed by changes in the structure of chances for profit offered by different type 

of capital (Bourdieu, 1986).  

Cultural Capital, Cultural Participation and Musical preferences 

Social status and cultural preference. Cultural participation is closely 

related to one’s social status. Bourdieu (1989) argued that early socialisation helped 

individuals internalise class-specific dispositions and tastes, which are homologous 

to their social position. Early socialisation builds up taste, which, in turn, 

determines one’s class-specific lifestyle and cultural participation. Therefore, the 

lifestyles of the various members of a class fraction are similar. Bourdieu’s (1989) 

theory of homology holds that individuals from high social classes possess 

exclusive cultural knowledge necessary for the appreciation and understanding of 

highbrow culture. Hence, individuals in the upper social strata and who are 

possessed of higher education, prefer to consume highbrow culture (opera, classical 

music, art galleries), while individuals from lower social strata are more likely to 

consume mass and popular culture. The distinctive class-specific pattern of 

participation in and disposition towards cultural activities is a marker of social 

status, excluding lower-status persons (Bourdieu, 1989).  

Although Bourdieu’s conceptualisation of the relationship between cultural 

participation and social stratification is influential and provides a theoretical 

framework for extensive studies, it has been hotly debated over the past four 

decades. Firstly, the generalisability of Bourdieu’s theory and its transposability to 

locations other than France and to periods other than the 1960s and 1970s has been 

questioned (van Rees, Vermunt, & Verboord, 1999). Secondly, the mechanisms by 

which social and economic factors reflect cultural consumption and preference 

remained unknown (van Rees et al., 1999). Thirdly, in Bourdieu’s model, it was not 

plausible that an individual’s cultural consumption may attribute to “self-realisation” 

(Chan & Goldthorpe, 2007; van Rees et al., 1999). Since the society is increasingly 
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economically advanced, the correlation between social stratification and lifestyle is 

becoming weaker. Under postmodernist influence, choice of lifestyle is shifting 

from class-specific habitus, to freedom (Chan & Goldthorpe, 2007; van Rees et al., 

1999).  

Peterson’s study (1992) of social status and cultural consumption showed 

Bourdieu’s argument (1989) did not hold, and showed a shift from Bourdieu’s 

“elite-to-mass status hierarchy” to an “omnivore-to-univore status hierarchy” 

(Peterson, 1992). Peterson and Simkus (1992) investigated the relationship between 

occupation and musical preferences; rather than basing their analysis on musical 

event attendance, Peterson and Simkus (1992) took respondents’ self-declared 

aesthetic preferences for 13 music genres as a measurement of musical tastes, and 

categorise thousands of job titles in 19 occupational categories using indicators 

developed for the Bureau of the Census, in 1930. Based on their results, they 

hypothesised the “omnivore-univore” concept, rather than a one-to-one correlation 

between music preferences and status group (Peterson & Simkus, 1992). Peterson 

and Simkus (1992) found that people with higher cultural professions expressed an 

interest in highbrow musical genres and participated in highbrow cultural activities; 

however, they were also likely to participate in a wide variety of low-brow cultural 

activities. Individuals with a higher cultural occupation did not limit their 

participation to highbrow arts and musical genres; in contrast, however, people 

from low-status groups and low-status occupations were more likely to be involved 

in a narrowed range of cultural activities (Peterson, 1992; Peterson & Simkus, 

1992), and to have more restricted musical preferences. Peterson (1992) described 

high-status individuals with a taste of a wide range of cultural forms as “omnivorous” 

in their tastes, while those from lower status groups who almost uniformly enjoy 

only non-elite cultural activities were “univorous” in their tastes. He concluded that 

a variegated base of pyramid shape best described the omnivore-univore concept. 

High-status omnivores choose include musical genres in their musical preferences, 

while univores, at the apex, appreciated only one musical genre. Peterson (2005) 

later suggested the pattern of “highbrow snobbery” had been replaced by “highbrow 

omnivorousness,” in the United States at least. This was contradictory to the 
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homological relationship between status and cultural participation Bourdieu’s 

theory proposed, based on the French context. 

The findings from Peterson and Simkus’ (1992) study contradicted 

Bourdieu’s (1989) argument of homology, which held that high-status individual 

would only appreciate highbrow culture, and would avoid contact with mass and 

popular culture. Peterson (1992) suggested individuals from high-status groups 

regarded cultural capital as the competence to appreciate a wide range of both 

esoteric and popular cultural forms, not only highbrow culture. Individuals 

legitimated their status by cultural competence in and cultural consumption of all 

forms of leisure activities (Peterson & Simkus, 1992). In addition, the omnivore 

mode of cultural participation could be explained by social mobility (Peterson & 

Simkus, 1992). In recent decades, a wide variety of people from different social 

statuses have been found in the high social status group, due to upward social 

mobility, informing the wide variety of cultural preference also found among 

individual in the high-status group. Due to the heterogenous socioculture in the high 

social status group, individuals may interact with the broader social network, and 

develop broader musical tastes (van Eijck, 2001). One explanation for this was that 

individuals from higher-status social groups have more extensive social networks 

and more extensive contact with people from different social backgrounds; thus, it 

would benefit them to have a broader appreciation of the culture and social 

standards in each of these backgrounds.  

Based on Bourdieu’s (1986) theory of cultural capital and Peterson’s of 

omnivorous cultural participation, van Eijck (2001) examined patterns of musical 

preferences in relation to social status, and observed that Bourdieu’s homology was 

inadequate, based on decades of empirical studies (van Eijck, 2001). Using 

advanced technology, mass media can make a broad variety of music and cultural 

productions available to the public, such that familiarity with specific cultural 

products does not necessarily imply the culture to which an individual belongs (van 

Eijck, 2001). Van Eijck (2001) therefore argued that, while Bourdieu’s concept of 

homology may provide a foundation for understanding the relationship between 

social and cultural context, disposition towards cultural products may not be a 

significant predictor of one’s specific social background, and vice versa. Contrary 
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to Peterson’s argument, van Eijck (2001) found that educational level is a better 

predictor of musical preferences than occupational status, asserting the relationship 

between occupation and music preferences is weak, as both variables are dependent 

on education; therefore, the variable of occupation could provide a supplementary 

cue, as a non-educational factor, based on the variable of education to explain 

musical preferences. Besides, ones’ demand for and preference towards cultural 

participation may not be a sole indicator of his/her income. Seaman (2006) argued 

that attendance at a live performance is time-intensive, and ticket price is an 

explicitly expense associating with the attendance. 

Influence of cultural capital on perception of music. The possession of 

cultural capital, especially cultural knowledge, has an association with the tendency 

to participate in music activities. DiMaggio and Useems (1978) found people with 

a higher occupation status or higher educational attainment have a higher frequency 

of concert attendance. Their survey found managerial workers and professionals, 

and people with a higher salary or higher educational attainment, more frequently 

attend classical music concerts that do blue-collar workers or those with a lower 

salary or lower education. Ganzeboom (1982) argued that a strong association 

existed between cultural knowledge and cultural participation, evidencing the view 

that people with a high level of knowledge and skill are more capable of 

understanding and decoding culture, and therefore more likely to participate in 

cultural activities. Moreover, cultural participation, driven by cultural capital, 

further develops an individual’s cultural knowledge and skill, which in turn 

positively reinforces their appreciation of and participation in cultural activities. 

Cultural knowledge influences not only an individual’s cultural activity 

attendance and tastes, but also their enjoyment thereof (Rössel, 2011; Sassatelli, 

2007; Slater, 1997). Ways of enjoying cultural activities vary with one’s level of 

cultural capital. Individuals from different social status groups possessing different 

amounts of cultural capital show different cultural preferences and participation 

rates, and different dispositions towards aesthetic work (Bourdieu, 1968). 

Possession of cultural capital may influence how an individual decodes aesthetic 

work, which may then influence how that individual perceives the work. This 

implies that artwork, whether mass culture or highbrow, is perceived in different 
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ways, depending on individuals’ possession of cultural capital, particular aesthetic 

knowledge. Cultural capital endowment is not only relevant to class reproduction, 

and serves as a status marker to signal individuals’ elevated position in a social 

hierarchy, it is also a key element in influencing their participation in cultural 

activities, and their tastes for and interpretation of art products (Bourdieu, 1989). 

Cultural knowledge determines whether a person perceives an artwork 

superficially, or through an analytical decoding process. An individual’s cultural 

knowledge of an artworks formal and stylistic aspects is central to his or her 

analytical understanding and enjoyment thereof (Rössel, 2011). For members from 

the lower social classes, who are lacking in cultural capital and aesthetic knowledge, 

can only use commonplace knowledge to appreciate artworks (Bourdieu, 1968); 

therefore, they can only understand the artwork at a superficial level. To fully 

understand and analytically appreciate an artwork, individuals should possess 

greater aesthetic knowledge (Rössel, 2011). Rössel (2011) supported Bourdieu’s 

claim of the influence of cultural capital on art perception, and showed that frequent 

opera-goers who possessed more opera-specific knowledge may appreciate 

classical music more analytically and less superficial in their music listening; 

education level and the cultural climate at home had no statistical influence on their 

mode of music listening. Moreover, cultural knowledge, particularly musical 

cultural capital, influenced the analytical dimension, while education level and 

income influenced the emotional dimension (Rössel, 2011). A study by Leder, 

Belke, Oeberst, and Augustin (2004) also supported Bourdieu’s argument that 

cognitive and informational processing of an artwork may result in an analytical 

evaluation and aesthetic emotion.  

Holt (1998) examined whether cultural capital influenced individuals’ 

disposition towards mass culture in the United States; his findings supported 

Peterson’s (1992) omnivorous consumption theory and showed that individuals 

with less cultural capital may focus on economic capital and material aspect of 

cultural activities. Roose’s (2008) study investigated how different groups 

attending classical concerts differed in their aesthetic disposition towards classical 

music. He divided the audience into three segments, based on their frequency of 

attendance – passers-by, participants, and inner circle – and found the groups had 
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different motives for attending the concert, and showed different aesthetic 

dispositions. Inner circle members showed more preference for innovative 

approaches to music, and tended to reject familiar, emotional, and normative 

varieties, while passers-by showed an escapist approach towards the music, and a 

disposition towards familiarity. However, Roose (2008) only included education 

level, occupation, and cultural capital as a measurements of cultural capital, which 

may mean Bourdieu’s theory of cultural capital has partial relevance. 

In addition, musical training background had a proven association with 

one’s ability to analyse music. People with high levels of musical training or ability 

seem to prefer more complex music than do people with lower levels of 

training/ability. North and Hargreaves (1995) found that musically trained 

participants preferred music with a higher level of complexity than did those with 

no musical training, and that the minds of musically trained people are more 

habituated to musically-evoked arousal than are the minds of others.  

Cultural knowledge and cultural taste are distinct, and may not be 

interrelated. As argued by Hoyer and Stokburger-sauer (2012), an individual with 

a preference for highbrow music does not necessarily possess much musical 

knowledge, just as an individual with musical expertise does not necessarily have a 

preference for highbrow music. They asserted that cultural knowledge and cultural 

taste are not necessarily interrelated, in all cases. However, only a limited number 

of studies has examined the link between expertise and taste (Hoyer & Stokburger-

Sauer, 2012).  

Measurement of cultural participation. Cultural participation captures 

respondents’ preferences for cultural activities, which directly obtains their tastes 

(for example Peterson, 1992; Peterson & Simkus, 1992). However, based on the 

argument that people’s attendance and participation in cultural activities usually 

follow their pattern of taste preference, some research took attendance at cultural 

activities (music concert, art museum, art gallery and other art activities or taste 

preference) as a measurement of participation in cultural activities (for example, 

see DiMaggio & Mohr, 1985; Katsillis & Rubinson, 1990; Møllegaard & Jæger, 

2015; Sullivan, 2001).  
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Different from Bourdieu’s measurement of taste preference, van Rees et al. 

(1999) advocated the measurement of actual cultural activities participation, rather 

than respondents’ declared preferences. They argued that how different economic 

and social factors contributed to cultural preference and consumption had not been 

clearly articulated in Bourdieu’s theory (van Rees et al., 1999), nor had the theory 

considered lifestyle domains (e.g., actions, choices, value orientation) that affected 

individuals’ competence to differentiate among different cultural activity sectors 

(e.g., between music, visual arts, and dance) or within a specific sector (e.g., 

classical music versus popular music) (van Rees et al., 1999).  

Peterson (2005), however, argued that capturing one’ attendance at cultural 

activities does not necessarily reflect one’s taste preference under the influence of 

other demographic factors. Home location, financial factors, age, and other family 

factors may be distracting influences on individuals’ cultural activity attendance, 

irrespective of their taste preference. Furthermore, self-declared attendance may be 

more likely to reflect both intentions and behaviour of the cultural activities. 

Measurement of individuals’ taste preferences provides direct information on how 

they use arts as a social marker to locate their position in the social hierarchy.  

Impact of advanced technology on cultural participation nowadays. 

Although Bourdieu’s theory has been influential for sociological studies for 

decades, its transposability to the present context is under doubt. Technology has 

radically changed the way in which people participate in music activities (Krause 

& North, 2016); the variety of music listening platform is more diversified than 

ever, and the significance of mass media greater than ever (Rösing, 1984). Music is 

nowadays, to a large degree, heard in a technologically communicated form, and 

the prevalence of mobile devices has changed how people consume music (Heye & 

Lamont, 2010). Music listening is not restricted to live performance, physical 

recordings or radio broadcasts, but is now also available on such diverse digital 

media as smartphones, laptops, desktop computer applications, and tablets, from 

which people can access millions of songs. Music is now more accessible in 

people’s daily lives due to the advancement and prevalence of technology, and 

people have many more opportunities for music listening and to conveniently 

integrate music into their daily lives (Heye & Lamont, 2010). In comparison with 
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the live performance, music listening on digital media or electronic devices is 

readily available at all times and has a significant influence on the listening 

behaviour, and musical preferences (Krause & North, 2016). In addition, advanced 

development in the economic and social domain has allowed the generations 

nowadays a better chance to access to the cultural activities. People’s choice in one 

domain was less influential to their choice in another domain (van Rees et al., 1999). 

Choice in cultural activities informs individualism, and can lead to more 

autonomous patterns of cultural participation.  

Language and musical preferences. Lyrics and music are two elements 

inextricably linked in a song. A song can convey messages to a music listener in 

different and multiple ways. Abril and Flowers (2007) maintained a song can 

transmit two levels of information, i.e., formalistic and referential. At the 

formalistic level, the musical sound of a song can transmit its inherent musical 

elements (melody, rhythm, style, etc.), while, at the referential level, the lyrics of 

the song can convey concrete messages and extra-musical meanings to the listener.  

The familiarity of the language of the lyrics determines people’s affective 

response towards songs. In Abril’s (2005) study, a significant association was found 

between familiarity with a particular language and the language in a song. 

Participants in the study perceived foreign-language songs negatively, as the 

language barrier imposed a negative influence on listener’s affective response to 

and judgement of the musical work. A study by Fung (1994) found that college 

students’ preference for world music was positively associated with their familiarity 

with and duration of foreign language study. Abril’s and Flower (2007) found that 

the language of the lyrics affected the musical preferences of bilingual students 

from two urban schools in the United States. Participants were asked to listen to 

three versions of the same song (English, Spanish, and instrumental), and describe 

the reasons for their preference decision. The bilingual (English and Spanish) 

students, primarily of Mexican background, preferred the song version written in 

Spanish lyrics, because the language connected them with a musical style that their 

families listened to at home. Brittin (2014) studied how Grades four to six students 

in the United States rated their preference for music of various styles and languages 

in relation to their cultural identity, the number of languages they spoke, and the 
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musical styles their parents listened to at home. Students’ preference towards 

popular music with versions written in different languages was associated with their 

cultures, the languages they spoke, and the musical styles their parents exposed 

them to in the home environment (Brittin, 2014).  

The perceived social status of a language may also be relevant with listeners’ 

attitude towards the song. Abril’s (2002) study found that Hispanic Spanish-English 

bilingual children self-described more positive attitudes toward song lyrics written 

in English than in Spanish, and perceived singers who sang in English as having a 

higher social status. The study showed a significant positive relationship between 

attitude and social status, with a more positive attitude being associated with the 

singer’s higher perceived social status.  

Influences of Parental Support and Parenting Styles on Students’ Learning 

Bourdieu’s theory of cultural capital (Bourdieu, 1973, 1986) maintained 

that cultural capital, as a status marker, helped to reproduce social class from 

generation to generation. While there was evidence showing the transmission of 

cultural capital from parents to children, little attention has been devoted to 

understanding the ways in which children acquire cultural capital from their parents.  

Coleman (1988) argued that social capital has a stronger impact on one’s 

educational achievement and is more equally distributed than financial and human 

capitals in society. Sociology of education researchers have widely adopted 

Coleman’s conceptual framework (Dika & Singh, 2002). Social capital exists in the 

relationship between individuals, and is derived from the social interaction among 

people. Coleman (1988) differentiated between social capital within and outside the 

family. The former includes relationships between children and their parents, and 

“gives the child access to the adult’s human capital depends both on the physical 

presence of adults in the family and on the attention given by the adults to the child” 

(p.111). Social capital outside the family is found in the social relationships among 

parents, and in parents’ relationships with community institutions.  

Coleman’s concept of social capital (1988) argues that the intergenerational 

transmission of familial cultural knowledge, particularly cultural capital, is 

necessarily complemented by proactive parent-child interaction and parental 
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involvement within the family. Parents’ cultural knowledge is necessarily 

complemented by parental support, and social interaction between parents and their 

children contributes to the latter’s cultural knowledge (Coleman, 1988). Children’s 

well-being and intellectual growth are greatly dependent on both parental cultural 

capital and parental involvement (Coleman, 1988; Ho, 1999); indeed, the benefits 

of familial cultural knowledge and cultural capital cannot be captured by children 

absent parental involvement. Socialisation is a central means of facilitating the 

intergenerational transmission of cultural capital from parents to children. 

Bourdieu and Putnam each proposed concepts of social capital that differed 

from Coleman’s definition. Bourdieu (1986) defined social capital as a network that 

accounted for the resources that were available in relationships, and that accrued to 

individuals. He argued that social capital was “the aggregate of the actual or 

potential resources which are linked to the possession of a durable network of more 

or less institutionalised relationships of mutual acquaintance and recognition” 

(Bourdieu, 1986, p.286). An individual can utilise interpersonal relationships to 

achieve a goal. Putnam (1993a) held a different view of social capital, regarding it 

as a key community characteristic, rather than an individual’s possession. Putnam’s 

study (1993a) saw a community’s civic activity as a major factor behind economic 

and governmental effectiveness, and counted it in terms of voting activity, the 

reading of newspapers, and voluntary community participation (e.g., in sports clubs 

and cultural associations). Per Putnam (1995), “social capital refers to the features 

of social organisation such as networks, norms and social trust that facilitate 

coordination and cooperation for mutual benefit” (p.67). He also suggested social 

capital could facilitate co-operation and mutually supportive relations in 

communities and nations, and conducted a study that found a strong correlation 

between educational attainment and the amount of social capital in the family and 

community (Putnam, 2001). 

Bourdieu’s and Coleman’s concepts of social capital are both widely used 

in the sociology of education field, despite being radically different. Coleman 

referred to relationships within and beyond the family as social capital, and parental 

educational attainment as a measure of the family’s human capital; Bourdieu, 

however, conceptualised both as cultural capital, and saw social capital as the 
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resources from which one benefited by belonging to groups beyond the family 

(Rogošić & Baranović, 2016). Moreover, Bourdieu’s concept of social capital does 

not take family structure (e.g., parental presence, number of family members) into 

account, while this is measured in Coleman’s model (Rogošić & Baranović, 2016). 

Bourdieu’s theory emphasised the role of cultural (rather than social) capital in 

individuals’ educational development. Coleman considered social capital a 

collective feature of society that cannot be possessed by individuals – a communal 

resource that enabled one to benefit from social networks. 

Measurements of parental support. As Grolnick and Slowiaczek (1994) 

contended, parental support is the resources and dedication allocated by the parents 

to the child within a particular domain or area. In earlier research, parental support 

was measured in various ways – for example, attendance at children’s school events, 

reading at home, and helping with homework. Later scholars, however, asserted 

parental support should not be seen as a one-dimensional physical aspect, and 

advocated increased attention to the measurement of emotional and personal 

aspects of support (Grolnick & Slowiaczek, 1994). 

Grolnick’s and Slowiaczek’s (1994) research focused on children’s 

“phenomenological experience” (Grolnick & Slowiaczek, 1994, p.238) and 

regarded the child as an active processor, rather than passive recipient, of the 

influence of parental support. They conceptualised parental support as three types 

of involvement in children’s academic activities, based on children’s perceptions 

of parental influence: behaviour support; cognitive and intellectual support; and 

personal support. Behaviour support refers to overt parental involvement in 

children’s educational development, such as accompanying them to school, and 

participating in their school activities. Cognitive and intellectual support refers to 

parents’ active involvement and resource expenditures to stimulate students’ 

cognitive development – e.g., books and cultural activities. Personal support refers 

to parents’ devotion to and interaction with their children, which may contribute to 

children’s affective experience. Grolnick & Slowiaczek (1994) found these three 

types of parental support predicted children’s academic achievement, and that 

behavioural, cognitive and intellectual support enhanced children’s competence 

and confidence in learning. Moreover, high levels of cognitive and intellectual 
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support can facilitate the development children’s learning in a wide range of subject 

domains (Csikszentmihalyi, Rathunde, & Whalen, 1993).  

Based on Grolnick and Slowiaczek’s (1994) conceptualisation of parental 

support, Creech (2010), in the domain of music learning, operationalised 

behavioural support for students’ instrumental learning, by including participation 

in and monitoring of students’ instrument practice, and attending music lessons. 

Cognitive and intellectual support referred to parental efforts at exposing students 

to and engaging them in activities that stimulated their intellectual development. In 

the domain of students’ instrumental learning, parents’ cognitive and intellectual 

support referred to providing opportunities and resources that stimulated students’ 

musical intelligence and cognitive development; for example, arranging 

instrumental lessons, participating in musical concerts of good quality with the 

students, listening to and discuss music with their children, and engaging their 

children in extra-curricular musical activities (Creech, 2010). Personal support was 

found to be a key element in advancing students’ development of musical well-

being (Creech, 2009). Students who perceived their parents as supportive, providing 

room for autonomy, and encouraging mutual interaction could develop their 

musical talent best (Creech, 2006 cited in Creech, 2010). 

Influence of demographic and socioeconomic factors on parental 

support. Parental support and involvement have been a great concern of many 

researchers and educators in recent decades (Grolnick, Benjet, Kurowski, & 

Apostoleris, 1997; Grolnick & Slowiaczek, 1994; Ho & Kwong, 2013; Spera, 2005; 

Steinberg, Dornbusch, & Brown, 1992; Wilcox, 1998; Xu, 2005). Extensive studies 

have shown that parental involvement is a central factor contributing to students’ 

academic success (Deci, Cascio, & Krusell, 1973; Grolnick et al., 1997; Grolnick 

& Slowiaczek, 1994). Parents with high-achieving children usually devote great 

effort to ensure resources are available, provide a well-established home 

environment to facilitate their children’s learning, and challenge their children 

(Csikszentmihalyi et al., 1993). 

Familial demographic and socioeconomic factors, including family 

structure, economic status, occupation and attitudes, affect the level of parental 

involvement in their children’s learning (Grolnick et al., 1997; Margiotta, 2011; van 
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Moruik, Crone, Pels, & Reis, 2016). Socio-economic status is a strong predictor of 

parental involvement. Parents from a higher socio-economic status usually provide 

a higher level of parental involvement. A study by Tam and Chan (2009) found that 

middle-class parents in Hong Kong more often provided different types of resources 

and support – for example, private tutorials and enrichment classes for students’ 

learning, in addition to basic parental support. Regarding the influence of family 

structure on parental involvement, mothers from single-parent families are less 

involved than mothers from two-parent families; moreover, they are usually 

involved more with their daughters than with their sons (Grolnick et al., 1997). 

Parents from middle- and working-class backgrounds exhibit different 

parental strategies for cultivating students’ development. Lareau (2011) proposed 

the concept of concerted cultivation, which contends that middle-class parents 

exhibit a concerted cultivation approach to stimulate students’ intellectual and 

cognitive development; however, working-class parents emphasise students’ 

natural growth and meeting such fundamental needs as food, safety, and other basic 

parental support. Concerted cultivation in middle-class families involves the 

provision of good parenting and the organised arrangement of cultural activities to 

ensure the concerted development of the child. Working-class parents advocate 

authority and clear boundaries between parents and children. Rather than 

persuading children with reason, parents instruct them on their behaviour. The 

concerted cultivation approach exhibiting in middle-class families facilitates 

students’ intellectual growth, and, in turn, transfers advantages from parents to 

students; therefore, it can also be regarded as a social marker distinguishing middle-

class from working-class families. In addition, Chua’s (2011) eight-year 

longitudinal study, involving 444 Chinese-American families from their children’s 

early adolescence to emerging adulthood, investigated the relationship between 

four parenting strategies – i.e., supportive, tiger, easygoing, and harsh parenting – 

and children’s development. The study found that supportive parenting was most 

commonly found, and had the most positive effect on children’s development. Tiger 

parenting was associated with lower academic achievement, and less cohesion 

between children and their family. Tiger parenting was also shown to increase 

children’s feelings of academic pressure, and to lead to more incidents of depression. 
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Parents’ education level determined the quantity and quality of parental 

support offered to the children, and family harmony. The support offered by the 

more-educated parents was superior in both quantity and quality, and included 

spending more time supervising children, greater involvement in children’s 

educational activities, and more interaction with children (Hill & Stafford, 1974; 

Leibowitz, 1977). Zhang (2012) found parents with higher education attainment 

could offer quality support to form a close relationship with their children, allocate 

more resources, and invest more time on their children’s development (Zhang, 

2012). Parents with better education focus more on children’s cultural development, 

and are more devoted to proactively looking for knowledge on how to enhance 

children’s development and education. Well-educated parents may also have a 

better understanding of how to sharpen children’s social and academic ‘edge’ 

(Zhang, 2012). In addition, parents with higher educational attainment are 

associated with greater family harmony and more stable relationships. Maternal and 

paternal education were found to be predictors of harmony and cohesion in the 

family. Zhang’s study (2012) found that high maternal and paternal education 

enhanced the cohesion in the family atmosphere, and that well-educated mothers 

had a better parent-child relationship than their counterparts with less education. 

Moreover, parental education attainment is a significant determining factor for 

parental involvement and the construction of a supportive home environment.  

Parents’ social status is a predictor of their leisure activities with children. 

Gracia (2015) argued that mothers’ social position, particularly their occupation 

status, was closely related to their participation in leisure activities with children, 

while fathers’ social position was weakly associated. Moreover, maternal education 

attainment was positively associated with their out-of-home and at-home cultural 

activities with their children, and negatively associated with their time watching 

television with children. In addition, parental education attainment is an indicator 

of family income, which mediates family recreational activities. Zhang (2012) 

argued that income partially mediates the influence of parental education level on 

the organisation of recreational activities. Education level can determine one’s 

income, thus, families with less-educated parents may have less income and fewer 

economic resources, and only provide lower quality recreational activities (Zhang, 
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2012). Also, working-class parents have time and income limitations that constrain 

their participation in highbrow cultural activities with their children; therefore they 

tend to participate in inexpensive activities (Gracia, 2015).  

In addition, gender appears to affect both parental influence on students’ 

performance outcomes, and parental involvement. Deci, Cascio and Krusell (1973) 

found male students would perform better than female students in a task after 

receiving positive feedback, while Zdzinski (1992) found parental involvement had 

a greater impact on the performance achievement of male children. In the domain 

of music learning, research has shown that mothers have a stronger link to their 

children’s music experience (Custodero & Johnson-Green, 2003), while fathers are 

less likely to participate in music activities with their children (Ho, 2009b).  

Parenting styles: Baumrind’s three models. Baurmrind’s models of 

parenting styles have been influential over the past five decades. Baurmrind (1968; 

1971) explained how parenting styles affect adolescents’ behaviour and 

development, and developed three models of parenting style – authoritarian, 

authoritative, and permissive.  The impact of parenting styles on children’s music 

activities is of particular relevance to this study, which hypothesises that parental 

support and parental cultural capital can influence children’s music activities; it is 

thus essential to explore the relationship between parental support and parenting 

styles before investigating the mentioned hypothesis. Authoritarian parents believe 

asserting their authority, demanding obedience, and inflicting punishment are 

effective ways to shape the behaviour of children and ensure they meet an absolute 

standard. Children of authoritarian parents must strictly observe what their parents, 

who regarded themselves as a higher authority, deem to be ‘correct’ conduct. 

Authoritarian parents do not allow negotiation, and do not encourage “give and 

take,” believing children must meet standards established by a higher authority – in 

this case, the parents (Baumrind, 1971).  

In contrast to authoritarian parents, authoritative parents adopt a more 

rational approach in raising their children. They value communication and share 

with the children the rationale behind their standards. Authoritative parents foster 

children’s behaviour by balancing “disciplined conformity” with “autonomous self-

will” (Baumrind, 1971). Control is exerted without restrictive means, and children 
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can express their individual interests and exercise autonomy under parental 

monitoring. Shaping their children by both power and reason, authoritative parents 

also plan for their children’s future development.  

Permissive parents explain family regulations with reason, and consult with 

the children about policy decisions, without exerting power or authority. They adopt 

a positive, affirming approach toward their children’s behaviour. They do not 

actively shape their children’s behaviour, and allow them to regulate their own 

activities without parental control. Permissive parents seldom demand that their 

children take on household responsibilities, and passively provide resources for the 

children when the children request them (Baumrind, 1971). 

Parenting styles in Chinese and Western contexts. Baumrind’s three 

models of parental styles (1971) were influential in Western contexts, but may not 

be fully applicable in the Chinese context, as the frame for parenting styles is 

considerably different between the two cultures (see Liu & Guo, 2010; Mothander 

& Wang, 2011). Chua, in her book Battle Hymn of Tiger Mother (Chua, 2011), 

contended that parenting styles in Western and Chinese society are radically 

different. Western parents focus on children’s individuality and their autonomy to 

strive for their goals, are supportive of children’s choices, and offer positive and 

encouraging reinforcement; Chinese parents believe equipping children for the 

futures by arming them with competitive advantages is the best strategy for 

protecting them. In Chinese society, where group membership and collective 

culture are emphasised (Zha, Walczyk, Griffith-Ross, Tobacyk, & Walczyk, 2006), 

the family is often regarded as the primary source of support and identity (Ho, 1996). 

The family provides the roots that determined one’s goals and orientation in life 

(Lee et al., 2008). A harmonious family with positive child-parent relationships, 

especially with mothers, is highly valued (Ho, 1981). To maintain social harmony, 

each party has a responsibility to fulfil their role, particularly in the family unit.  

Strongly influenced by Confucian principles, Chinese parenting styles are 

distinctive from those found in the West (Chao, 1994). Filial piety is a prominent 

traditional value, deeply rooted in Chinese culture for many centuries, and contends 

that children should be socialised to respect and show loyalty to their elders (Li, 

Zou, Liu, & Zhou, 2014), while elders should shoulder the responsibility to teach 
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and discipline the children (Chao, 1994). Therefore, Chinese parents exercise a 

higher level of parental control than do Western parents, and authoritarian parenting 

is more often found in Chinese families than is authoritative parenting (Dornbusch, 

Ritter, Leiderman, Roberts, & Fraleigh, 1987), which is opposite to what was found 

in Western societies.   

Authoritarian parenting may be depicted as aggressive, dominant behaviour 

in the American context (Rohner & Pettengill, 1985); however, it may be 

interpreted as a manifestation of parental caring and active involvement in the 

Chinese context (Chao, 1994), and even a means to foster family harmony (Lau & 

Cheung, 1987). Harsh parental control, such as psychological aggression and harsh 

discipline, is often regarded as a normative parenting strategy in traditional Chinese 

society, and in modern China (Wang & Liu, 2014). As an old Chinese saying goes, 

“Beating is a symbol of love,” meaning harsh parenting is a sign of involvement, 

caring and love (Chao, 1994) and a strategy to promote children’s academic and 

social success. In contrast, studies in Western contexts usually argue that harsh 

parental discipline or coercive support results in children’s aggression and negative 

psychological outcomes (Vissing, Straus, Gelles, & Harrop, 1991). Although 

empirical studies has shown parents’ psychological aggression contributes to 

behavioural and psychological problems among children in Chinese societies, 

psychological parental aggression has less impact on Chinese children than on their 

Western counterparts (Liu & Wang, 2015a).  

Studies in Western countries argue that authoritarian parenting is a predictor 

of poor children’s academic achievement; however, finding are radically different 

in Chinese studies. Although Chinese parenting has long been depicted as 

“restrictive,” “controlling,” and “authoritarian,” Chinese children whose parents 

adopted an authoritarian and controlling approach performed well in school (Chao, 

1994). The concepts of authoritarian and authoritative parenting have been found 

to be ethnocentric and embedded in cultural traditions, and thus have different 

meanings in Chinese and Western contexts (Chao, 1994; Darling & Steinberg, 

1993). Similarly, demandingness, a normative parenting technique in the Chinese 

context, is regarded as restriction and regulation exerted by parents in Western 

cultures. Strict demandingness may contribute to a rigid insistence on orderliness; 
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however, a lack of demandingness may have the undesired consequence of 

promoting children’s unregulated autonomous behaviour. Davidson and Borthwick 

(2002) mentioned that some degree of demandingness is desirable for maintaining 

children’s continuity of instrumental learning. Extrinsic reinforcement can help 

children to sustain their music instrumental learning, after their initial excitement 

fades.   

Rooted in different cultural traditions, the concept of authoritarianism has 

very different implications. Parental authoritarianism, in Western terms, 

emphasises strict control over children’s behaviour, and adherence to an absolute 

standard formulated by a higher authority; it excludes listening to and negotiation 

with one’s children. However, Choa (1994) argued Chinese parenting is more 

appropriately described as chiao shun, as parental control is motivated by a desire 

to dominate children, but to foster harmony within the family unit (Lau & Cheung, 

1987). Chao (1994) argued that chiao shun implies parental care and concern for 

children, while authoritarianism implies hostility and rejection.  

However, the value of traditional Chinese families has been challenged. 

Since the late 1970s, when China implemented both the Open-Door Policy and the 

One Child Policy, the traditional structures underlying Chinese families and 

relationship have undergone a rapid change. Also, due to the rapid social and 

economic changes in modern China, traditional Chinese families have been exposed 

to such Western individualistic values as independence, liberty and individualism. 

Chinese children and adolescents have been significantly influenced by Western 

culture, becoming more independent and desperate for autonomy (Li et al., 2014). 

Moreover, students are increasingly encouraged to express their thoughts, and to 

exercise their autonomy and independence, attributes not advocated in traditional 

Chinese culture, yet essential in China’s more competitive modern society (Yu, 

2002).  Since adolescents strive for autonomy, conflicts and resistance may result 

when parental control over adolescents is attempted (Shek, 2010). Family conflicts 

can create tensions among family members (Hsiao, Klimidis, Minas, & Tan, 2006), 

and coercive parental control and a lack of caring could erode family harmony (Lau, 

Hau, Cheung, Lew, & Berndt, 1990). Adolescent resistance to parental control, 
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common in Western culture, is now increasingly found in Chinese culture (Yau & 

Smetana, 2003). 

Due to the PRC’s One Child Policy, which was in effect from 1979 to 2015, 

a vast majority of families in modern China have a single-child family structure. 

Many children and adolescents are overprotected by their parents, and the 

traditional role of the family, and especially of authoritarian filial piety, may be 

weakening (Li et al., 2014). Also, increasing wealth and educational attainment 

have enabled Chinese parents to allocate more resources to their children’s 

development, particularly with only one child in the family. Chinese parents have 

high expectations of and place great value on their children’s education, especially 

in the context of China’s rapid economic growth and One Child Policy (Wong, 

Chen, Goggins, Tang, & Leung, 2009) – essentially, as the old Chinese saying goes, 

“Hoping one’s son becomes a dragon and one’s daughter a phoenix” (wang zi cheng 

long, wang nu cheng feng). This results in high tension and stress in Chinese 

families. 

Parental Influences on Students’ Music Learning 

The previous section reviewed the literatures on parental support and 

parenting styling in Western and Chinese contexts. The following section reviews 

existing literatures on how parental cultural capital, parental support, and parenting 

style impact students’ music learning.  

Influence of parental support on students’ music learning. How parental 

support contributes to children’s music learning is the focus of a large body of 

research (Davidson, Howe, & Sloboda, 1997; Ho, 2009b; Kong, 2016b, 2017; 

Margiotta, 2011; Mehr, 2014; Özmentes, 2012; Serbun & Debono, 2010; ter Bogt 

et al., 2011; Zdzinski, 1996, 1992). Extensive music education research has proven 

that parental involvement in the early stage of music learning (Creech, 2010; Creech 

& Hallam, 2003, 2011) and a supportive home environment (Kemp, 1996) lead to 

musical achievement. Shinichi Suzuki advocated the importance of parental 

involvement in student’s musical development (Suzuki, Mills, & Murphy, 1973), 

and stressed parental involvement in student’s music practices, and in sharing 

musical experience within the family (Mills, 1973). Based on Suzuki’s concept, 
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Mills (1973) suggested that parental involvement – e.g., attending lessons, helping 

children to recall the lesson, avoiding discouragement, practising with the children 

– is important to sustaining children’s engagement in music learning.  

Parental involvement has been proven to be associated with students’ 

instrumental learning outcomes. Zdzinski (1996) investigated how select ways of 

parent involvement related to three outcomes (cognitive, affective, and performance) 

of student’s instrumental learning among 406 instrumental students from five intact 

band programs in rural New York and Pennsylvania. He found parental 

involvement (concert attendance, providing materials, participation in parents’ 

group, recording student’s performance) was related to cognitive and performance 

outcomes only at the elementary studies level, while its the impact on affective 

outcomes increased with the student’s age (Zdzinski, 1996); moreover, its effect on 

music learning was more prominent at the elementary learning level (Zdzinski, 

1992, 1996). 

Consistent with Zdzinski’s (1996) study, Davidson, Howe, and Sloboda 

(1996) found that parental involvement in children’s early stage musical instrument 

learning contributed to children’s higher musical achievement. Students with higher 

achievement in instrument learning usually had parents who were highly involved 

in listening to music, and who tended to increase their parental involvement over 

the course of the students’ learning; on the other hand, students with lower levels 

of achievement had parents who were less involved in their children’s early years 

of instrument learning (Davidson, et al., 1996). Davidson, Howe and Sloboda (1997) 

found musically successful children usually had parents who were highly involved 

in their music lessons; for example, by listening to the advice given by their 

children’s music instructor regularly, and remaining actively involved in their 

music lessons. Margiotta’s (2011) study found that parents’ attendance at lessons 

and supervision of practice, had a greater impact than supervision of practice alone 

on student’s music learning, confirming the arguments in previous studies (for 

example, Davidson, Howe, & Sloboda, 1996; Howe & Sloboda, 1991a). Besides 

parental influence, empirical studies from different perspectives showed that a 

musical home environment could also positively influence students’ musical 
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instrument learning (Brand, 1985, 1986; Howe & Sloboda, 1991b, 1991c), and 

attitudes towards music lessons (Özmentes, 2012).  

Rather than capturing the relationship between parental influence and 

musical achievement, some research proved that parental influence and positive 

reinforcement were central to sustaining students’ musical learning and motivation 

(Ho, 2009b; Zdzinski, 1992, 1996). Consistent parental support is important for 

children’s musical development, for enhancing their motivation in musical learning, 

and may affect their attitude towards future music learning (Ho, 2009b). A high 

level of parental support, found in children with a high level of expertise and high 

motivation in musical learning, was associated with the enjoyment of various kinds 

of musical activities  (Hallam, 2011). Moreover, Margiotta (2011) found most 

children have a positive attitude towards parental support, and that most parents are 

willing to support their children’s musical learning. 

However, contradicting the enduring stereotype of the positive association 

between parental involvement and music learning, some scholars have argued that 

parental involvement may not advance students’ music learning. Zdzinski (1992) 

investigated the relationships among selected ways of parental involvement, music 

aptitude, musical achievement, and performance achievement, among 133 wind 

instruments students, and found parental involvement had little significant 

influence on either musical achievement or musical aptitude (Zdzinski, 1992). In 

addition, Ho (2009b) examined 19 families’ attitudes toward parental involvement 

and their perceptions of music learning, and suggested that, though parent’s 

attitudes towards music education influenced how students valued their music 

learning, parental involvement’s influence on children’s music learning was not 

significant.  

Depending on students’ or parents’ unique characters, parental support can 

also exist in different forms. Parental encouragement is more prominent among 

young children, but its importance fades as the children get older (Zdzinski, 1992, 

1996); indeed, it may contribute to arguments and feelings of increased pressure, 

which may erode the child-parent relationship (Howe & Sloboda, 1991c; Margiotta, 

2011). Creech (2010) proposed that parents should provide practical and personal 

support in the early stages of children’s instrumental learning, and follow the 
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musical advice given by the instrumental instructors; it is important that parents 

maintain autonomous of teachers and students, yet remain involved in their 

children’s musical learning.  

Parental financial support as a central factor in sustaining music activities 

(Ho, 2009b); Denny (2007) stated that due the areas’ different financial situations, 

a higher rate of dropping instrument learning is found in Plough Lane than in 

Willow Bank (Denny, 2007); however, financial support may not be the deciding 

factor in other locations. Özmentes (2012) and Mehr (2014) found no significant 

relationship between parents’ economic status and musical home environments. 

Musical activities at home, like listening to music or watching music programs on 

TV, do not highly rely on financial factors. 

Gender differences were found in parental support for students’ music 

activities. Since fathers in Chinese society, and in most parts of the world, are 

generally the primary source of economic support for their families (Raley, Bianchi, 

& Wang, 2012), meaning mothers are more able to focus on children rearing and 

caregiver, and may have a greater influence on children’s daily activities, including 

instrumental learning (Kong, 2016b, 2017; Margiotta, 2011) than fathers.  

Factors affecting parental support on students’ music learning. Studies 

found parental cultural capital (e.g., educational attainment and musical 

background) and enthusiasm influenced parental support for students’ music 

activities.  

Parental cultural capital is relevant to the quality of musical home 

environment provided for children. Empirical research has demonstrated that 

parents with a higher education level and previous music training exhibit a higher 

tendency to provide a musical home environment for their children (Custodero & 

Johnson-Green, 2003; Kong, 2016b, 2017). Parents who interacted daily with their 

children’s music behaviour mostly showed a positive attitude towards the transfer 

of music activities to the domains of students’ intellectual development, academic 

achievement, and interpersonal development. However, Denny’s (2007) research 

showed parents’ cultural background had no significant effect on their enthusiasm 

for participation in music activities. 
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Parental musical knowledge can enhance their strategy for and quality of 

parental support on children’s music instrumental learning (Davidson et al., 1997). 

Mehr’s (2014) study found parents’ early childhood music experience was a 

predictor of their music activities with their children. Many parents without 

previous musical background may urge their children to practice on the musical 

instrument alone, without any communication and interaction with the family; 

Davidson and Borthwick (2002), however, argued that it is ineffective to offer 

support without social interaction. Non-musician parents are only able to use 

commonplace knowledge to interpret their children’s practice, and fail to decode 

their music playing and musical sign; musician parents, however, can provide 

pragmatic assistance for their children’s practice through instruction, which is 

regarded as a positive strategy. Margiotta (2011) contended that parents without 

musical background may experience difficulties helping their children overcome 

obstacles in the early stages of instrument learning. Although such parents may be 

willing to provide support, it may not be as effective in assisting their children’s 

practice as that offered by musically trained parents. Davidson’s and Borthwick’s 

(2002) study confirmed that a mother’s musical background influences her 

expectations of and support for involvement in their children’s musical 

development.  

Pitts’s study (2009) pointed out that musician parents can serve as role 

models and a source of motivation for students’ instrumental learning. Parents’ 

attitudes towards instrumental learning are more important than their musical skills 

in motivating students, and parents’ continued interest in music playing can 

encourage similar interest in students (Pitts, 2009). Moreover, the research found 

that a positive association between mothers’ education background and the 

provision of a musical home environment, while fathers’ academic background 

significantly influenced neither that nor students’ attitudes towards music 

(Özmentes, 2012). In addition, parents with music background were more likely to 

provide a musical home environment and to transfer musical interest to their 

children (Moore, Burland, & Davidson, 2003). Instrument learning is often 

regarded as beneficial for students’ musical and non-musical development, by 

instilling the discipline needed for intellectual and academic development (Dai & 
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Schader, 2001). Compared to non-musician parents, musician parents more often 

emphasise the benefits of music on their children’s personal aspects (Dai & Schader, 

2001). 

Parents’ enthusiasm for music learning can highly determine students’ 

musical participation (Denny, 2007). Parents’ orientation is reflected in their 

parental support, which affects students’ motivation for instrumental learning. 

Parents with an intrinsic orientation, who appreciate the aesthetic ways of music 

and engaging students’ music learning with the reason for enriching the inner-life, 

are more likely to enhance students’ intrinsic motivation for instrumental learning. 

On the other hand, parents with an extrinsic orientation may negatively impact 

students’ instrumental learning, leading to a loss of motivation for music learning 

(Kemp, 1996).  

Although parental cultural capital is regarded as influencing the quality of 

parental support, Davidson, Sloboda and Howe’s (1996) study showed that parental 

support and positive reinforcement are more important than musical competence 

and knowledge, for children’s musical instrument learning; musical competence is 

not needed for parents to give children verbal reminders to practice, and musically 

successful children may not necessarily have parents who are musicians or 

equipped with musical knowledge (Davidson, et al., 1996; Davidson, Howe, & 

Sloboda, 1996). Margiotta’s (2011) study further confirmed the weak relationship 

between parental musical competence and the quality and method of parental 

support for children’s instrument practice. Provision of love and a supportive 

environment may be more crucial for cultivating students the self-esteem and 

motivation towards their musical learning (Margiotta, 2011; McPherson, Davidson, 

& Evans, 2006). 

Parental cultural capital and students’ musical preferences. 

Socialisation is a key process in determining children’s music preferences and 

participation in music activities, and can affect children’s musical tastes and 

attitudes in both conscious and unconscious ways (ter Bogt et al., 2011). Parents 

can actively involve themselves in children’s music activities, for example by 

taking them to concerts or music class; they can also engage their children by 

attending their own favourite music activities inside and outside home, or even just 
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singing together (ter Bogt et al., 2011). On the other hand, socialisation can also 

occur in less conscious ways, such as by children being passively exposed to their 

parent’s home musical selections.   

ter Bogt et al. (2011) confirmed the intergenerational transmission of 

musical preferences. The researchers proposed that the transmission of musical 

preferences is mediated by music socialisation within the family. By actively 

sharing their musical preferences and favourite music, parents transfer their musical 

tastes to their children, resulting in a similar intergenerational disposition towards 

that music (ter Bogt et al., 2011). Parents with a previous musical background are 

assumed to be more familiar with classical music, and are much more likely to play 

classical music to their infants (Custodero & Johnson-Green, 2003). 

Contrary to the notion that parental cultural capital may influence children’s 

music preferences, Thompson (1993) suggested family and education level had 

only limited influence thereon, as the younger generation regards music as a tool to 

form “generation gap” boundaries between them and their parents (Ho, 2009b; 

Russell, 1997). Young people tend to listen to music with their peers or alone, rather 

than with their parents (Christenson & DeBenedittis, 1986, cited in Russell, 1997). 

Although many studies have advanced Bourdieu’s theory of cultural capital 

to investigate how music preferences are influenced, parental support and children’s 

musical preferences remain under-researched (Serbun & Debono, 2010).  

