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Music playsta major role in tHe every day and special day livés of most people. It
has frequent applications ranging from simple sounds for improving the environ-
ment to complex, integrated, artistic works forming the. core of life’s: important
ceremonies. Almost all cultures and subcultures incorporate music (Lomax, 1968;
Merriam, 1964), for similar purposes. Music is used whenever humanity wishes to
transcend, when humans want to mark the most important ceremonies of transition
in life, when events are to be made memorable, when it is important to unify greups,
and to achieve physical sedation or stimulation. | ?

Because of music’s multiple functlons it is particularly useful and flexible in
helping handicapped students mdve toward normality, as well as expanding the
horizons of gifted students. Achle\/emem and application of music skills in life is a.
uniquely human activity. No otherlammal engages in musical behavior to the eéxtent
and for the variety of reasons humans do. Thus, participation in music is one of the
things involved in a person’s being a normal human (Gaston, 1968: Duerksen,

1981a). :

Three aspects of music for exceptional students form a useful categorization,
although the categories overlap and the boundaries age not clear in practice:

»

1. Special music education.
2. . Music therapy in the education ef exceptional students.
3

Music used to teach other subjects.
“

Each of these activities has much to offer exceptional students, but their approaches

The first, “special music education,” is an extefsion of regular music education.
The full service orientation of Public Law 94-14Zimplies that studies available to
ordinary children should also be available to the handicapped studént:

=
Each public agency shall take steps to insure that its handicapped children have available to them
the variety of educational programs and services available to non-handicgpped children in the area
served by the agency, including art, music, industrial arts, consumer and Romemaking education,
_and vocational education. (Federal Register, 1977) 3
A £y
Dr. Duerksen is Prafessor of Music I-(Imamm and Music Therapy and Ci hu:rmun of the )eparum'nl of
Art and Music Education and Music Therapy, University of Kansas.
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: T};e g:oals of_rﬁusic education might be simply described

as helping students to use music.

The second area, “music therapy in special educa-
tion,” falls into the related services area specified in PL
(‘)4-142 regulations. According to these regulations, re-
lated services can include “artistic and cultural pro-

grams, art, music and dance therapy” (p. 42480). The -

goals of mysic therapy in special education might be
described ‘a% wusing music to_help students develop so
they can benefit from special education. '
The third area, “music used tq teach other subjects,”
covers a variety of activities that ‘special educators and
regular classroom teachers have used regularly in their
attempts to help students learn. both academic and
nonacademic subjects across the sciool curriculum. The
goals of this apprPach involve Wsing music to help
children learn more effectively or efficiently, remember
better, and in general to help improve the affective

component of the school situation. This area does not .

appear specifically in PL 94-142 specifications.
Music, through all three of these categories, provides

the opportunity to integrate school life with life outside

of school. The three processes of (1) developing musical
_skills and knowledge, (2) using music to learn informa-
‘tion and skills in other areas, and (3) using music to
-enhance affective, cognitive, and physical development
-all occur in the home, church, neighborhood, and
marketplace as well ds in school.
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Music provides a.

bridge for the student to transfer in-school-and out-of-
school activity from one locale to the other.
i

RATIONALE FOR MUSIC EDUCATION

The rationale underlying music education for excep-
tional students matches that for other students. Music
educauon attempts to help students become as compe-
tent, sklllful and wise as possible in using music effec-.

“tively and mdependently for their own purposes. Justifi-

cations for music education arise from several sources,
including (1) the functions of music, (2) the ubiquity of
music and. its multiple uses in everyday life, (3) recréa-
tional and leisure-time uses of music, (4) the varieties of
music, reflecting minority culture groups that many
special education students represent, (5) data docu-
menting positive mustéal and extra-musical outcomes:of
mus;c in the curriculum, (6) social pressure for musxc in

_ the schools, arising from professional musicians and

music organizations, and supported by the interest of
parents and students. All these justifications for music
reflect its adaptability. That adaptability, in turn, allows
structuring a music education program to pursue a
variety of goals simultaneously.

The functions of music provide the source from which
‘othe%: justifications for music education seem to grow.

