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ABSTRACT ®
o — ) ’ a
This study intended to test the 1mp1ementation of the
: Ukrainian Bilingual Music Program and to determine whether o* not
a psychologfcal basis ‘exists for the stated objectives of the'
. A]berta Music Curriculum. The focus of the curriculum appears to
be on fixed end-states rather than on the 1earn1ng processes of

children.

The theories of Heinz Nerner, Jerome Bruner and Llev
Vygotsky were used to develop a set of teaching strategies which
.may enhance concept and skill development in children. The. focus’
&f.teaching'would'inve{ve ongoing evaluation of dynamic variables,
would try to accommodate individual d1fferences or levels of
concept"attainment. The end-product would be a creative act

rather than achievement on a standardized test.’

- The ‘study was carried out in six classrooms at‘ three
schools. -Two classes at each of the first three grades:
participated. A11‘etudents were given a pre-test and post-test of
thenrhythnf;;nEEEtSnbefng studied to ascertain their mastery of

'SAﬁe. Five students from eech'class were also tested individually
.for performance and mastery. Between the tests, two ,setsl of
.ehservations were carried out in ‘the classrooms to evaluate
children's performance and production during music classes. The

students were rated on five variables: body position, ‘tool use,



process"duration, process-produci dynamic, and multjple eQents
continuum. The rating scale- resembles Bruner's enactive, iconic
and symbolic levels of processiqg. Following student observgticus_'
qnd testing, the teachers werffinterviewed t:-e11c1t'1nformation
about_how they Qse the prepared music program, about the problems
they experience, and to get an impression  of their persgnal‘

philosophies of music education. —

It was assumed that the classes which showed the best concept
attainment on the tests would also show the highest level of
processing during the observation. This occurred in only one

grade where qngggl;agggpowed»a high Tevel of processing during the

observed cl&S@E;FK*”_"sons for discrepg

. Lt /

pcy at the other two grade
3&"' ; .

3y

levels were suggested.

i

N . ,
Suggestions for* improving the study are given along with

/
suggestions for ~using developmental and learning theory in

véurriCu1um planning and evaluation.

VI
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CHAPTER 1
INTRODUCTION

The Alberta Education Curriculum Guide for Elementary

-Music (1977) {s an outline of the music concepts and skills
: éppropriate for grades one to six, The music concepts to be )
acquired are under the headings: Rhythm, Melody, Harmony, Form,
‘Expresston, and Related'Arts. In each concept category, children .
are developing skills of\\1istening, moving,—singing, ‘playing‘
instruments, reading and Jrediing. The program 1is developed
,sequentially and allows for some flexibility within each concept
cijfgory and ;1th1n grade levels. The skills and concepts are not:

isdated and taught separately, but are integrated into a fotal

musical experience for children.

The general objectives of the music program are:
- to help children develop an awareness and sensitivity to
the aesthetic aspects of music in our culture,

- to prowide frequent opportunities for children to
discover and to experiment with music in all its Forms,

- to he]ﬁ children develop their own creative powers
through music,

- to help children acquire musical skills and to provide
opportunities for children to use these skills.

(Curriculum Guide for Elementary Music - Alberta
Education 1977) ’



,Description of ProgramvBeing Studied

. ' A program of music was developed for the Ukrainian
Bilingual, classss in Alberta, since textbooks for teaching mu51c
in the Ukrainian laﬁguage are not readily available. The
Ukrainian Bilingual Music _Program (interim edition), a curriculum
guide, ‘wasn prepared by ‘Alberta Education to give classroom
teachers in the bilingual program aSSistance in meeting - the
provincial music. obJectives - The curriculum guide approaches‘the
concepts sequentially, using a variety of sugygested teaching
strategies to stimulate skill acqui51tion alongside conceptual
development. The strategies are written from ‘”//behav1oural
“perspective. They outline the activ1t1es and skills that children
will ~experience - in learning a mu51cal concept " Because these'
factivities are listed sequentially and the conceptual hierarchy
"follows that of the Alberta Curriculum Guide for Elementary Music
; (1977, this music program"was chosen - as the ,subJect of‘ a
'psychological analysis,.culminating in a field study to determine
the extent and success of/its implementation. . S
The Problem
The problem with many curriculum gu1des and the Alberta
‘Music Curriculum is’ no exception, is that the focus is on the end
‘ product rather than upon the dialectics in the changes in the
_ child. The learning. process 1s_often ignored in favor of program
objectives.f; Such curriculum . demands make it difficult for
'teachersﬂko accommodate individual differences among students and
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‘other interpersonal processes go1ng on in the classroom 1£ has
been difficult to uncover a truly psycholog1cal basis ‘fbr the
‘plann1ng and development of the Alberta Mué‘t Currfcuﬁum A
comparative study of .music curr1cula from other provlpces reveals
a similar. weakness‘ (British Columbia, Department/gof¥ Education,
1971; Government of Newfoundland and Labrador, Department of
Education, 1982; Mani toba Department of Educat1on 1978; Nova‘
‘Scotia, Department of Education, Hal1fax, 1380; Ontario Ministry

. of Education, 1978; Saskatchewan Education,/ﬁanuary, 1981.).

/
/
«’j{

The Study Plan -

‘An attempt is made in thisjfihesis, to. test a psycholog-
khical framework for the ‘teachingrfgt music in elementary grades.
The theories'of Heinz Werner (l9é§), Jerome Bruner‘tl§73), and:tev
Vygotsky'(l978) are syntheSized into an'overall pattern which,
followed, may enhance concept and sk1ll development in children,
"and allow for ongo1ng evaluation by the teacher These theories
should‘ensure that chfldren s learning is gu1ded~through all the
necessary steps‘for concept development to occur. The curriculum
design: will be appl1ed to three d1fferent rhythm concepts - one_
from each of grades one, two, and three. Suggested teaching strat-
egie$ w1ll follow a sequence emphaslz1ng discovery learnlng, adult
and/or peer gu1dance gradually dTm1nish1ng until 1ndependence is
ach1eved .and include evaluative techn1ques wh ch would help’ the

teacher determine 1f'children\have»learned oncepts or agqulred ‘

certain skills.w When children are able to perform music activi-



t1es 1ndependent1y and use their knowledge creatively, then they
are ready for the chal]enge of new 1earn1ng situations.

A psychologically sound basis for the sequence,_of
learning situations is necessary if/children are to experience

enjbymeht and success throughouf a year's work. Each new 1quning
4

must take into account the soc1a1-cu1tura1 factors inherent in the

children and the c]assroom setting. Such learning must allow for

variations in,vthe~kpersona11ty dynamics . between teachers \and

students. For this reason, a paradigm stressing method, sequence,

activity and dynamic~variab1es is more suitable for -teachers than

.a curricu]um'QUide dealing«only in measurable end-states. Hence

the need for fﬁfsVStudy.

J
T .

Def1n1tion of Terms  fJ;

The Ch1]dren :The randomly se]ected members of the classrooms

(SUDJeCt$X}.9?V “1n ‘which the Cstudy was conducted who were
o ‘éithef tested or whose.behaviour‘was observed
_’for the purpose of this study.
Currisulum S - A fixed or required series of studies in a
o partiéut%éfw_subject.
-Qbservers - Two individua]s who observed the béhaviour of

randomly selected subjects and scored the

behaviour on a four po1nt scale on five differ-



ent behaviour categorieﬁ.

Paradigm - A ‘model intended to predict or explain
Behaviour patterns.
» ‘ . . ) . ) °
Psychological - The study of.transitive inferences, thought and
Study , v-vfeelihg - processes which interact when

Abehaviour is modified.

Tester - The individual who .administered tests of
, : , J v

musical knowlédge and skill, in this case, one

of the developers of the curriculum being

studied.

.Theory - A formulation of apparent relationships or
underlying principles of certain ' observed
phenomena which has been verified and from

which behaviour can be predicted.

. The - principal aim of the study is to show - ‘that
: deVe]opmenta1*‘theory',can~ be used to enhance curriculum
‘development and implementation . Theories must be selected

which describe concept or sk111 acquisition in the child. The

- theor1es must ' have . observab]e and/or testable consequenceSy

‘that are cons1stent with curriculum obJect1ves and with the

- children's deverpment and classroom activities.



CHAPTER II +
A REVIEW. OF -CURRICULUM DEVELOPMENT, MUSIC EDUCATION
AND PSYCHOLOGICAL IMPLICATIONS

‘ Curricu]umlfhinking and development have, in recent years

undergone close. scrutiny and critique, in an ﬁttempt to find not
only their shortcomings and failings, but also to seek new goals

and improved methods of instruction.

L

- oo O

Music Education

Early Philosophy

The basis of curriculum theory fis philosoph;:
(Kabalevsky, i979; Mark, 1982; Rideout, 1982§ Taba, 1962;
Tannef,\M19§O; Van Maﬁen, 1981; . Nerner,' 1979; and
| others). ;Eroﬁ'the ear]iest ﬁimes, education philosophers

have advocated ﬁthe study of the arts, and of music in

-particular.

Philosophers, 1ike Plato, Aristotle and Boethius
expounded on the educational importance of ﬁusic and ali
the ar;s. fhey believed that music ‘was necessary to
maintain traditibna] cultural values; to develop the
ideal citizen; to' develop the individual; and to
strengthen his Eelationship with society. It should be

taught because it is liberal and noble (Mark, 1982).

O

—
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During the European Middle Ages, the purpose Of

‘ music in the schools was to serve as a furtherance of -

religious education. This thédght was upheld. throughout
the Protestant Revolution. In Europe, as elsewhere,
music continued to serve as one of the elements of- a
happy , peaceful family 1ife. 'Ii was the method by which

one would develop an understanding of the uniJEéﬁé;and

the human's place in it, and more than any of tﬁé arts,

it has been a means of ministering to human welfare, -~

In the New World, music held an important place in

social living and religious worship, but not in schools.

According to Mark (1982), it began‘to appear as a school

" subject in the mid 1800's. - G. Stanley Hall's early

psycho]og1ca1 theories recognized music as "a ‘“primal
e]em nt in evo1ut1onary history... an essential factor in
the | healthy development aﬁd 4tra1n1ng' of ﬁank1n3's
emotions today" (Hal}, 1911, p.93). J

/- In Hall's curriculum, elementary school children
siudied rote singing for the purposes of enjoyment and
leasure, and for ~instruction in moral aﬁd soc1a1

values. He p]eaded for a more ewtensiveﬁmusit cultune toi~

. ol
A

;v

' be taught in schools in order for chfldren to hawe

- normal, positive, emotional 11ves, spiritual depth,

patriotic and religious feelings, and 1dealized affect-

N



fons (Rideout, 1982).

Current Goais i

The aims of music education are now centered around
thexpowerﬁof thé aesthetic, and the experience of music.
The .major goal of the,Silvér Burdett Musfc program is,
for exaMp]é, "to increase the sensitivity of all children
fo the power of music as an art - to develop fheir
abilities to perceive the art of music keenly’and respond
to it deeply. Nonartistic values .'; the " social,
~psycho1ogical,' physical, and ~other benefits of
-1nv019ement‘1n music - are Eecognized,and included, but
they are treated aé'adjuhcts_to the main purpose" (Silver
Burdett Music; 1974, p vi). The aesthetic experience
consfsts of both perceiving and requhding” to the
expressive qua]itiés in musical selections.

The experiences of producing, conceptualizing,
analyzing, and evaluating result in the acquiéition of
musical skills and growth of creative"powers. The
effective development of " music ski]ls,. and the
opportunity for children to frequently demonstrate them,
, will, hOpefully lead to valuing music and the arts as
important, fulfilling aspects of their world (Alberta

Education, 1977; Silver Burdett Music, 1974).

?



8. Curriculum Development

1. John Dewey
‘Dewey was one of the most influential proponents of

the idea of education as a social prdcess. and "as the

primary and most effective instrument Jof social

. reconstruction ..." (Taba, 1962, p. 23). [His ideas about
education continue to influence the \direction that
‘curriculum development takes .today (Mapk, 1982: Taba,

1962; Tanner, 1980).

In 1902, Dewey advocated that, in education,
interaction between 1) the']earner; 2) sbciety, and 3)
~organized subject matter be encouraged rather than being
treated in their separateness as antagonistic to one
another. He «criticized the educator's tendency to
separate the psychological process of 1earn1ng:and skill
acquisitioﬁ from the social conditions and from éhe
developmental characteristics of the 1eang;r§h1?/herself'
(Tanner, 1980). This was an attempt to w¥1ﬁ3?aw§yy
curriculum  development from the roots of - thought
underlying scientific methodology, andﬁreturn it to the
realm of humanity. Dewey felt that the education process
in general - formal and informal - has two siQes -
psychological and sociological and "...neither can be ™
subdrdinated ‘to the other, or neglected without ev11'

consequences... knowledge of social conditions of the pre-

re



sent state of civilization Is necesséry in order to

properly interpret the child's powers" (Dewey, 1929,

quoted in Taba, 1962, p. 23).

]

Dewey's philosophy intended "to make for a better

‘future society" (quoted in Tanner, 1980, p. ]47).

The implications of Dewey's philosophy for music
education ére stated in the introduction of the

Progressive Music Series (1916, p. 9).

The general aim of education is to train the
child to become a capable, useful, and
contented member of society. The development
of a fine character and of the desire to be of
service to humanity are results that lie
uppermost in the- minds of the leaders of
educational thought. Every school subject is
valued in proportion to its contribution to
these desirable ends, Music, because of its
powerful influence upon the very innermost
recesses ‘'of our subjective 1life, because of
its wonderfully stimulating effect upon our
physical, mental, and spiritual nature, and
because of its well nigh universality of
appeal, contributes directly to both of the
fundamental purposes of education. By many of
the advanced educators of the. present day,
therefore, music, next to the “three R's" is
considered the most important subject in the
publ;g school curriculum — (from Mark, 1982,
p. 17).

The history and philosophy supporting' music
education has been considered.. Now recent trends and

issues in curriculum development will be dealt with.

10



Practical Approaches -
a. Stages for the organization’of subject matter.

A A more ‘pragmatic " approach to curriculum
development began in 1949 when Ralph Tyler
formulated a curriculum “Rationale" - a four-stage
ends-means schema, which remains the underlying plan

for many current curriculum development projects.

}

¥

Theﬁfbué”gtages are:

1. fxidentlfy the objectives or purposes,

blselect the means for attainment of these
:E; ]earﬁﬂng experiences),

.“k;lfganize these means or experiences,
4. QA:"?%%ate the outcome or achievement in terms of

i, P

;..;...E%%rposes stated (Aoki, 1978; Tanner, 1980).
Kol ’

This prdces§’ could apply to any subject.

material, However, we recbgnjze in the four-stage
system, the omissfon of any méhtion of children or
their psychology, or of society and sociology, or of
sUbject matter and content. It fails to allow any
interdépendence upon  other ‘factors in the

teaching-learning situation. The consideration of

11

psychological or sociological differences did noi//f

enter the process of curriculum development. Tylep
5.
(1942) did, however, list outcomes which shoulg

result if the four steps of curriculum planning in-



@

cluded a wide enough scope of behaviours to meet
children's psychological needs (whatever they may
be). = These educational outcomes included the
acquisition of important information, ideas, and
principles; the development of effective ways of
thinking, work- habits, skills, sensitivity to social
problems, appreciation of 1iterature, art, and music
through a vériety of aesthetic experiences; improved
physical health, personal-social adjustment; and the
development of a wide range of worthwhile interests

(Smith and Tyler, 1942).