Parenting style and students’ musical preferences. Parents adopting 

authoritarian and demandingness approaches may contribute to children’s 

difficulties, rather than solving their problems. Conversely, children whose parents 

foster their children’s autonomy may be more motivated about and interested in 

learning. Rather than controlling them, negotiating with children may better foster 

children’s music learning. Parents who can identify accurately their children’s 

capabilities can project more realistic goals, adopt more effective means of parental 

support (Margiotta, 2011), and avoid false expectations, as can be the case when 

parents project their unfulfilled dreams on their children (Borthwick & Davidson, 

2002; Margiotta, 2011).  
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Children’s music preferences can be a predictor of their parent-child 

relationship. Music is often a tool used to satisfy one’s emotional, social, 

behavioural, or developmental needs. Schwartz and Fouts (2003) examined how 

developmental issues and personality related to adolescents’ music preferences by 

classifying respondents into two groups according to their music preferences. They 

found the adolescents preferred heavy music resisted change when their parents or 

teacher ask them, were more aggressive, and were often nonconformists (Schwartz 

& Fouts, 2003). Schwartz and Fouts (2003) argued that a preference for heavy 

music was associated with discord in, and a distant relationship with the family, but 

adolescents with broad music preferences seldom had family problems.  

Hargreaves and North (1997) proposed that exposing children to a particular 

music style during early childhood could breed familiarity and facilitate the 

association of music and parent. Serbun and DeBono (2010), investigating how the 

parent-child bond meditated children’s musical tastes, asked children to evaluate 

their parents’ favourite musical selections. The result supported Serbun and 

DeBono’s hypothesis that respondents perceiving their parents as warm and 

nurturing were more likely to evaluate their parents’ musical favourites positively. 

Serbun and DeBono (2010) further contended that parental care, together with 

exposure to various music styles, could influence children’s musical tastes. 

Parents’ motivation, parental support, and students’ instrumental 

learning. Parents with an intrinsic orientation, who appreciate the aesthetic ways 

of music and engaging students’ music learning for enriching their inner life, are 

more likely to enhance students’ intrinsic motivation for instrumental learning. 

When parents offer more support for fulfilling students’ intrinsic needs (e.g., 

encouragement), students are more motivated, form an intrinsic learning motivation 

(Gottfried, Fleming, & Gottfried, 1994; Liu et al., 2015), further engaging students 

in instrumental learning and musical development (Dai & Schader, 2001). Parents 

with only an extrinsic motivation for students’ instrumental learning (e.g., 

expectations of external rewards or benefits), contribute to students’ poor 

instrumental development, since they may neglect students’ intrinsic needs (Liu et 

al., 2015) by using only external rewards or coercion to urge on students’ learning 

(Dai & Schader, 2001). Also, parents with an extrinsic orientation may negatively 
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impact students’ instrumental learning, resulting in increased external pressure and 

anxiety, leading to a loss of motivation (Dai & Schader, 2001; Kemp, 1996). Parents 

with both intrinsic and extrinsic motivation may be a better influence on student’s 

instrumental learning (Liu et al., 2015); the impact of external rewards will be 

enhanced if parents also value students’ internal needs. Also, parents’ enthusiasm 

for music learning can greatly influence students’ musical participation (Denny, 

2007). This is further supported by Kong’s (2017) study, which found Hong Kong 

parents tend to offer behavioural support without intensive social interaction with 

the students, and without directly stimulate their cognitive stimulation; for example, 

they more often urge students to practice and arrange for instrumental classes, 

which may lead to students’ sustained instrumental learning, but negatively impact 

their motivation and engagement.  

Influence of siblings on music learning. Sharing a home environment, 

siblings exert significant influence on their brothers’ and sisters’ development 

(Borthwick & Davidson, 2002). Howe’s and Sloboda’s (1991b) research found 

older siblings had a positive influence on their siblings’ music learning, while 

respondents in Davidson’s, Howe’s and Sloboda’s (1997) research reported their 

siblings inspired them musically, and suggested older siblings had a neutral or 

positive impact on their music learning. The older siblings imitated their parents by 

offering support, thereby giving positive external motivation to the younger music 

learners at home. Moreover, the extent of their influence was positively associated 

with the level of parental involvement; respondents were less likely to see sibling’s 

influence as positive if there were less parental involvement (Davidson et al., 1997).  

Summary of the Chapter 

This chapter has reviewed the selected literature on parental influence on 

students’ participation in music activities and students’ music learning, including 

literature addressing (1) Bourdieu’s theory of cultural capital; (2) cultural capital, 

cultural participation, and musical preferences; and, (3) parental support and (4) its 

influence on students’ music learning. 

Firstly, Bourdieu’s theory of cultural capital (1973, 1986) was particularly 

influential on and further developed by an extensive body of research over the past 



53 

 

four decades. His concept of the intergenerational transmission of cultural capital 

provided a theoretical framework for this study to explore the influence of parental 

cultural capital on students’ participation in music activities, and in turn, the 

cultivation of students’ cultural capital.  

Secondly, in keeping with Bourdieu’s theory of cultural capital (1973, 1986), 

an individual’s possession of cultural capital was often regarded as a social marker, 

and displayed in his or her cultural participation. Bourdieu (1989) argued that early 

socialisation helped an individual to internalise class-specific dispositions and 

tastes. Furthermore, cultural capital may influence how an individual decodes 

artwork, while the decoding process may influence how that individual perceives 

the artwork. 

Thirdly, cultural capital is transmittable from parents to their offspring. 

Socialisation was believed to be a central way to facilitate the intergenerational 

transmission of cultural capital, and required significant parental support (Coleman, 

1988). The intergenerational transmission of familiar cultural knowledge, 

particularly cultural capital, is necessarily complemented by proactive parent-child 

interactions and parental involvement within the family. Moreover, familial factors 

(e.g., parental educational attainment and cultural background) affected the level of 

parental involvement in support of students’ learning (Lareau, 2011), and parents 

with different cultural backgrounds or from different social classes exhibit different 

parental strategies and support for cultivating students’ music development and, in 

turn, determining students’ music learning.  

Fourthly, an extensive body of research has examined how parental support 

contributes to children’s music learning. Socialisation is a key process in 

determining children’s music preferences and participation in music activities, and 

can be either conscious or unconscious in nature (ter Bogt et al., 2011). Also, 

parental involvement, particularly in the early stage of music learning (Creech, 

2010; Creech & Hallam, 2003, 2011) and a supportive home environment (Kemp, 

1996) have been shown to lead to greater levels of musical attainment.  

In addition, parent’s orientation towards students’ music learning is 

associated with the level of parental support exerted, which in turn influences 
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students’ motivation for and development of their instrumental learning. Parents 

with an intrinsic orientation, who appreciate the aesthetic ways of music and engage 

students’ music learning to enrich their inner life, are more likely to fulfil students’ 

intrinsic needs, and to devote more effort and attention to maintaining students’ 

involvement (Gottfried et al., 1994; Liu et al., 2015), thus further engaging students 

in instrumental learning and musical development (Dai & Schader, 2001). Parents 

who have only extrinsic motivation contribute to students’ poor instrumental 

development, since they may neglect students’ intrinsic needs (Liu et al., 2015) by 

using only external rewards or coercion to urge students’ learning (Dai & Schader, 

2001). Based on the literatures on parental influence on students’ music 

development, methodologies were formulated to explore students’ perceptions of 

parental influence on their music activities.   
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Chapter Three 

Methodology 

Aims of the Chapter 

Chapter Two addressed the conceptual framework of this study by 

reviewing the literature on parental cultural capital and parental support for students’ 

music development and musical consumption. This chapter outlines the 

methodologies adopted to explore students’ perceptions of parental influence on 

their participation in music activities, in Beijing and Hong Kong.  

The Research Study: Sequential Mixed Method Design 

This study is a mixed methods sequential research study that adopts the 

explanatory design (quan→QUAL), and consists of two distinct, but interdependent, 

phases: quantitative and qualitative strands (Creswell & Plano Clark, 2011). 

Quantitative research can maintain researchers’ objectivity, and keep them 

detached from respondents, while qualitative research, which is context-based, can 

help to explore phenomena by recognizing the uniqueness and context of each 

respondent (Ravid, 2011). The data collected from survey questionnaire and 

interview complement and supplement each other (Creswell & Plano Clark, 2011). 

In this study, the first phase of the main investigation involved quantitative data 

collection using survey questionnaires, while the second phase consisted of 

qualitative data collection through interviews. The quantitative data collected and 

analysed in the first phase provided supplementary information to formulate the 

interview questions for the second phase; the qualitative phase, in addition to 

providing in-depth qualitative data to examine the issue, supplied necessary 

information that enabled the researcher to interpret more fully the results obtained 

in quantitative phase. As both quantitative and qualitative data have strengths and 

weaknesses, neither is sufficient to answer the research questions in this study. To 

this end, both types of data were combined to develop a better understanding of the 

research problem and questions.  

Before beginning the main investigation, pilot studies were conducted in 

Beijing and Hong Kong to identify potential problems in the design of the 
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questionnaire and interview, and difficulties in implementing the main investigation. 

Pilot studies also serve an exploratory purpose by identifying key variables and 

emergent questions or issues, enabling the researcher to refocus and improve the 

quantitative phase of the main investigation by generalizing the findings of the pilot 

studies to a larger sample (Creswell & Plano Clark, 2011). Also, the hands-on 

experience gained from the pilot study can aid in conducting in the main 

investigation. 

Participants 

Comparative study requires the identification of similarities and differences 

between selected countries or regions. Beijing and Hong Kong, which have both 

similarities and differences, were selected for this comparative study. First, both are 

cosmopolitan cities whose economies rank them among the most developed cities 

in China (National Bureau of Statistics of China, 2017). In addition, the two cities 

share similar cultural features, particularly Confucianism, a traditional Chinese 

philosophy emphasising the importance of family and filial piety. Moreover, music 

activities, particularly instrument learning, are popular among students in both 

places, and regarded as one of their most popular enrichment activities (Ho, 2009a, 

2017; Hong Kong Young Women’s Christian Association, 2012; Montefiore, 2014).  

There are also noteworthy differences between the two cities. Following the 

collapse of the Qing dynasty, in 1912, mainland China endured decades of domestic 

turbulence – including the Chinese Civil War, the Sino-Japanese War, the Great 

Leap Forward, and the Cultural Revolution – from which Hong Kong, as a British 

colony, was not only largely insulated, but actually benefited. Upheaval on the 

mainland brought to Hong Kong numerous refugees whose assets and expertise 

spurred the rapid growth of its manufacturing industry, contributing to the island’s 

economic growth and eventual emergence as an international financial and 

industrial hub. Hong Kong’s unique historical and cultural background has given it 

cultural and social characteristics distinct from those in most regions in China. 

Since the 1978 advent of the Open-Door policy, however, a series of economic 

reforms have resulted in China’s rapid economic growth, which, together with the 

1997 return of Hong Kong to Chinese sovereignty, has led to increased cultural and 

economic interactions between the two. 
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Grade seven to nine secondary school students in Beijing and Hong Kong 

were invited to participate in this study. Since students are the sole active processors 

of the influence of the parental support, this study aims to study parental influence 

on students’ music activities from their perspective, rather than their parents’. 

Primary school students’ participation in music activities is strongly influenced by 

their parents; however, after entering junior secondary school, students are less 

dependent on their parents, and parental influence begins to decline to some extent. 

Therefore, these students may be more able to present their own thoughts on 

parental influence, and to articulate their perceptions in response to the 

questionnaire survey and interview survey. 

Pilot Studies  

Prior to the main investigation, two pilot studies were conducted to identify 

potential problems in the design of the survey questionnaire and interviews, and 

difficulties in the implementation of the main investigation. 

First pilot study. The first pilot study, employing convenience sampling, 

was conducted in early November 2014. After obtained approval from the school 

head of a secondary school in Hong Kong, a questionnaire was formulated and 

distributed to 56 students from grades seven to nine (17 students from grade seven, 

19 from grade eight, and 20 students from grade nine) in the school. Questionnaires 

were completed within nine to 11 minutes during school lessons or school music 

lessons, in a normal classroom setting. After completing the questionnaire, 

respondents were asked to comment on any problem(s) they had in understanding 

or answering the questionnaire. The completed questionnaires were collected in 

mid-November. Following analysis of the data returned, eight students who had 

completed the questionnaires were invited to participate into semi-structured 

interviews, in late November 2014.  

Second pilot study. After the first pilot study, the questionnaire was then 

modified on the basis of comments given by the respondents. Questions capturing 

data on the respondents’ parents’ occupation were deleted, and some questions were 

modified to enhance students’ ease of understanding. The revised questionnaire was 

distributed to secondary schools in Beijing and Hong Kong (again selected through 
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convenience sampling) from March 2015 to May 2015. Respondents could 

complete the questionnaire within nine to 11 minutes. After completing the 

questionnaire, respondents were asked to comment on any problem(s) they had in 

completing or understanding the questionnaire. Sixty and 58 completed 

questionnaires were collected from Beijing and Hong Kong, respectively, by the 

end of April 2015. Following data analysis, eight to 10 students from Beijing and 

Hong Kong were invited to take part in semi-structured interviews for the 

qualitative data collection portion of the second pilot study, from late April 2015 to 

May 2015. The two pilot studies served an exploratory purpose for the researcher, 

allowing him to formulate the quantitative and qualitative phases of the main 

investigation. 

Survey Questionnaire of the Main Investigation 

After implementing and analysing the result of two pilot studies, the self-

administered questionnaire was revised, and distributed to the schools to collect the 

quantitative data for the main investigation. This section will describe: (a) the 

sampling methodologies; (b) the questionnaire development; (c) the survey 

implementation; and, (d) the analysis of the survey questionnaire data. 

Sampling methodologies. Per Bourdieu’s theory of cultural capital (1973, 

1986; also see Connell, 2004; Kraaykamp & van Eijck, 2010; Lareau & Weininger, 

2003; Sullivan, 2002; van De Werfhorst & Hofstede, 2007), students’ possession 

of cultural capital is highly dependent on family background, particularly parental 

cultural capital. Students with higher cultural capital have better academic 

achievement and are more likely to excel in schools (Aschaffenburg & Maas, 1997; 

de Graaf et al., 2000; Dumais, 2002; Sullivan, 2001). If Bourdieu’s theory is 

applicable in the Chinese context, students possessing greater cultural capital 

should have a better chance of being admitted to a good school, compared with 

students with less cultural capital. Students with higher cultural capital and coming 

from middle-class families are overrepresented in higher-banded schools, whereas 

students with less cultural capital and from lower-class families are overrepresented 

in lower-banded schools.  
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The sampling procedures. To obtain a greater range of family backgrounds 

and levels of students’ and parents’ cultural capital possession, this study applied 

purposeful sampling, by recruiting academic secondary schools with different 

academic bandings. Eight Beijing secondary schools from different locations were 

involved: two schools in Haidian District; two from XiCheng District; two from 

Chaoyang District; one from Shijingshan District; and one from Fengtai District. 

Nine secondary schools in Hong Kong were involved: four schools from the New 

Territories; four from Kowloon; and one on Hong Kong Island.  

Instructed by the researcher, teachers in the schools selected two to three 

classes from each grade as target sampling classrooms. All students in the target 

sampling classrooms were invited to complete the questionnaire as instructed by 

their classroom teachers. Around 32-40 students in each class participated in the 

questionnaire survey. However, owing to school policy, not all schools allowed all 

three grades to participate in the study. 

Questionnaire development. The literature review of sociological studies 

on cultural capital, social capital, parental involvement, and their related concepts 

and theories informed the development and design of the questionnaire. To ensure 

content validity, the following measures were adopted:  

(1) The author’s principal supervisor and a professor of sociology were consulted, 

and commented on the design, clarity, and validity of the questionnaire. 

(2) A statistician was consulted regarding the design of the measurement scale used 

in the questionnaire. 

(3) The questionnaire was reviewed by a Hong Kong academic specialising in 

Chinese language, to ensure the correctness of the questions’ grammar and 

appropriateness of their wordings.  

(4) A music educator, who is a Beijing native, was invited to evaluate the simplified 

Chinese version of the questionnaire, to ensure the wordings were 

understandable for the respondents in Beijing.  

(5) The questionnaire was first administered in two pilot studies. The results 

obtained and comments given by the student respondents in the two pilot studies 



60 

 

were used as basis for modification of the questionnaire for the main 

investigation. The pilot studies also identified potential problems in the design 

of the questionnaire, and modifications were made where necessary. 

The design of the questionnaire was then revised, based on the comments given by 

the mentioned experts and students. 

The revised version of the questionnaire adopted in main investigation 

consists of 107 questions aimed at the following five aspects: (a) general 

information about students’ and parents’ education and cultural background; (b) 

general information concerning students’ and their parents’ music listening; (c) 

information about parental support for students’ music listening; (d) information 

about parental support for students’ instrumental learning; and, (e) students’ 

perception of how parental influence affects their music listening and their 

instrumental learning. Quantitative data were collected through survey 

questionnaire items that included closed-ended questions, multiple choice questions, 

four-point rating scales questions (from 0 = ”never” to 3 = ”always”), and five-point 

Likert-scale questions (from 1 = ”strongly disagree” to 5 = ”strongly agree”), all of 

which were designed by the researcher (see Appendices B-1 and B-2). The 

questions were distributed as follows:  

Section One, “general information about students’ and parents’ education 

and cultural background,” comprised of 22 questions. Eleven questions (Questions 

53–63) addressed demographic factors of students, including their: 

• gender (Question 53); 

• age (Question 54);  

• year of study (Question 55);  

• mother tongue and proficiency in other languages (Questions 56–62); and  

• type of housing (Question 63).  

Nine questions (Questions 64–72) addressed parental cultural capital, with respect 

to: 
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• parental educational attainment (Questions 64–65);  

• parents’ collection of objectified cultural goods (Questions 66–67); and  

• parental instrumental learning background (Questions 69–72).  

Nine questions (Questions 73–74 and 76–82) concerned students’ music 

instrumental learning, including: 

• whether the students were learning music instruments (Question 73); 

• the duration of their instrumental learning, and the number and types of 

instruments they were studying (Question 74); 

• the place of their music instrumental learning (Question 76); and  

• the purpose of their learning instruments (Questions 77–82). 

Section Two, “information concerning students’ and their parents’ music 

listening,” explored the frequency of students’ and parents’ listening to the 

following 14 musical styles: (1) Popular music from mainland China; (2) Popular 

music from Taiwan; (3) Popular music from Korea; (4) Popular music from Japan; 

(5) Popular music from Hong Kong; (6) Popular music from Western cultures; (7) 

Jazz music; (8) Broadway musicals; (9) Other types of popular music; (10) Western 

classical or opera music; (11) Chinese folk songs; (12) Chinese traditional 

instrumental music; (13) Chinese opera; and, (14) others. The 19 questions 

addressed: 

• the frequency of students’ listening to the mentioned 14 music styles in the 

past one year (Questions 1–14); 

• the frequency of students’ music listening on different media platforms 

(Questions 15–18); and  

• students’ perception of parents’ most frequent types of music listening 

(Questions 36). 

Section Three, “information about parental support for students’ music 

listening” concerned the different parental support strategies for students’ music 
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listening. One question explored the types of music parents encouraged students to 

listen to (Question 35). In addition, 17 questions addressed nine types of parental 

(fathers’ and/or mothers’) support for students’ music listening, divided into three 

categories, as follows:  

(a) Behaviour parental support 

• “Father/mother encourages me to listen to music” (Questions 19, 27) 

• “Father/mother listens to music at home” (Questions 20, 28) 

• “Father/mother attends music concerts with me” (Questions 21, 29) 

• “Father/mother recommends music or concerts to me” (Questions 

22, 30) 

• “Father/mother appreciates music with me at home” (Questions 24, 

32) 

• “Father/mother encourages me to listen to music via different 

channels” (Questions 25, 33) 

(b) Cognitive/intellectual parental support  

• “Father/mother has good musical knowledge, and shares and 

discusses music with me” (Questions 23, 31) 

• “Father/mother sings or plays music with me at home” (Questions 

26, 34) 

(c) Parental financial support 

• Monthly expense on students’ music activities (excluding 

instrumental tuition fees) (Question 68) 

Section Four, “information about parental support for students’ instrumental 

learning” consisted of 12 questions, and explored the different types of parental 

support given for students’ instrumental learning. The 12 types of support were 

divided into four categories, as follows:  
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(a) Behaviour parental support;  

• “Parents encourage me to learn a musical instrument” (Question 97)  

• “Parents urge me to practice my instrument” (Question 98) 

(b) Cognitive/intellectual parental support;  

• “Parents arrange for my instrumental class” (Question 99) 

• “Parents assist or accompany me during my instrument practice” 

(Question 100) 

• “Parents keep track of my learning progress” (Question 101) 

• “Parents comment on my music playing” (Question 102) 

• “Parents communicate with my music tutor about my progress” 

(Question 107) 

(c) Personal parental support;  

• “Parents give physical compliments when my learning progress is 

good” (Question 103) 

• “Parents give oral compliments when my learning progress is good” 

(Question 104) 

• “Parents set learning goals with me” (Question 105) 

• “Parents ask me about my learning difficulties” (Question 106) 

(d) Parental financial support.  

• Monthly expense of instrumental tuition fee (Question 75) 

Two questions explored the extent of father’s and mother’s support for students’ 

instrumental learning (Questions 95–96). 

Section Five, “students’ perceptions of how parental influence affects their 

music listening and their instrumental learning” comprised 10 questions (Questions 
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85–94) asking how students perceived the extent of following different types of 

parental support influenced their music listening and instrumental learning: 

(a) Material rewards;  

(b) Verbal encouragement;  

(c) Musical knowledge;  

(d) Musical enthusiasm;  

(e) Urging student to practice;  

(f) Accompanying student to practice;  

(g) Helping set instrumental learning goals;  

(h) Feedback on student’s music performance;  

(i) Maintaining a musical home environment; and, 

(j) Sharing music with student. 

 

Implementation of survey questionnaire. The researcher first applied for 

ethical approval from the Committee on the Use of Human & Animal Subjects in 

Teaching and Research (HASC) of Hong Kong Baptist University in April 2015. 

After obtaining ethical approval in April 2015, the survey questionnaire for the 

main investigation was administered in Beijing and Hong Kong.  

Before administration of the questionnaire, the researcher contacted the 

principals or school teachers of the sampling schools in Beijing and Hong Kong, 

and sought their approval. In Beijing, with the assistance of a professor from the 

Central Conservatory of Music in Beijing, several music teachers in schools of 

different academic bandings were contacted (by online messenger) to elicit their 

involvement in the survey. In Hong Kong, the researcher approached school 

teachers and principals and invited their schools to participate in the survey. An 

invitation and sample questionnaire were first sent to the school teachers for their 

review. Upon the invitation being accepted by the teachers or principals, the 
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researcher contacted them and discussed the details of implementation. The 

required number of questionnaires, cover letters, consent forms (Appendices A-6 

and A-7), and administrative guides (Appendices A-3, A-4 and A-5) were delivered 

to the schools in Beijing and Hong Kong by express postal service. Questionnaires 

were distributed to 17 schools (eight in Beijing and nine in Hong Kong) between 

late May 2015 and late June 2015.  

The students in the target sampling classrooms were invited to complete the 

questionnaire survey, per their teachers’ instructions, during school lessons or 

school music lessons, within a normal classroom setting.  An informed consent 

statement was attached to the first page of the questionnaire; all students were 

informed, by both the consent statement and the teacher conducting the survey 

questionnaire, that their participation in the survey questionnaire was voluntary, and 

that they could withdraw from the study without penalty or loss of benefits. To 

ensure the students involved remained anonymous, students were requested not to 

put their names on the questionnaire. Students who agreed to participate in the 

survey questionnaire then signed the consent form. The questionnaire, according to 

the teachers who conducting the questionnaire in the classroom, could be completed 

in 10 to 12 minutes. The completed survey questionnaires were collected from 

Hong Kong and Beijing and returned to the researcher from mid-June 2015 to 

September 2015.   

Analyses of questionnaire data. The quantitative data obtained from the 

questionnaire survey were processed using the IBM Statistical Package for the 

Social Sciences (SPSS) (version 22) software programme. Data from each question 

were analysed, and figures and table generated accordingly. Responses to the 107 

questions were categorizes into four areas of variables stated, as follows: 

 Main demographic variables: 

• Gender; 

• Age; 

• Year of study; 
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• Mother tongue and familiarity of different language.  

Main variables of parental cultural capital: 

• Parental education background; 

• Parental instrumental learning background; 

• Parental music listening; 

• Parental collection of objectified cultural goods; 

 Main variables of parental support:  

• Behaviour parental support; 

• Cognitive/intellectual parental support; 

• Personal parental support 

• Parental financial support 

Main variables of students’ cultural capital: 

• Students’ music listening; 

• Students’ instrumental learning; 

The details of the quantitative data findings will be discussed in Chapter Four. 

Qualitative Survey of the Main Investigation 

Semi-structured interview. The qualitative survey employed individual 

semi-structured, in-depth interview to provide a more extensive understanding of 

the research questions (Ravid, 2011). The quantitative survey findings provided a 

starting ground for formulating in-depth, semi-structured interviews for collecting 

qualitative data.  

Students who had completed the questionnaire survey were selected by their 

school teachers and invited to participate the interview survey. The explanatory 

design does not intend to compare and combine quantitative and qualitative data to 
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examine the questions, as in the convergent design; therefore, sample selection and 

themes developed from the data were more important than sample size.  

The semi-structured interview surveys allowed the researcher to have 

interactive conversations with respondents and capture their perception of parental 

influence on their participation in music activities. The semi-structured interviews 

allowed respondents to express their perceptions freely, and the 

researcher/interviewer to ask probing follow-up questions where clarification was 

needed, and developed new questions for subsequent interviews, based on the 

conversation.  

Interview guide. The interview guide was developed based on the research 

questions of this study, its literature review, and the analysis of quantitative data, 

and was used to capture students’ perceptions of parental influence on their music 

activities.  

Content validity of the interview guide was reviewed by a professor at the 

Hong Kong Baptist University with expertise in research. The final version of the 

interview guide consists of two areas: (1) parental support and students’ music 

listening; and, (2) parental support and students’ instrumental learning (exclusively 

for students learning musical instruments). Five main questions sought students’ 

perceptions of parental support for their music listening, to capture: (1) students’ 

and parents’ musical preferences; (2) how parental support and musical preferences 

affect students’ music listening; and, (3) students’ perception of parental influence 

on their music listening activities. Three addition main questions were asked if the 

students were instrumental learners, to obtain: (1) students’ purpose for 

instrumental learning; (2) students’ perception of parental support for their 

instrumental learning; and, (3) how instrumental learning affected students’ music 

listening (see Appendices D-1 and D-2).   

Interview sample and procedures. Before the main investigation 

interviews, two students from Grades seven to 10 from each region were invited to 

participate in a pilot study, to identify potential problems in understanding and 

answering the interview questions, and allow the researcher to fine-tune the 

interview questions. 
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Convenience sampling was employed in the qualitative survey. Students 

respondents who had completed the questionnaire survey in each school were 

selected by their school teachers and invited to participate the interview survey. The 

interviews invited 28 students from each of Beijing and Hong Kong, for a total of 

56 interviewees from 16 sample schools. The interviews were conducted from April 

to May 2016. The transcription of interview data was completed by late June 2016. 

Because the interview survey was conducted in the academic year (2015-2016) after 

the questionnaire survey (2014-2015), the students who had completed the 

questionnaires had been promoted to a higher grade of study – e.g., grade seven to 

grade eight – by the time of the interview. Therefore, although the questionnaires 

involved students from Grades seven to nine, the interviews included students from 

Grades eight to 10.  

The interviews were conducted by the author (together with a research 

assistant who was a native Mandarin speaker) in Mandarin in Beijing, and by the 

author alone in Cantonese in Hong Kong. Mandarin and Cantonese are the most 

commonly used dialects in Beijing and Hong Kong, respectively. Prior to 

implementing the interview, the researcher discussed the interview schedule with 

the participants’ school teachers, and finalised arrangements for conducting the 

interviews after school or during school time. Interview surveys were mostly 

conducted in students’ schools. 

Prior to the interview, participants were invited to complete a questionnaire, 

collecting data on their demographic and instrument training backgrounds. The 

interviewer explained the purpose of the research to the respondents, and asked each 

one to sign a consent form. All the interviews were recorded, with the permission 

of the respondents. Anonymity was strictly enforced.  

Interview analysis. The survey interview explored and provided in-depth 

understanding of students’ perception of their parents’ influence on their music 

listening and instrumental learning. Interview data were transcribed verbatim, 

followed by open coding to code the transcripts and establish systematic indices 

(Berg, 2007). The interview data were coded analytically, and the concept emerged 

from the data categorized according to their properties and dimensions. 
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Chapter Four 

Findings 

Aims of the Chapter 

This chapter presents the quantitative and qualitative findings from the data 

collected from survey questionnaires and interviews in the main investigation. The 

3,288 completed 107-item questionnaires (1,674 from Beijing and 1,614 from Hong 

Kong), complemented with survey interviews of 56 respondents (28 students from 

each region), provide nuanced insights on the interplay between parental cultural 

capital and parental support, and on how parental support might influence students’ 

participation in music listening and instrumental learning, in Beijing and Hong 

Kong contexts.  

Findings from Questionnaires 

The quantitative findings of this study are presented in the following four 

sections. The first section provides the demographic information on the student 

respondents and cultural background (education attainment and past instrumental 

learning) of the respondents’ parents. The second section reports students’ 

perceptions of the extent and importance of parental support, and the influence of 

parental cultural capital on their support for students’ music listening. The third 

section focuses on how students perceived the frequency and importance of parental 

support for their instrumental learning, and the extent to which parental cultural 

capital influenced parents’ support for students’ instrumental learning. The last 

section recounts students’ preferred musical styles of listening, and how parental 

support and cultural capital influenced the style of students’ musical listening.  

Background of the Respondents 

This section presents descriptive statistics for the student respondents’ 

demographic characteristics (grade of study, gender, and age), and the cultural 

background (educational attainment and musical background) of their parents.  

Sample. Of the 3,288 returned questionnaires, 1,674 were collected from 

eight secondary schools in Beijing: two schools in each of Haidian District, Xicheng 
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District, and Chaoyang District, one in each of Shijingshan District and Fengtai 

District. All eight sampled public schools were co-educational.  

The remaining 1,614 questionnaires were collected from nine Hong Kong 

secondary schools: four schools in the New Territories, four in Kowloon, and one 

on the Hong Kong Island. Seven of the nine schools sampled were co-educational; 

of the remaining two, one was a boys’ school and one a girls’ school. Demographic 

information for the student respondents in the two regions is presented in Table 4.1.   

Table 4.1. Demographic information of the student respondents  

  No. of respondents (%) 

Demographic information Beijing Hong Kong 

Grade of study   

 7 615 (38.29%) 569 (37.24%) 

 8 577 (35.93%) 367 (25.98%) 

 9 414 (25.78%) 555 (36.32%) 

Gender   

 M 757 (46.50%) 764 (49.01%) 

 F 871 (53.50%) 790 (50.67%) 

Age   

 11 5 (0.31%) 16 (1.03%) 

 12 150 (9.28%) 242 (15.61%) 

 13 652 (40.32%) 430 (27.74%) 

 14 606 (37.48%) 451 (29.10%) 

 15 181 (11.19%) 342 (22.06%) 

 16 15 (0.93%) 53 (3.42%) 

 17 or above 8 (0.49%) 16 (1.03%) 

 

Parent’s cultural background. This study included two parental cultural 

capital variables shown to be predictors of students’ participation in music activities: 

parents’ educational attainment, and parents’ musical background. Parental 

educational attainment (i.e., the highest education level completed) was categorised 

into three-ordinal variables: primary education or below; secondary education; and 

tertiary or postgraduate education. Musical background was categorised into two-

nominal variables: with or without instrumental learning background.  
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Parental educational attainment. Questions 64 and 65 captured parents’ 

educational attainment. Students were asked to identify their fathers’ and mothers’ 

educational attainment: (1) Primary education or below; (2) Secondary education; 

(3) Tertiary education; and (4) Postgraduate education (i.e., Master’s or Doctoral 

degree). Table 4.2 shows the distribution of fathers’ and mothers’ educational 

attainment in Beijing and Hong Kong, respectively. In Beijing, most parents 

obtained tertiary education or above (father: 70.1%; mother: 67.7%), while most 

Hong Kong parents obtained secondary education (father: 57.8%; mother: 62.8%). 

Since the number of students whose parents had obtained a postgraduate education 

was insignificant, those parents were added to the sample of parents who had 

obtained a tertiary education for statistical analysis, to ensure the reliability and 

significance of the sample. 

Table 4.2. Information of father’s and mother’s educational attainment 

 No. of respondents (%) 

Parents’ education attainment Beijing Hong Kong 

Father’s education attainment   

 Primary Education or below 46 (3.2%) 124 (11.2%) 

 Secondary Education 389 (26.8%) 642 (57.8%) 

 Tertiary Education or above 1018 (70.1%) 344 (31.0%) 

 Total 1453 1110 

    

Mother’s educational attainment   

 Primary Education or below 81 (4.8%) 134 (11.8%) 

 Secondary Education 386 (26.7%) 715 (62.8%) 

 Tertiary Education or above 980 (67.7%) 289 (25.4%) 

 Total 1447 1138 

 

Parents’ musical background. Questions 69-72 captured information on 

parents’ previous musical background. Students were asked to identify: (1) whether 

their parents had previous instrumental training; (2) the instruments their parents 

played; and, (3) the source of their parents’ instrumental playing skills. Tables 4.3 

and 4.4 show the musical background of the respondents’ fathers and mothers, 

respectively. In Beijing, 16.0% and 7.7% of respondents’ fathers and mothers had 
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instrumental training, respectively, while, in Hong Kong, 10.8% and 9.5% of the 

respondents’ fathers and mothers had previous instrumental learning, respectively.  

Based on students’ perceptions, in Beijing, the largest group of fathers with 

a musical background (46.5%) were self-taught instrumentalists, while the largest 

group of mothers (33.9%) had learned from private instructors. In Hong Kong, the 

students perceived that the main source of both their fathers’ (34.1%) and mothers’ 

(42.2%) instrumental learning was from private instruction. Regarding the types of 

instruments parents had learnt, in Beijing, fathers had most commonly learnt guitar 

(n = 110), and mothers the piano (n = 55), while Hong Kong fathers most commonly 

played either guitar (n = 48) or piano (n = 21), while mothers played piano (n = 70). 

Table 4.3. Information of father’s musical background  

 No. of respondents (%) 

Father’s musical background Beijing Hong Kong 

Instrumental learning background   

 No instrumental learning 1310 (84.0%) 1301 (89.2%) 

 Had instrumental learning 249 (16.0%) 157 (10.8%) 

 Total 1559 1458 

Source of instrumental learning   

 Private instructor 46 (19.1%) 59 (34.1%) 

 Elder family members  33 (13.7%) 24 (13.9%) 

 Self-learning 112 (46.5%) 43 (24.9%) 

 Peers 12 (5.0%) 1 (0.6%) 

 Not known 36 (14.9%) 46 (26.6%) 

 

Table 4.4. Information of mother’s musical background  

 No. of respondents (%) 

Mother’s musical background Beijing Hong Kong 

Instrumental learning background   

 No instrumental learning 1429 (92.3%) 1317 (90.5%) 

 Had instrumental learning 120 (7.7%) 139 (9.5%) 

 Total 1549 1456 

Source of instrumental learning   

 Private instructor 39 (33.9%) 57 (42.2%) 

 Elder family members  24 (20.9%) 13 (9.6%) 
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 Self-learning 29 (25.2%) 16 (11.9%) 

 Peers 8 (7.0%) 9 (6.7%) 

 Not known 15 (13.0%) 40 (29.6%) 

 

Students’ Perceived Degree and Importance of Parental Support for 

Students’ Music Listening 

This section concerns: (1) students’ perceptions of the degree of and 

importance of parental support for students’ music listening; and, (2) correlations 

between the degree of and importance of parental support for students’ music 

listening. 

Perceived degree of parental support for students’ music listening. 

Completed questionnaires provided descriptive statistics on parental support for 

students’ music listening in Beijing and Hong Kong. Students were asked to use a 

four-point rating scale (from 0 = never to 3 = always) to rate statements regarding 

their fathers’ (Questions 19-26) and mothers’ (Questions 27-34) support for their 

music listening, respectively.  

Fathers’ support for students’ music listening. In Beijing, most students 

(71.4%) indicated that their fathers had always or often encouraged them to listen 

to music. More than half of respondents (58.8%) reported their fathers had always 

or often listened to music at home, whereas most students reported their fathers 

seldom or never (i) attended music concerts with students (73.6%), (ii) 

recommended music or concerts to students (64.7%), (iii) shared or discussed music 

with students (70.1%), (iv) appreciated music with students at home (54.6%), (v) 

encouraged students to listen to music via different channels (51.4%), or (vi) sang 

or played music ensembles with students at home (72.5%) (See Table 4.5). 

Table 4.5. Extent of fathers’ support for students’ music listening (Beijing) 

 No. of respondent (%)  

Fathers’ support Always Often Seldom Never 
Mean* 
(SD) 

Encouraged music listening 707 
(43.0%) 

467 
(28.4%) 

241 
(14.7%) 

230 
(14.0%) 

2.00 
(1.07) 



74 

 

Parents listened to music at home 539 
(32.8%) 

427 
(26.0%) 

402 
(24.5%) 

273 
(16.6%) 

1.75 
(1.09) 

Attended concerts with students 200 
(12.2%) 

232 
(14.2%) 

466 
(28.4%) 

741 
(45.2%) 

0.93 
(1.04) 

Recommended music or concerts to students 283 
(17.3%) 

294 
(18.0%) 

424 
(25.9%) 

634 
(38.8%) 

1.14 
(1.11) 

Shared and discussed music with students 175 
(10.7%) 

315 
(19.3%) 

490 
(30.0%) 

656 
(40.1%) 

1.01 
(1.01) 

Appreciated music with student at home 385 
(23.5%) 

357 
(21.8%) 

430 
(26.3%) 

463 
(28.3%) 

1.41 
(1.13) 

Encouraged students to listen to music via 
different channels (e.g., internet, 
smartphone, CDs, etc.) 

454 
(27.8%) 

340 
(20.8%) 

349 
(21.3%) 

492 
(30.1%) 

1.46 
(1.19) 

Sang or played ensemble with students at 
home 

212 
(13.0%) 

239 
(14.6%) 

397 
(24.3%) 

788 
(48.2%) 

0.92 
(1.07) 

    Average 1.33 
(0.87) 

*from 0 = never to 3 = always 

In Hong Kong, most students indicated that their fathers listened to music 

at home (65.6%) and encouraged them to listen to music (59.6%), but never (Table 

4.6):  

(i) attended music concerts with students (68.8%),  

(ii) recommended music or concerts to students (62.6%), 

(iii) shared or discussed music with students (63.9%),  

(iv) appreciated music with students at home (51.5%),   

(v) encouraged students to listen to music via different channels 

(50.9%); 

(vi) sang or played music ensembles with students at home (70.9%). 

 

Table 4.6. Extent of fathers’ support for students’ music listening (Hong Kong) 

 No. of respondent (%)  

Fathers’ support Always Often Seldom Never Mean* 
(SD) 

Encouraged music listening 221 
(14.1%) 

345 
(22.0%) 

370 
(23.6%) 

635 
(40.4%) 

1.10 
(1.09) 
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Parents listened to music at home 296 
(18.9%) 

360 
(23.0%) 

373 
(23.8%) 

539 
(34.4%) 

1.26 
(1.12) 

Attended concerts with students 66 
(4.2%) 

98 
(6.3%) 

325 
(20.7%) 

1079 
(68.8%) 

0.46 
(0.79) 

Recommended music or concerts to students 77 
(4.9%) 

179 
(11.4%) 

330 
(21.0%) 

982 
(62.6%) 

0.59 
(0.88) 

Shared and discussed music with students 70 
(4.5%) 

138 
(8.8%) 

358 
(22.9%) 

1000 
(63.9%) 

0.54 
(0.83) 

Appreciated music with student at home 141 
(9.0%) 

226 
(14.4%) 

393 
(23.4%) 

806 
(51.5%) 

0.81 
(0.99) 

Encouraged students to listen to music via 
different channels (e.g., internet, 
smartphone, CDs, etc.) 

163 
(10.4%) 

255 
(16.2%) 

353 
(22.5%) 

799 
(50.9%) 

0.86 
(1.03) 

Sang or played ensemble with students at 
home 

75 
(4.8%) 

108 
(6.9%) 

272 
(17.4%) 

1107 
(70.9%) 

0.46 
(0.82) 

    Average 0.76 
(0.75) 

*from 0 = never to 3 = always 

Based on the mean scores of how often parents supported students’ music 

listening activities (Tables 4.5 and 4.6), both Beijing and Hong Kong students 

perceived that fathers more often encouraged students’ music listening (mean = 

2.00 in Beijing; mean = 1.10 in Hong Kong), listened to music at home (mean = 

1.75 in Beijing; mean = 1.26 in Hong Kong), and encouraged students to listen to 

music via different channels (e.g., Internet, smartphone, CDs, etc.) (mean = 1.46 in 

Beijing; mean = 0.86 in Hong Kong). Conversely, students saw that fathers were 

not inclined to attend music concerts with the students (mean = 0.93 in Beijing; 

mean = 0.46 in Hong Kong). Overall, students in Beijing rated their parents’ support 

for their music listening activities higher than did their counterparts in Hong Kong, 

for all eight statements. The average mean score for paternal support for students’ 

music listening was 1.33 (SD = 0.87) in Beijing and 0.76 (SD = 0.75) in Hong Kong. 

Mothers’ support for students’ music listening. In Beijing, most students 

indicated their mothers always or often listened to music at home (64.6%) and 

encouraged the students to listen to music (72.3%), whereas more than half reported 

their mother seldom or never (Table 4.7):  

(i) attended music concerts with students (66.4%),  
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(ii) recommended music or concerts to students (61.8%), 

(iii) shared and discussed music with students (68.4%), 

(iv) sang or played ensemble with students at home (69.1%). 

 

Table 4.7. Extent of mothers’ support for students’ music listening (Beijing) 

 No. of respondent (%)  

Mother’s support Always Often Seldom Never Mean* 
(SD) 

Encourage music listening 787 
(47.9%) 

400 
(24.4%) 

226 
(13.8%) 

229 
(13.9%) 

2.06 
(1.08) 

Parents listen to music at home 636 
(38.9%) 

419 
(25.7%) 

300 
(18.4%) 

278 
(17.0%) 

1.87 
(1.11) 

Attend concerts with the student 300 
(18.3%) 

249 
(15.2%) 

395 
(24.1%) 

693 
(42.3%) 

1.10 
(1.14) 

Recommend music or concerts to students 328 
(20.1%) 

295 
(18.1%) 

415 
(25.4%) 

595 
(36.4%) 

1.22 
(1.14) 

Share and discuss music with students 225 
(13.8%) 

290 
(17.8%) 

482 
(29.5%) 

635 
(38.9%) 

1.06 
(1.06) 

Appreciate music with student at home 501 
(30.7%) 

388 
(23.8%) 

348 
(21.3%) 

393 
(24.1%) 

1.61 
(1.16) 

Encourage student to listen to music via 
different channels (e.g., internet, 
smartphone, CDs, etc.) 

524 
(32.1%) 

336 
(20.6%) 

309 
(18.9%) 

465 
(28.5%) 

1.56 
(1.21) 

Sing or play ensemble with student at home 247 
(15.2%) 

256 
(15.7%) 

379 
(23.3%) 

745 
(45.8%) 

1.00 
(1.11) 

    Average  1.44 
(0.91) 

*from 0 = never to 3 = always 

 

In Hong Kong, most of the student respondents indicated that their mothers 

always or often listened to music at home (36.6%) and that their mothers always or 

often encouraged the students to listen to music (41.2%), whereas most students, 

stated their mothers never (Table 4.8):  

(i) attended music concerts with students (64.5%),  

(ii) recommended music or concerts to students (60.2%), 

(iii) shared and discussed music with students (62.6%), and 
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(iv) sang or played ensemble with students at home (67.4%). 

 

Table 4.8. Extent of mothers’ support for students’ music listening (Hong Kong) 

 No. of respondent (%)  

Mother’s support Always Often Seldom Never Mean* 
(SD) 

Encourage music listening 234 
(14.9%) 

341 
(21.7%) 

365 
(23.2%) 

631 
(40.2%) 

1.11 
(1.10) 

Parents listen to music at home 260 
(16.6%) 

387 
(24.6%) 

396 
(25.2%) 

527 
(33.6%) 

1.24 
(1.09) 

Attend concerts with the student 78 
(5.0%) 

138 
(8.8%) 

340 
(21.7%) 

1011 
(64.5%) 

0.54 
(0.85) 

Recommend music or concerts to students 83 
(5.3%) 

197 
(12.6%) 

344 
(22.0%) 

943 
(60.2%) 

0.63 
(0.90) 

Share and discuss music with students 73 
(4.7%) 

142 
(9.1%) 

370 
(23.6%) 

981 
(62.6%) 

0.56 
(0.84) 

Appreciate music with student at home 154 
(9.8%) 

256 
(16.3%) 

400 
(25.5%) 

756 
(48.3%) 

0.88 
(1.01) 

Encourage student to listen to music via 
different channels (e.g., internet, 
smartphone, CDs, etc.) 

202 
(12.9%) 

254 
(16.2%) 

346 
(22.1%) 

762 
(48.7%) 

0.96 
(1.08) 

Sing or play ensemble with student at home 71 
(4.6%) 

156 
(10.0%) 

281 
(18.0%) 

1052 
(67.4%) 

0.52 
(0.85) 

    Average 0.80 
(0.78) 

*from 0 = never to 3 = always 

Based on the mean scores (from 0 = never to 3 = always ) of how often 

mothers supported students’ music listening activities (Tables 4.7 and 4.8), students 

in both Beijing and Hong Kong perceived mothers usually encouraged students’ 

music listening (mean = 2.06 in Beijing; mean = 1.11 in Hong Kong), listened to 

music at home (mean = 1.87 in Beijing; mean = 1.24 in Hong Kong), encouraged 

students to listen to music via different channels (e.g., Internet, smartphone, CDs, 

etc.) (mean = 1.56 in Beijing; mean = 0.93 in Hong Kong), and appreciated music 

with student at home (mean = 1.61 in Beijing; mean = 0.88 in Hong Kong). 

Conversely, both Beijing and Hong Kong students reported mothers were 

not inclined to attend music concerts with them (mean = 1.10 in Beijing; mean = 

0.54 in Hong Kong), or to sing or play ensemble music with them at home (mean = 



78 

 

1.00 in Beijing; mean = 0.52 in Hong Kong). Students in Beijing rated their mothers 

higher on all eight statements regarding support for students’ music listening 

activities than did their counterparts in Hong Kong. The overall mean scores of 

maternal support for music listening were 1.44 (SD = 0.91) in Beijing and 0.80 (SD 

= 0.78) in Hong Kong. 

Overall parental support for students’ music listening. Based on the mean 

scores of fathers’ and mothers’ student-perceived support for students’ music 

listening (see Tables 4.5, 4.6, 4.7 and 4.8), the average mean scores for all types of 

parental support for students’ music listening were calculated, and are presented in 

Table 4.9.  