" The humanmng function of music helps hanqlcapped

individuals become more normal by integrating multi-
senspry processes into uniquely human modes of ex-
pression and response (Gaston, 1968). Individuals fre-
quemtly and memorably reorganize and control their
enn onments through music. Music provides a unique
means of expression that cannot be duplicated by any
other means. Effective music education, according 'to
Duarksen (1977), helps individuals:

s ’

— become aware of mus®and musical activities and
1. stimuli; ;
. evaluate and use music effecuvely in relation to its
function and scene of action;
— become skilled in music in order to be independent
| in controlling the auditory environment;
- become skilled in music to express themselves and
use music communicatively; ]
— become experienced in music sufficiently to recog-
nize its values in their own lives.
— become aware of the world’s musical hentage
availabje for their own use;
~.— develop creative and recreative musical skills for
expressing their own potentials;
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— recognize, understand, and use the unique aes-
thetic responses aroused by musical stimuli;

— use leisure time gonstructively by integrating needs
and skills in active and passive musical participa-
tion; . . AN

— use wisdom in applymg musical skills, understand~
ings, and attitudes.

If one were to keep a log of the number of encounters

with music, amount of time spent with music in the
environment, and number of times one engages in some
musieal activity during a typical week, the significance
and lmpact of music in daily living would become
apparent. Much music is designed specifically to influ-
" ence behavnor Learnmg to recognize these uses of music
and turn them to one’s advantage is important. -
Recreational and leisure-time uses of music are par-
ticularly important in the education of handicapped
children. Active and passive participation ‘in music
provides a broadly adaptable leisure-time attivity that
“ can be functional for disabled students. And Batcheller
and Monsour (1972) have described ways in which
_recreational music can lead to'accomplishing primary
objectives of personal development for retarded chil-
dreri. :
Jones (1976) cited data showing that a large portion
of children in special education progams are from

minority cultures; and Bransford, Baca, and Lane (1973) .

noted that “without the cultural relevancy . . . the
culturally different student is bewildered and
frustrated.” Music, as a ‘folkway reflecting cultural
mores, interests, and traditions also makes it a valuable
part of education. Because music is a pervasive element
in most cultures, education in the music of one’s own
culture and that of others can be particularly relevant.

A*variety of data describe musical and nonymusical
outcpmes of music in the school curriculum.. One set
details.outcomes of school programs in which music and
other arts provide the focus, the core, of the total
curriculum. In the early 1970s the United States Office
of Education funded an extensive Arts IMPACT project
through its Arts and Humanities Program, The project’s
evaluation.team reported that:’

Data from several project sites which was examined by the
evaltation team revealed:no definite changes regarding aca-
demic achievement during IMPACT 'years compared to the
years preceding IMPACT. It was concluded that curricula with
an arts orientation do not adversely affect achievement in the
traditional academic areas. To the contrary., it is believed that,
if long range effects were studied. they would indicatg a pmmu x
effect on achievement in academic areas. Since tcadung in the
arts nb\musl) does take ‘time away from other areas, the
obvious implication is either that there is more time already

.

devoted to academic subjects than is really necessary, or that a
better balance between cognitive and affective experience has a
symbietic effect on both. LR : -

-
Teachers from all projects noted that experience in the arts
provided students with opportunities to meet with success in
activities that were reinforcing, lhus enhancing many students’
self concept.

Teachers in four of the five project sites noted that students’
attitudes toward school became more favorable as a result of
IMPACT: students’ liked school in LIMPACT schools (Lathrop.
Boyle, Stcward & Radocy 1973)

Development of musical skills and attitudes has been
examined in abundant studies cited in sources such as
the Journal of . Research in Music Education, the Bul-
Ier/z of the Council for Research in Music Education,
and Psychology of Music. The term music applies’ to
many different activities, events, and objects. Although
a specific disability might handicap a student for one or
another musical activity, total mcapacny for musical
behavior seems rare.

