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ABSTRACT
,\\\:
This study explores the place of music iq the lives of three

e .

. groups of children: .eleven-~year-old mildly retarded students, eleven-

* year-old grade 6 students, and eight—year—old grade 3 students. The
., »

eight—year—old students were approximately the_same mental age as were
the retarded students. Each group was comprised of ten students.
The~primary purpose of the study was,to examine affective
\\"‘?ésponsiveness to music 4in the retarded‘children and then to compare it
with that of their chronological age peers af®d their mental age peers.
'!Secondary purﬁoses were to study the effett o; the presence of peer groupl
*members on students' musicai responses and pfeferences, and to compare
auditory discrimination skillg among the three)groups.j
) Since it is generally acknowledged that the ability to perceive
. & - “ g
' similarities and differences inﬁsounds is a basic prerequisite for
musical appreciatidn, the students were: first administered a test of
musicai auditory discrimination. They wefe then interviewed in individual

t

[\ sessions, in which they discussed their favorite music, their music

o

listening habits, and musical activities in which they vere participating
' at SChOJl or at home. They also listened and responded to seven musical
selections. All these activities were later repeatgd in a group situation

L Data were gathered thrOugh auditory discrimination test scores,
i .’ *
,,audio~tapes of individual and group interviews response sheets completed

“w.by studéﬁts, and anecdotal notes- taken during intervieus and classroom

-

visits. It was found that the’ retarded students expressed attitudes

- M /
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toward music were very similar'to‘those expreéged by their ohrohological

.
A

age peers. Both groups. demonstrated a very Strong preference for rock

music, ‘and little knowledge or interest in other types of music. The -

mental age peers showed broader, less well-defined preferences.

! However, in listening to the musical selections, the retarded

students' respdhées were odoser to those ofatheir mental age peers. Both

I3

of these groups showéd Stronger feelings toward the music. than did the

grade 6 students, who frequently expressed indif ference. . No differing”

L.

patterns of images-fOr the~music emerged from the different’groups.

From the findings, it was concluded that mildly retarded

H

children s affective responsiveness to music 'is similar to that of normal

=
I

children, and’that,their-musical auditory'perception is similar to that

‘of pormal children. A4s to péer group influehce retarded childrenein

this study showed more evidence of being influenced by the peer grOup

.‘.‘
'

thap did the other “two groups. However, more research is needed in this

. L Y

- area before concret? conclusions can be drawn T

“
it

In general' the study indicates that mildly retarded children

—

possess much the .same auditory skills as normal children, but that. they

Lt‘may develop them at a slower rate They should be exposed to a wide

variety of music and encouraged to respond freely, both emotionally and :

%

=physically. The music curriculum for mildly retarded children should

«

emphasize~aesthetic awareness and affective reSponsiveness..‘

R
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CHAPTER I

NATURE OF THE $TUDY ]

-

Introduction to and Need for the Study

-
Ki

Music for every child: every ohill “or musi-.

f

. - Motto of the Music Egucators'
National Conference

A .
A

This study explores and compares the place of music‘in the
lives of three groups of students from special and regular classes’ in
‘EdmontOn Catholic Schools.

Mildly retarded'sEuaénts, "the educable mentally handicapped,"
. N ’ e

are usually accommodated in special classes. in publie and separate

schools. The pfimary‘edUCation%i goals for thes® students are related

3

"to teaching life skillé;{so that they may becomelihdependent adults.
Léarning to read and to do basic arithmetic, to handle money and to

: \ ,.y\ ' . ) ‘ ’ .
interactﬂﬁith”dthetg'in"socially acceptable ways: these are the main

\

objectives of an EMH program.
3 N : -

.o ‘ Mgsic education does not‘figurgxprominéntly in th EMQ-

curriéqlumt\ A survey conducted by the researcher ofvtwenty—f1VQ classes

in an Edmdnton‘school system revealed seventeen classes which had no.

sqhéduiéd mdsic’pe;iods; and eight classes in which the children received
musicfiﬁé;ﬁgction once or twice weekly. According to7Appell, only 127 of
»;all.handicaﬁped'chil&ten'enfolled in bublic education in America in 1978

I .

= we}e‘receiving any fine arts instruction (Smith and Perks, 1978, 'p. 4).

4

~
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When music {s taught to specialLsIudents, the objectives tend
to be %unctional'rather than'aesthetie, with the music and aceivities
being selected for theit usefulness in basic ekill developﬁent, not
mus ical or affective develepment. Grant, who wrote a mus;c curriculum

for mildly retarded students, states:

By necessity, it Lﬁpe curriculum] will include develoang those
musical behaviors %essential for participation in mus i
activities, while having as its main purpose those non-musical
behaviors essential to functioning within a society. (Grant,
1977, p. 32)

This utilitarian philosophy of music education is reflected in

the statement of objectives of another curriculum guide:

Through music study special children will learn to become

‘contributing members of society. Théy will learn to follow

directions, to work within a group, increase self-discipline
" (Peotter, p. 1) : '

Yet research indicates that aesthetic education is nécessary

¥ éfor‘peréonal growth. Broudy states:

.

Aesthetic experience is basic because it is a primary form of
experience on which all cognition, judgement and action depend.
It 'is the fundamental and distinctive power of image-making by
the imaginacion.' It furnishes the raw material for concepts:
‘ideas for creating a world of possibility. (Broudy, 1977,

p. 636)

Bennett Reimer writes:

Music educators have .a dual obligation to society. The. first

is to'develop the talents of those who are gifted musically. -~
. The second is to develop the aesthetic sensitivity to

music of all people regardless of their indiv1dual levels of

musical talent, for their own benefit and for the benefit of

a society which needs’an active cultural life, for the benefit

of the art of music which depends on a continuing supply of

sympathetic, sensitive” consumers. (Reimer, 1970, p. 112)

Music education is important for all studeants, but perhaps even



more so for special‘éﬁildren who, bv the nature of the disability, are

excluded from many avenues of social interaction and emotional fulfillment.

They tend to become socially isolated as they grow older, having few
close relationships other than with the immediate family. Thus, it is
important for these students to develop interests which they can pursue

on their own, and through which they can engage in social activities.
. .

The ahility to enjoy music is. not necessarily related to
intelligence. While there is a cognitive, intellectual aspect to under—'
standing music, it can also be understood and appreciated 1ntuitivély and

emotionally. Emotion, too, is a "way of knowing' (Dabrowski, Langer,

‘

Eisner). According to Maslow (1968):

-

" One thing that has been demonstrated beyond any doubt is that
the aesthetic faculty is present in any child as a birthright.

. . The appreciation of good form, the perception of rhythm
and harmony, the instinct to make things shapely and efficient:

these are human characteristics, innate rather cha& acquired.

(p. 12) .

In 1975 tﬁe'United States Congress passed public law 94-142,

a

.the Education for All Handicapped Children Act. This law ensures that
Hahdicapped.chilaren,_like all others, have a right to a free appropriate
public education'with full educat ional o‘;')portun‘ities. Each child must
. ﬁayg apiindibiduall; ?1anhed prqgfééin every subject area, inc;uding
‘i‘music;‘éqntaiﬁing-skill‘ahd coﬁcepf goals appropriate to his ﬁeé?s and
abilities. Furthermore, this educgtion mgst_be‘cond;cted in the "least
restricciye eﬁvironment," which means that the child is to be integrated
into regular.classes as much as is‘possiple and apbrépriate. Howevér, if
ﬁisleducational needs are best met in special Eiaéseé, thaf'is‘where he

is placed.

While Alberta does not yeﬁ have such specific legislation, the

-



k “Hch{ldren's musical cépabilities, but there do not appear to be descriptive

spigit of PL 94-142 is influencing administratdon of special educat}on
! |

here, resulting in a trend toward integration of retarded children within
! the regular class where feasible.' Because they are not required by law
to have specific 1ndividu;l programs in the arts, retarded students in
Alberta seldom receive systematic music instruction in scﬂool.

%he p;ssage of PL 94-142 in the U.S. has resulted in a growth

of interest in music in special education in all North America. Several

&

studies have been conducted on how musical experiences affect reading

and language development, motor skills and behavior of retarded students;g
R .

Guidebooks on music in special education have been published,\ any

universities offer courses in special music education. There i a wealth

of information on how to. teach fhe retarded child specific musical skills

. )
such as keeping a beat or singing in tune, and on how to integrate mildly

‘retarded children into the tTegular class. However, there is little

information on how retarded children experience music, or how they

'respond affectively. Quantitative studies exist ghich'examine,retarded

/

studies in which the students are asked what music means to them. - Nor
. y\ 4 § . . . . ) - l .
have-many ‘comparisons of musical preferences been done between. retarded

and non-retarded children.

If a meaningful music curriculom is to be designed for EMH

-students, it wquld‘be,heipful to learn.ffom the studencé themselves how
they respond to music and what theif fesds are. '

Through an examination and comparison of retarded and ron-

LY

retarded students' affective responsés to music, this study should assist

in furthering’ knowledg®..needed. to design and ‘implement an effective music
. . , LRY . ot v .
A \ i
curriculum in EMH classrooms. It is hoped that focusing attention on the

N
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;
. - 4 3
~.musical needs and interests of these students will encourage educators to
,

explore ways of making music education, with aesthetic goals, an integral

part of the EMH curriculum. Y ' -

-

Purposes of the Study and Research Questions

The primary purpose"og/this study is to gai% knowledge about
' 1 4
how mildly retarded students respond to music. This is done through

‘ind#vidual iﬁterviews, listeﬁing sessions and &uestionnaire;, both w&tﬁ
retarded and 6on—retarded studeﬁts, so that.comﬁarisoﬂs can be made.
Research indicates that the ability to perceive similarities
and differgnces in musﬁc is a prerequisite for meaningful listening
(Gardner, }971; Taylorl 1969). Therefore, in this study students are
tested for musical auditory discrimination, gnd their re;ylts are examined
and'qompared to their affective.responses for pos;ible ;éiationships.
A secoﬁdary purpose is to Qeterminé to what extent peer

e ’
pressure from classmates influences responses when students are in a

_group situafionT
| Specific 11y, the purpose of the stydy is to‘angwer-the

' following researcﬁ/questions: '

1. Ho& does affective response to music of mildly fétarded
children compare ;ith:‘ (a)”dhildren of t%e SAme ‘
¢hronological age? (b) children of the same mental age?

' 2,' How does mu;ical auditory perception of mildly retardéd'

children comparé with that of: (a) children of the same-

chronological age? (b) children of tﬁé same mental age?

L



3. Research clearly states that peer group pressure is a

factor in musical preference of children. How do retarded

children's responses to group pressure compare to those of:

(a) children of the same chronological age? (b) children

[

of the same mental age?

l

Definitions of Terms

‘Aesthetic education: A¢cording to Reimer (1970, p. 39), it is "the

education of feeling; the 'systematic attempt to help the student

-

explore and understand human feeling by becoming more sensitive to
LY . by

conditions which present forms of feeling." It is an approach to the

arts (to muéic, for purposes of this paper) which involves ‘the student

in musical activities suc&}as singing, playing, listening, dancing,

for the purpose of developing aestheticlsensitiVity. P

Aestheﬁié,egpgrience{'vAn aesthetic experience is one in which the
individual attends to the qualitative as opposed to the practical

-

aspect of an object. It adds a dimension of qualipy and is complete

and fulfilling in itself.

vAeéthetic senSitivi;x:, This is the ability to havg aesthetic

éxperiencég: the abili;y,to'perceiQe and react aesthetically.

Afective response: (Affective response includes responses or
. T .

behaviors which have a significant feeiing.coqponent. According to

#

Knieter (1971, pp. 3-20), the.affective response is one Qf the five

i .

‘characteristics of an aesthetic experience, the others being focus;

perception, cognitive and cultural matrix. Psychologists do not use
-t 1St _

-1



’ the term in a consistent way. Young (l9f3) hds summarized eight
classes of affective process, including simple feelings, organic
’feelings such as hunger, activity feelings, moral and aesthetic

feéigpgs, moods, emotions and temperaments. ThiSKStud; is concerned
prim%fily wiéﬁ ;he,aesthetic and mood aspeé;s of éfgective rgéponset
'The term is discussed more fully in ChapterMIT. undeyr the héaéing 7‘
nMusicaliiy*and affective response'. B

r

5. Educable hentally handicapped (EMH): According to tne Aégrican
Association cf Mental Deficiency, those»éersons whose 1Q falls w&thin
the range of‘52—68 on the Stanford‘Binet and Cattell standardized \
tests, or within 55-67 on the Wechsler test are considered to be
educabie mentally handicapped, which i; synon;mous with "mildly -
mentally retarded.f

6., Least restrictive environment: This is a learning environment wLich

FEN ¢ /
P . - .

placés the student in a situation as close to '"normal' as possible,
s ’ ‘ ‘ I

It generally means that students be placed %g;§chobl programs with™

non-handicapped students unless they cannot successfully/be edycazed
. ! ! P

in such programs with the use of supplementary aids 4nd services.

e . Mental retardation: As defined by the American Association:of Mental '
. ./ . - . . .

o,

Deficienty iﬁ'l973: 'GeneralISubaQerage intellectual functioning

existing éoncﬁrrently withV&efic;ts in adaptive behaviér and

manifested auring the deQélopmental pefiod. In most school systems,

retarded phildren are still traditioﬁéllySdiQided inéo fwo.grqupig Pe)

éduca51e (mild1X retaraed) and‘traipable (moderateiy mentally ’—“\\.
refarded).‘ A chiig i$ gengrally assigned\gé one of these groﬁps

; "bésed on.gn‘fQ,score tﬁat; at best,:giveé‘a quantitative evaluation

‘_7 of‘the child's'fun¢tioning level at the time of fésting.

5!?' ’ N . 'ﬁ
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8. Music education: As used in this study, the term means education in

musical skills, concepts and attitudgs, taught within the school

system, as part of the curriculum. According to the Alberta

Education Curriculum guide of 1977, music education should help
. /

children develop an awareness and sensitivity to the aesthetic
aspecté of music. It teaches children skills and.concepts and
provides ‘opportunities to use them, and it helps children .to develop
their own creative powers through music. N

9. Music therapy: Music therapy includes activities in which music is

used to change behavior and/of mood. It differs from music education
in that its goals are primarily functional rather than musical, even

though the activities performed in each may bé similar. Music

therapy is uéually done in a clinical setting, by persons specially
trained in its methods. &

-

FS

The Research Methodology ¢ ;

-‘Selecting a research method for a study of affective response

F

to music poses many problems. . Music appreciation is extremely difficult
to measure, because emotior2l contept and potential of music cannot be

evaluated by objective méans (Lehmén, 1968). For this'reaéon,‘accordidg
: r I h 2 . '
to Morrison (1963), most of what makes life-worthwhile, the 'Yeelin&ful”v‘

. . . )
aspects, have been omitted from scientific¢ investigation. Eisner is,

referring to this problem when he writes: ". . .'éil-too oftén,'whét;is -

educationally significant but diffiéuit to—meashre or- observe is réplaced

with what is insignificahtvbut comparatively easzto méasure" (1983): .

{

»8



When a study such as this is conducted with children, and’

particularly with retarded children, there are additional challenges, . )
&%
because of the children's scant musical background, and because of their

limited vocabulary skills. . ' “
Because of the factors cited above, it was decided that a -

variety of techniques would be usged to collect information. There are
L -
written tests, taped interviews, anecdotal notes from researcher and
. ‘ ,

. A :
teacher observations, written and verbal onses to musical selections.

Although there are some statistics, the&dbslk of. the data is interpreted

F Al N
in a descript{ye‘manner, which best suits the subjechve nature of the
> J

study. Adherence to traﬁ%pipqal research methodology in this study would
impose such restrictions onithe data collection, that much valuable

i

anecdotal ﬂ% ﬁﬁmation‘would be lost. Thus, the research method 1is

quéli;at%ve and subjectivé, rather than quantitative.

Limitations of the Study

\-

1. None bf‘tﬁe students iﬁcldded‘in the study have_had preyious musSical
training, otherbﬁhén ségool music. Therefore, the effects of»tréining
and éxberienée on affective responsé'gé musIE/ére not examiﬁeq.

2. ?he study dbés not attempt to describe what can.or should be done to
develop and enhance affective response to mu;ic: it only attempts to
| aescribe sthdent.resbonses as observed by théfresearcher.
3. "Some ?ariation in student résponses.may b; due to different school

music experiences. ‘Although only one school is used for the actual

.sample, not all the'subjects have always been at that school, ‘and not



all have had the same teachers.

4. The study examines only one age group of retarded students. Results
. LY
cannot be generalized to include much younger or older students.

5. The study does not examine the effects of music on students' learning
in other areas.

6. Student respons¥ in the individual interviews.may have been {nfluenced
in some cases by wanting to please (or displease) the researcher,
although every effort is made to avoid pressure to respond in any
certalin way.

7. The effects of familiarity, or repetition of music, are not considered.
In the group interviews, the students hear the selections for the

second time, which may influence their responses. In the individual

\

sessions, some of the s§udents-could have heafd,some Qf the selections

before, which, again, may affect their perception of the music.
— )

<

Organization of the Report

The remainder of this thesis is presented accordiﬁgpto the

’
N

following plan;

Chapter II presenté a review of literature and research related
v ' SRR

to three_areas-felevant to the study: musicality and intelligence,

studies of musical preferences, and music education for retarded studemts.

Chapter_III‘descriBes the sample, the design of the study, the

ihtérviewing techniques used, and the music used in listening sesqions.
The methods for analyzing the data are also discussed. i 19

Cahpter IV presents the results of the study and the researcher's
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interpretation of the data.
. @ o - _
Chapter V, the final chapter, includes a summary of the findings
of the study, as well as conglusions, implications and recommendat ions
for further research.

-



CHAPTBR 11
o
REVIEW OF THE LITERATURE

This chapter begins with a discussion of literature related to
" musicality and the affective response to music. Of particular interest
to this study 1is research on the rglationship between musicality and
intelligence. This is followed by a summary of studies relating to
musical ability and intelligence. The next section focuses on studies of
factors infl;encing developments of musical preference. The chapter
concludes with a review of literature on music education and muéic
therapy for the mildly mentally retarded.

Since references are made in this cé;pqer to both musicaiity
and musical ability, it is’imporgant to define the two.terms as used in
this sgudy.

Musical ability is Aefined by Radocy and Boyle as 'what a
person 1s able Lo do musically as a result of caéacity,‘environmental
influenée and formal instruction. . . . A person.with musical ability is
able to perform, créaté or perhaps anaiyiﬂ music if givén the opp&rtunity"
(p. 263).

| Musicaliéy* which can be broadly defined as 'the capacity for

musical’reéponsiveness" (Platt, 1982), refers to‘thefability to enjoy and

to{respond to music, rather than the ability to create or perform music.

12
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Musicality and Affective Response

Both Schoen (1945) and Lundin (1967) write of musicality in the
broad sense described above, with Schoen defintgg 1t as "the capacity for
musical reception" (p. 151). As Lundin states, '"bne may be very musical,
having considerable sensitivity toward, feeling for, and appreciation of

music, without any performance ability" (p. 204).

Mursell (1937) expressed a similar view of musicality:

~

One does not need to be able to perform well or to compoge well

“for music to be a valuable cultural possession.. The art of
music, as we have seen, depends upon some of the most founda-

tional and universal characteristics of human nature. (p. 330)

This broad concept of musicality would include affective
behaviors such as mood responses, musical preferences and the capacity
for aesthetic experience, as defined in Chapter I, which many

psychologists such as Maslow feel is innate. Maslow (1970, p. 51)
oy

contends that aesthetic experience is a basic human néed, which involves

the individual after btasic physiological and psychological needs ﬁave

been. met.

o

Bennett Reimer, prominent musjc educator and proponent of

v

aesthetic education, writes: "human beings create and respond
v ' , ' : .
aesthetically not as an adjunct to their-lives . . . a pleasant activity
1 . .

for spare moments . . . but as ar essential component oﬁ their nature"

+

(1970, p—_14). - ‘ ' . :

’
- .

Dabrowski also expresses a concbpt of thHe aesthetic sense as &
being common to all people: '"One may-say that the aesthetic component fis,
to a greater or lesser extent, one of the fundamental elements in the

structure of every personality" (1967, p. 34).
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!
The broad concept of musicality described above has significant
a7

>

implicatioﬁs for those goncerned with the total education of retarded

children. 1?raditionally, music and'the other arts have been considered
’ O o
to be periphq;al_tg the bastc.educational and emotional néeds of the
g N . o . 4 ) . L

- students. When music is used, ‘it is often’with non-musical goals in mind.

Yet Reifer states (1965): ‘
. » .oa AU +
. . ) . e . A P
The value of the arts and of aesthetic sensitivity are their
. unique service to .that which is most human about humam beings:.
: -the capacity for understanding and the need for 51gn1floance
Thus if art can serve any human bdings, it can serve all human

beings. (p. 164)
I

*

I3

*If the views.held.by Reimer, MaslowAand Dabrowski are valid,

mentally,retarded children who are not being exposed tp a music curricuﬁ:m
) A!‘;i‘l::' - v . ‘ ) ) " . "
with aesthetic goals are being deprived of an esszeans af
’ . B R . ' : :1‘ )
emotional growth and personal development., Low intelligence doés not

-mean the absence of musicality. Wing (1955) states that both musical
ability and musical appreciation are qualities of the Qhole mind, but his

- tests do not reveal any direct correlation between all-round capacity and

educatlon or intelligence. He has also noted that pedple with

considerable ability and understanding of music do not always'like musﬁc.
) o 5 - ’ . . . ‘ . 7
'Payne-(l973) reports that the part‘played by attention to

LI

'..formal elements 1n the appreciation of music, even among exper1enced
'musip students, seems to be small In his experiments, he had students
'withxmusical training listen to . selections and rate their enJoyment of

éthh% pieces according to six factors, two related to aesthetics and four

»td formal musical elements The two aesthetic ones were concerned ‘with

e 'b . 4
e musical emotiOn the first -a recognition of the emot10na1 5ubJect

atter of the music and the second an emotional response to .its

S

e
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- ”
, aesthetic character and value. The students gave far more attention to

the aesthetic elements than to the formal ones, which seems to indicate

that deep understanding~q£ musical concepts {s not, In itself, ?asential

for enjoyment.

—

.

Results of studiés’fy Hevner (1934), Edmunston (1966) and Eagle
2

(1971) would support Payne's data. Their findings, discussed in more

detail later in this chapter, indicate that musicalé&raining and intelli-

gence do not affect musical response.

-

Perhaps one might argue at this point that if training does not

affect response, then there is no need for aesthetic education fn music.
. .

However,. much of the research cited here refers to modd response and
i
preferences. It does not refer to level of”enjoyment, or intensity of .
the aesthetic experience.
Most musicians and educators who feel that the capacity for
. 8

musical response is-present jn everyone also maintain that appreciation

{

is eqpanced and the nature of affectiye response deepened, when there is
’ . v

understénding of musical concepts. Schoen in his early book The Meaning
q z

0f Music é1921)_§$ates: “"The determinant of reaction to musinis‘native

N .

capacity plus experience and training. Training has a strong effect on
reacqioﬁs to’music . . . training increases our enjoymenc"‘(p. 32).