Both Beijing and Hong Kong students perceived that parents usually 

encouraged the students to listen to music (mean = 2.03 in Beijing, mean = 1.11 in 

Hong Kong), listened to music themselves at home (mean = 1.81 in Beijing, mean 

= 1.25 in Hong Kong), appreciated music with students at home (mean = 1.51 in 

Beijing, mean = 0.84 in Hong Kong), and encouraged students to listen to music on 

different channels (mean = 1.51 in Beijing, mean = 0.90 in Hong Kong). Parents 

were inclined to listen to music at home themselves, and were usually supportive 

of at-home music listening activities, in both Beijing and Hong Kong. Students in 

Beijing rated their parents’ higher on all eight statements regarding parental support 

for students’ music listening activities did than their counterpart in Hong Kong. 

Table 4.9. Overall parental support for students’ music listening.   

 Beijing  Hong Kong 

 Mean* SD  Mean* SD 

Encourage music listening 2.03 0.99  1.11 1.02 

Parents listen to music at home 1.81 0.96  1.25 0.96 

Attend concerts with the student 1.01 1.01  0.50 0.76 

Recommend music or concerts to students 1.18 1.01  0.60 0.80 

Share and discuss music with students 1.03 0.94  0.55 0.77 

Appreciate music with student at home 1.51 1.03  0.84 0.90 

Encourage student to listen to music via different 
channels (e.g., internet, smartphone, CDs, etc.) 1.51 1.11  0.90 0.97 
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Sing or play ensemble with student at home 0.96 0.99  0.50 0.76 

Average 1.39 0.83  0.78 0.72 

*from 0 = never to 3 = always 

Students’ perceived importance of parental support for music listening. 

Students were asked to use a five-point Likert scale (from 1 = strongly disagree to 

5 = strongly agree) to rate how they perceived the importance of different types of 

parental support for their music listening. In Beijing, more than half of the 

respondents perceived that parents’ encouragement of music listening (59.2%) and 

a musical home environment (61.9%) could motivate students’ music listening. The 

mean perceived importance scores for all types of parental support was over 3 

(neutral), implying students tended to agree they all could motivate their music 

listening participation (Table 4.10).  

Table 4.10. Students’ perceptions of the importance of parental support for music 

listening (Beijing) 

 No. of respondent (%)   

Parental support for music listening Strongly 
agree Agree Neutral Disagree Strongly 

disagree 
 Mean* 

(SD) 

Encouraging music listening 604 
(37.1%) 

360 
(22.1%) 

437 
(26.9%) 

102 
(6.3%) 

123 
(7.6%) 

 3.75 (1.23) 

Attending concerts with the student 431 
(26.5%) 

293 
(18.0%) 

516 
(31.8%) 

189 
(11.6%) 

196 
(12.1%) 

 3.35 (1.31) 

Encouraging the student to attend 
concert 

437 
(27.0%) 

329 
(20.3%) 

498 
(30.7%) 

172 
(10.6%) 

184 
(11.4%) 

 3.41 (1.30) 

Musical home environment 630 
(38.9%) 

372 
(23.0%) 

378 
(23.4%) 

106 
(6.6%) 

132 
(8.2%) 

 3.78 (1.25) 

Discussing music with the student 472 
(29.2%) 

369 
(22.8%) 

474 
(29.3%) 

152 
(9.4%) 

150 
(9.3%) 

 3.53 (1.26) 

Parental influence on the channel for 
music listening 

330 
(20.3%) 

238 
(14.7%) 

487 
(30.0%) 

313 
(19.3%) 

254 
(15.7%) 

 3.05 (1.33) 

Maintaining a good relationship with 
the student 

426 
(26.2%) 

322 
(19.8%) 

518 
(31.9%) 

174 
(10.7%) 

185 
(11.4%) 

 3.39 (1.29) 

*from 1 = strongly disagree to 5 = strongly agree 
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In Hong Kong, more students disagreed than agreed with statements 

regarding the importance of all types of parental support, except for a musical home 

environment (see Table 4.11). Contrary to their Beijing counterparts, the mean 

scores of Hong Kong students’ perceived importance of all of the listed parental 

support was under 3 (neutral), implying students tended to disagree the listed types 

of parental support could motivate their music listening participation (Table 4.11) 

Table 4.11. Students’ perceptions of the importance of parental support for music 

listening (Hong Kong) 

 No. of respondent (%)   

Parental support for music listening Strongly 
agree Agree Neutral Disagree Strongly 

disagree 
 Mean* 

(SD) 

Encouraging music listening 163 
(10.6%) 

268 
(17.4%) 

604 
(39.1%) 

226 
(14.6%) 

283 
(18.3%) 

 2.87 (1.21) 

Attending concerts with the student 97 
(6.3%) 

198 
(12.8%) 

534 
(34.6%) 

316 
(20.5%) 

398 
(25.8%) 

 2.53 (1.18) 

Encouraging the student to attend 
concert 

99 
(6.4%) 

246 
(16.0%) 

513 
(33.3%) 

302 
(19.6%) 

382 
(24.8%) 

 2.60 (1.20) 

Providing musical home environment 201 
(13.0%) 

340 
(22.0%) 

500 
(32.4%) 

202 
(13.1%) 

300 
(19.4%) 

 2.96 (1.28) 

Discussing music with the student 122 
(7.9%) 

266 
(17.2%) 

572 
(37.0%) 

251 
(16.2%) 

335 
(21.7%) 

 2.73 (1.20) 

Parental influence on the channel for 
music listening 

128 
(8.3%) 

203 
(13.1%) 

501 
(32.4%) 

328 
(21.2%) 

384 
(24.9%) 

 2.59 (1.23) 

Maintaining a good relationship with 
the student 

130 
(8.4%) 

260 
(16.9%) 

580 
(37.6%) 

240 
(15.6%) 

333 
(21.6%) 

 2.75 (1.21) 

*from 1 = strongly disagree to 5 = strongly agree 

Based on the obtained mean scores (Table 4.10), among the eight types of 

parental support for students’ music listening, both Beijing and Hong Kong students 

perceived that parents’ encouragement of music listening (mean = 3.75 in Beijing; 

mean = 2.87 in Hong Kong) and a musical home environment (mean = 3.78 in 

Beijing; mean = 2.96 in Hong Kong) were important for motivating students’ music 

listening. Hong Kong students also perceived that parents’ maintaining a good 

relationship with the students (mean = 2.75) was an important motivating factor 

(see Table 4.11).  
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Relationship between the students’ perceived degree of and the 

importance of parental support for students’ music listening. The perceived 

degree of parental support offered for students’ music listening and its perceived 

importance was examined using Pearson’s bivariate correlation analysis. The 

results (see Appendix E-1) show a positively significant correlations existed 

between the extent of parental support exerted and students’ perception of the 

importance of parental support for students’ music listening support, at 0.01 

significant level, in both Beijing and Hong Kong.  

The following statically significant moderate to strong correlations were 

found in Beijing (p < .01): 

(i) The degree of parents’ encouragement of students’ music listening 

was positively correlated to the perceived importance of parental 

encouragement of students’ music listening (r = .533, p < .01). 

(ii) The degree of parents’ music listening at home on their own was 

positively correlated to the perceived importance of (a) parental 

encouragement of students’ music listening (r = .487, p < .01), and 

(b) music discussions between parents and students (r = .452, p 

< .01). 

(iii) The degree of parents’ attendance at music concerts with students 

was positively correlated to the perceived importance of (a) parent’s 

attendance at concerts with students (r = .501, p < .01), and (b) 

parents’ encouragement of students’ attendance at music concerts (r 

= .481, p < .01). 

(iv) The degree of parents’ recommendation of music or concerts to 

students was positively correlated to the perceived importance of (a) 

parents’ attendance at concerts with students (r = .510, p < .01); (b) 

parents’ encouragement of students’ attendance at music concerts (r 

= .487, p < .01). 

(v) The degree of parents’ sharing and music discussions with students 

was positively correlated to the perceived importance of (a) parents’ 
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attendance at concerts with students (r = .494, p < .01), and (b) 

parents’ encouragement of students’ attendance at music concerts (r 

= .479, p < .01). 

(vi) The degree of parents’ at-home appreciation of music with students 

was positively correlated to the perceived importance of (a) parental 

encouragement of students’ music listening (r = .501, p < .01), and 

(b) maintaining a good relationship between parents and students (r 

= .491, p < .01).  

(vii) The degree of parental encouragement of students’ music listening 

via different channels was positively correlated to the perceived 

importance of (a) parental encouragement of students’ music 

listening (r = .505, p < .01), and (b) parents’ attendance at concerts 

with students (r = .467, p < .01) 

(viii) The degree of parents’ singing or playing ensemble with students at 

home was positively correlated to the perceived importance of 

parent’s attendance at concerts with students (r = .435, p < .01) 

The following statically significant, moderate to strong correlations were 

found in Hong Kong (p < .01): 

(i) The degree of parental encouragement of students’ music listening 

was positively correlated to the perceived importance of (a) parental 

encouragement of students’ music listening (r = .619, p < .01), and 

(b) music discussions between parents and students (r = .541, p 

< .01). 

(ii) The degree of parents’ music listening at home on their own was 

positively correlated to the perceived importance of (a) parental 

encouragement of students’ music listening (r = .505, p < .01), (b) 

music discussions between parents and students (r = .475, p < .01), 

and (c) maintaining a good relationship between parents and 

students (r = .475, p < .01). 
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(iii) The degree of parents’ attendance at music concerts with students 

was positively correlated to the perceived importance of (a) parents’ 

attendance at concerts with students (r = .551, p < .01), and (b) 

parents’ encouragement of students’ attendance at music concerts (r 

= .521, p < .01). 

(iv) The degree of parents’ recommendation of music or concerts to 

students was positively correlated to the perceived importance of (a) 

parental encouragement of students’ music listening (r = .509, p 

< .01), and (b) parents’ attendance at concerts with students (r = .513, 

p < .01). 

(v) The degree of parents’ sharing and music discussions with students 

was positively correlated to the perceived importance of parental 

encouragement of students’ music listening (r = .501, p < .01). 

(vi) The degree of parents’ at-home appreciation of music with students 

was positively correlated to the perceived importance of (a) parental 

encouragement of students’ music listening (r = .563, p < .01), (b) 

music discussions between parents and students (r = .537, p < .01); 

and, (c) maintaining a good relationship between parents and 

students (r = .559, p < .01) 

(vii) The degree of parents’ encouragement of students’ music listening 

via different channels was positively correlated to the perceived 

importance of (a) parental encouragement of students’ music 

listening (r = .559, p < .01), and (b) parental influence on students’ 

channels for music listening (r = .557, p < .01) 

(viii) The degree of parents’ singing or playing ensemble with students at 

home was positively correlated to the perceived importance of 

maintaining a good relationship between parents and students (r 

= .473, p < .01) 

Influence of parental cultural capital on the support exerted on students’ 

music listening. This section concerns the influence of parental cultural capital on 



84 

 

their support for students’ music listening. In this study, two parental cultural 

capitals (educational attainment and instrumental learning background) were used 

as predictors of the extent of parental support given for students’ music listening; 

each type of parental cultural capital was hypothesised to be a useful predictor of 

each type of parental support for students’ music activities. Higher parental cultural 

capital was hypothesized to be associated with higher levels of parental support for 

students’ music listening activities. 

The relationship between parental cultural capital and parental support for 

students’ music activities was assessed using bivariate correlation, followed by 

regression analyses. To ensure the reliability of regression analysis, only parental 

cultural capital and support variables found to be statistically significantly 

correlated were examined using linear regression analyses.  

Influence of parental education attainment on the support exerted on 

students’ music listening. Bivariate correlation found positive and significant 

correlations between father’s and mother’s educational attainment and all eight 

kinds of parental support for students’ music listening, in both Beijing and Hong 

Kong (See Appendix E-2). Therefore, in the regression analysis, the extent of 

parental support was entered as the dependent variable, with parental education 

attainment as the independent variable. Results show that parental education 

attainment was found to be a significant predictor of the extent of parental support 

for students’ musical activities in both Beijing and Hong Kong, with p < .01 in both 

regions (Tables 4.12 and 4.13). Parents with higher education level would tend to 

provide more support for students’ music activities. 

The β coefficients reveal the strength of the impact of parental education 

attainment on parental support given (see Tables 4.12 and 4.13). In Beijing,  

parental education attainment had the greatest predictive strength for parents’ 

attendance on music concerts with students (Father: F(1,1440) = 47.22, R2 = .031, 

β = .178, p < .01; Mother: F(1,1429) = 40.35, R2 = .027, β = .166, p < .01); while 

in Hong Kong, parental education attainment had the greatest predictive strength 

for parents’ encouragement of students’ music listening (Father: F(1,1103) = 50.62, 

R2 = .043, β = .209, p < .01; Mother: F(1,1127) = 74.19, R2 = .061, β = .249, p < .01). 
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Table 4.12. Summary of regression analysis: Parental education as predictor of parental support for students’ music listening (Beijing) 

 Father’s Education (Predictor)  Mother’s Education (Predictor) 

Parental support (Dependent)  B β R2 F (df) Sig.  B β R2 F (df) Sig. 

Encourage music listening .220 .112 .012 18.17 

(1,1441) 
.000  .233 .048 .016 23.62 

(1,1432) 
.000 

Parents listen to music at home .163 .080 .006 9.35 

(1,1439) 
.002  .157 .083 .006 9.89 

(1,1423) 
.002 

Attend concerts with the student .349 .178 .031 47.22 

(1,1440) 
.000  .322 .166 .027 40.35 

(1,1429) 
.000 

Recommend music or concerts to 

students 
.265 .126 .015 23.18 

(1,1435) 
.000  .295 .152 .022 33.54 

(1,1426) 
.000 

Share and discuss music with 

students 
.226 .118 .013 20.46 

(1,1438) 
.000  .246 .137 .018 27.14 

(1,1424) 
.000 

Appreciate music with student at 

home 
.191 .090 .007 11.66 

(1,1435) 
.001  .172 .087 .007 10.79 

(1,1421) 
.001 

Encourage student to listen to music 

via different channels  
.283 .127 .015 23.55 

(1,1436) 
.000  .276 .135 .017 26.30 

(1,1427) 
.000 

Sing or play ensemble with student 

at home 
.197 .097 .009 13.69 

(1,1437) 
.000  .147 .078 .005 8.66 

(1,1420) 
.003 
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Table 4.13. Summary of regression analysis: Parental education as predictor of parental support for students’ music listening (Hong Kong) 

 Father’s Education (Predictor)  Mother’s Education (Predictor) 

Parental support (Dependent)  B β R2 F (df) Sig.  B β R2 F (df) Sig. 

Encourage music listening .370 .209 .043 50.62 

(1,1103) 
.000  .461 .249 .061 74.19 

(1,1127) 
.000 

Parents listen to music at home .271 .054 .021 25.11 

(1,1102) 
.000  .189 .103 .010 12.16 

(1,1127) 
.001 

Attend concerts with the student .273 .206 .042 48.62 

(1,1101) 
.000  .382 .260 .067 81.45 

(1,1125) 
.000 

Recommend music or concerts to 

students 
.295 .205 .041 48.14 

(1,1100) 
.000  .357 .231 .052 63.22 

(1,1125) 
.000 

Share and discuss music with 

students 
.277 .199 .039 45.14 

(1,1100) 
.000  .333 .230 .052 62.50 

(1,1123) 
.000 

Appreciate music with student at 

home 
.284 .172 .029 33.59 

(1,1102) 
.000  .329 .189 .035 41.42 

(1,1123) 
.000 

Encourage student to listen to music 

via different channels 
.303 .177 .031 35.83 

(1,1102) 
.000  .378 .207 .042 50.05 

(1,1123) 
.000 

Sing or play ensemble with student 

at home 
.211 .156 .024 27.42 

(1,1096) 
.000  .265 .177 .031 36.291 

(1,1119) 
.000 
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Influence of parental musical background on parental support for students’ 

music listening. Bivariate correlation revealed positively significant correlations 

between fathers’ and mothers’ musical learning background and all eight kinds of 

parental support for students’ music listening, in both Beijing and Hong Kong (See 

Appendix E-2). Therefore, the extent of parental support was entered as the dependent 

variable, with parents’ musical learning background as the independent variable, in the 

linear regression analysis. Results from the regression revealed that parents’ musical 

learning background was a significant predictor of the degree of parental support for 

students’ musical activities in both Beijing and Hong Kong (p < .01 in both regions) 

(Tables 4.14 and 4.15). Parents with previous instrumental learning background would 

tend to provide more support for students’ music activities. 

The β coefficients revealed the strength of the impact of parents’ musical 

learning background on parental support given (see Tables 4.14 and 4.15). Regarding 

the regression analyses obtained in Beijing (Table 4.14), fathers’ musical background 

had the greatest impact on predicting their encouragement of students’ music listening 

(F(1,1546) = 47.24, R2 = .029, β = .172, p < .01), while mothers’ musical background 

had the greatest impact on influencing their recommendation of music or concerts to 

students (F(1,1526) = 60.22, R2 = .037, β = .195, p < .01). In Hong Kong (Table 4.15), 

fathers’ musical background had the greatest influence on their music sharing and 

discussion with the students (F(1,1436) = 90.38, R2 = .059, β = .243, p < .01) and their 

at-home music appreciation with students (F(1,1436) = 88.44, R2 = .057, β = .241, p 

< .01); mothers’ musical background had the greatest impact on their music sharing and 

discussion with the students (F(1,1436) = 47.20, R2 = .031, β = .178, p < .01) and their 

recommendation of music and concerts to the students (F(1,1438) = 77.14, R2 = .050, 

β = .226, p < .01). 
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Table 4.14. Summary of regression analysis: Parental instrumental background as predictor of parental support for students’ music listening 

(Beijing) 

 Father’s musical background (Predictor)  Mother’s musical background (Predictor) 

Parental support (Dependent)  B β R2 F Sig.  B β R2 F Sig. 

Encourage music listening .500 .172 .029 47.24 

(1,1546) 
.000  .516 .128 .016 25.72 

(1,1533) 
.000 

Parents listen to music at home .400 .135 .018 28.53 

(1,1542) 
.000  .525 .128 .016 25.24 

(1,1527) 
.000 

Attend concerts with the student .431 .151 .022 36.00 

(1,1542) 
.000  .669 .157 .024 38.52 

(1,1530) 
.000 

Recommend music or concerts to 

students 
.484 .159 .025 39.83 

(1,1538) 
.000  .838 .195 .037 60.22 

(1,1526) 
.000 

Share and discuss music with 

students 
.578 .069 .043 69.72 

(1,1540) 
.000  .707 .179 .032 50.73 

(1,1525) 
.000 

Appreciate music with student at 

home 
.502 .162 .026 41.42 

(1,1537) 
.000  .641 .149 .022 34.52 

(1,1523) 
.000 

Encourage student to listen to music 

via different channels  
.463 .142 .019 31.52 

(1,1538) 
.000  .345 .076 .005 8.92 

(1,1527) 
.003 

Sing or play ensemble with student 

at home 
.473 .161 .025 41.00 

(1,1539) 
.000  .673 .163 .026 41.27 

(1,1521) 
.000 
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Table 4.15. Summary of regression analysis: Parental instrumental background as predictor of parental support for students’ music listening 

(Hong Kong) 

 Father’s musical background (Predictor)  Mother’s musical background (Predictor) 

Parental support (Dependent)  B β R2 F Sig.  B β R2 F Sig. 

Encourage music listening .643 .184 .034 50.24 

(1,1439) 
.000  .610 .164 .026 39.64 

(1,1439) 
.000 

Parents listen to music at home .692 .191 .036 54.33 

(1,1436) 
.000  .374 .101 .010 14.84 

(1,1439) 
.000 

Attend concerts with the student .444 .175 .030 45.52 

(1,1438) 
.000  .410 .142 .020 29.62 

(1,1436) 
.000 

Recommend music or concerts to 

students 
.633 .226 .050 77.14 

(1,1438) 
.000  .535 .177 .031 46.34 

(1,1436) 
.000 

Share and discuss music with 

students 
.650 .243 .059 90.38 

(1,1436) 
.000  .511 .178 .031 47.20 

(1,1436) 
.000 

Appreciate music with student at 

home 
.768 .241 .057 88.44 

(1,1436) 
.000  .508 .148 .021 32.06 

(1,1435) 
.000 

Encourage student to listen to music 

via different channels  
.724 .217 .046 70.98 

(1,1440) 
.000  .618 .168 .028 41.61 

(1,1433) 
.000 

Sing or play ensemble with student 

at home 
.577 .221 .048 73.47 

(1,1433) 
.000  .469 .164 .026 39.34 

(1,1430) 
.000 
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Multiple regression was computed to assess and compare the strength of the 

impact of predictors (i.e., parental education and instrumental background) on parental 

support for students’ music listening activities. Table 4.16 shows that father’s musical 

background (F (2,1401) = 41.374, R2 = .056, β = .178, p < .01) and mother’s musical 

background (F (2,1380) = 38.470, R2 = .053, β = .173, p < .01) were better predictors 

of paternal and maternal support for students’ music listening, respectively. Table 4.17 

shows that, in Hong Kong, father’s musical background (F (2,1037) = 68.296, R2 = .116, 

β = .235, p < .01) and mother’s education attainment (F (2,1064) = 54.868, R2 = .093, 

β = .237, p < .01) were better predictors of paternal and maternal support for students’ 

music listening, respectively. 

 

Table 4.16. Multiple regression analysis: Parental cultural capital as predictor of 

parental support for students’ music listening (Beijing) 

  Parental support (Dependent)  

Parental cultural capital (Predictor) B β R2 F SEest 

Father’s cultural capital   .056 41.374 .84286 

 Father Education .210 .129**    

 Father musical background .417 .178**    

       

Mother’s cultural capital   .053 38.470 .88836 

 Mother Education .203 .131**    

 Mother musical background .581 .173**    

**: Correlation is significant at the 0.01 level. 

*: Correlation is significant at the 0.05 level. 

 

Table 4.17. Multiple regression analysis: Parental cultural capital as predictor of 

parental support for students’ music listening (Hong Kong) 

  Parental support (Dependent)  

Parental cultural capital (Predictor) B β R2 F SEest 

Father’s cultural capital   .116 68.296  .71771 

 Father Education .268 .215**    

 Father musical background .532 .235**    
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Mother’s cultural capital   .093 54.868  .74250 

 Mother Education .310 .237**    

 Mother musical background .371 .148**    

**: Correlation is significant at the 0.01 level. 

*: Correlation is significant at the 0.05 level. 

Parental Influence on Students’ Musical Styles of Listening 

This section recounts (1) students’ preferred musical styles of listening, (2) how 

parental encouragement and cultural capital (i.e., educational attainment and musical 

background) influenced the musical styles to which students listened, and (3) the 

relationship between students’ language proficiencies and their preferred musical styles 

of listening. 

Students’ purpose of music listening. Students were asked to use a five-point 

Likert scale (from 1 = Strongly agree to 5 = Strongly disagree) to rate their purpose of 

music listening, as reported in Questions 47 to 51 (Tables 4.18 and 4.19). These five 

questions reflected the factors that motivated students to listen to music. The five 

purposes listed for rating were: (i) self-interest; (ii) parental influence; (iii) sibling 

influence; (iv) peer influence; and (v) school influence. 

In Beijing, most students agreed that they listened to music according to their 

self-interest (93.8%) and peer influence (62.6%). Only 18.2% and 33.6% of student 

respondents agreed that school influence and parental influence would motivate their 

music listening, respectively. Based on the mean scores, self-interest was deemed the 

most influential factor motivating their music listening (mean = 4.74), whereas school 

influence was the least influential factor (mean = 2.46) (Table 4.18). 

Table 4.18. Students’ purpose of music listening (Beijing) 

 No. of respondent (%)   

Purpose Strongly 
Agree Agree Neutral Disagree Strongly 

disagree  Mean (SD) 

Self-interest 1363 
(83.7%) 

164 
(10.1%) 

73 
(4.5%) 9 (0.6%) 20 

(1.2%)  4.74 (0.68) 

Parental influence 234 
(15.5%) 

274 
(18.1%) 

524 
(34.7%) 

239 
(15.8%) 

239 
(15.8%)  3.02 (1.26) 
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Siblings influence  303 
(19.9%) 

312 
(20.5%) 

415 
(27.3%) 

179 
(11.8%) 

311 
(20.5%)  3.08 (1.39) 

Peer influence 515 
(33.7%) 

441 
(28.9%) 

289 
(18.9%) 

111 
(7.3%) 

172 
(11.3%)  3.66 (1.31) 

School influence 121 
(8.1%) 

152 
(10.1%) 

458 
(30.6%) 

331 
(22.1%) 

436 
(29.1%)  2.46 (1.23) 

*from 1 = strongly disagree to 5 = strongly agree 

Like Beijing students, most Hong Kong students agreed that they listened to 

music according to their self-interest (91.1%) and peer influence (57.8%). Only 16.5% 

and 14.5% of student respondents agreed that parental influence and school influence 

were the reason for their music listening, respectively. Self-interest was the most 

influential factor motivating their music listening (mean = 4.56); while, school 

influence was the least influential purpose of students’ music listening (mean = 2.32).  

 

Table 4.19. Students’ purpose of music listening (Hong Kong) 

 No. of respondent (%)   

Purpose Strongly 
Agree Agree Neutral Disagree Strongly 

disagree 
 Mean (SD) 

Self-interest 1089 
(70.3%) 

322 
(20.8%) 

89 
(5.7%) 

12 
(0.8%) 

38 
(2.5%) 

 4.56 (0.84) 

Parental influence 84 
(5.5%) 

168 
(11.0%) 

525 
(34.1%) 

285 
(18.5%) 

476 
(30.9%) 

 2.42 (1.19) 

Siblings influence  256 
(16.6%) 

327 
(21.3%) 

387 
(25.2%) 

170 
(11.1%) 

398 
(25.9%) 

 2.92 (1.42) 

Peer influence 383 
(23.8%) 

524 
(34.0%) 

333 
(21.6%) 

102 
(6.6%) 

200 
(13.0%) 

 3.51 (1.29) 

School influence 67 
(4.4%) 

155 
(10.1%) 

491 
(32.1%) 

308 
(20.1%) 

509 
(33.3%) 

 2.32 (1.16) 

*from 1 = strongly disagree to 5 = strongly agree 

In both regions, self-interest was ranked as the most influential factor 

motivating students’ music listening (mean = 4.74 in Beijing; mean = 4.56 in Hong 

Kong). Parental influence was ranked as fourth by the students. Beijing students tended 

to rank parental influence as “neutral” (mean = 3.02), and Hong Kong students tended 

to disagree that parental influence affected their music listening (mean = 2.42). 
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Medium of students’ music listening. Students were asked to use four-point 

rating scales (from 0 = never to 3 = always) to rate their frequency of using different 

mediums for music listening, as reported in Questions 15 to 17 (Tables 4.20 and 4.21). 

The three listed mediums or venues for rating were (i) theatre or concert hall, (ii) CD 

or DVD, and (iii) Internet (YouTube or Tudou, etc), mobile phone, radio, television etc. 

Based on the mean scores, Internet, mobile phone, radio, or television were the most 

popular platforms for students’ music listening (mean = 2.51 in Beijing; mean = 2.70 

in Hong Kong); most Beijing (69.9%) and Hong Kong (80.6%) students reported that 

they always listened to music on Internet, mobile phone, or radio in the past one year. 

Table 4.20. Medium of students’ music listening (Beijing) 

 No. of respondents   

 
Always Often Seldom Never  

Mean* 

(SD) 

Theatre 137  

(8.6%) 

335 

(20.9%) 

615 

(38.4%) 

513 

(32.1%) 
 1.06 (0.93) 

CD 412 

(25.7%) 

415 

(25.9%) 

398 

(24.8%) 

379 

(23.6%) 
 1.54 (1.11) 

Internet or mobile phone 1142 

(69.9%) 

264 

(16.2%) 

152 

(9.3%) 

76 

(4.7%) 
 2.51 (0.85) 

*from 0 = never to 3 = always 

 

Table 4.21. Medium of students’ music listening (Hong Kong) 

 No. of respondents   

 
Always Often Seldom Never  

Mean* 

(SD) 

Theatre 46 

 (2.9%) 

201 

(12.8%) 

731 

(46.6%) 

592 

(37.7%) 
 .81 (0.77) 

CD 218 

(13.9%) 

418 

(26.6%) 

494 

(31.4%) 

444 

(28.2%) 
 1.26 (1.02) 

Internet or mobile phone 1272 

(80.6%) 

191 

(12.1%) 

65 

(4.1%) 

51 

(3.2%) 
 2.70 (0.70) 

*from 0 = never to 3 = always 
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Musical styles that student listened to. Student respondents were asked to use 

four-point rating scales (from 0 = never to 3 = always) to indicate their frequency of 

music listening to 13 listed musical styles in the past year: (1) Popular songs from 

mainland China; (2) Popular songs from Taiwan; (3) Popular songs from Korea; (4) 

Popular songs from Japan; (5) Popular songs from Hong Kong; (6) English Popular 

songs; (7) Jazz Music; (8) Music from Broadway Musicals; (9) Other pop songs; (10) 

Classical music; (11) Chinese Folk Songs; (12) Chinese Instrumental music; and (13) 

Chinese Opera. Tables 4.22 and 4.23 shows the frequency and mean scores of students’ 

music listening to the 13 musical styles in Beijing and Hong Kong, respectively. 

In Beijing, English popular songs (mean = 2.17) and popular songs from 

mainland China (mean = 2.25) received the highest mean scores, while Chinese music 

- Chinese folk songs (mean = 1.00), Chinese instrumental music (mean = 1.03), and 

Chinese Opera (mean = 0.81) – obtained the lowest mean scores. More than one-third 

of student respondents indicated that they had never listened to Chinese folk songs 

(35.5%), Chinese instrumental music (36.4%), and Chinese opera (45.5%), or popular 

from Japan (40.7%) in the past year (Table 4.22).  

Table 4.22. Frequency of students’ listening to selected musical styles (Beijing) 

 No. of respondents   

 
Always Often Seldom Never  

Mean* 

(SD) 

Pop from mainland China 856 

(52.4%) 

435 

(26.6%) 

240 

(14.7%) 

103 

(6.3%) 
 2.25 (.93) 

Pop from Taiwan 198 

(12.3%) 

301 

(18.7%) 

613 

(38.1%) 

499 

(31.0%) 
 1.12 (.99) 

Pop from Korea 349 

(21.6%) 

259 

(16.0%) 

494 

(30.6%) 

514 

(31.8%) 
 1.27 (1.13) 

Pop from Japan 241 

(15.0%) 

233 

(14.5%) 

481 

(29.9%) 

656 

(40.7%) 
 1.04 (1.07) 

Pop from Hong Kong 197 

(12.2%) 

343 

(21.3%) 

538 

(33.4%) 

535 

(33.2%) 
 1.13 (1.01) 

English Pop 825 

(50.6%) 

417 

(25.6%) 

224 

(13.7%) 

165 

(10.1%) 
 2.17 (1.01) 
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Jazz Music 274 

(17.1%) 

380 

(23.7%) 

493 

(30.7%) 

457 

(28.5%) 
 1.29 (1.06) 

Music from Broadway Musical 228 

(14.1%) 

367 

(22.8%) 

536 

(33.3%) 

481 

(29.8%) 
 1.21 (1.02) 

Other pop 480 

(29.7%) 

435 

(26.9%) 

379 

(23.5%) 

322 

(19.9%) 
 1.66 (1.10) 

Classical Music 264 

(16.4%) 

415 

(25.8%) 

520 

(32.4%) 

408 

(25.4%) 
 1.33 (1.03) 

Chinese Folk Songs 141 (8.8%) 293 

(18.2%) 

603 

(37.5%) 

571 

(35.5%) 
 1.00 (.94) 

Chinese Instrumental Music 172 

(10.7%) 

291 

(18.1%) 

560 

(34.8%) 

586 

(36.4%) 
 1.03 (.99) 

Chinese Opera 109 (6.8%) 208 

(13.0%) 

555 

(34.7%) 

728 

(45.5%) 
 .81 (.91) 

*from 0 = never to 3 = always 

 

In Hong Kong, English popular songs (mean = 1.84) and popular songs from 

Hong Kong (mean = 1.74) obtained the highest mean scores, while Chinese music, 

including Chinese Opera (mean = 0.38), Chinese folk songs (mean = 0.54) and Chinese 

instrumental music (mean = 0.54), yielded the lowest mean scores. Most respondents 

indicated they had never listened to Chinese instrumental music (60.9%), Chinese folk 

songs (62.6%), or Chinese opera (69.7%) in the past year (Table 4.23).  

 

Table 4.23. Frequency of students’ listening to selected musical styles (Hong Kong) 

 No. of respondents   

 
Always Often Seldom Never  

Mean* 

(SD) 

Pop from mainland China 286 

(18.1%) 

429 

(27.2%) 

459 

(29.1%) 

403 

(25.6%) 
 1.38 (1.05) 

Pop from Taiwan 322 

(20.4%) 

462 

(29.3%) 

434 

(27.5%) 

360 

(22.8%) 
 1.47 (1.06) 

Pop from Korea 420 

(26.6%) 

281 

(17.8%) 

371 

(23.5%) 

506 

(32.1%) 
 1.39 (1.19) 
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Pop from Japan 266 

(16.9%) 

264 

(16.8%) 

445 

(28.3%) 

597 

(38.0%) 
 1.13 (1.10) 

Pop from Hong Kong 413 

(26.2%) 

552 

(35.0%) 

399 

(25.3%) 

214 

(13.6%) 
 1.74 (0.99) 

English Pop 566 

(35.8%) 

457 

(28.9%) 

303 

(19.2%) 

255 

(16.1%) 
 1.84 (1.08) 

Jazz Music 105 (6.7%) 267 

(17.0%) 

532 

(33.9%) 

661 

(42.3%) 
 0.88 (0.92) 

Music from Broadway Musical 125 (8.0%) 329 

(20.9%) 

642 

(40.8%) 

476 

(30.3%) 
 1.07 (0.91) 

Other pop 263 

(16.7%) 

397 

(25.2%) 

470 

(29.8%) 

447 

(28.3%) 
 1.30 (1.05) 

Classical Music 162 

(10.3%) 

293 

(18.6%) 

557 

(35.4%) 

562 

(35.7%) 
 1.03 (0.98) 

Chinese Folk Songs 28 (1.8%) 122 

(7.8%) 

439 

(27.9%) 

985 

(62.6%) 
 0.49 (0.72) 

Chinese Instrumental Music 55 (3.5%) 119 

(7.6%) 

442 

(28.1%) 

959 

(60.9%) 
 0.54 (0.78) 

Chinese Opera 23 (1.5%) 74 

(4.7%) 

379 

(24.2%) 

1093 

(69.7%) 
 0.38 (0.65) 

*from 0 = never to 3 = always 
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Influence of parental cultural capital on the musical styles to which 

students listening. The relationship between parental cultural capital and the musical 

styles to which students listened in the past year was tested using bivariate correlation 

analysis, followed by regression analysis. The variable of parents’ cultural capital was 

categorized as (i) overall parents’ educational attainment, and (ii) overall parents’ 

musical background. For the regression analysis to be reliable undertaken, only the 

variables of parental cultural capital and the frequency of a particular musical style to 

which students listened that were found to have significant correlation (see Tables 4.24, 

4.25, 4.26 and 4.27) were further examined by regression analyses. In the regression 

analyses, parental cultural capital was entered as the dependent variable, while the 

frequency of the particular musical style to which students listened was an independent 

variable. 

Table 4.24. Correlation between parental education attainment and students’ musical 

style of listening (Beijing) 

Frequency of listening Parents’ Education attainment 

Pop from mainland China -.099** 

Pop from Taiwan -0.44 

Pop from Korea -0.18 

Pop from Japan .032 

Pop from Hong Kong -0.24 

English Pop .175** 

Jazz Music .081** 

Music from Broadway Musical .028 

Other pop .030 

Classical Music .133** 

Chinese Folk Songs -.021 

Chinese Instrumental Music .035 

Chinese Opera -.035 

**. Correlation is significant at the 0.01 level (2-tailed). 

*. Correlation is significant at the 0.05 level (2-tailed). 

Table 4.25. Correlation between parental education attainment and students’ musical 

style of listening (Hong Kong) 

Frequency of listening Parents’ Education attainment 

Pop from mainland China -.065* 
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Pop from Taiwan -.115** 

Pop from Korea -.039 

Pop from Japan -.077** 

Pop from Hong Kong -.005 

English Pop .057* 

Jazz Music .060* 

Music from Broadway Musical .023 

Other pop .004 

Classical Music .104** 

Chinese Folk Songs .007 

Chinese Instrumental Music .035 

Chinese Opera -.002 

**. Correlation is significant at the 0.01 level (2-tailed). 

*. Correlation is significant at the 0.05 level (2-tailed). 

Table 4.26. Correlation between parental musical background and students’ musical 

style of listening (Beijing) 

Frequency of listening Parents’ musical background 

Pop from mainland China -.004 

Pop from Taiwan .007 

Pop from Korea .071** 

Pop from Japan .050* 

Pop from Hong Kong .024 

English Pop .125** 

Jazz Music .145** 

Music from Broadway Musical .145** 

Other pop .088** 

Classical Music .152** 

Chinese Folk Songs .045 

Chinese Instrumental Music .104** 

Chinese Opera .061* 

**. Correlation is significant at the 0.01 level (2-tailed). 

*. Correlation is significant at the 0.05 level (2-tailed). 

Table 4.27. Correlation between parental musical background and students’ musical 

style of listening (Hong Kong) 
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Frequency of listening Parents’ musical background 

Pop from mainland China -.009 

Pop from Taiwan -.013 

Pop from Korea .034 

Pop from Japan -.015 

Pop from Hong Kong .024 

English Pop .099** 

Jazz Music .087** 

Music from Broadway Musical .087** 

Other pop .090** 

Classical Music .104** 

Chinese Folk Songs .060* 

Chinese Instrumental Music .080** 

Chinese Opera .047 

**. Correlation is significant at the 0.01 level (2-tailed). 

*. Correlation is significant at the 0.05 level (2-tailed). 

As shown in Table 4.28, in Beijing, parental education attainment was a 

significant predictor of the frequency with which students listened to: (i) popular songs 

from mainland China (β = -.100, p < .01); (ii) English popular songs (β = .169, p < .01); 

and (iii) classical music (β = .122, p < .01). Students with parents who had higher 

education attainment would more often listen to English popular songs and classical 

music, and less often listen to popular songs from mainland China. In Hong Kong, 

parental education attainment was a significant predictor of the frequency with which 

students listened to: (i) popular songs from mainland China (β = -.068, p < .05); (ii) 

popular songs from Taiwan (β = -.124, p < .01); (iii) popular songs from Japan (β = 

-.075, p < .05); (iv) Jazz music (β = .067, p < .05); and (v) Classical music (β = .118, p 

< .01). Students with parents who had higher education levels would more often listen 

to Jazz music and classical music, and less often listen to popular songs from mainland 

China, Taiwan, and Japan. 
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Table 4.28. Regression analysis for parental education predicting students’ listening to musical styles 

 Beijing  Hong Kong 
Dependent B β R2 F Sig.  B β R2 F Sig. 
Pop from mainland China -0.78 -.100 .010 14.74 .000  -.057 -.068 .005 5.52 .019 

Pop from Taiwan       -.103 -.124 .015 18.43 .000 

Pop from Korea            

Pop from Japan       -.065 -.075 .006 6.68 .010 

Pop from Hong Kong            

English Pop .146 .169 .029 42.68 .000  .045 .052 .003 3.24 .072 

Jazz Music .046 .050 .003 

3.89. 

3.59 .058  .049 .067 .004 5.29 .022 

Music from Broadway Musical            

Other pop            

Classical Music .109 .122 .015 21.61 .000  .094 .118 .014 16.80 .000 

Chinese Folk Songs            

Chinese Instrumental Music            

Chinese Opera            
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As shown in Table 4.29, in Beijing, parents’ musical background was a 

significant predictor of and positively enhanced the frequency with which students 

listened to: (i) popular songs from Korea (β = .081, p < .01); (ii) popular songs from 

Japan (β = .065, p < .01); (iii) English popular songs (β = .120, p < .01); (iv) Jazz music 

(β = .157, p < .01); (v) Music from Broadway musical (β = .154, p < .01); (vi) other 

popular songs (β = .086, p < .01); (vii) classical music (β = .158, p < .01); (viii) Chinese 

instrumental music (β = .118, p < .01); and (ix) Chinese opera (β = .064, p < .01). The 

influence of parents’ musical background was the highest when predicting the 

frequency of students’ listening to classical music (β = .158, p < .01). 

In Hong Kong, parents’ musical background was a significant predictor of and 

positively enhanced the frequency with which students listened to: (i) English popular 

songs (β = .095, p < .01); (ii) Jazz music (β = .101, p < .01); (iii) Music from Broadway 

musical (β = .095, p < .01); (iv) other pop (β = .087, p < .01); (v) classical music (β 

= .119, p < .01); (vi) Chinese folk songs (β = .081, p < .01); and (vii) Chinese 

instrumental music (β = .087, p < .01). As in Beijing, the influence of parents’ musical 

background was the highest when predicting the frequency of students’ listening to 

classical music (β = .119, p < .01) in Hong Kong (Table 4.29). 
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Table 4.29. Regression analysis for parental musical background predicting students’ listening to musical styles 

 Beijing  Hong Kong 
Dependent B β R2 F Sig.  B β R2 F Sig. 
Pop from mainland China            

Pop from Taiwan            

Pop from Korea .193 .081 .007 10.59 .001       

Pop from Japan .146 .065 .004 6.757 .009       

Pop from Hong Kong            

English Pop .257 .120 .014 23.93 .000  .226 .095 .009 14.30 .000 

Jazz Music .349 .157 .025 40.61 .000  .206 .101 .010 16.25 .000 

Music from Broadway Musical .333 .154 .024 39.31 .000  .191 .095 .009 14.37 .000 

Other pop .200 .086 .007 12.06 .001  .204 .087 .008 12.11 .001 

Classical Music .342 .158 .025 41.05 .000  .256 .119 .014 22.45 .000 

Chinese Folk Songs       .128 .081 .007 10.39 .001 

Chinese Instrumental Music .244 .118 .014 22.63 .000  .151 .087 .008 12.11 .001 

Chinese Opera .121 .064 .004 6.49 .011       
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Influence of parental encouragement of students’ music listening. In 

Question 35 of the questionnaire, students were asked to rank the listed musical styles 

their parents recommended they listen to, from 1 to 3 (1 = highly recommend; 2 = 

recommend; 3 = neutral). Thirteen musical styles, as in Question 1, were listed for 

selection. To ensure the statistical analyses were reliable, only musical styles that were 

ranked as 1 (highly recommend) and 2 (recommend) were captured as the musical styles 

parents encouraged listening for statistical analysis. An independent-samples t-test was 

used to compare the differences in students’ music listening to particular musical styles 

with or without parental encouragement (Tables 4.30 and 4.31).  

In Beijing, the frequency of all listed musical styles the students listened to 

differed based on whether their parents encouraged them, at a significant level (p < .01). 

Based on the differences of mean scores, it was found that the frequency of students’ 

listening to a particular musical style would increase with parents’ encouragement of 

that particular musical style (Table 4.30).   

Table 4.30. t-test comparing parental encouragement of students’ listening to musical 

styles (Beijing) 

 Mean* (SD)  t-test for Equality of Means 

Frequency of listening 
Without 

encouragement 
With 

encouragement 
Mean 

difference t df Sig. 

Pop from mainland 
China 2.00 (1.00) 2.56 (0.71) .57 -12.88 1632 .000 

Pop from Taiwan 1.07 (0.97) 1.68 (1.05) .61 -7.00 1609 .000 

Pop from Korea 1.16 (1.08) 2.53 (0.84) 1.36 -1.07 1614 .000 

Pop from Japan 0.98 (1.04) 2.38 (0.97) 1.39 10.53 1609 .000 

Pop from Hong Kong 1.08 (0.99) 1.49 (0.97) .41 5.18 1611 .000 

English Pop 1.97 (1.05) 2.62 (0.73) .65 12.46 1629 .000 

Jazz Music 1.26 (1.05) 2.19 (0.97) .93 6.62 1602 .000 

Music from Broadway 
Musical 1.17 (1.01) 1.65 (1.04) .47 5.08 1610 .000 

Other pop 1.65 (1.11) 2.20 (0.87) .55 2.91 1614 .004 

Classical Music 1.22 (1.00) 2.11 (0.87) .89 11.96 1605 .000 

Chinese Folk Songs 0.94 (0.91) 1.54 (1.01) .61 8.10 1606 .000 
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Chinese Instrumental 
Music 0.98 (0.97) 1.76 (1.00) .78 7.85 1607 .000 

Chinese Opera .78 (0.89) 1.45 (0.95) .68 6.46 1598 .000 

*from 0 = never to 3 = always 

In Hong Kong, the frequency of all listed musical styles (except Chinese opera) 

that students listened to differed based on whether their parents encouraged them, at a 

significant level (p < .05). Based on the differences of mean scores, it was found that 

the frequency of students’ listening to a particular musical style increased with parents’ 

encouragement of that particular musical style (Table 4.31). 

Table 4.31. t-test comparing parental encouragement of students’ listening to musical 

styles (Hong Kong) 

 Mean* (SD)  t-test for Equality of Means 

Frequency of listening 
Without 

encouragement 
With 

encouragement 
Mean 

difference t df Sig. 

Pop from mainland 
China 1.28 (1.03) 2.05 (1.00) .77 9.904 1575 .000 

Pop from Taiwan 1.40 (1.04) 2.15 (1.00) .75 8.881 193.72 .000 

Pop from Korea 1.30 (1.16) 2.63 (.77) 1.33 16.332 139.10 .000 

Pop from Japan 1.09 (1.08) 2.20 (1.10) 1.11 7.08 1570 .000 

Pop from Hong Kong 1.63 (.99) 2.26 (.83) .63 11.08 461.91 .000 

English Pop 1.72 (1.09) 2.50 (.80) .78 13.51 469.34 .000 

Jazz Music .86 (.91) 1.74 (1.04) .88 6.19 1566 .000 

Music from Broadway 
Musical 1.05 (.91) 1.64 (.80) .59 4.359 1570 .000 

Other pop 1.29 (1.05) 1.86 (1.04) .57 2.52 1575 .012 

Classical Music .99 (.96) 1.84 (1.03) .85 7.586 1572 .000 

Chinese Folk Songs .47 (.70) .98 (.91) .51 4.87 1572 .000 

Chinese Instrumental 
Music .51 (.75) 1.70 (1.13) 1.19 5.989 32.61 .000 

Chinese Opera .37 (.64) 1.00 (1.13) .63 2.135 14.09 .051 

*from 0 = never to 3 = always 

Influence of parents’ music listening on students’ music listening. In 

Question 36, student respondents were asked to rank the musical styles their parents 
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usually listened to (1 = always, 2 = often, 3 = seldom). Consistent with question one, 

13 musical styles were provided for students to select. To ensure the statistical analyses 

were reliable, only musical styles ranked 1 (always) and 2 (often) were captured as 

parental musical preferences for statistical analysis. An independent-samples t-test was 

used to examine the influence of parental musical listening on students’ music listening 

(Tables 4.32 and 4.33).  

In Beijing, the frequency of all listed musical styles students listened to differed 

based on whether their parents listened to them, at a significant level (p < .05). Based 

on the differences of mean scores, the frequency of students’ listening to one particular 

musical style would increase with parents’ listening to that style (Table 4.32).  

Table 4.32. t-test comparing parental music listening on students’ listening to musical 

styles (Beijing) 

 Mean (SD)  t-test for Equality of Means 

Frequency of listening 
Parent does not 

listen 
Parent usually 

listens 
Mean 

difference t df Sig. 