Social pressure for music in the curriculum — accom-
panymg the interest of parents, students school admin-
istrators, and professional music education® organiza-
tions — appears in many forms. The fact that schools
include music program salaries and equipment mopies
in their budgets is a result of this influence. ;The pres-
sures brought to bear on school districts that propose
eliminating music programs because’ of financial stress
give some indication of public interest, student interest,
and social pressures (Conners, 1977). The National
Commission for. Instruction in Music has stated:

" Itis.important to remember that some children suffer from
physical. mental. psychological. or emotiorial disabilities that
make it difficult or impossible for them to learn at the same rate
or in the same ways as the majority of children. Not all of these
children are in special education classes: a large proportion of
them attend regular classes. The content of the program of
music instruction for these children is not different in any
essential respect from the content offered to normal children.
Many handicapped children engage in the same types of
learning experience as their peers, though these experiences
may occur later for handicapped children, the emphases may be
different, -and the results may be manifest in different ways.
Handicapped childfen can:be educated in music. They deserve
a program designed e\puiall\ for them. Music experiences may
take on special meaning ’r such children. (\aunnal Commis-
sion for Instruction, 1974)

As further evidence of the importance of music in

.education, the April, 1972, issue of the Music Educators -

Journal was devoted to music in Xe‘c;ial education. The
Music Educators National Confésence subsequently

published a book titled Mum for the Exceptional Child '

(Graham, 1975). Earher a chapter of the baok, Basic
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Concepts in Music Education, was devoted to music in
special education (Gaston, 1958). '

SPECIAL MUSIC EDUCATION

| In offering music education for handicapped students,

goals and objectives, along with adaptations in teaching
materials, instructional processes, musical instruments,
and evaluation processes are needed. Specific adapta-
tions are necessary when-the handicap stands in the way
 of astudent’s progress toward a set goal. Many times, of
" course, a given disability may bear little relationship-to
achieving a particular instructional objective.

Setting Goals and Objectives

The process of selecting goals and objectives in the
education of handicapped children has been influenced
by the Individualized Educafion Program (IEP) as
specified by PL 94-142. This process has been detailed
for music lnstrucuon by |Graham and Beer (1980).
Duerksen Turk, Cobb, ani.lohnson(l%l)pomted out
a variety of roles music educators seem to take with IEP
development committees or teams. Sometimes the music
teacher functions as a regula‘ir member of the committee,
sometimes as-a consultant to the committee, and some-
,times sets up a specific * mysnc instruction IEP” on'the
basis of the content of the student’s general 1EP.
~ Music education goals a‘nd objectives fall into three
categories (Duerksen,
objectives, (2) process objec‘tlves and (3) product objec-
" tives. The first category includes skills, knowledges, and
approach behaviors targeted for the student’s develop-
ment.- Choosing and using music for specific events,
playing music, making up/ music, listening to music,
responding appropriately to music, reading and writing
music, talking and writing about music, and having at
hand a repertoire of music appropriate for everyday use
and special events all belong in this category. The
specific disabilities in some cases make the needed
adjustments obvious. The slow learner may, require an
adjustment of achievement level sought in a given period
of time. Or specific learning disabilities may alter levels
set for development of reading skills, for example.
Frequently the adjustments require an alteration of the
relative emphasns of the va;rlous goals that are usually

pursued simultaneously.
“ The second category, process 6bjectives. ranges from
an objective of participation in a musical activity to an

1981a): (1) skill and attitude

objective of éxperiencing and discussing aesthetic re-
sponse to music in performance and listening. This
category also includes the objective of having the stu-
dent experience the feelings of responsibility inherent in
group and solo performance, and the feelings of inter-
dependénce and cooperation inherent in ensemble per-
formance. Disabilities frequently require adjustments of
levels and sequences in process objectives.

The third category, product objectives, includes musi-
cal performances (recitals and concerts), compositions;
and recordings. It also includes writings about music
and events in which music is an element. The teacher
normally takes advantage of music’s adaptability to set
product objectives at levels approprlate to the handi-
capped learner’s abilities.

Adaptatio’ns’

After objectives have been set, variables such as
teaching techniques, materials, musical instruments, and
instructional settings often require adaptation. Music
teaching techniques typically call for the same generic
skills as instruction in other subjects. The characteristics
of music, however, demand additional approaches. The
primarily nonverbal nature of music is of particular
importance. Musical ideas and concepts usually do not
require words to communicate them, Thus, the teacher

has to use many models of the,musical behaviors

students are intended to develop. Creating models lo
work with disabled learners is often necessary.