Taba (1962) extended Tyler's (1949) Rationale
to include subject>matter (content) and assessment
of the needs (individual; societal) to be {91f111ed
by the curriculum. Taba also advocated ongoing
evaluation which would check the ends and means
against the fnitial goals of the curriculum, and

which tried to allow ‘for individual differences

among learners by recommending variation and -

alternation of learning experiences. Taba's seven

steps (Taba, 1962, p. 12; Tanner, 1980, p. 84) are:

1. Diagnosis of needs
2.  Formulation of objectives

3. « Selection of content

12



4. Organization of content

5. Selection of learning experiences

6. Organization of learning experiences:

7. Determination of what to evaluate and of the

ways and means of doing it

Taba (1962) also argued for more attention to

the conceptual framework of curriculum design.
...the lack of ‘relationship  among

" objectives, the content outline, and the
evaluation program has often been noted.
Objectives tend to be more ambitious than
the provisions for learning warrant (see
Taba's seven steps).  Evidently, the
conceptual framework  of  the newer
curriculum designs does not adequately
provide the move from objectives to
content or the instructional pattern and
from both to the methods and the manner of
evaluation (1962, p. 417).

With modesty this study tries to fill this void.

Sequence in the learning process

Taba (1962) attempted to extend Tyler's (1949)
main criteria ~of ‘“continuity, sequence, and
integration" of subject matter to incorpofate the
notions of successive formation of ideas and the
development of cognitive processes. She stressed a
sequential order of complexity and abstractness of
ideas, and precision in analysis and abplication.

/ With the proper sequence of facts and basic ideas

13



being taught, there would be no need to reteach or
correct previously learned information, at a later
'stage. This coincides with Bruner's (1960, p. 13,
52) notion of a “spiral curriculum". Bruner
reasoned that the basic ideas that 1ie at the heart
of any discipline, forming its structure, should be
developed with the young child and dealt with fin
progressively more. compiex form as the child
_adv§pqes. The ideas become deeper and wider as they

are developed in spiral fashion through'each grade

level.

‘Taba (1962) favored the development of common
perceptions and ideas which cut across the different
fields of study. This woul&'promote a cosmopolitan
rather than an ethnocentric orientation. It
prepares the learner for dea]ihg wth the social and
cultural realities of the time and of the future.

If education is to serve an dnpredictable
future, it 1is especially important to
cultivate the type of mental processes
which strengthen the capacity to transfer
knowledge to new situations, the creative
approaches to problem-solving and the
methods of discovery and inventiveness
(1962, p. 275).

Bruner,'himself, in "The Process of Education
Revisited" (1971) reeavaluated his former views -on

curriculum and declared-a moratorium, or at least a

14
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de-emphasis on matters having to do with the
structure of subject matter and a new focus on
vocation or way of 1life problems that are
transmitted and nurtured in the school system. The
desired result is a need for the schools to help
create a culture, a society, and a technology that
not only help to feed people, but keep them caring
and belonging. Bruner's revolution centered around
giving all learners a sense of intent, fnitiative,
and a sense of potency - especially to the

underprivileged and alienated children.

Taba's (1962) instructional plan recommended
that teachers give all individuals an equal
opportunity to learn by presenting them with a
variety of activities: ‘"reading, doing research,
writing, experimenting, observing, analyzing,

\__\

dnanipulating and constructing" (p. 308). The idea

15

was that different children have different modes of(‘

learning d\e that the world of experience could

provide the most fundamental kind of learning.

This move toward the recognition of individual
differences was part of the 1960's trend in
education which reflected to some extent, an

awareness of psychological factors. Notfons of need,



C.

The Need for Psycho]og1ca] Theorz;;n Curr1cu1um

~y

Pty

child development, ' maturation, ‘learning theory,
bognitive \growth began to enter the vocabulary of

curriculum planners and education. So the need for

16 -

a "psychological basis of curriculum theorizing,

and related - testable ways of -assessing consequences

seems to be required.

Development Theory.' The Cognitive View

The recent focus onh 1ntrapersona1 processes can, in

~ some measure, be attributed to the*work of Jean Piaget.

He -gave to educational psycho]ogy the “science" of

education. Jean. Piaget's attempts at integrating a

v

neo-Kantian ~conceptualization = of  the  nature of

ontogenesis led to at least two important conclusions for
educators. The first is that ‘there are significant
kquaIitative differences between the cognitive procésses
of the. child and the adult. Second, Piaget‘s stage
theory contr1buted to the understand1ng that each stage
in development is a oecessary cond4t1on for the

occurrence of subsequent success at the next stage. His

studies of children on conservation vtasks, perceptual

“decentration, egocentrism and 50 forth have been vital

.for. the understanding of these processes and their

g

consequences.
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11A1though Bruner  (1973) ‘and Donaldson ‘(1978)
questioned both the conceptual base and the methodplogy
used by Piaget, they nonetheless concurred - that
children's simple learning of verbal terms does not, at
least in\the short run affect basic cognitive propesseé,
such a; conse;ehtion. The child rather constructs these

b
processes out of a more generalized action.

Lange: (1969) cited support' for- Piaget's general
hypothésis that intelligence -is the only truly autonomous
seTf—generative system of actioh and that other systems,

1ike language, mental imagery, memory and bérteptidn are

subordinate to intelligence. . These latter systems depend

on matugption, experience, and social communication.

) Despite - this influence of ~ Piaget, many T“education

theorists .have kept their concerns narrowed to the

) problems of teaching methodology (Tanner, 1980, p. 436).

Langer (1969) suggested that there were two major

“tasks for developmentalists to face in order for a

.'developmental psychology theory tov be descriptively

.comprehénsive and have explanatory pdwer.b Fifst, they

&

must specify the most .advanced (end-state) level of

development and describe its 'formé] determinants.

Second, if the  direction of development is to be

determined, they must specify the generative rules that '



must be built into the organization of the functional

structures of the initial stage. The reso]ution of both

tasks, 'generation of rules and the description of

18

ethStates, requires that the logical structures of each’

functional stage reasonably imply without actually .

containing the ‘structures of -the next .stage. A third

requirement is that they must build into the%e mechahiéms

of structure, formulations of logical transfer,

formulations of teaching and leafhfﬁg. In\bther words,

they must include action and motion (Baltes, 1984)

Bruner: Spiral Currfculum

" If one were to accept Langer's criteria for a
comprehensive »develbpmenta] theory and apply thééé’vto a
curriculum theory or plan, th;n if would appear that
‘Bruner's (1960) "spiral curriculum" fheory can be made to

fit this deve]opménta1 paradigm though its fundamentals

were certainly not developmental. By being

‘non-developmental, the spiral follows a linear model of
increasing magnitude. In addition, it fails to account

for variation.' Each time a certain aspect‘of curriculum

is reviéited, in spiral fashion, the preceding 1eérn¥ng

has established the necessary conditions for further
constructs and concepts to be created, and the spiral to
be = continued. This also éreates an argument‘ for

individualization 1ﬁﬂsequence, in that, if the p;eceding

-
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stage is not functionally mastered, then the .

3
v
preTrequisTtes for the subsequent stage are not present

and further learning cannot occur. Skipping stages in

the spiral is rarely considered.

Bruner's concept of spiral curriculum has been
widely accepted in the fields of mathematics, science,
language arts, as well as music and many other subjects.
For example, the major elements off;mathematics -
numeratfon (number theory), operatidns; properties,
geometry, problem-solving and measurement, are all dealt
with at the earliest grades and };§isited in more
challenging and complex forms in each subsequent grade
1e{e1.

This continuation must proceed smoothly so that as

ideas grow and change, they expand both in the direction

of greater complexity as well as in the direction of.

greater generality. Bruner's statement of faith will be
examined when some of - Heinz Werner's ‘thoughts and
wrifings are examined later in the thesis.

In music education tﬁe spiral curriculum unfolds as
the children progress from simple nursery rhymes and folk
songs to more sophisticated music production. . They

continuously and constantly build upon their skill and



know1edge in each ‘of the musical ~elements of rhythm,
__melody, harmony, form, expression and appreciat1on As
children grow to understand and perform more complex
musical concepts, their uﬁderstanding of the general

elements also increases.

It is important to note, however, that the spiral
curriculum is not a developmental construct, in that
.development is probably more than the continuous growth,
.1ncreasing in scope and rising higher and broader at
every step, that the spira] implies. The sequences of
1ncreasing complexity are a function of activity, of what
does and does not happen at the moment that leads to
necessarily andrzsufficfently gree}er complexity and

simplicity in time.

Another of Bruner's (1960, p. 73) contributions to

the field of leducatien is the concept of "discovery
learning”. Giving sfudents a sense of discovery,
el1ow1ng;;hem to‘iearn ey doing*something themselves is
the laboratory or the experimental‘ method of learning.
This method should help the child develop "an interest in
what he/she is 1earning, and with it an appropriate.set
of attitudes and va]uesi‘about intellectual activity
generally" (Bruner, 1960, p. 73). Thodgh there is .some

merit in the claims, Bruner (1971) later pointed out that
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discovery s basiea11y a "formula of'faith" in which the
students' hotivetien and the development of middle-class
ski1ls is very much taken for granted. It 1§,assumed
that the desiﬁ! to learn, and analytic skills are
inherent in each child./’fﬁe need for other perspectives
became evident; Bruner's ideas yi]] be cohsidered,

though perhaps not applied in entirety.

The Orthogenetic Principle in Development

To find out more about how 1eefning_occurs at each
level on the spiral, a look at Heinz Werner's theory
gives some insights into the processes which occur.
Werner's (1963) orthogeﬁetic princ{Ble impldes that, as
chiidren learn, they go ’from a‘' state of ré]ative
globality and lack of . d1fferentiat10n "to a state of
increasing g]oba11zat1on, differentiat1on, articulation
and hierarchic integration. That change 1s an emerging
referent of varyiﬁg skills achieving refinement as the
child grows. Curriculum developers writing programs in
spiral curriéu]um format must keep in mind the cognitive

processes involved.

\

Vygotsky: Zone of Proximal Development
The sociological and | interpersonal aspect§ of

' 1earn1ng have not yet been considered. Lev Vygotsky
'S

emphasized these in his description of how chi]dren

<
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learn. Vyggtsky (1978) added another dimension to our

——

common conception of learning by pointing out the

contribution of speech to the development of new

structun31 organization in the minds of children. He

showed how children use speech - external or internal -
as well as their hands and eyes td solve\‘practical
tasks.  Vygotsky's notfon of a zéne of proximal
| development, while it deals with a child's learning, has
great implications for teaching methods. Vygotsky (1978)

states that good learning occurs in advance of

22

development. The behaviour resulting from interactions—

with adults or peers, that is 1ed'by the other persons
becomes an indicator of the child's potential tevel of
development. This shows where a child will eventually be

able to function independently.

According to Vygotsky, the cooperative activities

planned by teachers should be geared toward new levels of

achievement,'and must be determined by each child's 1eveT

of potential or proximal development. This implies that

a teacher must be aware of each student's level of

functioning, and becohe aware, through guiding

activities, of the student's level =~ of potential

functioning and learning as a function qf adult or peer

assistance. This s pkobab]y‘ a better measure of

capability than curriculum based on the use of standard-



The psychological outiook has attracted a number of fol lowers

ized tests. Standardized tests, by focusing on fixed and

and static abilities, tend to obscure dynamic and

transitive processes.

By~ —using the theories of Werner, Bruner, and
;‘V}‘gotsky, it may be possible to synthesize a theory of

curriculum which describes the functional structures ‘as

well as the cognitive and social processes involved 1in _

s the teaching-learning situation.

‘Psychology in Curriculum

Tanner Aﬁ980),‘in looking at the impact of psychology on
the curriculum ?Qeld, pointed out that even psychologists
themselves do not agree on which thebry of learning to adopt.

——

: a
from academic Circles. The vresult 1is an emphasis on

measurable skills, and a focus in curriculum on problems of

method. The uﬁngl&ingﬂ assumption is that there 1is an

agreed-upon body of knowledge called curriculum, and educators

must find the correct methods of helping chiidren 1earn§

Tanner (1980) also talks about'developmentaT pﬁychology,
which, 1like o;her psychologies, can offer only partial
insights into educational problems. He states that
hierarchical stage theories in child develobment should be

recognized as an attempt to explain the course of human de-
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ve1opmenf }rom infancy to adulthood, rather than as curriculum
théories in themselves. He notes that one of the greatest
problems with curriculum development today is the lack of
controlled research, ;nq the ré]iance upon testimonials and

unsubstantiated claims in curriculum evaluation (p. 549).

Contemporary curriculum researchers, evaluators and
critics (Aoki, 1979, 1981; Schmidt, 1981; Tanner, 1980; Van
Manen, 1981) propose an attitude which regards the child as a

social, cultural, and historical being. In the process of

-cognftive growth there is social interplay, communication, and

1anguaging to consider as well as,» with actions,i the

manipulation of objects. To-have effective learning going on,

curriculum planners and educators must take into acccount

factors in history, sociology, and psychology.  However, even
this broad scope may not be a sufficient answer to some of the

problems in education today (Aoki, 1981).

If the aesthetic goal of music education is to express
beauty and harmony in all things, the use of a good model -

whether 1ive or recorded, is of utmost importance.

Hair (1981, p. 11) noted that "most of the current
'e1ementary methods classes and music textbook series base
their curricula on a conceptual approach to music. Emphasis

is placed on providing students with a variety of music activi-
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ties, which will give them an experimental basis to form and
label concepts according to traditional musfc terminology.
Yet, the use. of traditional terminology for concepts in
studies with young children continues to present problems.
Children do perceive differences and changes in music stimuli
long before they are able to label these changes

appropriately."

Wooderson (1981 p. 39) recommended that "a*task hierarchy
for the identification of and discrimination between musical
instruments that are common to elementary students' ﬁusic
experiences' be vresearched,’ and made available. so that
"instruction (can) be planned with developmental levels and
gehera] entry behaviours iﬁ mind." There seem to be a great

‘number of researcM™ projects providing both -questions and
answers. The failing seems to be that curriculum planners and
developers do not take the information available from these
research orientations into consideration when planning new
programs or when communicating with the teachers about these

‘programs.

Future Curriculum Planning

—

In evaluating and revising an existing program, and in
developing a new curriculum, it will be necessary to take into
account the past directions of curricu]ﬁm theory, current

research information, and relevant stands in psychology.
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The next chapter builds an argument for the application
of three psychological theories - toward accounting for more
effective procedures in the teaching and learning process. The

theories of Heinz Werner, Jerome Bruner, and Lev Vygotsky will be

used heuristically to evaluate an existing cureiculum. The

consequences of that analysis will be subsequently evaluated.

e
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GHAPTER III
AN ANALYSIS OF THREE RHYTHM CONCEPTS,
FROM THREE GRADES, ACCORDING TO THE THREE THEORIES

Three rhyhm coﬁéepts. one each from grades one, two and
three of the Ukrainian Bilinghal Music Program (interim edition,
January, 1980, Alberta Education) will be described and then
analyzed according. to the developmental theories of Heinz Werner
(1956, 1963), Jerome Bruner (1973), and Lev Vygotsky (1978). The
resu1t»of,this analysis will lead toward a curriculum model based
on vital psychological insights - one which should have a more

predictive heuristic value than that which currently exists.