Broudy (1977) also feels that an understanding of musical
- ‘ < ’ e
elements, especially form, is necessary for higher levels of appreciation.

Knieter (1971 states that some knowledge and learning regarding the
stylistic attributgé;of‘a musical work are essentialufor aesthetic

-

response. ‘ .
. ‘ -

’

. To date, there is little séientific evidence to indicate

‘whether inté}ligenée is related to capacity for'affecLng response,

\ ’



Copland's statement, "There is no reliable wayv of measuring the gift for
listening,'" made in 1959, remains true today. Lehman (1968) agrees that
music appreciation, which refers to the aesthetic values of music, is
extremely difficult to measure, for several reasons:
1./ There are no absolute standards of beauty in music.
2. Music exists in time, not space: we hear one sound after
another. [If the listener misses something, it is gone .
3. Students ‘often recognize what the researcher is seeking and
A"\
respond accordingly.
4. Emotional content and potential of music cannot be
AN . oo
SN RN . .
evaluated by objective means.
. [‘.,

' However, several researchers have attempted to construct tests

" of affective fesponse. wiiiiam Bullocks (1973) reviewea and categorized
45 musico-aesthetic af;itudeiteses, and groupedlthem into three types:
measures of perceptive'abiIit§, verbal meaeures of attitudinal disposition,
and tonal‘measures of attitudinal response. All the tests’'reflect a bias
toward meaeurement of two kinds of response to a musical‘Stimdlue
evaluation er valuation, based on perception of specific musical ele;}nts.
Many Oi the'tests are achievement Lesta rather than interest or preference
E e 'f. y =
tests. Ihe?*meqnire recogmé;ion and evaluation of certainimusical
elements, so,thae abpreciation is measured in terms of'knowledge instead

¢

of affective reaction. Other tests involve comparison or choace be;ween
o

.t
. two or more musica items. Music appreciation is defined in these ‘tests
‘ 2 / ¥ .

as the ability to distinguish between what is/geneyally accepted by

‘ ]

experts as good and bad music, so that the tests are actually measuring

/
.’!

‘musical perception or ability, rather than affective response.

\

o Since some literature éhpports the theory that musicality,
v . _— : B I



musical ability and intelligence are all related, a summirv of some

studies on musical ability and intelligence is presented below.

Musical Ability and Intelligence

Intelligence has frequently been examined as an influence’bn
musical ability. Phillips (1976) suggests a close relationship between
musical ability and intelligence, which he believes results frnm.n common
environmental cause: a home promoting musical ability {s also likely to
promote intelligence.

Edmonds (1960) found that low intelligence and ;pw musical
ability appear‘to be closely related, but when a certain level of general
ability is reacheé—faréund I1Q 90 for children ageq 12-13—-intiii*gence no
longer piays a significant part in aﬁifity.

Zenofti (1975) reported that the acuity of perceptive
diécrimination and tonal acgulturation of somg 400 retarded children were
related to their mental,.rather than’their chronologicay; age, which
‘suggests‘that perception is indeed affected by low intelligence.

"According‘to G;ant (1970), in general, American studies have
found cor;eiatidns raﬁginé.from zero to less than..60 between scores on
the individual‘tests of‘the Seéshore Battery and intelligg%ce scores,

while European stugies have presented evidence that music ability

(referring'to performance) and 1ntelligénce are closely related.

PN
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Studies of Musical Attitudes and Preferences

Most étudies on affect?ve response to music relate to attitudes,
moods and musiéal preferences. Thehﬁethodology most commonly used in
these studies is that of self-report measures, using a semantic differen-
tial, or adjective check-lists. Boyle, Hosterman and Ramsay (1981)
raised the question of the validity,of such self-report measures, since
the relationship between what an individual says in a self-report and
what a behavioral measure might show has not been clearly established.
Kuhn (1970) also had previously noted the need for research to establish
this relationship.

‘Kuhn (1979) states that an assumption of research on attitudes
is that "attitudes reflected by péople in non-threatening experimental
situaﬁions accuratély show their underlying predispositions'" (p. 7). He
feels ;hac if a researcher 1is concerned with measuring.the opinion or
preference of a groﬁp of subjects, '"a self—report.rafing measure is the

_'most,efficient, and in all likelihood, quite adequate" (p. 21). “

Leblaqc €1981, 1982), whd has{cﬁﬁauc;ed extensive reééarch into
me38uremengs of musical tastes and preferences among children, observed
overt behavioral re;ponses throughouf hi; studies and coﬁpared thém to
his sgbjects'-written responses. . He found the observed behaviors to be

consistently congruent with the written responses. His observations

would. support Kuhn's conélusions about the validity of self-reporting.



Musical Attitudes

According to Bullock, Kate Hevner constructed the first useful
and reliable tests of attitudinal disposition toward music (1935).
Because of their success, Farnesworth later revised them (1954) and Hevner
herself added new versions. Hevner (1939) developed an adjective check-
list which has served as the basis for much subsequent research on mood
response to music; Her results revealed a general consistency among
subjects in adjectives they associated with different tyées of music.
She also found that responses were géherally.the same f;r listeners of
all kinds, inxeliigent and less intelligent, trélﬂed and untrained.
Edmunsfon (1966)‘and Eagle €1971) both used the semantic
differential techn{ﬁue to study mood response. Edﬁunston, in his study,
concluded that rhytﬁm is the primary faétor affecting response and that
ﬁeither sex nor musical training influence the affective response.
.Eagle sought to Aiscover answers to these questions:
1. Does existing mood affect mood response fo,music?
e 2. Does presengation order of music affect mood responses?
3. Do similarly rated mood responses hold true for both vocal
. s L . o ‘ >,
| and~}nstrume??al‘mu51c. | | o V(Z) )
He found that existing mood does influgnce mood Fesponse, but order- of
presentatién does not, aﬁd that listeners respond differently to vocal
music than to instrﬁmeﬁtal music. '
Eagle also énélyzed 1ite;a;ure on mood response and found that
;hythm seems to be the brimary elemenfvin evéluating‘mood responses to
music. "Héppiness" is the term used most often. to descfibe-fast tempo,

: ﬁajor modes, and tunes pitched in high registers. .Excitement, or

égitatioh, describe dissonant harmonies (p. 79). His review also reveals
* f ) .



no relationship between mood response and age, sex; intelligence, or
musical training.

In a study by Gerren (1953), an attémpt was mide to determine
the relationship between intelligence, musicality and attitude toward

music. Instruments used for his data collection included a 'standardized

-,

test of mental ability, thé Gaston test of musicality, and an attitudinal
Inventory designed by Gerren. He. found the co-efficient of correlation
between intelligence and musfcality to be .43, and between ability and

attitude, .18.

Musical Preferences

Wapnick (1976) also wrote a comprehensive review of research
which had beeq conducted on afféctive response over a fifty-year period
from about 1927 to 1976. He de;cribed variables which'affegt mdsical
preferences, and gréuped themAin;o three cétegoriés: musiéal, situational,,

and subject. The musical variable includes effect of ‘the actual musical

~ ~’

elements. Situatiqnal variables include such factoré as$ community

attitudes,  peer influence and musical traifiing, while subject variables

would include intelligence, age, and personality. o

Radocy andeoyle (1979) discerred in their research that, as

well as individual preferences governed by musical charaéteriStics, extra-

musical association and sociletal pressures, there are also group

-

preference tendencies.
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Mus}gg}_ﬁ}}j}ygEEHEpngrefgrences of Children

There is little empirical data on affective response to music
in children. One very commonly observed phenomenon is that children's
musical preferences narrow as they approach adolescence. Radocy and

Boyle report:

In visiting music classrooms, the writers have noticed that
overt group musical preferences narrow with advancing grade

level. . First, second and third graders generally will listen
to brief excerpts of a variety of musical styles without
protést. . . . In fourth grade and beyond, students awill

cover their ears, cringe, and look around to ascertain that
sufficient numbers of peers are doing the same thing. The
preferred musi\ becomes rock. (p. 230)

Greer, Dorow and Randall (1974) also discovered increasing
preference for rock music with advancing grade level. Two other studies
done by Greer et al. in 1973, as well as the assessment of music
attitudes in The National Assessment of Edhcational Progress (}971—72)
Suppoft these findiﬁgs.

Johnstone and Katz (1957) found‘that teenaged-girLs‘ musical
preferences were influenced by their pcers. _ v

A study by Boyle, Hosterman and Ramsay (1981) examined self-

reported reasons-by students at grades 5, 7, 9, 11 and college levels for
their pop music preferences. Results revealed that melody, mood, rhythm,

and lyrics were mpst important reasons for preferences. . There was an
. -

inverse relationship between the amount of music experience of the
subjects and the extent to. which they viewed the. tmportance of their

friends' view of the selection. The yourger students tended to Agfee
. - . .

more on their choices. ‘ : ¢ T .

McMullen (1974) conducted a study with students from grades 4, -
8, and 12, in an attempt to determine whether melodic complexity ' I

.

Y -

£
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inf luences the musical preferehces of school-age children. He concluded
that complexity affects preférences only when highly controlled melodies
are employed. Students appear to prefer simple melodies and a moderate

amount of repetition.

Attitudes of elementary studekts toward school music have been
studied by Broquist (1961), Nolin (1973) ?nd Crawford (1972).

Crawford's study explored the relationship betWeen‘socioeconomic
status and attitude toward music, of intermediate-grade children. He
found no relationshipabetwe?n socioeconomic status and éttitudes, Sut he
'did find 'that grade 6 students were much less positive about music than
were grade 5 students, and grade 5s were less positive than grade 4s.
Also, all the students had significaﬁtly more positive att;tudes to out-~
of-school music thag-to school musict Girls displayed more positive
attitudes than boys, in all ch}ee grades.

i . R

"In 1961, Oliver Broquist found in‘his research study of
Wisconsin Eleme;tary School studengs that there was a éteady decline in

i

the measured attitudes of students toward their school music experiences

»

as they progressed from grades 2 to 6. In a study in 1967, involving

2,264’students, Nolin found ; simiia; deciine in attitude'from grade 5 ﬁo
grade 6. "His 5ubjgcts named performance activities on instruments as
their favorite schgzi m;sic ;ask, and tﬁeir‘favorite singing task was
: - ’
preparing songs espécially well for special'perfqrménce§.'_Music-reading
activities and'péssive.listening sessions were the most unpopular tasks.
LeBlanc has cénducted excansﬁve Fesearéh into'meaéuremeht of
musical tasté, and variables which affect prgference.‘,In 1979 he
: ‘ s

developed a liStening test which he administered to 278 grade 5 students.

Heﬂﬁound'thisrtest more reliable as a group measure than as a

» - .
'



LY
measure of individual response, but it vielded interesting conclusions.

He used several varieties of musical styles in his test, and found that
. the easy-listening pop music example scored higher than the rock mu;ic
example.

In other studies (1980, 1981, 1982, 1983), LeBlanc has assessed

the effects of different styles, tempi and performing media on éhildren's

preference. Some of his findings which are relevant to this study were:

1. Rock/pop music is preferred to art music at the grade five
level.

2. Style is the strongest variable in terms of preference,
followed by tempo.
3. Grade five show higher preference ratings than grade six

students.

.

4. Students consistently prefer fast over slow tempi, and

°

they prefer the instrumental over the vocal medium.
L

While style, tempo and performing medium all influence music preference,
LeBlanc's obsérvations have ied him to believe that non-musical variables,
such as peer influence, may well be the mnst important influences on music
preference.

'Several studies show that musical taste can be developed, and
preferences changed, through training. Zinmerman'(1971, p. 22) writes
nchat musical taste_develops through conditioning and gducation, as do
other sncial pnenomena. Affective devélonment, like perceptual an&
cognitive, follows a deyelopmental sequence, but environnent and

educationzfan speed the process. Hadden (1981) suggests that using

examples $f classical music emphésizing an element that is liked by the

students, such as fast tempo, can help 59 alter pyreferences. ' A study by’

K
s
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Greer, Dorow, Wachaus and White (1973) and further research done by
Dorow (1977) show that studehts will alter preferences under conditions

©

of high teacher approval and positive reinforcement.

Music and the Reta}ded

There are not many studies which asséss the actual musical
capabilities or preferences of the mildly_retarded, although therge are
several which examiﬁe the influence of music on various behaviors of the
profoundly retarded, in institutional settings. Ross (1937) studied the
relationship of IQ to musical achievement and musical talent in the
general population, and reported a low corfelation. In a study dealing
‘specific;llv with muéical achievement for the menially retarded, Carey
(1958) found that retarded students appeared to progress in music in much
the same way‘as normal‘children, but at a slower rate. Buker (1967)
studied the ability of EMH children to learn basic music rhyghm reading
_along with normai children, using Mary Helen Richards""Threshold to
Music.'" The retarded students were able to ;ead the charts and to
participate’suécessfully in the music ;lasses. Zenatti (1975) studied
normal and fetarded sﬁbjects with réspéc{ to music diécrimination ability
The di;ﬁriminati;n of the rétarded subjects was inferior to that of the
nopmal.SUbjects. but was equal to theif mental, rather than their
chronological, age. ' R

In a2 study of musical characteristics of mildl§ adagmoderétely
retarded childrgn, Bruscia (1981) fouﬁd some defic?ﬁﬁ;ies in auditory .

perception, ihich he attributed to attentional problems. Because the

ability to discriminate between foreground and background is lacking, any



minimal, extraneous stimuli {n the environment easily distradt children
from attending to the musical stimpli provided.

Cypret (1975) maintains that the mildly retarded can respond
normally to music, and cautions that extra care must be taken to provide
activities which are geared to thelr ability level and at the same time
relevant to their chronological age, since their interests are similar to
those of their normal peers.

[

A study conducted by Graham in 1968 concluded:

early deprivation of musical stimulation could lead to
relatively poor general functioning ¢n the part of certain T
handitapped children. To the extent that musical and general
abilities are causally related, poor functioning on the part
of the handicapped childrén would be enhanced by early music
deprivation. . -

\

Music Eduqation for the Retarded

The literature concerning music!Lnd the mentally retarded
reveals differences of opinion as.tobhow music should be used, and as to
how the treaching of musical skills should be ingorporated into the special
education curriculum.

There is considerable literature‘docﬁﬁéﬁﬁzng the functional
use of music in special education as early as mid—ningtéenth century.
One who was interested in the possibilities of music in the soctialization
of the retarded was Edouard Seguin. ' He stressed the non-musical uses of
listening, such as speech improvement and béhavior modiffﬁation, and
described in detail the kinds of music that are suited to diffgrentT

‘occasions. It was Seguin's -opinion that education in music for the

retarded has as its primary object bringing the child to the threshold of

s



2, p. 120H.

speech in those cases where speech is very defective (Kraft, 197

In schools for the "feeble-minded” in nineteenth-century,

-

America, marching and exercising to music were dailv activities. At

. least one educator, Samuel Howe, believed that "the feeble aesthetic

sense 1s lmproved by lessons in vocal music! (Kraft, 1972, p. 121), and

several special schools had bands. According to Kfaft, all these schools

used pianos extensively, and at least one institution possessed a fine

pipe organ. .

As the nineteenth century came to an end, institutional music

programs featuring.bands and choral groups continued to grow, and with
the development of psychiatry, many music programs oegan to be justilieﬁ
in terms of their corrective or rehabilitative possibilities. As special
classes Began to develop in the public schools, music programs cont inued
to be {ustified ln terms of how certain music activities could benefit
the child by ameliorating the handicap. By the middle 1920's, accordimg

to Graham and Beer (1980), almost all curricula for the retarded included -

’

music as an essential component. The arguments for musical experiences
were almost always based on practical, rather than aesthetic, values,

<glthough at least one educator ment ioned happiness as being an outcome:

I3

. . . Probably the best ‘means of developing this faculty
[hearing] 1is by music. Singing, musical drills and the
concerts of the entertaining hall . . . not only develop the
ghild's power. of attention and the range and accuracy of his
. hearing, but are a source of greatest happiness. (Tredgold,
f p. h79) : .

The emphasis on drill, and development of social and language

P
)

skills, continued to be the basis for music in special classrooms through—‘

out the thirties. when it was necessary to promote music as a unique aid °
A

to‘learning; in éyder_CO get funding.. Several reports were published
v Y, -

P



documenting 5uvcé$5 in various kinds gt learnings Lhruugh.musiv experfences.,
Exaggerated claims were made about positive effects of music, often

without scientific data to supportsthem. Walsh (1947) Ca;[ioncd agalnst
making invalid, generak}zed claims about what music can do for the

handicapped child:

For, as big a contribution as {t makes, it is not music alone
. but rather the predetermined goals set with it: the use
of it by qualified persons, and the follow-up and support of
its effect on the total child. (p. 30)

In 1964, in an article outlining thle status of mugic educat ion
programs for the mentally retarded, Kirk wrote: '"Some forms of art and
music activities are usually standard practice in programs for the
retarded . . . but researcl and evaluation of the effects of duch
acFiviti;s ére meager' (p. )-

However, in the 1960's énd 1970's much research of this ;ype
was being done, and results began to appear regularly in music educafion
and special education literature. One such study was by Will{ams (1972),
" who incluﬂed‘pogh normal and retarded children in his study. Students in .
the experimental group were perﬁitted the use ofkmpsic and art rooms,
while'the cdntroi studénﬁs\were not. According to Qilliams; "students
receiving ﬁreatment h;d a positive.ACtitude toward‘phémselveg.and'the
classroom, wﬁi;é'in tbe éontrol‘group boredom and negative atﬁitudes were
presgnt.” | | B

Ise%n (1961) réported tﬁat.musicfmotivated the ﬁentally
retarded child toward achievgment'in ofher schéol Subjecfs. In addifion,

music was found to improve the memory of the subjects. Research by Steel

(1971) and Einstein (1974) indicates that music strengthers feading, andn‘

i £

4

. ‘ . . ” : ) .o '
a study by Miller, Dorow and Greer (1974) states that music can reinforce
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mathematics learning. Levin and Levin (1972) found music to be an
important tool in conveving the primary skills of early learning, such-as
fine and gross motor abilities, sequencing, number con¢ept, and language

developmept.

-

. The awareness of the U.S.—Congress of the value of music in

1 ‘ . ,

1 .

special education is reflected in the wording of Section 12la: 3 and 4 of

’

the Final Regulations of Public Law 94-142:

. [The use of the arts a$ a teaching tool for the handicapped +
has long been recognized as a viable effective way, not only of
teaching special skills, but also of reaching youngsters who had'
otherwise been unteachable. The committee envisions that
programs under this bill could well include an arts component.

. ."Snuﬁaa program could cover both appreciation of the arts
by the handicapped youngsters and the utilization of the arts
as a tea ng too r se. ‘ )

. eaching 1 pe a ‘ o d@

[

i

The, passage of Public Law 94-142 also brought with it a
commitment to integration of the handicaﬁped into regular classes wheﬁevera
possible, so that music educatorsGrere now faced with the challenge of

'developing programs suited to-indivldual needs of retarded children, in
'mainst%iaming situations and in spec1al classes.‘
1]

¥ As more ietarded children entered the public sétool systems,

v W

.guidebooks for music in'sbecial education began to appear, in an effort

to meet the needs of classroom teachers and music educatorsWwho had no
. She, needs ot ¢ Jom 'S ; ' . ad |

- .

training:in"special education music. One such book is by Peotter (1979),

"who stages in her introduction

" The arts have been called the hub of all learning other Ca T
subjects are its spokes. Music is one of the most personal and
yet most ‘social of ‘all the arts.- Tt can help any person become
‘more aware of his emotions. This development is important in
the normal.student,: but is perhaps more vital for the handi-

..capped (p 1) . A
,Yet_the_liét dfapbjectivesfwhichffoilow ;heﬂahove~scatemen;_"

Y
o



appears to lignore emotionll or affective development. These‘objectives
/’f . - .
refer to becoming comtribufing members of society, lnareasing physical
/ ~
abilities, Jearning to~follow'diréctions, to increase ypcabulary. and
~

.

other non-musical goals.

v
rd

This curious dichotomy between stated philosophy in the .

introductions and the actual contents of the programs, found in almost all

guidebooks reviewed by this writer, was also noted by Thompson, writing

’

in the Music Educators Journal of April, 1982:

. . . . :
Although the development of aesthetic responsiveness is 2

identified as the primarv goal of music education for handi-
capped learners.in a growing body of thearetical literature,
the "how-to-do-1t books and classrdéom practises of many music
educators fev@al considetable emphasis on the developme€ht of
motor skills, perceptual skills, social skills and other non-
musical behaviors. (p. 26) . ' /

Graham and Beer (1980). express concern that' the Education for
all Handicapped ChHildren Act of .1975 fails to emphasize the importance ¢

effective aesthetic education of the handicapped'ﬁhild, yet their own

-
'

. - J ’
program appears to be built around behavioral objectives which do not
relate to aesthetic response. Goals for 'the sihging component, for

‘ example, include producing-vocal sounds when asked, imitating short
: 2 .

5 £

phrﬁées when asked. Although there are detailed directions for singing,

a

- movement and instrumentai activities, there is no section on listening to

. . i . ”
music. . . . : P =
. . »1

s

Dickinson (1976) states in her introduction:

~ + . . we have viewed music not. in a -purely functional role . . .
but rather with due regard for music's integrity as an art form

, ahd area of Content. Indeed we have presuppcsad . that music. is

" of value to the ESN child, and have concentrated on the subJect
material of music icself

,”»u'Despiﬁe thé"abdveistatement,,agdin, there is no reference in
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the book to any listening activities or to the use of any serious
classical or art music with these children. .

Dobbs (1966), wﬁo wrote a haqdbook primarily for the non-
specialist, commented that in doingr music with slow learners he was not
primarily concerned wi;h training £hem as musicians but with educating

them as people ready to participate in community life as happier, more
: .

" mature personalities. \*\

Grant's (1970) developmental Music. Curriculum contains a
sequentially—ordergd set of musical tasks and activities to"aid the client

in achieving development milestones. He states:

By necessity it will include 6é$éioping those musical behaviors

- - essential for successful participation in music activities,
while having as its main purpose those non-musical behaviors
essential to functioning within a society. . . . One might
éxpept minimal progress in the musical skills, since major
emphasis is placed on progress in non-musical skills.