- Performance provides the major process for much
‘music instruction. The music itself often requires revi-
sion to fit instructional needs of specific learners.
Teachers often rewrite individual music lines to fit the
skill level of a student. Sometimes teachers help students
learn their parts through techniques other than reading,

-such as providing aural and motor models, along with

visual demonstrations. Students with visual problems

‘often require large print or braille versions of the music

being performed. The Library of Congress (Division for

the Blind and Physically Handicapped, Music Section).
has a large repertoire of braille and large print music,.

along with many instructional aids for music teachers:
Students handicapped by specific reading problems
require substitutes for printed music. Successful alterna-
tive notation systems include color codes for different
pitches; a different blinking light for each pitch, and
hand signals. Whatever the specific techniques are, the
main goal is to individualize the student’s part so that it
is of appropriate difficulty. and' provides the proper
variety, repetition, and interest. Individualized parts
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arranged to .be musically rewarding to the perfor'mer
provide their own reinforcement.

Musical ;instcuments should be chosen carefully for
the individual handicapped studeni. Some instruments
¢an be played primarily with large-muscle movements;
_ others require fine-muscle skills. Some require coordi-
nation of two hands; others call for just one. Some
necessitate movements that cross the body midline;
_ others do not. The Great Expectations music program

in Great Falls, Montana (Williams, 1976) has had suc-

cess starting students on _valved brass instruments

(trumpets, valve trombones, baritone horns) and per-
cussion.

Physical handicaps also may require adaptation of the
instruments, such as (1) building supports to help the
student hold the instrument, (2) building guides to help
keep the instrument in the proper playing position, (3)
building devices to help the student manipulate the
instrument; and (4) building new versions of an instru-
ment to fit the student’s unigtie needs. Bailey (1973) and

Clark and Chadwick (1979) have described and illus- -

trated a wide variety of physical adaptations and devices
to help handicapped students in instrumental music.

A.Iso.fhandicapped students may require adaptation
of the instructional environment in music class. This
type of adaptation may respond to behavior problems,
student’s physical disabilities, attentional or perceptual

problems, or social constraints. A child who is over- -

stimulated by too many stimuli should be located at a
place in the room where external stimulation will be
minimal. A child confined to a wheelchair must have
access to the materials needed to participate. A child
who has difficulty discriminating his or her own musical
output from the sounds produced by the rest of the class
may need headphones and a small system for amplifying
his or her own sounds in proportion to those of the
peers. In publie performance, shows can be arranged,
props and uniforms designed, and staging devised to
deemphasize students’ disabilities — placing the em-
pha51s on what they produce

®.

- MUSIC THERAPY IN éPEClAL EDUCATION

Lathom' (1981) said, “A music therapist uses music to
change some aspect of communication and/or social,
emotional, cognitive, or physical behavior.” In the
schdol, the music therapist helps handicapped students
de elop so that special education has thc best chance to
b ffectlve

’

Goals _61' Music Therapy
g | S

Among the music therapy goals Lathorﬁ listed for
- severely/ profoundly handicapped chlldren are: increase

attention span; increase ability to follow directions;
encourage active participation; improve gross and
fine motor skills; encourage cooperation with peers

and adults; encouragg eye contact with a speaker; -

develop eye-fhand coordination; encourage appropriate
use of language; and improve auditory discrimination.
This list was prepared as part of a*Unjted States Office
of Education/Office of Special Education sponsored
project concerning music therapy for severely/pro-
foundly handicapped children, but the above goals
would apply to mildly and moderately handicapped
students, too. ’

Music therapy fulfills many other functions in helping
disabled students profit from special education. It takes
advantage of the many ways individuals respond to
music, of the strong attraction some form of music has
for almost everyone, and of its capacity to help people
cope with problems. The field developed first in work
with emotional and psychological handicaps, and it still

. plays a substantial role ifi this area. Research in the past
20 years has found musical interventions to be effective

in many additional areas, including aphasias and speech
dysfluencies.

y .

In contrast to the goals of music education, the goals
of music therapy do not focus on musical skills and
knowledges to be developed by the student. Music
therapy seeks to help the student reach non- -musical
goals, using music and musical activity as a way to
pursue these goals. In doing this, the music therapist

takes advantage of some of the-cHaracteristics of music _

described by Gaston (1968, 1969). An especially impor-

tant characteristic of music is its use as a nonverbal

means of co'mmu'nication Many of the meanings of
music are wordless yet music can induce and com-
municate simjlar ways of feeling. Music offers a way to
express feelmg,s in a healthy, socnally acceptable way. It
also allows individuals to say things (or sing thiem) that’

.they could not, or would not, say in non-musical words

alone. It allows closen.ss without words or threat. This
‘communicative nature of music makes it helpful in
developing trust among students and between student
and teacher.