The Curriculum Guide

Inspirational theory commands this gquide, with no formal
considerations for the way children learn and develop. In the cur-
riculum quide for Ukrainian music, the first rhythm concept taught
in grade one is: Music may move to a steady beat. Following the
soﬁg list is a series of suggested activities/teaching
strategies. They are: ‘

a. Children march to the steady beat of songs.
b. Children patsch and clap to the steady beat of songs.
c. Children p;tsch and clap patterns to the steady beat of

songs:

e.g. Clap : J J J Clap J J\
Patsch r ‘Patsch o o
] 2

3 4 1 2 3 4




Children play the steady beat on instruments.
Children play and march the steady beat simultaneously.
Children write ' | f , to represent beats.

Children point to | | , | reading "ta ta ta ta" aloud
to the steady beat.

(Translated from Ukrainfan Bilingual Music Pr?gram, interim

edition, January, 1980).

The first rhythm concept taught in grade two 1is: Rhythm

patterns may accompany a melody. The suébested strategies are:

a.

Children learn to repeat phrases following musical repeat

signs.

A O I N N
4 . : .

Mmoo - 9yn, Mo8- 9U,

A N ]
4 . .
' He  My-puch, HEe  Xy- puch,
A
4 . .

TH - X0, TW - X0, TH - X0, TV - XO
Chi]dren learn to clap and play rhythm patterns as

ostinati (repeated accompaniments) to songs.

i. children learn to say the words to the song in
rhythm,
ii. children clap the rhythm while reciting the

words.
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iii. children clap the steady beat while reciting
the words.

iv, children learn to play and say the rhythm of

the following ostinato.

RN

T - T T -TI T -TI TR
v. children clap the rhythm four times.
vi. children practise clapping the rhythm of the

ostinato against (while singing) the third line

éf the song. o . |

vii. children practise clapping the ostinato against
the whole song as sung by the teacher,

viii. children perform the song with ostinato.

accompaniment.

Specific instructions are given for individual songs and

poems. Further activities include: . —

c. Echo-clap rhythm patterns,

d. Perform rhythmic question and answers.

(Translated from Ukrainian Bilingual Music Program, interim
edition, January, 1980).

-

The first rhythm concept in grade three is: Sounds and silences

S I3
(RTRIC. RN/
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have duration -which 1is relatively long or

quarter, eighth notes and rests). ;u'°
O

Following a 1ist of songs and a list- of note and rest u'f%

durations are the following strategies:

a. Echo-clap a wide variety of rhythm patterns using many

different notes and rests (examp]éé,are given).

b. Create various word phrases to fit four-beat rhythm
m;atterqs (read some examples, children ~ create own
“examples). | | | |

c. ‘March or move to certain‘ngﬁg;durations during a song.

(examples such as the fo]}dwf?gﬂare_gi&en).

Ta- 2 T - X

T~ T T - TEOTI - T T; - Ti

@)

yi - Ho - TA » (w"lole nafe)

d. Children Create unusual ways of moving to given rhythmé;
) éﬁ ‘Echo«t]ép 2-measure rhythm patterns "in 4/4' and 3/4
| (examples are given). “
f. ChfIdren select and learn to play one. of- the
" above-mentioned  2-measure rhythm . patterns as  an

"ostinato" to songs in the same time signature.

R
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..g. Optional: Use é lneésure rhythm pattérds createdvby t@e
children to play 5 rﬁ;thm rondd (A-B-A-C-A-D-A . . .).
" h. i, Chf]dren learn to . play ‘a ~3-part  rhythm
accompanimentg ~for a Ukrainian folk song.
(Score is included)

ii. Score is given for another 3-part , rhythm

ensemb]e as accompaniment for a Ukrainian folk

song.
iii. - A 3-part rhythm score is given for “"Andante"

" from Haydn's “Surprise Symphony*.

(Translated From Ukrainian Bilingual Music Program, interim
edition, January, 1980).
.‘J;’.‘

Werner: Organismic - Development Approach

Heinz Werner's orthogentic principle states that whenever

development occurs, it proceeds "from a state of relative -~

globality and lack.of differentiation to a state of increasing
differéntiation, articulation and hierarchic integration” (Werner,

1956 p. 126). The organism moves from a state of “minimal

‘organization or structure and moves toward a better arganized

2

structure" (Gardner, 1978, p. 250). - The process is both

organismic, dealing with symbolic activity and psychosocial

functions, and developmental 1in that the manifestat1ons of

‘ <

' symbolic activity occur through directed change in organization.
. o/ i

o~

over time. A full understanding of the end-state is necessary

e
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in order to understand the order dﬁd significance of the steps in

the developmental progression. The interactionist viewpoint

‘\stresses both genetic/maturation factors, and environmental

factors - including social, cultural and experientih] ones.

Progress implies both continuity - with the increase in differenti-

" ation and hierarchic integration, and discontinuity - when new

structures and functions emerge in -kthe process (Nerner,‘1963).

_ Werner sees symbol formation as an instrument necessary

‘for the representation and internalization of sensory-motor

activity.

The . order of the »responses to stimuli - in the

*

_environment proceeds as follows:

II.

I11.

e

I. 7 Physiochemical stimuli resulting ~in  stereotyped,

N

reflexive action.

Species-specific and learned or habitual responses made

to signals or signs.

Symbol formation as a means of knowing and contemplating

——

" about the environment.

This orthogenetic principle emphasizes a move to

tgcreasing differentiation and systemization of symbolic forms.

V%tbal ‘symbols help a growing child to différentjate and .

©articulate environmental states and referents. These symbols
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develop with a gradual distancing' between the symbol and the
referent, via dynamic Scngmatization in which internalization of
sensory - motor activiiigs and symbol-formation nomes about. "Ta"
is one such verbal referent for a musical beat. After much
experience clapping, tapping, snapping, playing the beat of music
while evnking “ta, ta, ta, ta," the child eventually feels and
understands beats without needing the vocal 6r vekbnl symbol. In
other words "the vbeat" has become | functionally symbblized and

integrated in the general functioning of the child.

Werner uses the,idga»of distancing, or polarization, in

which, as the child matures in his/her social relations, shé/he

simultaneously becomes more separate and yet togethgr in his/her

1ndependence, whereas learning that once occurred only through&a

parents, nNow becomes the consequence of others. | Later on,
teacher§ and other adults” can participate in his/her learning
about the worid, and finally the child '1s able to Tlearn
continually in all situations. The process of'gymbo1 development

becomes 4 complex and abstract, and the images (symbolic

. yehicles) become increasingly conventional and communal. "In

brief, with development, the meaning or connotative schema of the

referent becomes less bound to” a concrete external form and

eventuates in an jnpvariant inner structure d1st1nct from the

ever-varying appearances which an object presents to perception”

(Werner and Kaplan, 1963, p. 48). For example, the beat in music

" eventually becomes an internalized schema that is no longer bound
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solé1y to th$ activity of tapping or playing it on an instrument.
It may even exist apart from an actual piece of music -being heard

a

“or performed. : ‘ .

What Werner's ‘“theory brings to the analysi§ of thé'music
curriculum ny"tné*\nption that 1in each 1earning' experience, a
certain\métnrity Ievef must be present, and that a knowledge about
the objectine (end state) of %ach .must shape the sequence of
dctiv%ties'the child is led through. Internalization must occur
when simple experiences from “one meaningful understanding or
schematization to another are transfered and music is a likely
means to semiotic generalization# in this exchange. In music
classes then, Werner would épprove of the general sequence
followed in the 1essons,’in which physicalnactivities and music
experienées aré followed by attempts to depiét these experiences
in various }ways. In addition, the presentation of accepted

musical notation for reading and writing involves hierarchically

graduated tasks which challenge and nurture the changes into being.

The gradual increase of complexity inherent in a spiral
curriculum concurs with Werner's notions. It progresses to a
greater differentiation and hierarchic organization of the subject

matter, For example, children progress from - experiences with

steady beat, to experiences with simple rhythm patterns used in

melody and in harmony, to the understanding of and abi1ity to work

in noye] ways with complex groupings of notes and rests of varying '

-
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duration. While this progression toward gréater differentiation
and comp1é§ity goes on, a better understanding of the most global
concepts of beat and rhythm also develops. As a result, the
differentiation of ideas,.fee11ngs, and ways of acting increases,
andv a~ more general and g1oba] understanding is reached. An
-examp1e would be where a child who can tap the beat to a piece of
music, then learns to tap a more complex rhythm, and later can tap

. the comp]ex pattern while playing the music, then can demonstrate

by action, h1s/her understand1ng of the difference between beét

l

and rhythm. - ; . » o

In the music curriculum care must be taken to allow the
‘intermediate step to occur. That is, when children try to develop
an understanding and work through their own schematization process
before learning standard notation or symbolic representation.

The Ukrainian Bilingual Music Program will be analyzed to

discover the processes of differentiation and hierarchization.

Music Concepts: Grades One, Two and Three

N

The gradual move toward greater differentiation and\:

complexity of cognitive percepts is best seen when analyzing the
music program through the three grades rather than from activity
" to activity within each lesson. In grade one, children perform
many activities (actions which répresent understanding and

conceptualizing from what they perceive in the music) where they

—

D
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" respond to the steady-beat in a variety of familiar and unfamiliar

selections. fhey also read very simple rhythms, most of which

. correspond to this steady beat. In grade ‘two, children continue

to respond to ~the steady beat, but also learn to respond

. physically in other ways, fe. to :read, write and create more

complex rhythms., By grade three, children begin to work with:

rhythms less tied to the steady beat and become aware that beat

and_rhythm are two different musical eiements.A This demonstrates
azf )

increasingly J hierarchical understanding and - greater

| diffe?entiafibn in conceptualizing and react1n§ to music, as

—

whereby the. child does not depend on extrinsic rewards but enjoys

children progress from grade one to grade three in the music

program.

The Discovery Method: Bruner

A proponent of the spiral curriculum, Bruner submits the

36

hypothesis that "any subject can be taught effectively in some .

<

intellectually honest form to any - child at any age of

development” (Bruner, 1973, p. 413). Hence, the child is

_ provided with challenging opportunities to discover important
general principles by organizing the experfences and manipulating

variables. The teacher's role is to help the chi%d in this

procesk. The teacher must also foster an attitude of competency,
the sheer pleasure of achievement.

The child begins with an acquired frame of reference - a

K



way of under.standing‘ his/her, experience and his/her environment.—
The chj]d is given a minimal a‘moun't of 1vnform'ation in a learning
episode. His/her  acquisition of new information is based on
‘manipulations with concrete. materials, .and his/‘her own
constfuctior{s. The o;'igi'na1 frame of ref'er'ence‘ is transformed by
the new information, and the new i?\‘%oi‘mbtio‘n’mhay itself be
transformed as further discovery takes p'la'ce.‘- The c_»hild, is
encouraged to represent experiences in the form‘_of images. This
internalization process enables the child to organize and
personalize his/her knowledge. With the he]p‘ of an image and a
symbolic notation, the child can 'graSp formal ’or abstract

properties (Bruner, 1973). This increased understanding leads

according to Bruner, to a zest for learning.

General concepts about music can be discovered 1ﬁ much
vthe same way. Bruner embhasized the need for mastery of. basic
skills, intrinsic réwérd systems, imagihg development, use of
symbolic operations to depict knowledge." He recommended that
eva]uatioh occur during curriculum development to aid i'n choice of
material, ‘apprdaches used, and arrangement of setting learning
‘tasks. He allowed for experience leading to discovery, ‘imaging
notation and finally, und;rjstanding. In music, experience 'can
lead to discovery of basic - concepts as well as skill development.
Music notation is a symbdh'c representation of aural experiences
and physical performance of music. Usually thé’t_hree »exper1ences

of reading, singing (or chanting) and physical ‘activity occur
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simultaneously during this learning process.

The Ukrainian Bilingual Musfcf Program will be analyzed
according to Bruner's d1§coveny method, and>changes and additions
will be recommended'where{poébible.

Grade One - Concept 1: Music May Move to a Steady Beat ﬁ

The curriculum guide suggests a variety of physical
experiences in which éhildren will feel the.steady beat in music,
enacting it by marching, pétsching (patting ones knéés), clapping,
snapping fingers and playing rhythm instruments. All of these
conform to the steady beat of the music being listened to. It is
then suggested that children learn to notate the steédy beat as
follows: I l ’ l , and‘fina11y, to point to such a nq;ation

)

saying "ta" for each beat.

A

The suggested sequence of activities follows, Bruner's

38

plan fairly closely, however, two possible suggestions for -

improvement are: 1. emphasize to teachers the role of
discovery, whereby before children are told —about the steady
beat, they are allowed to find "something" in the music to march,
clap, or play to, and ,‘2,_ngve~ch11dren the opportunity to think
of ways to depict steady beat before showing the standard notation
’. I , , . Tea;herslshould be encouraged to conduct ongoing
evaluation and to give constant assistance, so that after a

number of musical experiences, the children and the Qeacheﬁ will



recognize which students have mastered -the skill and which ones
need further experiences. Thus, ways -of fostering the joy of

discovery and mastery may be developed.

Grade Two - Concept 7: Rhythm Patterns May Accompany The Melody

In this coﬁcept area, children go t:hrouglh many physical
behaviours - work;ng with previously developed skills before
progressing to the development of new ones. They clap and play on
instruments - stéady beat, melody or worq rhythm, and alternate

rhythms, sometimes by rote and sometimes bf reading.

They then learn to play alternate rhythm patterns, called
ostinati (simple rhythm or melody patterns played repeatedly
during a song) as accompaniments. Children then create and notate
their . own rhythm patterns which they perform as ostinati t&

familiar songs.

K Bi K8l — Toy - Ko (Houer) '

I A

TaA Ta T -T T2
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Following Bruner's heuristic, the creation, notation, and
use of ostinato patterns should proceed as a discovery activity.
Instead of giving the class a pattern and having them learn to
play it as an ostinato accompaniment, the teacher should merely
suggest thé chiidren try to play their created rhythm pattern

while a song or poem is performed. Then the label "ostinati" can

be taught as the description of what the children have already

experienced. Further practice with ostinati can add to the
variety of the children's experiences with music. This process

acts as a self-motivating reward and perhaps encourages further

activity.