-

The Paintsvilie,‘Kentucky, Boardhof\Education Curriculum Guide
(1970) states in‘its.opening section géat music is not té be used fof
purely géstﬁécic’values, b;t as a tool for~teéching speech, social aqd'
physical gfohth,Aand basic skillsvsdch as colors and numbérs, body parts
.and cldthing (p- 36). Héshizaki's héndbook (1983) also'adVOcates the use
of music és a‘tool 1ﬁ‘feinforcing muscular cont?ol, séeéch and lénguage
developmentvand>social skills, Shé states at the §utset that heF cqnéern
‘islnot with musié education or muysic as recreaxiqn, bug with “incorporating
‘phe fun of musie into'ieafning actiVities;'in~orde% t§ make #hem more *

interesting and'entertéiniﬁg" (p; 3).. The book describes several

' .activities'designed to enhance motor skills, attention span ahd\rhythﬁic

[ . -
4

awareness. : ' LA
A study:by'Lianrd and Jeanrenaud (1972) features the teaching

-
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of the concepts of loud/soft, and fast/slow. The authors designed several

@ ‘
activities to teach these concepts to mentally retarded students, stating

their objectives were tu prepare the students for more advancced work and

I s
enjoyment of music by learning these concepts first. Thelr rationale was

that if retarded children are to be guided through musical activities,
, .

there are certain basic skills which will be necessary for this-
participatgpn. ’

Hardesty's "'Music for;Special Education" (1979) prepared for
Silver Burdett, reflec’\ts the spirit of P.L. 94-142 in the introduction,
by stating that aesthetic experiences are integral to the educarion of
"normal" and handicapped  children alike; but that music, again, i; a
pQwerful means of helping these students develop healthy emotional
attitudes, and cognitive, bhysical and social skills: Again, aighough

over 100 children's songs and games are listed in the indéx, and there

are sections on movement, playing instruments and singing, there’are no

i
\

. | ‘ ) '
listening activities, other than having children listen for directions or

certain words in a song, nor aﬁe any serious musical works mentioned.
Much more cbmprehens ve is anothér‘guide from Silver Burdett,
written by Sona Nocera (1979). &is book lists several selections from’

eminent composers from the Renais$€nce ito the Modern period, and
\ . o

describes activities to be used in\ﬁonjuﬁétion with liste dythe

,

. \ .
music. As well, there are.comprehedsive sections on movement, sineing

. . A . ) 4 \ . .
and instrumental work. Nocera pointg\out that beginning activities for
retarded children often focus on having the children respond to a
physical cue such as a gesture, but ché‘music educator must persist

‘toward a goal.of independent response iﬁ\the child is to grow musically

as well as develophentally. She states: |

i

! : . 'y



The difference between responding on cue and independent
response is the essence of musical understanding, and hence,

music education. . . . The child who responds accurately
without cues is demonstrating musicianship: an understanding
of one's part as it relaves to the musical whole. Even though

a youhgster may not be able to verbalize specifically about
the elements of music or how they are combined in composition,
carefully designed activities provide the opportunities to
demonstrate understanding of them through performance.

(p. 235) ‘

A

Nocera appears to be referring hefgyio genuine aescherip
educatfon and to developing aesthetic sengifivity in the retarded éﬂild.
She goes on to arg@e that attention is fréAQZntiy given ove; to non-music
skills, wfth the result that the child's musical potential i3 never
chéllenged at all. Althouéh coihitive limitations prevent complete

4 k .
development of musicianship, Nocera maintaiﬁs that the child's talents
can be nurtured in a number of ways, to provide both enjoyment and a
sense of achievemeqt.

Another program which appears‘to concentrate on aesthetic goals
is that described by Scoggins (1975). Writing about music at tﬁe Coastal
. - * : ~
Center of the South Carolina Department og Mental Retardatiem; ngliscs'
four gé%eral,and six sgeéifif musié goals which guide the approach to

music activitfes. At least three of the broad objectives reflect

aesthetic values:

v

\

1. To help‘éach child express himself creatively th?0ugﬁv
sa;iéf;ing musical experiences.
2. To help each child participate in'many enjoyagle and
) ‘ . .successfullpxpériences which involve music. :
3. To help each child develop his individdal capacities

through music: the more music is used to accompany

activity, mirror emotions . . . and provide .a means of

/ !

¢
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expressing deep feelings, the more_the child senses
himself as a whole person. (p- 99)
This article is the only one found by the writer which describes
specific listening activities designed to heighten awareness of moods in
Y

music, hearing contrasts, and associating musical sounds with known

concepts.

=

Music Therapy

Much of the literature on music with the retarded falls into
the category of music therapy rather than music education. Nocera (1979)
states that when music programs derive goals and objectives from basic

skills rather than from music, they cease to be misic education, and

Ly

become therapy. Unlike music education, music therapy is the functional

use of music to develop non-music goals; a means, rather than an end in-

{tself. It does not concern itself with music as a content area of the

.curriculum. Thayer Gaston, one of -the founderssof music therapy as a

discipline, distinguighes between the two as follows:

Perhaps music therapy and music education-‘can best be
distinguished by the fact that the music therapist is chiefly
concerned with eliciting change in non-music behavior, not
with perfecting musical endeavour; The opposite is true of
the music educator . . . . even sb, music therapy and music

" education have much in common. (Gaston, 1968, p. 292) _

If one éx;mines the content of guidebooks’revigwed-in the foregoing section
on music education, according to'Nocera's and Gasfon'; criteria, the books’
v;ould not constitute guides for music education, but for thérapy.

A basic premise of the discipliﬁe is that music used as a

.therapeutic tool has the power to change a person's manner of functioning.
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Because music is inherently enjoyable for most people, the very enjovment

of the musical experience stimulates one to participate.

Most literature on music therapy with retarded children ,:
concerns treatment in institutional settings, with severely retarded or
multiple—handicapped clients, so‘is not relevant to this study. A few
ploneers in the field a;e cited here, however, because, while their work
focuses on the remedial aspect of music with their clients, they also
recognize the neea:for aesthetic experience for the children.

Gaston, who is both a music educator and a music therapist,
maintains that music can provide a rich sensory enviroﬁment, and that it
i§ an essenéial ingredient to ghe normal development of children. He
values the significance of the aesthetic experience, and claims that
childrén’of all abilities and cultures need muSig for their.healthy and
normal development: '"The significance of the aesthetic experience of
music for the }ndividual is that, without it, he would be less complete
as a.human beiﬁg" (Cas;on, 1964, p. 5). He further states:. "The richer
the sensory envifonment, the greater development of the brain. Therefore,
we understand why the sehsory environment of the child must be rich"

5

»

(p. 4),

Howery (1968) concludes ‘that if music is}a need of thevaverage
‘ child,:it is a necéssity fqr the retarded child, and that the aesthetic
\experiencelis pérhaps the most importént of all the values of music far
the mentally retarded.

Jﬁlietke’Alviﬁ (1965) describes her mode of treatient with‘
individuals andyﬁmall groups, using hef cello as a.unique medicine in

establishiﬁg rappg?thich her clients. 1In writiﬁg of the importance of
: : ! . < _

music as a Creatment tool, she states:
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There is agreement that music {s good for these children and
that they respond well to music. . .~ . If this is so, could we
not use music at a deeper and more effective level in order to
help specifically toward the mental, emotional and social
maturation of handicapped children in neéd of integrating and
enriching experiences at their level? Furthermore, can we not
find a relationship between their response to certain musical
experiences and their mental, physical or emotional state?

(p. 2)

Nordoff and Robbins (1965, 1971, 1977) have written extensively
of their methods; which also feature both individual therapy and small-
group work:‘ Chupterijhltheir books detail singing, instrumental and
play activi;ies, which use music especially composed by the authors.

Their statement on music perhaps constitutes a fitting conclusion for

this chapter, for one would hope that all educators and therapists whose

works are cited in this literature review would concur:

. That the cultural inheritance of music is endowed with countless
gifts for every human being is common knowledge, but for these
children . . . the 'gifts" that music holds are sa important
that they demand special consideration. (Nordoff and Robbins,
1971, p. 15) <



CHAPTER III
DESIGN OF THE STUDY

This chapter begins by describing the piloting pfocedures used

in preparation for the actual study. This is followed by a description

of the research setting, subjects, the design and administration of the

auditory 'discrimination test, the individual and group interviews, the

musical selections used, and, to conclude, the methods of collection and

analysis.

The Pilot Study

4

; The subjects for the pilot study were thirty-three mentally
handicapped students, ages eight to fifteen, from a school which was not

-

involved in the actual study.;kThese students formed three EMH classes.

-
*

IPformal gréup and individu;l interviews weré conducted, and twenty-four
' iﬂ!%ferent selections of music weré‘played for fﬁe stddents, in a total of
five group sessions and fourteen individual sessions, over a pgriod.of
fo;r weeks. Several différent questions and interviewing techniéues, . (//
ranging from structured to unstructured, were empioyed in order to arrive
at a format which woqld elicit maximum respénse_from studengs without
being too rigid; Specific questiéns used ére listed in Appgndibe.
Informal group discussions about music were conducted in eéch

of the three classrooms. During these sessions, the stiudents were asked

36 »
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about their preferences in music, h;w much < Ime they spent listening to
music at home, alone and with others, and about their feelings toward
sinéing, playing instruments, and dancing. They were also encouraged to
bring their favorite tapes and records to school to play for the
researcher.

Each of the three groups had unique characteristics.
Classréom 1 had nine students, aged seven to ten, who would have been
Division I students (K-3) had they been in regﬁlar classes. This group
had little music backgrouna on which to draw, and the students hadv
limited voéabulary, which hampered them in their attempts to describe
their reactions to music. They responded enthusiastically to a listening
activity done with them by the researcher, using Saint-Saen's '"Carnival
of the Animals." However, thef were not able to answer questions about
their own p}eferences, and they had short attention spans.

Cla;sroom 2 had eleven students, aged approximately ten to
fourteen yearé, corresponding roughly in mental ability to Di;ision 11
(grades 4-6) levels, although some were still reading at primary level.
These studenf§ were.resEPnsive to questidns and enjoyed talking about’

, Dy :

"their"” music. They looked forward to their individual interviews and
appeared open to listening to music played fo} them. Several of them had
a wealth of informatiog about their favorite grbups, and'brought'posters
and magazines fo show, as well as tapes to play. The students from’iﬂis
class enjoyed groups.such as Michael Jackson, Boy George, Iron Maiden,
the Police and Twisted Sister.

Classroom 3 was considered to be the "Junier High" class, with
students aged twelve to sixteen. Thesé students were also very

/

co-operative, ‘and especially looked forward‘to playing their music. They
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were almost exclusively devoted to Twisted Sisg8r and other "heavy metal”
Z

rock groups, and were contemptuous of Michael Jackson and "soft rock”

music. They all stated that they enjoy watching rock videos. In a group
situation, they appeared tb be completely closed to responding to any

other types of .music, and laughed and groaned at all the musical examples

played for them.aasgg{ﬁdividuai sessions, the girls, especially, were

more open. The teache; of the class observed that adoles¢cent EMH students
identify very strongly with their counterparts in regular junior high
classes, and that more than anything, they desire to be "typical
teenagers.' Therefore, at least with this group, there is a strong
conformity to current teenage fads. ’

Tapes and records of music in Renaissance, baroque, classical,
ariental, rock, reggae and folk styles were played for the students
duripg the individual and group sessions, bringing forth a great variety
of reactions. A list of the twenty-four selections is included in
Appendix B. Pieces which drew a very similar response from the
majority of students were discerded because it was felt that they.would‘

not be useful in differentiating affective responses among the subjects.

-

Pleces which were already familiar were also discarded. From the initial

set of twenty-four, seven items were finally retained for use in the
actual study;‘ These items dre described hore»fully later in this chapter
. , ® F .

under tﬁe‘heading."Musical Seleecions."

‘Since one of'che research qﬁesﬁions?in Chapter 1 focused on the

.. ability of children to perceive similarities and differences in music, a

fest to assess this skill was - devised From an initiel set of thirty-
'ffive test items, those which were answered either correctly by all \\
- .{ . \\ .

students, or incorrectly by all scudents, were ellminated\ The Jfinal

o N
/ ‘ 'Nj\;f ‘ IR
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test resulting trom this process contained cleveq items. This test is
described in detail in the section on "Administration of the Auditorv
Discrimination Test'" on page 42 of this chapter.

The children involved in the pilot study contributed, in an
informal way, much valuable information on the musical preferences and

listening habits of mentally retarded children. Their finput is _
: 7

considered, along with that of the actual study group, }n Chapter V in

- < :
the section on listening preferences.
»

Thrgugh working with thg students in the piloi“group, it was
decided that children with a chronological age of aboq; eleven Yearg dﬁ&
a mental age of approximately eight/nine years would be the best
subjects for the study under consideragtion. Students in this range have

enough background experience to draw upon, and have sufficient vocabulary

with which to express themselves. They had also not reached the ''teenage’

phase with its stroig pressure to conform. '~ To have included students

older than twelve would also have necessitated going into thé junior high

schools for their chronological age peers from regular classes. Since

the study was to be concerned with the experiences of elementary school

children, this would not have been practical.

The Research Setting

- ° ’

The SUbjects for thié study were students from one Edmonton
elementary school, which houses two EMH classes, a learning center for
children with learning disabilities, a resourﬁf room, and regular classes

from kindergarten to grade 6. There are 15 classes altogether, with

L DR .



18 teachers, including the principal, and a student population of 280.
The school serves a mixed socio-economic area, with the majoritv ot

students coming from lower-middle o} working class families. There are

many new Canadians in the school, repr;senting several ethnic groups.
Music in the school 1s taught 6& the ciassroom teachers, in
their own classroom setting and at times in'Fhe music room. Although the
.school does not have a music specialist, at least three of the classroom
é?eachers have considerable music background, so ;hat thé\students are
receiving competent imstruction. There is strongxgmphasis‘on singing,

and the regular students compete in music festivals\and praduce school
'Y
operettas. This is the first year that this school hég\housed EMH

L3

classes. The EMH students are receiving regular music periods this year,
y

from their teachers, who feel that music has an important part to play in

their students' development. They sing songs, use rhythm instruments,

~

-
and sometimes listen to records. However, this is the first year that

most of these children have had such eﬁgﬁriences.
° '0::’\)

The purposes and design of thé proposed study were explaihed to

#

-

the principal, who expressed interest in the study and granted permitssion
ro condﬁct the research, provided the classroom teachers Jére in agree-
ment. The grades 3, 5/6, and special education teachers were then
approached, aﬁd all were Qilling'to have their studen;s‘take part.
Individual iﬁterviews and listening seséionsttookzplace in a
small céunsellgf's éfficg; and group sessions and the auditory ‘ég

discrimination testhére done in the three classrooms of the children

involved in the study. . ‘\\

.
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Description of Subjects for the Study

The design of the study was explained to all members of the

‘.
grade 5/6 class, the grade 3 class and the senior EMH class--sixty-seven

students in all. The majority of students expressed interest in being

) {
part of the §;ﬂdy. From this group, thirty students were chosen, who met

the foilowing criteria: .
‘1. They had no formal music training other than regular school
music.

)‘
Other t?an the retardation of the FMH students, the students

P

hag no apparent emotional or physical disabilities.
3. The 'regular" sFudent; from grade 3 and grade 5/6 were
judged to have "average' academic ability, according to
their reading and intelligencg‘test scores and their
teachers’ observations.

4. All subjects had written consent of a ﬁar@ht to participate

in the study. A copy of the consent form 5ppéars in
Appendix C. .

5. All subjects had been speaking English for at least two

.

years.
/

Ftom the suitable candidates chosen for the study, three groups

-

were formed, with ten students in eachigroup, as follows;
: rd

.

Group 1: EMH group. The senior EMH class had ten pupils, only one of
whom did not meet the criteria. A suitable candidate, aged eleven, was
found in the junior EMH room. He was happy to become part of the .study,

so it was arranged that he .would join the senior group for all the

discussions and the test. The one student who was not part of the

e s
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official eample‘yas also inciuded in all the activities assoclated with

“the reeearch, and was not aware that he was not really one of the subjects.
This group, then, was composed of the EMH students aged eleven

to twelvé,yearé. They were reading at a grade 2-3 1enel, displayed

language ability rQughly comparable ‘to that of an average nine-year-old,

and were assessed through previous testing and teacher observation as

T
P N

having mental ages of eight to nine years. The students chosen did not

o

" have disabilities other than their mild retardation.
L ~ :

s

Group 2:° Group 2 consisted of ten students, aged eleven to twelve, from
a grade 5/6 class. They were the same chronological ages as the EMH

group,.and were all performing at an average level in their school

a

subjects.

‘Créhp 3: 1In this group were ten grade '3 student®, aged eight to nine

years}‘alldof whom were considered to be "average' 'students by their

y \\teacherH These students were comparable in mental age to the EMH students

A -
af Group 1. , ' " N

‘ Each grbup contained‘five~bqys and five girls.

- P . i

i v

;Design.and AdminiStration-of the @uditory"biserimination Test

Ihe auditory discrimiAbrlon test was designed by the researchervi

l

'to test the subjects abillty to\gistinguish between pairs of 1dent1cal

“‘and different musical phrases. ItvCOnsisted,of eleven items each

containing tﬁo short ph;ases, played oh a plano and onto a cassette tape

v -
L 7

_reCQrder; which;was'used in-the_actual cest.' Thevtest was administered

"
T

‘to’ each . of the.three groups, in their own clas€rooms.
. . . D - 1': !

S : ) T, e
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Before beginning the test, the researcher discussed with the
students ways in which musical excerpts could differ, and some examples

were played and sung. Vocabulary which emerged from the discussion and

rd

which would be useful in the wrftten responses was listed on the chalk~
board. The list included the following words: loud/soft, high/low,

fast/slow, happy/sad, speed, beat, melody, rhythm, tune, mood.

The .students were then provided with pencils and worksheets
designed for the test, which wgs then administered via a cassette on a

high-quality cassette recorder. EAch test iteﬁ cohisisted of two phrases.

The st&dents were asked to.listen to eadﬁ item, decide if the two phrases

were the same or different, and mark their worksheets accordingly. If

their answer to an {tem was "different,' they were to try to describe how

)

the two phrases were different. The tape:wasfétppped after each item in

A,

L | :
order to give students time to write. he EMH students sometimes required

assistance to write down what they wanted to say. ‘
Copies of the student workshegt; the answer sheet and the ®

musical examples themselves appear in Appendices D, E and F.

s

.

Individual Intefviews and Listening Sessions

Each-of the'thirty'sdbjects was interviewed by the researcher

in a- small, comfoftable counsellor's office in'the,schodl,‘aWay from the

classroom setting. TFhe structure of the interview was informal, but the

following questions were asked at some pdint during all the interviews:
S - K : . ' . . . :
1. What kind of music do you like? What do you like about it? -

- , . - - .
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2. Do you like any other kinds? What other kinds do vou like?

3. Do you ever buy records/tapes yourself?

4. What are your favorite groups?

5. What kind of music do your parents like? Do you sometimes
listen to music with them?

6. Have you ever been to a concert, besides a school cohicert?
Do your parents ever go to concerts?

7. When’do youvbest like to listen to music? Do you likg Lo
listen alone or with others?

8. Do you ever sing or dance.to the music when you are alone?
With your friends? -

9. Do you like school music? If so, what do you like best 1n
school music? What don't you like about it?
v ‘10. Is music 1ﬁportant'in yéuf iife? Why?

This portion of the interview lasted twenty to thirty minutes.

‘

"All sessions were taped, with the éxception of éubjeét number two of the
EMH group, who did not wish to hgve:his v§ice on tape. Howevér, he did
not objéct to the feséar;hér takimg notes.

At this point the students were given a break, either for
recess or luhch; The second portion of the individual sessions consiéteq
of plaiing theyﬁapé of thé‘mgsical selections, and the subsequent
‘Qfscu5516p and writiﬁg, relafea t; fhe subjects' responses to the mﬁsic.
Befqre.begiénipg this task, each‘subject_was_told; "Now I'm going- to play .
seveén differént pieces,of music;for yoﬁ. While you»ére listening.to'each
one, I woulq like you to thiﬁk about whaf,kind’of feeling‘the music has
for you, aﬁa what it makes you think aboug, or ifAiz reminds yéu of

anyfﬁing.'-lf‘it-doésn't make you'thipk;about anything, or iffit.has no
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specizl feeling for you, that's fine too. When each plece is over, we'll
stop the tape and talk about it, and I'll also ask vyou to answer some
questions on a worksheet."

There was concern on the part of the researcher at this time
that students would invent'responses when they did not experience anv
reactions, thinking ‘that they were expected to come up with creative
answers. They were told that tﬁey were the most dmportant part of ‘a
study in which music teachers hoped to }earh useful information about
music in people's lives, and that for the study to be of any value, the
responses had to be absolutely true. They were also told that knowing
that listeners sometimes experience no reactioﬁ to certaln muslc was just
as important as knpowing about various images and feelings which do occur.
It is hoped that these instructions had the desired effect. While it .is
impossible to be certain that no "inventing" cooé place, the subjects'
responseg appeared to the researcher to be genuine and spontaneous.

\ .

During the actual listening to each selection, students were
encouraged to lean back and relax, and close their eyes if they wished.
Some ofjthe‘studénts cémmentéd ?n.the music as it played, qnq some hummed,
tapped ér clapped, orrhéonducted" the music.

After the playing of eacﬁ‘seleqtion, the students were asked:

1. If you wa&ted,to’baint whiie'this music was pL%;ﬂng, what

would youipaint? / | |
2.,,Wha£ kinds°o} quors-wo@ld ydu use?

3. What‘kind of a movie or TV show do you'thihk this might be

-good background music'for?

4. What kind of feeling does- the music have?

3

5. Do %ou like it? ' '
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After answering the above questions orally, and discussing each selection
informally, the students were also asked to express their reactions in
written form. A copy of the form used for this purpose appears in

Appendix C.

Group Interviews

One week after the comp;etion of the individual interviewsl‘a
group listening session was held with each qf the threeogroups. At these.
sessibﬁs; the seven selections used in the individual interViews were
played agéin, and the students were each asked to complete another copy
of the worksheet. Group interaction was allowed, and students were
encouraged to discuss the music, exchange opinions, and share their
thoughts with the group. These sessions were also taped, and notes were

taken by the researcher.

The Musical Selections

N

During the pilot study, many types of music were played for the

students, in an effort to find music which incorporated a wide variety of

styleé,ytempi, timbre and moods in a small number of selections. Because

)
4

of the~ages and relatively short attention spans of some students, it was

éonsidered important to keep the listening sessions reasonably short.

In making a final éelections, the research studied the ggsbonses
of the pilot students to music‘played.fprfthem, and also.considered the

opinions and advice of these students. Two other music specialists were
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also consulted. The following pleces were chosen for use in the study:
1. "The Swan' from 'Carnival of the Animals" by Camille Saint-
Saens, written about 1897, 2 min., 50 sec. This piece
features piano and cgllo, and was chosen for its slow tempo,

flowing melody, and romantic style.

2. "Allegro" from "Percussion‘Music” by Michael Colgrass,

1 min., 27 sec. This;piece was only percussion instruments,
witk si%ple to intricate rhythms. There is no melody.

3. "Prince of Denmark,'" also called “Trumpet Alr," by Jéremiah
Clark: 3 min. instruments in this version are trumpet,
organ and tympani. It is ié a stately, baroéue style, in a
major key, and is often used inAstéte or bridal processions.