‘Music is a highly adaptableggroup art. It can be
adapted to group size, location, \ndividual needs, and
individual uses. The music therdpist. channels this
adaptability to plan adtivities that allow handicapped

y
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students to participate meaningfully and constructively
with other students. : . i

The gratification value of music translates into a -

useful tool for the music therapist. The activity of
making music, or hearing music, can be something that
“feels good.” The positive affect of music can create a
positive valance for the school situation, which in turn
. can help influence student ‘attitudes toward being. at
school. The sense of achievemefn in treating a musical
product can provide gratification leading to develop-

ment of self-esteem (Michel & |Martin, 1970). Others’-

recoghition of an individual's musical accomplishments
also helps build self-esteem. = = .

Participation in music requires and provides a pattern
for individual activity. This pattern integrates the cogni-
tive, affective; and psychomotor domains. The pattern

-can be adapted to appropriate developmental levels for
the handicapped child; complexities can be added step
by step, with each addition designed to guarantee suc-
cess. Participation in"group musical activity involves the
patterned individual taking part in a larger, complex

._pattern that requires carefully organized interaction.

; Thus, much activity enables carefully structured means
to encourage and practice individually and -socially
integrated behavior (%op. 1968).

\

Evaluative Uses

Lathom (1981) described ways in which the music

~ therapist can participate in developing a handicapped
child’s IEP.*and in helping to carry out the individual-
ized plan. Music therapy is of value in the multifaceted
evaluation process. Many nonverbal approaches to
evaluation can- be designed-in the music situation.
Evaluations can sbe embedded in the ongoing music
process without becoming obvious to the children, and
thus avoiding changes in behavior that sometimes bccur
when a person is aware of being evaluated. The musical
activity may provide the motivation for the behaviors
being evaluated. As a result, the evaluation may show
what the individual does in a motivated situation rather

" than in a less motivating test situation. ' ‘.
The music therapist arranges the evaluation situation
so that two different facets of behavior can be examined:
(1) What does the individual do wirh the musical

activity; and (2) What does the individual do during the .
musical activity? To evaluate the first aspect, the situa-

tion can be organized to examine attention (selectivity,

distractability, span), auditory perception and discrim-

-ination, physical dexterity, coordination, endurance and

'.\.
4

strength, vocal control and inflection, short- and long-

‘term memory, sequencing skills, and acculturation. In

the second aspect, the situation can be organized to
examine activitylevel, reaility orientation, ‘attitudes

‘toward self, others, and mu?c, physical behavior, inter-

personal and social behavio
avoidance responses. | y
A recent and promising dévelop,ment is the standard-
ization and norming of music therapy evaluation pro-
cesses. Gilbert (1980) develofped a “motoric music skills
test™ that measures several areas of motor skill devel-

and general approach and

opment in preschool and early elementary school aged

~ children. The test includes measures of dominant hand
_activity, nondominant hand aetivity, and mixed hand

activity in accwracy, range of motion, speéd of motion,
simultaneous bilateral movements, alternate bilateral
movements, opp‘osi,te bilateral movements, and parallel
bilateral movements. )

Intervention

After evaluation has been completed and therapeutic
objectives set, the music therapist- intervenes, using
music for the child’s personal development and as an
adjunct to other parts of the school program (Duerksen,
1981b).

Cognitive Development

&

Using musical situations to help develop cognitive

skills is important in assisting the handicapped student

to take advantage of special education. Lathom (1981)
described ways in which music activities are designed to
help focus attention and increase attention span, and to
increase eye contact between student and teacher.
Reichard and Blackburn (1976) presented a variety of
specific objectives, musical processes, and materials that
can help develop memory and sequencing skills.

Affective Development

. Another therapeutic intervention is in helping stu-
dents’ affective/ development. Sears (1968) detailed uses
of music for experience within structure, €xperience in
self-organization, and experience .in"relating to others.
In this system he described uses of music that develop -

self-esteem, win the esteem of others, encourage good. - -

feelings toward others, and further feelings of group
belonging and identity.