Pop from mainland 
China 2.07 (1.02) 2.40 (0.81) .33 7.17 1632 .000 

Pop from Taiwan 1.05 (0.96) 1.55 (1.03) .50 7.61 1609 .000 

Pop from Korea 1.25 (1.11) 2.18 (1.09) .94 5.80 1614 .000 

Pop from Japan 1.01 (1.06) 2.20 (0.96) 1.19 6.07 1609 .000 

Pop from Hong Kong 1.08 (1.00) 1.49 (1.03) .41 5.18 1611 .000 

English Pop 2.11 (1.03) 2.44 (0.86) .33 4.98 1629 .000 

Jazz Music 1.28 (1.05) 1.81 (1.18) .54 3.46 1602 .001 

Music from Broadway 
Musical 1.18 (1.02) 1.79 (0.98) .61 5.26 1610 .000 

Other pop 1.66 (1.10) 1.90 (1.14) .25 1.40 1614 .161 

Classical Music 1.27 (1.01) 2.02 (0.96) .74 7.91 1605 .000 

Chinese Folk Songs 0.90 (0.90) 1.41 (1.00) .51 8.89 1606 .000 

Chinese Instrumental 
Music 0.98 (0.97) 1.66 (1.03) .68 7.41 1607 .000 

Chinese Opera 0.80 (0.91) 1.02 (0.90) .22 2.42 1598 .016 
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In Hong Kong, the frequency of all listed musical styles, except music from 

Broadway musicals and Chinese opera, that students listened to differed based on 

whether their parents listened to them, at a significant level (p < .05). Based on the 

differences of mean scores, the frequency of students’ listening to one particular 

musical style would be higher with parents’ listening to that particular musical style 

(Table 4.33).   

Table 4.33. t-test comparing parental music listening on students’ listening to musical 

styles (Hong Kong) 

 Mean (SD)  t-test for Equality of Means 

Frequency of listening 
Parent does not 

listen 
Parent usually 

listens 
Mean 

difference t df Sig. 

Pop from mainland 
China 

1.22 (1.02) 1.84 (1.03) 0.62 -10.48 1575 .000 

Pop from Taiwan 1.39 (1.04) 1.91 (1.02) 0.52 -7.427 361.82 .000 

Pop from Korea 1.33 (1.18) 2.23 (1.03) 0.89 -8.367 119.86 .000 

Pop from Japan 1.12 (1.09) 1.66 (1.23) 0.54 -2.759 1570 .006 

Pop from Hong Kong 1.63 (1.00) 1.97 (0.94) 0.34 -6.64 1056.90 .000 

English Pop 1.78 (1.09) 2.35 (0.90) 0.57 -7.784 242.36 .000 

Jazz Music 0.87 (0.91) 1.35 (1.07) 0.48 -3.39 1566 .001 

Music from Broadway 
Musical 

1.06 (0.91) 1.37 (1.03) 0.31 -1.833 1570 .067 

Other pop 1.30 (1.06) 1.44 (1.00) 0.15 -.821 1575 .412 

Classical Music 1.01 (0.96) 1.75 (1.10) 0.74 -4.98 58.15 .000 

Chinese Folk Songs 0.47 (0.70) 0.85 (0.89) 0.39 -3.865 86.58 .000 

Chinese Instrumental 
Music 

0.52 (0.76) 1.42 (1.15) 0.91 -4.52 32.61 .000 

Chinese Opera 0.38 (0.64) 0.57 (0.84) 0.19 -1.39 37.03 .173 

 

Students’ perception of parental influence on their musical preferences. 

Students were asked to use five-point Likert scales (from 1 = strongly disagree to 5 = 

strongly agree) to indicate their perceptions of parental influence on their musical 

preferences and medium of music listening, in Questions 42-45. 
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In Beijing, more students disagreed than agreed that parental influence could 

affect their musical preferences, with 40% reporting comments from parents would not 

influence their preferred musical styles of listening, and 36.9% and 36.6% perceiving 

that parental musical knowledge and musical preferences would not affect their musical 

preferences, respectively (Table 4.34).  

Table 4.34. Students’ perceptions of importance of parental support for music 

listening (Beijing) 

 No. of respondent (%)   

 Strongly 
agree Agree Neutral Disagree Strongly 

disagree 
 M* (SD) 

Parental influence on the channel for 
music listening 

330 
(20.3%) 

238 
(14.7%) 

487 
(30.0%) 

313 
(19.3%) 

254 
(15.7%) 

 3.05 (1.33) 

Influence of parents’ comments on 
students’ preferred types of music 
listening 

268 
(16.6%) 

209 
(12.9%) 

493 
(30.5%) 

337 
(20.8%) 

310 
(19.2%) 

 
2.87 (1.32) 

Influence of parents’ musical 
knowledge on students’ musical 
preferences 

273 
(16.8%) 

249 
(15.3%) 

504 
(31.0%) 

321 
(19.8%) 

277 
(17.1%) 

 
2.95 (1.31) 

Influence of parents’ musical 
preferences on students’ music 
preferences 

279 
(17.2%) 

242 
(14.9%) 

506 
(31.2%) 

311 
(19.2%) 

282 
(17.4%) 

 
2.95 (1.31) 

*from 1 = strongly disagree to 5 = strongly agree 

In Hong Kong, 46.1% of students reported that their preferred musical style of 

listening would not be influenced by parents’ comments. Regarding parental influence 

on students’ musical preferences, student respondents disagreed or strongly disagreed 

that their musical preferences was affected by their parents’ musical knowledge (49.0%) 

and musical preferences (50.0%) (Table 4.35). 

Based on the mean scores (Tables 4.34 and 4.35), students perceived the 

influence of parental musical knowledge (mean = 2.95 in Beijing; mean = 2.48 in Hong 

Kong), musical preferences (mean = 2.95 in Beijing; mean = 2.51 in Hong Kong), and 

comments from parents on students’ music listening (mean = 2.87 in Beijing; mean = 

2.47 in Hong Kong) were not influential on students’ musical preferences, in both 

Beijing and Hong Kong. 
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Table 4.35. Students’ perceptions of importance of parental support for music 

listening (Hong Kong) 

 No. of respondent (%)   

 Strongly 
Agree Agree Neutral Disagree Strongly 

disagree 
 M* (SD) 

Parental influence on the channel for 
music listening 

128 
(8.3%) 

203 
(13.1%) 

501 
(32.4%) 

328 
(21.2%) 

384 
(24.9%) 

 2.59 (1.23) 

Influence of parents’ comments on 
students’ preferred types of music 
listening 

100 
(6.5%) 

185 
(12.0%) 

482 
(31.3%) 

347 
(22.5%) 

428 
(27.8%) 

 
2.47 (1.20) 

Influence of parents’ musical 
knowledge on students’ musical 
preferences 

97 
(6.3%) 

177 
(11.5%) 

512 
(33.2%) 

343 
(22.3%) 

411 
(26.7%) 

 
2.48 (1.18) 

Influence of parents’ musical 
preferences on students’ music 
preferences 

102 
(6.6%) 

186 
(12.1%) 

518 
(33.7%) 

317 
(20.6%) 

415 
(27.0%) 

 
2.51 (1.20) 

*from 1 = strongly disagree to 5 = strongly agree 

 

Correlation between students’ perceived degree of parental support and 

parental influence on students’ musical preferences. The relationship between the 

perceived frequency of parental support for students’ music listening and perceived 

parental influence on students’ musical preferences was examined using Pearson’s 

bivariate correlation analysis. The results (Tables 4.36 and 4.37) show that positive and 

significant correlations existed between the degree of parental support exerted and 

students’ perception of parental influence on students’ musical preferences, at a 

significant level (p < .01) in both Beijing and Hong Kong. This implies that students 

who received more parental support for their music listening may perceive parental 

influence on their musical preferences to be greater.  

In Beijing, the perceived influence of parental musical knowledge (r = .456, p 

< .01), parental musical preferences (r = .440, p < .01) and parents’ comment (r = .430, 

p < .01) on students’ musical preferences had the strongest correlation with the 

frequency of sharing and discussing music with students among the eight types of 

parental support for students’ music listening (see Table 4.36). In Hong Kong, the 

perceived influence of parents’ comments (r = .499, p < .01), musical knowledge (r 
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= .523, p < .01) and musical preferences (r = .509, p < .01) on students’ musical 

preferences had the strongest correlation with the frequency of parents’ at-home music 

appreciation with students, among the eight types of parental support for students’ 

music listening (see Table 4.37). 
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Table 4.36. Correlation between students’ perceived extent and importance of parental support for students’ music listening (Beijing) 

 Extent of parental support 

 

Perceived parental 

influence on 

musical preferences 

Encourage 

music listening 

Parents listen 

to music at 

home 

Attend concerts 

with the 

student 

Recommend 

music or 

concerts to 

students 

Share and 

discuss music 

with students 

Appreciate 

music with 

student at home 

Encourage 

student to listen 

to music via 

different 

channels 

Sing or play 

ensemble with 

student at home 

Parents’ comments .306** .335** .348** .375** .430** .391** .336** .358** 

Parents’ musical 

knowledge  
.320** .357** .355** .389** .456** .409** .362** .370** 

Parents’ musical 

preferences 
.315** .346** .360** .375** .440** .400** .357** .371** 
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Table 4.37. Correlation between students’ perceived extent and importance of parental support for students’ music listening (Hong Kong) 

 Extent of parental support 

 

Perceived parental 

influence on 

musical preferences 

Encourage 

music listening 

Parents listen 

to music at 

home 

Attend concerts 

with the 

student 

Recommend 

music or 

concerts to 

students 

Share and 

discuss music 

with students 

Appreciate 

music with 

student at home 

Encourage 

student to listen 

to music via 

different 

channels 

Sing or play 

ensemble with 

student at home 

Parents’ comments .450** .384** .453** .457** .464** .499** .451** .457** 

Parents’ musical 

knowledge  

.469** .397** .459** .489** .513** .523** .467** .488** 

Parents’ musical 

preferences 

.459** .392** .440** .475** .481** .509** .453** .472** 
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Students’ musical preferences and their language proficiency. The 

relationship between the frequency of students’ listening to 13 musical styles and their 

perceived proficiency in five languages (i.e., Mandarin, Cantonese, English, Korean 

and Japan) was examined by Pearson’s bivariate correlation analysis. Tables 4.38 and 

4.39 show that students’ perceived proficiency in Korean and Japan was strongly and 

positively correlated to their listening to popular songs from Korea (Beijing: r = .458, 

p < .01; Hong Kong: r = .513, p < .01) and Japan (Beijing: r = .427, p < .01; Hong 

Kong: r = .455, p < .01), respectively, in both Beijing and Hong Kong. In addition, in 

Beijing, moderate correlations between students’ perceived proficiency in Cantonese 

and English, and students’ listening to popular songs from Hong Kong (r = .241, p < .01) 

and English pop (r = .201, p < .01) were found. In Hong Kong, students’ perceived 

proficiency in Mandarin and English was positively correlated to their listening to 

popular songs from mainland China (r = .346, p < .01) and English Popular songs (r 

= .192, p < .01). 

Table 4.38. Correlation between students’ perceived proficiency in languages and the 

frequency of their listening to 13 musical styles (Beijing) 

 Perceived Proficiency 

Frequency of listening Mandarin Cantonese English Korean Japan 

Pop from mainland China .076** .084** -.010 .114** -.053* 

Pop from Taiwan .048 .188** -.016 .113** -.012 

Pop from Korea .066** .088** .052* .458** .034 

Pop from Japan .025 .033 .024 .062* .427** 

Pop from Hong Kong .061* .241** .031 .119** .030 

English pop .145** .109** .201** .095** .041 

Jazz Music .072** .124** .117** .125** .097** 

Music from Broadway Musical .015 .066** .122** .115** .092** 

Other pop .060* .111** .140** .205** .103** 

Classical Music .087** .090** .139** .024 .112** 

Chinese Folk Songs .036 .033 .035 .003 .043 

Chinese Instrumental Music .059* .087** .046 .023 .063* 

Chinese Opera .016 .063* .036 .057* .058* 
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Table 4.39. Correlation between students’ perceived proficiency in languages and the 

frequency of their listening to 13 musical styles (Hong Kong) 

 Perceived Proficiency 

Frequency of listening Mandarin Cantonese English Korean Japan 

Pop from mainland China .346** -.096** -.079** .113** .002 

Pop from Taiwan .174** .082** -.044 .146** .045 

Pop from Korea .144** .037 .059* .513** .023 

Pop from Japan .024 -.007 -.047 -.006 .455** 

Pop from Hong Kong -.020 .135** .077** .027 .034 

English Pop .092** .032 .192** .114** .020 

Jazz Music .156** -.051* .125** .106** .101** 

Music from Broadway Musical .079** .028 .149** .167** .073** 

Other pop .143** -.017 .130** .227** .090** 

Classical Music .123** .019 .172** .078** .097** 

Chinese Folk Songs .160** -.091** .034 .091** .083** 

Chinese Instrumental Music .133** -.052* .047 .085** .079** 

Chinese Opera .107** -.071** .011 .098** .086** 

 

 The relationships between overall parental education attainment and students’ 

perceived proficiency in five languages were examined by Pearson’s bivariate 

correlation analysis. Results (Table 4.40) shows that students’ perceived proficiency in 

English was strongly and positively correlated to their parents’ education level (Beijing: 

r = .278, p < .01; Hong Kong: r = .350, p < .01) in both Beijing and Hong Kong.  

Table 4.40. Correlation between overall parents’ education and students’ language 

proficiency  

 Overall parents’ education 

Language Beijing Hong Kong 

Mandarin .092** .062* 

Cantonese .139** -.062* 

English  .278** .350** 

Korean .017 .010 

Japan .066* -.009 
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Students’ Perceived Degree and Importance of Parental Support for Students’ 

Instrumental Learning 

This section focuses on how students perceived the extent of and importance of 

parental support for their instrumental learning, and the extent to which parental cultural 

capital influenced their support for students’ instrumental learning. 

Information about students’ instrumental learning. In the questionnaire, the 

students were asked to identify: (i) whether they were learning musical instruments 

(Question 73); (ii) the type of instrument(s) and the duration that they were learning 

(Question 74); and. (iii) the source of their knowledge of instrumental playing 

(Question 76). 

Table 4.41 shows that 636 (39.8%) and 643 (42.5%) of the respondents were 

instrumental players in Beijing and Hong Kong, respectively, and that 168 and 209 of 

the instrumental players in Beijing and Hong Kong, respectively, were learning two 

instruments. Respectively, 78.7% and 88.4% of the Beijing and Hong Kong 

instrumental players chose Western instruments as their primary instruments. The 

major source of students’ instrumental playing knowledge was private instrumental 

instructors, in both regions.  

In Beijing, the average duration of students’ learning their primary instrument 

was 4.22 years (Minimum = .08; Maximum = 11.75; Median = 3.88; Mode = 6.00), and 

3.90 years (Minimum = .04; Maximum = 12.17; Median = 3.00; Mode = 1.00) in Hong 

Kong. Regarding the primary instruments the students were learning, piano (225 

responses), guitar (90 responses), and violin (35 responses) were the most popular 

instrumental choices in Beijing. Similarly, piano (229 responses), guitar (103 responses) 

and violin (69 responses) were the most popular instrumental choices among Hong 

Kong students. 

Table 4.41. Information about students’ instrument learning 

  No. of respondents (%) 
  Beijing Hong Kong 

Instrumental learning   
 Students who were not learning instruments 962 (60.2%) 869 (57.5%) 

Students who were learning instruments 636 (39.8%) 643 (42.5%) 
Sources of instrumental playing knowledge   
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School extracurricular class 68 (10.7%) 169 (26.4%) 
Private instructor out of school 491 (77.6%) 403 (63.0%) 
Parents 23 (3.6%) 4 (0.6%) 
Peers 9 (1.4%) 5 (0.8%) 
Self-learning 42 (6.6%) 59 (9.2%) 

 

Purposes of learning musical instrument. In Questions 77-82, the student 

respondents were asked to use a five-point Likert scale (from 1 = Strongly agree to 5 = 

Strongly disagree) to indicate their purposes for learning musical instrument: (i) 

obtaining music certificates; (ii) preparing for future academic career; (iii) self-interest; 

(iv) encouraged by parents; (v) required by school policy; and (vi) working in a musical 

field as a future occupation.  

Tables 4.42 and 4.43 show the students’ purposes of learning music instruments 

in Beijing and Hong Kong, respectively. Table 4.42 shows most student respondents 

from Beijing (84.9%) reported they learned their instruments for their self-interest; 

41.3% of respondents agreed parental encouragement motivated them to learn 

instruments, whereas most students did not agree that they learnt musical instruments 

because of school policy (77.7%), to earn music certificates (52.8%), to prepare for an 

academic career (53.9%), or because they saw music as their future occupation (54.1%). 

Based on the mean scores, self-interest (mean = 4.37) and parental encouragement 

(mean = 3.19) were the top-rated purposes for learning an instrument.  

Table 4.43 shows most Hong Kong students (74.9%) learned their instruments 

owing to self-interest; while 41.3% attributed it to parental encouragement. Based on 

the mean scores obtained, self-interest (mean = 4.15) and parental encouragement 

(mean = 3.10) were the main reasons for students’ learning instrument in Hong Kong.  

In addition, most students (77.5%; 503 respondents) from Beijing reported that 

they liked learning their instruments, and 71.9% (465 respondents) agreed that they 

would keep learning their instruments. In Hong Kong, only 56.5% of the respondents 

(383 respondents) indicated that they liked learning instruments; however, more than 

two-thirds (69.7%; 473 respondents) indicated that they would keep learning musical 

instruments in the future. 
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Table 4.42. Purposes of instrumental learning (Beijing) 

 No. of responders (%)   

Purpose Strongly 
Agree Agree Neutral Disagree Strongly 

disagree  Mean* (SD) 

Music certificate 42 
(6.5%) 

59 
(9.2%) 

203 
(31.5%) 

154 
(23.9%) 

186 
(28.9%)  2.41 (1.18) 

Preparing for academic career 40 
(6.2%) 

53 
(8.2%) 

204 
(31.7%) 

165 
(25.6%) 

182 
(28.3%)  2.39 (1.16) 

Self-interest 387 
(60.1%) 

160 
(24.8%) 

62 
(9.6%) 

16 
(2.5%) 

19 
(3.0%)  4.37 (.96) 

Encouraged by parents 103 
(15.9%) 

164 
(25.4%) 

209 
(32.4%) 

90 
(13.9%) 

80 
(12.4%)  3.19 (1.22) 

School policy 17 
(2.6%) 

15 
(2.3%) 

112 
(17.4%) 

192 
(29.8%) 

309 
(47.9%)  1.82 (.98) 

Future of music careers 48 
(7.4%) 

53 
(8.2%) 

196 
(30.2%) 

166 
(25.6%) 

185 
(28.5%)  2.40 (1.19) 

*from 1 = strongly disagree to 5 = strongly agree 

Table 4.43. Purposes of instrumental learning (Hong Kong) 

 No. of responders (%)   

Purpose Strongly 
Agree Agree Neutral Disagree Strongly 

disagree  Mean* (SD) 

Certificate 49 
(7.2%) 

111 
(16.3%) 

207 
(30.5%) 

176 
(25.9%) 

136 
(20.0%)  2.65 (1.18) 

Advantage in academic 61 
(9.0%) 

147 
(21.6%) 

187 
(27.5%) 

157 
(23.1%) 

127 
(18.7%)  2.79 (1.23) 

Self-interest 329 
(48.5%) 

197 
(29.1%) 

106 
(15.6%) 

16 
(2.4%) 

30 
(4.4%)  4.15 (1.06) 

Parental encouragement 92 
(13.5%) 

189 
(27.8%) 

201 
(29.6%) 

90 
(13.3%) 

107 
(15.8%)  3.10 (1.26) 

School policy 43 
(6.4%) 

56 
(8.3%) 

179 
(26.5%) 

166 
(24.9%) 

232 
(34.3%)  2.28 (1.20) 

Future of music careers 62 
(9.1%) 

78 
(11.5%) 

222 
(32.7%) 

159 
(23.5%) 

157 
(23.2%)  2.60 (1.22) 

*from 1 = strongly disagree to 5 = strongly agree 
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Parental support for students’ instrumental learning. In this study, two 

aspects of parental support for students’ instrumental learning were examined – 

economic support and physical support.  

Economic support. Student respondents were asked to indicate how much 

money was allocated for their instrumental learning per month. The currencies adopted 

in Beijing and Hong Kong are different; Renminbi (RMB) is the official currency of 

the Beijing, while Hong Kong Dollars (HKD) are used in the Hong Kong region. As of 

23rd May 2017, USD 1.00 was worth about RMB 6.89, and about HKD 7.79. Seven 

categories were provided for the students to select from: (i) none; (ii) less than 

HKD/RMB 500, (iii) HKD/RMB 500-900, (iv) HKD/RMB 1000-1499, (v) HKD/RMB 

1500-1999, (vi) HKD/RMB 2000-2500, and (vii) other amounts (Table 4.44).  

In Beijing, 80% of the respondents reported that the tuition fee for instrumental 

learning was less than RMB 900 per month, and almost two-thirds (65.5%) reported 

their parents did not spend money on their instrumental learning. In Hong Kong, most 

respondents (61.3%) indicated that the tuition fee for instrumental learning was less 

than HKD 900. The proportion of respondents indicating HKD 500-900 (22.4%) was 

the highest among all categories. 

 

Table 4.44. Monthly economic expenses on students’ instrumental learning  

 No. of respondents (%) 
Amount Beijing Hong Kong 
No expense 1035 (65.5%) 103 (18.3%) 
Less than HKD/RMB 500 82 (5.2%) 116 (20.6%) 
HKD/RMB 500-900 147 (9.3%) 126 (22.4%) 
HKD/RMB 1000-1499 139 (8.8%) 94 (16.7%) 
HKD/RMB 1500-1999 91 (5.8%) 48 (8.5%) 
HKD/RMB 2000-2500 36 (2.3%) 61 (10.9%) 
Other amounts 49 (3.1%) 14 (2.5%) 

 

Parental physical support. Students used a four-point rating scale (from 0 = 

never to 3 = always) to indicate the extent of physical parental support for their 

instrumental learning (Questions 97-107).  
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In Beijing, the vast majority of respondents reported that their parents provided 

all 11 listed types of support for students’ instrumental learning. Based on the mean 

scores, students perceived that parents most often encouraged students to learn musical 

instruments (mean = 2.54), kept track of students’ students’ learning progress (mean = 

2.23), commented on students’ music playing (mean = 2.18), and urged the students to 

practice (mean = 2.14); students perceived parents were less inclined to give physical 

compliments when students’ learning progress was good (mean = 1.61) or to set 

learning goals with the students (mean = 1.76) (see Table 4.45). 

Table 4.45. Extent of parental support for students’ instrumental learning (Beijing) 

 No. of responders (%)   

Parental support Always Often Seldom Never  M* (SD) 

Encourage student to learn a musical 

instrument 

426 

(67.0%) 

149 

(23.4%) 
39 (6.1%) 22 (3.5%) 

 2.54 (.76) 

Urge student to practice instrument 
273 

(42.9%) 

228 

(35.8%) 

91 

(14.3%) 
45 (7.1%) 

 2.14 (.91) 

Arrange for students’ instrumental 

class 

266 

(41.9%) 

190 

(29.9%) 

104 

(16.4%) 

75 

(11.8%) 

 2.02 (1.03) 

Assist or accompany students during 

instrument practice 

246 

(38.9%) 

186 

(29.4%) 

117 

(18.5%) 

83 

(13.1%) 

 1.94 (1.05) 

Keep track of students’ learning 

progress 

305 

(48.0%) 

214 

(33.6%) 

74 

(11.6%) 
43 (6.8%) 

 2.23 (.90) 

Comment on students’ music playing 
300 

(47.2%) 

203 

(32.0%) 

81 

(12.8%) 
51 (8.0%) 

 2.18 (.94) 

Give physical compliments when 

students’ learning progress is good 

163 

(25.8%) 

193 

(30.5%) 

146 

(23.1%) 

131 

(20.7%) 

 1.61 (1.08) 

Give oral compliments when students’ 

learning progress is good 

285 

(45.2%) 

202 

(32.0%) 

73 

(11.6%) 

71 

(11.3%) 

 2.11 (1.00) 

Set learning goals with students 
194 

(30.6%) 

201 

(31.7%) 

134 

(21.1%) 

106 

(16.7%) 

 1.76 (1.06) 
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Ask students about learning difficulties 
231 

(13.8%) 

209 

(12.5%) 

111 

(17.5%) 

82 

(13.0%) 

 1.93 (1.03) 

Communicate with music tutor about 

students’ progress 

295 

(46.3%) 

201 

(31.6%) 

69 

(10.8%) 

72 

(11.3%) 

 2.13 (1.00) 

    Average  2.06 (0.74) 

*from 0 = never to 3 = always 

Most Hong Kong student respondents stated their parents provided all 11 listed 

types of support. Based on the obtained mean scores, students perceived that parents 

most often encouraged students to learn a musical instrument (mean = 1.88) and urged 

the students to practice (mean = 1.56); students perceived parents were less inclined to 

give physical compliments when students’ learning progress was good (mean = 0.98) 

or to set learning goals with the students (mean = 1.02) (see Table 4.46). 

Table 4.46. Degree of parental support for students’ instrumental learning (Hong 

Kong) 

 No. of responders (%)   

Parental support Always Often Seldom Never  M* (SD) 

Encourage student to learn a musical 
instrument 

222 
(33.1%) 

236 
(35.2%) 

122 
(18.2%) 

90 
(13.4%) 

 1.88 (1.02) 

Urge student to practice instrument 154 
(23.1%) 

201 
(30.2%) 

175 
(26.3%) 

136 
(20.4%) 

 1.56 (1.06) 

Arrange for students’ instrumental 
class 

165 
(24.7%) 

189 
(28.3%) 

147 
(22.0%) 

167 
(25.0%) 

 1.53 (1.12) 

Assist or accompany students during 
instrument practice 

80 
(12.0%) 

169 
(25.3%) 

199 
(29.8%) 

219 
(32.8%) 

 1.16 (1.02) 

Keep track of students’ learning 
progress 

121 
(18.2%) 

215 
(32.3%) 

185 
(27.8%) 

144 
(21.7%) 

 1.47 (1.02) 

Comment on students’ music playing 121 
(18.2%) 

222 
(33.3%) 

167 
(25.1%) 

156 
(23.4%) 

 1.46 (1.04) 

Give physical compliments when 
students’ learning progress is good 57 (8.5%) 133 

(19.9%) 
193 

(28.9%) 
284 

(42.6%) 
 0.94 (0.98) 

Give oral compliments when students’ 
learning progress is good 

111 
(16.6%) 

205 
(30.7%) 

144 
(21.6%) 

207 
(31.0%) 

 1.33 (1.09) 

Set learning goals with students 81 
(12.2%) 

157 
(23.6%) 

208 
(31.2%) 

220 
(33.0%) 

 1.15 (1.02) 
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Ask students about learning difficulties 89 
(13.3%) 

174 
(26.1%) 

201 
(30.1%) 

203 
(30.4%) 

 1.22 (1.03) 

Communicate with music tutor about 
students’ progress 

133 
(19.9%) 

173 
(25.9%) 

154 
(23.1%) 

207 
(31.0%) 

 1.35 (1.12) 

    Average  1.37 (0.82) 

*from 0 = never to 3 = always 

Questions 95 and 96 asked students to use a five-point Likert scale (from 1 = 

strongly disagree to 5 = strongly agree) to rate whether their fathers and mothers offered 

support for their instrumental learning, respectively. Most Beijing students agreed that 

their fathers and mothers offered support for their instrumental learning (57.0% and 

62.2%, respectively), while 36.8% and 39.0% of Hong Kong respondents agreed that 

their fathers and mothers offered support for their instrumental learning, respectively. 

In addition, both Beijing and Hong Kong students perceived that more maternal support 

than paternal support for students’ instrumental learning was given.  

Students’ perceptions of the importance of the parental support for their 

instrumental learning. Students used a five-point Likert scale (from 1 = strongly 

disagree to 5 = strongly agree) to rate the importance of parental support for their 

instrumental learning.  

In Beijing, 58.1%, 57.6%, and 54.7% of respondents agreed that parents’ 

feedback on students’ music playing, a musical home environment, and parents’ verbal 

encouragement were important to sustaining their motivation for instrumental learning, 

respectively. Based on the mean scores, a musical home environment was perceived as 

the most important factor for sustaining students’ motivation for instrumental learning 

(mean = 3.69); parents’ musical knowledge was perceived as the least influential (mean 

= 3.25) (see Table 4.47).  

Table 4.47. Students’ perceptions of the importance of the parental support for their 

instrumental learning (Beijing) 

 No. of responders (%)  

Parental Support Strongly 

Agree 

Agree Neutral Disagree Strongly 

disagree 

Mean* 

(SD) 
Material rewards 172 

(26.7%) 

124 

(19.3%) 

194 

(30.1%) 

74 

(11.5%) 

80 

(12.4%) 

3.26 

(1.32) 
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Verbal encouragement 179 

(27.8%) 

173 

(26.9%) 

185 

(28.8%) 

40 

(6.2%) 

66 

(10.3%) 

3.56 

(1.24) 

Musial knowledge 139 

(21.7%) 

129 

(20.2%) 

211 

(33.0%) 

75 

(11.7%) 

86 

(13.4%) 

3.25 

(1.29) 

Musical enthusiasm 185 

(28.9%) 

140 

(21.9%) 

201 

(31.4%) 

43 

(6.7%) 

71 

(11.1%) 

3.51 

(1.28) 

Urging student to practice 154 

(24.1%) 

149 

(23.4%) 

200 

(31.3%) 

58 

(9.1%) 

77 

(12.1%) 

3.38 

(1.28) 

Accompanying student to 

practice 

166 

(26.0%) 

136 

(21.3%) 

193 

(30.2%) 

58 

(9.1%) 

86 

(13.5%) 

3.37 

(1.32) 

Helping set instrumental 

learning goals 

148 

(23.1%) 

145 

(22.6%) 

199 

(31.0%) 

72 

(11.2%) 

78 

(12.1%) 

3.33 

(1.28) 

Feedback on student’s music 

performance 

190 

(29.7%) 

182 

(28.4%) 

168 

(26.3%) 

46 

(7.2%) 

54 

(8.4%) 

3.64 

(1.22) 

Maintaining a musical home 

environment 

221 

(34.5%) 

148 

(23.1%) 

178 

(27.8%) 

39 

(6.1%) 

54 

(8.4%) 

3.69 

(1.24) 

Sharing music with student 193 

(30.3%) 

148 

(23.3%) 

188 

(29.6%) 

52 

(8.2%) 

55 

(8.6%) 

3.58 

(1.24) 

*from 1 = strongly disagree to 5 = strongly agree 

In Hong Kong, 41.5%, 35.1%, and 37.3% of respondents agreed that verbal 

encouragement, maintaining a musical home environment, and urging instrument 

practice were important to sustaining their instrument learning motivation, respectively; 

only 15.1% of students agreed that parents’ accompanying them to practice was 

important for their instrumental learning (see Table 4.48). Based on the mean scores, 

verbal encouragement was perceived as the most important factor in sustaining students’ 

motivation for learning instruments (mean = 3.16); parents’ musical knowledge (mean 

= 2.68) and accompanying students to instrumental practice (mean = 2.67) were 

perceived as the least important.  

Table 4.48. Students’ perceptions of the importance of the parental support for their 

instrumental learning (Hong Kong) 

 No. of responders (%)  
Parental Support Strongly 

Agree 

Agree Neutral Disagree Strongly 

disagree 

Mean* 

(SD) 
Material rewards 73 

(10.8%) 

149 

(22.0%) 

229 

(33.9%) 

97 

(14.3%) 

128 

(18.9%) 

2.91 

(1.24) 
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Verbal encouragement 97 

(14.3%) 

184 

(27.2%) 

221 

(32.6%) 

77 

(11.4%) 

98 

(14.5%) 

3.16 

(1.23) 

Musial knowledge 47 

(7.0%) 

103 

(15.3%) 

252 

(37.4%) 

128 

(19.0%) 

143 

(21.2%) 

2.68 

(1.17) 

Musical enthusiasm 60 

(8.9%) 

108 

(16.0%) 

252 

(37.3%) 

119 

(17.6%) 

137 

(20.3%) 

2.76 

(1.20) 

Urging student to practice 75 

(11.1%) 

177 

(26.2%) 

207 

(30.6%) 

95 

(14.1%) 

122 

(18.0%) 

2.98 

(1.25) 

Accompanying student to 

practice 

 

61 

(9.0%) 

98 

(6.1%) 

226 

(33.5%) 

135 

(20.0%) 

155 

(23.0%) 

2.67 

(1.23) 

Helping set instrumental 

learning goals 

60 

(8.9%) 

115 

(17.0%) 

238 

(35.3%) 

122 

(18.1%) 

140 

(20.7%) 

2.75 

(1.22) 

Feedback on student’s music 

performance 

59 

(8.7%) 

153 

(22.7%) 

229 

(33.9%) 

99 

(14.7%) 

135 

(20.0%) 

2.85 

(1.23) 

Maintaining a musical home 

environment 

90 

(13.3%) 

147 

(21.8%) 

220 

(32.6%) 

84 

(12.4%) 

134 

(19.9%) 

2.96 

(1.29) 

Sharing music with student 65 

(9.6%) 

111 

(16.5%) 

256 

(38.0%) 

110 

(16.3%) 

132 

(19.6%) 

2.80 

(1.21) 

*from 1 = strongly disagree to 5 = strongly agree 

Relationship between parental education and support for students’ 

instrumental learning. Questions 97 to 107 investigated parental support for students’ 

musical learning, without examining father’s and mother’s support separately. 

Therefore, to assess the influence of parental cultural capital on their support for 

students’ instrumental learning, the bivariate correlation between father’s and mother’s 

education attainment variables was first assessed, before combining the two variables 

for investigation.  

Pearson’s correlation shows that father’s education was significantly correlated 

to mother’s education, in both Beijing and Hong Kong (Beijing: r = .726, p < .01; Hong 

Kong: r = .608, p < .01) (see Appendix E-2). The strong and significant correlation 

between paternal and maternal education attainment suggests that the variables of 

father’s and mother’s education attainment could be combined to form a single variable 

(overall parental education attainment) for further statistical analyses.  

The relationship between parental education attainment and the degree of 

parental support for students’ instrumental learning was tested using bivariate 

correlation analysis, followed by regression analysis. Tor the regression to be reliable, 
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only parental education attainment and parental support variables found to have 

significant correlation (see Appendix E-2) were further examined using regression 

analyses. As shown by Pearson’s correlation, all types of parental support were 

significantly correlated with parental education attainment in Hong Kong. In Beijing, 

parental education was correlated with: (i) encouraging students to learn a musical 

instrument; (ii) arranging for students’ instrumental class; (iii) keeping track of students’ 

learning progress; (iv) commenting on students’ music playing; (v) giving physical 

compliments when students’ learning progress was good; and (vi) communicating with 

the music tutor about students’ progress (See Appendix E-2). All the variables of 

parental support and education found to be significantly correlated with each other were 

further examined by regression analyses (see Table 4.49).  

In the regression analyses, the extent of parental support was entered as the 

dependent variable, and parental education attainment as the independent variable. 

Results from the regression analysis (Table 4.49) reveal that parental education was a 

significant predictor of all types of parental support in Hong Kong. Parental education 

was a stronger predictor of: (i) communicating with music tutor about students’ 

progress (β = 286, p < .01); (ii) commenting on students’ music playing (β = .260, p 

< .01), and (iii) arranging for students’ instrumental class (β = .258, p < .01) 

In Beijing, parental education was a significant predictor: (i) encouraging 

students to learn a musical instrument; (ii) arranging for students’ instrumental class; 

(iii) keeping track of students’ learning progress; (iv) commenting on students’ music 

playing; (v) giving physical compliments when students’ learning progress is good; and 

(vi) communicating with the music tutor about students’ progress. Parental education 

was a stronger predictor of parents’ tending to communicate with music tutors about 

students’ progress (β = .260, p < .01). 

Relationship between parental musical background and support for 

students’ instrumental learning. The relationship between the extent of parental 

support for students’ instrumental learning and parents’ musical background was tested 

using bivariate correlation analysis, followed by regression analysis. The variable of 

parents’ musical background was categorized as: (i) neither father nor mother had an 

instrumental background; (ii) either father or mother had an instrumental background; 
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and, (iii) both father and mother had an instrumental background. For the regression 

analysis to be reliable, only parental musical background and parental support variables 

found to have a significant correlation (See Appendix E-2) were further examined by 

regression analyses.  

In the regression analyses, the extent of parental support was entered as the 

dependent variable, and parental musical background as the independent variable. 

Results from the regression analysis (Table 4.50) reveal that parental musical 

background was a significant predictor of all types of parental support in Beijing, but a 

stronger predictor of: (i) assisting or accompanying students during instrument practice 

(β = .287, p < .01), and (ii) commenting on students’ music playing (β = .260, p < .01).  

In Hong Kong, parental musical background was a significant predictor of all 

types of parental support, except for “giving physical compliments when students’ 

learning progress was good,” which was not significantly correlated to parental musical 

background (see Table 4.50). Parental musical background was a stronger predictor of: 

(i) commenting on students’ music playing (β = .394, p < .01), (ii) encouraging students 

to learn a musical instrument (β = .390, p < .01), and (iii) assisting or accompanying 

the students during their instrument practice (β = .376, p < .01) (Table 4.50).  

Multiple regression was computed to assess and compare the strength of 

parental education attainment and musical background as predictors of the extent of 

parents’ support for students’ instrumental learning. Table 4.34 shows that parental 

musical background was a stronger predictor in Beijing (β = .155, p < .01), while 

parental education was a stronger predictor in Hong Kong (β = .266, p < .01) (see Table 

4.51). 
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Table 4.49. Regression analysis for parental education predicting parental support for students’ instrumental learning 

 Beijing  Hong Kong 
Parental support (Dependent) B β R2 F Sig.  B β R2 F Sig. 
Encourage student to learn a musical instrument .102 .131 .015 10.44 .001  .207 .167 .026 15.55 .000 

Urge student to practice instrument - - - - -  .276 .234 .053 31.17 .000 

Arrange for students’ instrumental class .116 .107 .010 6.97 .009  .286 .258 .065 38.64 .000 

Assist or accompany students during instrument practice - - - - -  .213 .256 .064 37.79 .000 

Keep track of students’ learning progress .116 .123 .014 9.21 .003  .303 .252 .062 36.69 .000 

Comment on students’ music playing .108 .108 .010 7.10 .008  .311 .260 .066 39.22 .000 

Give physical compliments when students’ learning progress 

is good 

.105 .092 .007 5.10 .024  .217 .175 .029 17.01 .000 

Give oral compliments when students’ learning progress is 

good 

- - - - -  .215 .188 .034 19.91 .000 

Set learning goals with students - - - - -  .285 .234 .053 31.21 .000 

Ask students about learning difficulties - - - - -  .272 .228 .050 29.74 .000 

Communicate with music tutor about students’ progress .159 .151 .021 14.07 .000  .313 .286 .080 48.19 .000 
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Table 4.50. Regression analysis for parental musical background predicting parental support for students’ instrumental learning 

 Beijing  Hong Kong 
Parental support (Dependent) B β R2 F Sig.  B β R2 F Sig. 
Encourage student to learn a musical instrument .194 .147 .022 14.04 

(1,634) 

.000  .390 .211 .044 31.03 

(1,668) 

.000 

Urge student to practice instrument .159 .100 .010 6.48 

(1,635) 

.011  .361 .188 .035 24.41 

(1,664) 

.000 

Arrange for students’ instrumental class .158 .089 .008 5.04 

(1,633) 

.025  .326 .161 .026 17.75 

(1,666) 

.000 

Assist or accompany students during instrument practice .287 .159 .025 16.28 

(1,630) 

.000  .376 .204 .041 28.76 

(1,665) 

.000 

Keep track of students’ learning progress .249 .160 .025 16.57 

(1,634) 

.000  .369 .199 .039 27.21 

(1,663) 

.000 

Comment on students’ music playing .260 .160 .026 16.61 

(1,633) 

.000  .394 .209 .044 30.20 

(1,664) 

.000 

Give physical compliments when students’ learning progress 

is good 

.247 .132 .018 11.24 .001  - - - - - 

Give oral compliments when students’ learning progress is 

good 

.240 .139 .019 12.20 .000  .285 .145 .021 14.26 .000 

Set learning goals with students .187 .102 .010 6.64 

(1,633) 

.010  .267 .145 .021 14.31 

(1,664) 

.000 

Ask students about learning difficulties .228 .129 .017 10.60 

(1,631) 

.001  .336 .181 .033 22.51 

(1,665) 

.000 

Communicate with music tutor about students’ progress .210 .121 .015 9.410 

(1,635) 

.002  .346 .171 .029 20.00 

(1,665) 

.000 

 

 

Table 4.51. Regression analysis for variables predicting parental support for students’ instrumental learning 

 Beijing  Hong Kong 
Parental cultural capital (Dependent) B β R2 F Sig.  B β R2 F Sig. 
   .041 12.76 

(2,600) 

.000    .120 37.09 

(2,543) 

.000 
Parental Education .090 .116   .004  .176 .266   .000 
Parents’ musical background .196 .155   .000  .268 .184 

.184 

  .000 
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Relationship between students’ perceived extent and importance of 

parental support for their instrumental learning. Pearson’s correlation was 

computed to examine the correlation between the perceived extent of and 

importance of types of parental support. Results show the correlation between the 

frequency of ten types of parental support, and the perceived importance of seven 

types of parental support, in Beijing and Hong Kong, respectively (See Appendix 

E-1). The result (see Appendix E-1) show moderate and significant correlations in 

Beijing between: 

(i) The degree to which parents gave physical compliments when students’ 

learning progress was good and the perceived importance of material 

rewards (r = .349, p < .01) 

(ii) The degree to which parents gave oral compliments when students’ learning 

progress was good and the perceived importance of verbal encouragement 

(r = .408, p < .01) 

(iii) The degree to which parents arranged students’ instrumental class and the 

perceived importance of parents’ urging students to practice (r = .441, p 

< .01) 

(iv) The degree to which parents urged students to practice, and the perceived 

importance of parents’ urging students to practice (r = .470, p < .01)  

(v) The degree to which parents assisted or accompanied students during 

instrument practice, and the perceived importance of parents’ 

accompanying students to practice (r = .493, p < .01), helping set 

instrumental learning goals (r = .432, p < .01), and parental musical 

knowledge (r = .381, p < .01) 

(vi) The degree to which parents set learning goals with students and students’ 

perceived importance of (a) parents’ help setting goal with the students (r 

= .524, p < .01) and (b) accompanying student to practice (r = .433, p < .01) 

(vii) The degree to which parents communicated with the instrumental tutor 

about the students’ learning progress and the perceived importance of (a) 
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parents’ feedback on students’ music playing (r = .412, p < .01) and (b) 

parents’ help setting learning goal with students (r = .355, p < .01) 

(viii) The degree to which parents asked student about their learning difficulties 

and the perceived importance of parents’ help setting a learning goal (r 

= .445, p < 0.01) 

(ix) The degree to which parents commented on students’ music playing and 

students’ perceived importance of parents’ giving feedback on student’s 

music performance (r = .431, p < .01) 

(x) The degree to which parents encouraged students to learn instruments and 

students’ perceived importance of parents’ feedback on students’ music 

performance (r = .393, p < .01) 

In Hong Kong (see Appendix E-1), there were moderate and significant correlations 

between: 

(i) The degree to which parents gave physical compliment when students’ 

learning progress was good and the perceived importance of (a) material 

rewards (r = .409, p < .01), and (b) parents’ help setting learning goal with 

students (r = .488, p < .01) 

(ii) The degree to which parents gave oral compliment when students’ learning 

progress was good and the perceived importance of (a) verbal 

encouragement (r = .503, p < .01), and (b) parents’ urging students to 

practice (r = .543, p < .01) 

(iii) The degree to which parents arranged students’ instrumental class and 

students’ perceived importance of parents’ urging students to practice (r 

= .421, p < .01) 

(iv) The degree to which parents urged students to practice and the perceived 

importance of (a) parents’ urging students to practice (r = .553, p < .01), and 

(b) parents’ help setting instrumental learning goal with students (r = .466, 

p < .01) 
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(v) The degree to which parents assisted or accompanied students during 

instrument practice, and the perceived importance of parents accompanying 

student to practice (r = .517, p < .01) and parents’ help setting instrumental 

learning goal with the students (r = .529, p < .01) 

(vi) The degree to which parents set learning goals with students and the 

perceived importance of parents’ help setting goal with the students (r 

= .590, p < .01) 

(vii) The degree to which parents communicated with the instrumental tutor 

about the students’ learning progress and the perceived importance of (a) 

parents’ urging students’ practice (r = .446, p < .01) and (b) parents’ help 

setting learning goal with students (r = .461, p < .01) 

(viii) The degree to which parents asked student about their learning difficulties 

and the perceived importance of (a) parents’ urging students’ practice (r 

= .496, p < .01) and (b) parents’ help setting learning goal with students (r 

= .523, p < .01) 

(ix) The degree to which parents commented on students’ music playing and the 

perceived importance of giving feedback on student’s music performance 

by parents (r = .534, p < .01) 

(x) The degree to which parents encouraged students to learn instruments and 

the perceived importance of parents’ urging students to practice (r = .481, p 

< .01) 
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Relationship between parental support and students’ motivation for 

learning instruments. Pearson’s correlation was computed to examine the 

relationship between two variables: (i) the overall degree of parental support for 

students’ music instrumental learning; and, (ii) students’ motivation for learning 

instruments. The overall degree of parental support for students’ music instrumental 

learning (from 0 = never to 3 = always) was obtained from Questions 97 to 107. 

The information on students’ motivation for learning instruments was obtained 

from Questions 83 and 84, where students were asked to use a five-point Likert 

scale (from 1 = strongly disagree to 5 = strongly agree) to rate how much they liked 

learning the instruments (Question 83) and the likeliness they would continue 

learning the instruments (Question 84).  

Pearson’s correlation shows that the overall degree of parental support for 

students’ instrumental learning was positively correlated to students’ enjoyment of 

learning an instrument (r = .284, N = 638, p < .01) (Table 4.52) and the likeliness 

of their continuing learning the instrument (r = .269, N = 636, p < .01) (Table 4.53) 

at a significant level (p < .01) in Beijing. In Hong Kong, the overall degree of 

parental support for students’ instrumental learning was positively correlated to 

students’ enjoyment of learning an instrument (r = .220, N = 670, p < .01) (Table 

4.52) and the likeliness of their continuation to learn the instrument (r = .242, N = 

671, p < .01) (Table 4.53) at a significant level (p < .01). 

The results also show that, among the 11 listed types of parental support, 

parents’ encouragement of students’ instrumental learning had the strongest 

positive correlation with students’ enjoyment of learning instruments (Beijing: r 

= .332; Hong Kong: r = .299) (Table 4.52) and their likeliness of continuing 

learning instruments (Beijing: r = .356; Hong Kong: r = .364) (Table 4.53) at a 

significant level (p < .01).  