4. "Thank the Lord for the Nighttime," Neil Dia%ond, 3 min.,

[

only piece using vocals. It is strongly rhythmic, in a

35 sec. With voice, guitar and percussion. This 1is the

fast tempo, in‘eafly rock style, and Harmonized with basic
I, IV and V7_guitar chords. |

S. "Sakura{" Japanese folk tune, played on a koto, a Japanese
stringed instrumént; 3 min., 23 seé. This plece was chosen
because of its'distinctive.plaintive'meloéy; its minoy
‘tonality, and its oriental quality. fhevtémpo is siow, and

while.it has a discernible beat, the rhxthm‘patterns are

very simpie and repetitive.

-
<

6.- "Unsquare Dance': Dave Brubeck, 2 mim.; 5 sec., with piano,

»

baés and percussion. This is a jazz piece, with aﬁlivelyf;.>

tempo and an irregular 7/4 meter. There are complex,thy?hm ?

patterns executed with stidks and an up-beat but intricate -
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melody.
7. "Canon' by Johan Pachelbel, 1653-1706, &4 min., 45 sec.,
played by strings and harpsichord. This piece begins with
a very simple theme played by the cello, and builds
gradually to a climax as the other strings enter in Canon,
- each expanding and varying the theme. It is in a slow

tempo, with a strong, steady pulse, and is in a major key.

— : Treatment of the Data

Data for analysis were obtained from the following sources:

1. Resu}ts of the auditory discrimination test administered to
all students.

2. Notes and transcribed .tape recordings from the individual
interviews.

3. Transcribed tape recordings aﬁd researéher's notes of the
individual listening sessions.

4. Worksheets on which the students wrote about the listening
selecgions.

5. Transcribed tape recordiﬂgs and notes of group interviews
with each of the three groups inVoived in the study.

6. Worksheets ¢ompleted by the studenté during the group
llistening sgssions. . . | , 1

'vAA qualitaﬁive, or desctiptive, aé}foach to data analysis was
used, ‘becluse the pbjectivés of the stﬁdy were related tg gaining a

better understanding of the retarded child's experfence of music, rather
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than verifying specific hypotheses about ft. Here the appreach differs
from an essentially quan;itacive one, in which numerical d;ca are
analyzed with a view to confirming or rejecting 'stated hypotheses.

The: interviews and listening sessions were informal, so that
manyAsubjects volunteered a wealth of anecdotal information which could
not be categorized, but Qas-still useful in gaining insight into their
attitudes. However, all the subjects were asked certain specific
questions during the course of their interviews, their responses to these
were classified, and in some cases, quantified. Frequency counts and
rank ordering of information weredone when appropriate, but analysis
extends beyond this numerical data to interpretation oé what the students
were\actQally saying.

In describing ways to ensure the credibility and dependability
of qualitative research, Guba (1982)‘suggests doing "member checks,”
whereby data and interpretations ;re continuously tested with the students
- themselves, énd-with others from whom data is solicited. During and
after data collection, the researcher's oral and written observations
were checked for accuéacy by the students, who were asked to reéd_the
preliminary notes on fheir own interviews. In seme cases, it wés
necessary to read the notes to the students. The feéeakcher checked for
accuracy by asking, "Is this what you meapt?" "Is what I have written
correct?" and "Did I leavé anything‘out?" |

Since ‘the classroom teachers were pfeSent At the group
discussions, they were askgd to read the notés‘and transcriptigns

' \

pertaining Eo their own session, and to assess them in light ofighéir own

i

. : M ) . - / |

observations. : . //

The data, and later its preliminary analysis and inte%precé;ion,



~ 50

were also submitted for examination to two persons not assoclated with

the study. Both of these external raters have experlence in qualitative

research methods, and one has taught elementary school music. Their

ervations and conclusions were in accord with those of the researcher,

lted in some additional insights, which have been included in

interpre ation.
The final draft of interpretations and analysis was also
submitted to the first rater for additional exam@nation.

To ensure debendability of findings, different methods were

r

used to obtain information. Students were asked to answer questions

verbally, in informal interviews. They were also expected to write some
responses. Samples of response sheets appear in Appendix G. As well as
recording verbal and written responses to the music, the students'

physical responses, such as faciai expression, foot-tappiﬁg, humming and

keeping the beat in various ways, were noted.

.

Interpretation of the Data

‘The score on each student's auditory discrimination test was

recorded, ‘and the total score, as well as the median and the mean for
. / - - . - '.-

" each group, was éompqted; Responsés to the two types of item (same and
different) and to the questions on how the ﬁhrases differed, were also

categorized and recorded‘on:tableé and graphé which appear in Chapter 1v.

’

Within- and between-group compapisons were made of these scores to

:determine variations among the fﬁrge groups in ability to perceive‘

sameness and differences in musical phrases. Observations of students'

.
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listcéing behdviors and of thels strategles for answering the test
questions were made bv the researcher and classroom teachers, and
recorded. These observations, together with the comparisons of scores,
were all studied to obtain information related to the students' listening
skills and strategies.

The tapes of the individual\}ntgrviews were transcribed and
summar ized, along with notes taken by the researcher duéing the interviews.
From these data, a profile of each student was written, whicb desvribgq.
‘his/her musical preferences and habits. The students' written and verbal
responses to the seven selections were also recorded on these prqﬁilés,
which ware then separated intd three sets, one for each of the three
groups. The following data were extracted from the profiles and
cacégorized on charts:

1. rgtings of each of the seven musical selections: like,

indifferent, or dislike.

-

. -
’ ]

2. type of emotion gvoked by each selection for each student.

-

3. types of images evoked by the music.

. /
For rating each selection, the students were asked to indicate

: ) ’ .
their response by putting a mark on one of three! ikons, represented below:

,’/'—\“\
. . . \\
ey
. S, » /

A mark on the first 1kon indicated a Iiking for the selection; the second,

°

indifference; and the third, d{sliké.

©

For purposes of studying preferences‘within and between groups,

pgmefical values were assigned to the selection fatings. A "like"

‘response, or mark-on the first ikon, was given three points, an
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: f ,
"indifferent” response wi-s assigned two points, and a "dislike' response,

one point. Points for each selection were totaled, and rcpresente? on
graphs, so that groups' .and individual preferences could be é;udied.

B j ’ As'wéll ééipoints for each selection, cbtalé for all the
selections we;e computed for each group, as were igcal iscores fog liking,
indifference, and disliking, to'facilitate-comparisons of tvpes and
degrees of musical affective response between grou?s.

The daﬁa‘from the gr0ub discussions and listéning sessions chc
organized in the same manner ;s that from ‘the individnal”in[erviéws, 50
that changes in résponses betgeen individual anq group settings could be
exam;ﬁed.

Having thus categorized all responses and observations, the

- prdfiles, charts and graphs were subjeéted to further analysis, with the
following-quesfions in mind:’
1. Are‘differént,patgerns of imagery discérnible in the three ;
groups?‘
2. Do varying patterns‘of‘émotionai'requnse appear 1in the
three groups?.‘ ‘ o ' a N

s

3. Is there variation in the:strength'of response, positive or

y

- L

negative; between groups? = . ‘ )

4 -

4. What differences in affective response emerged in the data,

tas a result-of;the subjects' 5e1ng in a grogﬁ situanioh,‘as
' 6pposed-to'an individuai'interview?)
In the final sfage of the analysis of che;data, the comp;rispné )
; v PERERLES ‘ ‘ . R
i;:::l éétegprized 'qbservatidnéy wﬁich had been made’ wer'ev inte‘rpre'ted, w_ith a
h;;;'Y;ey ioAaddféssing ane‘again‘the‘reééérch q?escfons poged in-Chapter I.
.Thg,se.:i'.nt.erpregations_form thé bésis fbr the content of Chapter IV



/

’ FINDINGS OF THE STUDY

CHAPTER 1V

The purpose of this study was to explore the place of musicyin
the lives of a group of educable mentally handicapped students, and to
compare their experience of music with that of a gréup of chronological
age peers and a group of mental ;ge peefs. The research was conducted
in three stages:

1. tests of auditory discrimination f

2. individual interviews and listening sessions

3. group interviews and listening sessions

This chapter presents and intergrets findings, which are
organized in three sections, corresponding with the rhree‘stages of the

data collection.

Tests of Auditory Discrimination '

.

The scores for the test were classified into four'categories:

.

1. number correct out of the total of eleven-
2. number of identical pairs correct out of five

3. number of different pa1fs correct out of six

z

4. number of correct identificgtions of ‘ways in .which items

]

’

differed, out of six

The responses to the six items which were not idehtiqal were



)
i~

also examined separately, and a frequency count done to see {f some

musical elements were more easily perceived than others by the students.

The scores for each student appear in Table 1, p. 55, and mean

»

raw scores for each group appear in Table 2 on p. 56. Numbers of students
scoring correctly for .each pair appear in Table 3 on p. 57.

All students'achieved relatively high total scores. Only three
éiudenté out of the total of thirty had more than three incorrect aniwers
in the task of deeiding whether the phrases were identical or-different.
One EMH student‘had‘five incorrect responses, and two grade 6 students

had four. -

One might expect that if total scores were high, scores in
categories two, identical items, and three, different items, would also

be high. However, students in all three groups found it easier to

'

identify 5ameness than dirfercnce. 1his is apparent in their scores,

which are higher in category two than in category three, but it was also

evident in their behavior as they did the test. EMH and grade 3 students

‘made their decisions quickly about the identical items and wrote their

Tesponses immediately and confidently. Grade 6 students were more
tentative as they marked({&eir ahséerysheets, and soi!timeé.changed their
responses. It is intereetingrto note that they scored lower in this

category than the twe other groups.

-
[

D Members of all three groups showed more indecisiveness over

-
..

items which were differents and required. more time to,decide on the

answers, -even without the time needed to describe the differences.

- o

° -,  Scores in category four, describing the differences, were
.considerably lower thap in any of the other categories, with no one having
Il -

more ﬁhan -four out of six Borrect responses, and. several students having

-

3



Table 1

Auditorv Discrimination Test Scores

Student Numbers

EMH 1 2 3 4 5 6 1 9
Total correct -(11) 9 10 9 11 6 8 8 8.
Identical pairs (5) o4 4 5 s 3 3 s SA
Different pairs (6) S 6 4 6 3 S .3 4
Identified difference (6) 1 4 1 4 0 0 0 0

Grade 6 1 2 3 4 5 6 7 1 O
Total correct (11) 7 8 9 9 9 10 11 8
Identical pairs (5) 3 4 4 S 4 4 5 4
Different pairs (6) 4 4 5 4 5 6 6 4
Identified difference (6) 2 3 3 3 2 3 9 2

Grade 3 1 2 3 4 5 6 7
Total correct (11) 11 11 10 11 10 11 9
Identical pairs (5) 5 5 5 5 5 5.4
Different pairs (6) ' 6 6 5" 6 5 6 5.

Identified difference (§) 5 4 2 4 1 2 1



- ' Table 2

Vo Aud%}ory Discrimination Test

K

"Total number correct, out of 11

Number of\ideﬂcical pairs identified,

& .

, . t
ou;,QfJS\
Number of different pairs identified,

out of 6 - .

. Nature of difference identified,

out of 6

56

EMH ‘Grade 6 Grade 3
8.7 8.7 10.2

4
4.3 4.1 4.8
4.4 4.6 5.4
1.1 2. 2.5
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Table 3

Auditory Discriminat ion ‘Test . _—
N

Number of Students Scoring Correctly on Each Pair
Bairs which were not' identical have two numerals id each column. The
first numeral denotes the number of students in each group who recognized

the pairs as being different. The second numeral indicates how many
students were able to describe or label the difference.

Pair Number ) EMH Grade 6 Grade 3

1., Different tempé | 9/4 10/8 10/8
2. Same . = 9 7 : 9%
3. S;me - o {. o 7 Lf/) - 7 o 9.
4. Differéhc‘incénsicQ . | 8)3 10/4 - 10/4 -
5. Different beat - S7/0 ?/2‘ 8/2
6. Same oo T } “4 - Aé o 8 N | , 9
7. Different pitch , | 6)3 o 6/2 . 10/5

] é. Same ': . ._ ', : . 9. _ 10 10

9. Different megody - /1 9/1 10/4

10." Same - _ ~ 9 -9 ' 9

_11. . Different tonmality - 8/1 6/2 | 7/3

4
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one or non: correct. Three of the EMH students, and one of the grade 6

students, made no attempt to describe differences in items. It is in
this category that the EMH students' lack of musical concepts, experience
and vocabulary becomes obvious. They were usually able to distinguish

between same and different, but they could not explain the differences.

t

When questioned orally, they would shrug and say, "I don't know; it's

just different."

However, two students in this group did answgr four ¢f the six

questions correctly, while none’ of the grade 6 students was able to

answér that many, which suggests their powefs of discrimination are as

good as or better chaA the grade 6 students'.‘ .
The grade 3‘sﬂudéﬁts scored higher than the other two groups in

all four categories.’ Further 1ﬁvestigation would bé necessary to

establish any reliability fér this finding, as.the sample in -this stpd§//’%\\

is too sm;ll, and the numper of test items §od small. to perm;f/gEija%fT

‘zations to he m;he. Neverthelesé, itvis‘%pteresting to §p‘culate"on why .

a group of grade 3 students would perform‘pétter in tﬁis;t st than a

¢ : :

. - ' . g ~F
‘group of(grade 6s, who are three years older and wh?/ﬁév had more musical

~ R - -

‘experience. Perhaps the older students, hévihg more musical background,

were more analyéical and looked for differencés which did not exist. It -
is possible that they had’ a more sophisticated approach to the teSt.when
only simple diffefeqtiacipn‘skills were needed. .A second possibility is

%
-

thatvthe grade 6 groppldid nothtéké the test seriously, so were not
fmaking as much effort'to listen carefully.  However, théir_observéd oy
Behévior'dées not support this‘assumpéiop} ‘Ifianfthing,‘they appeared go
be.tfying hardér than‘thé‘Other grqupé to do wéll on the test. :Aﬁother
pbésible explanation ié that the older studénts' aural gensitiVity‘has

t

; - ‘o 4

. '
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already been dulled from frequent listening to verv loud rock music.
\ R ;

. : . A
The six items on the test in which the pairs were not tdentical

were as follows:

item one: differed in tempo
item four: differed in loudness
item five: differed in meter (2/4 and 3/4)

item seven: differed in pitch

item nine: differed in melody

w Q

item eleven; diffgred in tonality
Table 3_shows;scores for eagh group on the six items. All groups di{d
best on item number one, both in knéwihg that it was different and in
explaining how it was different. Lfem four, loudness, was also easy,
although it is surprising that, whiie“2§.of the 30 stude;ts knew tﬁe
¢ ‘

. R P \\
phrases were different, only eleven were abﬁe to dggcribe the difference.
- ,/ N

A

Item 11, in which one phrase was major-and the otherbminor, was the most
. ;.
. ‘/
difficult for the grade 3 and grade 6 students..--E4ght EMH students
auswered this item corréctly, and one of these was able to describe how

it was different, by saying, "It got sad." None of the grade 3 and

grade 6 students used the words major and minor, but explained the

differences by writing, "It changed frem happy to sad," or 'You changed a

few notes."

EY

Again, bébause nﬁmbérs~2f studenté and tesf items were small,
one canriot place great sigﬁ?ficancé\on'these-scores. Differeqces o{ one
or two pointé could be attributgd to chancé,ior tbe re;ulc-of guéssing.
.The'scores dp support résearch‘(éimmerman, 1968; Petéqld, i966) which

states thpt the ability to discriminate loud/soft‘and.fast/slow are the.

-simplest auditory discrimina:ibn skills, while qhaﬁge in tonali;y {s a’

/
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more complex factor.

N

The. difference in item number five also was diffiéult for
students to describe. The melody was played first in 2/4 time, then in
3/4 time. Two studéngs in each of the grade 6 and grade 3 groups were
able to say the beat was different. Other students who attempted a

response said that the second melody was slower or faster.

-

The main purpose of the auditory discrimination test was to

-determine if the students, particularly the EMH group, were able to

<

perceiﬁéﬁéémeness and difference in musical phrases well “enough to enable
them to make sense of other music 1isteniné experiences. The test .
achieved its purpose in tﬁat the results indicated that these discrimina-
tion skills are presenf. Tﬂe EMH students scored as high as the grade 6
students in category one, and higher than grade 6 students in category
two. Their lower score in category four, ~identifying differences, is

\

poséibly due to lack of musical training rather than lack of innate

>

ability. *

Individuai Interviews and Listening Sessions

Individual Interviews

1, - EMH'GrduE. All ten of the EMH students were co—oberative and appeéred
to enjoy their -interviews. They were anxious to tell about their families
.and themselves, and they were curious aboﬁt the research project. They

_were not;ablé to vblunfeer a'wealth»of“infbrmation'aboﬁt musical
experiences because their experience has been anfow, and some were

o i c | : o : . ‘
hampefed by limited vocabulary. Upon direct questioning; however, they

Co

A
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were able to give an overall picture of their musical attitudes and
preferences. They became more talkative during the listening sessions,
and some added more comments after hearing the pieces.

These.students all stated that rock music is their favorite
type of music. Four éﬁ the boys expressed a preference for "heavy metal"’
groups and named Twi§ted Sister, Iron Maiden and Judas Priest!gs their
favorites, while girls disliked these groups intensely and listed other
rock groups such as Michael Jackson, Madonna_and Prince. Seven students
said that their parenty preferred country music, especially Willie Nelson
and Kenny Rogers.— Two families played‘other ethnic music at home, and
one student named several artists enjoyed by her parents. Not surprisingly,
‘this girl had more variety in her musical tests as well. She named
Liqnel Ritchie, Diana Ross,.Tina Turner andvthg Pointer Sisters, as well
as'fhe current ;ock groups, as favorites. She is algo the only sfudgnt
of}this.group who ' has tapes of her own. Otherrstudents listen to the
radio, or Eo their families; records and tapes.

All ten students said that they listen to music "a lqg," the
favorite.time being after échooi, and the preferred place their own rooms.
They all also like to listen when théy éet‘up'in‘ch; morning and when

they are working. Six students said they like to listen to their radios

-

or tapes in bed at night.
None of these students spoke at lehgth on school music, other

than toisay that .they like it. Some of the students had had no school

music prior to tﬁié year, and thoée who did had learned to sing somg.

songs and play somé rhythm instruments.
’ iy i

&= i L -
All ten students stated that they like‘music and that it 1s

impor{ant'in their lives. The,m056 frequently stated reasbn was simply,'

.-
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"It makes me feel good." Other comments were, "Music is fun: vyou can
4

sing and dance to 1t'; "If 1 lieten when I'm mad I feel better"; "It's

good if I'm alone or if I have nothing to do." Two students were not

able to give a reason. Eight students said they like ta dance to their
-music, but one, a boy, said he will only dance 1f he is alone. Two
students, both boys, said they do not dance. Eight students responded
that they also sing with the music, and two of these added that they know
" all the words to several current songs. All ten stated that ft does not
matter to them if tﬁey listen alone or with others, although one seid,\i
"It doesn't matter, but if it's soft musie, I like to be alone."
None of the children had ever been to a concert outside school.
N
2. Grade 6. Grade 6 students were all very interested in the study, and
accordiﬁg to their teacher; looked forward to their interviews and
discussed ;hem'with their classmates afterward. Several asked about the
purpose of the project with such questions as "What are you going to do
with all this when you take it to the university7" "Are you going to
write a book about us7" "Will you let us know what you found out?" Three
tudents brought their favorite tapes to play during the .interviews.
When questioned about their preferences, they wefe able to say exaetly
whw‘they like them. One played two selections by a group, Rockwell He
knew all éhe words and said that when he is alone he sings along with the
tape. He.likes the rhythm and the beat of these selections and said he
Aliked the guitar work. His father plays guitar, so.helCah dppreciate the
special effeggs executedlby'the guitarist‘in tﬁese works.
Anothe:_student pleyed a sad seng:by Ray Charles and one by

‘

Eddie Cryiser. He likes pﬂevwa?'RejiChafles plays the piano, and the
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words of his songsimake him feel sad, but he likes to listen to him.

The third student brought a Roger Whittaker tape and played two
of his songs. He was anxious that no one find out that Roger Whittaker {s
really his favorite musician, as "everybody would think -I'm weird." He
likes him-because he has a éood voice, and éhe words to'his songs mean
something: '™y parents have all his records and we listen to them

4

together. He's good to listen to in the car becayse he's relaxing."

Nine of the ten sgudents in the group cited rock music as their
favorite music, and four enjo} country music as well. One prefers Roger
Whittaker but also likes some rock music. Eight studetits own several
tépes of their own. Two own no tapes, but they 1isten‘té older siblings'

tapes. These two are new Canadians, and their parents listen to music

from their own culture. The other eight sets of parents prefer country

music, according to the children. 3

These students, todé, like to listen to music "a lot." Several
i ~
said that they always have music playing. Typical comments were: "I
turn my radio on as soon as I get up, and I listen in bed at night until
) A ' ’

my mother makes me turn it off"; "It's nice to have on after school. I

go to my room and spend time alone and listen.then"; ﬁI listen while I do

‘ -

.

" my° homework." .~

--The girls, especiarly, iike to dancé,;nd prefer to fisten to
the_muéié withAfheir friends, while cﬁe boys prefer t&flisﬁen gloﬁé, and
will sing'and dancé when élonei
Allhten‘stUdents said that they feél music_is_important in
th;ir lives, for reasons sﬁnilar to those giben by:the EMH stpdents;
. Some of their sté;ementsvwere: _' | -

1. "It‘mékes_me'feel better if I'mfangry."
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2. \'It's nice to have if you're alone or if there's nothing to.
LY . - .

dé. Otherwise, 1'd be bored a lot."”

"

Y
3. "If 1'm lonely it -helps me feel betrer.

"

4. "I really want to learn to‘play guitar.

5. "You have to have it at parties."

None of these students had been, to a concert eutside schooL.
Six students said they like school music dnd four said -it 4s "0.K." or
"not bad." One student stated he enjoys participattng in the Kiwanis
festivai, and othersgnamed singing and recdrder as'favortte activitigs.

‘Some students expressed a distaste for clapping rhythm patterns, having'

to do hand . signs, and "learning notes."

3. Grade 3. The grade 3 students were co-operative, but generally not

as enthusiastig about leaving class to come for their interviews, as were
the other qu groups. They also did not‘diéplay any curiosity about the -

project.

° ' These students all .stated that they likevmusdc,‘but.they.were‘.

vague in thelir:statements on preferences. Several stated that they like-

a

H e ‘.ﬂ . . : . . R . ) .
"Lots of different kinds of music."’ Typical comments were: "I like some,
soft and’ some loud”; "I like fast music best" "Rockhand'country and

everything";'"I llke Cindy Lauper and Madonna and lbts of othersjtoo.”