Grade fhree - Concept 13: Sounds and Silences Have Duration Which
is Relatively Long or Short (whole, half, quarter, eighth note and
rests)

In this first rhythm concept taught in grade three,
children experience a wide variety of rhythmic activities -
marching, clapping, playing instruments, creative movements. Some

of these are based on listening, others on reading;

Children use their previous foundation of rhythm

knowledge - saying rhythm syl]ab]es while performing the rhythms, .

reading the rhythmic notation, recognizing their movement to notes
of varying duration, performing rhythm ensembles with two, three
and four ‘parts simultaneously. And, f¥hally, they create rhythm

accompaniments for familiar songs.
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Following Bruner's plan the altivities of this unit do
not immediately conforﬁ. However, the activities suggested are
ones that nonetheless can aid skidl development. If put in the
right perspective, children can be led to discover the
relationships Bgtﬁeen the duration of notes and rests, and their
1abels. Discovery procedures could emerge through activities such
as echo-clapping, when children first echo a rhythm clapped by the
teachgr and can also verbalize the appropriate rhythm syllables.
After much practice, the teacher would omit vocalizing the rhythm
syllables whj)e/clapping a rhythm pattern, but expect the children
to recognize\ and categorize the duration of the notes in the
rhythm and be able to evoke their rhythm names spontaneously. In
the third step, the children would hear £he rhythm pattern clapped
by the teacher, categorize the duration of notes and rests, and
notate the pattern in writing. The final'step once again includes
a creating activity during which the teacher may evaluate -the
children's understanding and proficiency with the duration of
notes and rests. Children create, perform, and perhaps notate
rhythm patterns. using notes and rests of various duration. They
may use these patterns in a variety of ways - as ostinatf,'as
bases of melodic creation, as instrumental pieces. Creating fis
also a way of bui1dfng into the curriculum a means by which the

child's activity is self-gratifying.

Vygotsky: The Conceptual Approach

One of Vygotsky's main theses emphasizes the de!elopmentél
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_separation of speech from the child's general . semiotic system.
The progressive separat1oﬁ of thought and speech implies that the
two processes are different, with different functions and
consequences. To him "speech and'action [inftially] are part of
one and the samé\complex psychological function, directed toward
tﬁe solution of tne problem‘at hand" (Vygotsky, 1978, p. 25). The
independent use of speech gains importance as the complexity of
the task increases. Speech allows the child a broader range of
activity than that which {s possible physically, by producing an
. internalization of the visual field. The visual field is to be

included in the planning of action and in the solving of problems.

At first, speech ;éccbmpanies the child's actfons, and
gradialTy moves forward until it precedes action and becomes a
planning function. "The system of signs restructures the whole
psychological process and enables the child to master her
movement” (Vygotsky, 1978, p. 35). The new functions, intentions
qnd symbolic representation permit a new structure of behaviour to
occur, }n which the focus shifts from the outcome, to the nature
of the solution. These higher psychological functions are

+

sociogenetic in origin,

One of the ‘g}eatest contributions Vygotsky has made to

the field of education is with his notion of the zone of potential

or proximal development: "what children can do with the
+

- . . . .
assistance of others might be in some sense even more indicative

4?2



of their mental development than what they can do alone"
(Vygotsky, 1978, p. 85). The zone of potential develdpment is a
description of those functions which a child can perform under

s

adult guidance or with peer collaboration but 1s not yet mature
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enough to perform independently. It is a way of looking at a

child's potentfal while taking into account what has already been
achieved, It is a p}ospective, not retrospective way of looking

at a child's development.

The zone of proximal  or potential development is the
essential feature of new learning. It_ awakens the 1nternal

processes that are in a state of development, and operate best

,‘."""L :' .J
o gy Fo .

o T

A

S
when the child 1is interacting with people who are guiding» hfg;;‘

learning, e.g., the teacher, This is when the child is beyond
him/herself without ever knowing it. This 1{s the source of
development, and creates the zone of proximal development (Bruner,

. '
1976). B

In learning or internalizing concepts, the child develops

a system of meanings which helps to organize his/her thoughts. It qiir

is an internal reconsEFhEtiohipf external operatiog!tor objects.

Vygotsky's term "pivot" refers to an object or event
which allows the child to subordinate objects to their meaning in
such a way that the actions of the child on the objg%t free

him/her. The child names his/her referent, this referent shifts

e
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from the % object 'causing the actfons, to the child's sense of
-meaning,determining the aetion, where forces from within the child
create the patterns of music intended. The child now sees the

patterns he/she uses as‘the same ones used by the teachers. The

heuristic value of Vygotsky's ideas in a stchologfca11y sound,.

music program 1ies in our us%{of the concepts’ of: the zone of

lpotential development and the pivot. This dialectical clash of

developing thanght and language, and musical signs, come together

more profoundiy.

érade One';‘Conceot 1: Music may Move to a Steady Beat

In the grade one concept aoout steady beat, the zone of
potent1a1 deve]opment might be w1tnessed in. children who can on]y
- march or clap the steady beat if the teacher 1s-demonstrat1ng the
beat by playing it, count1ng it, or enacting it somehow but %ho

cannot physica11y mark time to the steady«beat in music w1thout

such guidance.  With pract1ce,~ this- activity leads to the

development of independent behav1our

child actually fee]s the beat 1nterna]1y w1thout ltS bewng'markedgg
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aurally or visual]y and can recognlze the bbat in nove] stimui1w‘5"’

_ such as unfami11ar-music Now his/her actions are subord1nated to

oF

the definite meaning of “beat?,,and he/she acts according to this’

meaning (Bruner, 1976 p. 553) Eventual]y, the ch11dren are 1ed_  .

to depftt the steady bgat fn notaéion f’

",‘.- RE - U V3
with = vocal or physical enactment. - This ids the b str1ct

- representation of internalized meaning.’ -

o . “‘}; and to r‘ead "t:,."{'l“;;'
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Grade Two - Concept 7: Rhythm Patterns May Accompany the Melody

“In grade two, cbncept 7, Cbthe zone of potentiai

R P

deveiopment may occur when ‘children can clap rhythms oniy\\wen the f

teacher is clapping, piaying them, or pqinting rhythmically to
notation. The pivot occurs when the cﬁifd can act out the rnythm
patterns Without “adult or :ter assistance and can understand novel
‘fonns The understanding that two more rhythm patterns can occur

simu]taneousiy should inciude the ability to perform a rhythm

\ -—

pattern while contrasting rhythm patterns are being performed by

‘others.

At this point in the cG:ricuium, all chi]dren are
xexpected to have’the“ability to read certain rhythmic figures and
to have the ability to notate some of the patterns they hear. This
shows the actual attainment of a nusidai ianguage. The writing of
musical notation represents the internai\ imaging or feeling of

rhythm which is a function of. the process qgg,internaiization

3

Vygotsky describes.
-
Grade Three - Concept 13: Sounds and Silences Have Duration Which
is Re]ativeiy Long or Short.iwhgie, half, quarter, eighth note and
" restsd

In grade three, concept 13, the use of notes and rests of

various durations is similar to the previously described concept.

The zone of potential:deveiqpment is the difference between the
rhythmic activities and representations which can be perfdrmed

R
L4
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1ndepgndent1y, and ;hat can be performed under teacher guidance.
In any group of children there will Tike]y be a great variante
amonq,‘§he individuals. in the group as 'detetmingd by e;F{ier
learning, extra-curricular musical experiences, agd the ability to

learn new concepts.

Activities in this unit include reading rhythm patterns,

moving to-rhythms, playing on instruments, and performing two or
more partsAsimu1taneously. The activity which represents mastery
is  the gbility tgdfcreate énd correct]y. notate a rhythmic
accompaniment and then to perform it in a variety of settings, for

rhy thm ensemble. The ‘pivot' may occur during the creative

endeavor, if it has not occurred previously, wherein the meaning

of rhythm exists apart from the activity of performing it.

W
{

heuristics. It also seems clear that the progres$1oﬁdﬂfr0m one .
3 : f : v '
grédeulevel to the next is given valuable insights by Werner's

. orthogenetic approach. The steps in the strategies can be

i1

’pEeSente¢ to show a progression which not only coincides with
Bruner's discoVery-learning approach, but also té show Vygotsky's
zone of proximal development and his notion of alpivot, in which

the object or action is. subordinate to meaning. - The progression

e
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leads to greater differentiation. both in skill and ‘in. cgnceptual

i

" development. e
: o

An attempt will now be made to conduct a studi‘yxof the
music curriculum which loaks at both processing and achievement.
Such a study must have two parts: (1) a test of skills.and

knowledge; (2) an observation of children during music classes.

", Because of the nature of this study, onb_' children will be tested

and observed. ,Existing‘teaching sty]es and teaching strategies-

will not be documented or compared. Teachers will participate in
the study by completing a cfuestionnaire about the music program.

(Appendix 9B)

‘ .'?55"1"?
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" CHAPTER IV
DESIGN OF STUDY, FINDINGS, AND ANALYSIS

EZ T
i v
e

The study took place in six primary classrooms teaching
Bilingual Ukrainian, in three schools representing. three different
school districts: Edmonton Public School, Edmoﬁton Separaté School

and Sherwood Park Catholic School. All testing and observing occur-

. red bé%ween March 6 and March 22, 1985. The purpose of the study

was to observe students' behaviour and - involvement during

" music classes‘and to test their understanding of rhythm concepts

according to the prescribed objectives of the Alberta Curriculum

Guide for Elementary Music (1977). : \

i

>

'«* ‘ T!’,:}

Three different fypes of investigation took place: (14,

‘Achi@vement testing in the form of a pre-test, post-test based on

the music curriculum (see Appendites' 5, 6, 7); (2) classroom
observations made to study the process of music learning; and (3)

teacher interviews (see Appendix 9YVconduéted by the investigator.

Diagram ]

)

interview

pre test | post test

time testing :i

observing ‘ ‘ o b

48 B {ﬁ‘ '“1,‘



Tests

A test with two parallel forms was formulated by one of
the deve]opers (not the investigator) of the Ukrainian Bil1ngua1
Mus1c Program grades one to three, to determine the’ children's
mastery of the a11 music concepts in the Rhythm unit appropriate
for their grade levels (see Appendices 5, 6, 7) The two forms
of each test were used alternatively, as pre-test and post-tést.
for each class of each gréde level. The tests were specific to

the music. program, with questions and musical selections being

chosen directly from the curriculum guide. Some of the questions

were administered to all the students in each class, while other
questions, requiring individual E/g;igéz were given to five of
these students. The test. deveIOpyrﬂﬁﬁs the independent tester,

administering both the group and th?/ 1nd1v1dua1 portions of the
\\

test.

The. pre-test was administered prior to the first
observation, and the post-test was adm1ﬁ1stered after the second.
This format was intended to help determine whether or not changes
in underst§nding rhythm concepts and skills have occurred durtng
the time period between tests, and to suggest whether or not the

objectives of the curriculum are being met.

Subjects
The subjects were students in grades'one, two and three

in six Ukrainian Bilingual classrooms. At each grade level, two

49
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Table

1

different classes from two different schools were studied.

J j
I./shows the number of students in each class and the grades 1in

each of the participating schools.

Observers

Trained observers were uééd, one more experienced in this
style of obser?ation than‘_the other. The observers together

entered each classroom on two occasions, exactly one week apart,
to rate children's activities during their music classes. Neither
observer had any knowledge of the music curriculym, or of the
testing procedures be{pg used by the program developer in the

pre-test, post-test design. Each observation lasted éight minutes

e

(see Appendix 8).
]
children's

bbservatfon Procedure
The‘}children WJQ: scored according to the procedure
developed by ﬁishop (1983). By this procedure,
actions, intentions, and productions are evaluated for “fluency",
fpurpose", and "control". The five dimensions of action which
help to characterize a child's pattern of purpose, fluidity, and

the "body position dynamic", "tool use", "process

control

are:
duration”, "process-product dynamic", and the “multiple events
continuum”. The descriptions and procedures for measuring these__

dimensions are found in Appendices 1 and 2.

Students were observed for eight minutes during each of



the two sessions’, one weék apart. The observers simultaneously,
_but independently, scored each chi]d'every‘thirty secoqgs;.on the
five categories listed.above. Scores of 0, 1, 2,’or 3 were given
according to the behaviours exhibiting the {ééild's level of
involvement in the task. These behav1ours/ are described’ in

appendices 2a, 2b, 2¢c, 2d and 2e.

Bishop's (1983) observation model was used primarily

because an observation system was needed which would cut across

all thiree theories, which could be taught to observers, and which

‘had previously exhibited good reliability. Thfs'system was broad
enough to cover any aspects of children's classroom behaviour yet
specific enough to account for all three theories. The categories
of .body position and tool use best show Werner's concepts of
hierarchic integration and 'differentiatfon. The multiple events

continuum and process-product dynamic can demons¥rate Bruner's

discovery learning and spiral curriculum. The scoring levels
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resemble Bruner's. enactive, iconic, and symbolic Tevels of |

processing.  Process-product dynamic and process duration can

depict Vygotsky's notions of pivot, heaps, complexes and concepts.

As.xone purpose of the study was to examine the actual
implementation of the curriculum in Ukrainian Bilingual
classrooms, the program developer returned to each élass to
administer the post- test, i.e., other form of the test. Again,

certain questions were given to five randomly selected students.



The same procedure for random selection of the=five was used the
‘second time, wherein all the students' test papers were numbered

and the classroom teacher drew numbeks to select the five for

further testing of music. The questions on the pre- and
post-tests follow the conceptual base of the Alberta Education
Elementary Music Curriculum (1977). The administration of the
_post-test was intended to determine whether any changes in concept

or skill acquisition was occurring.

This procedure did not control for teéchers spending more
time tﬁén‘is usually allowed for music in giving their classes
extra'preparation for the pre- and post-tésts. However’, since the
timg between testings did not exceed two weeks, it is assumed that
the effects of over training were: minimal. Since much of the
rhythm component of the ﬁusic program should be tauéht before
melody, harmony, form, expression, and abpreciation, it may be
that signific&nt differences between students' performance on
pre-test and post-test were dué to a sudden awareness of prograﬁ
objectives and a hurried attempt to “catch-up", on the'parf of

teachers. v —

‘The final part of the investigation was an attémpt to
have the teachers participate in a reflection of the hynamics
involved in their classrooms. A questionnaire (Appendik 9) was
distributed by the investigator, and a short, taped interview took

place within three or four school days, when the completed
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&
questionnaires were bicked up. The questionnaire and interview
attempted to achieve clarification of the music prngram as it is
undergtood and experienced by the teachers. The process of
opén-;nded questions and open dialogue was an attempt at a
dialectic, a ' mutual growth between the teacher and the
investigator. The. teachers' responses provided some insight into
their impressions of the music curriculum. It gave the
investigator a better understanding of the regnlts from the

testing and observation components’of this study, and some ideas

for enhancing the implementation of the program.
The questions investigated in the study were:

1. Which of the developmental theories seems most appropriate for

teaching and learning in the music proq;am?

2. What is the nature of the students' processing and integration
within the context of each music lesson?

: SN

3. Are children in the Ukrainian Bilingual Program learning the

music concepts, and are they able to demonstrate their

understanding in musical behaviour?

4. Are teachers using the music program to meet the general
objectives of music education (see page 1) and specific

objectives in rhythm at each grade level?
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Description of Data

Pre- and post-test data, and data from the observatdon
sessions was analyzed to determine the correlation between the

v
test scores and the children's processing and classroom behaviour,

as rated by the observers. .

The tﬁree schools, (labelled A, B, and C) each had two
c1asses participating 1n the study. School A -has a grade one and
'grade three class; schoo] B had a grade one and grade two class;
and school C had a grade two and grade three class involved.
Hereafter, the classééiare 1abe11ed‘by the school letter .and grade

Jevels (1A, 1B, 2B, etc.).

| The results of the bre-tests and post-tests can be seen
in Tables I, Ila, IIb and Ilc. fiese tables allow compari;ons
between grades, between classes within a grade, and from pre-test
to post-test within a class. Overall, improvement from pre-test

to post-test scores occurred in:

grade one - school B,
grade two - schools B and C, and,

grade three - school A.