Table 4.52. Correlation between students’ perceived likeliness of learning 

instrument and parental support 

 Perceived likeliness 

Degree of Parental support Beijing Hong Kong 

Encourage student to learn a musical instrument .332** .299** 

Urge student to practice my instrument .169** .109** 
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Arrange for students’ instrumental class .195** .153** 

Assist or accompany students during instrument practice .180** .112** 

Keep track of students’ learning progress .284** .212** 

Comment on students’ music playing .285** .230** 

Give physical compliments when students’ learning progress is 

good 

.145** .114** 

Give oral compliments when students’ learning progress is good .220** .209** 

Set learning goals with students .115** .170** 

Ask students about learning difficulties .228** .185** 

Communicate with music tutor about students’ progress .198** .171** 

**. Correlation is significant at the 0.01 level (2-tailed) 

*. Correlation is significant at the 0.05 level (2-tailed) 

 

Table 4.53. Correlation between students’ perceived likelihood of continuing to 

learn instrument and parental support 

 Likelihood of continuation 

Degree of Parental support Beijing Hong Kong 

Encourage student to learn a musical instrument .356** .364** 

Urge student to practice my instrument .215** .134** 

Arrange for students’ instrumental class .216** .207** 

Assist or accompany students during instrument practice .145** .127** 

Keep track of students’ learning progress .282** .238** 

Comment on students’ music playing .284** .249** 

Give physical compliments when students’ learning progress is 

good 

.081* .100** 

Give oral compliments when students’ learning progress is good .225** .238** 

Set learning goals with students .104** .155** 

Ask students about learning difficulties .191** .177** 

Communicate with music tutor about students’ progress .190** .168** 

**. Correlation is significant at the 0.01 level (2-tailed) 

*. Correlation is significant at the 0.05 level (2-tailed) 
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Parental cultural capital and students’ enrolment into instrumental 

classes. As shown in the cross-tabulation (see Table 4.54), Beijing students’ rate of 

enrolment in instrumental classes raised as their parents’ level of cultural capital 

increased. Chi-square test results demonstrate a significant association between 

students’ enrolment in instrumental classes and their (i) father’s educational 

attainment (X2 = 86.28(2), p = .000), (ii) mother’s educational attainment (X2 = 

75.66(2), p = .000), (iii) fathers’ instrumental learning background (X2 = 71.79(1), 

p = .000), and (iv) mother’s instrumental learning background (X2 = 60.21(1), p 

= .000). 

As shown in the cross-tabulation (Table 4.55), like their counterparts in 

Beijing, Hong Kong students’ enrolment rate in instrumental classes raised as their 

parents’ level of cultural capital increased. Chi-square test results demonstrate a 

significant association between students’ enrolment in instrumental classes and 

their (i) father’s educational attainment (X2 = 18.23(2), p = .000), (ii) mother’s 

educational attainment (X2 = 25.60(2), p = .000), (iii) fathers’ instrumental learning 

background (X2 = 26.74(1), p = .000), and (iv) mother’s instrumental learning 

background (X2 = 37.66(1), p = .000). 

Multiple linear regression analysis compared the strength of the predictors 

(parental education attainment and parental musical background) of students’ 

enrolment rate of instrumental classes. Table 4.56 shows that parental educational 

attainment was a stronger predictor of students’ enrolment in instrumental classes 

in Beijing (F(2,1464) = 85.19, β = .191, p < .01), while parents’ instrumental 

learning background was a stronger predictor in Hong Kong (F(2, 1164) = 34.03, β 

= .189, p < .01). 

Table 4.54. Cross-tabulation showing parents’ cultural capital and students’ 

instrumental learning (Beijing) 

  No. of respondents  
Parental cultural capital  Students who were not 

learning instruments 

Students who were 

learning instruments 
Father’s educational attainment   
 Primary education or below 41 4 
 Secondary education 290 96 
 Tertiary education and postgraduate 515 492 
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Mother’s educational attainment    
 Primary education or below 65 14 
 Secondary education 280 103 
 Tertiary education and postgraduate 494 478 
    
Father’s musical background    
 No previous music training 842 457 
 Previous music training 89 158 
    
Mother’s musical background    
 No previous music training 891 530 
 Previous music training 31 87 

 

Table 4.55. Cross-tabulation showing parents’ cultural capital and students’ 

instrumental learning (Hong Kong) 

  No. of respondents  
Parental cultural capital  Students who were not 

learning instruments 

Students who were 

learning instruments 
Father’s educational attainment   
 Primary education or below 80 41 
 Secondary education 362 268 
 Tertiary education and postgraduate 152 178 
   
Mother’s educational attainment   
 Primary education or below 86 45 
 Secondary education 406 295 
 Tertiary education and postgraduate 119 160 
   
Father’s musical background   
 No previous music training 771 512 
 Previous music training 59 95 
   
Mother’s musical background   
 No previous music training 776 525 
 Previous music training 43 91 
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Table 4.56. Multiple regression analysis: Parental cultural capital as predictor of 

students’ enrolment in instrumental classes 

Dependent B β R2 F Sig. 
Beijing   .104 85.19 .000 
 Parental Education .082 .191   .000 
 Parents’ musical background .232 .026   .000 
Hong Kong   .055 34.03 .000 
 Parental Education .043 .108   .000 
 Parents’ musical background .196 .189   .000 
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Findings from Interview Surveys 

The purpose of the interview surveys was to explore and provide an in-depth 

understanding of students’ perceptions of parents’ influence on their music 

activities, namely music listening and instrumental learning. Selected students who 

had completed the questionnaires were invited to participate in the interview 

surveys. The selection process was administrated by the school teachers. The 

interview survey invited 28 students from each of Beijing and Hong Kong, for a 

total of 56 interviewees. To ensure anonymity, student respondents from Beijing 

and Hong Kong were given coded identifiers, constituting of an English letter (B 

for Beijing respondents, H for Hong Kong respondents) and a number. The 

demographic information and background information for each of the respondents 

are shown in Tables 4.57 and 4.58.  

The qualitative survey consisted of semi-structured, in-depth individual 

interviews, and were conducted in Mandarin in Beijing by the author and a native 

Mandarin-speaking research assistant, and in Cantonese in Hong Kong by the 

author alone. Mandarin and Cantonese are the most commonly-used dialects in 

Beijing and Hong Kong, respectively. Prior to the interviews, the researcher 

discussed the interview schedule with the participants’ school teachers, and 

finalised arrangements for conducting the interviews after school or during school 

time.  

To complement the quantitative findings and answer the research questions 

(see Chapter One), the semi-structured interviews questioned: (1) the factors 

affecting students’ preferred music styles of listening; (2) students’ perception of 

how parental influence affected their music listening and instrumental learning; and, 

(3) students’ attitudes towards parental influence on their music listening and 

instrumental learning. Clarification and dimensional follow-up questions were 

introduced when further probing was needed. Each individual interview lasted 

about 20 minutes, and was recorded using a recorder. Interview data were 

transcribed verbatim, followed by open coding. The interview data were coded 

analytically and, as concepts emerged from the data, were divided into categories, 

based on their properties and dimensions. The researcher-developed categories 

related to nine themes: (1) students’ perceptions of their musical preferences; (2) 
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factors influencing students’ musical preferences; (3) students’ perception of and 

attitude towards parents’ musical preferences; (4) students’ perception of and 

reaction to parents’ music sharing; (5) students’ perception of participation of 

outside-the-home musical activities with parents; (6) students’ perception of their 

musical home environment; (7) influence of parents’ instrumental learning 

background; (8) parental support for and students’ participation in music activities; 

and, (9) parental support for students’ instrumental learning. The obtained results 

shed light on potential issues, and complement the quantitative data. 
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Table 4.57. Demographic information and background information of Beijing student respondents 

Student 
Respondent 

Gender Age Grade 
of 

Study 

Instrumental 
learner 

(Instrument) 

Father’s cultural background Mother’s cultural background 

Education Attainment Instrumental 
learner 

(Instrument) 

Education Attainment Instrumental 
learner 

(Instrument) 

B1 M 14 8 Yes 

(Accordion) 

Unknown Yes 

(Accordion) 

Tertiary Education or above No 
B2 M 13 8 Yes (Drum) Tertiary Education or above No Tertiary Education or above No 
B3 F 13 8 No Primary Education or below No Secondary Education No 
B4 F 14 8 No Tertiary Education or above No Tertiary Education or above No 
B5 F 15 9 Yes (Piano) Tertiary Education or above Yes 

(Electronic 

keyboard) 

Tertiary Education or above No 
B6 F 15 9 No Tertiary Education or above No Tertiary Education or above No 
B7 M 14 9 Yes (Piano, 

Harmonica) 
Tertiary Education or above Yes (Guitar) Secondary Education No 

B8 M 15 9 Yes (Flute) Tertiary Education or above No Tertiary Education or above Yes (Piano) 
B9 F 13 8 Yes (Piano) Tertiary Education or above No Tertiary Education or above No 

B10 F 13 8 Yes (Guitar) Tertiary Education or above No Tertiary Education or above No 
B11 F 14 8 Yes (Guitar) Secondary Education Yes (Guitar, 

Harmonica) 

Secondary Education No 

B12 F 14 8 Yes (GuZheng) Secondary Education No Tertiary Education or above No 
B13 M 14 8 No Secondary Education No Secondary Education No 
B14 F 15 8 Yes (Guitar) Tertiary Education or above Yes 

(Electronic 

keyboard) 

Primary Education or below No 
B15 M 15 8 No Secondary Education No Secondary Education No 
B16 F 14 8 No Secondary Education No Secondary Education No 
B17 M 14 8 No Secondary Education 

 

 

Yes (Guitar) Secondary Education No 
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B18 F 13 8 No Secondary Education No Secondary Education No 
B19 F 13 8 No Tertiary Education or above No Tertiary Education or above No 
B20 F 13 8 No Secondary Education No Secondary Education No 
B21 M 12 8 No Tertiary Education or above No Tertiary Education or above No 
B22 M 13 9 Yes 

(Percussion) 

Secondary Education No Secondary Education No 
B23 F 14 9 Yes (Piano, 

Guitar) 

Secondary Education No Secondary Education No 

B24 F 14 9 No Secondary Education No Secondary Education Yes (Piano) 
B25 M 14 9 Yes (Piano, 

Trombone) 

Tertiary Education or above No Secondary Education No 

B26 M 14 9 Yes (Piano) Tertiary Education or above No Secondary Education No 
B27 F 13 8 No Secondary Education No Primary Education or below No 
B28 M 13 8 Yes (Piano, 

GuZheng) 

Tertiary Education or above No Tertiary Education or above No 
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Table 4.58. Demographic information and background information of Hong Kong student respondents 

Student 
Respondent 

Gender Age Grade 
of 

Study 

Instrumental 
learner 

(Instrument) 

Father’s cultural background Mother’s cultural background 
Education Attainment Instrumental 

learner 
(Instrument) 

Education Attainment Instrumental 
learner 

(Instrument) 

H1 M 16 10 No Secondary Education Yes (Piano) Secondary Education No 
H2 M 16 10 Yes (Guitar) Secondary Education No Primary Education or below No 
H3 F 16 10 Yes (Violin, 

Piano) 

Secondary Education No Unknown No 

H4 F 15 10 Yes (GuZheng)  Primary Education or below No Primary Education or below No 
H5 M 16 10 No Secondary Education No Secondary Education No 
H6 M 15 9 Yes (Piano, 

Vocal) 

Tertiary Education or above No Secondary Education No 

H7 F 14 8 Yes (Piano) Tertiary Education or above No Unknown No 
H8 F 15 10 Yes (Flute) Secondary Education No Secondary Education No 
H9 F 13 8 Yes (Guitar, 

Pipa) 

Primary Education or below No Primary Education or below Yes (Guitar) 

H10 F 14 8 Yes (Piano, 

Pipa) 

Secondary Education No Secondary Education No 

H11 F 13 8 Yes (LiuQin) Secondary Education No Secondary Education No 
H12 F 15 9 No Secondary Education No Secondary Education No 
H13 F 15 9 No Secondary Education No Secondary Education No 
H14 F 14 9 No Tertiary Education or above No Tertiary Education or above Yes (Violin) 
H15 M 12 8 Yes (Clarinet) Secondary Education No Secondary Education No 
H16 M 15 9 Yes (Violin) Secondary Education No Tertiary Education or above Yes (Piano) 
H17 M 13 8 Yes 

(Saxophone) 

Primary Education or below No Secondary Education No 
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H18 F 13 8 Yes (Flute, 

Piano) 

Unknown No Secondary Education No 

H19 F 15 10 Yes (Flute) Secondary Education No Primary Education or below No 
H20 F 16 10 Yes (Flute, 

Guitar) 

Tertiary Education or above No Primary Education or below No 
H21 F 16 10 Yes (Flute) Tertiary Education or above No Tertiary Education or above Yes (Violin) 
H22 M 15 10 Yes (Flute) Primary Education or below No Primary Education or below No 
H23 M 16 10 No Secondary Education No Secondary Education No 
H24 M 13 8 No Secondary Education No Secondary Education No 
H25 F 14 8 Yes (Drum) Secondary Education No N/A N/A 
H26 M 13 8 No Unknown No Unknown No 
H27 F 15 8 Yes (Cello) Unknown No Unknown No 
H28 M 16 10 Yes (Clarinet) Secondary Education No Secondary Education No 
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Students’ perceptions of their musical preferences. Interviewees were 

asked about the musical styles they liked and why. Most Beijing respondents, both 

instrumental learners and non-instrumental learners, stated that liked Mandarin 

popular songs and instrumental music. Nine respondents described their preferred 

musical styles of listening as relaxing, emotion relief and driving. 

“I prefer popular songs more, and [songs that are] not very boring, 

particularly the music from US which played in gym.” (B21) 

“I like pop songs and piano songs that make me feel relaxed.” (B3) 

“…it depends on my mood, usually I like relaxing songs.” (B8) 

Student B28 particularly liked Chinese folk songs, saying “I feel very 

excited when I listen [to Chinese folk songs].”. In addition, two students liked 

trendy and popular songs; for example, B15 noted, “those Korean pop songs are 

trendy, for example, Big Bang.” Two students reported that their musical 

preferences were related to their instrumental learning, and believed music listening 

would benefit their instrumental learning. B25 said “I like classical music, because 

I had orchestral rehearsal while I was studying in primary school.” 

Students were also asked about the musical styles they did not like, and why; 17 

respondents could name musical styles they did not like, most often because they 

saw them as boring and old-fashioned; three did not like music that was too loud.  

“I don’t like those oldies song, 1970s and 1980s songs, they are too old-

fashioned.” (B22) 

“The ancient Chinese instruments, like Guqin, sound too boring, and I don’t 

have feelings [towards them] at all” (B26) 

“I don’t like those boring Chinese Opera” (B1) 

Students were asked when they listened to music. Seven of the Beijing 

respondents listened to music while doing homework, three before they slept, and 

four while in a car. The most popular platforms for music listening were the Internet 

and mobile phones. 
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In Hong Kong, most respondents reported listening to popular songs in 

Cantonese, Mandarin, English, and Korean. Most Hong Kong respondents also 

articulated that they preferred listening to songs with an attractive melody and a 

strong beat; the musical elements of a song were influential factors that attracted 

students’ music listening. 

“… [I like] English Rap music and R&B music, because the pulse is strong.” 

(H1) 

“As long as the songs are good, for example, expressive songs…For 

Cantonese songs, I like their lyrics and rhythm.” (H4) 

Three students compared their preferred music styles to their local popular 

music (i.e., Hong Kong popular music), and concluded that their preferred music 

styles had a stronger pulse, and were therefore better: 

“I think K-pop is better than Hong Kong pop, for example their rhythm.” 

(H10) 

“The melody [of Korea pop song] is breezy, and more attractive than that of 

Hong Kong Pop.” (H14) 

In addition, 19 student respondents considered song lyrics a determining 

factor in their musical preferences, particularly if they found the meaning of the 

lyrics was connected to them:  

“…I understand the lyrics; the lyrics may matter somehow. Some songs 

express my feeling.” (H15) 

“The lyrics has a story, and I will see whether the story is connected to me.” 

(H26) 

Students favoured songs written in a language with which they were familiar: 

“Because I am a Mandarin speaker, so I like pop music in Mandarin more, 

[as I can] understand the lyrics.” (H1) 

“I like Cantonese pop because I speak Cantonese.” (H2) 
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Also, being able to understand the lyrics of a song, allowed students to 

interpret those lyrics and affected their emotions; as H8 said, “I like English old 

songs. I can understand the lyrics. It is sweet.” 

However, unfamiliarity with the language of the lyrics may be an obstacle 

to understand the lyrics; thus, students less often listen to songs with lyrics written 

in an unfamiliar language. For example: 

“I studied in mainland China before, so I quite often listen to them [pop 

songs from mainland China]. I seldom listen to English songs, because I 

don’t understand.” (H27) 

“I would like English songs more if I could understand the lyrics.” (H6) 

 Three Hong Kong respondents, who were new immigrants from mainland 

China, shared similar musical preferences and attitudes towards their musical 

preferences. All of them reported that they liked Mandarin popular songs because 

they had been familiar with Mandarin popular songs since their childhood. 

“I like singers from China…because I was born in mainland China, the 

songs from China were in Mandarin, so I listen to them since my childhood.” 

(H21)  

“I like Mandarin pop songs. I studied in mainland China before, so I quite 

often listen to them. I seldom listen to English songs, because I don’t 

understand.” (H27) 

Although an unfamiliar language may be an obstacle to understanding song 

lyrics for some respondents, few students stated they might learn a new language 

through music listening. Five respondents reported they had learnt English by 

listening to English songs: 

“I like Western pop songs. The songs always talk about party, the pulse is 

fast, and breezier. I don’t understand the words, but I would check up the 

translation…I listen to English songs for learning English. It helps.” (H20) 

Ten respondents felt language was not a determining factor in their musical 

preferences: 
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“I like K-pop…I tried to read the lyrics, but I don’t understand.” (H11) 

“I like English songs. Sometimes, I don’t understand what they are singing, 

but I won’t check up my dictionary. I like their melody and rhythm.” (H15) 

“…depends on my mood and personality, it is nothing about language.” 

(H26) 

Influential factors on students’ musical preferences. The student 

respondents were asked who influenced their musical preferences. Based on 

students’ quantitative ratings (1 = strongly disagree to 5 = strongly agree), parental 

musical preference (mean = 2.95 in Beijing; mean = 2.51 in Hong Kong), musical 

knowledge (mean = 2.95 in Beijing; mean = 2.48), and comments on music (mean 

= 2.87 in Beijing; mean = 2.47 in Hong Kong) received mean scores below 3 

(neutral), suggesting they did not influence students’ musical preferences. However, 

in the interviews, almost half of the Beijing respondents (13 out of 28 respondents) 

claimed their parents had affected their musical preferences. Repeated exposure to 

the songs their parents listened to in the home environment gave students a positive 

attitude towards their parents’ musical preferences, and might influence their own: 

“They (parents) always play the old songs, though I am not too familiar with 

them, but they (parents) influenced my musical interest to certain extent.” 

(B1) 

“He (Dad) likes Teresa Teng [Teng Li-Chun or Deng Lijun]. So, I’m 

listening to it every day. I like it now.” (B8)  

“I would listen to dad’s favourite songs with him… what I learn from those 

song is to listen to them carefully, this influenced me.” (B9) 

“The influence of them (parents) is quite big, I was even brainwashed by 

the songs.” (B11)   

Few of the 28 Beijing respondents reported that their musical preferences were 

determined by self-interest (eight respondents) or influenced by peers (six 

respondents).  
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Different from their Beijing counterparts, only three of the 28 interviewed 

Hong Kong respondents asserted their musical preferences had been influenced by 

their parents; Hong Kong respondents mainly identified self-interest (eight 

respondents) and peers (11 respondents) as the most influential factors affecting 

their musical preferences. When Hong Kong respondents were asked who had 

influenced their musical preferences, 11 out of 28 chose peers (i.e., friends or 

classmates): 

“I prefer Korean dance music…I am influenced by friends. I discuss 

[Korean pop music] with my friends.” (H1)  

“I like English Metal, because of influenced by friends. At first, I didn’t 

listen to any Metal music. After others played it, I started like it. I was much 

Influenced by the drummer in my band.” (H2) 

“I like English and Mandarin pop songs…My classmates said it was good, 

so I watched them on YouTube.” (H10) 

Three students stated their musical preferences had been influenced by their 

siblings, either their elder brothers or sisters. 

“My elder brother always listens to English songs. When I was young, I 

took bus with my brother. I asked him to let me to listen [on his mobile 

phone].” (H11) 

“I’m living with my elder brother in the same room. When he sleeps, he 

listens to music, so I can hear too. Sometimes, I asked him [the song names].” 

(H26) 

Three students suggested that their musical preferences had been influenced 

by their parents, but only when they were young. 

“When I was young, like Primary 3 or 4, I was influenced by my parents. 

But less influence now. More peer influence now.” (H8) 

Some Hong Kong students reported that their musical preferences were 

influenced by the Internet or school. Students visited different online media 

platforms, for example iTunes or YouTube, to check on the top charted or most 



146 

 

popular songs. The songs were then imparted into their musical preferences. One 

student, H21, stated that his musical preferences were influenced by the school; 

teachers selected and introduced songs to him, and those songs informed his 

musical preferences. 

Students’ perception of and attitude towards parents’ musical 

preferences. Three interview questions addressed respondents’ perception of their 

parents’ musical preferences: (1) What is/are your parents’ favourite music? (2) Are 

you familiar with your parents’ favourite music? (3) Does your parents’ musical 

preferences affect you? Follow-up questions were introduced when necessary, for 

clarification.  

Most Beijing respondents could report their parents’ musical preferences, 

as their parents frequently shared their favourite music with them in conscious and 

unconscious (proactive or far less proactive) ways. Therefore, students were, to 

some certain extent, familiar with the songs their parents listened to. Students were 

exposed to and affected by parents’ at-home music listening, and some liked the 

songs their parents played at home:  

“They (parents) like the old songs… I could hear, they play the songs all the 

time.” (B1) 

“I would listen to dad’s favourite music with him… the songs he likes make 

me feel calm, this could influence me [my musical preferences].” (B9) 

Student B2 stated that his parents were capable of singing tunes accurately, 

and that “what they [were] listening to could influence me,” he said. 

Two students, B13 and B16, knew little about the songs their parents played; 

however, they perceived that their parents’ musical preferences would influence 

them, to a certain extent. B16 remarked, “Mum likes listening old songs, for 

example aMEI (Zhang Huimei, a Taiwanese singer). I don’t know much about the 

songs, but they are influential to me.” B4 stated that her musical preferences were 

similar to those of her parents, and that their musical preferences influenced each 

other in an interactive way. She said, “we like similar musical styles. When I was 

young, parental influence was particular strong, but now, I am leading [our musical 

listening].” 
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Two students, B11 and B8, said repeated exposure to the songs selected by 

their parents affected their musical preferences, and may eventually become their 

musical preferences. 

“My dad likes expressive songs with fast tempo... My mum likes the theme 

songs of the TV drama. I like them (the music that parents played), because 

they keep playing it… they (parents) indeed influence me a lot, some songs 

can’t get out of my head.” (B11) 

“My dad is a super fan of music, our house is all for music playing… he 

likes Teresa Teng so much, so it makes me listen to it every day. Now I like 

it too.” (B8)  

“My dad and mum like something classical, and Chinese instrumental music. 

This would shape my temperament… When I practice calligraphy, I will 

play their music (Chinese instrumental music).” (H8) 

Beijing respondents related in their interviews how their parents’ musical 

preferences had influenced their music listening, while qualitative data showed that 

parents’ proactive or somewhat proactive sharing of their favourite songs 

influenced students’ musical preferences. However, six interviewed students voiced 

contrary opinions, asserting their parents’ musical preferences had not influenced 

theirs, with some actively disliking or having a negative attitude towards their 

parents’ favourite music: 

“They (parents) like old songs… they like singing, but it won’t affect me.” 

(B14) 

“Parents listen to old songs, I don’t pay much attention, and don’t know who 

they (singers) are. Their musical preferences do not have any influence on 

me.” (B15) 

“I don’t neither like nor hate their (parents’) musical preferences, it actually 

doesn’t have any influence on me.” (B24)  

“My dad likes Guqin music, but I don’t like it.” (B26) 
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Repeated exposure to parents’ favourite music may make students more 

familiar with it, but may not necessarily impact students’ musical preferences, 

largely because students perceived their and their parents’ musical taste to be 

different; as student B3 said, “the songs we (parents and I) listen are not similar. I 

like choir and piano music, they like Jiang Dawei and Teresa Teng… they don’t 

have influence on me.” B7 stated, “My dad likes Rock music from China and 

classical music, my mum likes Cantonese pop music, like Teresa Teng. I can 

understand their music, but I don’t like it very much. Their musical preferences 

don’t influence me.” Another student (B22) articulated that the repeated playing of 

parents’ favourite music was the major reason for his negative feeling towards those 

songs. “They like 1970’s - 1980’s songs, I hate them very much… because they 

[parents] play the songs so many times. I get bored.” 

Parents in Hong Kong also frequently exposed students to their favourite 

music in conscious and unconscious ways. Students were especially familiar with 

the songs their parents listened to, because Hong Kong living area are relatively 

smaller and more packed than those in Beijing. Students were thus more likely to 

be exposed to and affected by parents’ at-home music listening:  

“They like old Hong Kong singers. When they listen, I can hear that as well” 

(H6) 

“Uncle listened to Jay’s songs before…He turns the speakers so loud, so I 

could hear that.” (H7) 

“Daddy likes the new and old canton pop songs…Daddy always plays the 

songs at home, so I can hear that.” (H13) 

Among the interviewees in Hong Kong, 11 liked the songs their parents 

listened to, to various extents, and suggested becoming familiar with the songs their 

parents played may influence their musical preferences: 

“When he (daddy) listens, I can hear that as well. I somehow know the 

songs…He did affect my musical preferences. He would also introduce the 

songs to me. If I like it, I would search it on YouTube.” (H6) 
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“When I was young, like Primary two, mum turned on the radio and played 

the songs. After listening for few times, I can sing along with it. Because I 

can sing the songs, so I listen with her.” (H1) 

“My dad always sings Alan Tam’s songs. I like it, it is good. Since my daddy 

plays it very often, so I like it.” (H12) 

In addition, if the melody and lyrics of the songs played by parents caught 

students’ attention, those songs impact the students’ musical preferences. H2 said, 

“I quite like Canton songs from 80’s and 90’s, because I was influenced by my 

father when I was young. My father played the songs on the computer, like Beyond 

and Sam Hui. I like it. I think the songs are breezy and with meaningful lyrics.” 

Moreover, whether the parents’ musical preferences impacted students 

depends on how students perceived the songs.  

“I like some of my mum’s favourite songs, but not all. I can’t bear with slow 

songs.” (H1) 

“…My mum likes songs from mainland China. The songs are slow, and talk 

about love and family… I like some of the song, but not all.” (H2) 

“I like the new songs (that father played) more” (H15) 

However, some students did not like the songs their parents played, for two 

main reasons – unfamiliarity with, and lack of knowledge of the music styles. 

Student H1 said, “Grandpa and grandma like Cantonese Opera, but I don’t like it at 

all. I don’t understand what it is singing.” Six students reported that the songs their 

parents listened to were old-fashioned; students were resistant to old songs: 

“They watch the music programmes on television, the songs are too old-

fashioned.” (H3) 

“Auntie does not have much influence on me (musical preferences). 

Because I’m not into it. The songs are old, for example the old-fashioned 

singing style. I don’t like it.” (H7) 
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One Hong Kong student, a native Cantonese speaker, reported that his father 

liked listening to Mandarin pop songs; however, the student perceived that he was 

weak in Mandarin, and did not like Mandarin pop songs: 

“I think the lyrics of mandarin songs are very old-fashioned, because I don’t 

really understand what they are singing… Moreover, I have never passed 

the Mandarin examination since young. Mandarin is too hard.” (H22) 

One student (H14) expressed resistance to her father’s favourite musical 

style, for multiple reasons, including that her father rejected and criticised H14’s 

favourite musical styles, “I don’t like him keep criticize the singers nowadays. He 

is so annoying that he keeps criticizing every single one of the songs,” the student 

said. In addition, this student regarded the songs her father played as old-fashioned. 

Perception and reaction towards parents’ music sharing. This section 

captures how students perceived the influence of music sharing and music activities 

between students and parents. Quantitative data showed that parents were inclined 

to listen to music at home themselves (mean =1.81; from 0 = never to 3 = always), 

but were less inclined to share and discuss music with the students (mean = 1.03; 

from 0 = never to 3 =always). The qualitative data, however, contradicted this, and 

showed that almost half of Beijing students (13 out of 28 respondents) reported 

sharing music with their parents in their daily life. Some parents proactively 

introduced or recommended music to the students; for example, B1 said “when they 

(parents) are not busy, we would share and recommend music to each other”, and 

B11 said “we (parents and the student) would recommend music to each other; 

sometimes, it turns to a music game- we play the beginning of the songs, and see 

who is the fastest to recognise the name of the song.” Besides parents, students may 

share music with siblings; for example, as B22 recounted, “my musical preferences 

are similar to those of my elder sister. We would share music.” 

Based on the Beijing students’ responses, a musical home environment was 

deemed to facilitate music sharing among parents and students. Among those 13 

students who reported sharing music with their parents, two students (B8 and B9) 

reported that their parents listened to music with them: “[our] house is full of music” 

(B8) and “I listen to dad’s favourite music with him” (B9). Both students perceived 

that their home environment was musical, and equipped with various music-related 



151 

 

items. These two students would also share and discuss music with their parents 

regularly, which they felt enhanced their musical knowledge:  

“We would have music sharing three nights in a week. We would introduce 

new songs to each other. My dad has a strong influence on me. I know more 

singers and understand that music has no national boundaries.” (B8) 

“I would discuss music with my dad, almost once a week. My dad would 

tell me his feelings [towards the songs]. We would share music with each 

other.” (B9) 

Student B23’s parents would play and sing their favourite songs, and the 

student would sing along; “they always play the songs, moreover, they will sing, so 

I can sing with it.” Two Beijing students reported that they sang songs with their 

parents. Besides music sharing, six Beijing students reported that they would 

discuss music with their parents: 

“I often discuss music with my mum. Almost once in two days.” (B7) 

“We would simply comment whether it is good or not. No deep discussion.” 

(B16) 

In Hong Kong, most student respondents (25 out of 28) perceived that their 

parents listened to music at home themselves, but did not actively introduce or 

recommend music to the students. Therefore, students at home may be passively 

exposed to the parents’ selected and favourite musical styles. Most students (19) 

reported that they knew what their parents were listening to, and that parents’ at-

home music listening may have exposed students to their selected music styles, to 

various extents. Students H1 and H6 said, “mum play the songs on radio, after 

repeated listening, I could sing with it” (H1) and “when mother listens (to the songs), 

I could listen that, too. Therefore, I know them to certain extent” (H6). Few parents 

deliberately introduced or recommended music to the students: 

“Dad introduced some band music to me, like Beyond (a local Hong Kong 

band) and Taichi (local Hong Kong band).” (H2) 

“We play songs on car. Sometimes, my parents asked me ‘you can sing this 

song.’” (H8) 
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Parents also introduced students some English songs, which were regarded 

as enhancing students’ English proficiency. 

“Dad wants me to learn more English. So, he would ask me to listen (to 

English songs)” (H9) 

One student (H16), a violinist, reported that his mother often played and 

encouraged him to listen to classical music to “calm down the emotion and help 

with the violin learning.” His mother, also a violinist, introduced the student to 

some master music pieces, and lectured him on the historical background and 

musical elements of the songs. The students said, “Mother introduced me some 

famous songs, and talked about the historical background [of the songs] and the 

different skills of [orchestral] conducting.” 

Most Hong Kong students (25 out of 28 respondents) felt their parents’ 

active or passive music sharing would expose them to their parents’ selected or 

favourite musical styles, thus exposing the students to more musical styles. 

However, whether the selected musical styles impacted their musical preferences 

depended on the students’ own musical tastes. In the interviews, none of the 

students in Hong Kong showed affection towards their parents’ favourite music and 

music sharing; however, students who showed an interest in their parents’ music 

recommendations would search for information on the Internet, and have 

discussions with their parents. 

“…Sometimes, I would ask ‘this song is quite good, who is the singer?’ then 

they would tell me more about the singers” (H3) 

“.. if I like it, I would search on the Internet.” (H6) 

Three students would listen to the music their parents introduced, but would 

not search for further information; for example, H13 said, “mum introduced songs 

to me. I would just listen, and won’t search them on YouTube” (H13) 

One student, H14, strongly rejected her father’s critique of her music; “I 

think he is annoying. He always talks. First, I don’t like the songs; second, I don’t 

like that he keeps criticizing the singers nowadays; third, I think he is annoying, and 

criticising every single song. To be honest, I don’t want to listen [to his critique] at 
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all.” The student further explained that, because she felt negative about her father’s 

criticisms, she was resistant to his music recommendations. Nonetheless, she 

admitted that she would accept her father’s music recommendation, if he accepted 

and appreciated today’s singers.  

Students’ perception of participation of outsides-of-home musical 

activities with parents. Beijing interviewees usually watched music programmes 

on TV, and attended musicals and popular concerts with parents. Seven students 

reported that they had attended classical concerts in theatres with their parents, four 

of whom stated it was instigated by their parents; for example B6 and B8 said, “we 

have been to classical concert before… when they found some good concerts, they 

would recommend them to me.” (B6) and “my mum attended the symphony concert 

with me, and she would also buy me the tickets.” (B8) 

When asked whether participation in music activities with their parents 

would enhance their interest in music or their musical knowledge, ten students felt 

it would enhance their motivation to participate in music activities; for example, B7 

said, “regarding motivation, that would be my music listening,” and “it raises my 

interest on music. I listen to some classical songs now, but not the low culture,” told 

by B18. 

Two students articulated that participation in music activities with parents 

would motivate them to participate in music activities. Students B5 said, “my dad 

attended classical concert with me, and he also recommended music to me. Now, I 

would buy the ticket online myself,” while B1 stated, “It would raise my interest. I 

will search for and watch the musicals on phone. I think it would enhance my 

professionalism.” In addition, ten students perceived that participation of music 

activities with parents would enhance their musical knowledge, for example: 

“That helps, and I know more [musical knowledge] now, and know more 

about the songs.” (B2) 

“Now I can analyse the songs. I can analyse the songs I like now.” (B18) 

Eight students answered that the musical knowledge they learned would 

increase their motivation for music listening: 
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“I have basic musical knowledge. I can distinguish the instruments, and this 

makes me happy, and rise my motivation on music listening.” (B14) 

“…I know little [musical knowledge]. This little musical knowledge could 

in turn enhance my motivation on music.” (B15) 

“I believe I should equip with more musical knowledge, then it could rise 

my interest [on music].” (B21) 

“I’m sure that equipping with more musical knowledge, I would like the 

music more.” (B21) 

One student (B17) believed that musical knowledge benefited his music 

listening, and influenced his musical preferences; “Musical knowledge does help. I 

think it is better to understand, rather than blindly favour, the music you like. It 

raises my interest. In addition, music lesson did also rise my interest on music. I am 

now listening to classics, not the vulgar music.” 

However, four students thought that musical knowledge had no association 

with their musical preferences.  

“I think musical knowledge and my musical preferences are different. 

Though I learn much [musical knowledge], I like what I like, I dislike what 

I dislike.” (B4) 

“Regarding my music listening, I would judge the music in the first place, 

and others in the second place. It is music itself rise my interest, not musical 

knowledge.” (B13) 

“My musical preferences are nothing about musical knowledge. It is about 

the rhythm and my mood.” (B16)  

According to the interview survey, Hong Kong students usually attended 

outside-the-home musical activities (musicals and popular concerts) that were 

selected or recommended by their parents, rather than by the students themselves: 

“Mum recommends me [the music concerts]. She has few favourite 

conductors.” (H7) 
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“…there was a popular concert recently, because my mum likes it, so she 

asked us to go with her. I don’t particularly like them [the singers], as long 

as it is good.” (H8) 

“Yes, classical concerts, around once or twice a month. Sometimes, we 

[parents and me] go together… Mum recommended it…” (H16) 

Students usually showed a positive attitude toward and interest in the music 

activities or concerts selected by their parents.  

“It was a pop concert. Mum went with me. That [the singer] was her idol… 

The atmosphere was good, it would enhance my interest on music…I want 

to go again.” (H13) 

“Mum recommended it… I like it. If I didn’t like it, I would have slept [in 

the concert].” (H16) 

Besides attending concerts performed by professional musician or artists, 

parents in Hong Kong also participated in concerts in which their children 

performed, which most students perceived as motivating their music learning. 

“I joined children’s choir, they came to watch my performance. That was 

motivating. My parents came to watch, I was very very nervous. I was afraid 

that I didn’t perform well and disappointed them.” (H3) 

“That was a concert, like a variety shows with different instrument 

performance. I performed in it. I am happy they [parents] came, so I could 

show them my performance.” (H18) 

However, two students reported having a negative attitude towards the 

music activities selected by their parents, based on parents’ musical preferences. 

Students were not interested in their parents’ musical tastes, mainly due to the 

generation gap. The students perceived that their parents’ favourite music styles 

were old-fashioned, and had a negative perception of the music activities.  

“I have gone to concerts. Twice. A year ago. It was Eddie Ng’s (A Hong 

Kong singer) concert. We (whole family) went together…because I told my 

family that I wanted to go to concert, so we went. But I just found that I 
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didn’t know the singer when I arrived. I don’t like the songs. It didn’t 

enhance, but reduce my interest. Because I don’t know the singer at all, so 

I don’t have any interest. If I know him, it would enhance my interest.” (H26) 

Students were asked whether their participation in music activities with their 

parents would enhance their motivation or improve their musical knowledge. Three 

students felt the music activities would enhance their motivation; for example, H13 

noted, “the atmosphere [in the concert] was good, it would enhance my interest on 

music…I want to go again.” 

Like their counterparts in Beijing, two Hong Kong students perceived that 

the musical knowledge they learnt from the shared music activities would reinforce 

their motivation to participate in music activities. One student, an instrumental 

player, reported that he gained musical knowledge and motivation from attending 

concerts with an educational purpose: 

“He [the actor in the musical] talked about the vocal skills. It raises my 

interest… in the Chinese instrumental concert, the instrumental player 

talked about instrumental playing skill, I learnt some musical knowledge in 

it. Plus, after hearing his excellent performance, I want to play as good as 

him. It motivates me.” (H10) 

Students’ perception of musical home environment. Students were asked 

their perception of what constituted a musical home environment, and how such an 

environment might influence their participation in music activities. In Beijing, all 

respondents perceived that music listening and music making were commonly 

found in a musical home environment. For example, B15 asserted “[our family 

members] sing anytime and everywhere,” while B18 said “I could always hear 

relaxing music at home.” 

Some students believed that their participation in music activities with 

parents was one of the elements of a musical home environment. Nine respondents 

found that parents’ appreciating music with students, followed by music discussions 

between parents and students, were found in musical home environments: 

“I wish we (student and the family) could listen to music together, discuss 

together, and feel together.” (B12) 
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“We (Parents and student) talk about music and I could always hear relaxing 

music at home.” (B18) 

“We would listen, talk about and discuss about music.” (B19) 

“Parents like music, and we could always discuss about music knowledge.” 

(B20) 

In addition, three students stressed that, in a musical home environment, it 

is essential to have harmony among family members, even though they have 

different musical preferences. They pointed out that a music discussion and sharing 

between parents and students would be feasible, even they were sharing different 

musical preferences. For example: 

“Harmony and chaos co-exist in a musical home environment. ‘Chaos’ 

means we have different musical preferences. We listen to our own musical 

choice.” (B1)        

“The family know each other’s musical preferences, we could communicate 

and discuss [on the musical preferences], but not interfere each other too 

much.” (B13) 

“We play the music, but we do not influence each other.” (B21) 

However, respondent B10 felt that, in a musical home environment, it would 

be ideal if parents and students shared similar musical preferences, saying, “it is 

best that we listen to similar musical styles, and we like each other’s favourite 

songs.” 

Three students perceived that parents with good musical knowledge or with 

an instrumental background would foster a musical home environment. They 

believed that musician parents would facilitate students’ development of musical 

knowledge by discussion, and would create a musical atmosphere by playing 

instruments.  

“Parents know music well, and would always talk about music with me, and 

lecture me.” (B5) 

“Family members can play instruments.” (B9) 
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“I believe every family members would use music to create atmosphere, and 

perform regularly.” (B17) 

“I hope my parents could play instruments, and they would teach me.” (B23) 

Two students (B7 and B23) perceived that instrumental skills were 

inheritable. B23 believed his parents’ musical background could positively enhance 

his singing skill, while B7 articulated that her grandparents transmitted musical 

knowledge to her parents; “my parents can play instruments, so do my grandparents. 

It is inheritable.” In addition, B27 found parents’ musical enthusiasm a more 

influential component in a musical home environment than their instrumental 

background; “I do not agree that possession of musical knowledge is a criterion to 

qualify one to be a music lover. What matters the most is how much musical passion 

a person has.” 

When asked, students agreed that a musical home environment would 

enhance their interest on music, and increase their motivation for and interest in 

music listening: 

“While someone is singing or playing, we could sing the musical harmony 

parts with him simultaneously, and immerse into music. If my family would 

do this, I will love ensemble singing more.” (B2) 

“I could immerse into music every day, go to music concerts on weekends, 

and organise some family singing activities. This is similar to my personal 

experience, it makes me like music more.” (B3) 

“Vocal music everywhere, and this would be sung by us, that means we 

would sing all the time. My interest in music will be enhanced if I grow up 

in such environment.” (B15) 

“I wish some music stave can be stuck on the walls and many instruments 

were displayed at home. I will learn those instruments, learn to play them, 

and listen to music every day. I would be very willing to learn to play 

instruments if it is my home.” (B16)  

“We should discuss music, and play relaxing music at home. Then I will be 

nurtured.” (B18) 
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“I am more satisfied with the atmosphere at my home at this moment. If it 

is particularly good, piano music should be played every day at mealtime. 

If that is the case, I will be more motivated, since environment influences 

people a lot.” (B26) 

However, two students argued that a musical home environment may not 

influence their music motivation. One of them (B24) stated, “I am not sure whether 

I will like music more, even my parents know how to play some instruments and 

acquire musical knowledge.”  

Like their counterparts in Beijing, Hong Kong respondents expected that a 

musical home environment would commonly include such music activities as 

singing, instrumental playing, and music listening: 

“Sing at home whenever we are free.” (H6) 

“It is artistic if we would sing together.” (H12) 

“We will go to concerts regularly. We will play instrumental music and 

music without vocal at home.” (H14) 

“All family members love to sing and play instruments.” (H25) 

Eight Hong Kong student respondents believed that music appreciation and 

discussions of music between parents and students would be found in a musical 

home environment. 

“The atmosphere at home is great. We can play ensemble when we are free, 

to express our emotions and thoughts.” (H1) 

“My family will sing together, share our favourite songs and discuss our 

thoughts on music.” 

“We will listen to music together and we can share the same topic.” 

“Parents who often get in touch with music and listen to music with their 

children, and give opinions.” (H7) 

“We will always play music at home. There are many classical music CDs 

at home, and we always discuss on music.” 
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“We will play music all the time, and we would discuss whether the music 

is good and its defects.” (H11) 

“It is harmonic at home. We share music and share our thoughts on why we 

like it.” (H23) 

In addition, one student, H13, said that a musical home environment should 

consist of music discussions between parents and students, but that the discussion 

need not be professional; “we will have discussion on music, for example 

musicals… the discussion is not necessary to be professional, we could just talk 

about whether we like it (the music) or not.” 

Like her counterparts in Beijing, H10 pointed out that music discussions and 

sharing were possible between parents and students, even if they had different 

musical preferences, and that this may widen the types of music students listened 

to. 

“My parents could listen to their favourite songs; not necessarily listen to 

the songs I like. The atmosphere will be dull if only the music I like is played. 

Interaction is needed. If I share the songs that I like to them, they can listen 

to one more musical type.” (H10) 

Three Hong Kong students perceived that parents with good musical 

knowledge or with instrumental background would help construct a musical home 

environment. H1, H19, and H20 believed musician parents would facilitate 

professional discussions about music, and would create a musical atmosphere by 

playing instruments and music ensembles with the students. 

“What a musical home environment is that mother could play the piano, 

father could play the violin and the son knows how to play the African drum, 

with good family atmosphere. Family members play ensemble when they 

have free time, and use music to express emotions and feelings.” (H1) 

“Warm, and the whole family is good at music.” (H19) 

“All family members know how to play an instrument, and often discuss on 

music-related topics.” (H20) 
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Students also perceived that a musical home environment should also 

contain music-related equipment, such as classical music CDs, micro Hi-Fi, and 

instruments. 

Students were also asked how a musical home environment influenced their 

participation in music activities; most perceived it would increase their interest in 

music: 

“…playing music all the time and there are many musical equipment 

installed at home. It will raise my interest since music is played at home all 

the time.” (H16) 

“My motivation is enhanced, since I will exchange our musical thoughts, 

and learn something new from each other.” (H26) 

“It helps, and I will know more musical types.” (H18) 

Student H20 thought that her self-confidence would be greater if she were 

from a musician family; “If the whole family is good at music, then I will be more 

confident when I am participating in music activities, since I was born in a musical 

family.” However, H19 contradicted H20, pointing out that she would suffer from 

great pressure if she were in a musician family; “I would feel stress, since I would 

hinder the others (family members) if I did not sing well” (H19). 

In addition, student respondents who were instrumental learners were asked 

how their instrumental learning would influence their music listening activities. In 

Beijing, 11 respondents agreed it may have a positive influence on their music 

listening and interest on music, to different extents. Student B12 stated that the 

knowledge gained from instrumental learning helped her to analyse her favourite 

music, while student B11 stated that her interest in music was enhanced by her 

being able to play her favourite music after learning her instruments. However, 

three respondents perceived that instrumental learning had little or no impact on 

their music listening. 

Respondents in Hong Kong who were learning instruments all agreed that 

their instrumental learning had different impacts on and benefits for their music 

listening. All students said they would search for the songs they were learning in 
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instrumental class on the Internet, while seven students articulated that they were 

better able to analyse the musical elements in the favourite music after learning 

instruments. 

“Learning guitar would help me to know more about intonation and 

arrangement.” (H2) 

“I will think whether I am capable to play or sing, when I am listening to 

the songs.” (H6) 

“I am now listening to classical music more often and observe how others 

play. Moreover, I would watch the performance by other people from 

YouTube. I will pay attention to the rhythm and dynamics.” (H10) 

“I can distinguish the fast from the slow tempo and the sounds clearly.” 

(H19) 

“Usually there are guitar in the pop songs. I would pay attention on how the 

performers play and how they strike the strings.” (H20) 

“I listen to rock music more often. I would pay attention to the meter. If I 

like the song, I would search the score on the internet.” (H25) 

“Before learning the cello, I thought it was boring. Now I like it.” (H27) 

 Influence of parents’ instrumental learning background on students’ 

Instrumental learning. In the interviews, students were asked whether their 

parents had an instrumental learning background, and, if so, if and how it influenced 

their instrumental learning. In Beijing, students perceived that their parents’ 

instrumental background may have influenced their instrument choice. B1 said, 

“my father learnt to play the guitar and accordion. He influenced me since I learnt 

to play the accordion afterwards.” Two students (B7 and B8) noted that, thought 

their parents’ instrumental background had influence their choice of musical 

instruments, neither liked the instruments they were learning.  

“My father learnt guitar before. He influenced me and I learn it as well. 

However, I did not like it.” (B7) 
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“My mother played the piano, and she once asked me to learn it. I refused, 

since I do not like it.” (B8) 

Students reported that parents with an instrumental learning background 

shared their musical knowledge with and recommended music to the students: 

“My father learnt military music before, and he would introduce the musical 

types that he is familiar to me.” (B3) 

“My father told me that he once organised a band, and he was the lead and 

guitarist. He might have learnt harmonica as well…he will recommend his 

favourite music to me. He wants me to learn guitar as well.” 