Four students were not ‘able to name speciﬁic reCOrding artists. .‘Only two'

‘

have tapes of their own while elght said that - they listen to whatever is

*hpn‘the radio. Three students were not able to say what music their

1

parents like. Two students said that, thelr parents prefer rock mu51c,

l
while four said their parents like cquntry music best. "One SCudent-said

that his parents do fot listen to mustc

\ . ¢ .
. R ]

¢
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O

These students do not appear to have specific preferences about

where or when they listen to music, or whether they listen alone or with
M N

others. Eight of the ten enjoy school music. They list singing as their

favorite musical activity and some of them named several songs from the

sct60l music program as favorites. Again, none of these students have

-

been to voncerts outside school.
a

Generally, the grade 3 students had not yet formed firm opinfons
about musie, and appeared to be open to different types. Although they
allssaid that they like music, it does not seem to play a very important

part in their lives. Five students said that music is important in thelr

lives, but three could not say why. One student said, "It's nice to
i :

listen to," and\another said, "It's fun." Four students said that they

would rather watcINTV than listen to music, and one said that she prefers

to play with.her friends.

Summary - . ] ' ' . .

The observations from this sr,aQ of the study seem to indicate

-~

that the EMH students' attitudes toward music are similar to those of the

‘grade 6 students, their-chronological age pee'rsqi‘ Their intelfst ™ the

study, 4.theif.preférénc‘es, e amount of time they spend|on music: all

are gloSér to the expe:ieh‘c-;e of,this group than to that of the grade 3

students. Both the,m‘andgg_"rade b dents had more definite ideas

about what théy liked and disliked, and -thelr preferes were narrower

than those of the grade 3. students. .
. - ) [y

‘The main difference in the experieénce of thé EMH .s:t‘udents
appears' t‘é»be that théy do not own tﬁeir own tapes and records, largely

because they do -not all have their own spending money,.and they are not

¢
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able to go shopping on thedir own.

Individual Listening Sessions

’

Each listening session took place after the individual interview,
usually after a short hreak. The musical selections were all on one
cassette, which was stopped after'each~piece so the student could comment,
write and answer queétions about the music. Students'sometimes also spoke
and wrot€ as they listened. Each listening session iastedlapproximately #
thirty minutes.. After each piece, if fhe student did not comment, he/she

was asked, 'How do you feel about this piece? What kind of feeling does

-

the musi& have for you?'" Other questions sted were, 'Does it remind you
of anything?._Wbat sort of picturehwould you dféwxor paint, if vyou weré
drawing or painting while the music was playiné? What kind of movie or
TV show do you think thislmusic could go with?" La;tiy,’they were asked
if théy liked the piece. 1Tt was ma&e clear that they &14 not have to
adSyér the questiohs‘and that it was”more helpful to the study for them
Lo say and_write'nothing than tovinQent answers.

Theré‘were observable differences in the.ways in which the
children approached the listening task. The EMH studeécé anticipated

. - - :

each pilece wigh curiosity, and four of them especially enjo?éﬁ operatfng
the ﬁapg réébrder. While not'éS'verSal, generally, as the other groups,
tﬁere“was variety in their responses. ' Some were tentative‘ét first, but
. gained confidence as they l§§%éned and_spoke; énd reélizedfthat there
'we;e no "wrong" aﬁswers.ﬂ-Iﬁ some students a lackfbf vocabuiafy and of
baquroqhdiéxperience was evid;nt, but they Wéré able to re;pond to ‘
questibns. These dhildrqn also re%Ponded physically‘to tHe music more

.
" ’ . ¢
. ‘ ’ . -

+



than either of the other two groups. Thev smiled and frowned,nbeut time

and pretended to be conductors, clapped, swaved, snapped flingers aad made

faces and "thumbs down' gestures at selections they disliked.

The grade 6 students, on the other hand, were far more
restrained in their responses to the music than either of the other two
groups. They were co-operative, but, on the whole, not visibly enthusi-

astic about listening to 'the selections. Thelir attitude could suggest
[4

inditfference, but it is perhaps more likely that it was a' result of the

self-consciousness which is ofren seen in pre-adolescent children. Thev
~

had more highly devéloped vocabulary skills than did the EMH children,

but they did not. expand on their responses unless asked to dﬁgg%.qgﬁheir

-

only bodily response to the music was a slight smile or a scowl, and some

™ light pencilJtapping‘VL-the beat of '"Thank the Lord for the Nighttime."
Grade 3sm a different approach to the listgning task from

the other two groups. As stated before, they did not appear ro be as

ihterestéd as thé other students in their 4nterviews. However, che;
ténde& to become very involved in ;he"listening session, and were the
most verbal of the three gr@ups‘in deséfibing‘their reactions to the
music. They appeared to be épén to accepting different styles of music,
and their comments were, on the whqle, Eﬁe most creative of the.three
groups. Their facial expression; varied and chAnged as they listeuad,

and some children closed their eyes for shert periods, tapped their feet
/ ) ) ) )
g@r swayed back -and forth to the beat. They did not move as much as most

.éz‘the EMH grohp, but they were‘cepgaiﬁly more phycharly involvédAihan
Gé;é the grade 6 étugents, - ‘
3% ) :Grade 3 étudenté appeared to have the dpena:ss of the EMH
v S
"\\Btuaents, but their'vocabulary skilfs a%e.c;oééy to those of ;be grade 6
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group, so that they were better able to express themselves. [t is
k) N

~ -

possible, too, that they have more highly developed imaginations than do
‘ the EMH students, because of a richer background of educational and social
experiences. They have also not yet reached adolescence, a period in

which conformity to the peer group becomes extremely important to the

child.
The next section of this chapter presents discussion of the

/
three groups' affective responses to the music in terms of the three

tasks:
1. describing the feeling of the music
2. describing the images evoked by—the music

3. rating the music’ in terms of liking, dislike or indifference

1. Describing the Feeling of the Music. The students were asked to
v ’

.

;hg»k, as they listened, about what kind of feeling the music had. The

A . .

ng "What kind of feeling does this piece have for you?" was used
- X s

rather than "How does this piece make you feel?" because music can have a

Y

feel -

happy or exciting or sad feeling without causing the listener to

4

happy or sad.: éonversely, music can cause a. person to feel sad or‘angry

or héppy, dependingléq’what asséz}ationifhat'particular musie has for the

listeper, aﬁd algo depending on what mood the liéfener is_in at the time.
OQérall, students used the word "happy" mére than an;yother, to

describe the feeling of the music. Selections were thodgﬁf to have a

happy feeling in 47 instances. The next most frequent response was "sad,"

€

with 34 responses, followed by '"boring," with 26 rgsponses. Both the EMH
' : - s 2 :

(and grade 3 groups followed this pattern, but grade 6 did not, as Table 4

1
*below shows.



Table 4

Responses to Describing the Feeling of the Mus@g
il g

EMH ' Grade 6 Crade 3

- — - - X
happy 23 12 . 22
.. \ s
Sad 8 13 %
boring 12 - 10
no feeling ‘ .4 ’ 8

A more detailed fréquency count of responses abpeérs in Table 5 on p. 70
Crade‘6 stud?nt; used tge happy response less fréigap;}y than grade 3 or
EMH students, andC:mw used ip‘leSs than they‘used gédf The difference
" in response is evident 'in "The Swan" in which fOQr EMﬂﬁstpdents aad two
grade 3 students, but no grade 6 stydent,used fhéppy." SeveraL‘grade 6

and grade 3 students, but only two EMH students, used "sad" for thid
piece. Three EMH students, but no one else, thought that "Sakura" has a
happy feeling. These two'.examples, while only a small sample, suggest

that the grade 6 group, and to some extent the grade 3s, aré already

conforming to ?tereotypéa concepts which assume that slow music {s sad or .-

boring, musie in 4 minor key is sad, and fast music is happy. EMH

T

. . - \
students do not show as much evidence of having acquired these patterns,

perhaps because they have not been exposed to as many different‘types of

music, or they have not heard slow music asso;iated with.gadlevents as

Al n s o
much as have others. T B S e e

A Limited voc¢abulary skillé may also be a faetor id their using

t . -
i .

"happy' more than any other word. It gs‘cghmonly learned earlier than"

"sad" and other adjectives, ‘and appears in_pfimary readers frequently. o

- . w

¢

9
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), "Unsquare Dance' elicited a "happv" response from seven grade

3s, but only one-.grade 6 and two EMH students. However, fivei?rade 6s
. {’» A

~

/ !
thought the piece had an energetic feeling, a response also *hosen by two

EMH students. 3 ; N

N, The most agreement occurs in the two selections which were also

the most popular: '"Prince of Denmark' and "Thapk the Lord for the

[N

"y "

Nighttime,'" with most students in all groups using "happy," "energetic"

or "excited" to describe the feeling of the music. There was only one M

»

"sad" response to these two selections. ' One grade 6 a?rl thought "Prince

of Denmark" hadta sad feeling; but thcn‘added,."But it's partly happy,

tao." These two pieces also had the smallest number.of "bored" or

"nothing" responses. . , e : .-

I

In 19 inscances\'students said or'wrote‘that the music had no

cet
o,

lfeeling for them! EMH students used thls,regngnse_pnlyhthree tlmesL
compared to elght times for each of the other two groups,” As might be“

Iy

expected 11 of the 'no feeling_‘responses were to piecesvfor_whfeh_théﬂ‘

. \.students.felt indifference. The other‘eight wefejfof'pieces Ghleh the *.Ft

,'/ . T _"' D . B N . " » ) Jl 3
P students liked. \-T/h "no feeling resvonse was used eight times in-

,reference to "Percussion Allegro,' while it,was not used more than:onel‘

+

or two times with -any of the othersu The three gr0ups were similar in _5

s

this respect.{ "Percussxpn. Allegro was the only selection which hdd no

Lo melody, Whlch Suggests that it is diff1Cu1t to attach a feeling to music‘ .
. %, B .

which does not contain a’ 2§iodic element.'

[ c . 1

Sometime sA

o

s expressed @mbivalence about feelings as¢£he.
w"a ” ’i_ N PR . )

élow sh0w: k _ R ‘,‘if'[‘i _'. -  ff"V'
EMH studenﬂ*‘ "The Swan;sfi penson,dancing sad]y uIt'se@epoi\i;f,;
Ry

L, D seden: e S hgemon daneine = IR

et L eaina
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Crade 6: '"Percussion: Allegro":‘ Makes me feel both sad and

happy.

"Prince of Denmark' (same student): It makes me

- happy and sad.

™

, "Pachelbel Canon": A sad movie: makes me a little
“bit happy . ‘ ‘ -
Crade 3 students: "The Swan": It's sad music, but a happy
dance. | )
) » . "Pachelbel Canon'': ,Makes:me happy but nervous. .
» )
"Pachelbel Canon": It kind of puts me in a good mood

s

like ballet, but I kind/of don't like itf It has a boring feeling
: ] ) \

The above comments suggest that these students are aware that

e s v

~ ' ; e
; - &

: conflicting feelings can occur%simuitaneously, a fairly complex emocion \xs

) ) . . R . R Co .
which at'least some EMH students can express. Others may have complex

Yo i

: emotions but have trouble eypressing them

4

{‘ : Two EMH students spoke about how mu31c could affect their moods.
" Both students Were referring to the "Pachelbel Canon " A girl who liked -

-’:he piece said,'"Could do ballet to this It would make me feel better
..H‘ \

.if I were depressed " A boy who disliked it said "It‘s sad. “1f lifelt

fbad and listened to,that it d make me £eel worse." A grade 3 boy made an

»”

?fastute comment when referring to- "Sakur¢~4**“Th1s is sad but T still llke.
e, Whether the music makes yOu feel good or béﬂ depends on how you were

'":'feeling before.?u These comments were not in response to a sgecific e

~3 .
- ) _\ X
<

':question aprt changing moods: ‘§hey were part of the students general
AR i TN T C
:»jijanswérs to the question, "What feeling does the music have’" indicating PO

‘“.'
)

'that theyfire aware Qf their moods and how music canrhffect them.‘ j: <




few differences among the three groups in actual words used to describe
feelings. It had been assuméd that the grade. 6 group, having superior

vocabulary skills, would have more variety in their cholce of words, but

“this was not so. In each of the three groups, the students relied on

seven common adjectives:. happy, sad, relaxing, exciting, angry, boring

and energetic. Apart from these, the grade 3 and EMH groups each used

.

nine other adjectives, and grade 6 used eight other adjectives.
1 .
One student should be mentioned separately at this point.
Student No,ilO in the EMH group, a boy, did not respond to the task in

, [ .
the same manner as diid the other children. ‘He appeared to be functioning,

A

at a lower ingtellectual/emotional level than the rest of the group, and

~

did not attempt to really listen to the music and think about its féeling.
. \ Y ) .

L~

He said that every piece was "happy," as soon as it began playing.

To summarize.the findings from the question "What féeling does 5"

the muq}c have7" in relation to- comparing 'the. EMH students to each of the

N A

other groups, it appears that EMH students, their chronological age peers .

- .

. and their meq;al age peers respond to the fegling aspect of music in

o

similar ways. They u9ually use ‘the same words to describe the feelings

&
v

f.conveyed by differeng styles of music, although the EMH'students described

4

-

more music as- being "happy than did -the others.
fhree or four students in éach group ’jfered addicional

1
in61ghts abOut mood in.music. One EMH student and three students in each
_of the'o;her groups spoke of som& musidias.eyakfhg conflicting feelings, .

*afid two EMH students and one grade 3 student commented on how music can

&

» o

...' R U S i ) . [ e K ‘ o

'change;or intensify a mood. - ST e I
o g s e ' - L S R

o : S ) : :
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-

2. Describing the Images Evoked by the Music. The students appeared to

enjoy this portion of the listening session. Student nquer 10 in the

EMH group, the boy who answered "happy' when describing the feeling of
the music, h? the only student who did not seem to understand the nrocessJ

When asked about images, he merely looked around the room and named one

of the animals pictured on posters on the wall, even if the questions

 -were phrased 'in several different ways. He was-vefyneager‘to'please, and

tried_to answer questions before they'were finishéd being asked, so that

he. did not take the fime to listen or to think about the music. Therefore,

his answers toﬁggis portion of the listening task are not dﬂ?hg considered
. . PRI | L7
A .
. ‘

"in the discussion.

b .- Students from all £he groups associated a_wide variety of
imagegiwith the music., Some children were very definite about what the

‘music portrayed for them, and described their 1mages in great detail

%Others did not elaborate on their descriptions. Examples of.both
. approaches could .be observed in all groups, but generally the grade 3

students were the most verbal and most definite about their images, the

ﬁr' -

EMH students were the least verbal but most expre551ve physically, and .

kS

’ ™ ’ "
‘. . ' : s B
thy 6s were: thé“host passive. . ‘ C e
.,‘-,, .Somevstudenfs.showed certain patterns of thought in their b
w . o /- BN
reg onses.. . One EMH girl had romantic associations for every selection
L] . Tl e

Do 2

ﬁSakura.J Her images all included people holding hands, kissing

ncing or getting married She would add details about the setting

‘"the characters, such as, "They are very, very hapRy " In_describing

"'This is a qpeen or princess getting married They re coming
p.the alste gn the church and gvetybpdy's logking at her. The .




her flowers and they get into a car with cans tied to ‘the back.
If I painted this it would be with nice pale colors."

»
Student number 4 in the EMH group, a boy who disliked most qf

the music, had no_images for three of the selections, and very bnief ones
. . E . * a- : . '_A,-‘
such as "night" or "people clapping" for three others. His only.df@ferent

response was for "Prince of—Deﬁﬁark;"'which~he sa1d was."likefpeople;

going into the woods to shoot deer and buffalo." It is interesting that

his response to this piece is cpmpletely different from his other N

responses and also that it differs from all the other Students' fdeas

. ’ . . b ,
about "Prince of Denmark,”" which reminded everyone-else of .royalty, ~

parades, weddings or patriotic events.

One other EMH student, a girl, just described people playing

the instruments heard in the music for the pieces. For example, -about

"Pachelbel Canon" she said: "It's some men- playing violins and tnings,f

and for "Unsquare Dance"r "I hate that: .those sticks hake me nervous.
But I'd paint a man playing sticks and clapping.". She deviated from her

pa;tern once, for "fhe Swan," which. she described as4reminding her. of "a -

.

Y nice horse standing in a barn and it's a;nice sunny hot day:" N
’ Qﬁe grade 6 girl associated eath selection with different '

. movies which'she had seen. "PercusSiQn: Allegro" reminded her of !Jaws,"

“

thev"Pachelbel Canpn “of "Flashdance,“ and'so on..f et

Apart from the examples mentioned above, the students apprQeched

< S

. each selection differently and used a wide varietyfof ideas in their~
o E N

‘descriptions. Some pieces elicited very simflar responses‘from all‘

LS .<studente. "Prinpe of Denmark " as mentioned earlier, is one of these.ﬁ'ge5,

‘, Fao S
n

*-other one was "Unsquare Dance," which reminded almost all students of

;;;iggigﬁl,ﬂ;g,f”""claag}ng OF. having~gartiegk ¢ghese patterns wi£§ bechlﬂxi_figg
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discussed more fully in the section which examines each selection

separately in terms of student responses. .

In four instances, different EMH students had no images Yor the

- a
»
. .

B mnsic,isfw' students.had no images for "Unsquare Dance" and one Jf these
-also had no response to the "Pachelbel Canon." A third student had no
response to '"The Swan." 1In- the grade 6 group, there were five instances

of no response, and in the grade 3 group, just one instance, which could

suggest that the grade 3 students‘on the whole were being slightly more

»

imaginative or perhaps were more enthusiaStic about the task.
- : Slow pieces, which were the least popular 'with the children,
and which they most often described as sad dr boring, evoked a wider

variety of ideas than did the more popular, upbeat ones. This was true

of all the groups.’ : N S

‘ Geﬁerally, in comparing requnses among the three groups, no

- o ‘

. 3 - Q

definite patterns emerge All groups use animals, people making music,'
parades and nature images in their responses. The EMH students appear to
, - P

-responﬁ similarly to the other students in describing images alth0ugh

?_fnot'always in as great detaiL as grade 3 students., Grade 6 students had S

s ™ ,
the‘greatest number of origlnal ideas but they tended not to expand on’ o

s X
'.them._‘Grade 3 students, on ‘the other hand, did not describe many unusual

- . ~-

'images, but !hey elaborated on their ideas, addlng detalls and comments.

~

One interestipg feature of the EMH students‘\responses is that

they made fr%quent use of the first person, and’ persunalized their
: stories and’ images by includfhg themselves or family members 1n their"'

-

4 5- ’
descriptions, as shown in the following examples‘

BN

O
4

‘j "This 1s like when fﬁsas a baby and my\mom pl&@ed music for me.

Y Mﬁumn o _a.." mam_.._, Aﬂ_&}.x...mm i



"?ercnssion!' Allegro"'

~3
~1

My brother is playing drums.

(2] -

Me and my sister 'are dancing."

. . My mother died."

-~

In order to presént some examples of the groups' tendencies

described above, each selection will now be discussed separately, in

terms of-tﬁe different responses from each group. ’

-

"The Swan'': - . & \

! » "The Swan" evoked feelings of sadness more than did any other

.
-

selection. Fifteen students thought the music was sad, ionely or
depressing, and six thought it was happy No pattern of images is"
prominent 1n~the‘responses to this piece, although seven students
mentioned"dancers. This was one of the1least popular selections overall.

Only five students disllked ic, but fourteen felt 1ndifference toward it.

Howevet it ﬁ?sAone of the favorites with tlie EMH children. ?gki
A ‘ S o

!

F I - : LY

¢ ‘ ..
RS . . . :

t -'.Ehis piece has no melody. iIt’featdres several percussion.

instruments repeating 81mple And complicated rhythm patterns of varyin"

mtensity,.O Most of the chlldren were pu?zled or amused by it, and JL

L

s o

several remarked that 1t diﬁ not seem to be real music because it has no
, - R S

tdne. Some found it irritating and said that it made them nervous.' The

) 12 - x

'images described were dramatic‘_ police chases, haunted houses, a dragon

. “_

f'fight, a monster, a; spaceship blasting off The rhythmic intensitx of -

PN Al“"'

the piece seems to convey tension and excitement. It was‘the seeond least'



-"Prince of Denmark': . N
1 . * N : [ .
"Prince of Denmark'' was very popular with the children. It was
™. .

5

the favorite of the grade 3 group; and was second with grade 6. There

was a pattern+sof responses to this piece. . Thé trumpets and the style of
' e .

‘music reminded the listeners of parades, wedding processions, patriotic
. g

events, royalty and big orchestras. The onlyVStudent‘wyb disliked {he
pliece, an EMH girl, said that it made her 'feel scared. This was the only
piece which student No. 4 in the EMH group did not dislike. -

Students reacted physically to the pieee by beating time,

1)
)

pretending to be conductors or by marching. Several made comments such -

as, "Thés 1s really nice"; "You're finally playing some good music"; '"The

trumpet sounds so nice." One grade 3 boy said, "It reminds me of CBL

s A

Sundai ﬁornlgé," referring to the theme song of that program, which is

R .
also in a baroqué style and features trumpets. One EMH girl said, "It

'makes me think there'll be no more war." This is the only selection

: ' . ® , ) : -
which EMH student No: 10 spoke abeut, -other than to.name an animal.

.oWhile listenihg;to "Pridce-of Denmark," he said,‘"This is good stuff."”

Q.
\ ~o

"Thank the Lord for the Nighttime )

- .
@

L5
This selection is the most similar in style: to current rock

~ ~

‘ music, so At is not surprisi §5chat it was the most popular piece overall-

i and especially with grade 6., Interesxingly, the thfee stydents who

disliked ic, disliked it 1ntensely,‘c0mmen£ing, "I hate this music"

4 -

,/ "This’makes me angryf:for\"This wo&ld put me in a bad mood.” Most images

were related to singers, guitar players and dancers.. A‘éiker, agﬁoeboyf'

& . .
. : X o e >

and a truck driver were also mentioned S T T

3 ) . . y P
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"Sakura': _ ) - . .

: | : ‘ _

The reactiorms to this selection wWere varied. [t was the least
v‘ d ' I i
popular with all the groups: only four students liked it. Yet {t had
- ) » .
the broadest range of comments faind images from the students. Grade 6
. - o )
“students, especially, had more original thouphts about this piece than
about others.” For examplef
. . i » .

"It reminds me of a Siamese caty the wav they meve, vou never

know what they will do next: they're mysterious."”
- ".o. . It's sortAof.lihg mushrooms dancing.'" (Student would

npt elaborate on this.)

Y. It's very sad: ' reminds me of'beople being divorced."

" It makes me, think of someone. suffering from noé‘having-

eﬁoué‘ food." '

\ | R R , )
At least ote student from each group perceived the music as = .

e .

" having an_Qrient@i“Sound, and made the folldwing associations:

N EMH: . A Cuinese girl playing a harp.
o G:édeg6: Chinese dancing; someoné died.
kk\yfradé 3: A girl .in China dancing. (2 students) )"

A;Cﬁinége band.

Peoblé doing a aragon dance. )

Other ima§es which occurred in éach‘group We;g déathg,fﬁin and lqnelineés..‘

. ' One grade 3 student séid thqt he was reminded of an gpefatihg ﬁf

R

. “room,vbecéuSe the theme made him think of & heart monitoring machide.

T o B

T Two s&udén;é)hadﬁno images for thé'piqcé; —

. - S
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""Unsquare Dance'': -
X .
"Unsquare Dance,'" a jazz piece, was the third most popular
: / .