A deterioration of achievement as measured by the

achievement test occurred in:
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grade one - school A, 1in which ten of nineteen
students scored lower on the post-test;
and, ‘ o

grade three - school C, where only a slight decrease

£

occurred, but three of fifteen students

Bl

’ got lower scores and nine had no change in

i

score. ' ,

To make a comparative ana]ysiﬁ'%éadi]y ava11ab1e,iTab1e [
shows the converted scores. Note that class test scores ranged
ffom 10.9% correct (pre-tes§-score, grade one - school B) to 89.7%

‘correct (post-test score, gF;de two . school C). Pre--post=test
improvement can also be seen on Tables I, Ila, IIb, Ilc. The
greatest improvement occurred in grade three - school A (36.1%)

while the greatest deterioration in score occurred in grade one -

school A (-18.4%).

sho: i - COMYERTED SCORES ON CLASS RESULTS ON PRE- POST-TESTS AND OSSEAVATIONS
(from raw scores, y dix X}
oy \‘
- ' Post-test
‘ o Pre-tast | Observation | tfon [1 Post-test laprovenent
a3 | Indivicual} Ovs, } s, 2 | Obs. I s. 21 Class : Ingividual Class : Individea)
- } } n -
Grade | I t 1 | |
| | | |
Schoo! A | 19| 579 ¢ .58 44) | 493 617 | 587 L3958 1 L 150; - 184 | 187
School 8 | 25 .IO'![ .33 .48) l .50) 40 | 400 388 | )8 2% 0%
. i - 4
Grade 2 Il : | i |
| | !
School B P 22| 423 .47 AT0 | 4N 497 | .80 606 ) s [ aw e
School € | V7 B“! . 543 A8 | 8 | .s10 897 | 1% 08 1 e —
i 4. d &
Grade ) ! ! [ I i
B | 1 |
School A | 26| .293 | .20 A43) | W00 48] | A0 634 | .500 L 00
Schoo) € | 1§ mll .22 470 | 587 43 | 887 2 24 -.026 1 014
1 A . A
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o .
TABLE IIb - TEST SCORES AVERAGED BY GRADE

57

Time 1 - 2.641; Time 2 - 3.425
A1l Classes Averaged (pre-test) (post-test)
Grade 1 Time 1 - 1.317; Time 2 - 1.558
Grade 2 " Time 1 - 5.027; Time 2 - 5.919
Grade 3 Time 1 - 1.769; Time 2 - 3.125
[

TABLE IIc - TEST SCORES - AVERAGE OF PRE- AND POST-TEST FOR EACH CLASS

pre-test post-test
score score
Grade 1 School A 2.0 6.36
B 1.0 5.4
Grade 2 Scheol B 4.2 6.06
- C 6.971 6.14
Grade 3 School A 2.863 5.3
C 1.714 6.84




N
AN

AN

Tableliﬁlb (in Appendix 3b) inditates that the "difference

between pre-test ‘and -post-test ~scores over a]] grades is

.05) -on the ANOVA nested design.

significant (P

difference in score between classes is significant w1th1n each

o
grade.

, - . ,
The observation scores done on five individuals in each

- class on. two occasions between the administration of the pre-test

The scores given

and post-test were also analyzed. '

Wt

observers were Enalyzed for agreement'in two ways (Tables“III and

hy. the
VI). First, the interjudge reliability test was applied to each

of ‘the 2400 scores ~The percentege of agreement ranges

The .

from
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)»”,:- -
59.72% for category 3 (Body Pos1t1on) in grade one, to 76. 254"

agreement for the4same category in grade three. No one category

showed more éonéistency or agreement than any other,

TABLE III - INTERJUDGE RELIABILITY

Interjudge Re1iabi1i%y Test -_Grade 1

Percentage Agreement Among Raters ®;-
Raters -Categdry;Category Categohy Category Category All
1 2. 3 4 5 Catedories
1x 2 .| 75.32% | 69.74% | 59.72%-| 62.50% | 63.51% | 66.31%
K1 75.32% | 69.74% | 59.72% | 62.50% | 63.51% - 66.31%

k14
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Interjudge Reliability Test - GFade 2
. Percentage Agreement Among Raters
I - -
// 1 ~—
an r :
Raters Category|Category{CategoryjCategory|Category All ,
1 1 2 3 4 5 Categories
by ) ) - E . /.’ -
"1 67.50% | 66.25% | 60.00 71.25% | 65.00% 66.00%
67.50% | 66.25% | 60.00% | 71.25% | 65.00% 66.00%
Interjudge Reliability Test - Grade 3= "
Percentage Agreement Among Raters
}
Raters Category|Categury|Category|Category Category| - All ‘
1 2 3 4 5 ~ Categories
1X 2 69.23% | 67.50% | 76.25% | 60.00% | 61.25% 66.83%
All 69.23% | 67.50% | 76.25% | 60.00% 61.25% 66.83%
S

TABLE IV - SCHOOLS SHOWING HIGHEST SCORES, BY GRADE,

BY TEST -

. Pre-tdst Obs. I obs. II Post-test
Grade 1 school A -.school B school A school A
Grade 2 school C school C. school C ‘ sShooer 5.
Grade 3 school A school C school C school A

s

.
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TABLE V - SUMMARY OF SCORES BY GRADE, BY CATEGORY

i g

Category:1;
Category 2
Category 3
Category 4
Category 5 ™

_ Score Range: 59.72% - 76.25%

Gr 1#3 = Gr 3#3

g

Process - Product Dynamic
Multiple Events Factor

Body Position
Tool Use.

N - Category i
- ' Average Of All ‘
% | _|{categories Per 3$2E?nsz:?:gv
Grade . | 1 2| 3 4 5 Grade a
1. ]75.32]69.74 59.72162.50(63.51 - 66.31 15.6
2 67.50 66.25/60.00|71.25(65.00 '66.00 11.25
3 |69.2367.50]76.25[60.00{61.25 66.83 16.25
Ave%iée ; ‘) \
Over A11|70.68|67.83165.32|64.58{63.2541— 66.38
Grades : ’
Category ‘ , 0T
Score 7.82] 3.49116.53[11.25} 3.75 T T
$pread | , I
R . .

Process Duration (Quality of Attending)

~



. In grade one, the greatest agreement in, scoring between‘

_ the two judges was in category 1 (Process Product Dynamic) and the

) { - ]

least agreement was in category 3 (Body Position). In grade two, B

the greatest agreement was in category 4 (Tool Use) and the least
agreement was in category 3 (Body Position). In grade three, the

greatest agreement was in category 3 (Body Posi

—-*~agreement was in category 4 (Tool Use). When the category scomes

* were averaged -over all three grades, the (greatest agreement was . nn

. category 1 (Process-Product Dynamic),

, TABLE VI - INIERJUDG§>QQMP

category 5 (Process Duration).

ISON OF'TOTAL SCORES

S COMPARED SCORE OF OBSERVER 1 TO GBSERVER 2
./ .
1 K | \\‘ . Observation I Observation II
Grade 1 School B 2.020 1 . .040
L
" School A} -~ -.050 .050
Grade 2 School B -.003 - -.040
school € 010 2,020
Grade 3 School ‘A 033 -.013
School C| . -7 : -.014"
R

The second comparat1ve anlaysis was done on score totals

for each class. When interaudge compar1sons were made on the

total scores for subJects 1n each c1assroom the results were as

-

\/

1nd1cated on Table III with a comparison range of 0.3% to Nn.7%

d1fferehce between judges (or, 99.7% to 88.3% agreementi. These

i

o



total scores will be used during further analysis and discossion

rather than averaged or comparative scores between observers.

Although one of the two obeervers‘had a great deal more
experience using the rating scale than did the other, having
participated in previous studies observing chi]dren s modes of
processing, the inexperienced observer was neither consistently

lower nor consistent]y higher in his scoring than the experienced

judge. The difference in scores indiceieéxthec_ho category was:

either easier or more difficult to score.

Analysis of Data

" The scorés indicate that certain classes were processing
at a much higher level than other classes. Table Ib indicates a

range of observation scores from 0.400 to 0.617.

PR

When the ANoyA, nested design, was applied, no |

14

significant differences (P <:::.05) occurred in scores between

grades, claSSes, or times, 1h three of the observation categories

- Mu]tip]e Events Factor £Tab1e IXb), Body Position (Table Xb),.

and Tool Use (Table XIb .ﬂfm Appendix 4). Table VIIIb shows that

significantly different scores occurred between observation I and

S

observation II on the Process Product 6?nam1c (P = 0.0222).°

Generally, the score improved from time 1 to’ time 2 on th1s
vériab]e, indicating that children's behaviour was more

_ N
goal-oriented and productive. This may also indicate that the
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chi.ldren experjenced less intrusion by the observérs the second

time and that they likely enjoyed the music lessop more. A

significant difference (P = 0.0311) was also seen between schools

(classes) within éacﬂ grade level on the Process Duration variable
o

(Table XIIb), especially in grades one and three. In both these

grades, the class whose pre-test, post-test, ~andnmraﬂ behaviour

observation scores .were higher, scored signifvg@n€7y higher on
this Process-Duration variable. This may be an 13&1cat?bn that in

these two classrooms, the children's involvement or psycholog}&a]

S . ‘
time on the task or activity is the closest measure to their

overall achievement scores.

Summary .

It appears, 1in__ this stddy at least,\ that the
Process-Product Variable, and Process Duration Variable correlate
more lélosely with student achievement and overall aftgntive
behaviour- than do the other observation ca%egories. Particularly
in grades one and three; where these scores were significant, the
measuees of students' time on task (Procegs Duration) and

goal-oriented or productive behaviour (Process-Product) may. be

indicators, of gréater learning, hence, better achievement.

Comments on the Test Findings

The design of the field study was an attempt to see how

63

~ psychological procéssing can be measured and‘ whether or not it

relates to learning, or concept acquisition as measured by tests

of knowledge and skill in music.

K. 4



It was expected th.q‘
amount of”éctive learning tékés place, as measured by the overall
.test scores, and by. the improvement shown between pre- and
post-testing, .that the observers woqu record higher levels of
processing in all five categories of behaviour being obsérygd. As
Table Iv showéd, this was the case in grade two , where bée)schoo1
dominated 1n both‘pre-test and post-test scores, as well as on

behaviour and protessing as shown on the observation scores. In

grade one, school A had higher pre- and post-test scores than

school B. However, the »post-test scores for school B did
increase, whereas they decreased for school A (Tables I, IIa, [Ic)
and school B had a higher score on the fir;%_obigrvation. The
amount of difference between ;cores of the twé schools if smaller
on the first observation than on the second observation. School
A, however, showed an overall decrease in scores from pre-test tq
post-test, an unusual phenomenon, if one assumes that students had
learned the mﬁsic concepts prior to festing, and deterioration
should not occur during the two weék time span. In _grade three,
an unexpected result was noted. The class from séhoo] C showed
higher scores in the behaviour obsérvétion;’but their test scores
were lower. _6n the pre-test, the scores of both classes were

similar, but studénts in school A demonstrated that greater

leurning had occurred by the .time of ‘the post-test. The

o .

expectation that these ~students should then have scored higher on

the observations was hot fulfilled. ~Only the scores on the

"“Process Duratidn variable did reflect this expected result.
E - ’ . - ’ 0

ﬁin classrooms, where the greatest
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CHAPTER V
CONCLUSIONS AND RAMIFICATIONS

Before dealing with the prob1éms inherent in this study
and with suggestions for improving and {implementing the
curriculum, some points must be raised. Speculation arises as to
why the data results were so different from what was expected, in
that, high observation scores did not always accompany high test

scores.

Comments on the Test Findings

1.‘ " First of all, the underlying assumption held by most
-——eaducators, that al] learning can be measured by means of the
pre-test, post-test desigh éan be questioned. In this case,

in two classes, (Al and B3) the achievement scores. decreased

on the post-test. There can be many reasons for this

finding. Although t wpre-test and post-

st were parallel
forms, designed”and adminis he music program
developers, and Checkéd by a testi sign specialist, the
test design may have been faqlty with oné form more difficult,
or the style of administeng the questions could have
differed betwé;; pre-and post-test (Each form of each test
was used as a pre-test in one school but as a post-test in the
other school). Table VIIb indicated that the test scores were
significantly different (P <::’ .05) on the ANOVA, nested

‘\Egg\gn whéther measured according to time (pre -test to post- .
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test), or‘according to class within each grade. From this it.

can be assumed that Tlearning was ;aking place during the
observations Dbetween : pre- and. post-testjng, and that
significantly different things were happening in the different

c]asses.ﬁ It should be noted, however, that all the

individually tested students 1in all six classes showed

2

improvement on the post-test. ‘3

The students may ‘have been experiencing the rhy thm
concepts that were being tested in the lesson just prior to

the pre-test but not in those before the post-test. Thus,

“some forgetting may have occurred, resulting in  lower

post-test scores than anticipated. Such deterioration can
also be explsined by the possibility that teachers prepared
students for the pke—test»but did not feel it was necessary to
review or continue rhythm concepts after the pre-test. This
occurred in gradé one - school A, for example, where gnoﬁher
teacher had been asked to teach soﬁé music classes p;jor&to
our testing. But still, the scores of ﬁhis class exceeded

those of the grade one class from school 8.

Hfgh"scores on the observations indicéted that children
were attending and processing information at a competent

level. The scores ggwxhe observat1ons could be high if the

teachers had their students highly motivated and 1nvolved in

their lessons. But the lessons may have been unrelated to the

K
L4
e

,gﬁ‘b b,
@ ‘g"
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concepts being tested, which exp]aihs'how the high observation
scores can accompany low test scores. The rhythm concepts

were chosen for testing because they are the first a;35gost

basic units for each year's work. If followed sequentially, .

all concepts in rhy;hm should have been acquired and reviewed
many times by March and Apr?l of the school year. . This should
have prevented a situation in which students being tested had
not had exposure to the rhythm experiences for their grade
level. Only one class performed well, as determined by the
tester, on both pre- and post-tests (grade two - school B),
indicating a good grasp of the rhythm concepts for that
grade. Lowér scores in all the other classes indicated a
problem. -~ Either the concepts are not being taught
effectively, or the concepts. are beyond the grasp  of the

students in these classes.

The testing effect itself must have influenced both
teachers and students. Once teacher, apparently intimidated
by the impending study, wanted to back out only days befdre
the pre-test Qas to be administered to her class. Discussion
and reassurances from the test administrator and the
investigafor persuaded her to partic1pafe in the séudy as
planned. Having unfamiliar people doing testing and observing
during class time, causes a change in'the’regu1ar pattern of
_ activities, so student behaviour may have varied from the

7/
" norm. Although teachers were briefed on the purpose and agenda
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of the study, they still felt as though their teaching was
under scrutiny. This attitude may have résu]ted in a change
of teaching style during observations; and also transferred to
children causing a possible change in behaviour and Qttitude.
 ‘

It was noted ‘that the second observation netted a
sign1f1cant}y higher score in the Process-Product-Dynamic, perhaps
indicating that students had less difficulty attending to their
lessons the second time the observers entered the class. With no
significant differences in the scores on the Mdltip]e—Events
Factor, Body Position, and Tool Use, one can assume that these
variables are indicative of children's clasgroom behaviour in
general and that there were no significantly different groups of

children in this study.