¥

¥



Psychomotor Development

Several ‘dpproaches are suggested in using musical
situations for psychomotor development. Many prob-
lems in physical coordination, dexterity, and flexibility
relate to rhythm. Music activities can be constructed to
provide the rhythmic structiire -needed to guide the

. student through a sequence of movements at'the proper
speed and in the correct order for fluency. Likewise,
music can provide the structure for improved articula-
tion and inflection in speech. In another approach,
music activities can be designed te require. practice of
specific psychomotor skills: Practicing those skills in the
musical context provides an intrinsic' reinforcer that is
likely to encourage continued practice. Musical activi-
ties offer a variety of eye-hand and ear-hand coordina-
tion opportunities that can be organized at appropriate

-levels for skill development.

v
Sociak.Development

Two primary approaches are applied in music therapy
. for social development. The first of these uses the

performance group as a setting to practice interpersonal

skills, to increase socializirig behavior, and to decrease
antisocial behavior. In the group, individuals may be
assigned different roles at different times, and these
‘assignments can be attributed to the structure of the
music rather than to the individuals involved. Group
performance requires cooperation.and constructive
interaction for the performancé to succeed. Thus, the
ensemble can be structured to demand appropriate
interpersonal behavior. The second.approach uses par-
ticipation in the music activity as a reinforcer for
appropriate social behavior. In this approach, the music
is used as any other reinforcer might be in a behavioral
situation. The reinforcement value of a highly desired
‘musiéal activity can be strong and longlasting.

Perceptual Development "
Musical situations present the opportunity for per-
ceptual development. Music requires the development
"of auditory concepts and auditory discrimination. It can
- be arranged to require practice of visual concepts and
discrimination: Utilizing several senses in the musical
situation affords students the opportunity to develop
concepts of intersensory transfer and relationships.

)

Self-Image Development

Musical situations to develop self-image differ from
those used to develop self-esteem. Music activities can
be designed specifically to help the individual learn the
relation of self and the environment. Action songs are
useful in enhancing awareness and knowledge of body
parts. Likewise, these songs provi'de.lhe locus for leagn-
ing what the body parts do, as well as/skill in using them.
Music therapists also structure actjvities to help the
individual develop knowledge of the self and self-char-
acteristics. This can be done by developing and examin-
ing self-expressions and by examining how: the indi-
vidual has reacted in a variety of musical situations.

]

.

Creative Development

Musical activitigs, suitably structured, offer the indi-
vidual a protected situation in which to develop creative
skills. The activity is organized so the individual first has
a chance to make small rearrangements in known
structures, using a minimal .number of prearranged
alternatives from which to choose. The number of
alternatives is gradually ifcreased, and finally the indi-
vidual is called upon to create one or more alternatives
without prearrangement. Musicak participation organ-
ized in this way also provides a setting in which students
can develop attitudes of playfulness and practice appro-
priate risk-taking. ’ '

Development of Sc[/'-e('liam'e

Most of the therapeutic uses of music described here
use musical situations to develop individual indepen-
dence. The activities can be structured so the student
receives successively more cqn&:‘: opportunities to
develop and practice self-reliance. Fhe situations can be
set so that increasing_ initiative is required for the
activities to succeed. !

Adjunctive Uses
. ¢ ,
A different way to look at uses of music therapy in
special education is to examine the adjunctive uses of
music. These adjunctive uses are, in a way, generic
applications of the characteristics of music and the ways
individuals respond to musical stimuli or musical activ-
ities. | ' s
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Control of Individuals and Groups p

Music offers a way. to control ‘and organize the

individual. Specific musical structures can be used to
influence physiological responses (Sears, 1959; Wilson,
1957). Music that is staccato and highly rhythmic, has
wide ranges in pitch, loudness, and tone quality, changes
abruptly, has accents, and is generally loud tends to
stimulate physical activity of the skeletal muscles. This
sort of music encourages movement. Music that is
legato, with emphasis on melody and harmony, not
bercussive. has either vague rhythmic patterns or sub-
dued, highly repetitive rhythmic patterns, inctudes
gradual changes in pitch, loudness, and tone quality
withina narrow range, and is generally quiet tends to be
physically sedative. Music of this'sort tends to generate
a minimum of physical activjty.