~

plece overall. .Most children liked its novel rhythms and the jazzy piano

B I3 .

style. However, as in "Thank the Lord for 59& Nighttihe," children whq‘

did not like 1t Had strong feelings about it,_;sually'saying that all she

clépping "gdt vn zheir ncrvesh ér got tirésome.. ?
. : i

Thfhpigce did’ not inspire€ creative ZOmﬁentéxor many different

images. Fiye students had no images 96r it. -Almqfi all the studerits who

did have ideas were reminded 6f people clapping, dancing and playing’
. - . . . ‘> =
instiments. .One EMH child said it was like a butterfly flyving to

~

different flowers, and one grade 3 boy was remindéd of Peter Pan.
Several students-noticed ihe.ungsual 7/4 meter. They were not

vabie to analyze how it was diffefénc from other music, but would give up

"
3

trying to clap or othérwisé keep tﬁe,beat, and two grade 6 students
. o,

- Y - : A

commented, "This has a weird beat.'" . One said "How could you keep time

to this, anyway?" Another boy said that it made hlm_feel motionless, his

way of saying he codld rict mové to it and keep time.. -

- . . . "‘. R . -~ . ‘ . -
“Pachelbel Canon': - ‘ o “ e oL T8

- ;.

'This piece elicited ﬁatﬁne ideas from several students’ ‘Some

AR

examples é:é shqwﬁéﬁélow: - ’ ' o ‘ -
1 -EMH: . ". ..« The sun dSrup, there are flowars and birds,
e .'I m swaying back and forth "eo O \"” B

woo. A rainbow- a boac in’ the middle of a blue lake..
Grade'G: "‘ . a kite gliding in the:air. o ',,, f" -
“'" ‘ . * " s " ) , . .

' "... . birds gliding in the air."

e . - A .
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‘.

L~ »
. -. lightning and tears.'" (The student would not

e

S

<4 expand an this idea.)
Grade 3: Trees swaying in the wind.
. . . sitting outside on a nice day; grassy birds."
; " . forest with”flowers ahd animals." ..
L] “é :
FONTr students mentioned dancers. ’ N

. Most EMH students enjoyed listening to the "Canon," but ouly
‘ )

one grade 6 student 1iked it, and seven students were indifferent.
£y . - - .

. P . )
Despite the pleasant images, only four students felt\that the music had a

happy feeling.’

relaxing,

Others described 1t as being peaceful, romantic or !

but eight students felt that it was sad.

\

Summaty sheets showing’images, feelingd and ratings for each of

thé seven sélections appear in Appendix H.
. : a . .

-~

}
/“
R

LR

YN

- ! : .

-~ b a
o

To summarize the findings from the second listening task

P RN

"describlng the images evoked by the music,” in terma of comparing thef

EMH students to the other two' groups, there are fewer discernible R

in
.

.differences bggween groups than there are between individual students in’

s

-each group.

.y

1.

. o

' istudents, but they werelnot'as verbal-as the others in

-

o

-

oy,

. . ’ .
L] . ) s FY
. - .

- .
.

The fbllewing terdencies were evident:

"EMH students.' images were as varied as those of the otHer

. . t f e
LI - ; . . . b

‘theif'desériptionf.“ - L ., t.v -

b

Grade 3 étudents gevefmore detail-in tneir descriptions °

.,

‘ than either of the qther two-groups.

EMH. students,gersodelized their desctipniona more than’ tbe\\&



Ny :
* 4. Some selectlons prompted verv similar responses from most
9
students, regardless of Whlih group they were in.

’

3. "Rating the Selections. After listening to each selection,.making

comments and answering questions about moods and .images suggested by the
4
mufic, each student was asked to rate the pilece, using one of three words:

like, indifferent or dislike. -

Table 6 on p. 83 shows a ftrequency count of résbonSes to each

selection, for each group. As the figures show, there are distinct

. differences among the groups in how they rated the music. EMH students

used the "like" rating in 40 instances out of a total of 70 {tems. It~

-was the most frequent response within their own group, and it was also

used more by this group than by either of the others.

.

The EMH children also used the‘"dislike" response more than, the

other groups, although the frequency égas low for all groups One student

was responsible for six of the "dislike" responses, as he disllked all

the selections intensely; except "Prince of Denmark;“ td which he was  *
1 , : :

#ndifferehg.' He is the only student of the total of thirty who never

-

used the "like" rating. Two other §tudénté in the group did not dislike
any pieces. ;The~othef seven students used all three responses in ‘their .

"
. 4 -

ratings. : v - ‘ o w

v

~"Indifferent" responses occurred the least frequé‘tly with the

.

EMH group, with only 14 of a possible 70 items being so rated QQmpared

¢

4\\w1th 34 for grade 6 and 24 fqr grade 3. : | \ -

\ L

‘

Two pieces, "The Swan and "Pachelbel Canon,' which had the

o - _ o .
@ighest numbgr_of "like“vresponses from EMH-studgncs; were among the =
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o -
g Table 6 S
Distribution of Like, Indifferent and Dislike Responses
- Inciriduel Interviews
— i} ' t -
_~EM.H. Grad® 6 ! - Grade 3 Al
Lo b L1 D1 U, Qo
\ .H—*—A E: - . ’ .
1. The Swan * o7 1. 2 {0 8 2 0 b .S L«
o ’ ’ | -
2. Percussion: Allegro 6 3 1 L1 e 3 ;4 33
3. Prince of Denmark 6 2 2 7 3 L0 ‘ 8 2 0
4. Thank the Lord A 7 1 2 9 1 0 ‘] 6 3 j/ p
5. Sakura ' . 2, 47 -4 0 5 "5 | 2 6 2
f - . t ) N
6. VUnsquare Dance s? <3 2 624 .. 0 .6
- . R . ‘ ) i ::.'T'
7. Pachelbel Canon 7 0 3 .. 7 2 Ly
40 14 16 24 34 12 wi 35
. L = Like \ - . . ‘ e - \
1 = Indifferent T ] . s e e
“D = Dislike - . ‘ o ' - '
R B . : . oot



The most frequent response from the grade 6 group was

"iddifferent." Grade 6 students used this response 34 times, which

~
N

represents nearly half the‘items..;There are two pleces, both slow in
‘tempo, which no one in the group‘liﬁed, and three pieces all with a fairly

fast tempo, which mo one disliked. "Therefore, in fiVe of the seven

pselections, the students in grade 6 used only two responses.

°

‘lhe grade 3 group's responses-differ from both gf the other two
groups, althoygh their distribution of responses resemhles,that of the
EHH.group more than that.of grade 6."The§.used a "like"ﬂresponse more
frequently than grade 6s did, but not as often as the EMH group, and thev
used the indifferent response more often than the EMH group, but less
frequently.than grade‘b. Figure 1 onp, 85 presents, in the form of bar
graphsg the same information contained in Table 6‘on p. 83. These graphs
Ihelp to clarify sdéme of the similarities and differences ‘n type of

responses‘between the groups.

s Im order to assess tHe pieces in terms of group preferences,

vnumerical values were assignedtto the ratings ' Each "like" response was
,given three points, each "indifferent" response; two points, and a o
"dislike" response, one point

Table 7 on p. 86 shows the ratings of ‘each selection for each

; \ o ' ' >
group. The EMH grOup had the smallest range in preferences; with six

‘>pieces having.between 23 and 25rpoints.i."Sakufa;'_with only_18 points,
. { L ‘ SRR

was clearly their least pophlar piece“;
This contrasts with the range of the grade 6 group, which is.

_14 points, between "Thank the Lord for the Nighttime with 29 points, and

"Sakura" with 15 Grade 6 scores fall into two distinct groups. _The",

"first group contains the three favorite pieces with 29, 27 and 26 pointsyjf
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E&gure 1

Indifferent and Dislike'Responses,

Distribution of Like,

Individual Interviews

[}
S

~ Grade 6

Grade 3




Table 7
Ratings of_Seléctions_by Each Group

Individual Interviews

- E.M:év‘ Grade .6 Grade 3 "Tpt;l
The Swan s 18 23 . 66
Percussion: Allegro 25. 18 21 . 64
Prince of Denmark - 24 27 EETEN 79
Thank the Lord = 25 29 25 79
Sakura o ‘. 1515 20. 53
Unsquare Dance - ) :23_ | ; néﬁ 26 75
‘PaCﬁelbel.Cénon 2% | 18 23 ‘ %Z -
Total 164 151 . 166 481

Range - 7 14 8
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and the second group has four pieces, three each with 18 points and .one

with 15.

It was expected that the group which .was the most indifferent
to the music would have the smallest range in ratings, but such was not
‘the case Grade 6 students were indifferent in many instances, but thej o

all 1iked or-disliked the same pieces, creating high and low scores.

' Nine grade 6 students liked "Thank the Lord fot,the Nighttime," and no

~one dislikﬁsgit. On the other hand, no one liked "Sakura,' dnd five

students disliked it. _This high rate of group agreement among ‘the grade

|

6s, which suggests that they‘have acquired some stereotyped attitudes to

music, created greaten'extremes in scores.
S c : ® N o
In the other two groups points were distributed more evenly, :

- since students.liked and disliked different selections. -
The grade 3 group, again, in this respect lies between the EMH

and the grade‘6 groups; ;Their range is just one greater than that of the
J

'EMH group,. but the seven scores are evenly distributed from 20 to 28

— e

'[’heir favorite piece is clearly "Prince of Denmark fwhich eight Students

. liked,and o one‘disiiked.j In this group, as in the grade 6 group,'a \\\;\;
tendency to prefefifast‘over slow‘music,is apparent; The three highest
scbres are, a&:in grade.6 "Prince of Denmark " "Unsquare Dance, and

’ s \

A"Thank the Lord for the Nighttime,V all of. which have_fairly fast tempi _

Do

N
as well as a Strong beat.v "Sakuxa," besides having a slow beac, is in a R
" minor tonality, which many students felt is sad or boring

’

Again,lthere were observable differences in the manner in which

o

children of the, diffeg#ht groups made their choices. EMH student:'

-

decided.quickly whether they 1iked a piece often as*§60n as ‘it started

playing, but they sometimes changed their minds while talking about it. =
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LN

\

~They were very emphatic about music they disliked, commenting, "1 just
hate this'": or "Good, that one's over.' Their facial expression changed

as they listened, reflecting ‘their reactions to the music. 2
-
The grade 6 students were co—operative but not enthusiastic.

»

about this part of the listening task. They too, did not take mudh~time

s .

to decide on their responses.. They did not make extra comments.,did hot

move around, and their facial expressions changed very I'ttle

.

Grade 3 students tended to-"think out IOU_V about theiqf o

dégisions before marking their requnses, with comments Such as; "That s

- a good one'"; "I really like this one"; and '"Well, Ixsort of like that,»

| but mnot realiy. | One boys said.of "Thank the Lord for!the Nighttime;

"Well I don't really. 1ike it, but 1t would put me in a happy mood . " Hep.?

decided that he was indifferent to the piece .
With the grade 3~group,<moreﬂthan the others, it seemed Esat

when the "indifferent" reSponse was chosen, it was because the Students

,c0uld not decide whether they disliked a pieoe, or because they Liked one

: part’of a selectibn and nbt'another. This was true of some EMH children

as'uella Grade 6 students, however, really did appear to be indifferent

to the music when they chose that response.’ ”v_ :i ;v:f .
. [ T N .
To summarize findings from the thitd task, rating the selections\

“EMH students responses ‘were closer to those of grade 3 students than to

—

pthose of grade 6. Both EMH and grade 3 students used ‘a "like".response

~

more than any other response, "while- grade 6 students used the "indifferenc" |
._response'most Oﬁten, . . pi< éf,b 'i' l”'miij_g-’ v )

-3



Group Interviews and Listering Sessions .

»
5

.Group Interviews

LTS

A week after completion of the . individual 1istening sessions,
)

the students‘in each group were interviewed together in their own class-

rooms.v The EMH class c;;sisted of the‘ten students chosen for the actual

study,’glus the student previously mentioned in Chap%er 1 who had not

been included. The: grade 6 group and the grade 3 group discussions each

. included the whole class. The class members who had not been part of the

i

actual study groups were eager to learn about the study and to contribute
' v

. thelr input. The remarks of the original,grbup members were specifically

I3

\\"ﬁoted so that they could be compared with comments they had made during_. .

oo

‘ age»grOUps.
‘ S,

-

‘_individual sessions. Other student input was recorded and.the-data

ol
. a

considered as additional information which was useful in making generdli- J'

zations and drawing conclusions about responses to_music in the different

-
o

-

'i,. Gf%up.‘ The EMH students gradually separated into two distinct

e ,‘.'\

3’groups during the group discussiOn .and listening session, with the boys

[

_forming one, group and the girls the other. The students named the same y

'x'D"

. grdups and artists that they had mentioned previougiy, but with the boys o
Y

expressing\a stronghpreference for the "heavy metal" groups,'and the SR

v
>

girls namﬁng female vocalists such as Madonna, Cindy Lauper, and Tina

Turner., The boys looked to Student No. 4 for leadership Hevwas the.one'

‘”*‘whorhad—dis‘iked all the music earlier, and: the other boys echoed his }’

preferences in the group situation.- o ::{f'}, - e o '
The girls did not appear to have a leader, but they were'

Syt
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unanimous . in criticizing thé,boxé' cﬁbices of favorite artiSQS: The girls
) ] ‘ . o ‘ . C R ¢ .
all agreed that they enjoy country music, and some "romantic” music, a

“ 3

statement which caused the boys considerable -amusement. ¢
- ) I3 . B /] 'f' . "\_f"\ B #‘*

The students'/comments during the"é?ouﬁ intervieis were largely
’ - ) . a
consistent with'uhat they had stated in their individual interviews.
They spoke of liStening to music with their families and friends, and of

sometimes preferring to be alone when they listened They all agreed
[

, “

that‘they like to dance tO*musiC, although in individual interviews some )
. . “
‘ had séated that they do not dance. 4 . ‘
& Three of the boys.stated that they-enjoy watching»rock videos.
| The‘other students were indifferent to them, and one girl said, "Rock
[ . LI i . : .
videos'gre bad-for you. "ot

.
N

The studenus agreed that they 1ike school music, especially

%inging songs, .and playing rhythm instruments.v The girls, but not the >

boys, saidathey would’ like to learn some dandes
BT | . LR ?
All the,children reiterated their feeling that music is ;uf

o .

"o important bo them, but not all could say why As in‘the individual inter-
. .4 f
views,‘they made general comments, as in the examples shown below
: \ LR : : - /.
: "I “don’ t know, but I really like musica"hf‘ ’ - S

}.

_"It makes e so happy

o A‘~"It has such a nice sdund "

s o . R B

ftojboogie}!}—i—f ”ﬁ‘x,_' - ",,'ﬂ,‘,.;.

'"Isﬁant'to”learn'to'play‘iﬁ.a'band.?ﬂ C e = b e { .

~In this group discussion, peer influence was very evident, especially

among the boys._ Four of the boys would look a: Student No. 4 and wait

£or his comments before making theiﬁ owu, which7always echoed hia. The;,'?'t

girls also agreed with each other, but no one*girl stood out as leader.“'"
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o . '

+ 2. Grade 6.. The students listed the same groups as favorites as they
.4 . R

~had in their individual interviews. Some discussion centered on groupé}&

whose song lyrics often contain thgmes'of violence, sex, drugs and

- [

suicide. Some students said thattheirparents are concerned abOut‘the
effects ofrlisteniné-to/such mus{T over long periods of time, and one
girlvstated that listening to these groups all day "isn't gaod for you."
Several éirls and two boys agreed with her. Others felt that the words
are net to be taken seriously, and that no one~listens to them. One boy
vstated, "{ listen to dt for the heao and the music; I like the guitars.
1 don't pay any attention to the words."

There was also discussion of rock videos, which several students
say they,yatch every day'after-school. ‘Again, students told of pareats'
concerns, and three students reported that they are-not allowed to wateh

.rock videos, and that they agree-with their parents. Pther etudents ﬁglt
that they are harmless. One boy said, "They help. you enjoy the songs
' more because onee yOu've'seen the video, when you hear the song,fou tan
fisEE-the pictures in your mind." Ano;her.boy stated, "Some of them‘are
really sick, but: they d never make me act difﬁetent than I already am. -
S '
Sometimes I just watch and wonder what they'll think of next.ﬁ
”m f There was general agreement that listening to hard rock music

or w&&ching videos over long,periods could perhaps affect some people in"“,_

negative ways, but that this could happen dnly if they already had - \

abnormal teﬁdencies.
c0uld be adversely affected by rock music or videos.

In response to other ques, %ns, -most students said they own .

-'several tapes, that they like to listen o music alone in their rooms, or-a'

the students said that they sing

L . I

; with their frienss outside. tAbout hale
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along with their music, and more than half said that they sometimes move
or dance to the music. These responses were all similar to those in the
individual sessions.

In reference to school music}-students stated that they enjoy

singing; when they have good songs. They named several folksongs of
. . 6 . 3

" and some strongly

other countries, "Consider Yourself" from "Oliver,
rhythmic spiritual/gospel songs from the grade 6 program‘as examples.
They said that they enjoy addipng~instruments to‘their‘singing,‘and most
also enjoy learning\folk dances. :Several children expressed a dislike of
activities involving handsigns and solfegé.

All students’ who enpressed opinions on the subject agreed that
music is important in their lives. Some comments were: "It'would be
awfullyiouiet‘mithout.it!"; "l have it on-all the time: sometimes I
don't really notice it, but' I miss it when 1 can't‘have it."; )

The class group.included students who take or have taken music
lessons. Some oﬁ‘these.Stated that they really enjoy learning music,

i
»‘while others say that they do not like the fessons or practising, but

they think they will be glad to have their skills: when they get older

The class appeared to enjoy the discussion, and several children . >

voieed varying opinions ‘on the topics. Those who spoke did.not_seem to

feel under pressure to agree with their classmates. ‘However, sexeral

children did not volunteer ‘any comments‘
. i 1

When naming favorite artists and types of music, there was a

very narrow range of responses, suggesting that either the students

actually do like only current rock stars, or that they are shy about

9
admitting a preference for other types of music in front of theit class-.

‘;matesm Therex$3<just,one exaaple‘ot possible-peer'groupVpressure: the

- . . . . VTN
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boy who name‘d f,(oger Whittaker as his favorite sirdger in his individual -
interview did not mention hiin in the group situatipn. These ‘response‘s
support research findings of Nolin (1973), LeBlanc (19%9), Greer (1974),
who report that asvchildren grow into adolescence, their musical N
preferences narrow.

3. Grade 3. The grade 3}gfoup discussion tookg place in the classroom, .

with all class members being included, as in the grade 6 group.

1 . ° o

Generally, the children expressed the same opinions and displayed',the‘
' same attitudes in this spetting as they. had in their individual ’1ntefviews.
The); agreed that they lika.to listen to music, but the)'"did not exhibit

strong preferences for one type Of music over another. A few children
~N ~ -

own tapes of artists such as Anne Murray, Kenny Rogers and Michael Jackson.

.

’ ' })( Y ’ <
Instead of mentioning specific artists, theSe students wduld sﬁeak about
cha'racteristics’ ‘of' music, saying, "I like fa’st,»livel'y- longs"; or "I like
music with 'a good beat"; or "I like nice soft, quiet music." Their

coments suggest that their musical preferences are still unformed and ‘

.
-

v that these attitudes are more. flexible at &_{point than those of either
< e .
the EMH or the. grade 6 group. ’ : :

There seemed to be consensus that punk and heavy metal groups

<+

were "sick\ or "stupid" and they criticized their older siblings devotion .

to such groups, repeating ‘co_mm_ents they had heard ‘from eir parents, .< '

: ’ . ) ..' - o \\\
about "bad words in the so-n‘gs." o ‘ L : o P AN
. - ¢ \ . . S 3 .

When askea If they like tor sing or dance to their music, about™ ol

. . ’

- half the SCudents said t/lfey sing along witkrmusic at times, but there was

“ genetal laughter» at the mention of dancing Later, a few e;ud(ents said J
S . L -

~

they dance a little to music.
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éThis class was enthusigstic abdu; school music. They said they

especially like‘sihging, using rhythm insfruménts; and learning about the
instruménts\of theforchescra. Tﬂey'were able to name several of their

favorite s&ng# from the school music program, ranging from lively action
S e . .

songs, to folkitunes; both slow and fast.
Students 1in this cléss said that music 1s important in their
lives, althoﬁgh they were not as emphatic about it as grade 6 students.

Some of the comments were:

"Well, it's really nice to have music on the radio because {it's

happy. If you're alone you don't feel alone, really,"

"It's nice to be able to play or sing when you're happy."

l}t's nice te have at church, and at concerts, and when you
. .

have weddings and thifigs like that."
"It's nice,, but you need sports more."

"I don't really need it, I don't think."

' The grade 3 children appeared to be very relaxed and open in
their épproachvtq the group discussion. Some students were hot, interested
and did not contribute, but other students voicedltbeir'opfnions freely

.and did not seem to be looking to any person or to the grbup;for direction

or apﬁrbval. There was littie real disagreement about the vglge of.music
. i ) \ ) - | -8 o-
and the studencs\gid not appear to feel strongly enough abouE'SEECific

types of music or artists to be concerned about conforming to'the group..
R . / ' '

. _ - . ‘el “ * R - : ‘

~ Summary - v . . _ L

- : C [ - o , ' ’ P

The EMH children's expressed attitudes in the group interviews -

were closer to those of their chféhqlogicalvpeefs,'ché grade 6 students,



@

(3

than those of the grade 3s. Both EMH-and grade 6 students spoke of

spending a large part of their leisure time in listening to music: both

groups have very specific preferences in popular music, and students from
- ;- .

both groups are familiar with current rock and country groups. The grade

3 students, on the othef hand, do not appear to have yet developed strong

preferences for one type of music. They can still relate to what is
B

h&hmonli called "children's music," so they enjoy the music from their
school music program more than the older children do. Tée EMH and- grade 6

students seem to have left behind the world of children's music for the

commercially successful music which is produced for the adolescent and
o .

young adult market. ) »

i

Group Listening Sessions , _

In this section, responses from the group listéning ses'sions
L 4

for each group are presented and compared to results of indivioual
sessions. Rather ;Egn comparing results anong tho three groupé, these ;
comparisons w111 concern differences within each gronp oétween the
individual and gnonp seosions’ i! S S o : ,'»"

The group isten{gﬁiﬁpssions were- hel% in the groups classroons,
with the whole clasf%pa%iicﬂpating. Only the data fron the ten students
j~gf each class who were actually pa?ticiiifing in the Study are used in
comparisons between che group sessions and individual sessions,

. The children were encouraged-to discuss nhe\music as they

listened, and to shate their opinions before writing cheir resp0nses.

Their responses and racings appear in Table 8 and 9 on pp 96 and 97.

.
» .
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Table 8.