Improving the Test Design

This study may serve as a paradign for further
investigation of the curriculum from the.point of view of student
knowledge and the dynamics of students processing. Howevér, a
number of changes would be recommendéd in order to obtain more

information and to make data processing more efficient.

The pre-test should be administered before the students
have been taught the rhythm concepts for the grade level, so the

testing should be done early in the school year.
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' A1l teachers should then be asked to teach lessons from ™.
the specific concepts area of the rhythm unit of the curriculum,
during the times when the observers are in the classrooms scoring

>

the selected individuals whose behaviour is being observed,

Once the small group of students is selected for
individual testing on the pre-test, the same students would be
used for the observation study and the individual post-test. This
would ensure a different continuity not present in this study.
Here subjects were selected randomly ~{or each segment of the

1
study.j Doing so, allowed the study of group performances.

| e
Fach music period during which observations are done
could be videotaped. This would enable the observers to re-check
their' scores. The videotape would be a permanent record which

could be used later.

More than five students in each ctass could be selected
and studied. This would give a greater number of scores for

analysis.

If possible, the testing and observations should occur
during regular music times in eaﬁh class, instead of rear}anging
times to suit all parties. This, however, requires a great amount
of flexibility on the part of the.tesfers and observers. One of

- ¢
the shortcomings of this study was the fact. that the two observers

;o

N



ystem couId be dévelapedgfc?r, ;teacﬁer"s.

;
qbservers
5

-rﬂenée; all.

ﬁ@yse during classes.

o

«”

This would enable tedhhers‘to evaluate%their students while they

are in the process of teaching.
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Problems with thé Testing*Proneduroﬁ

1.

One of the prob1ems encountered during the testing was

just mentioned: some teachers felt intimidated and thought

that their teaching was being observed This information was

70
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revealed during the post-study interviews.

#

Locating observers who were familiar ‘with  the
five-category observation model and with time available to

observe was difficult, Howegé;, teachers were extremely

accommodating, rearranging class schedules if neCessary, sC

that music classes could be held when the observers were

kavailable.

The reliability and validity of the pre-test- aﬁa

post-test was difficult to determine in such a small-scale’

study. Some procedures were followed to minimize this, .

¥
A

difficulty. - -



4, The five different teachers had varying degrees of

competence in the area of music., Their familiarity with and
understanding of the music curriculum varied. There were also
differences in teaching style wi;hin the group of
par@i%ipating teachers. As a consequence, the ;re- and
ggst-tests measure students' achievement by comparing classes
of students whose experiences may vary according to a variety
of factors: time spent on music, time spent on music
curficu]um or concept development, teacher competence in
muﬁic, student interest in music (motivation), amd student
aptitude. Thé~ﬁegchers' co-opefFation d;& enthusiasm for the

i T

LY
study were encouraging and made classroom visits very easy.

How the Theories Relate to the Test Design
e

Heinz Werner's organismic-developmental approach allows

for genetic/maturation factors to combine with environmental
factors in the course of growth and development. Frqm a state of
basica11y reflexive behaviour, the individual learns to respond
through expg;ience and reaches the level of symbol-formation in

—

which there 1is conceptualization, greater hierarchization of

7

knowledge, and cTarification and understanding of specifics. In

' hi§ theory we understand the process of change because we know the
outcome or end-state. The graded approah to learning used in the
Alberta public school system co:a'iponds. to this theory. Each
succeeding year the child is prggé#;ed with information that is

more specific, greater in detail, and also that which gives more
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_ : o ?
refinement to generalizations. " This *results in a d ental
: hierarchization of knowledge as the child progresses' the

P

| students were asked to.clap or patsch the«beat in a 51mple piece

.
.-
¥

- -
grades. “.-j

The study 'was designed ] that - the 'tests used as
pre-tests and post-tests demonstrate this increased

hierarchization of knowleﬂge with each higher grade level This.

increased generalization and differentiation corresponds to the

concept structure found in the Alberta Education Curriculum Guide

. for Elementary Music. (1977). For example, 1n the grade one test,

1

of musid. In grade two, students were asked to clap a smple_'

rhythm (not Just the' steady beat) to a 51mple piece of music. In

grade three students were asked to determine tQIOugh clapping the

72

beat whether the beats were grouped in 2's or 'in 3's. Grade one”

P2

students were required to read and clap simple rhythms, wthE:_fl

grade two students had to clap rhythms with accents and recognize'.‘”

rhythms clapped by the ' teacher. Grade three students had to
determine time signatures of rhythms .and put in bar line  to show
that they recognized both note .durations and time Signatures
Werner s system is suitable for explaining the steps in the
development of a skill however the actual learning process, what

happens during the changes Is not emphasized It explains only

the stereotype | r example as a’ grade three student claps or

taps the beat _f 3 song in order to determine whether beats are;

i

B TR e

grouped in 2's.(duple meter) or in 3 s (triple meter) a number of “



.

¢ o

hierarchical steps must t.ake place: 1) keep the beat, 2) hear and
enact .the acc:ented; beats, 3) count beats, .always calling the
accented beat "one", 4) determine the meter or grouping of

beats. .These are .the . activities, but what is the hierarchical

. COgnitive process which leads to the acquisition of this skill?

. . B
Jerome Bruner was a proponent of the spiral curriculum

and of discovery learning The acquisition of new’ information is

based on_ “minimal preparation and information Then manipulation

é
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of cOncreto materylwresults in. a transformation of the original ‘

frame of » ené" sT e- c ild is encouraged to’ represent his/her
"L -

experiences in the form of ~mental images - hence the formation of
<v MY

concepts. After the Chl]d' forms * and demonstrates his/her own

representations’,‘. the standard or accepted representations

f' (hotation) are taught. " The unfortunate aspect of this modeu is
‘that it'vstif‘_'les creativ1ty - as the child nears thé concept, the
-rangef‘of behaviour diminishes; the child must‘ catapul't Sfrom a

narrower base @-The end- pomt lS established ahead of the . child

3
Hé‘nce, in this study it Qecame necessary to go beyond testing he

acquiﬁition of desired concepts This study also include

observation of children's concept develo?ment during the music,

c]asses. The three levels 6f behaviour scores reflect a
‘ s

smilarity to’ Bruner s enactive" iconic and symbolic phases of
development |
E-2 Lev,Vy’ggtsky's notion of a;saymbol system is one Awhe‘,{ge the

e
- -
a g
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conceptual operations of a cpild would allow hfm/her to go beyond
h1m/herse1f and the concréte maniputations used to function to.
where the learner can create things unknown. He/she would operate
within a Zone of proximal development - which is ever-changing.and
dialectic (Reigel,-01978).x Each product gives rise to a new

process and a new, wider range of responses which outstep- his/her

learns also how to create in order to 1earn - For example, he/she

can take a me]ody and then make it into a picture or poem, then

tell a story. He/she can use these notation patterns, to create’a

new rhythm or-melody, f.e.'create something that never was.

In the study, the behaVioUr observation evalu&ted

children's” quality of attend1ng to the lesson (process-product)

events) during' attivities, presumably while in the zone of

proximal deveL@pment. The  teacher ' led activities in which

children 'participated while  developing - and Tearning music

concepts. Perhaps concept deve1opment occurs as a pivot - when

&

the meaning becomes separatev from the activity and the child

brings . this meaning to another activity, and then can free

74

"existing .-responses,  where the child learns how to learn, aﬁg .

" duration of attention, body and tool use‘and versatility (mu]tipLe v

him/herse]f from both. This was determ1ned through the testing

’ ,/;process.' In some cases," the test scoring allowed for “marginal”

or 1ncomp1ete knowledge ‘of the concept The "marginal" score may

1nd1cate that a chi]d is in a zone of prox1ma1 development for

. ’ -

that concept. « .

‘answers - i.e. the tester determined that the child has partial .
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'Hefher, Brunee;%¥}gdtsky'and the Musie Curriculum

" The 'spiral curriclilum 3 13 Jerome Bruner is in place.

The A]berta elementary music curriculum covers the concebts of
“rhythm,lmeﬂBey, harmony , form, ekpression and related arts (music
appreciation) in every grade from one to six. The skills of
1jstening, modingﬁ singing, playing ‘instruments, teadihg and[

créating music, are also all deve]bped gradua]ly eagh year. '}hts

interest and background in music? what about d}fferences in

f'Are a11 chi]dren ready at grade two to differentiate between ‘major

kR
5 .
expression o creative
., related ' form ' \ l / endeavors
. . arts : ' , -
. 3 . ' )“‘ ‘ ° I Sy
— 1113
2 -3 92
- 1
! ‘ har oy '
— rhythm melody armony language thought
WERNER | BRUNER . VYGOTSKY/

Rk

‘makes a nice neat package of skills and concepts - But what about’

" individual diffenences? What about 1nd1v1dua1 and varied talents, .

rteachers time spent on mus1c, 1mportance placed on performance? :

and minor tona]ities? .Howwcan a child who cannot yet differenti-



- \

ate between high or low tones, or match- itch with his/her voice,
create me]odies? ,Can we. assume. that by the beginning of \ﬂgrade

_ three ali students can not only recognize major and ‘minor, but are
now ready to locate the tonic chords _ in major or minor

- accompaniments? The . spirai‘curricuium, with set objectives at
each grade level is in place not only for music ,' but also math, -
\science,‘ language arts, social studies and other subJects .Its
greatest drawback is in ‘the way that end products are specified to
the exclusion of children s lTearning styles and iearning processes

and the consequences created which are their own.
€

‘

Nerner s hierarchization of knowiedge whére both greater

differentiation and gi"obalization occur may beiuseful for._

a'ssessing skil1 development. ) Teaching styie and materials used B
determine the process through which a chiid"’s eXperiences iead to
. - symbol- formation #13 process could be more carefu]]y addresseds_ .
. g’?inu the curricu]um. Because 'Nernker deals more with "_the‘ ‘
}g *in’dividuaisus path . of k111 ‘or concept attai';nment than does B "o

-in the spird“r curriwium iﬁdividuai d#ﬁf_@ences in. processmg and
consequence can be examined mone carefuiiy In one classroom
_ children who can diffe?@ntiate &tween beat and rhyt’hm when they ’
o are asked to clap or depict in. no@on one or the other, have
differentiated and are’ ready to ‘go on, In the same ciassroom,
f’children who - can create and perform rhythmic accompaniments tq%
) -:'songsw may be refiecting Nerners hierarchical concepts.m Some .
‘children who cannot yet march ‘to the beat of music wouiz be

: showi ng poor di fferenti ation e e —
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Of ~ the ‘three theorists, Vygotsky deals with the

processing individuai, expfaiﬁﬁhgﬁhow thought and ionguagefworku

togeéher in the way the child learns. His notion of. pivot is
usefu) in understanding acquisition of learning. Cikewise,

# ' . \
Werner's notions of differentiation and globalization are useful

forvmonitoring children jﬂ%rning and not_]earning“the‘objectives |

of the lesson. . o .

N .“' : j ! )
The music curriculum, or a more detai]ed music program

such as the Ukrainian Bi]ingua] Music Program (interim edition)

curronsizg"%} ts
n a-series of activities anq@§xperiences leading
7ng in music. ~ The sequence of aCtivities should be
see if individual differences can be met throughout

the music 1essons and 'to see if the sequence of activities leads

flash of meaning becomes ‘enlightened and dynamic - .a musical

concept now part of life ‘ingrainéd throughout but independent

\ . : . . _ .
X i'ihforever from the language, or processing, or mechanisms which lead

e it | P S

e

" Future Curriculum Design

‘Curric01um Qriting has in the past, related primarily to

desired resu]ts for children 3 ,conceptuai

“v working independently, to an amalgam of‘a]i three.  The resulting

.77

e ~to a gradual movement from thoughts. actifities, and 1anguage .

course content and .idealistic objectives. While these ‘need noﬁkbé )

ignored, the ovérriding‘ focos fof’ali curricula 'should be the
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__fil*earner and the pattern of "'hi‘S/hér l'earningA style. "”\S“‘ince“”

individual differences pervade the cross section of any group of

students, ‘a curriculum or: program - must offer alternative'

activities and alternative expectations Information 'should be

provided fo - instructors M.about the learning processes which

LN Ji
children experience . To .help teachers choose appropriate

activities and materials on- gomg evaluation techmques should be

9,¥ B

A lesson on differentiat.ind beat from rythm may involve

part of a class playing the beat%f the song. on tambourines while

A e

the teacher does the “same (zohe of gpitentia] develbpment _

children can' only perform the activity while undgr the teaeh??”‘s-‘ph

")33&

triangles, without “the teacher S assistance (pivots -occurring);

_ @ two or three individuals creaitig rhythmic and/or melodic Osti nati

as accompaniment, and one or

43 4

individuals creating new. words to

. go with the melody (going beyond the concept).

: . w
ke . . . -
. “_ .
e .

If te_achers are given information, aboyt how children

p'i‘ocess and learn, then perhaps evaluation techniques could be
developed that are ongoing. - A variety of teaching methods or

,student actiﬁies can be suggested. On anﬁemssi’gnments,

the easy, the- regular and the enrichment activities should occurf
in the textbook The teacher has the optiow assi gning . certain’

work to some students and - di ff?renmrk to° other students - alj

o C oA A,

g N
L . direction), a part of the class playing the melodiic\ rhythm on-‘"

-



on the same concept and leading to the same grade objective but
showing a varied approach to meet varying needs. However, no
matter how well a program or curriculum ‘is designed, the onus is
‘stii] on the teacher to recoénize and attempt to meet different

a . L
processing capabilities in the student.

e

Implement143 the Ukrainian Bi]ingua] Music Program Conc]usions

"eaee

In'ahswer to the questions addressed in the studygfhe
investigator reached the following conc]usions based en “test
scores;.v observation results, and responses to a teacher
questionnaire: -

’

19

A 1;;3? _Rather. than select one particular developmental thqny*a

qoe .

Cow Dt bé@%me obV oS '%haf a cur?icn1umw model”"based on the

# combined theories of Werner, Bruner and Vygotsky would better

v

serve as the'basfs for curriculum analysis.

[ ]

2. " The nature of the students' processing and 1ntegration

within the context of each music lesson was assessed by the s;

studenps scores on. five variables body posftion tool uge.

precess duration, process-product and muk;ip]e events during

the observation study;C;Table I, which shows scores ranginge

 from .4Q0 (of 40%) to .617 (or 61.7%), suggests that| at leas;
_ during the observed lessohs, students' processing behaviour is

not operatfng'a{ a very high level, and that new methods might

El



be tried ‘to enhance the 1earningﬁlprocess. For example,
L "-\:}: .

whereas in this study each teachér used.;her own method, a

future study might observe children being taught according to

the curriculum model developed in this thesis.