“My father knew how to play the electronic keyboard and he taught me as 

well. He enhances my interest on music...” (B14) 

“My father plays the guitar. He acquires good musical knowledge, and he 

will teach me as well.” (B17) 

“No, but they acquire basic musical knowledge. They accompany me to 

instrumental lesson when I was young. Sometimes they learnt first, then 

taught me.” (B26) 

Among the respondents in Hong Kong, H1 perceived that his grandfather, 

who had an instrumental learning background, possessed musical knowledge that 

would enhance his interest in music; “My grandpa knows how to play the Erhu (a 

two-string bowed Chinese musical instrument). His musical knowledge is helpful 

to me when I learn music. His musical knowledge can enhance my interest in music, 

since he is very experienced.” Another student, H2, believed parental musical 

knowledge enhanced student’s instrumental playing skill; “the musical knowledge 

of my parents helps when I am playing the instruments. Since it helps me to improve 

my technique.” Student H6 believed that his family’s musical socialisation was 

more important than her participation in music activities, because she “would get 

along with my family more often than being in music concerts. And also, it is not 

always possible to have the concerts that I like.” 

Importance of parental support for students’ participation in music 

activities. This section captures the types of parental support students perceived as 
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important to and influential on their music activities. The majority (24 out of 28) of 

Beijing respondents perceived that their parents supported their music learning, and 

that parents’ encouragement and supportive attitude motivated their music learning. 

B1 attributed 20-30% of his music learning motivation to parental encouragement, 

while B8 remarked that parental support enhanced his interest in music.  

Some students articulated how their parents supported their music learning. 

B5’s musician father supported B5’s instrumental learning, which in turn motivated 

the student’s instrumental learning; “I have learnt the piano since I was in primary 

school. My father accompanied me to lessons before I passed the grade 6 piano 

examination. He also jotted down what the teacher said in lesson, as he was very 

devoted. Therefore, I persisted in learning the piano.” Another student (B9) 

articulated that her parents’ coercive support helped her overcome hardships; at first, 

she did not appreciate it, but later her attitude changed: 

“There was a time that I did not sing well in the choir, but my parents were 

very strict that they required me to persist, but now, I am grateful for their 

strictness. About playing the piano, my father put a timer beside my piano 

chair, and he would trim my fingernails and let me keep on practice. I hated 

them very much as they compelled me to do those things at first, but after a 

period of time, I feel very good, and I have to practice even more.” (B9) 

In contrast, B7 expressed that he did not like the coercive support given by 

her parents, saying, “they always force me to practice, and they would criticise my 

playing. My mum would scold at me after every piano lesson.” 

In Hong Kong, four students suggested parents’ attendance at music 

concerts with them may increase their interest in music activities: 

“Parents’ participation can motivate me to listen to music or participate in 

musical activities more often. As we have established a mutual connection, 

for example, singing with my parents will make me like singing more.” (H1) 

“I wish they could go to some popular concerts or cello concerts with me. 

I like cello, I have heard it from the internet. I think that it is special and 

very smooth.” (H26) 
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 “I wish my parents would listen to music with me more often.” (H7) 

 “I wish my parents would take me to the concerts more often.” (H12) 

Students also perceived parents’ mental support as important to music 

learning.  

“I wish my parents could support my instrumental learning.” (H2) 

“I wish they could give me support for doing music related things, including 

tuition fee and mentally support.” (H6) 

“I wish they could encourage me to achieve my dream of singing…” (H9) 

Two students also stated that they wanted to share music with their parents, 

and were willing to understand more about their parents’ favourite music. 

“I wish we could share and talks about our musical preferences. So, we can 

share and listen the reasons why we like or dislike the songs.” (H24) 

“I want to listen to parents’ favourite songs. I wish they could introduce the 

songs that belonged to their generation, and discuss with my mother more 

often.” (H25) 

Economic support was also deemed important, with three students stating 

that a lack of economic resources was an obstacle to their participating in music 

activities: 

“I wanted to attend concerts, and wanted to know the difference between 

live shows and electronic recordings on the computer. But the concert 

tickets are too expensive. Plus, we thought of going to a concert before, but 

we were not free, so we eventually did not go.” (H5) 

“My family is poor. I wish my parents could afford to let me learn the 

instruments. After learning instruments, I could have a chance performing 

on the stage, and sing…I want to perform on stage, because I want to test 

my courage. I want to be cool and improve my self-image.” (H23) 

Parental support for students’ instrumental learning. In Beijing, five out 

of 14 respondents perceived that their parents showed an encouraging attitude, 
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implicitly or explicitly, either through verbal or mental encouragement. Two 

students, B26 and B28, reported their parents bought score books for their 

instrumental playing. Parental encouragement was seen as influential in sustaining 

students’ motivation to continue their instrumental learning. 

“They gave me much support and encouragement. They would encourage 

me to be tough when I wanted to give up.” (B1) 

“I used to give up halfway, but this time, the expectation and pressure given 

by my parents makes me keep going.” (S2) 

B7 changed his attitude towards parental support, saying, “parental support 

– material and mental – is indispensable. I would have stopped playing if my mum 

did not force me to practice till 12 years-old. Now I think that my mum did a good 

thing. The sense of accomplishment from playing the repertoire also makes me keep 

going.” 

Three out of 14 Beijing respondents reported that their parents commented 

on their instrumental playing; no matter whether the comments were positive or 

negative comments, they were perceived to motivate students’ instrumental 

learning, in direct or indirect ways. B14 reported that she welcomed her parents’ 

comments, which might benefit her music learning and her motivation to practice:  

“they commented on my playing and encourage me. I think it is good to 

have parents’ opinions which make me improve. However, I wish that they 

would encourage me. It does not matter if they criticize on me, as it would 

motivate me to practice.” (B19) 

One of the students, B23, received negative comments from his parents, but 

still felt the comments could motivate his instrumental practice, in an indirect way; 

“they always comment on my playing, which makes me feel annoyed. I want to 

avoid their criticism, so I practice. This may be so-called encouragement.”  

Out of 21 Hong Kong respondents, two (H2 and H7) stated that economic 

support was important for their instrumental learning. Three students reported that 

their parents would keep track of their instrumental learning progress; they both 
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perceived this as their parents showing an encouraging attitude about their music 

learning.  

“They would ask about my learning progress, which is also an 

encouragement.” (H20) 

“They would ask about my learning progress. They are afraid that the 

teacher did not teach well, and I would learn things in a wrong way…their 

encouragement is supportive to me” (H2) 

“They would ask about my learning progress; how well did I play. It helps 

a bit…I think that they are supporting me.” (H17) 

Three students reported that their parents accompanied them to their 

instrumental classes, and exhibited various parental supports for their instrument 

learning. Student H16 stated his mother accompanied and attended his instrumental 

classes, and therefore could assist his instrumental learning at home: 

“We attend the instrumental lessons together…I do not mind, and they also 

observe my learning progress. Sometimes when I did not understand the 

teacher’s words, my mum would explain to me after lesson, if she 

understood.” (H16) 

H4’s mother showed her supportive attitude by accompanying the student 

to the instrumental class, being attentive in the class, and communicating with the 

instrumental tutor on how to assist the student’s learning: 

“My mum will listen to my playing in every lesson. She will comment on 

my playing every time and listen carefully. Her comments are useful, and I 

feel that she is supportive. She will give opinion when I am practising, 

giving me verbal encouragement. She praised me and I feel happy. She will 

communicate with the teacher and the teacher would instruct her how to 

follow up my learning.” (H4) 

Two students (H10 and H16) stated that their parents not only accompanied 

them to their instrumental classes, they also set learning goals, such as taking music 

examinations, for the students. 
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Eight students reported that their parents have given verbal encouragement. 

Of these, three students articulated that the verbal encouragement motivated them:  

“They (my parents) gave me opinions when I was practising, also verbal 

encouragement. I feel happy to be praised.” (H4) 

“If I play the songs that they (parents) know, they will come and listen to 

my playing and also give comment, like ‘you play quite well.’ It is 

encouraging.” (H6) 

“They (parents) will praise me after my playing, it is encouraging.” (H17) 

Besides giving verbal encouragement, four students reported that their 

parents would comment on their playing. H10 noted, “they would say: ‘You can 

play better.’, but it is not a professional advice.” However, student H19 showed a 

negative attitude toward parental judgemental comments, saying, “They do not 

understand well, as I seldom play in front of them as they criticise too much on me. 

It does not matter if they sometime praise and sometime criticize, but they will 

judge on me every single time, so I lose the feeling.” 

Six students in the interviews reported that their parents had urged or 

recommended them to practice their instruments. Among the six respondents, four 

had a positive reaction to such reminders, and depicted them as having a positive 

influence on their instrumental learning: 

“Sometimes they (my parents) will ask me to practice my instrument. I will 

let them listen to my playing…When they ask me to practice, it helps me to 

learn faster, because I can concentrate on my practice. If they do not do that, 

I will learn slower.” (H9) 

“They encourage me to practice. Sometimes I think I did not play well, then 

they would ask me to practice more. If they do not, I will not practice. It 

helps when they praise me.” (H18) 

“Sometimes they (my parents) asked me why I did not practice, but they 

were not forcing me. It does have positive effect, as I will practice if they 

ask me.” (H27) 
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However, the following examples show that some students perceived their 

parents’ reminders to practice as coercive. Student H15 saw parental reminders as 

having a negative impact on students’ instrumental learning; “I have to practice 

violin every day. I will be punished to stand still even I do not play. It is wasting 

my time.” Student H11 even expressed that she often experienced coercive support 

from her parents, and would feel uncomfortable if her parents showed a caring 

attitude:  

“they (parents) sometimes asked me to practice at home. Since I do not play 

well or rest at home, they would scold at me… I do not want to have their 

support. Because they have expectation on if they support me. If I could not 

meet their expectation, they would blame... They used to be indifferent. If 

they start to care about me, I would be frightened.” (H11) 

Student respondents, when asked what was most influential in motivating 

their instrumental learning, cited different factors. Four students articulated that 

parental encouragement was the strongest factor in sustaining their instrumental 

learning. H6 and H8 said, “the encouragement from parents makes me keep 

learning” (H6) and “I had my parents’ support since Primary 5. They encouraged 

me a lot and they would not blame me even I played the flute and left out revision” 

(H8). Meanwhile, student H10 asserted that parental encouragement motivated her 

to continue her instrumental learning when she faced hardships; “when I was in 

Primary 1 or Primary 2, I did not practice for a week and my teacher blamed me. 

Then my mother encouraged me and said that it would help on my music learning. 

Therefore, I kept on learning.” 

Summary of the Chapter  

The quantitative and qualitative findings in this study showed that, based on 

students’ perceptions, parental cultural capital and support exerted the same level 

of influence on Beijing and Hong Kong students’ music listening and instrumental 

learning. Based on the quantitative data, student respondents in both regions 

perceived that their parents were more supportive of at-home than outside-the-home 

music activities, that parental support generally motivated their music listening and 

instrumental learning, and that a musical home environment was important for 

students’ music listening and instrumental learning. The quantitative data showed 
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that parents’ musical disposition did not influence students’ musical preferences, 

while parents’ active support for students’ music listening did. In addition, parental 

cultural capital, both education background and musical background, was found to 

predict the types and extent of parental support offered for students’ music activities; 

in particular, parents with an instrumental background more frequently provided 

musical supports that required musical knowledge. A positive relationship was 

found in this study between parental cultural capital and students’ enrolment in 

instrumental classes, implying that students whose parents had higher levels of 

cultural capital, particularly higher educational attainment, were more likely to 

learn musical instruments.  

Complemented by the interview data, this study’s qualitative findings 

showed parental support enhanced students’ motivation for music listening and 

instrumental learning. In the interviews, both Beijing and Hong Kong students 

perceived that a musical home environment, and parental involvement in 

constructing that environment, influenced their music activities and learning. 

Students in both regions also felt their parents were more likely to provide physical 

and mental supports for instrumental learning, than for music listening. 

Supplementing the quantitative data, the qualitative findings showed parental 

musical preferences were imparted to students in both conscious (e.g., musical 

discussion/sharing among parents and students) and unconscious ways (e.g., 

exposing students to parents’ favourite music far less proactively).  

Unlike in quantitative data, which showed students did not perceive parental 

musical preferences, musical knowledge, and comments to influence their musical 

preference, students in the interviews saw their parents are affecting their musical 

preferences. Students in both regions stated in the interviews that optimal exposure 

to songs contributed to students’ liking them, and that repeated exposure to their 

parents’ favourite music enhanced students’ familiarity with that music; on the 

other hand, students also saw music as contributing to generation gap boundaries 

between them and their parents. Students stated they tended to listen to music with 

their peers or alone, rather than with their parents, and over-optimal exposure to 

parents’ favourite music may lead to students’ disliking it.  
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Moreover, again supplementing the quantitative data, the qualitative 

findings answered how parental cultural capital influenced their types of support 

for students’ music activities. Most students, both from Beijing and Hong Kong, 

articulated in the interviews that a musical home environment consisted of musician 

parents and various at-home and outside-the-home musical activities, such as music 

listening in daily life, instrumental playing and singing with parents, and concert 

attendance. Parents’ cultural capital allowed them to provide greater musical 

support, and a musical home environment for students’ music listening and 

instrumental learning. Moreover, students’ enrolment in instrumental learning, as 

reported in the interviews, was found to affect students’ perceptions of their music 

listening.  

Finally, the findings showed that parents from both Beijing and Hong Kong 

exerted comparable parental influence (cultural capital and support) over students’ 

music activities; however, compared to their Hong Kong peers, Beijing students 

generally perceived that their parents showed more support for, and had more 

influence on their music listening. Both quantitative and qualitative findings 

showed that most Beijing students perceived their parents as having more influence 

on their music listening, whereas Hong Kong students perceived peer influence as 

more influential. Beijing parents tended to provide cognitive support for students’ 

instrumental learning (e.g., keeping track of students’ instrumental learning and 

commenting on students’ playing at home), while their Hong Kong counterparts 

tended to offer behavioural support (e.g., urging students to practice and prepare 

for instrumental classes) that, without intensive social interaction with students, 

may not directly stimulate students’ cognitive development. 
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Chapter Five 

Discussion 

Aims of the Chapter 

This chapter provides insights into and compares the impacts of parental 

influence on students’ participation of music activities, and explores the interplay 

between parental cultural capital (education and instrumental learning background) 

and support for students’ music listening and instrumental learning, in the context 

of Beijing and Hong Kong. This chapter will discuss: (1) students’ perception of 

parental support for music activities; and, (2) the influence of parental cultural 

capital on their support for students’ music activities.  

Firstly, the findings of this study show that, according to students’ 

perceptions, parents are more supportive of students’ at-home music activities, and 

parental support enhances students’ motivation on music activities. Parents are 

more supportive of students’ instrumental learning than students’ music listening, 

providing both physical and mental supports. The study also shows that parental 

influence has an impact on students’ musical listening preferences, and that parents’ 

active support for students’ music listening has a stronger effect on students’ 

musical preferences than do parental musical dispositions. In addition, the 

perceived extent and importance of parental support for student’s music activities 

are positively correlated. The study found that parents from Beijing and Hong Kong 

generally exhibited similar parental influence on students’ music activities; 

however, Beijing students felt their parents offered greater physical and mental 

support for, and had more influence on their music listening than did their Hong 

Kong peers.  In addition, the parents in both regions exhibited different strategies 

of support to promote students’ instrumental learning.  

Secondly, the study shows parental cultural capital predicted the level of 

support offered for students’ music listening and instrumental learning, in both 

Beijing and Hong Kong. Parents’ cultural capital allowed them to provide greater 

musical support and to provide a musical home environment for students’ music 

listening and instrumental learning, which may in turn cultivate students’ cultural 

capital, particularly in terms of their musical development and enrolment in 
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instrumental class. Parents’ cultural capital is also a predictor of students’ 

enrolment in instrumental learning, which in turn affects students’ perception of 

their music listening.  

Based on the Bourdieu’s concept of cultural capital (Bourdieu, 1973, 1986, 

1989) and other relevant literature, this chapter argues that the intergenerational 

transmission of musical disposition from parents to students, namely musical 

preferences and musical knowledge, is facilitated by parental support and mediated 

within a musical home environment, which both are governed by parental cultural 

capital; intergenerational transmission of cultural capital, in terms of students’ 

instrumental playing, may not be a direct process, and parental support is necessary 

to impart parental cultural capital into students’ cultural capital. 

Students’ Perception of the Parental Support for Music Activities 

This section, in response to the first research question, discusses students’ 

perceptions of parental support for their music listening and instrumental learning, 

and how parental support influences their music activities, in relation to the 

respective cultural and social contexts of Beijing and Hong Kong. 

Students’ perceived parental support for music listening. This study 

found that parents were more supportive of students’ at-home than outside-the-

home music activities, in both regions. Both Beijing and Hong Kong students 

perceived their parents more often encouraged their music listening (mean = 2.03 

in Beijing; mean = 1.11 in Hong Kong; from 0 = never to 3 = always), listened to 

music themselves at home (mean = 1.81 in Beijing; mean = 1.25 in Hong Kong; 

from 0 = never to 3 = always), and encouraged them listening to different music 

channels (mean = 1.51 in Beijing; mean = 0.90 in Hong Kong; from 0 = never to 3 

= always). The data also show that parents in both Beijing and Hong Kong were 

less inclined to attend music concerts with students (mean = 1.01 in Beijing; mean 

= 0.50 in Hong Kong; from 0 = never to 3 = always), share and discuss music with 

students (mean = 1.03 in Beijing; mean = 0.55 in Hong Kong; from 0 = never to 3 

= always), and sing or play music with students (mean = 0.96 in Beijing, mean = 

0.50 in Hong Kong; from 0 = never to 3 = always). Parents’ limited time for 

childrearing may shed light on the findings that parents were more supportive of at-

home music listening. According to a survey conducted in Beijing (see Da, 2015), 
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almost two-thirds of parent respondents reported that they were unable to 

accompany their children because they felt exhausted after work, and were more 

inclined to monitor their children passively, without active personal or social 

interaction. Another survey, conducted in Wuhan (the capital of Hebei Province, in 

central China) pointed out that parents were addicted to the entertainment available 

on their mobile phones and the Internet (People’s Daily, 2016) as a form of stress 

relief, and were therefore less available and less willing to engaging in cultural 

activities that required active involvement and interaction with their children, such 

as accompanying them to the theatre or sharing and discussing music with them.  

For example, in 2015, the average Hong Kong resident worked 2,606 hours 

per annum, the highest average in the world (Petroff, 2015). Long parental working 

hours contributed to Hong Kong parents being too busy to accompany students on 

music activities outside of the home (Law & Ho, 2009b). A survey conducted by 

Chinese University of Hong Kong found that 14-20% of Hong Kong children had 

conversations with their parents less than once a week (Zheng, 2017). In both 

Beijing and Hong Kong, the major moment of most at-home child-parent 

interaction was dinner time (see China Foundation for Human Rights, 2010; 

Chinese YMCA of Hong Kong, 2004). Also, Raley, Bianchi and Wang (2012) 

argued that parents in the United States of America, particular those with high 

income levels, would try to reduce their household duties and time-intensive 

parenting duties. The rising opportunity cost of concert attending may cause those 

with higher incomes to engage in cultural activities that are goods-intensive (e.g. 

listening to CDs) rather than time-intensive (e.g. attending concerts) (Ekelund & 

Ritenour, 1999; Toma & Meads, 2007). This helps to explain why parents more 

frequently and more willingly participated in and supported students’ at-home, 

goods-intensive musical activities, than in their out-of-home, income- and time-

intensive musical activities, in both Beijing and Hong Kong families.  

Students from both Beijing and Hong Kong generally perceived that parents’ 

encouraging their music listening (mean = 3.75 in Beijing; mean = 2.87 in Hong 

Kong; from 1 = strongly disagree to 5 = strongly agree), discussing music with them 

(mean = 3.53 in Beijing; mean = 2.73 in Hong Kong; from 1 = strongly disagree to 

5 = strongly agree), and maintaining a musical home environment (mean = 3.78 in 

Beijing; mean = 2.96 in Hong Kong; from 1 = strongly disagree to 5 = strongly 
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agree) were relatively important for motivating their music listening. 

Encouragement was perceived as the most often offered type of parental support 

for students’ music listening, as well as the most influential for enhancing their 

interest in music listening. These findings may imply that encouragement of music 

listening was emphasised by both parents and students. However, Pearson’s 

correlations showed that the perceived importance of a particular type of parental 

support was positively associated with the extent to which that parent support was 

offered (see Tables 4.36 and 4.37). This may imply that increasing the frequency of 

a particular type of parental support may increase its perceived importance.  

Regarding parents’ limited time for providing physical support for students’ 

music activities, the Internet may serve as a levelling medium, and to create a 

musical home environment. Students from both regions presented (in interviews) 

that parental support, particularly accompanying students to concerts, was 

important to their participation in music listening. Students’ participation in musical 

activities increased their interest in music and music listening, and may, in turn, 

enhance their musical knowledge, and directly or indirectly influence their musical 

preferences. However, due to parents’ limited time for child-parent interactions, 

parents’ attendance at concerts with students was the type of support least often 

received by students. The Internet and mobile phone apps are readily-available 

platforms for music listening, and could expose previously unreachable audiences 

to music, particularly classical music, which is usually offered in theatres (Crawford, 

Gosling, Bagnall, & Light, 2014). Music listening on the Internet may provide an 

alternative for families that cannot afford concert tickets, or parents who are too 

busy to accompany students to concert theatres. Parents and students could 

participate in at-home music listening and discuss music through listening to music 

on the Internet. Students in this study expressed their longing for a musical home 

environment, which involves a great deal of child-parent social interaction, and 

believed a musical home environment would facilitate their music listening and 

music learning. The Internet, as a levelling medium, may help to create a musical 

home environment and expose students to diverse musical styles. 

The prevalence of the Internet as a readily available platform for music 

listening may also contribute to the decreasing popularity of theatre attendance. 

Free media channels (Mean = 2.51 in Beijing, Mean = 2.70 in Hong Kong; from 0 
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= never to 3 = always), such as the Internet, radio, television, and smartphone apps, 

were found to be the most popular platforms for music listening, while the 

attendance at theatres (Mean = 1.06 in Beijing, Mean = 0.81 in Hong Kong; from 0 

= never to 3 = always) was the least popular, among students in both Beijing and 

Hong Kong. Due to today’s advanced technology, the Internet functions as an 

online music store, with countless sites providing song downloads, either with or 

without payment. Also, the high storage capacity of electronic portal music devices, 

such as MP3 players or smartphones, allows people to listen to hundreds of songs 

anywhere and at any time. Moreover, given the proliferation of computers in 

households, students nowadays can more readily access the Internet and listen to 

music. Students can also perceive the popularity of songs through social media and 

music Apps, such as Facebook, WeChat Moments, and Spotify, rather than seeking 

the opinions of peers and parents (Fung, 2014). The Internet may now be a 

legitimate alternative to theatre attendance, with people listening to music without 

having to leave their homes. 

However, though parental support is central to students’ participation in 

music activities, more than 50% of Hong Kong students perceived that their parents 

had never shown active support for their music listening. Parents in Chinese society 

emphasise students’ academic achievements (Quach, Epstein, Riley, Falconier, & 

Fang, 2015; Shek & Sun, 2014), particular in Hong Kong, where examination-

orientated education system is legitimate (Zhang, 2011) and whether a student is 

successful or not is solely judged on the basis of his academic performance. Thus, 

Hong Kong parents may devote more energy to students’ academic study. In 

Chinese society, music listening is generally seen as an activity for relaxation and 

stress relief (Ho, 2016), and, in schools, music classes are considered less important 

than academic classes (Xie & Leung, 2011). Therefore, parents may provide fewer 

resources for and be less involved in students’ music listening activities. 

This study also found difference between paternal and maternal support for 

students’ music listening. Students in both Beijing and Hong Kong perceived that 

they received more maternal support (Mean = 1.44 in Beijing, Mean = 0.80 in Hong 

Kong; from 0 = never to 3 = always) than paternal support (Mean = 1.33 in Beijing, 

Mean = 0.76 in Hong Kong; from 0 = never to 3 = always) for their music listening. 

This may be attributed to the parental roles in traditional Chinese society, where, as 
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in most of the world, fathers are primarily financial providers (Liu, Wu, & Zou, 

2016; Raley et al., 2012) supporting the family’s economic demands, enabling 

mothers to concentrate on childrearing, as primary caregivers for their children. 

Maternal support may, therefore, be more prevalent than paternal support, and thus 

have a greater influence on children’s daily activities. This is supported by the 

quantitative finding that students perceived that more maternal than paternal 

support was offered for their music listening. However, in modern Chinese society, 

parental roles have substantial change – more mothers have entered the labour 

market (Liu et al., 2016), and fathers increasing share the responsibility of 

caregiving, and engaged in children’s daily life (Liu & Wang, 2015b); thus, the 

stereotypical Chinese family is rapidly fading away (Liu et al., 2016). This social 

transformation may inform a changing pattern of parental support in students’ daily 

life, and for students’ musical activities in the future, as fathers become more 

involved in caregiving (Liu & Wang, 2015b). Co-parenting may become more 

prevalent in the modern China, and paternal support may become as important for 

children’s development as maternal support (Liu & Wang, 2015b).   

Students’ perceived importance of parental support for music listening. 

This section discusses perceived parental influence on students’ musical 

preferences and music listening. Many studies (for example, see Bourdieu, 1973, 

1986; Serbun & Debono, 2010; ter Bogt et al., 2011) have identified parental 

influence as an influential factor in determining students’ musical preferences. 

However, in this study, students responded that parental influence did not have a 

significant impact on their musical listening, and that peers and self are more 

significant. Only 33% and 17% of Beijing and Hong Kong students, respectively, 

agreed that parents influenced their music listening. More specifically, students in 

both regions generally disagreed that parental musical disposition (i.e. parental 

musical preference, parental musical knowledge, and comments offered by the 

parents) influenced on their musical preferences (see Tables 4.59 & 4.60). Students 

may consciously use their musical preferences to form a boundary between them 

and their parents (Ho, 2009b; Russell, 1997; ter Bogt et al., 2011), and therefore 

deny the influence of parental musical preferences on their musical tastes. 

However, active parental support for students’ music listening – for example, 

sharing and discussing music with students and appreciating music with students – 
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was found to have positive significant impact on students’ musical preferences (see 

Tables 4.61 & 4.62). Students who had more musical interactions and discussions 

with their parents perceived their parents’ musical knowledge, comments and 

musical preferences to influence their own musical preferences, to a great extent, 

which is consistent with Coleman’s (1988) social capital theory. The findings in 

this study may complement Bourdieu’s concept of the intergenerational 

transmission of cultural capital (1973) as parents’ musical disposition, mediating 

by their musical interactions with students, may influence students’ musical 

preferences; without such interaction, parental influence on students’ musical 

preferences may not be significant. 

Intergenerational transmission of musical preference. Based on the 

quantitative and qualitative findings of this study, this section discusses the 

mechanisms for the intergenerational transmission of parents’ musical preferences. 

Quantitative data analysis in this study showed that parents’ listening to (see 

Tables 4.57 & 4.58) and recommending students’ listening to (see Table 4.55 & 

4.56) a particular musical style positively enhanced the frequency of students’ 

music listening to that musical style. Further supported by the qualitative data, 

intergenerational transmission of musical preferences from parents to students was 

mediated by musical socialisation, in a passive or active, conscious or unconscious 

way, within the family. Parents unconsciously exposed students to the musical 

styles the parents were listening to in the home environment; students were then 

passively and unconsciously influenced by repeated exposure to the music their 

parents were listening to (ter Bogt et al., 2011), directly informing the close 

association between parents’ and students’ frequency of listening to particular 

musical styles. Optimal exposure to and familiarity with songs contributed to 

students’ liking the songs (Hargreaves & North, 1997; Hui, 2001), and repeated 

exposure to parents’ favourite music enhanced students’ familiarity with that music. 

By actively sharing their musical preferences and favourite music selections with 

students, parents transferred their musical preferences to their children, resulting in 

similar intergenerational musical dispositions (ter Bogt et al., 2011). In sum, both 

passive and active socialisation could enhance students’ familiarity with and 

frequency of listening to particular musical styles.  
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However, whether parents’ musical styles would translate into students’ 

depended on whether students perceived the music as a celebration or an alienated 

musical experience. Young generation also regarded music as a tool to form 

“generation gap” boundaries between them and their parents; thus, parental 

preference had little influence on the reproduction of musical tastes (Ho, 2009b; 

Russell, 1997). Youths tended to listen to music with their peers or alone, rather 

than with their parents (Christenson & DeBenedittis, 1986, cited in Russell, 1997). 

Also, the Internet and social media provide alternatives for students to get 

knowledge of popular songs, rather than seeking the opinions of peers or parents 

(Fung, 2014). In addition, according to Berlyne’s (1971; also see Chmiel & 

Schubert, 2017; North & Hargreaves, 1995) concept of the inverted-U shape 

relationship between an individual’s preference for and familiarity with a song, 

over-optimal exposure may lead to students’ disliking a song, as students reported 

in interviews in this study, regarding over-optimal exposure to their parents’ 

favourite music. 

Differences in parental influences on students’ music listening between 

Beijing and Hong Kong. As discussed in earlier sections, students from Beijing 

and Hong Kong exhibited similar perceptions of parental support for their music 

listening, and the importance thereof. However, there were some differences 

between the two regions. Firstly, the mean scores of Beijing students’ perceived 

importance of all types of listed parent support were over 3 (neutral), implying 

Beijing students generally agreed parental support was significant to motivate their 

interest in music listening; however, their counterparts in Hong Kong generally 

disagreed that parents were significant to their music listening (see Tables 4.10 and 

4.11). Due to China’s One Child Policy, single-child families are more prevalent in 

Beijing than in Hong Kong, where multiple-children families abound. Children in 

multiple-children families spend time with their siblings (Feng, Poston, & Wang, 

2014), while the children in single-child families have greater child-parent 

interaction; thus, Beijing parents may have great influence over their children, 

consistent with He’s (2006) findings that students regarded parents as their main 

idols, after celebrities, and that family occupies an important sentimental place in 

students’ minds in China. 
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Secondly, though students from Beijing and Hong Kong generally reported 

similar parental influence on their music preferences, most Beijing students 

perceived their parents as having more influence on their music listening, whereas 

Hong Kong students perceived peer influence as more influential. This could reflect 

the phenomenon that students in Beijing may see their parents as having more 

influence on their musical preferences. Moreover, interviews of Hong Kong 

students supported the contention that over-optimal exposure may lead students to 

dislike their parents’ favourite music, as more Hong Kong students than Beijing 

students were familiar with their parents’ favourite music. This may reflect 

differences in the living environments of the two regions. The average living space 

for each individual in Beijing was 31 square meter (Beijing Municipal Bureau of 

Statistics & NBS Survey Office in Beijing, 2016), which was much larger than the 

2.7 square meters per head found in Hong Kong (Wen Wei Po, 2017). Due to the 

limited living space in Hong Kong, students were, voluntarily or involuntarily, 

more often exposed to their parents’ favourite music. This involuntary exposure 

may have increased students’ familiarity with their parents’ favourite songs, but 

might also have led to negative feeling about them (Berlyne, 1971; Hargreaves, 

1984; Russell, 1987; Szpunar, Schellenberg, & Pliner, 2004). 

Parental support for students’ instrumental learning. Based on the 

findings of the study, this section discusses students’ perception of parental support 

for their instrumental learning, and how that support influenced their instrumental 

learning, in the context of Beijing and Hong Kong. The quantitative and qualitative 

findings show that students perceived that their parents encouraged their 

instrumental learning. Most parents showed their supportive attitude by 

encouraging students to learn musical instruments, and provided both physical and 

mental supports (see Tables 4.45 & 4.46). Moreover, when comparing the mean 

scores, parents were more inclined to provide support for students’ instrumental 

learning (mean = 2.06 in Beijing; mean = 1.37 in Hong Kong; from 0 = never to 3 

= always) than for students’ music listening (mean = 1.39 in Beijing; mean = 0.78 

in Hong Kong; from 0 = never to 3 = always). As students commented in the 

interviews, parents’ positive attitude towards instrumental learning was reflected in 

the diverse types of parental support they provided. In the study, students perceived 

their parents intended to help their instrumental learning by exerting different types 
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of parental support, and used familial social capital (i.e., physical presence and 

support) to facilitate students’ achievement and musical learning, partly echoing 

Colemen’s (1988) concept of social capital. 

Students’ perceived importance of parental support for instrumental 

learning. In both regions, a musical home environment was perceived as 

influencing students’ instrumental learning, in keeping with previous research 

(Brand, 1985, 1986; Howe & Sloboda, 1991b, 1991c). Based on the qualitative data 

analysis, students considered a musical home environment to include various 

musical activities and music-related social interactions, such as music listening, 

instrumental playing, and musical ensemble. Musical discussions following music 

listening involving both students and parents, were appreciated by the students. 

Student respondents also believed a musical home environment should include 

musician parents, who could enhance their music learning. Consistent with previous 

research (see Custodero & Johnson-Green, 2003; Moore et al., 2003), this study 

found parental cultural capital was associated with the quality of music environment 

created for students. Parents with higher education levels and previous instrumental 

learning were more likely to provide a musical home environment; parents’ 

previous instrumental learning experience may also inform their support for and 

involvement in students’ instrumental learning (Mehr, 2014), and may transfer their 

musical interest to their children (Moore et al., 2003). Based on Coleman’s (1988) 

theory of social capital, I argue that the benefits of parents’ musical knowledge can 

be captured by students through social interaction and musical activities among the 

students and their parents at home, and that this musical home environment could, 

in turn, motivate students’ musical listening and motivation for instrumental 

learning. 

Though parents’ musical knowledge may facilitate their support for students’ 

music learning, students saw it as the least influential factor in their instrumental 

learning, in both regions. Partly supporting Zdzinski’s (1992) and Margiotta’s 

(2011) arguments, parental influence, particular parental musical knowledge, may 

have little significant impact on students’ musical learning and achievement. 

According to the quantitative finding of this study, most respondents acquired their 

musical knowledge for instrumental playing from their instrumental tutors. A 

loving and supportive environment may be more important than parental musical 
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knowledge for motivating students musically (Margiotta, 2011; McPherson et al., 

2006). In keeping with previous studies (for example, see Davidson et al., 1997; 

Davidson, Howe, & Sloboda, 1996; Howe & Sloboda, 1991b; Margiotta, 2011), 

this study shows that parental support is positively associated with students’ 

motivation for learning instruments, and is important for sustaining students’ 

instrumental learning. Parents’ encouragement, keeping track of students’ learning 

progress, and commenting on students’ playing were found to have relatively 

stronger positive associations with students’ motivation for learning instruments 

(see Tables 4.52 and 4.53). Students from both regions also reported that parents 

showed their supportive attitude by attending students’ performances, thus 

enhancing students’ motivation. This may imply that personal and practical support 

may have a stronger impact on students’ enjoyment and continuation of 

instrumental learning. Consistent parental support and positive reinforcement are 

central to sustaining student’s musical learning and enhancing their motivation in 

music learning, and may affect students’ attitudes towards future music learning 

(Ho, 2009b; Zdzinski, 1992, 1996) and enjoyment of various kinds of musical 

activities (Hallam, 2011). Supervision and close monitoring of students’ music 

learning could indicate students’ learning direction and enhance their motivation 

(Olszewski, Kulieke, & Buescher, 1987). 

Differences in the parental influences on students’ instrumental 

learning between Beijing and Hong Kong. This study found that parents in both 

regions generally showed encouraging attitudes towards students’ instrumental 

learning, but employed different strategies to do so. Beijing parents tended to 

provide cognitive support – for example, they more often kept track of students’ 

instrumental learning, and commented on students’ playing at home; it is believed 

cognitive support can stimulate students’ musical development and talent (Creech 

& Hallam, 2011). Their counterparts in Hong Kong tended to offer behavioural 

support that, without intensive social interaction with students, may not directly 

stimulate students’ cognitive development – for example, they more often urged 

students to practice and prepare for instrumental classes. Parents’ supervision of 

instrumental practice at home is a positive strategy to enhance students’ 

achievement (Doan, 1973 cited in Creech, 2010), and supporting students’ practice 

is important to sustaining students’ instrumental development (Howe & Sloboda, 
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1991a; Sosniak, 1985). However, as Creech and Hallam (2011) contended, 

behavioural support may not be as effective as cognitive and personal support for 

students’ instrumental learning, particular students aged 12-18. 

The prevalent examination-orientated approach toward music activities 

among Chinese students and parents, which is deeply rooted in Chinese society, 

may shed light on the types of parental support offered. Parents with an extrinsic 

orientation may provide more behavioural support, and fulfil external needs for 

students’ learning. The legitimate examination-oriented purpose of learning 

instruments in Hong Kong may account for students’ and parents’ extrinsic 

orientation. Consistent with Bourdieu’s (1986) cultural capital theory, instrumental 

learning is deemed to be cultural capital that gives students a differential advantage; 

enrolling in musical instrument examinations and earning music examination 

certificates, as instituted cultural capital (Bourdieu, 1986), is a means of giving 

students the privilege to obtain academic achievement and excel in the Hong Kong 

education system. This may shed light on the prevalent phenomenon in Hong Kong, 

wherein parents urge students to pursue musical instrument examinations (Lui, 

2006; Ming Pao Daily News, 2014).  

This is supported by the findings, in this study, that Hong Kong parents most 

often urged students to practice. Most parents in Hong Kong regard music as high 

art, and musical achievements (e.g., examination and competition certificates) as an 

asset for improving their children’s access to schools and universities (Wan, 2009 

cited in Liu et al., 2015)—particularly in China, where social status is important 

(Lam & Huang, 2012). Therefore, Hong Kong parents are willing to enrol students 

in instrumental or choral classes, and encourage them to take Associated Board of 

the Royal Schools of Music (ABRSM) examinations (Cheung, 2004), both of which 

are popular in Hong Kong. According to a 2017 survey released by the Hong Kong 

Examinations and Assessment Authority, more than 100,000 candidates took Arts 

(Music, Dance, and Art) examinations in 2015/2016, more than sat 

Admission/Matriculation, Language Proficiency, Professional/Vocational, 

Recruitment, and Degree examinations (Hong Kong Examinations and Assessment 

Authority, 2017). Parents’ motivation for and orientation towards students’ 

instrumental learning predicts their support thereof (Connell, Spencer, & Aber, 

1994; Gottfried et al., 1994; Liu et al., 2015). Hong Kong parents with an extrinsic 
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orientation and an examination-oriented approach to students’ instrument learning 

(Poon, 2012) may provide more behavioural support, particularly by urging 

students to practice, as found in this study, and fulfil external needs for students’ 

learning.  

Differences in the types of parental support exerted in these two regions 

may indicate parents’ orientation to students’ instrumental learning, and may, in 

turn, affect students’ learning motivation. In Hong Kong, though 69.7% (473 

respondents) of the instrumental learners stated they would continue their learning, 

only 56.5% (383 respondents) reported they liked learning their instruments.  

Parents’ orientation towards students’ instrumental learning is reflected in 

their parental support, which affects students’ motivation towards their instrumental 

learning (Connell et al., 1994; Gottfried et al., 1994; Liu et al., 2015). Parents with 

an intrinsic orientation, who appreciate the aesthetic aspects of music and who 

engage students’ in music learning to enrich their inner life, are more likely to 

support students’ intrinsic needs, enhance students’ intrinsic motivation in 

instrumental learning (Gottfried et al., 1994; Liu et al., 2015), and expend more 

effort on and pay more attention to maintaining students’ involvement (Liu et al., 

2015), thus further engaging students in instrumental learning and musical 

development (Dai & Schader, 2001). However, parents who have a purely extrinsic 

orientation toward students’ instrumental learning could contribute to students’ 

poor instrumental development, since they may neglect students’ intrinsic needs 

(Dai & Schader, 2001; Kemp, 1996; Liu et al., 2015) by using only external rewards 

or coercion to urge on students’ learning (Dai & Schader, 2001). Their support may 

be construed as pressure, leading to anxiety and a loss of motivation of music 

learning (Dai & Schader, 2001; Kemp, 1996).  

Although Hong Kong students perceive their parents’ urging them to 

practice as influential for sustaining their instrumental learning, it may not be an 

effective strategy to motivate their learning, and may have a negative impact on 

students’ motivation for and engagement in their instrumental learning. As 

suggested by Liu et al. (2015), parents with both intrinsic and extrinsic motivation 

may better influence student’s instrumental learning. The impact of external 

rewards can be enhanced if parents value students’ internal needs, and are 
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enthusiastic about music learning. Although parents in Chinese society value the 

external benefits of students’ instrumental learning (e.g., obtaining music certificate 

or competing for music awards), parents can also endorse intrinsic music learning 

motivations, and become involved in students’ instrumental learning, which would 

enhance students’ learning motivation. 

This study found most students reported that their parents supported their 

instrumental learning, and most had a positive attitude towards parental support. 

Parental feedback on students’ instrumental learning and musical home 

environment were perceived by the student respondents in Beijing to be relatively 

influential in sustaining their instrumental learning; students commented that 

parental feedback on their instrumental playing, whether analytical or 

commonplace, was perceived as personal support and encouragement, and thus 

motivated them.  

In Hong Kong, parents’ verbal encouragement, urging of instrumental 

practice, and musical home environment were perceived by the respondents to be 

relatively influential in sustaining their instrumental learning; behavioural supports 

were more welcomes. Partly contradicting Kemp’s (1996) notion, some Hong Kong 

students perceived that parents’ optimal reminding and urging was a positive 

strategy for sustaining their practice, and motivating them to overcome hardships. 

Parents’ urging of practice was seen as normative parenting in the Chinese context; 

however, over-optimal support and coercive measures may result in students’ 

forming a negative impression of parental support. Parental encouragement was 

considered an influential support for younger students’ instrumental learning; 

however, as students entered their adolescent, its positive influence may fade (Shek, 

2010). Parental monitoring may also repel adolescent children, as they strive for 

independence (Shek, 2010) in both Western and Chinese society (Yau & Smetana, 

2003). Parents’ urging students to practice or other forms of coercive support may 

arouse conflict and pressure, which may, in turn, deteriorate the child-parent 

relationship (Howe & Sloboda, 1991c; Margiotta, 2011). Therefore, maintaining a 

mutually-autonomous relationship among parents and students, while remaining 

optimally involved in their instrumental learning, is important. 
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Influence of Parental Cultural Capital on their Support for Students’ Music 

Activities 

 The following section discusses the influence of parental cultural capital, in 

terms of parental educational attainment and instrumental learning background, on 

their support for students’ music listening and instrumental learning. 

Influence of parental cultural capital on their support for students’ 

music listening. This study shows that, in both Beijing and Hong Kong, parental 

cultural capital was a predictor of their support for students’ music listening, and 

that parents with a greater level of cultural capital generally offered a higher 

intensity of parental support for students’ music listening. Parents’ instrumental 

learning background influenced the quantity of their support for students’ music 

listening, which in turn determined students’ musical development. Although 

parents with higher social status and higher income may have less time for 

interacting with their children (Ekelund & Ritenour, 1999; Raley et al., 2012), this 

study found that parents with more education and an instrumental background 

would still devote more effort to students’ music listening to develop students’ 

musical potential, within their limited family time.  

In this study, parents were perceived as less often providing musical support 

that required musical knowledge. Besides their attendance at concerts with students, 

students perceived that parents less often discussed music, or sang and played music 

with students at home (see Table 4.9). Although students felt parents’ sharing and 

discussing music with them was important to their music listening, it was one of the 

least commonly-offered support types. Discussing, singing, and playing music with 

students required parents to have musical knowledge and an instrumental learning 

background. Aligned with Davidson et al.’s (1997) argument, musician parents are 

capable of decoding music and initiating musical discussions with students, and can 

more readily offer direct musical support – e.g., playing instruments and singing 

with the students. However, non-musician parents, who lack instrumental training 

and musical knowledge, may only be able to use commonplace knowledge to 

interpret the music encountered in their daily life, and therefore may fail to sustain 

a musical discussion with students, or perform music with them at home (Davidson 

et al., 1997). Though discussion of music is important for students’ music listening, 
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it is difficult for parents without an instrumental learning background to implement. 

As most respondents’ parents did not have an instrumental learning background, 

parents in the sample generally less often provided musical supports that required 

musical knowledge. 

Other quantitative finding in this study also support that parents with an 

instrumental background more frequently provided musical supports for students’ 

music listening (Mehr, 2014), and cultivated their children’s musicality (Custodero 

& Johnson-Green, 2003). Musician parents may intend to transfer their musical 

background and motivation to their offspring by supporting students’ music 

listening. Having an instrumental learning background enhances the overall 

quantity and frequency of parental support, and the quality and types of parental 

support given. In this study, both Beijing and Hong Kong parents with an 

instrumental learning background tended to provide musical support, and possessed 

a higher level of musical knowledge that enabled them to cultivate their children 

musically, and to participate in music activities with them (Mehr, 2014). Parents 

with instrumental learning background were able to cultivate their children’s 

musical knowledge through music discussions. In addition, parents’ musical 

knowledge enabled them to appreciate music appropriately; parents could, therefore, 

distinguish and recommend concerts of good quality, and attend those concerts with 

students. To transfer parents’ musical knowledge to their offspring, musician 

parents were more willing to spend more time and effort providing support for their 

music listening. Higher frequency of parental support, particularly support that 

stimulated students’ musical development, could improve the quality of at-home 

music activities and create a musical home environment.  

In addition, the quantitative data of this study show that parental education 

predicts their support for students’ music listening. To stimulate students’ 

intellectual development and enhance their academic achievement, parents, 

particularly those who are well-educated, actively supported students’ development. 

Music activities are believed to stimulate students’ musical and non-musical 

development – e.g., their academic and intelligence development (Mehr, 2014). 

This sheds light on the phenomena that educated parents have a higher tendency to 

support students’ music listening, and to provide behavioural support – e.g., 

attending concerts with students. Involving students in organised cultural activities 
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is regarded a common parenting activity in middle-class families (Lareau, 2002, 

2011; Vincent & Ball, 2007). Educated parents tend to involve their children in 

music activities, which are often regarded as enrichment activities and as a 

disposition exclusively found in middle-class families. 

This is consistent with the perceived elements of a musical home 

environment, grounded in this study. Most students, both from Beijing and Hong 

Kong, in the interviews, articulated that a musical home environment consists of 

musician parents and various at-home and outside-the-home musical activities, 

such as music listening in daily life, instrumental playing and singing with parents, 

and concert attendance. Musician parents who possess musical knowledge can 

initiate musical discussions and create a musical atmosphere by involving students 

in music making activities at home (Borthwick & Davidson, 2002; Custodero & 

Johnson-Green, 2003; Kong, 2016b). Based on the qualitative data analysis, 

students perceived a musical home environment to include various musical 

activities and music-related social interactions within the home – namely music 

listening, instrumental playing, and musical ensemble. Musical discussion 

following music listening among students and parents was appreciated by the 

students. Student respondents also believed a musical home environment should 

include musician parents, who could also enhance their music learning. Consistent 

with previous research (see Custodero & Johnson-Green, 2003; Moore et al., 2003), 

this study found that parental cultural capital is associated with the quality of music 

environment created for the students. Parents with higher education levels and 

previous instrumental learning were more likely to demonstrate a musical home 

environment; parents’ previous instrumental learning experience may also inform 

their support for and involvement in students’ instrumental learning (Mehr, 2014), 

and may transfer their musical interests to their children (Moore et al., 2003). This 

supports the concept of the intergenerational linking of musical capital between 

parents and students.  

In keeping with Bourdieu’s (1973) concept of cultural capital, parents’ 

musical knowledge and education background may facilitate students’ exposure to 

music in daily life, and inculcate students with musical knowledge. Parents’ cultural 

capital informs the extent and quality of their parental support for students’ music 

listening. Intergenerational transmission of musical knowledge from parents to 
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children could be mediated by passive musical listening, together with active 

participation in musical activities and musical discussions in a musical home 

environment. This is partly consistent with Coleman’s concept of social capital 

(1988), which contends that the transmission of human capital from parents to 

children is necessarily complemented by parental support; a musical home 

environment (as a form of familial human capital) and parental encouragement are 

kinds of parental support that facilitate students’ music listening. I argue that the 

benefit of parents’ musical knowledge could be captured by students through social 

interaction and musical activities among the students and parents at home, and this 

musical home environment could, in turn, motivate their musical listening and their 

motivation on instrumental learning. 