Distribution of Like, Indifferemt and Dislike Responses -

Group ‘Interviews

96

E.M.H. Grade 6 Grade 3
L 1 D L I D L 1, D
The Swan 5 4 1 1 4 .5 5 4 1
. _Allegro (Percussion) 9 0 1 09 vél 5 2 3
Prince of Demnmark 10 (¢] 0 ;9 ~l 0 E/ 7 2 1
Thank the Lord 72 1 9 1 0 l. 6 2 2
" sakura o 3 7 1 5 4 { 2 51" 3
Unsquare Dance "8 1 1 5 5 0 ‘ 6 £ 1
Pachelbel Canon RL 0. ] 16t 3 LS e
, 49 100 11 i 26 31 13 13 22 12 |




N .

Table 9

\

Ratings of Selections by Each Group

Group Interviews

97

M ¢
S E;M.H. Grade 6 - Grade 3 _fztal
. . -

1. ' The Swan 24 16 24 64

2. :Alle%rd;(Percussion‘ ° 28‘ ‘19 _ 22 69 &
. Prince ‘of-_Denmar;c 30 29 26 85
4. Thank the Lord 26 29 24 79
5 Sakura '; 13 17 19 49
. 6. Unsquare Dance - 27 , 25 25 77
.‘7:. Pachelbel Céﬁod - ;‘2, 30 ‘  18 24 72
Total T 378 153 164 495

"Range o o Rt 13 | 7
v
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1. EMH Group. The EMH students had comsiderable inceraction‘while
listening, and displayed strong feelings about some of the selections.
The split between girls and boys remained during discussion of images and
feelings, because the boys were makingffun of the girls' responses; and

teasing them with remarks such as, '"This music reminds me of ugly girls.

~The gi1ls were .annoyed heCause they "took the listening .tasks seripusly.

-

‘'They were embarrassed by the boys' behavior, alchough it was not disruptiye

and did not last long.
N\

4

In answer to the first question, "What feeling doesgthe music

have?' there were a number of changes, as shown in Table 10 on p. 99.

4 —

The biggest changes:were in 'The Swan," "Unsquare Dance'" and "Pachelbel -

[

Canon." In the case of "'The §Yan," four children who had thought it had

a happy feeling in the individual interviews changed their responses to

sad or relaxing,'and one who'had“preViously thought of it as sad found it
boring in the group situation. Eight students.rated the '"Pachelbel Canon"

as having‘a»hagpy feeling in the. group situation, if cdn;rast to only one
in the individual interviens. This was obviously a result of group inter=

\

action, as oné girl said as she listened, "Oh‘ this is nice, .It nakes
you think of 1a bright sunny day, and flowers waving back and forth It

makes me happy!" The other students all agreed and added other images

}Slmilar intera%xions took place with 2fher selections . e

.0

Some~responses did not change. he two students who said. in

‘the. individual sossibnSchat "Thank the-Lord for,the.Nighttime”nmade them

angry had*the same feeling in the group session, and the two who had

.‘prev1ously found "Prince of Denmark" boring still found it boring in the

group, although they now liked it.

3
[

S In the second task describing 1mages and feelings, the;students

o

3
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remembered’mhch of what they had said in their 1ndividualisessions and
repeated it, with somé additions. The whole group agreea that "Percussion:
Allegro' was Hallowe'en music, and iisced a number of related images such

: i
as haunted houses and ghosts. -"Prince of Denmark"‘again promﬁtgd images
of queens, princesses and weddings from the girls, and parades and ’

presidents from the boys. During the playing of "Sakura,' e{eryohe
pretended to fall asleep. ‘One girl said that it reminded yér_of someone
writing very slowly. |

While there was not great variety in the images,. no one appeared‘

L ad

to feel under pressure to conform to the group. It seemed, rather, that

i

th? students wanted to discuss together and to reach consensﬁs. They
spowed great satisfaction when they éli agreed on something, and thgy
uld reinforge and‘édd to eaéh other's images. If someone disagreed, he
§>she woqld'be ﬁildly teased, but not criticized or hgmiliatgd.

‘fIn the third listéning task, that of rating th% selections,
there was con%iderable change from the individual -to tpe group situation.‘
B | Eééh ﬁime thatltheyréamé to rating a Sqlection,;khe diviSibn
”ﬁeﬁween the two groups disappgafed and the.children Qould discuss together
.;ﬁétﬁér they iikéd.the piece. :Thevboygdstill lookgd ;o'theirhléader but

~

. : « . o . v
did not always agree with him, while the girls appeared to act independ-

1

ently, uéua}ly'agreeing'with e;cg/;thep éﬁdxwith thé bgyé. fab{g‘ii

:‘below shows the EMH scﬁdeﬁtg' ratings offtheléélecciéns in'the‘iqdyﬁiduél
énd‘gfodp situations. This groué'é ratings'chapged far mére than éithe?
;f“thé;ogher t&o'grouPS'.. All ten studgnts likedb"Prince of Deﬁmark"‘and
nP;cﬁelbe1 Caaon" in fhe grOupyééssioq; ahd no -one 1iked‘"Sakura.” vfhis'
incféased the range in‘their r;tings, so that inftﬁe group sessipns,fthe
EMH groub'hés‘the largest rénge‘of preferenceé,.whereas‘in‘the iﬁdividgéi:

- .. L v .

-,
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3.
4.

5.

6.
7

Table 11
4

Comparison of Distribution of Responées“of EMH Students

- T
. in Individual and Group Sessions

The Swan

Percussion: Allegro
Prince of Denmark
Thank the Lord
Sakura

Unsquare Dance

Pachelbel Canon

Ao

]
The Swan’

Percussion: Allegro

. Prince of Denmark’

Thank the Lord
Sakura - R
: ¢

‘Unsquare Dance

" Pachelbel Cangn °

Total

Range

. e

Individual
responses

L I

D

101

NV NN NN
O w =N W Rl

W NN N =N

,Groub
responses
L I D
S5 4 1
9 0 1
10 0 0
2 1

7 .
0 §S§§<(
'8 1 1

10 0

0

40 14

16

49 10

11 .

Ratings

Individual
-Tesponses

25
25
24
25

. 18 ’

23

24

164

Group

responses -

24 .-

28
30
26
13

27 .

30

2 178

17

»
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¢

: fﬁéssions, they had the smallest. The EMH students used the "1l1ke"
P . _ P T

F@esponse even more freque?tly in this session than in their individual
§

sessions, and both their "indifferent" and '"dislike" responses dropped,

AR

ﬁ o
as can'Be seen in Table 12. L

! v
There was evidence of peer pressure in th1;¥ég§k, as the
- 3
, students seemed to want to have unanimous decisions. One boy wanﬁeé to i PN
raee\bis reaction to '"'Pachelbel Canon" as "indifferent".ﬁutqgﬁ; others
all sald)\"It's nice! ' Say you 11 it . . . we all ligéli;!"' The boy
theh‘chaéged hts mind, saying, "Well, it's kind of nice: R gueségf like
it," and changed\his answer. This tactic was not always sucgcessful. One
[ ] . f
student dislikgd "Percussion: Al;egro" and refu§ad to .change her hing,
saying, "It's a.stgpid song épd you guys are stu;ia to like 1t."

The students all agréed, without pressure from anyone, that

"Prince of Denmdrk" was their favorite selection.

2. Grade 6. The grade 6 sthdents, like the EMH schdenﬁsﬂrﬁad considerable

discussion during their group’listeﬁihg Session,'especiaiiy whiie dealing
with the second ‘task, that of describing images. This session differed

frém the EMH session in that the grade 6‘studeﬁ;s directed most of their

coAmgnts at the researcher, ihstead of interacting with each other. The
‘student’s tehaded not to react to each other's statements; so that the

session was a series of comments from different.people, rather thaﬁ'av

»

dialogue.
In answering_the‘first question;f"WhaE,feélihg does_the music 
have?" students did not discuss orally, but preferred to write their

» ¥

‘agswerékc‘There,was‘véry little change from the individual sessions, .

except that some students wrote down no answer for the question. ' For .
. ' - ,Q‘ e .

0
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some reason, the word '"confused' was used in five instances in this

session, while it had not beeﬂﬁuseq at all before. Perhaps the class had

encountered and discussed the word in another class activity and it had

recently become a part of their vocabulary. Their responses in individual

¢ i : -
and group situations are summarized in Table lZlon p- 104.

The second task, describing images pnbgpted by the music, drew

[y

more oral participation from the students, with nearly everyone anxious

to cantribute their ideas. Some students iA the study group talked about
. : - .

the same images they had described in their individual sessions. They

were surprised when told that they had all had very similar images for

some songs, such as "Prince of Denmark,'" even when listening independe?tly,

\

and discussed how this could happen. One student remarked, '"Well, that's

the kind of music they always play in shows about kings.and things and

they play music like that in parades, so if we hear it by itseif we think

of those things." The"student, of course, was right: she was unknow1ngly

.

paraphrasing research findings/which %onfirm this phenomenon Davies
(1978), for example, states that certain.kinds of music acquire certaim .
connotations becanse of ‘conventional usage. Loversoenes from movies are,

T |
 'usually accompanied by legato music played,by string instruments, so this

¢

kind of music aCQuiresr\entimental connotations.

When all the responses were analyzed it was found that there ﬁg

o

_were very few differences between the images’ given in the individual and

the group sessions. | e IR o o ;%
in performing the third task rating the selections, the -

'stndents:again did:not have much diSCussion‘abont.how they would rate tne';

pieces}’ They preferred to write their answers.“»iheir ratings,changed

rVery littie, except that in the group situation they rated ﬁThe'Swan" )

o\
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lowest of all seven, and their level of indifference dropped slightly.
o : Hy
They still used the "indifferent" response more than the other groups did.

*

Table 13, on p. 106, shows the comparisons between their responses in the
individual and group sessions. - .

The fact that the responses changed very littlerin the two
situations suggests that peer pressure was not’really a factor ig
determining student responsés to the three listening tasks. However, it
is interesting‘to note that the students did not really wantvto discuss
their ratings or their feelings in the group: they preferred to write
them down. Descrihing what they would paint, or whatlkind of movie the | «
music would suggest, is perhaps not so personal or threatening as stating-
whether they like a piece, or what feeling a oiece has for them. In this
respect, they differed from the EMH children, who werev;ery vocal about
all parts of the listening session. / ' ' .

3. Grade 3. The grade 3 students, unlike the others, tried Véry hard to

renember what they had said and written'during their indiVidual.SESsions,l/-

so that there would not be disdrepancies inrtheir answers. AlthOugh they
’ ¢

were reassured that this was not a test of memory, and that they were

expected to have several ‘different answers in this sessian, they still

Fsem

made an effort to write the same responses that they had written earlaer,

"They were successful in their.attempts, for their results are almost

identical to their first ones; o *

h

In dealing with the first task de3cribing the feeLing -of the,.
5music, students were open and anxious to share opinions ‘They often
asked each other, "What did you put for’this one last time?" Thereiwas

,more.dialogue than there had been during this task'in the grade 6 ciags,



Table 13

Comparison of Distribution of Responses of Grade 6 Students

in Individual and Group Sessions

-
Ratings of Selections . ‘ﬁﬁ
, Individual Group
responses ) . pesponses:
t L. D L 1 D
1. The Swan ' v 0. 8 1 4 5
2 Percussion: ,(Allegro 1 6 0 9 1
3. Prince of Depmark .7 ¥ 9 1 0
4. Thank the Lgrd 9 1 9 1 0
5. Sakura o 0 5 1 5 4
6 Unsquare Dance 6 4 5 5 0
7. Pachelbel Canon 1 7 1 6 3
. ; . ‘ :
24 34 12 , 26 31 13
¥ ¥
h Ratings
L | _
oo Individual .Group
- responses responses '
1. The Swan » Co . 18 ‘ ' 16
‘2. Percussion: Allegro 118 19
3. Prince of Demnmark o210 29
4. Thank the Lord B 29 L 29
5. Sakura .. ; 15 - o 17
6. Unsquare Dante; : o 26 - ' 25
7. " Pachelbel Canon ' 18 : 18
Total . o : 151 | 153 .

Range - ' S - 13

106
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and no one seemed to be concerned about what their classmates though® of

h) ~ ' .
their opinions. However, there were students who remained silent and

merely wrote their answers. The differences in responses to this task

are small, as Table 14 on p. 108 shows. "
o 1] 4
For the second task, describing images, grade 3 students

persisted in recalling what they had said in the previous sessions. They

enjoyed sharidg their ideas, and c0ntri5q ed some new ones, which were

) !

similar in most cases to those already givén by others. They often
)
associated the music with television shows.which they had seen. Several

students agreed that "'The Swan" would be good music for "All My Children,"

a soap opera.

For the third task, rating the selections, the children chose

almost exactly the same responses as they had in the individual sedsions,

as‘één be seen in Table 15 on p. 1b9. As in the EMH class, the'children
~agreed that their favorite was "Prince of Denmark" and that they liked
"Sakura' the least of all the selections.

No evidenée of peer group pressure was seen in this session
with the grade 3 class. The children enjoyed télking about the selections-
‘agd often disagreed mildly with each other. There was nd swinging of
o%inion frem d6ne side to another as in the EMH class, and there was.no

reticence about voicing likes, dislikes and feelings% as in the grade 6

class. Participation‘was'high, with very few students not speaking -
I ‘ B '

-

during the. session.
. ‘ . E : . T ¢
Summary . -

Evidence of peer pressure was evident in the EMH groug‘listening

little;, if at®

<

.SeSSion,fto‘a lesser extent in the gradé 6 group, .and very

'~
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Table 15
Comparison of Distribution of Responses of Grade 3 Students
! \

in Individual and Group Sessions

LY
Numbers of Students Showing Liking, Indifference, and Dislike
/

./’

Inndividual Group
- responses T responses
L I D L I D
1. The Swan 4 S 1 5 4 1
2. Percussion: Allegro 4 3 3 5 2 3
3. Prince of Denmark 8 2 0 7 2 1
4. Thank the Lord “6 3 1 6 2 2
5. Sakura 2 6 2 2 5 3
6.. Unsquare Dance 6 2 2 6 3 1
7. Pachelbel Canon 5 3 2 5 4 1
, 35 24 11 36 22 12
<
Total of Ratings for Each Selection
f' Individual - ' “Group
4 responses ~ responses
1. The Swan | ‘ 23 . 24
2. Percussion: Allegro 21 | 22
3. Prince of Denmark . 28 ‘ 26 ' .
4. Thank the Lord . C 25 n ©o26”
5. Sakura - 20 19
6. Unsquére Dance ¢ ) 26 ' 25
7. Pachelbel Canon . : 23 . 24
Total. R 166 164
Range - ' , 8 ' , . 7
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“all, in the grdéa'ikgroup EMH responses changed significantly, especiallv
in rating the selectlons while grade 6 and grade 3 responses changed
veryhligfie- Some changes in response may have been due to the fact that
the students were listening to-the selections for the second time in this
session. Research studies such as that conducted by Getz (1966) show
that repeated listenings do affect preference.\ A study conducted by
Bradley (1972) indicates that repetitive listening is a factor‘in changing
preference decisiqns. However, the children heard the selections &nly
twice, and there was 'a lapse of at least a week between every child's .
individual and group session, so it is doubtful that repetition was a
significant ;actor in_any changes in ratings.

Observatons from both the individual and grqup'sessions tend
to support findingéiby researchers ;uch as Crawford (1972), who concluded

' thaﬁ‘sixth graders were significantly less positive toward music experi-‘
ences both in and out of school than were younger chiidren. .He also
found that students held more positive attitudes.to out-of-school music
than to infschool music.appearances. Nolin (1973) aisp found, thrqugh a

o ‘ v )
musical attitude inventory, that there is a decline in positive attitudes

.

.to music in students as they grow older.
The findings presented in this chapter will be discussed in

Chaﬁter V, in terms of their>felationship to the research questions asked

"atthe beginning of the study.



v

{ L CHAPTER V
- o : :
~h o

SUMMARY, CONCLUSIONS, AND IMPLICATIONS X
14 A ' ’ -
. ‘ ¢ N , $ ) ? )
A}
This chapter contains a brdef- Summary of the study, the main
a RS a i
findings, recommendations for further research apd imglications for

R N .,(

/

music education.

LA

Summary

The purpose of thjs study was twofold: _ 2 k;

n
. 1., to investigate the place of music in ﬂ}ves of a group

D
“ .

of educable handicapped children;
2.7 to compare‘the,musical experiences and responses of the

‘ retarded children with those of a group of their chrono-

L llogical age peers and Wlth a group of mental age peers.

The participants in the sﬂhdy were thirty students from an

-ae-elementary school:' ten eleven—year!yad

students, ten grade 6 students

;;Q‘and ten grade.3 students, aged eight test‘qf‘muSicai auditory

“w

,t £ H Ve -~

fdiscrimination was administered to the'students to conpare’the'gronps' \\<

L 4

bilities to recognize identical and different musical phrases.

e | S e ,
ﬁpreéerenées ‘and listening habits. Then they were asked to listen to




b, . ," R

> ) . / 112
I
' ) . !
b Group interviews and Listening sessions were then counducted
with each of the three groups. During these dicsussions the students

-~ -

answered the same questions and listened to the same music as they 'had in

the individual sessions, butathey were encouraged to interact with each

v
other in formulating their responses. All the data collected were
examined, responses were tabulated and categoria@d, and resulting patterns

were described.

s

Findings

t

Research Question 1: How does affective response to mus%c of mildly

retarded children compare with that of .

o

(a) children of the same chronological age?
(b) children of the same mental age?
o L . .
It was found that rec;rded children's expressed attitudes toward music

were very similar to those‘éxpressed'by their chronological age peers.
[ - ' ! .

’ - 'K ' ‘ : o

Both groups demonstrated a strong preference. for rock music, and little"

knowledge or iﬁterest“invothervtypeé of music. Bbth'gfoqps weére very.
e&thusiastic abou£ ffﬁeir“ mpéic.‘ Thé mental age pee;s (tﬁe grade 3~
jgroup) shéyed Q?oadefgiléss well—défiﬁea.prefefénéés. They’liked_sgyeral
differeét types of music, Qith preferences bgiqg-défermined by'muéical l
elements such‘gs tempo or beat‘fafhe: than by genfé, vTHe»é;ade-B.studeﬁfslb
' appéaredrgo beﬂﬁgre,boéi;iv;‘tbward scboql’hnéicrthgn Qere gi§her tﬁg EMH:

or grade”6 students. However, the EMH étudénts had had very little

.-

.sghboi/musié.‘ Co f-
In 1isteping.to the seven musicél selec£165§;~the retarded

'
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students' response5 were more.similar to those of their mental age peers
than those of,their chronological peers. The EMH and grade 3 students
tended to show stronger feelings, positive or negative, toward the
selections than did the grade'6 students, who frequently expressed
. indifference. . No differing patterns of images-and feelings for the music
emerged from/the different groups: all groups described a variety of

images and feelings. Based on these findings, it can be concluded, then,

v

that retarded children's affective response to music is similar to that

of normal children.

Research Question 2:' How. does musical auditory perception of mildly

. .
§ i N

retarded students\coﬁﬁarefﬁfth that of

() children pf‘éhegsame chronological age?

(b) children of the same mental ageé . ) .

The purposeiof theiahditory perception test was to determine
the students' ability to discriminate bet;een identical and different
pairs of musical phrasesx'add tovidentify the nature of the diffetence,
when applidablé., In’this.study,'the retarded children's scorés were
fcloser to those of their chronological peers than to those of their
mental age peersf The grade 3 group's mean scores uere higher than either
of'the other, Eno‘groups in‘all four categories of scores. - The EMH
students scon%d as high as the grade 6 students in total number correct,
fand higher than grade 6 in identifying identical pairs Theit scores
were slightly lower than those of the grade 6 group in identifying |
.different pairs, and considerably lower in- naming the types of. differences
, probably because of less welf developed vocabulary skills and lack of
‘training in musical concepts. The conclusion is that retarded children s‘

. , . ) .o ’
v ) to - ’

s
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musical auditory perception is similar to that of normal chtldren.

Research Question 3: Research clearly states that peer group pressure fis

a factor in musical preferences of children (Nolin, Taylor).
How do retarded children's responses to group pressure compare to that of
(a) children of the same chronological age?
(b) <children of thg same mental age?
It was thought that considerable change in students' respoﬁses
between the individual and the group sessions would be indicative of peer
group influence. If this is so, then the EMH students showed more

evidence of group pressure than either of the other two groups, since

“

their responses chénged.the most. Grade 3 students did not seem to be
| concerned about conforming to the group during discussions, whi{f/gréde 6
students appeared wéry of voicing preferences which differed from those
of their classmates. L

EMH'students.and grade 6 students were alike in that bqth
. groups showed évidence of being strongly influenced by the rock music
phenomenoﬁ.. In this respect; the EMH étudenfs Qefe very like their
chronological peers. However; 1nvtheir openness tohlisteningvand

. responding to other types dfﬁmusic, they were closer to theirlmentalzagé
: » T ; ,

peers. . S ' T

—

Implications for Music.EdQCation

From the findings and conclﬁsions of this study, the'followipg 
implications are suggested:

-
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1. The fact that the EMH students_scored as high as the grade 6
students in several aspects ef the auditory discrimination test, despite
having had very little music education, suggests that they ane\as capable
of developing musical concepts as afe‘average students, although they mayu
need more time to do so. These students need to receive a structured
music curriculum which helps them to develop their aural skills, se they
can reach their potential in musical responsiveness and aesthetic

~

awareness.

A review of gui@ebooks for special education music revealed a
lack of attention‘tq music listening activities which are designed to
increase aesthetic'awareness and to enhance enjoyment_of music for its
own sake.. As stated earlier, aesthetiq‘considerations are often presented
in the inttoductlon, with no reference to their being made in the actual
lesson plans and activities. Since most of these students' involvement
with music as edults will be primarily as listenere rather than performers,
it is important’ to develop programs which are designed to acquaint the -
students with as wide.a variety of}good music as possible

‘ Vo

2, The EMH students we;:pepontaneous and uninhibited in their
responées to the musical selections; ‘The; exhibited more willingness td‘
listen to different nnsid than did tge étgﬁe 6 students."Teaﬁhers een

1respnnd to this'opennesscby exposing the children‘to a great variety of

.musical experiences. ‘Since the children responded in such a variety of

3 [

ways to the music used in this study, a‘nide renge of well—plénnéd' o

listéning experiences would probabl& raise theitklevel of response. This,
“in‘turn, would help‘to make them‘awafe of'a'wider range of embtinnal

. responses within themselves, as well as serving to enhante their vncabulary}

3. - The fact that the EMH children often related the music to
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themselves suggests that they may be more inclined than other children to
identify with feelings and images which they feel the music_conveys.A
Thus ?t may be even easier for them than .for othérs to use music as a
vehicle to express their emotions. Since some studies indicate that
retarded persons often experience emotional disturbances because they may
lack the vocabulary skills needed to express their feelings, developing
musical aesg&etic ayareness maz be especially valuable for these children.

f‘ 4. The EMH child;en.Tesponded more physically to the music
than did the others. Therefore, in planning listening lessons,_brovisiOn
should be made for plenty of moVehent, and the chiidren should be
enc0urag§d to respond freely to the musié. |

5. The EMH students exhibited a strong desire to be like

average adolescents. This impfession was verified By the teacher; in the
pilot study‘and‘tieﬁresearcb study, who saidvthat their students want
more than anything to be "just'iike the other kids." fhus'théy try to
follow the latest fads in clothing, slang expréssiéns, aqd!popqlar music.
:wﬁile it is dgsirable to expandatheir mﬁsical horizopshfor éll_fhe
reasons éited aﬁove, it is élso important‘fhat they be ehcbu;égedito
enjoy their own current favorite rock groubs. This 1s.g§rt of.the normal
_deyelopment of young people, and is something which can be aayghicle for

©

integration and normalization. . o @

Recommendations for Further Research o
'since little information is available on affective response to

music in retarded children, there are numerous possibilities for further

<
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investigation. As this study progressed, several relevant topics for
further research became apparent. These are as follows:

1. The retarded children in this study had had né training in
musical skills and concepts. More research needs to be doﬁe on the effect
of music education on these students' musiéal auditory péptepcion. The
fact that they scored as high as the grade 6 students ine;ome aspects of .
ﬁhe teéé suggests that with training, their discriminaci;n skills would
not differ from those of their chronological age peers.