The children's understanding and use of musical concepts
was determined by their scores on pre- ard post-tests of
concepts appropriate for grade level. If a,?b% score is used

to indicate mastery, then only ondllig]ass igrade 2, school c)

»

-Tables I, Ila). In the other five Ukrainian Bilingual

clalsrooms tested in this study, chiidren did not demonstrate

sufficient underi‘anding of musical conerts In answer to

question 3 (page 53), one would haves“to conclude, that the

:’ﬁ?"r :

results are not consistent. . o

The teachers' use of the music program to meet ‘the

generai objectives of music education (p. 1) and Specific

~

rhythm objectives at each grade 1eve1 ‘was determined by their

| reSponses to the questionnaire (Appendix 9B). Relative use of

the .program, understanding of it, and satisfaction with it

varied from teacher to teacher. Generaiiy, even if teachers

‘( used the music program they did not use it exclusively or in

‘adhering-to the prepared. music curriculum. .' L

< {ts entirety. Teachers cited the following reasons for not

‘80

- achieved mastery of rhythm concepts for their grade ievel (see
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Some expectations or objectives at .each grade level as

specified in the Curriculum Guide for Elementary Music -

Alberta Education - 1977, are quite demanding and tQo

difjicult for most students.

The sixty ‘minutes per week of teaching music does not

give adequate time to cover all the required objectives.

"In a bilingual clas§room, 1anQUage teaching is always in
process so teaching new songs takes a lot 10nger in that
learning the words and the meaning of songs precede the
H:sica] learning. Also, learning music terminology 1in

two languages takes more time.

Teachers who 1ack a strong musica] background ané. not - '

4t

able to accommodate the1r music 1essons and teach the

Q

81

required music obJectives with the repertoime being -

3 =4 S
AN

taught for special occasions.
R i .

Some teachers expressed a shfied for regular 1nserv1cing
and for availab lity of consultants services to assist
them in teaching’ music, and in some cases to give
teachers a greater musical skill. Other problems

“specific to the Ukrainian B111ingual Program reflect other

needs - print and taped resources.
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Suggestions for the Future

Music Program

Teachers and adninistratdrs must be briefed on the
1mportange‘of music and the basic philosophy of the Alberta Music
Curriculum (see page 1 of this thesis). Administrators must help

| -by provtging adequate space, print materials, musical instruments,

~.and support Yor music. - De;e10pment of skills, concepts,
creativity and sensitivity should always actompany performace of
music. Hence, care should be taken whenever Christmas and Easter
programs come along to continue music education and stress concept

and skill development with the repertoire being rehearsed.

When lessons orgprograms are planned, the fundamentals of
chf1s development and learning may need to be more carefully
addressed in curriculum guides, atlinservfpe sessions, and during
staff professional'devgiopment programs.

s

rvation results indicate thatl few students in -the

e i _
enti*yt were , opera;mg at the top ~1evel “on any of the

performance categories . This can_be, 1nterpreted as showing that

&9 Qo s * -'-ke.m M

enduring interest and insightful learn1ng seldom occurred during

the observations. It appears gthat teachers and students need to

L} . .
be more enthusiastic and more involved in their music classes.

»

. Recommendations ' - T

It i$ recommended that a more extensive inservicing pro-

4

[ 4 . »



gram be’ developed and that all Ukrainian Bilingua) q\usic" teachers

attend the sessions. To;feiAcs to be covered would W(]ud&g '\‘-v
upgrading ;eacpers' musical knowledge and&;'.kﬁﬁf o
motivationa]_'tech,n.iques - _
goals and philosophies of teaching musig v »\
5

psychological factors to be considered
methods for plann1ng and structuring leésons to
accommodate ch11dreq%at vary1ng 1evels of concept and
sk111.etta1nment |
use of different techniques o .
previde teachers. Q¥§g va scoring gquide to. help
evaluate students | ‘

‘development of standardized tests so -teachers can
determine whether or not ;heir pupils are meeting the

course requirements.

83

Another reconmendatmn 1s that - properly executed samp]e'

@
lessons should be made available on V1de<¥apes to help ,teachers,

.Mu

" both in planning and teaching.

Further Study
® 1t is recomnended' that further studies be carried out to

study not just musTic but other subjects as well, Currently,

standardjzed tests are used extensi;le"ly in Alberta at all grade

levels in core subject areas.

o
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Different ways of- assessing students. based on zone of

proximal development 'of' po.tential abﬂity may .need to be

developed. Studies of how chﬂdren_proces,s, 1ike the observation .

used 1in this study, may ,'_-.nefed .:]to‘ be:‘”fu‘rj-g;her r:eﬁfined and
1mplemented. to avoid end point thinking} | ' |

The study “of chi’ldren in a ’learninfg situation needs to be
continued ‘so that more extensive eﬂdence’*m learmng can lead to
more effective teacm‘ng.y ',~tudinal stud:i;e% could -Show how

children progress at di

concept attainment - fwess whﬂe led by an instructor to
independent m'anipulatiiﬁuf ‘the ideas (pivot), to creative

o ) "
endeavors founded on. conceptual base. Videotaped Tessofs

would be an aid to s‘cbring, since more subjects could be studied
for longer periods of time. This would also assist . the

longitudinal investigation.
Educators must become less concerned with whether or not
children have learned, and more concerned with how do children

learn and how can "I" enhance this process. Use of theories suc

differentiation, hiera@dhization and the pivot: and zone of

rates through the degrees of

84

1 .
-as those of Werner and Vygotsky with their notions of

proximal development are especially wuseful in helping ‘.’tor

ynderstand these processes "and in plannidg, teaching, and

observing lessons. Vygotsky's theory 'is e‘§pec1a'|1y useful when

planning to accommodate a lesson to the vary'(ng degrees of under-

* .
~ PR
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o

"how children proceed through a zone of (proximal development,, to

" experience a pivot where the concept or meaning exists apart from’

sUcéessfuf'learning experience. Teaching by working at activities
‘together, .and gradually leading children to be able.%q{function

rindépendent]y seems to meet the needs of the musi: ordgram most

adequately. In such a system, the processes and achi;vements can

:. be open-ended. This is essentjal in enhancing the music program

»

%

in which creativity is considered the highest foﬁh of artistic

, production.

A ]

standing in the children of one class. Once £eachers unde#ﬁtaﬁd% '

‘the actiohs \1eadihg to it, they can lead childrgn thrdugh~fa-a
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APPENDIX.1 - - 4

Description of Five Observation Variables »kA

1. Tﬁe body posftion dynamic; vThe wholé boay as a function,
_processing meaning. What 1is the orien;ation tb&ard the
activity? What 1§“the image in process? The body bosition is

a dynamic unit which whirls in space. The body position
infers. ce;;ain thingé about the person, The body flows 1in
ftimedthrough space in a world which ever changes. It is a
‘pivot from which the child interacts with the Qor]d and
presents himself to the world. Theybody position is one of
the axes which shows through activity‘ how meaning fs
geherate&, how flow is composed b; the bgild. Body allows‘ai1
to happen,' body position shows -how the body as the seff is

interacting. Body position Ts both verb and _noun and

92

. adjective and adverb. It 'is interactive, indicative and -

metaphorical in its relationship to meaning and intent.
. ‘\\

-~

" 2. The fluency of_ tool use. Acts 6f doihg; involving object(s)
| of focus and means of prodyction. The tools a chi]d uses in
expressing‘ volftiénal and non-volitional aéts might include:
face, tongue, mouth,‘eyes, hands, péncif, typewriter, piano,
dance floor, stage, skipping rope.  The child in action
creates meaning as he/she ‘communicates and liyes. The
functions themselves become channeled through the ﬂsﬂ%ld and

his culturé in dynamic union. Tools are extensions of the



R I . » .
self.  They exprﬁgs meaning and intent in the way in which

they are used. ' . ' o

The duration of process. A dynamic cbncept of a, motion and

span of action. This time 1is not 1linear time but:

psychological time where awareness and non-awareness are

composition.

P N

ignored as the chénges occur. There isigfsbaée fime context,
a dynamic rea]ityi with;ﬁ which to function. Patterns of
action takefplace and space in whicﬁ_to function is created.
What is the intensity of action? What is the thrust of the
action within the 'action? This variable includes all the

others,

The process-product dynamic. These aréAhécts of creativity

——

(involving body positfsn, tool function and multiple

variables). There is an entire gestalt of process and prodUct
of that process. Is the effect or product greater than the
sum of those parts which make it up? Is the action prbducing
a consequence or is it inconsequential? Does the consequence
outshine the process? This dynamic is difficult to concefve
and hard to score. Our referent here is the veryﬂ act of
creativity itself at the moment of insight when the actions of
the creator collide with those of product and become so

inseparable to what is 'produced.‘ This something is new,

{
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unfqhe,and old and banal. Work often gets done without fhe
child knowiyg all that-went 1hto the product. The uncoqsciqus
is at Qork and dynamically interacts with the -conscious when
process/product {s h{gh. |

The multiple events continuum. . These are the numerous
different actions and activities and processes that can be
expressed at the same moment. Usually these are under the
direction -ot the child. The child iq flow performs mény
actions at the same -time aﬁd' is able to at}end to. them
simultaneously. A child, for. instance, might simultaneously:
listen to music; discern and tap the foot to the beat; t;p the
melodic rhythm with a penci1, sing the words; drf;k a coke;
and read a book. Some can participate in ﬁultiple variables
more easily than others. Some can attend to only a limited

number of variables at once.

These five vafiables are metaphorical inditétions,
symbols of a child's frame of réference, organization for
action, action énd éonsequence, and action unending fn his/her
interactions with ‘the environment. If a body uses its tools
willfully and intentionally ‘in a psychologically meaningful
time/space tﬁen meaning and action are one and alive,
subjective and objective, when consequenée and process are

dynamic and indistinguishable. (Bishop, 1983).
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A four-level scoriﬁg isg]e was developed for~ each
factoh; ‘The highest rating was three points, the lowest
rating, or:lack of activity ;ated a zero. Three of the points
on the ratfng scale reseﬁb]e Bruner's (1964) three modes of
represgptation: engcfi?e, iconic, and symbolic. This will be

explained for.e&cb»ifactor as it may apply-in a mugic class

»

o [ Y

setting.
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APPENDIX 2a

Scoring Key

*

Body Position Dynamic
AN

3 Polnts

\
\
\

2 Points

1 Point

The child's movement is patterned and sequential,
He/she is bent slight]y‘-forward, directed to the

activity, in focus. There are no distractions, yet

‘attention is held flexibly. The posture changes in

graceful , flowing'motions as the activity demands.

-

The <child 1is straight and inflexible,  He/she

directed toward the &ctivity and participates, but

strafns to keep the focus and shuns distractions with

¥

difficulty. His/her actions are awkward and jerky.

The child's position and actions occasionally focus,
but mostly disconnect. He/she is easily distracted
and the body moves according to the changing focus.

e.g. a knock on the door, another child standing up,

[
a change in activity.

The child does not focus anywhere in particular with
his body. His/her movements are unrelated and random

in ways the child commands.



APPENDIX 2b

Scoring Key ‘

Fluency of Tool Use .

3 Points

2 Points

1 Point

whether he/she” is, using a pencil, a musical
1nstrumeﬁt, hi§‘ﬁands, feet, or his mouth; afl the
child's actions are smooth, directed, and efficient.
N6 irrelevant or unrelated movements occur. He/she
behaves in a way that is independently dgpendent on
others. e.q. performs activify correctly and 1in

4

rhythm even when those around are not. J

The child's movements are concentrated and jerky
rather than smooth, Although the actions are
directed to the activity in focus, they show evidence

of inefficiency and difficulty. e.g. when playing an

_instrument, the child can ‘only succeed while

A
following an example.

The child's actions are undirected and detached.
They are sometimes in focus but usually not. e.g.
the child makesgstabs at playing the instrument, or
plays but not in time to the music; or when singing
he/she sjngs either the words or the melody, but has

difficulty combining the two. — -



The child shows no evidence of activity with tools.
e.g. holds the,instrdvent but does not play it, or

does not clap when tha{ is thesactivity.

hY
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Process Duration

APPENDIX 2¢ . e
.'SCGriﬁg Key

1S

3 Points

. 2 Points .

N
LI

+ The child is complefé]y involved in the music lesson,
and _tﬁe time ‘fn \Process passes without ’his/hek B
“aWareness. The ‘ihtensity of"cqqgentration on the.
ftaﬁkv is measured by the ability to be on task for

* several minutes without effort, This child displays

a sense of surity of his/her actions, as expressed in

the.brocess underway.

PE

The child works consistently on the -task but the work

is more repétitious than smooth. The time involved

is tritely connected; ~ The &hi]d' does not vengage_

profoundly in the moments of,prpcéés.

F RS

* The child's time on task is variable and scattered.

Qﬁg/she is distracted by many things or events during

the lesson.

Al

~ There is no time ‘'spent on the task, and no

: inyo]vement jnﬁthe-f1ow of events transpiring.

"“\%%N,
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Process- Product Dynamic : : //

APPENDIX 2d

- 3 Points

2 Points

1 ﬁoint

. A1l the child's_actfons and attention are focucsed,

with no™ irre]evant movements and the coﬁsequences

seem- to emerge automatically. pgocesses flow
}fau1t1essly toward product attainment so that the

start1ng point is hard to see. The chi]d acts from a

self in procets-producing‘ act1on§' that connect and
disconnect 1ndependent1y to ’tﬁe lesson at haﬁd,

however, , to the observer, a]] connections and

dimensions coonect. The ch11d is in f]ow

2
/

/
/

The child seems stylized in his actions as he/she -

" works toward achieving a certain end. All movements
i ‘ /

form a fixed pattern. The job gets done, but with no

./
poetry or passion.

iy . -
/

/

The end is neverbcleartwith this child. Starting and.

stopping ocharecterize his/her actions and much
disorganization “and futility is shown. Possession

ahd release make up the range of expressed actions.

"There is no attempt to -work at the tasks or toward

the goals. |



L )

i

. APPENDIX 2e {/
Scoring Key . o
u1t1p1e Events Contiﬁﬁmm ” '
3 Pojints The child is ab1e to process gracefully in many ways

at once. e.g. singing, tapping the beat and clapping

or performing act{ons‘to the words, all at once; or,
. Y

while writing, the child hums, and taps a tune, then

- moves a]ong“singing with actions and expreséigg.

]
A

2 Points Occasionally the chi]d funct1ons in many ways at

once,. but’inost of the, time the flow is singular.

Processing 11 ;stat1c and focused Chi]d attends to

one: thing at a t1me Act1v1t1es are pursued with

effort The ch11d does not s1ng as he funct1ons

1 Point  This child:méy occeéionally be able to do one thing,
but not for a sustained length of time, and not

- smoothly or easily. %%§1s d1ff1cu1t to see willful

| actions expressed. The child seems to have grasped

the outer shell of the activity at hand but no the

#
activity. .

[

‘ 0 No activities are intended or expressed.
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APPENDIX. Sa- GRADE ONE TEST AND ANSWER/SCORE SHEETS

lee One 7‘:&‘}‘- (ucsh}ns: ._ jl.un arally In Uéru'n‘[an. and i /:z:j/;s'/\
. C/dp 741(_ shu{;, Az«f w'h;/l. I /)/b/v /'/u:s m«sl'o . /{d‘lcua-npz«ewnd) '

» (2 gea‘fs mky be f)roKFc.l 1n_Q% ‘or 3%. Ca.n you tedl me haw the 6@"/5,
- &re _jro.‘fq,( [,\ f/\ao EY) nJS . (Q JAncuvka .
i ) ;'m-u.m‘ux r‘opi I.H;f‘

Kaneuxa - q}ozw«;z

33%8 du. 5 (ﬁtugy}f&)
3. Sﬁmp the strung beats and .(./afp the weak beats. @uux/ ado /-;n,nvn>
4, Cla”.p Hhese r/'\;ﬂ‘lmf'
: fem A
M|
ol

S. fcké cla.,p 'H\e;t. rhy#\ms ,WI\;IC I +~f’ the Sfuwly beat . ‘

fem B _foem B
il ' (N
P R N har 1] . -
nnil -~ nnni
bt |1 | ] beat |11

G ﬁcu.d and cl«f‘ *‘{\est rhyllxm f«,ﬁ‘crrl;sr.