Moreover, this study further supports that concert attendance in theatres, 

particular for classical concerts, and attendance at symphony orchestra concerts 

were regarded as social markers (Chan & Goldthorpe, 2006; DiMaggio & Useem, 

1978; Pegg, 1984). This study found that, although some students were interested 

in attending musical or popular concerts, ticket expense was an economic barrier 

for less-privileged families that hindered students’ concert attendance. Therefore, 

theatre attendance for music listening is a social marker distinguishing middle-class 

families from lower class families. This is further supported by the quantitative 

findings in the study that both Beijing and Hong Kong students with well-educated 

or musician parents demonstrated a greater extent of concert attendance and music 

listening in the theatre. 

This study found that parental cultural capital does not influence only their 

support for students’ music listening, but also students’ English language 

proficiency directly, and musical preferences indirectly. Quantitative analysis 

showed a positive relationship between parental education attainment and students’ 

English proficiency (Beijing: r = .278, p < .01; Hong Kong: r = .350, p < .01). Well-

educated parents may be more supportive of students’ English learning and 

listening to English songs. With China being a member of the World Trade 

Organisation since 2001, and host nation for the 2008 Summer Olympics, English 

has become an important part of China’ mass communication and education 

systems (Cheng & Wang, 2012). English has a key role and is regarded as the main 

second language in Chinese society. Owing to heightened economic development 
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and globalisation, the MoE has recognised the importance of learning English, and 

cities such as Beijing and Shanghai have expanded their English language 

curriculum to Grade 1 elementary school education (Law, 2009), and promoted 

bilingual development in schools. English has a high status in society (Guo, 2017), 

as evidenced by its being a major curriculum subject and medium of instruction in 

schools in China (Adamson, 2004; Hu & McKay, 2012). Mastering English is an 

important asset for school entrance and obtaining a good job. Therefore, students 

are motivated to acquire English and conceptualise English as a cultural capital, in 

both Beijing and Hong Kong. Particularly in Hong Kong, a cosmopolitan city with 

a colonial history, English is used as a second major language in many formal 

domains (Feng, 2011), and English songs are often used to teach Chinese students 

the English language (for example, see Cheung, 2001; Cockrill & Lui, 2013; de 

Kloet, 2010). Most parents believed proficiency in English gives students’ a 

brighter future (Cheung, 2001). In the interviews, students in both regions 

articulated that their parents encouraged and showed supportive attitudes towards 

their listening to English popular songs, deeming it a tool to acquire English as a 

cultural capital for excelling in school. Reproduction of social status was thus 

mediated by parents’ cultivation of students’ English as an embodied cultural 

capital.  

Students’ proficiency in English, which was closely influenced by their 

parents’ education level, was also found to be associated with students’ preferences 

regarding English songs. Proficiency in or familiarity with the language in the 

music is closely and strongly associated with students’ musical preferences. 

Students in this study expressed a higher preference for and frequency of listening 

to music written in familiar languages (see Tables 4.38 & 4.39), and more readily 

understood song lyrics in familiar languages. It was also found that language 

barriers were among the major factors affecting students’ understanding of lyrics. 

As perceived by the students in the survey interviews, understanding and feeling 

connected to song lyrics were determining factors for their musical preferences, and 

language barrier may form an obstacle to their affective response to the songs (also 

see Abril, 2005). Students may experience “ambiguity” if they cannot understand 

the lyrics, even they find the melody appealing; if the students could understand the 

lyrics, and connect them to their personal experience, they may experience 
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“celebration” (Green, 1988; also see Kong, 2015). This is supported by the findings 

in the study, that students with more-educated parents show greater English 

language proficiency, and more preference for English songs. This suggests 

language familiarity is a major factor in determining students’ musical preferences 

(for example, see Abril, 2005; Brittin, 2014; Fung, 1994). 

This study also found that students’ frequency of listening to classical music 

was strongly associated with their perceived English proficiency (Beijing: r = .139, 

p < .01; Hong Kong: r = .192, p < .01). This may imply that students who more 

frequently listening to classical music, also have higher English proficiency. 

English proficiency might, to some extent, inform students’ participation in 

classical music concerts, which is regarded as dominant culture and highbrow art 

in Chinese societies. Therefore, parental education may directly shed light on 

students’ English proficiency and might indirectly inform students’ listening to 

classical music. This is aligned with Bourdieu’s (1989) concept of homology, which 

holds that patterns of cultural consumption and class-specific dispositions are 

markers of social status. 

In this study, parental education background has a positive relationship with 

students’ frequency of listening to English popular music, jazz music, and classical 

music, but a negative relationship with their listening to other popular music (see 

Table 4.53). One’s disposition towards music and musical habits is associated with 

his/her social background (Hodkinson, Biesta, & James, 2008), musical upbringing, 

or socialisation. Musical habits can be displayed through musical preferences (Reay, 

1995). This study shows a relationship between musical habits and parental cultural 

capital, which may shed light on and provide a foundation for understanding the 

role of musical preferences in social life, and their relationship with parental 

cultural capital and musical habits. Well-educated parents may more often listen to 

English popular music, Jazz music, and classical music, which may enhance 

students’ exposure to and preference for such kinds of music. However, according 

to this study’s quantitative analysis, the relationship between parental education and 

students’ musical preferences was weak. As previously discussed, in this study, a 

close association was found between the frequency of parents’ and students’ 

listening to particular musical styles; however, in the Chinese context, parental 

cultural background may not be a strong predictor for parents’ musical preferences, 
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and therefore may not be strongly associated with or a direct predictor of students’. 

Parental education may offer some insights on parental influence on students’ 

musical preference; however, it may not be a powerful indicator. 

Influence of parental cultural capital on their support for students’ 

instrumental learning. Parental cultural capital has a positive association with the 

extent and types of support exerted on students’ instrumental learning, in both 

Beijing and Hong Kong. On one hand, regarding the intensity of parental support 

offered, this study shows that parents’ cultural capital (education attainment and 

instrumental learning background) was a predictor of their support for students’ 

instrumental learning, and that parents with a greater level of cultural capital 

generally offered higher intensity of parental support for students’ instrumental 

learning. On the other hand, regarding the types of support offered, this study found 

that Beijing parents with a higher education level tended to communicate with 

students’ instrumental tutors, while their counterparts in Hong Kong tended to 

communicate with the tutor, arrange students’ instrumental classes, and comment 

on students’ playing. Consistent with Bourdieu’s (1989) argument, different 

cultural backgrounds and variations in parents’ predispositions may inform their 

types of involvement in students’ instrumental learning. As it is derived from their 

economic resources and cultural background, parents with different educational 

levels may demonstrate different types and strategies of support for students’ 

instrumental learning. Parents receiving less education may be less involved in 

school and less confidence in communicating with the instrumental instructor, 

owing to their lack of knowledge and educational jargon (Lee & Bowen, 2006); 

parents with a higher education level, however, tend to be more involved in students’ 

learning, and communicate and regular share views with musical instructors. The 

cultural capital possessed by parents may give them advantages to provide support 

that, in turn, enhances students’ instrumental learning and is valued by the students.  

This study also found that Beijing and Hong Kong parents with an 

instrumental background tended to provide more musical support that required 

musical knowledge, such as tracking students’ learning progress, commenting on 

students’ music playing, and assisting students’ practice. Parents with musical 

knowledge were able to decode and analyse students’ music playing and critically 

comment on students’ playing. Those parents could provide pragmatic support 
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during students’ instrumental practice. In keeping with previous research (Davidson 

et al., 1997; Margiotta, 2011), this study shows that parents with an instrumental 

background tended to provide effective assistance (i.e., keeping track of students’ 

learning progress and commenting on their music playing) to facilitate students’ 

instrumental learning. Students in the study also commented that parents’ musical 

knowledge and instrumental learning background enabled them to help and assist 

students’ instrumental learning. 

Parents’ involvement in students’ instrumental classes and communications 

their instructors may overcome the disadvantage brought by their lack of cultural 

capital. Although non-musician parents were willing to provide support, their 

support may not be as effective in assisting their children’s practice (Margiotta, 

2011); they may simply urge their children to practice without providing additional 

communication and interaction, or may not be able to decode their children’s music 

playing, and thus be able to use only commonplace knowledge to comment on their 

practice (Davidson et al., 1997). For parents without an instrumental learning 

background, it is more appropriate that parental support for and assistance of 

students’ at-home practice be accompanied with parental attendance at class with 

the students. This would enhance their ability to gain important information and 

teacher’s instruction about students’ learning, which could otherwise be 

misinterpreted if parents solely relied on teacher’s written notes (Margiotta, 2011). 

Parents who attend instrumental classes with students would have the chance to 

listen to and experience what was included and taught in the lesson, and to 

understand and follow the advice offered by the students’ instrumental tutor, 

enabling them to offer more pragmatic support at home. Attendance would also 

allow parents to share with teachers their observation of and difficulties with 

assisting students’ at-home practice, and to receive insights on how to provide 

effective help for students’ learning, thus benefiting students’ instrumental learning.  

Intergenerational transmission of cultural capital: Enrolment in 

instrumental class. Consistent with Bourdieu’s (1973) theory of cultural capital, a 

positive relationship was found in this study between parental cultural capital and 

students’ enrolment in instrumental class. This implies that students whose parents 

had higher levels of cultural capital, particularly higher educational attainment, 

were more likely to learn musical instruments. This is in keeping with Lareau’s 
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(2011) concept of concert cultivation, which holds that parents with higher 

educational attainment more actively arrange activities for their children, and more 

actively enhance their children’s cultivation of cultural capital. Parents with a 

higher educational level focus on the directed development of their children, and 

offer organised activities for their children’s cognitive development. This may 

facilitate the intergenerational transmission of advantage and cultural capital. 

Moreover, parents’ cultural capital, particularly education credentials, may be 

transformed into economic capital by entering an occupation with higher 

socioeconomic status. This may make it more possible for parents to afford to 

organise cultural activities for their children, which requires substantial financial 

resources. Middle-class parents may, therefore, be more inclined to enrol students 

into different musical activities, and to provide more resources and support for their 

musical development (Ilari, 2013). Consistent with the findings in this study, well-

educated and musically-trained parents may foster children’s musical competence 

by hiring private instrumental instructors. Complementing Bourdieu’s concept of 

cultural capital (1986), the study argues that parental cultural capital can be 

transformed into parental support, which can then enhance students’ participation 

in instrumental classes and further their musical development and possession of 

cultural capital.  

Moreover, this study also found that a higher proportion of children were 

learning musical instruments than in their parents’ generation (see Tables 4.39 & 

4.40). Instrumental playing is regarded as a form of cultural capital that can enhance 

students’ access to and ability to excel in better schools; therefore, parents from 

both middle-class and less-privileged social backgrounds encourage their children 

to take instrumental classes. In addition, most schools in Beijing and Hong Kong 

now organise classes to cultivate students’ instrumental learning; as a result, 

enrolment in instrumental classes is gaining popularity among students, particularly 

secondary school students, in this generation, and is no longer an activity exclusive 

to middle-class families (Kong, 2016b, 2017).  

Influence of students’ instrumental learning on their music listening. 

The previous sections addressed the first two research questions, and provided 

insight on how parental support influenced two different aspects of students’ music 

activities – music listening and instrumental learning. This study found that parental 
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cultural capital and support enhanced students’ instrumental learning; in turn, the 

musical knowledge gained through instrumental learning influenced students’ 

music listening.  

Parental cultural capital, both their education level and instrumental 

learning, enhanced students’ enrolment rate into instrumental learning, and the 

extent of parental support exerted, which further enhanced students’ enrolment and 

motivation in instrumental learning. Students thus gained musical knowledge 

through instrumental learning, which in turn influenced how they perceive music 

listening, and their styles of music listening. The following section discusses how 

students’ music listening was influenced by their instrumental learning. 

The qualitative data of this study reveal a relationship between students’ 

instrumental learning and music listening, in both Beijing and Hong Kong. Elliott 

(2015) suggested students’ instrumental playing could enhance their music 

listening, as instrumental learners may have higher levels of musical ability and 

musical knowledge. Students with more musical knowledge may appreciate music 

more analytically (Rössel, 2011), and the cognitive process involved may influence 

their analytical perception and evaluation of the music (Leder et al., 2004). Such a 

strategy of music listening may also benefit their instrumental learning. In this study, 

instrumental learners showed an analytical approach when appreciating music. 

Some students articulated that they would focus on orchestration, and listen to and 

learn from the performance techniques shown by performers in the video or music. 

Possession of musical knowledge may enable students to focus on musical elements 

and influence how they decode the music, which may then influence how they 

perceive the music and benefit their instrumental learning. On the other hand, their 

instrumental learning may also influence the musical styles to which students listen. 

Instrumental learners tend to search for songs they were learning in their 

instrumental classes; this may broaden their musical styles of listening and expose 

them to more varieties of music.  

Summary of the Chapter 

This chapter, a synthesis of the study’s quantitative and qualitative findings, 

has demonstrated some similarities and slight differences between parental 

influence on students’ musical activities in Beijing and Hong Kong, particularly 
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with respect to students’ perception of parental support for their music listening and 

instrumental learning, and how parental cultural capital influences their support 

exerted. The findings address two research questions of this study. 

First, regarding students’ perception of parental influence on their music 

listening, students in both regions generally perceived that their at-home music 

activities received more support from their parents, and that musical support was 

not often offered for their music listening activities; on the other hand, students 

longed for parents to accompany them to concerts and have musical discussion with 

them, which were perceived as influential support for motivating their music 

listening. Parents’ long working hours and the prevalence of the Internet may cause 

families, especially those with higher incomes, to engage in cultural activities that 

are goods-intensive (e.g. listening to CDs), rather than time-intensive (e.g. attending 

concerts). This may inform parents’ at-home music listening activities directly, and 

students’ indirectly. As such, parents in both Beijing and Hong Kong, both 

economically advanced cities, may be relatively more supportive of at-home, 

goods-intensive music activities than of outside-of-home, time-intensive music 

activities that requiring parents’ physical presence. 

Students’ cultivation of cultural capital, which may enhance their academic 

development, may receive more parental attention and support. This study has 

shown that both Beijing and Hong Kong students generally perceived their parents 

to be less inclined to provide active support for, or to be involved in students’ music 

listening; meanwhile, students who were learning musical instruments believed 

their parents often offered support for their instrumental learning. Parents may more 

highly value their children’s academic achievements, and may see music listening 

as a stress relief activity worthy of little parental attention, particularly in terms of 

supporting students’ outside-of-home music activities. On the other hand, parents 

may regard instrumental learning as a form of cultural capital that could enhance 

students’ academic success; thus, students’ instrumental learning may receive more 

parental support than their music listening. 

Based on students’ perception, parents from Beijing and Hong Kong 

generally exhibited similar parental influence on students’ music activities; 

however, Beijing students perceived their parents provided more support for, and 
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had more influence on their music listening. China’s One Child Policy contributed 

to the prevalence of single-child families in Beijing, as in other cities in China. The 

only child in a single-child family naturally receives more child-parent interaction; 

and thus, Beijing parents may have a more significant influence on their musical 

preferences. Moreover, due to the far smaller living spaces and larger family sizes 

in Hong Kong, students were more often exposed to their parents’ favourite music 

when played through speakers. This exposure may have increased students’ 

familiarity with their parents’ favourite songs, however, over-optimal repeated 

exposure could lead to students’ being repelled by their parents’ favourite songs – 

as Geoffrey Chaucer famously wrote, “Familiarity breeds contempt.” In addition, 

the differences in parents’ orientation towards students’ instrumental learning in 

these two regions might reflect the types of parental support offered for students’ 

instrumental learning. The legitimate examination-orientated approach in Hong 

Kong may shed light on parents’ extrinsic orientation towards students’ 

instrumental learning, and their tendency towards offering behavioural support, 

which may, in turn, influence students’ motivation for instrumental learning. 

Second, parental cultural capital may not be a significant predictor of, nor 

directly inform students’ musical preferences in their music listening; however, it 

may directly influence parental support, which mediates the intergenerational 

transmission of musical preferences. Although students may consciously utilise 

musical preferences to form a boundary between them and their parents, parental 

musical preferences and musical knowledge were found to be transmitted to the 

students, in both conscious and unconscious ways, through parental support and a 

musical home environment involving active musical discussion and music 

appreciation with students. Meanwhile, the quality and quantity of parental support 

for students’ music listening and construction of a musical home environment was 

significantly influenced by parental cultural capital. I therefore argue that the 

mechanisms for the intergenerational transmission of musical disposition, namely 

musical preferences and musical knowledge, are facilitated by parental support, and 

mediated within a musical home environment, which are both governed by parents’ 

cultural capital.  

Besides exploring parental influence on students’ music listening, this study 

has examined how parental cultural capital influenced parental support for students’ 
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instrumental learning. Based on the results of this study, parents who possess 

greater amounts of cultural capital (i.e. higher education level and with instrumental 

learning background) are more likely to send their children to instrumental classes 

– the major source from which students attain their musical knowledge. The results 

may shed light on mechanisms for the intergenerational transmission of cultural 

capital. Parental cultural capital may influence the quality and quantity of support 

parents can and do offer for students’ instrumental learning, which may, in turn, 

facilitate the cultivation of students’ cultural capital, particularly in terms of their 

musical development and enrolment in instrumental classes. The intergenerational 

transmission of cultural capital, in terms of students’ instrumental playing, may not 

be a direct process, and at-home socialisation of cultural knowledge alone may not 

be sufficient to transform parental cultural capital into students’ cultural capital. 

Parental cultural capital informs parental levels of support and involvement, which 

in turn influence the cultural activities in which children are engaged to enrich their 

intellectual development. Parental cultural capital is transformed into parental 

support for sending children to instrumental classes, from which students derive 

musical knowledge that facilitates their possession of cultural capital. This study 

has also shown that students perceived their parents’ musical knowledge to have 

the least influence on their instrumental learning, and that parents’ offering a 

supportive attitude, giving their children autonomy, and encouraging mutual 

interaction with their cultural capital could best develop students’ musical talent 

and facilitate the intergenerational transmission of cultural capital.  

In conclusion, framed by Bourdieu’s (1973) model of intergenerational 

transmission of cultural capital, this study argues that parental cultural capital is 

reproduced in students’ through their parents’ support for their children’s music 

activities. Parental cultural capital also informs the types and extent of parental 

support given for students’ music activities. Parental support may, in turn, enhance 

students’ motivation to participate in music activities. I argue that the mechanisms 

for the intergenerational transmission of musical disposition, namely musical 

preferences and musical knowledge, are facilitated by parental support, and 

mediated within a musical home environment, both of which are governed by 

parents’ cultural capital; however, intergenerational transmission of cultural capital, 

in terms of students’ instrumental playing, may not be a direct process, and parental 
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support is necessary to translate parental cultural capital into students’ cultural 

capital. 
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Chapter Six 

Conclusion 

Aims of the Chapter 

This chapter provides an overview of the study, and its implications. This 

chapter is divided into four sections: (1) overview of the study; (2) contributions of 

the study; (3) implications and recommendations for parents, instrumental 

instructors, and school educators, followed by, (4) limitations and 

recommendations for further research.  

Overview of the Study 

The purpose of the study was to examine parental influence, in terms of 

cultural capital and support, on students’ participation in music listening and 

instrumental learning in the contexts of Beijing and Hong Kong. Based on 

Bourdieu’s (1973, 1989) theory of cultural capital, it has explored the interplay of 

parental cultural capital and support, and students’ perception of how parental 

influence affected their music activities. Extensive scholarly research has examined 

the relationship between parental support and students’ music learning in Western 

societies (for example, see Creech, 2010; Creech & Hallam, 2011; Davidson, et al., 

1996; Davidson, Howe, & Sloboda, 1996; Mehr, 2014; Sosniak & Bloom, 1985), 

but little scholarly attention and research on the relationship among parental cultural 

capital, parental support, and students’ music activities had been conducted in the 

Chinese context. To explore parental influence on students’ music activities in the 

Chinese context, two research questions were formulated: (1) How do students 

perceive the degree and importance of parental influence, in terms of cultural and 

parental support, on their music listening and students’ instrumental learning? (2) 

To what extent does students’ perceived parental cultural capital affect support for 

students’ music listening and students’ instrumental learning? 

As shown in Chapter Two, the literature review, extensive research has 

affirmed parents influence students’ music activities and learning. Bourdieu’s 

theory of cultural capital (1973, 1989) and his argument of intergenerational 

transmission of cultural capital provided a theoretical framework for this study to 

explore the influence parental cultural capital had on students’ participation in 
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music activities, and, in turn, on the cultivation of students’ cultural capital. 

Socialisation is a central way of facilitating the intergenerational transmission of 

the cultural capital, and requires significant levels of parental support to put into 

effort. Moreover, familial factors (e.g., parental educational attainment and cultural 

background) affected parental involvement in support of students’ learning. Parents 

with diverse cultural backgrounds or from different social classes showed different 

parental strategies for and parental support of students’ music development and 

music learning.  

Chapter Three outlined the methodology of this study, informed by the 

literature review in Chapter Two. To address the research questions, this study 

employed a mixed-method approach, adopting an explanatory design consisting of 

two distinct, but interdependent, phases: quantitative and qualitative strands. The 

study involved junior secondary school students from Grades seven to nine, in eight 

Beijing and nine Hong Kong secondary schools, respectively. Survey 

questionnaires and individual interviews were conducted to collect data to answer 

the research questions. The completed survey questionnaires were collected and 

returned from Hong Kong and Beijing from mid-June 2015 to September 2015, 

while the interviews were conducted from April to May 2016. 

Chapter Four outlined the data analysis of the 3,288 completed 

questionnaires (1,674 from Beijing and 1,614 from Hong Kong), which comprised 

107 questions, complemented with survey interviews involving 56 respondents (28 

students from each region). The quantitative and qualitative data analyses provided 

nuanced insights into how parental influence impacted on students’ participation 

music listening and instrumental learning, and the interplay between parental 

cultural capital and parental support in the Beijing and Hong Kong contexts. 

Based on the quantitative and qualitative data analyses, Chapter Five 

explored the interplay between parental cultural capital and their support for 

students’ music listening and instrumental learning, and insight into the impact of 

parental cultural capital and support on students’ music learning, in the contexts of 

Beijing and Hong Kong. Firstly, the findings of this study showed that, according 

to students’ perceptions, parents were generally more supportive of students’ at-

home music activities, and parental support enhanced students’ motivation for 
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participating in music activities. Compared to parental support for students’ music 

listening, parents were more supportive of students’ instrumental learning, 

providing both physical and mental supports. In addition, the perceived degree and 

importance of parental support for student’s music activities were positively 

correlated. The study also showed parental cultural capital may not predict students’ 

musical listening preferences, but may inform parental support, which mediates the 

intergenerational transmission of musical preferences. Furthermore, parents’ active 

support for students’ music listening is stronger than parents’ musical disposition 

toward students’ musical preferences. The study found that parents from Beijing 

and Hong Kong generally exhibited similar parental influence on students’ music 

activities; however, there were slight differences, in that Beijing students, compared 

to their counterparts in Hong Kong, perceived their parents exerted greater physical 

and mental support for and had more influence on their music listening. Moreover, 

the differences in parents’ orientation towards students’ instrumental learning in the 

two regions might be associated with the types of parental support offered for 

students’ instrumental learning. Secondly, the study proves that parental cultural 

capital is a predictor of the types and extent of support offered for students’ music 

activities, in both Beijing and Hong Kong. Parents with greater cultural capital may 

be more capable of providing more musical support and a musical home 

environment for students’ music listening and instrumental learning, which may, in 

turn, help cultivate students’ cultural capital, particularly in terms of their musical 

development and enrolment into instrumental class. 

Influence of Parental Cultural Capital and Parental Support on Students’ 

Participation on Music Activities 

Framed by Bourdieu’s concept of cultural capital (1973, 1989), this study 

provides insights on the influence of parental cultural capital and support on 

students’ music activities. On one hand, it partly supports Bourdieu’s theory of the 

intergenerational transmission and reproduction of cultural capital (1973, 1989), 

and proves the reproduction of parental cultural capital as students’. Students whose 

parents had higher level of cultural capital (i.e. educational attainment and an 

instrumental learning background) were more likely to enrol in instrumental classes 

and were more motivated towards their music activities. Parental cultural capital 
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also facilitated the construction of a musical home environment, which was deemed 

important to facilitating students’ music learning.  

On the other hand, this study argues that the transmission of cultural capital 

from parents to students was not a direct process, and was facilitated by the exertion 

of parental support (consistent with Coleman’s (1988) social capital argument). 

This study further supplements Bourdieu’s theory that parental cultural capital is 

reproduced as students’ through parental support for their children’s music 

activities. It found parental cultural capital informs the types and extent of parental 

support for students’ music activities, which may, in turn, enhance students’ 

motivation for participating in music activities. This study shows that parents with 

higher levels of cultural capital could more readily offer direct musical support (also 

see Custodero & Johnson-Green, 2003; Davidson et al, 1997; Mehr, 2014). Parental 

support positively enhanced students’ motivation for learning instruments, and was 

important for sustaining their instrumental learning (also see Davidson et al., 1997; 

Davidson, Howe, & Sloboda, 1996, Howe & Sloboda, 1991b; Margiotta, 2011). 

Supplementing Bourdieu’s (1973, 1989) theory on the intergenerational 

transmission of cultural capital, this study has also shown parental cultural capital 

may not directly predict students’ musical listening preferences, but parents’ active 

support for students’ music listening influences students’ musical preferences more 

strongly than parents’ musical dispositions. This study argues that the mechanisms 

for the intergenerational transmission of musical disposition – i.e., musical 

preferences and musical knowledge – were facilitated by parental support and 

mediated within a musical home environment, both of which were governed by 

parental cultural capital. Students were then influenced by repeated exposure to 

their parents’ music (ter Bogt et al., 2011), directly informing the close association 

between parents’ and students’ frequency of listening to particular musical styles. 

Further supplementing Bourdieu’s perceptions, the intergenerational transmission 

of cultural capital, in terms of students’ instrumental playing, may not be a direct 

process in the home environment, and parental support – i.e., hiring tutors for 

students’ instrumental learning outside the home – was necessary to translate 

parents’ cultural capital into students’. Furthermore, the musical knowledge gained 

through students’ instrumental learning also influenced their musical preferences 

and analyses. 
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Contributions to Knowledge 

This study explored students’ perception of parental influence and its impact 

on students’ music activities, and how parental cultural capital affected their 

support for students’ music activities. Parental cultural capital has been proven to 

be closely associated with students’ musical learning, and parents support thereof. 

Parents in possession of greater cultural capital were more advantaged to support 

students’ music learning. This study identifies implications and recommendations 

for parents, instrumental instructors, and school educators, to enhance the musical 

learning of students from middle-class or less-privileged family.  

The deviant prevalence of examination-orientated approaches has been 

hotly debated in many societies, particularly Chinese society. This study discusses 

how legitimation of cultural capital in society induced parents’ extrinsic orientation 

for and examination-orientated approach to instrumental learning, and how it 

influenced students’ motivation for instrumental learning. Also, by offering 

recommendations to and identifying implications for parents and educators, this 

study may provide insights into how to relieve the emphasis on examination in 

Chinese society. 

Existing literature examines the relationship between parental support and 

students’ music learning (for example, see Creech, 2010; Creech & Hallam, 2011; 

Davidson, et al., 1996; Davidson, Howe, & Sloboda, 1996; Mehr, 2014; Sosniak & 

Bloom, 1985); however, little is known about the relationship among parental 

cultural capital, parental support, and students’ participation in music activities 

from students’ perspectives, let alone in the Chinese context. Although many 

studies (for example, see DiMaggio & Useem, 1978; North & Hargreaves, 1995; 

Rössel, 2011; Serbun & Debono, 2010) have used Bourdieu’s theory of cultural 

capital to investigate how musical preferences are influenced, the relationship 

between parental support and students’ musical preferences is under-researched.  

Bourdieu’s theory of cultural capital has been an influential theoretical 

framework for numerous studies; however, it does not articulate how parental 

cultural capital influences students’ participation in music activities and possession 

of musical knowledge. This study advances and supplements to Bourdieu’s 

understanding of parental influence on students’ music activities, in the modern 
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Chinese context. Moreover, this is the first comparative study examining parental 

influence on students’ music activities and the interplay between parental cultural 

capital and support, and their influence on students’ participation in music listening 

and instrumental learning in the Chinese context. Parental cultural capital informs 

the types and extent of parental support for students’ music activities, and may, in 

turn, enhance students’ motivation in music activities. This study also contributes 

knowledge on the influence and importance of parental cultural capital for students’ 

musical preferences, and of transmission mechanisms for musical preferences, and 

has implications for parents and music educators regarding the influence of cultural 

capital on music education.  

Implications and Recommendations 

This study collected students’ perception of parental influence, and 

demonstrated its impact on students’ music activities. According to the surveys in 

this study, not only parents, but also school educators (including school music 

teachers) and instrumental tutors impacted students’ music activities, and were 

significant to students’ musical learning. This section addresses the implications of 

this study, and makes recommendations for parents, instrumental instructors, and 

school educators on how collaboration among these three parties could provide a 

more comprehensive and collective supporting network to enhance students’ 

musical learning. 

Implications and recommendations for parents. Education levels within 

the family impact students’ music activities, and the role of parents is influential in 

students’ musical development. Parental cultural capital is a key element in 

determining the quality of parental support provided; such supports are influential 

in facilitating the intergenerational transmission of cultural capital. This study 

suggests students long for a music home environment with diverse musical 

activities, mediated by the assistance of musician parents. Musician parents who 

possess musical knowledge are privileged to provide musical support to facilitate 

students’ musical development, and transmit musical knowledge to students’ 

through interaction and musical activities. Non-musician parents, though less 

capable of providing musical support requiring musical knowledge, may utilise the 

Internet to provide a musical home atmosphere, and to cultivate students’ musical 
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listening and disposition. Online media sources, which are increasingly ubiquitous, 

offer convenient platforms to stimulate students’ music listening, and may expose 

them to diverse musical genres; they may also help students overcome the negative 

effects of having families unable to afford expensive concert tickets, or parents who 

are too busy to accompany them to concert theatres. 

This study shows that, while the influence of parental cultural capital on 

students’ musical preferences is weak, parental musical listening and preferences 

may have a stronger impact on students’ musical listening. Parents’ education level 

and instrumental learning background may not directly or significantly influence 

students’ musical preferences. Parents unconsciously expose students to their 

preferred musical styles as they listen to them in the home environment, which may, 

in turn, transfer their musical preferences to their children, resulting in similar 

intergenerational dispositions towards music (ter Bogt et al., 2011). Students’ 

musical preferences are not highly associated with their parents’ cultural capital and 

social status, and are more strongly influenced by parents’ musical preferences and 

active support. A loving atmosphere and social interaction between parents and 

students is key to the intergenerational transmission of musical preferences. 

Although parents, particular non-musician parents, may have been willing 

to provide support, they may not have been effective in assisting their children’s 

instrumental practice (Margiotta, 2011); they may simply have urged their children 

to practice, without providing additional communication, or may not have been able 

to decode their children’s music playing, and thus been able to use only 

commonplace knowledge to comment on their practice (Davidson et al., 1997). 

Parents’ active involvement in instrumental classes with students and 

communication with the instructor may overcome their lack of cultural capital – i.e., 

lower education and less musical knowledge. Parental support and assistance of 

students’ at-home practice should be accompanied by parental attendance at music 

classes. Parents who attend instrumental classed with students have the chance to 

listen and experience what was included and taught in the lesson, and to follow the 

advice offered by the instrumental tutors. This would help them directly gain 

important information and instruction about students’ learning that could otherwise 

be misinterpreted, if parents solely followed teacher’s written notes (Margiotta, 

2011). Therefore, parents may have clearer understandings of the instruction and 
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comments, and be able to offer more pragmatic parental support at home. 

Involvement in students’ instrumental learning could also help parents keep track 

of students’ learning progress and capabilities, allowing them to be more realistic, 

and to adjust their support accordingly, with the teachers’ guidance and assistance 

(Margiotta, 2011). Pragmatic support may improve students’ practice by ensuring 

students know what needs to be improved, and thus enhance students’ commitment 

to and motivation for instrumental learning, especially when working on repetitive 

practice tasks (Margiotta, 2011).  

In addition, collaboration and communication with teachers would enable 

parents to share their observations on and difficulties with students’ at-home 

practice. Teachers’ feedback may offer insights on providing effective help, and 

benefit students’ instrumental learning. Moreover, parents’ active involvement in 

students’ instrumental learning could be perceived as loving and supportive, which 

would have a positive effect on student motivation. However, while parental 

support may influence students’ music learning, over-optimistic support may be 

received as pressure, causing tension and negatively impacting on the child-parent 

relationship (Howe & Sloboda, 1991b). Giving students’ autonomy and 

encouraging their mutual interaction with parents could best develop students’ 

musical talent and motivation. 

Obtaining music examination certificates, as an institutional form of cultural 

capital, is a means of explicitly giving students privilege for being accepted into a 

good school, in Chinese societies (Wan, 2009, cited in Liu et al., 2015). Therefore, 

parents have emphasised getting many certificates quickly, rather than encouraging 

students’ aesthetic and inner growth. Cultivation of students’ cultural capital by 

solely extrinsic motivations contributed to China’s deeply-rooted examination-

orientated approach, and its detrimental effects have been hotly debated in recent 

years. There is a Chinese saying that, “a privileged background leads to a head start,” 

and while some parents may admit that blindly enrolling students into an over-

optimal number of cultural classes could have a negative effect, they still insist on 

doing so. Instrumental learning is one of the most popular enrichment activities 

among students; however, parents’ extrinsic orientation has distorted the meaning 

of instrumental learning. To advantage students to get into a better school, parents 

desperately enrol them in instrumental class for music examinations, while 
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neglecting their intrinsic motivations. The author suggests that, although parents 

value the extrinsic benefits of students’ instrumental learning in Chinese society, 

they should also consider endorsing intrinsic motivations for instrumental learning, 

and become more involved in students’ instrumental learning to enhance students’ 

aesthetic growth and motivation for music learning.  

Implications and recommendations for the school educators. It is 

without doubt that school music teachers are central to students’ music learning; 

however, the author suggests adopting a whole-school approach involving 

collective support from all school educators would enhance students’ music 

learning more than relying on school music teachers alone.  

Per most schools’ implicit or explicit requirements, students’ music 

examination certificates give them an advantage for school entrance, particularly in 

Hong Kong. As Bourdieu (1973) famously put it, 

By doing away with giving explicitly to everyone what it implicitly 
demands of everyone, the education system demands of everyone alike that 
they have what it does not give. This consists mainly of linguistic and 
cultural competence and that relationship of familiarity with culture which 
can only be produced by family upbringing when it transmits the dominant 
culture. (p.80) 

Most school entrance examinations for Hong Kong primary and secondary schools 

explicitly assess students’ achievements and abilities based on their possession of 

certificates. Students from middle-class families with more cultural capital and 

economic resources are more likely obtain more certificates; thus, students are 

implicitly required to possess a certain amount of cultural capital to ensure their 

school admission. Indeed, the social inequality wrought by cultural capital begins 

before schooling. This study suggests cultural capital is transmitted within the home, 

and have a significant effect on students’ admission to and performance in school 

learning, not limited to music learning. 

Certificates are a measure of one’s achievement, and are welcomed as such 

by society. From a societal perspective, music examination certificates are 

legitimised as institutionalised cultural capital, measure students’ cultural capital, 

and are considered the sole indicators of their musical achievement. This may 

contribute to the examination-orientated approach and distorted meaning of 
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instrumental learning deeply rooted in Chinese communities. Parents’ and students’ 

only objective may be to pass music examinations, neglecting the intrinsic meaning 

and orientation of music learning – i.e., to learn to appreciate the aesthetical value 

of music. Also, continuous emphasis on extrinsic value and examinations may 

eventually destroy students’ intrinsic motivation (Amabile, DeJong, & Lepper, 

1976; Liu et al., 2015), and cause them to lose interest in learning musical 

instruments. Schools should not regard music examination certificates as the sole 

measure for assessing students’ capabilities for school entrance purposes. This may 

help to reduce the emphasis placed on examinations in society, and the education 

inequality caused by cultural capital. 

Engaging students’ in music-making activities, particularly in the 

community, would cultivate their possession of both cultural and social capital that 

could contribute to society’s collective well-being. Schools could expand students’ 

musical experiences by utilising resources outside of schools and in the community. 

School music teachers could involve students in diverse music activities to widen 

their musical experience and musical listening styles. As found in this study, 

students’ attendance rate at concerts is particularly low; schools could encourage 

students to attend concerts by subsidising concert tickets to reduce financial 

obstacles, particularly for students from low-income families. The findings of this 

study also give some substances to the idea that cultural capital may impact 

society’s collective well-being, and not simply that of the individual or particular 

social fields, as Bourdieu suggested. Putnam considered social capital a collective 

feature of society (for example, a general level of trust) that cannot be possessed by 

individuals. As also noted by Ho (2009a), participation in music activities in the 

community could help students construct personal and shared artistic, cultural, and 

social awareness. In addition, engaging students in diverse school-led musical 

activities could create students’ social capital within schools, peer groups, and the 

community; the social capital generated thereby may in turn contribute to students’ 

active engagement in music-making activities, which would positively influence 

students’ behaviour and development (Putnam, 1993b, 2001). In keeping with 

Putnam’s (2001) argument, I suggest that funding students’ music activities would 

facilitate their participation in community music activities, which may, in turn, 

enhance their active engagement in music-making activities and contribute to the 
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generation of social capital within schools, peer groups, and the community. 

Students possessing social capital, particularly within the community, are more 

likely to participate in community activities (Putnam, 2001), which may promote 

their future involvement in community services in their adulthood. 

Moreover, given their high penetration rate in contemporary Beijing and 

Hong Kong, computers could be a levelling tool for extending students’ music 

learning experience beyond the music classroom. Students nowadays are familiar 

with digital music devices, and technology allows students to carry out their own 

music learning at home (Ho, 2007a), particularly if school music teachers provide 

guidance and instruction to help them do so.  

School music teachers could also build professional relationships with 

private instrumental instructors, who are major sources of musical knowledge, and 

collaborate with them to provide animating musical activities (Ho, 2009a). Also, 

schools could organise instrumental classes for students from low-income families, 

using funding offered by communities and governments, to promote equity in music 

learning. In addition, school-home collaboration could strengthen parental 

involvement in their children’s school activities. Schools may consider involving 

parent volunteers in school music activities to enhance the human resources 

available to assist school music activities, and, more important, provide both 

students and parents with the chance to participate in music activities. This may 

cultivate parents and students with musical knowledge, which may, in turn, 

facilitate their musical discussions and development. 

Implications and recommendations for instrumental instructors. 

Intergenerational transmission of cultural capital may not be a direct process, and 

at-home socialisation of cultural knowledge alone may not be sufficient to 

transform parental cultural capital into students’ cultural capital; instrumental 

classes and instrument tutors play an influential role in enriching students’ cultural 

capital. This study’s qualitative results show students’ instrumental learning 

significantly influenced their musical preferences, music listening strategies, and 

music interpretation, in both Beijing and Hong Kong. In addition, music learning 

did not stop after the instrumental class; students actively utilised the Internet to 

search for musical materials after class. The Internet functions as an online music 
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store, with countless sites providing song downloads, either with or without charge. 

Also, the high storage capacity of electronic portal music devices (e.g., MP3 players 

and smartphones) allows students to listen to hundreds of songs, anywhere, and at 

any time. Instrumental instructors could recommend students utilise the Internet 

and technology, and guide them to appreciate music analytically, to facilitate their 

music decoding and self-regulated learning. 

To conclude, regular communication between school educators, 

instrumental instructors, and parents could benefit students, parents, and educators. 

Instructors could provide opinions and suggestions to parents for supervising 

students’ at-home practice and providing music activities outside of schools. This 

may help educate parents on how to provide pragmatic and effective support. 

Parents’ observation of students’ at-home practice may also give teachers insights 

on students’ learning difficulties, and enable them to assess students’ learning 

progress, adjust the curriculum to meet their needs more effectively, and produce 

significant benefits for student’s music learning, by providing a more 

comprehensive music education at different venues.  

Limitations and Recommendations for Further Studies 

This comparative study has explored the nuanced ways in which parental 

influence impacts students’ participation in music activities; however, the author 

admits that limitations exist in this study. The selection of samples and the 

measurement of cultural capital placed limitations on studying parental influence 

on students’ music activities in relation to each region. Furthermore, there were 

geographical constraints, in term of the socio-economic differences between 

regions. Recommendations are made for further studies that would complement the 

findings of this study. 

Firstly, this study explored parental influence on students’ music activities 

in Beijing and Hong Kong, both economically advanced cities in China in which 

the researcher had connections to principals and teachers. The comparison of two 

economically-advanced cities offers nuanced insights on the relationship between 

cultural capital and music participation. To enhance the generalisability of the 

findings, further research could involve a more diversified sample, and recruit 

respondents from different rural and urban areas. Also, it would be worthwhile to 
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compare cities with radically different economic and cultural backgrounds – e.g., 

cities with huge differences in GDP – in future studies. Moreover, this study only 

captured the perceptions of students from Grades seven to nine in Beijing and Hong 

Kong. Further research may involve different age groups – for example, primary, 

senior secondary, or university students – to offer nuanced insight on perceived 

parental influence on music activities in different age groups. 

Secondly, Beijing and Hong Kong share certain cultural characteristics, 

including Confucius ideology, and emphasis on the importance of the family; 

however, Hong Kong’s colonial history and associated integration with Western 

culture makes it distinct from other cities in China, and marks its uniqueness in 

cultural aspects. Moreover, the two regions have certain socio-economic 

differences, including regional differences in defining and conceptualising such 

common socio-economic phenomena as social status and occupation (Azarian, 

2011). The above-mentioned differences, which were not investigated in this study, 

may also impact students’ music activities. Also, as Bray and Lee (2001) stated, 

historical elements are very important in comparative studies; however, this cross-

cultural comparative study has focused on the contemporary contexts of Beijing 

and Hong Kong, and has not included the influence of historical elements on music 

education in the regions. Further research could consider historical factors when 

analysing parental influence on students’ participation in music activities.  

Thirdly, the qualitative and quantitative data of this study were based on 

students’ perspectives, and may not accurately reflect the level and types of parental 

support exerted. Further studies could address parental influence on students’ music 

activities by capturing parents’ perspectives, to complement the findings of this 

study, and to investigate the dilemma and dynamics between students’ and parents’ 

perceptions of parental influence. 

Fourthly, in this study, Coleman’s conceptualisation of social capital (1988) 

greatly helped to explain the role of parental influence in students’ participation in 

music activities and learning within the family. However, Putnam (2001) argues 

that the amount of social capital one has in one’s school, peer groups, and 

community influence one’s behaviour and development. Future studies could 

consider the impact of students’ school, peer, and community social networks on 
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their participation in music activities, rather than only family impacts. In addition, 

this study has shown enrolment in instrumental classes was prevalent among 

students in both Beijing and Hong Kong, with private instrumental tutors playing a 

significant role in students’ music learning. Further research could examine the 

influence of instrumental tutors, a factor neglected in this study, on students’ music 

learning.  

Lastly, this study conceptualised selected aspects – i.e., parental educational 

attainment and instrumental background – of embodied parental cultural capital as 

variables to predict its influence on students’ music activities. Other unspecified 

variables, such as parents’ occupation, family income, and possession of other 

forms of cultural capital, may also influence parental support for students’ music 

activities. Further investigation is needed to reveal the influence of these unspecific 

variables on students’ participation in music activities. In addition to parents, other 

parties, such as siblings, peers, the media, school, and school music teachers, 

greatly influence students’ participation in music activities; their roles could be 

studied in future research to provide a well-rounded understanding of the factors 

influencing students’ participation in music activities. 
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Appendix A-1 

敬啟者:  

 

本人為香港浸會大學音樂系哲學博士生，現正在香港及北京進行一項

有關初中學生音樂活動參與的學術研究。是次研究目的旨在探討家長的支持

對學生音樂活動參與(校外)的影響，並藉此了解學生對學習學器及家長的支

持之看法。 

 

 是次研究將分成兩階段進行，所有答允參與的學生將花大約十分鐘的時

間完成第一階段的問卷調查，而約五位學生將獲邀接受第二階段的面談，面

談大約需時十分鐘。研究內容只涉及少量個人資料，而所有資料將絕對保密

及只作學術研究之用。 

 

是次研究的參與純屬自願性質。而  貴校的參與對是次研究尤其重要，

亦謹此希望  貴校能對此次研究給予支持。如  貴校對研究有任何疑問或意

見，歡迎致電+852-61819645 或電郵至 erickonghkbu@gmail.com 聯絡本人查
詢。現隨函奉上問卷及調查聲明，以供省覽。倘蒙俯允，無任感荷。如何之

處，敬候示覆。 

 

此致 

校長 

      

        

香港浸會大學音樂系哲學博士生 

江肇衡 謹啟 

二 O一五年五月二十七日 
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Appendix A-2 

敬启者:  

 

本人为香港浸会大学音乐系哲学博士生，现正在香港及北京进行一项

有关初中学生音乐活动参与的学术研究。是次研究目的旨在探讨家长的支持

对学生音乐活动参与(校外)的影响，并藉此了解学生对学习学器及家长的支

持之看法。 

 

 是次研究将分成两阶段进行，所有答允参与的学生将花大约十分钟的时

间完成第一阶段的问卷调查，而约五位学生将获邀接受第二阶段的面谈，面

谈大约需时十分钟。研究内容只涉及少量个人资料，而所有资料将绝对保密

及只作学术研究之用。 

 

是次研究的参与纯属自愿性质。而  贵校的参与对是次研究尤其重

要，亦谨此希望  贵校能对此次研究给予支持。如  贵校对研究有任何疑问

或意见，欢迎致电+852-61819645 或电邮至 erickonghkbu@gmail.com 联络

本人查询。现随函奉上问卷及调查声明，以供省览。倘蒙俯允，无任感荷。

如何之处，敬候示覆。 

 

此致 

陈顺清校长 

      

        

香港浸会大学音乐系哲学博士生 

江肇衡 谨启 

二 O一五年五月十二日 
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Appendix A-3 

敬啟者: 

承蒙 貴校支持，此研究得以順利進行，無任感荷。本研究主要透過問

卷調查及面談，探討家長的支持對學生音樂活動參與(校外)的影響，並藉此

了解學生對學習學器之看法。現誠邀  貴校學生花八至十分鐘時間，填寫這

份不記名的問卷。問卷將根據以下方式派發: 

• 只需中一至中三學生參與； 

• 每級將有兩班參與。 

根據過往經驗，整個研究程序並沒有已知的風險。是次參與純屬自願性質，

意指: 

• 學生可拒絕回答任何問題； 

• 學生可中途退出問卷調查； 

• 學生有權拒絕參加是次研究。 

為確保私隱，請學生不要在問卷上填寫真實姓名。研究結果只用作學

術用途，所有資料將予以保密。調查結果只會以統計數據形式發佈，學生的

個人資料將絕對保密。 

為答謝 貴校學生對本研究的支持及參與，研究小組將於二 O一五年十

二月前，以抽獎形式送上一百元書券。假若參與抽奬，學生在問卷上所提供

的電郵地址只會用作通知抽奬結果之用途。若對此項研究有任何查詢，請與

本計劃研究負責人聯絡: 

姓名: 江肇衡先生 

電郵: erickonghkbu@gmail.com 

 

敬祝 

教安 

香港浸會大學音樂系哲學博士生 

江肇衡 謹啟 

二 O一五年六月二日 

mailto:erickonghkbu@gmail.com
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Appendix A-4 

敬启者: 

承蒙 贵校支持，此研究得以顺利进行，无任感荷。本研究主要透过问

卷调查及面谈，探讨家长的支持对学生音乐活动参与(校外)的影响，并藉此

了解学生对学习学器之看法。现诚邀  贵校学生花八至十分钟时间，填写这

份不记名的问卷。问卷将根据以下方式派发: 

• 只需                    学生参与； 

• 每级将分发                      份问卷。 

根据过往经验，整个研究程序并没有已知的风险。是次参与纯属自愿性质，

意指: 

• 学生可拒绝回答任何问题； 

• 学生可中途退出问卷调查； 

• 学生有权拒绝参加是次研究。 

为确保私隐，请学生不要在问卷上填写真实姓名。研究结果只用作学

术用途，所有资料将予以保密。调查结果只会以统计数据形式发布，学生的

个人资料将绝对保密。 

为答谢 贵校学生对本研究的支持及参与，研究小组将于二 O一五年十

二月前，以抽奖形式送上一百元书券。假若参与抽奬，学生在问卷上所提供

的电邮地址只会用作通知抽奬结果之用途。若对此项研究有任何查询，请与

本计划研究负责人联络: 

姓名: 江肇衡先生 

电邮: erickonghkbu@gmail.com 

 

敬祝 

教安 

香港浸会大学音乐系哲学博士生 

江肇衡 谨启 

二 O一五年五月十二日 

mailto:erickonghkbu@gmail.com
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Appendix A-5 

Dear teacher, 

May I take this chance to express my sincere gratitude for your assistance in this research 
study. This study is to examine the parental influence on students’ participation in music 
activities. The findings may provide specific and nuanced insights into the impact of 
parental support on students’ music learning in the Chinese context. This may contribute 
to reveal part of the linkage between family background and music education. 