2. Year-long studies which would produ;e more infoFmation on
thé a;tual development Af‘musical affective responsé gre needed. It
wPuld be useful to conduét a study similar éo this oné, in;wgich children
-a&e asked, at the beginnihg of the school year, to ré;ct to ;everal types
of music. The childféﬁ shoula then be presented, dufing the course qf'

/
;

the year, with-a wide vafiety of planned iiscaning éxperiences and

activities, designed to develop awareness of music?& concepts. Further
interviews ét‘the end of the year could tben ;ssegé progresskand change.
Suéh a étu&y ¢o§1d be extended ovér two or.thrée %éhoél yéars.

3; Anochef-usefél longitudinél study ¥ohid be ;ne which

éxplores the effect of a comprehensive music education program for EMH

students during childhood'ahd adolescence, on tﬁe_extent to which ihey

-

' ﬁudies by Luckey and

.

.parﬁicipate ;n“mQSicél acﬁivities‘as édults.
Shapiro:(1977).and.qucoféﬁ and Frénch'(l975f strgés th&t'training in
ieispfé time ski}lé’da; help reté;ded‘adul;s ' ‘
tz and Yekutiel (1974),

with unstructured situations.‘§According to

_group home operators say one of their major

skills to the residents£ and pAréhté of mildly retarded young adults state -

that the most important problem for their children is lack of suitable

’

o learn to cope effectively

tasks 1s teaching recreational . .

" . . 4
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coﬁpanions. As a result, they spent their leisure time within the familv,
or alone. Would extensive aesjhetiq education motivate them to seek out
music experiences? '

4. Other studies should be done which compare auditory
discrimination skills of children of different ages. 1In this study,
gradé 3 students scored higher than grade 6 students in all categories of
the auditory test. If’other studies have similar results, research

should be conducted in order to find out why auditory perception skills

actually decline in some children as they grow older.
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These quescions were asked in d&fferent order to different students during
the pilot. Not all students were asked all the questions.

1. What is music? .

2. Do you like music?

3. Why do you like (or not like) it?

4. What kind do you like best?

5. Do ;ou have a favorite grohp'or singer? Who is it?
6. What is it about this group that you like?

7. What kind of music do ;ou do in school?

8. 1Is school music different for you than other music? If so, how is it
different?

9. What is your favorite activity in school music?
10. If you could buy a new, fape or record today, what would you buy?

11. Do you like to listen to music best when you're alone, or with others?

<

12. Do you ever dance and/or sing aiong with ;he music?

<

13. Do you have a favorite place and time to listen to music?

v

l4. What kingd of music do your parents 1ike? Your brothersg and sisters?

'

15. Do you or your parents ever go te concerts?
16. . Do you watch rock videos? What do you think of them?

17. Would you like to take private music lessons7 If so, what. instrument
would you like to play? & :

18. IS'music,important to you? Why or why not?

-19. Do y0u like slow or fast music best, or do you like some of both’

20. Can music change your mood7 For example, if you are feeling sad, or

‘ angry, can certain music make you feel better? Or if you‘were happy,
could certain music make you sad, or nervous? - : .

9.
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ABBA: ''Honey, Honey"

Bach, J. S.: '"Brandenburg Concerto No. 3" (excerpt)
Brubeck, Dave: ''Unsquare Dance"

Cash, Johnny: '"The Rebel”

Chopin, Frederic: '"Polonaise in A Major”

Clarke, Jeremiah® '"Prince of Denmark'

Colgran, Michael: 'Percussion Music” (Allegro excerpt)

.

Copland, Aaron: '"Rodeo' (excerpt)

O 0NV W N

Diamond, Neil: "Thank the Lord for the Nigpttime"
Dukes of Dixieland: "When the Saints Go Mafching In"

-
= O

"Gregorian Chant" (excerpt)

—
N
.

Greig, Edvard: '"Norwegian Dance"

13. .Lauper, Cindy: ''Time after Time"

14. Leitch, Donovan: 'Sun Magic" s

15. Marley, Bob: ''No Woman, No Cry" '
16. Mozart, Wolfgang: "Eine Kleine Nacht Musik, Fourth Movement" (excerpt)
17. Orff, Carl: ""Carmina Burana' (excerpt)

18. Pachelbel, Johan: '"Canon in D"

"19. "Sakura:A‘Japanese Folk Tune'

20. Saint-Saens, Camille: "Carnival of the Animals (The Swan)"
21. Seeger, Pete: 'Last Night I Had the Strangest Dream"

22, Stevens, Cat:., "Peace Traih" '

23. Springsteen, Bruce: "Born in the U.S.A."

24~ "Watkins' Ale and Maundy's Joy" (Renaissance recorder music)

-

.8
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Uhiversity of Alberta
Edmonton, Alberta

é&

’April 23, 1985

Dear Parents:

I am a teacher.with Edmonton Catholic -Schools, currently on
educational leave to Complete a master's degree. My research concerns
music in the liveagof eiemencary school children of various ages and
ability 1evels,:@,:x(§chool board and the principal of ~
School have g e y'granted me permission to use
School as my research base. I plan to iaterview thirty students
individually and in groups, about the place of music in their lives.
They will also be asked to listen to several musical selections.
Althoygh their responses’will become part of my data and used in my
thesls, their names and the school's name will not be used.

May I please have your permission to interview your child?
Please sign the consent form below and,return it to the school if you
"and your child are willing to participate in this project. Thank youw
for -your co-operation.

Sincerely,

‘ Yvette Brown

I hereby grant permission for my child

\ . N
to participate in the research project being conducted by Yvette Brown

o

‘at . " L School.

Date ' Signed
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APPENDIX E

SAMPLE STUDENT ANSWER SHEET POR

AUDITORY DISCRIMINATION TEST
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Name
L Same | dsf?crchf
2Same o ‘dingr%:'nT
3 same + ditferent
<4 Same %.‘H&eJ

15-'S.ame~ - di{:{erjenT

6 same diw'@"“f
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Nuame

7 Same ditCereat
/S.Same different

I same ,di H:Cren{

0 Same differenl

/. Same

diF}_fcrehT

o
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Name
L Same - di FOKeat

Secand one is faster,

:é,sq)ée dlf?cmﬂt
_ J

—

: 35%6“ | ;dig\cc'renr

.4 Same | - diF%enT

: "Tke 5609»’)& one 1S ,So‘(:fef‘ '

—

.5 Sqme‘ ‘ di{:%enT
]_:he, second one has a cl:tcﬁkcn‘?’jﬂf._
6 50ke B diffgrenT




144

7 Same di{’%‘cnf

The secand one is Higher.

gs%e  ditferent

7 same o i?%renr

) S%e | di{:{:creq‘r

7. sdme _— di{j%rén]”

: The segoncl is ina_minor ke)"
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TO THE -MUSICAL SELECTIONS

o

148



) 149
-
’
1. THE SWAN
Studeant  Feel log
Nuabos' of Mustc tdeas feom the faxte _ f Riedog ,
. 2 CrOUP Slad, Uroup
—_—— —_ e — .
1 happy A tree and tvo people sttelag cogecher, Tlhey lihe each L L i
other . s
I4 and A man playlng a violla. . { [
e celaxed Flowers, light colors, o gacden. Z\ n u
4 bored -- ' [ 0
5 - When [ wvas a baby and my mom played music foc me. A ot I
6 sad A hocsc in a bacn on a sunny day. ’ Lol 7
7 happy/sad A person dancing ,sndl;/l cried vhen she finished. ‘ L [
L} boced A peince and prid cess danclng. o] {
9 hap})y A balletr dancer, with a pink dress. Other dancers too. L f
10 happy A rabbilc. L L
CRADE 5/6 CROUP - > -
1 depressed ’ . ‘
/sad Old-fashioncd movte: a sad love stocy. ’ 1 o] .
2 rcl‘axcd Ballec danccers. A love movie. [ [
3 lonely/sad A dove flying gracefully. -1 I
‘4 relaxed
/sleepy Two people dancing in a movie. Cinderella going to a ball. I I
5 sad/sleepy A sad movie. N I D
6 .ﬁ Somepne going awvay. . D D
7 sad A persoa playing a viplin. D D
8 sad A bunch of people at s funeral. . L L
9 bored Soap opera music. 1 D
10 relaxed Music for a wedding. [ {
GRADE 3 GROuP ’
1 sad A happy dance. - 1
2 sad A person yelliog softly, and someone playing a piano. o, L\
b] sad/borlng‘ Like floating on air: me and my friend on a sving. L: {
‘o sad Dancing slowly: a ballerina. { ! 1
5, “relaxed - { : -
6 happy A hdtterfly. flving around in the sun. I L
7 disgusted Like a lgve scory. D D
.8 -sad ’ «Someone feeling sad: black sl?tcs. L L
9 very sad A park, with’sad children playfng. 1L
10 bhappy f(ommtic. Just a design with curved lines and bright colors. L N L i
’ - >~

'
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N

[

2

- td
2. PERCUSSION:  ALLECKRO
Student Ffeclting J
Number of Music {deas from the Music RacCing
v 1M CROUP tod. Ceouwp
1 very happy Drums .. delpplug tap, tvo people holdingd hands, kisslog. L L
2 relaxcd My brother playlng drums. . L L
3 -- Somconc's chasing me. Has a good beat. D [
4 bored Hates LC:  00C muslc: would shuc ltlgff. L L
5 happy [ndtans. 1 L
6 happy Somcofc playlng a dcum. - =1 L
7 scared
/fexcited Cofing Ln a scacy house and golng down the hall. . L L
8 so-so ‘Maunted house: Hallowe'en. L L
9 celaxcd Brighc colors. t L
10 happy Bu;sny: country music. 1 L
ELEVEN-YEAR-OLDS
! -- Iascruments played. 1 1
2" bored  The jungle. ) o
3 Like 1t;s
going to .
caln. People dancing (n a strange natloaality. { 1
4 necvous Criminals being chased down the alley by police. I I
5 happy The movie “Jaws."” L I
6 bored A play. . I {
7 ' sad/happy A dragon fighcing wich a person. 1 ) 1
8 bored A pacade all mixed up. D 1
9 ‘boced Hawali detecti{ve showv. D I
10 encrgetic A parade. . I 1
NINE-YEAR-OLDS &
i happy Someonc making (unny fa;':cs. R L L
2 scared A train going through a dark cave.. L L
'\,. 3 'a'“a‘p dancing Honster coming after someone. [, L
‘%aencfgetlc Playing drums, like dancing. { 0
“s * funny  People playing. o 0.
6 - Spaceship blasting off. L / 1
7 weied A Western movie; "my bra {ns are being pounded out.” 0 D
8 excited Elephants stamping: mouse walkiog. L 1
9 sad/scared People running avay {rom somcthing scary. 0 L
10 medium A ship, somcone racing. ’ I L

L3N

e
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) 3. I'KINCE OF DERMAKK
Student  Fecling -
Number of Mualc ideas from (he Mustc Racling
£:91 CROUP [nd. Croup
1 happy Wcddiag: everyone ""..'“"',‘ . L L
2 bored The Prestdenc walking with ocher people. 1 L
3 cnergy  Somcone special {s coming in: a princess. { L
4 boced Pcople going in the woods and shoot {ng decc and buffalo. L L
5 -= A maescro: like s symphoay. L L
6 gt;od King and queen; Ctrumpct. L L
7 excited .
/scary People macching with instruments and singling. o] L
8 boced The president coming inco Canada. L L
9 happy Makes me chink chere’ll be no wac. L L
10 happy Two birds; “good stulf.” L L
ELEVEN-YEAR-OLDS
1 energetic Flags of councries: happy. . & L
2 happy When a queen s coming. L L
) excl{ced A prince getting married and a paradc; ['m ac che wvedding. L L
4 exciced/ . ) .
energetic A pacade, lots of people. L L
5 ordinary Chariots of fire. I L
6 happy/
exciced A cascle. L L
7  sad/happy A statue of libdercy. I I
8 energecic A band marching down the streec. L
9 happy Parade, cthe queen; Shakespeare play. L L
10 normal The Nacional Anthem. - L
NINE-YEAR-OLDS l
1 happy . Conductor: orchescra. 1 ‘t\
2 proud Orchestra: .lo:; of people. " L L
3 happy Queen coming down afsle: wedding: wants to go and meet
them: like L
4 like dancing Parade: person playing a horn. ‘ L L
S happy/ ‘
excited Queens and kings: a commerclal. L L
6 ‘excited A band with - L L
7 energecic A band, a pacade. I D
8 happy" - e getting marcried. L t
9 relaxed Peoplé\marching in a parade. C L
10 happy ’ Like so)diers macching.. "['d want to play. bagpipes.” L. L

S

151



[ THANK THE LORD PUR THE N{CHMTTIME

Scudenc  Fceling
Number  of Mustc [dcas fcom the Mustic Katiog
£201 CROUP . Ind. Croup
1 bappy “1°d boogle”. guy and glcl singing. L L
2 bocred 81lly Idol scanding onstage. { 1
) cxcited Makes me move fasc; paflnt an abscract design, 0 o]
4 angcy A plcture of nighc. ' !
5 happy/
rclaxcd A lot of sfngers. L L
6 bad mood Cultar playecs. D t
7 crazy Excicing; .womaan and man dancing outside; lots going on. L L
8 happy Me and my lictle sister dancing. { L
9 happy Pink, blue, orange, ced. L L
10 happy A duck; a rock mdvie. : N L L
ELEVEN-YEAR--OLDS
1 energetic
/exciced - L L
2 happy - Rock*stars. L L
3 happy People ac a party dancing and haviag fun. L L
4 - Cuy playing guitar on a stool, on stage, lots of pcople. i 1.
S enecgetic Cuys dancing, "Footloose.” L L
6 energectic ‘ ’
/happy  People dancing. L L
7 “happy A persoa on a wmotor bike drivipg down the road. L
emergecic A band on stage at a concerc. L L
~ happy/ )
- ‘energetic Blotches: colors of the rainbow. L L
101 shaky A singer, lots of people. L L
’ NINE-YEAR-OLDS
1 happy . 8and in che countcy. ’ ‘ h L L
27 happy People dancing. ¢ L
3 angry ' Singing in a country bar; smoke. D D
4 happy Someone singing aﬁdanc ing; country music. L D .
5 happy - Someone dancing afd singing. % 1. L
. P .
6 happy A cowbQy riding on his horse. . [ 1
7 good Somcbo;.}y dﬁvtng. 4 L L.
8 relaxed Woyld maybe dance to ft. ’ [ 1
9 happy People silnging and dancing. L L
- L

10, excited A car or truck driving down the road; a'drummec.
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. . /5‘. SAKURA
Student  Feelfng . .
_Number  of”Huslc " ldeas from Che Musde Raciog
. - . £t CROUL fod. Group
1 sad _ A‘,;r.'wc_:v cveryone standlng around: mother died. i n
. 2. ha_ppxl . Mome: think of my beother. ) X { D
-y sm_!‘ , Ralnlog uu(‘sldc;—"a A :e'/’uylu;:. ) D D
. ﬂupré!\.tdg Pcople anlt;l: mus . . ! t
5 nice. “Stagers. . t t
‘6 sad | Chlbgse u‘(rl playiag a harp. ) 1 D
l 7 ,‘roma.ntlc A Ape'rs‘on playing a plano: . . ‘ D 1
/‘ 8 -boced ,S‘omeonc tnc\ak(ng’lnto school act night: no on€ acound. 1] D
9 happy o Sua, a lake. . ‘ R ! o
1. chappy- A}g’_ : _; 1 0
. ' R ELEVEN-YEAR-OLDS
. uf 1 sad/bored - ASiamése cat: che way they move:, my_-;.tcrlOus\h ncver know
: - vhac they'll do. ‘ , .o S D. 1
2 €ired  Mushrooms dancfng. Japan.- ' o ” I 1
3 ve'ry sad Peop‘le being divorced. ‘ ’ ' a t I
A sad - o L. . ;
5 sad ' China dancing; soneboqy. dfed. - . ) D ‘D
6 bared  Sad movie. ‘ S - . 1 0
7 sad’.  Someone cuffe\'tng’fron not ieho‘ugﬁ food, o e ‘oo L.
8 bored = A ’ o 0
T 9- htgrriﬂ _B‘a.lledn.uv:‘ lpl_n.k and stlver ¥nd creamy; screechy: [} D
' ”_lm' nervous. A plano., : 'b. , ‘ LT 1
ot ' - . NINE-\‘E_AR-OLD'S"‘t N
T g x " : "‘ e 2
1 normal” X gictl in China, dancing. ‘ t ) “ao ot t
' 1 eelixed - o e e s .
o : /§34~ L\ funeral.) U . Lol N . . L 1.
L 3 ~-Yored' ‘Sumc‘onc ‘tunning avay after a mucder: chuntry colaes. . . t
. e v;‘dnﬁe‘in‘g T N , h . S e ‘ :
. ‘nvbod'u ; ‘A‘Ch'lnc‘sjg'. gt‘\yyda‘ncgng‘ : _ / u o L 1
5. - owad Ratn falling. - 7 S o - D - b
. e .l'-. e Peaple dodng o d.rm_;r.u danee. R - e ! T
7. weigd A iinese-band. '
‘\H y "nérvnug Somcone, watking q-iic'tl;\r‘._ : . ]
:’9 sad’ l'c;.-np]vc' wialkiag hy'\vtlh.wns.'.-l‘v-.-s:{. sad. ‘ N L - oL B '
n‘lQ ';,-:rcl,'lxc:l Like an n,»pclrnt‘tvml; oom. ' . _j R : \_,l,-‘ I 1



6. UNSQUAKRE DANCE

-

M

Stambent  Foeeling .
_Numbr of Music ~ I, Tdens frnl__u_u;_rlunlc R .__ﬁ'_(-‘lh'_A
v M CroUe toed. Crosap
{ c-lcr.gc( tc Everyone danciog with their hosbands:  lapjy: i 1.
2 ¢onergetic  Peoplce plny;nu drums. i ll.
3 ltke going .
slow Bucterfly. [ [N
4 bored People clapplng. i . 1 L
5 good The baud.. L ° 1 t
6 bad mood Man playlng sclcks: maa clapping. D D
7 exciting A person clapping and onc playlng plano; one danctng. L L
8  bored L. 1 L
9  bored - i L
10 happy -- . | 3
. ELEVEN-YEAR-OLDS
1 cncrg}:t ic |
_ lexcited - L
" 2 encrgetic People In Hawail{ &anclng. 1
3 motfonless Kids having aerobtcs.‘ ‘,L\ L
4. lively/ . ~
. excited A person playing plano. ‘ ‘ I t
} s ;nergétic Saturday Night Fever: paccies. L L
6 jump  People dancing. R o L 4
T “ha’ppy A person playing a bass and one clappldg their hands. L - L
8 a'cclve A party .and people dancing. 1 I
9 . so-so - ¢ ) . R X‘ v
10 excitiag Lofs ofA people clapping. ¢ I
- NINF-YEAR-OLDS
1 lmppg';. A guy clapping. L I
.2 ‘.:mgry. ) Pesple: clapping guts on my nerves. 0 1.
3 _hﬁ%y Somgone vlslclng. playlng plano. peuple armmd want to dance.! 1
4 . b:;féd Pcople switching crackers around (fr." comcrclal) D 1
" 5. happy . Clapping h.mds, plnytng p(.mo. st lgkq. L {
6 happy People Llnppﬁm, at end nf a concert., I.. L
7: - -“A baad with one pcrcnn in the mutn.nu.' -1 1.
8 ' happy ' Snmconc clnpph\g .1nd stamping tlu.ir fcct. [ ISP
9 happy ‘Pcoplc cl:uppln;, and Gsing lns_(rymc.nts. L 1.
IIO ,h:p‘py ‘ 1. ikc l'cu,'r I‘.m. sbmc‘qp.c (unuuhﬂ:g.‘ ’ ..‘l, . l(.
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7. PAQIELBEL CANON
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Stodent  Feelling
Cambiace ol Musie o e foem e Bl s __Racdog
Mt CROUE Tied, Ceoup
t  peaceful  Two people gettlng mrrlcdq 8 L
2 angey Somcone playlag a plano. - v L
3 relaxed Could do batlet: o black flucte vith blue backgrouad, D f,
A boced Wonld turn of f clwe radlio. . ! 1
5 good Equipmenc on A sLage. (8 L
6 sad Slaeep. D L
7 comantic Sun ls up. birds, flowers, ratnbov. ['m swaying bLack and
, forch. 10 L. L.
B’t sad -- D L
9 excited Rainbow; a boat in the lake. L L
10 happy - ‘ L L
’ ELEVEN-YEAR-OLDS
1 - A kite flying ar gliding in che air. 1 la
2 Wac to
[, daoce 8icds gliding In the air. L o]
3 bored Ballec dancers. [ 1
4 relaxed . - . 1 I
S ~good “Flashdance.” 1 0
6 alfcele,
’ happy The ocean. I I
sac’/unhappy Person playfng a bass in the opera.- ' ‘ D L
‘» sad People talking about sad. things. D I
" bored Lightning and tears. D D
10 ‘telaxed A music lnst:uctorl. t I
NINEZYEAR-OLDS
1 s happy Trces suny{ng in'-‘z'he wind. 1. 1
2 sad l_’copl; crying. 1, 1
3?’ bbred " Blank picture: -nothing there any morce. 2] L
4 happy Ballerian dm[u:'lng ui(h‘ a man. ‘ . 1. 1§
.5 “sad ' Sftt?ng outside oﬁ a nfce ’d.-u'; grass.‘ ‘birds. ] t
.6 " - celaxed © Forest: with flowers and animals. : I L
7 stupid CTwo people’ dmdn;. in xhcir fouse. to diance music. 1 n o,
a sad ) Sornconc sittin., lubldc. l-mkiug out umdnu L R
9 sad T Pegple ln bed, tlxl_nkln;... » L i
10 - bu(n.onc ruu.n_lgl;, across Canadis. L. 1
. , N