'LJ"“A’- Fcrmﬂ’ &
Lo N
e | SO A B
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#2 amwtrs:

folv o A

scoke SHEET L B

STUDENT

\\/

e
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 APPENDIX 6a - GRADE TWO TEST AND ANSWER SHEETS

Gmd«. buo - test
7. p[&uj Hhis rhyr‘qm fkﬁcrn while T Fl*‘7 N so'zj ('ﬂlyrmu a.JJ)
. : Fo v

*0"'\

1y ¢
g. Piky ‘H’\esb rky-ﬂxms UL\ (-LI |a.7 pﬁ 1.

M
thej bew
' ot e Y nnne]renl
‘LJI[II‘Ili Ll L]
fems TN 03 0 [ ne v e nd
wllll]lll(ll\l [0
9 Write the rk\j%m you hear . (,lsc l ”2 and 4
fem A 7 fm 8
1d nnd
I’Tli
|

l | |

d 1 | d I

'lO What do youhear7 :Draw/;z;:(:n& ‘H\e, rkyﬂ\m #\&T I

]
1

hem 4 : form 8
11 - rnnl
1 ' |l
RN }mljlll
LGN Jryned

1. _ﬁ,” whether be Lcufs Gre jroufu( in 9%, .Ss or 2 acwrdmj T,

‘H‘\", gucenf'u( bu»f’s
) or/m A ‘;‘(or"\ 8
(ﬂoaoaﬂuowa. l lll @) ' (Pon ran Ko3yH o H ‘{)

Hhis Sonj and accent *I/l'\o same Nofes that I accent,

8- Marn gowto KoAuCaAA—

12. 5|nj

Mear Tem’ HE ropi

. -
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APPENDIX 6b

‘ Write the r’kﬁhm You' hear. Use | 2, and d o

[Mawire PNTM. Bymsaite |12 J
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- What do you ﬁhear.?
Uo en wyete”

l I;Il—ll
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APPENDIX 6e
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Wth do you hear ?

| LL[O B 4yeTe”

LI
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a)

b)

a)

b)

. APPENDIX 9a

Teacher Questionnaire

»

o~

Have you compared the Ukrainian Bilingual Music Program
with the Alberta _Eddcation Curriculum Guide . for

Elementary Music?

N

If so, what major differences do you see?

__—

Wwhat features are most important to you in a curriculum?

In a curriculum guide?
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Which features of the Ukrainian Bilingual Music Program are
the strongest and most helpful to you as a teacher?
Specifically address some of the following points:

a) conceptual approach

s

b) strategies

c) skill-building activities incorporated into the concept

units

d) song lists

e) terminology used

!



f)

a)

b)

c)

a)

L

Vinservice program over the last five years

What are the weakést aspects of the program?

How do you feel these can be improved?

Would you he willing to make such recommendations to your

school board? .

When teaching music, do you use the conceptual approach

Y

as outlined in the program guide?
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: ¥ A
b) Do you follow the strategies as suggested and culminating“

in an evaluative activity which determines the children's

understanding?

c) If not, outline the approach that works best for you.

6. Which teaching strategies or techniques do you feel suit you

and your class thé best?



response

b)

response

APPENDIX 9b

Summary of Teacher's’ Responses to Questionnaire

Have yBE’EBmﬁired the Ukrainian Bilingual Music Program .

with the Alberta Educafion Curriculum Guide for

Elementary Music?

1 - Yes,
2 - Yes.
3 - Yes.
4 - No. I havé not compargd these exhaustively, I would

assume your guide follows it.

If so, what major differences do you see?

1 -'No major differences.

2 - The English cufricu]um does not cover as much
'material as the Ukrainian guide‘and for this reason,

__» 1t also goes at a slower pace.

~ 3 - No response.

response

4 - Ukrainian guide ‘ig' obviously focusing on Ukrainian

music and culture.

What features are most important to you a) in a

curriculum?

1 - Concentrating on skills appropriate for that grade

level,

~

P
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2 -

The curriculum must be interesting and informative.

’

It must be geared to the children's ]evel and at its

chlmtpation must have taught whatever it set out to,

3 -

4 -

and the children have totally assimilated A

Bhi]ding up skifﬂs in a concrete fashion - from the

components to a whole - also enhancing music

knowlédge, ski]lsvéﬁiyenthusiasm.

Objectives and concepts clearly stated.

b) In a curriculum guide?

response 1 -

3 -

A c]earvexplanatiqn of skills to be achieQed; -a
chart to show thg‘brogression from grade to grade, ‘a
logical organization of concepts that are related to
each other.

The guide ‘must be well laid out with very clear
objectives., It must give the teacher ideas for
planning well-structured lessons and also provide a
variety of different ideas and activities to use at

the teacher's descretion. It must also have goad

lists -of materials and resources that are very:

accessible to the teacher.

Would iike~ to” see complete ‘lesson plans with
anything needed listed at the beginning with
suggestiohs for time allotment for the concept. ,
Concepts and skills should be clearly Tisted; Tists
of additional materials, books; suggested teaching

strategies.

}
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3. Which features of the Ukrainian Bilingual Music Program are

the

strongest - and most helpful to you as a teacher?

Specifically address some of the foilowing points:

a)

conceptual approach

response . 1 - It seems to work very well in the classroom. I

b)

response

wouldn't want to see this changed at all.
2 - The program is well laid out sb that if the teacher
follows it closely and the"children assimilate
steadily there should bé a very good and clear basic
understanding of music.
3 - This approack is quite interesting as it does let

one completely cover the concepts of Rhythm,

Harmony, etc. In the Rhythm unit I like the set-up
for the Rhythm instruments. The introductions are
very good - background well set-up - much better
than EMF. ‘

N

4 - Good, makes for continuity from lesson on to lesson.

2
o

strategies by

1 - 1 really appreciate the variety of methods that are
{’given to teach a concept (i.e. using the{‘bdérd,
_ Lo -
instruments, clapping, singing, etc.). vt

\‘1
N »

-2 - The strategies are presented so that they start from

simple form and work up . to teaching the children the

objective.

———



c)

response

d)

response

3 - These are quite good at giving a variety of
activities to choose from - games, marching, etc. -
learning the rhythm before the song words,
1nternélizingfth; concept. ‘

4 . Well defined.’ Good starting point, especially for

teachers who aren’'t comfortable teaching music.

skill-building activities incorporated into the concept

units

1 - No response. |

2 - The activities are well-structured and presented SO
as to get the most out of the children and also
provide the teacher with the opportunity to observe
individual children.

3 - 1 Like the writing activities that have the children
write the rhythms from the songs already known,
training and recognizing the songs. |

4 - Strategies and skills give the teacher ideas on how
to ~further explore/expand concepts using different

songs.

song lists

1 - very helpful however there are some difficulties in
finding music. |

2 - These are many and varied so that there is a lot of
choice for teachers as to Qhat fits best and is most

appropriate for her level,
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e)

response

3 - Relatively good - when the rotes can be located,

wish there was a child's book with - the suggested
songs in it. '(Author's note: Such a book was sent
to each school by Alberta education approximately
two years prior to this study).

Excéllent list{ teachers may make substitutions if
music {is not available. Unfortunately; many songs
listed are found in obsolete anthologies. Set-up
some sort bf -lending library througﬁ Alberta

Education or school boards?

terminology used

1

[ find the vocabulary all right but I can see some
people (with 1little music background) having
di fficulties. *

There is quite a bit of terminology presented so
that_{he teacher may be able to pick and choose what
best suits her class and is most easily 1eérned.
Good, but™I find that one has to have a large music
background to handle eh?s - you must be very well
prepared.

Terminology has been well researched. A music
speciii}st should have no problems incorporating
terms 1into their vocabulary. However , regu}ar
classroom teacher§ may have problems, espeéia]Ty’if

they are' not comfortable with English and Italian

music terminology.
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f)

response

-4, a)

response

inservice program over the 1a§t five years

1

I would have benefited from more inservices -
especially if they were concentrated on the grade 3
level and the skills that should be achieved.

The inservices have been good because fhey did give
us the opportunity to become acquainted with the
expectations for each grade level,

The two programs [ attended were excellent but very
scarce.

Inservices were informative for regular classroom
teachers, but a teacher with a lot of musig

background would find them too general, basic.

What are the weakest aspects of the\ﬁrogram?

1#- 1 would like a time line, to know approximately how

lTong each area sﬁou]d take, then I could see if I am

spending too long on one area and not stressing .

another area enough. Language 1is difficult "to

transfer to children's understanding.

2 - First off, 1 feel that this program is very

extensiveé and a bit too much for.a grade one class.
Secondly, I also feel that to be able to properly

and comfortably teach the program you must have some

"~ form of musical background and not just be able to

play piano but also have some training in theory -
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even during the inservices it is assumed that we all

_have a musical background. Also, to be able to get

4

through this‘programrin a year;there is definite1y'b'

not enough time prov1ded to teach the children the

many songs needed for our celebrations and concerts

(being 1in the Separate system we have about 8

celebrations a year and one ‘major concert which

Y

takes several months of preparation). The program

'isbaISO strdctqred so that no opportunity is given

to teach children anything but Ukrainian songs (this

is a’bilingual'program).

L ]

“The program covers a lot of ground - need to omit

some concepts so that time allotted to ce]ebratlons

and concerts can be used. Need some type of |

i

ready-made tests o ma1n1y to see how the ch11dren,,,“

141

have grasped the concepts Need some taped mus1c",”‘ 4

for music apprec1at10n also music inserts foﬁ the

pagés.. Would 11ke some of the patterns put on

"'transparenc1es In grade 3 if the students have had

the program.

_songs.

different tg@chers - some of the . grade 3- program is

above our heads. ' 4v?

There are few Ukralnian music spec1a11sts, manybv

regular’ classroom teachers fee] 1nadqu




b)
response

B

How do you feel these can be impiroved?

1 -
2 -

¢
No response. 4 1

erst maybe the program can be condensed so as to .
begin with only teaching beat and rhythm in. grade
one, or give -an introduction to beat and rhythm in
kjndergarten, then use it as avrevieﬁ in grade one

and then spend more time. on harmony, form,

expression, and music appreciation. Secbnd, either ,

have one or two teachers \ho have extensive music
backgrounds teach everyone's music,' or, have many
more inservices (for individual grade leveTs) to
thoroughly acquaint the teachers with the program.
There should be opportun1t1es throughout the program‘
(especially in the Separate system) to ,teach mus%%'
needed for our many concerts and celebrations. and
also some English (possibly only seasona]) songs.

Some samp]e exams in the guide - an actual samp]e
1esson included and format (Author's note: A sample
lesson for each grade is .part of, the curricalum‘
guide). More inservices with this ptogram-- by the
second one f finally felt more secure with it. 'Need
some "Action Songs" and a cﬁi]d's booklet for the

studentf

» I3 - b( - Aot
Have a Ukrainian music consu]tant' or 4 regular

consultant visit c1assrooms to observe ?nd also tqv

e 10 LB

instruct. Ass1st teacHS?S in organi!ﬂng long range s
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[V

plans and lesson plans so that objeétives, skills

and concepts flow - there is some consistency.

) v
c) . Would yoq be willing to make such recommendations to

.

your school board?

response 1 - No response.
2 .- Yes.
¢ 3 -Yes - especially the need for more inservices, need

for tapes for. the music program‘- grade one - three,

with some music appreciation thrown in on the tapes.

-
[]

I don't know if the board would 1istbn,hbut yes.
.)} ‘ )
5. a) When teaching music, do you use the conceptual approach
as outlined in the program guide?

response 1 - Yes.

2 - Yes. _ ,
3 - Not always & I use this with the EMF approach from
.our board program, however have 1ncorpor&:ed more of
T | this program as I go on - using the laaguage. Use
| the qgncepf-to introduce things. |
‘F4 ;'iruse it for plqnning "series of 1essons"; although
S not all concepts are taught in the order given. -
Often, if the‘opportunity arises in a 1es§on, 1 may
skip to aﬁother concept. | .

FIRE
Y
&

) | @ | | | |
: . . 4
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B T-}
b) Do you follow the strategies as suggested and
culminating in aﬁ evaluative activity which determines
the children's understénding?
response 1 - Some activities I omit because of not enough time.-

. I have difficulty in evaluating the children's.

prdgress - I would like the guide to give a little

more direction in what procedures to follow (as well ..
_as how ﬁuch timé should be spent before evaluations
done). . |

72 - Yes.

3 - As much as possible to ascertajn whether we can go

ca

further - or have to re;think,f gof the IESsoqs.:
éome days everything does not worilaa planned,
4 .- Basically, yes, although formal evaluations' are not
~ given at the end of évery lesson. If most students
shdw an understanding of the concépt,"f%) feel- the

lesson has been successful.

c) | If hot, outTine‘thg approach that works best for you.
response 1;- No response. , .' | L
2‘-'No response.

3 - Usually follow this apprbaéh - Rhythm agfiyity -

introduce the new song - rhythm section - words

: _(shé;t time) - go onto a review of songs al?eady

known. As much as possible I explain the wordg,'sq

that the songs hé&e a meaning. if dance or mi%ﬁ can
0

. —_ o , i
. ‘
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be incorporated it is used as the children pick up
these songs almost effortlessly. o

4 - Often we work on the words to the songs separately,

as the words give the children the most problems.
.Nork on rhythm, 'phrases, repéating melodies,

rhythms, etc.

6. which teaching strategwes or techniques do you feel suit you
and your class the best? \

f%esponse“ 1 - The chi®dren learn the most, I find, by doing (ile.

clapping, playing instrumenis; etc.) hoWever, they

becomevvehy active and need tfhe to sit and listen,

so I find a balance of techniques (ashoffered in the

.f : gulde) very appropr1ate |
| 2 -1 folTew the curricu]um gu1de to the tee, because I

don't have enough formal ‘music training to know how

to do it differently. I do spend a lot of time
though, teaching songs fér celebrations or concerts
and I also like to ‘teach the children several

Egg]ish sdngs.

3 - Movement with the class, using our body parts or
wholes. Fun things thrown in once in awhile.
Including some seasonal songs - religion songs, and
some English séngs. With some of the better classes

we even made up- and composed our own songs.
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&

~ 4 - Rhythm work - echo cTapping, duestion;answers‘
rhythms. f use q‘ fair amount of solfege to learn
melodies,’echo sing. Notation of rhythms. Notation
of notes and melodies on 'floor staff. Rhy thm
instruments - hand held. Kids have problems playing
on .Orff instruments in ensemble situations. It's

frustrating for everyone.