This study consists of two phases, survey questionnaire and interview. Around 20 
secondary schools in Beijing and Hong Kong are invited for this research study. 
Questionnaires will be distributed to each school according to following guidelines: 

(1) Only Grade 7-9 (Junior form 1-3) students are involved; 

(2) Around 70 questionnaires will be distributed to each grade; hence, the total number 
of questionnaires collected from each school would be 210; 

(3) It may take around 10 minutes to complete the questionnaires. 

It is worth noting that students’ participation in the survey questionnaire is entirely 
voluntary, meaning: 

(1) The students are not required to answer any questions that they consider 
inappropriate; 

(2) They may withdraw from the questionnaire at any point; and 

(3) They may decline to participate in the survey. 

To ensure anonymity, the students should not put their real names on the survey 
questionnaire. The data collected is strictly confidential. The written results will not include 
any information that could possibly identify the student as an individual. Their 
confidentiality will also be protected in all reviews and reports of this study, which may be 
published. Only the researcher will have access to the data collected during this research 
study. 

Students’ participation is highly appreciated. As an incentive, $100 book vouchers will be 
given to the lucky draw winners by December 2015. The winners will be notified via e-
mail.  

If you have any questions, concerns, or complaints about this study at any stage, please 
contact me at:  

Name: Mr Kong Siu Hang 

Email: erickonghkbu@gmail.com 

 

Yours sincerely, 

Kong Siu Hang 

PhD student 
Department of Music 
Hong Kong Baptist University

mailto:erickonghkbu@gmail.com
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Appendix A-6 

參與調查同意書 

本研究主要透過問卷調查及面談，探討家長的支持對學生學習音樂的影響。現誠邀閣下花 10分
鐘的時間填寫這份不記名的問卷。是次參與純屬自願性質，意指: 

• 您可拒絕回答任何問題； 

• 您可中途退出問卷調查； 

• 您有權拒絕參加是次研究。 

閣下可隨時終止參與，而有關決定將不會引致任何後果及不會影響您的校內考績及評估。根據

過往經驗，整個研究程序並沒有已知的風險。另外，為確保私隱，請不要在問卷上填寫真實姓

名。研究結果只用作學術用途，您的個人資料將絕對保密，只有參與此研究的研究員才能使用

有關資料。問卷調查結果只會以統計數據形式發佈，個別參加者的答案將不會被披露於研究報

告內，而您的個人資料將絕對保密。 

 

若對此項研究有任何查詢，請與本計劃研究負責人聯絡: 

姓名: 江肇衡先生 

電郵: erickonghkbu@gmail.com 

 

 

聲明 

本人了解是次參與純屬自願性質，亦了解問卷調查的目的及性質。我亦知道調查結果將來會於

學術研討會發佈及用於出版學術文章。本人知道我有權拒絕參加是次研究，並可隨時終止參

與，而有關決定將不會引致任何後果及不會影響我的校內考績及評估。我知道研究結果只用作

學術用途，所有個人資料將予以保密。 

 

若我對此項研究有任何查詢，我可與研究負責人江肇衡先生聯絡(erickonghkbu@gmail.com)。 

 

我願意接受邀請參與上述調查，並同意研究負責人就進行調查所作的相關安排。 

 

__________________   __________________  __________________ 
參加者簽署    監護人簽署    日期

mailto:erickonghkbu@gmail.com
mailto:erickonghkbu@gmail.com
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Appendix A-7 

参与调查同意书 

本研究主要透过问卷调查及面谈，探讨香港家长的支持对学生学习音乐的影响。现诚邀

阁下花 10 分钟时间填写这份不记名的问卷。是次参与纯属自愿性质，意指: 

• 您可拒绝回答任何问题； 

• 您可中途退出问卷调查； 

• 您有权拒绝参加是次研究。 

阁下可随时终止参与，而有关决定将不会引致任何后果及不会影响您的校内考绩及评

估。根据过往经验，整个研究程序并没有已知的风险。另外，为确保私隐，请不要在

问卷上填写真实姓名。研究结果只用作学术用途，您的个人资料将绝对保密，只有参

与此研究的研究员才能使用有关资料。问卷调查结果只会以统计数据形式发布，个别

参加者的答案将不会被披露于研究报告内，而您的个人资料将绝对保密。 

若对此项研究有任何查询，请与本计划研究负责人联络: 

姓名: 江肇衡先生 

电邮: erickonghkbu@gmail.com 

 

声明 

本人了解是次参与纯属自愿性质，亦了解问卷调查的目的及性质。我亦知道调查结果

将来会于学术研讨会发布及用于出版学术文章。本人知道我有权拒绝参加是次研究，

并可随时终止参与，而有关决定将不会引致任何后果及不会影响我的校内考绩及评

估。我知道研究结果只用作学术用途，所有个人资料将予以保密。 

 

若我对此项研究有任何查询，我可与研究负责人江肇衡先生联络

(erickonghkbu@gmail.com)。 

 

我愿意接受邀请参与上述调查，并同意研究负责人就进行调查所作的相关安排。 

 

__________________   __________________  __________________ 
参加者签署    监护人签署    日期 

mailto:erickonghkbu@gmail.com
mailto:erickonghkbu@gmail.com
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Appendix B-1 

親愛的同學們，您好： 
我是香港浸會大學音樂系哲學博士生江肇衡，現正進行一項有關《父母在子女音樂活動上的支

持》之研究，誠邀您就著個人的音樂活動經驗，填寫這份不記名的問卷，所填寫的內容只作學術

研究用途，研究完成後，所有內容會被銷毀。除個別註明外，請按指示在�內用✓號表示最適合
您的選項。謝謝您提供寶貴意見。 
另外，為答謝閣下的參與，填寫問卷之同學將有機會獲得現金券一張。如欲參加是次抽獎*，可於
下面橫線內填寫電郵地址。得獎者將會於 2015年 12月前收到電郵通知。 

江肇衡 上 
2015年 5月 14日 

*電郵地址:                        (*註: 是次抽獎只屬自由參與。) 
 

第一部分：音樂活動參與 
請選出過去一年內在不同場合或媒體裡聆聽以下音樂種類的頻率  
（包括現場、CD、YouTube、手機 App、電台、電視等） 

經

常 
 

間

中 
很

少 
沒

有 
參

與 
1) 內地流行音樂 � � � � 

2) 台灣流行音樂 � � � � 

3) 韓國流行音樂 � � � � 

4) 日本流行音樂 � � � � 

5) 香港流行音樂 � � � � 

6) 歐美流行音樂 � � � � 

7) 爵士音樂 � � � � 

8) 音樂劇（Musical）音樂 （如歌舞青春、歌聲魅影、孤星淚等） � � � � 

9) 其他類型的流行音樂 （Rock、Hip Hop、Disco 等） � � � � 

10) 西方古典音樂或歌劇 （如管弦樂團、鋼琴演奏、古典聲樂等） � � � � 

11) 中國傳統民歌（如地區民歌、山歌、禮俗歌等） � � � � 

12) 中國民族器樂（如二胡音樂、絲竹樂、合奏音樂等） � � � � 

13) 中國戲曲 （如粵劇、京劇、黃梅劇等） � � � � 

14) 其他（如有）：________________________________________ � � �  
  

請選出過去一年內在以下場合或媒體裡聆聽音樂的頻率  經

常 
 

間

中 
很

少 
沒

有 
參

與 
15) 大會堂或音樂廳 � � � � 

16) CD、DVD � � � � 

17) YouTube、網站、電話 App、電視、電台 � � � � 

18) 其他（如有）：________________________________________ � � �  
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第二部分：父母對我參與音樂活動的整體支持 

父親對我參與音樂活動的支持 

經

常 
間

中 
很

少 
從

來

沒

有 
19) 父親鼓勵我聆聽音樂。 � � � � 

20) 父親經常在家中聆聽音樂。 � � � � 

21) 父親經常與我一起出席音樂會。  � � � � 

22) 父親會向我介紹及推薦樂曲或音樂會。 � � � � 

23) 父親擁有豐富的音樂知識，並喜歡與我分享或討論。 � � � � 

24) 父親經常與我在家中欣賞音樂。 � � � � 

25) 父親鼓勵我用不同媒體（如 CD、YouTube、電話 App等）聆聽音樂。 � � � � 

26) 我和父親會在家中一起歌唱或合奏樂器。 � � � � 

母親對我參與音樂活動的支持  
27) 母親鼓勵我聆聽音樂。 � � � � 

28) 母親經常在家中聆聽音樂。 � � � � 

29) 母親經常與我一起出席音樂會。  � � � � 

30) 母親會向我介紹及推薦樂曲或音樂會。 � � � � 

31) 母親擁有豐富的音樂知識，並喜歡與我分享或討論。 � � � � 

32) 母親經常與我在家中欣賞音樂。 � � � � 

33) 母親鼓勵我用不同媒體（如 CD、YouTube、電話 App等）聆聽音樂。 � � � � 

34) 我和母親會在家中一起歌唱或合奏樂器。 � � � � 

 
35) 父母最鼓勵你聆聽以下哪類音樂? 請只選出 3項，並以 1、2、3排序。  

(1是”非常鼓勵”，2是” 鼓勵”，3是”一般”; 如沒有，請跳至問題 36) 
___內地流行音樂  ___台灣流行音樂     ___韓國流行音樂  
___日本流行音樂  ___香港流行音樂     ___歐美流行音樂 
___爵士音樂   ___音樂劇音樂 ___其他類型的流行音樂 
___西方古典音樂或歌劇 ___中國傳統民歌  ___中國民族器樂  ___中國戲曲 
 
36) 父母有聆聽以下哪類音樂? 請只選出 3項，並以 1、2、3排序。 
(1是”經常”，2是”一般”，3是”很少”; 如沒有，請跳至問題 37) 
___內地流行音樂  ___台灣流行音樂     ___韓國流行音樂  
___日本流行音樂  ___香港流行音樂     ___歐美流行音樂 
___爵士音樂   ___音樂劇音樂 ___其他類型的流行音樂 
___西方古典音樂或歌劇 ___中國傳統民歌  ___中國民族器樂  ___中國戲曲 
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第三部分：整體來說，我對父母給予支持的觀感 

非

常

認

同 

認

同 
中

立 
不

認

同 

極

不

認

同 
37) 父母的鼓勵會引起我接觸音樂的動機。 � � � � � 

38) 父母的陪同會增加我出席演唱會或音樂會的機會。  � � � � � 

39) 父母的鼓勵會增加我出席演唱會或音樂會的機會。 � � � � � 

40) 一個富有音樂氣氛的家庭環境能引起我接觸音樂的動機。 � � � � � 

41) 與父母討論音樂能引起我接觸音樂的動機。 � � � � � 

42) 我聆聽音樂的媒體（YouTube、CD等）受父母所影響。  � � � � � 

43) 我接觸的音樂類型，會受父母的意見所影響。 � � � � � 

44) 父母的音樂知識會影響我的音樂喜好。 � � � � � 

45) 父母的音樂喜好會影響我的音樂喜好。 � � � � � 

46) 我與父母關係良好，這引起我與他們討論音樂的動機。 � � � � � 

 
第四部分：聆聽音樂的原因 
47) 個人興趣  � � � � � 

48) 父母鼓勵 � � � � � 

49) 兄弟姊妹影響 � � � � � 

50) 同輩影響 � � � � � 

51) 學校要求 � � � � � 

52) 其他原因（如有）：________________________________________ � � � � � 

 
第五部分： 個人資料 
53) 性別:  �男       �女 
54) 年齡:  � 11或以下  � 12  �13  �14  �15  �16  �17 或以上  
55) 年級:  � 中一   � 中二  � 中三 
56) (i) 哪種語言是你的母語? (可選多於一項) 
�國語   � 粵語   � 英語   � 其他語言: ___________________ 
 

(ii)   你對以下語言的熟悉程度 流

利 
熟

悉 
基

本 
完

全

不

熟

識 
57) 國語 � � � � 

58) 粵語 � � � � 

59) 英語 � � � � 

60) 韓語 � � � � 

61) 日語 � � � � 

62) 其他語言: ___________________ � � �  

 
63) 住宅類型:  � 公屋  � 居屋 � 私人住宅/村屋 � 其他: __________ 
64) 父親學歷:  � 小學或以下    � 中學  

� 專上教育或大學學士  � 碩士或博士  � 不清楚 
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65) 母親學歷:  � 小學或以下    � 中學  
� 專上教育或大學學士  � 碩士或博士  � 不清楚 
 

66) 父親是否有收藏以下藝術品? (可選多於一項) 
� 沒有     � CD或黑膠唱片   � 繪畫、書法  
� 陶瓷藝術品、雕塑  � 古董     �其他 (如有): ____________ 

67) 母親是否有收藏以下藝術品? (可選多於一項) 
� 沒有     � CD或黑膠唱片   � 繪畫、書法  
� 陶瓷藝術品、雕塑  � 古董     � 其他 (如有): ____________ 

68) 父母平均每月給予你在參予音樂活動(不包括學習樂器)的經濟支持: 
(例如出席演唱會、音樂會、購買 CD等)  

� 沒有   � 少於$50   � $50‐249  � $250‐499   
� $500‐999  � $1,000‐1500  � 其他 (請註明金額): ____________ 
 
69) 父親有否學習或曾學習樂器?  
 �沒有 (請跳至問題 71)    �有，樂器名稱:             
70) 父親主要在何處學習樂器?  (請只選一項)  
 � 私人導師  � 從長輩學習  � 自學    � 同輩教授    � 不知道 
 
71) 母親有否學習或曾學習樂器?  
 �沒有 (請跳至問題 73)    �有，樂器名稱:             
72) 母親主要在何處學習樂器? (請只選一項) 
 � 私人導師  � 從長輩學習  � 自學    � 同輩教授    � 不知道 
 
73) 你現在於課餘時間 (除音樂堂外) 有學習樂器嗎?  
� 有  (請繼續回答問題 74)     
� 沒有 (你已完成回答所需部份，謝謝撥冗填寫問卷。) 
 
第六部分：有關樂器學習 
74) 你現在學習的樂器為:  (可多於一項) 
(i) �西樂 �中樂    樂器名稱:             學習了多久?     年    月 
(ii) �西樂 �中樂    樂器名稱:             學習了多久?     年    月 
(ii) �西樂 �中樂    樂器名稱:             學習了多久?     年    月 
 
75) 每月在學習樂器上的開支: 
� 沒有   � 少於$500   � $500‐999  � $1000‐1499  � $1500‐1999  
� $2000‐2500  � 其他 (請註明金額): __________  � 不知道 
 
76) 你主要在何處學習樂器?  (請只選一項) 
� 校內課外活動     � 私人導師或校外音樂班 (例如: 私人樂器班等)   
� 父母教授      � 同學教授      � 自學     � 其他:           
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第七部分：學習樂器的目的 

非

常

認

同 

認

同 
中

立 
不

認

同 

極

不

認

同 
77) 我學習樂器是為考取音樂証書。 � � � � � 

78) 我學習樂器是為升學作準備。 � � � � � 

79) 我學習樂器是為了個人興趣。 � � � � � 

80) 我學習樂器是父母建議的。 � � � � � 

81) 我學習樂器是學校規定的。 � � � � � 

82) 我學習樂器是為了將來以音樂作為職業。 � � � � � 

83) 我喜歡學習樂器。 � � � � � 

84) 我會繼續學習樂器。 � � � � � 

 
第八部分： 我對父母支持我學習樂器的觀感 
85) 父母的物質鼓勵，有助提升我學習樂器的動機。 � � � � � 

86) 父母的口頭鼓勵，有助提升我學習樂器的動機。 � � � � � 

87) 父母的音樂知識有助我學習樂器。 � � � � � 

88) 父母的音樂熱誠有助我學習樂器。 � � � � � 

89) 父母的督促有助我學習樂器。 � � � � � 

90) 父母陪同我練習，有助我學習樂器。 � � � � � 

91) 父母與我訂立學習目標，有助我學習樂器。 � � � � � 

92) 父母對我的音樂演奏給予意見，有助我學習樂器。 � � � � � 

93) 富有音樂氣氛的家庭環境，有助我學習樂器。 � � � � � 

94) 與父母交流音樂，有助我學習樂器。 � � � � � 

95) 總括來說，父親在我的樂器學習上有提供精神及行動上的支持。 � � � � � 

96) 總括來說，母親在我的樂器學習上有提供精神及行動上的支持。 � � � � � 

 

第九部分：父母對我學習樂器的支持 

經

常 
間

中 
很

少 
從

來

沒

有 
97) 父母鼓勵我學習樂器。 � � � � 

98) 父母經常督促我練習樂器。 � � � � 

99) 父母替我安排樂器課堂。 � � � � 

100) 父母有協助或陪同我練習樂器。 � � � � 

101) 父母了解我學習樂器的進度。 � � � � 

102) 父母對我彈奏的音樂給予意見。 � � � � 

103) 當我的樂器學習表現理想時，父母會作物質獎勵。 � � � � 

104) 當我的樂器學習表現理想時，父母會作口頭獎勵。 � � � � 

105) 父母會與我訂立學習目標。 � � � � 

106) 父母會詢問我學習樂器上遇到的困難。 � � � � 

107) 父母有和樂器導師溝通，以了解我的學習情況。 � � � � 

*****謝謝完成問卷***** 
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Appendix B-2 

亲爱的同学们，您好： 

我是香港浸会大学音乐系哲学博士生江肇衡，现正进行一项有关《父母在子女音乐活动上的支

持》之研究，诚邀您就着个人的音乐活动经验，填写这份不记名的问卷，所填写的内容只作学术

研究用途，研究完成后，所有内容会被销毁。除个别注明外，请按指示在�内用✓号表示最适合

您的选项。谢谢您提供宝贵意见。 
另外，为答谢阁下的参与，填写问卷之同学将有机会获得现金券一张。如欲参加是次抽奖*，可于

下面横线内填写电邮地址。得奖者将会于 2015 年 12 月前收到电邮通知。 
江肇衡 上 

2015 年 5 月 14 日 
*电邮地址:                        (*注: 是次抽奖只属自由参与。) 

 
第一部分：音乐活动参与 

请选出过去一年内在不同场合或媒体里聆听以下音乐种类的频率  
（包括现场、CD、网上音乐平台、手机 App、电台、电视等） 

经

常 
 

间

中 
很

少 
没

有 
参

与 
1) 内地流行音乐 � � � � 

2) 台湾流行音乐 � � � � 

3) 韩国流行音乐 � � � � 

4) 日本流行音乐 � � � � 

5) 香港流行音乐 � � � � 

6) 欧美流行音乐 � � � � 

7) 爵士音乐 � � � � 
8) 音乐剧（Musical）音乐 （如歌舞青春、歌声魅影、悲惨世界等） � � � � 

9) 其他类型的流行音乐 （Rock、Hip Hop、Disco 等） � � � � 

10) 西方古典音乐或歌剧 （如管弦乐团、钢琴演奏、古典声乐等） � � � � 

11) 中国传统民歌（如地区民歌、山歌、礼俗歌等） � � � � 

12) 中国民族器乐（如二胡音乐、丝竹乐、合奏音乐等） � � � � 

13) 中国戏曲 （如粤剧、京剧、黄梅剧等） � � � � 

14) 其他（如有）：________________________________________ � � �  
  

请选出过去一年内在以下场合或媒体里聆听音乐的频率  经

常 
 

间

中 
很

少 
没

有 
参

与 
15) 大会堂或音乐厅 � � � � 

16) CD、DVD � � � � 

17) 网站（土豆、百度等）、电话 App、电视、电台 � � � � 

18) 其他（如有）：________________________________________ � � �  
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第二部分：父母对我参与音乐活动的整体支持 

父亲对我参与音乐活动的支持 

经

常 
间

中 
很

少 
从

来

没

有 
19) 父亲鼓励我聆听音乐。 � � � � 

20) 父亲经常在家中聆听音乐。 � � � � 

21) 父亲经常与我一起出席音乐会。  � � � � 

22) 父亲会向我介绍及推荐乐曲或音乐会。 � � � � 

23) 父亲拥有丰富的音乐知识，并喜欢与我分享或讨论。 � � � � 

24) 父亲经常与我在家中欣赏音乐。 � � � � 

25) 父亲鼓励我用不同媒体（如 CD、网站、电话 App 等）聆听音乐。 � � � � 

26) 我和父亲会在家中一起歌唱或合奏乐器。 � � � � 

母亲对我参与音乐活动的支持  

27) 母亲鼓励我聆听音乐。 � � � � 

28) 母亲经常在家中聆听音乐。 � � � � 

29) 母亲经常与我一起出席音乐会。  � � � � 

30) 母亲会向我介绍及推荐乐曲或音乐会。 � � � � 

31) 母亲拥有丰富的音乐知识，并喜欢与我分享或讨论。 � � � � 

32) 母亲经常与我在家中欣赏音乐。 � � � � 

33) 母亲鼓励我用不同媒体（如 CD、网站、电话 App 等）聆听音乐。 � � � � 

34) 我和母亲会在家中一起歌唱或合奏乐器。 � � � � 

 
35) 父母最鼓励你聆听以下哪类音乐? 请只选出 3 项，并以 1、2、3 排序。  

(1 是”非常鼓励”，2 是” 鼓励”，3 是”一般”; 如没有，请跳至问题 36) 
___内地流行音乐   ___台湾流行音乐   ___韩国流行音乐  
___日本流行音乐   ___香港流行音乐   ___欧美流行音乐  
___爵士音乐    ___音乐剧音乐   ___其他类型的流行音乐 
___西方古典音乐或歌剧 ___中国传统民歌 ___中国民族器乐  ___中国戏曲 
 
36) 父母有聆听以下哪类音乐? 请只选出 3 项，并以 1、2、3 排序。 
(1 是”经常”，2 是”一般”，3 是”很少”; 如没有，请跳至问题 37) 
___内地流行音乐   ___台湾流行音乐   ___韩国流行音乐  
___日本流行音乐   ___香港流行音乐   ___欧美流行音乐  
___爵士音乐    ___音乐剧音乐   ___其他类型的流行音乐 
___西方古典音乐或歌剧 ___中国传统民歌 ___中国民族器乐  ___中国戏曲 
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第三部分：整体来说，我对父母给予支持的观感 

非

常

认

同 

认

同 
中

立 
不

认

同 

极

不

认

同 
37) 父母的鼓励会引起我接触音乐的动机。 � � � � � 

38) 父母的陪同会增加我出席演唱会或音乐会的机会。  � � � � � 

39) 父母的鼓励会增加我出席演唱会或音乐会的机会。 � � � � � 

40) 一个富有音乐气氛的家庭环境能引起我接触音乐的动机。 � � � � � 

41) 与父母讨论音乐能引起我接触音乐的动机。 � � � � � 

42) 我聆听音乐的媒体（网站、CD 等）受父母所影响。  � � � � � 

43) 我接触的音乐类型，会受父母的意见所影响。 � � � � � 

44) 父母的音乐知识会影响我的音乐喜好。 � � � � � 

45) 父母的音乐喜好会影响我的音乐喜好。 � � � � � 

46) 我与父母关系良好，这引起我与他们讨论音乐的动机。 � � � � � 

 
第四部分：聆听音乐的原因 
47) 个人兴趣  � � � � � 

48) 父母鼓励 � � � � � 

49) 兄弟姊妹影响 � � � � � 

50) 同辈影响 � � � � � 

51) 学校要求 � � � � � 

52) 其他原因（如有）：____________________________________ � � � � � 

 
第五部分： 个人资料 
53) 性别:  �男       �女 
54) 年龄:  �11 或以下  � 12  �13   �14  �15  �16  �17 或以

上 
55) 年级:  � 初一   � 初二  � 初三 
56) (i) 哪种语言是你的母语? (可选多于一项) 

�国语   � 粤语  � 英语 � 其他语言: ___________________ 
 

(ii)   你对以下语言的熟悉程度 流

利 
熟

悉 
基

本 
完

全

不

熟

识 
57) 国语 � � � � 

58) 粤语 � � � � 

59) 英语 � � � � 

60) 韩语 � � � � 

61) 日语 � � � � 

62) 其他语言: ___________________ � � �  

 
63) 住宅类型: � 公屋  � 居屋 � 私人住宅/村屋  � 其他: __________ 
64) 父亲学历: � 小学或以下   � 中学或中专教育  

� 大专教育或大学学士  � 硕士或博士  � 不清楚  
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65) 母亲学历: � 小学或以下   �中学或中专教育  
� 大专教育或大学学士  � 硕士或博士  � 不清楚 

66) 父亲是否有收藏以下艺术品? (可选多于一项) 
� 没有    � CD 或黑胶唱片   � 绘画、书法  
� 陶瓷艺术品、雕塑  � 古董    �其他 (如有): ____________ 

67) 母亲是否有收藏以下艺术品? (可选多于一项) 
� 没有    � CD 或黑胶唱片   � 绘画、书法  
� 陶瓷艺术品、雕塑  � 古董    �其他 (如有): ____________ 

68) 父母平均每月给予你在参予音乐活动(不包括学习乐器)的经济支持: 
(例如出席演唱会、音乐会、购买 CD 等)  

� 没有   � 少于¥50   � ¥50‐249  � ¥250‐499   
� ¥500‐999   � ¥1,000‐1500  � 其他 (请注明金额): ____________ 
 
69) 父亲有否学习或曾学习乐器?  
 �没有 (请跳至问题 71)    �有，乐器名称:             
70) 父亲主要在何处学习乐器?  (请只选一项)  
  � 私人导师  � 从长辈学习 � 自学  � 同辈教授    � 不知道 
 
71) 母亲有否学习或曾学习乐器?  
 �没有 (请跳至问题 73)    �有，乐器名称:             
72) 母亲主要在何处学习乐器? (请只选一项) 

� 私人导师  � 从长辈学习 � 自学  � 同辈教授    � 不知道 
 
73) 你现在于课余时间 (除音乐堂外) 有学习乐器吗?  
� 有  (请继续回答问题 74)     
� 没有 (你已完成回答所需部份，谢谢拨冗填写问卷。) 
 
第六部分：有关乐器学习 
74) 你现在学习的乐器为:  (可多于一项) 
(i) �西乐 �中乐    乐器名称:             学习了多久?     年    月 
(ii) �西乐 �中乐    乐器名称:             学习了多久?     年    月 
(ii) �西乐 �中乐    乐器名称:             学习了多久?     年    月 
 
75) 每月在学习乐器上的开支: 
� 没有  � 少于¥500  � ¥500‐999  � ¥1000‐1499  � ¥1500‐1999  
� ¥2000‐2500  � 其他 (请注明金额): __________  � 不知道 

 
76) 你主要在何处学习乐器?  (请只选一项) 
� 校内课外活动     � 私人导师或校外音乐班 (例如: 私人乐器班等)   
� 父母教授      � 同学教授      � 自学     � 其他:  
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第七部分：学习乐器的目的 

非

常

认

同 

认

同 
中

立 
不

认

同 

极

不

认

同 
77) 我学习乐器是为考取音乐证书。 � � � � � 

78) 我学习乐器是为升学作准备。 � � � � � 

79) 我学习乐器是为了个人兴趣。 � � � � � 

80) 我学习乐器是父母建议的。 � � � � � 

81) 我学习乐器是学校规定的。 � � � � � 

82) 我学习乐器是为了将来以音乐作为职业。 � � � � � 

83) 我喜欢学习乐器。 � � � � � 

84) 我会继续学习乐器。 � � � � � 

 
第八部分： 我对父母支持我学习乐器的观感 
85) 父母的物质鼓励，有助提升我学习乐器的动机。 � � � � � 

86) 父母的口头鼓励，有助提升我学习乐器的动机。 � � � � � 

87) 父母的音乐知识有助我学习乐器。 � � � � � 

88) 父母的音乐热诚有助我学习乐器。 � � � � � 

89) 父母的督促有助我学习乐器。 � � � � � 

90) 父母陪同我练习，有助我学习乐器。 � � � � � 

91) 父母与我订立学习目标，有助我学习乐器。 � � � � � 

92) 父母对我的音乐演奏给予意见，有助我学习乐器。 � � � � � 

93) 富有音乐气氛的家庭环境，有助我学习乐器。 � � � � � 

94) 与父母交流音乐，有助我学习乐器。 � � � � � 

95) 总括来说，父亲在我的乐器学习上有提供精神及行动上的支持。 � � � � � 

96) 总括来说，母亲在我的乐器学习上有提供精神及行动上的支持。 � � � � � 

 

第九部分：父母对我学习乐器的支持 

经

常 
间

中 
很

少 
从

来

没

有 
97) 父母鼓励我学习乐器。 � � � � 

98) 父母经常督促我练习乐器。 � � � � 

99) 父母替我安排乐器课堂。 � � � � 

100) 父母有协助或陪同我练习乐器。 � � � � 

101) 父母了解我学习乐器的进度。 � � � � 

102) 父母对我弹奏的音乐给予意见。 � � � � 

103) 当我的乐器学习表现理想时，父母会作物质奖励。 � � � � 

104) 当我的乐器学习表现理想时，父母会作口头奖励。 � � � � 

105) 父母会与我订立学习目标。 � � � � 

106) 父母会询问我学习乐器上遇到的困难。 � � � � 

107) 父母有和乐器导师沟通，以了解我的学习情况。 � � � � 

*****谢谢完成问卷***** 
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Appendix C-1 

參與調查同意書 

本研究主要透過問卷調查及訪談，探討香港家長的支持對學生學習音樂的影響。現誠邀  貴
子弟參與一個為時約 15分鐘的個別訪談。是次參與純屬自願性質，意指: 

• 貴子弟可拒絕回答任何問題； 

• 貴子弟可中途退出個別訪談； 

• 閣下及  貴子弟有權拒絕參加是次研究。 

閣下及  貴子弟有權拒絕參加是次研究，而有關決定將不會引致任何後果及不會影響  貴子

弟的校內考績及評估。根據過往經驗，整個研究程序並沒有已知的風險。研究結果只用作學

術用途， 貴子弟的個人資料將絕對保密，只有參與此研究的研究員才能使用有關資料。個別

訪談結果只會以不記名形式發佈，意指參加者的姓名將不會被披露於研究報告內，參加者的

身份亦不會因刊登有關數據而被識別。 

若對此項研究有任何查詢，請與本計劃研究負責人聯絡: 

姓名: 江肇衡先生 

電郵: erickong@life.hkbu.edu.hk 

 

聲明 

本人了解是次參與純屬自願性質，亦了解個別訪談的目的及性質。我亦知道調查結果將來會

於學術研討會發佈及用於出版學術文章。本人知道我及本人子女有權拒絕參加是次研究，並

可隨時終止參與，而有關決定將不會引致任何後果及不會影響本人子女的校內考績及評估。

我知道研究結果只用作學術用途，所有個人資料將予以保密。若我對此項研究有任何查詢，

我可與研究負責人江肇衡先生聯絡。 

 

我願意接受邀請參與上述調查，並同意研究負責人就進行調查所作的相關安排。 

 

__________________    __________________ 

監護人簽署      日期   

 

__________________     __________________ 

參加者簽署      日期        

mailto:erickong@life.hkbu.edu.hk
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Appendix C-2 

参与调查同意书 

本研究主要透过问卷调查及访谈，探讨香港家长的支持对学生学习音乐的影响。现诚邀  贵
子弟参与一个为时约 15分钟的个别访谈。是次参与纯属自愿性质，意指: 

• 贵子弟可拒绝回答任何问题； 

• 贵子弟可中途退出个别访谈； 

• 阁下及  贵子弟有权拒绝参加是次研究。 

阁下及  贵子弟有权拒绝参加是次研究，而有关决定将不会引致任何後果及不会影响  贵子
弟的校内考绩及评估。根据过往经验，整个研究程序并没有已知的风险。研究结果只用作学

术用途， 贵子弟的个人资料将绝对保密，只有参与此研究的研究员才能使用有关资料。个
别访谈结果只会以不记名形式发布，意指参加者的姓名将不会被披露於研究报告内，参加者

的身份亦不会因刊登有关数据而被识别。 

若对此项研究有任何查询，请与本计划研究负责人联络: 

姓名: 江肇衡先生 

电邮: erickong@life.hkbu.edu.hk 

 

声明 

本人了解是次参与纯属自愿性质，亦了解个别访谈的目的及性质。我亦知道调查结果将来会

於学术研讨会发布及用於出版学术文章。本人知道我及本人子女有权拒绝参加是次研究，并

可随时终止参与，而有关决定将不会引致任何後果及不会影响本人子女的校内考绩及评估。

我知道研究结果只用作学术用途，所有个人资料将予以保密。若我对此项研究有任何查询，

我可与研究负责人江肇衡先生联络。 

 

我愿意接受邀请参与上述调查，并同意研究负责人就进行调查所作的相关安排。 

 

__________________    __________________ 

监护人签署      日期 

    

__________________     __________________ 

参加者签署      日期     
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Appendix D-1 

Parental Influence on students’ participation of music activities: Comparative study of Beijing and Hong Kong 

Interview Questions (Main Investigation) 

Part I 父母支持與音樂聆聽 

1. a. 你喜歡或不喜歡哪類音樂?  為什麼 ?  

b. 你的音樂喜好主要受什麼人影響 ? 

c. 在哪裡聆聽? (音樂廳/CD/網上?) 

2. 父母喜歡什麼類型的音樂? 你對父母喜歡的音樂有認識嗎? 父母的音樂喜好對你有影響嗎 ?  

3. a. 你和父母相處的時間多嗎? 父母對你在學業有什麼期望? 父親還是母親對你的照顧/相處時
間比較多? 

b. 你們有音樂上的交流嗎？（例如互相分享歌曲 )  

c. 父母有曾經與你一起參與音樂活動嗎? (例如音樂會、合唱團、樂器班)  父母有推薦音樂會
嗎?  

d. 你覺得有增加你的音樂知識或提高你對音樂的興趣嗎 ? 還有其他幫助嗎 ? 

 e. 總括來說，你覺得一個「富音樂氣氛的家庭環境」是怎樣? 會對你的音樂喜好有影響或提升
你對參與音樂活動的興趣嗎? 

4. a. 父母有學習樂器嗎? 你認為父母的音樂知識有影響他們介紹給你的音樂種類嗎?  

b. 你認為父母的音樂知識，還是你自己的音樂活動參與，對你學習音樂較有幫助嗎? 

5. 你覺得什麼的家長支持最有效令你多聽音樂或參與音樂活動? 為什麼? 

  

Part II  父母支持與學習樂器  (**對象為正在學習或曾學習樂器之學生**) 

1 a. 你學的是哪種樂器? 為什麼選擇這種樂器?  

b. 為什麼學習樂器? 你喜歡學習樂器 嗎? 你或者父母有因為有助學業/升學，而讓你學習樂
器嗎? 如有，為什麼你認為有幫助？ 

2 a. 在你學習樂器上，父母有提供協助嗎 ？（行動上、物質上）父母關注你學習樂器的情況嗎? 

b. 你認為這些協助對於你學習樂器有幫助嗎? 有提升你學習樂器的興趣嗎? 為什麼？除此之
外，你覺得什麼協助有助你學習樂器?  

c. 什麼原因令你想繼續學習學器? 

3 你學習樂器有助你分析你喜愛的音樂嗎?  你聆聽的音樂與你學習的樂器有關係 嗎?  
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Appendix D-2 

Parental Influence on students’ participation of music activities: Comparative study of Beijing and Hong Kong 

Interview Questions (Main Investigation) 

Part I 父母支持与音乐聆听 

2. a. 你喜欢或不喜欢哪类音乐?  为什么 ?  

b. 你的音乐喜好主要受什么人影响 ? 

c. 在哪里聆听? (音乐厅/CD/网上?) 

2. 父母喜欢什么类型的音乐? 你对父母喜欢的音乐有认识吗? 父母的音乐喜好对你有影响吗 ?  

3. a. 你和父母相处的时间多吗? 父母对你在学业有什么期望? 父亲还是母亲对你的照顾/相处时

间比较多? 

b. 你们有音乐上的交流吗？（例如互相分享歌曲 )  

c. 父母有曾经与你一起参与音乐活动吗? (例如音乐会、合唱团、乐器班)  父母有推荐音乐会

吗?  

d. 你觉得有增加你的音乐知识或提高你对音乐的兴趣吗 ? 还有其他帮助吗 ? 

 e. 总括来说，你觉得一个「富音乐气氛的家庭环境」是怎样? 会对你的音乐喜好有影响或提升

你对参与音乐活动的兴趣吗? 

4. a. 父母有学习乐器吗? 你认为父母的音乐知识有影响他们介绍给你的音乐种类吗?  

b. 你认为父母的音乐知识，还是你自己的音乐活动参与，对你学习音乐较有帮助吗? 

5. 你觉得什么的家长支持最有效令你多听音乐或参与音乐活动? 为什么? 

  

Part II  父母支持与学习乐器  (**对象为正在学习或曾学习乐器之学生**) 

1 a. 你学的是哪种乐器? 为什么选择这种乐器?  

b. 为什么学习乐器? 你喜欢学习乐器 吗? 你或者父母有因为有助学业/升学，而让你学习乐

器吗? 如有，为什么你认为有帮助？ 

2 a. 在你学习乐器上，父母有提供协助吗 ？（行动上、物质上）父母关注你学习乐器的情况吗? 

b. 你认为这些协助对于你学习乐器有帮助吗? 有提升你学习乐器的兴趣吗? 为什么？除此之

外，你觉得什么协助有助你学习乐器?  

c. 什么原因令你想继续学习学器? 

3 你学习乐器有助你分析你喜爱的音乐吗?  你聆听的音乐与你学习的乐器有关系 吗? 
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Appendix E-1  
Correlations between students’ perceived extent and importance of parental support on students’ music listening (Beijing) 

 Extent of parental support 

 

Perceived importance of 
parental support 

Encourage 
music 

listening 

Parents listen 
to music at 

home 

Attend 
concerts with 
the student 

Recommend 
music or 

concerts to 
students 

Share and 
discuss music 
with students 

Appreciate 
music with 
student at 

home 

Encourage 
student to 

listen to music 
via different 

channels 

Sing or play 
ensemble with 

student at 
home 

Encourage music listening .533** .487** .406** .458** .452** .501** .505** .399** 

Attend concerts with the 
student .438** .419** .501** .510** .494** .469** .467** .435** 

Encourage the student to 
attend concert .448** .420** .481** .487** .479** .466** .460** .427** 

Musical home 
environment .429** .411** .355** .376** .382** .440** .410** .334** 

Discuss music with student .444** .452** .407** .452** .453** .476** .449** .402** 

Parental influence on  the 
channel for music listening .376** .408** .373** .426** .466** .441** .425** .382** 

Maintaining a good 
relationship with the 
student 

.456** .430** .386** .451** .464** .491** .466** .403** 

**: Correlation is significant at the 0.01 level. 

*:  Correlation is significant at the 0.05 level.
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Correlations between students’ perceived extent and importance of parental support on students’ music listening (Hong Kong) 

 Extent of parental support 

 

Perceived importance of 
parental support 

Encourage 
music 

listening 

Parents listen 
to music at 

home 

Attend 
concerts with 
the student 

Recommend 
music or 

concerts to 
students 

Share and 
discuss music 
with students 

Appreciate 
music with 
student at 

home 

Encourage 
student to 

listen to music 
via different 

channels 

Sing or play 
ensemble with 

student at 
home 

Encourage music listening .617** .505** .460** .509** .501** .563** .558** .468** 

Attend concerts with the 
student .479** .398** .551** .513** .472** .469** .439** .446** 

Encourage the student to 
attend concert .490** .396** .521** .496** .469** .470** .454** .440** 

Musical home 
environment .505** .460** .385** .437** .429** .489** .457** .389** 

Discuss music with student .541** .475** .429** .495** .495** .537** .524** .466** 

Parental influence on  the 
channel for music listening .533** .445** .438** .496** .492** .534** .557** .464** 

Maintaining a good 
relationship with the 
student 

.529** .475** .436** .500** .502** .559** .509** .473** 

**: Correlation is significant at the 0.01 level. 

*:  Correlation is significant at the 0.05 level. 
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Appendix E-2  

Correlations between parents’ educational attainment and support on students’ music 

listening  

 Beijing  Hong Kong 

Parental support Father Mother  Father Mother 

Encourage music listening .128** .128**  .211** .244** 

Parents listen to music at home .088** .077**  .150** .104** 

Attend concerts with the student .189** .172**  .210** .243** 

Recommend music or concerts to students .130** .164**  .208** .218** 

Share and discuss music with students .129** .143**  .206** .228** 

Appreciate music with student at home .090** .087**  .163** .185** 

Encourage student to listen to music via different 

channels (e.g. internet, smartphone, CDs, etc.) 
.125** .129** 

 
.180** .209** 

Sing or play ensemble with student at home .104** .083**  .166** .164** 

**: Correlation is significant at the 0.01 level. 

*:  Correlation is significant at the 0.05 level. 
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Correlations between parents’ instrumental background and support on students’ 

music listening in Beijing and Hong Kong 

 Beijing  Hong Kong 

Parental support Father Mother  Father Mother 

Encourage music listening .186** .140**  .184** .164** 

Parents listen to music at home .134** .133**  .191** .101** 

Attend concerts with the student .151** .147**  .175** .142** 

Recommend music or concerts to students .154** .186**  .226** .177** 

Share and discuss music with students .209** .172**  .243** .178** 

Appreciate music with student at home .160** .150**  .241** .148** 

Encourage student to listen to music via different 

channels (e.g. internet, smartphone, CDs, etc.) 
.142** .077** 

 
.217** .168** 

Sing or play ensemble with student at home .154** .158**  .221** .164** 

**: Correlation is significant at the 0.01 level. 
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Appendix E-3  

Correlations between parental education and support on students’ instrumental 

learning 

 Parental Education 
Parental support Beijing Hong Kong 
Encourage student to learn a musical instrument .146** .174** 
Urge student to practice instrument .041 .243** 
Arrange for students’ instrumental class .109** .256** 
Assist or accompany students during instrument practice .068 .272** 
Keep track of students’ learning progress .109** .255** 
Comment on students’ music playing .100* .260** 
Give physical compliments when students’ learning progress is 

good 

.084* .186** 
Give oral compliments when students’ learning progress is good .046 .191** 
Set learning goals with students .048 .238** 
Ask students about learning difficulties .034 .234** 
Communicate with music tutor about students’ progress .104* .293** 

**. Correlation is significant at the 0.01 level (2-tailed) 

*. Correlation is significant at the 0.05 level (2-tailed) 

Correlations between parental musical background and support on students’ 

instrumental learning 

 Parental musical background 
Parental support Beijing Hong Kong 
Encourage student to learn a musical instrument .131** .209** 
Urge student to practice instrument .104** .174** 
Arrange for students’ instrumental class .105** .159** 
Assist or accompany students during instrument practice .157** .186** 
Keep track of students’ learning progress .152** .179** 
Comment on students’ music playing .150** .204** 
Give physical compliments when students’ learning progress is 

good 

.120** .073 
Give oral compliments when students’ learning progress is good .113** .123** 
Set learning goals with students .092* .128** 
Ask students about learning difficulties .120** .167** 
Communicate with music tutor about students’ progress .125** .158** 

**. Correlation is significant at the 0.01 level (2-tailed) 

*. Correlation is significant at the 0.05 level (2-tailed) 
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Appendix E-4  
Correlations between students’ perceived extent and importance of parental support on instrumental learning (Beijing) 

 Extent of parental support 

Perceived 
importance of 
parental support 

Physical 
compliments 

Oral 
compliments 

Arrange for 
students’ 

instrument 
class 

Urge 
students to 

practice 

Assist or 
accompany 
students to 

practice 

Set learning 
goals with 
students 

Communicat
e with music 

tutor 

Ask students 
about 

learning 
difficulties 

Comment on 
students’ 

music 
playing 

Encourage 
students to 

learn 
instrument 

Material 
rewards .349** .266** .246** .239** .263** .225** .211** .198** .186** .286** 

Verbal 
encouragement .292** .408** .378** .340** .353** .299** .289** .280** .278** .363** 

Musial 
knowledge .366** .336** .286** .289** .381** .355** .295** .342** .301** .311** 

Urging student 
to practice .335** .327** .441** .470** .380** .397** .315** .381** .293** .320** 

Accompanying 
student to 
practice 

.383** .403** .390** .377** .493** .433** .349** .415** .375** .327** 

Helping set 
instrumental 
learning goals 

.395** .365** .395** .368** .432** .524** .355** .445** .322** .312** 

Feedback on 
student’s music 
performance 

.319** .402** .387** .411** .404** .400** .412** .420** .431** .393** 

**. Correlation is significant at the 0.01 level (2-tailed) 
*. Correlation is significant at the 0.05 level (2-tailed) 

 



266 

 

Correlations between students’ perceived extent and importance of parental support on instrumental learning (Hong Kong) 

 Extent of parental support 

Perceived 
importance of 
parental support 

Physical 
compliments 

Oral 
compliments 

Arrange for 
students’ 

instrument 
class 

Urge 
students to 

practice 

Assist or 
accompany 
students to 

practice 

Set learning 
goals with 
students 

Communicat
e with music 

tutor 

Ask students 
about 

learning 
difficulties 

Comment on 
students’ 

music 
playing 

Encourage 
students to 

learn 
instrument 

Material 
rewards .409** .388** .315** .360** .337** .353** .301** .358** .406** .356** 

Verbal 
encouragement .361** .503** .367** .363** .351** .417** .335** .420** .430** .457** 

Musial 
knowledge .461** .442** .310** .358** .397** .435** .344** .468** .422** .380** 

Urging student 
to practice .444** .543** .421** .553** .484** .492** .446** .496** .515** .481** 

Accompanying 
student to 
practice 

.431** .444** .351** .392** .517** .497** .401** .485** .461** .388** 

Helping set 
instrumental 
learning goals 

.488** .514** .414** .466** .529** .590** .461** .523** .500** .455** 

Feedback on 
student’s music 
performance 

.446** .530** .367** .405** .488** .506** .408** .483** .534** .439** 

**. Correlation is significant at the 0.01 level (2-tailed) 
*. Correlation is significant at the 0.05 level (2-tailed) 
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