Music also is a vehicle in organizing and controlling -

groups. The rhythmic structure music provides can help
control and coordinate physical activity. Group involve-
.-ment, in musical activity requires, and develops precise
“coordination of physical movements aniong individuals.
The ongoing rhythm of the music letseach individual in
the group know exactly when to act. Likewise, back-
ground music can help pace the physical activity of a set

of individuals in activities such as marching, dancing, "

other movements, and work and play activities. Singing
games are an éxample of such uses of -music.

il ]

Mood Control

Music provides a way to control mood. Individual

mood effects vary with context, but some associations

occur so regularly in Western culture that most indi-
viduals learn them informally before reaching school
age. Many exceptional children will have learned these
associations, and,the music thcraplst can take advantage
of this knowledge. Those whose handicaps have created
difficulty in developing the associations through in-
formal means need to learn them in ordet, to behave
normally. On the “happy-sad” continuum, music that is
. fast, high-pitched, major in mode, and staccato tends to
be j'udged as happy. Music that is slow, low-pitched,
.mmpr in moge, and legato tends to be judged as sad
(Lundin, 1967). Context plays a major role in these

Judgments. Not all \minor’ music, for ‘example, neces-
sarily sounds sad, nor does all' major music necessarily
" sound happy. i

Creative Distraction

Music therapists often use music as a creative distrac-
tion. It is a way to. divert attention from pain, to
dissipate feelings of aloneness and isolation, to alleviate
bofedom, and to help pass time. Often used outside the
school, this therapy can also be used in school situa-
tions.

{

Motivation and Reinforcement & e
-

Music has proved to be a strong motivater and
reinforcer. The recent literature describes many labor-
atory and clinical studies in which music has proved to
be a highly effective reinforcer for nonmusical |be-
haviors. Many such studies can be found in the Journal
of Music Therapy. One advantage of musi¢ as a rein-
forcer is that satiation seems to occur very slowly.

Communication

A- particularly important adjunctive use of music is
for communication. Music’s basic ‘communication is

nonverbal. Words may be attached or integrated with.

music, but if words could communicate what music
communicates, music would have little reason for being
(Gaston,§968). Processing nonverbal auditory materials
involyes dctivity in many different corticg] and sub-
cortical areas. These are not entirely the same areas as
those involved in processing verbal auditory materials.
Thus, organic or functional impairments of verbal' audi-
tory processing need not necessarily impair, nonverbal
auditory processing. Processing of words set to music is
a complex task involving both sets of cortical areas
(Duerksen, 1980). .

Communication through music, or in the presence of
music, is often personally and socially acceptable when
verbal or other communication may not be. Music often
“legitimizes™ words that would not be acceptable in the
absence: of ‘music. Music often permits much greater
intimacy of communication than would be acceptable in
its absence. It also permits, and in some cases encour-

‘ages, other nonverbal communication and physical

activity that would otherwise be unacceptable (Mer-
riam, 1964). :

- Musical communication takes place at several levels.
Some musical communications are directive. These in-
clude labels, such as school songs, national anthems,

signature tunes for radio and television shows, and '

commercial jingles. Musical signals include instructions



for physical actionts, affective responses, cognitive activ-|

ities, and the induction of specific expectancies. Musical|

communications often serve-as instructions for behavior,
ranging from the instruction to “stand up” when the
national anthem or school song is played, to complex
social behavior patterns such as how to eat and talk
while enjoying a well-served gourmet dinner (Gaston,

_1969). Music’s potential for directive communication
allows an alternative, nonverbal route for giving instruc-

" tions. This alternative often proves _easier to accept and
obey than direct verbal orders.

A different sort of musical communication focuses on
self-expression. The act of making music, or setting
words to music, gives the individual an opportunity to
objecufy and express feelings, attitudes, and behefs.
These ObjCCllfled self-expressions can then be examined,
_discussed, and evaluated. Likewise, a listener projects
feelings onto music as it is heard. These projections can
also be a source for gaining self-knowledge and releasing
tensions. Thus, music provides one of the few socially
acceptable routes for the release of temsion and self:
expression in school.

Interactive musical communication has several facets
in which students may interact with each other or with

the teacher. Two persons can participate in the same .

musical activity, working in unison toward the same
goal. This work requires cooperation and can instill

feelings of partnership, trust, and working together. Or’

two persons can interact musically with one making a
sound pattern”and the other attending carefully and
imitating exactly. This activity, carrigd out at varying
levels of complexity, requires careful’atsention, short-
term memory, and sequencing of patterns. Feelings of
independence and creativity can be developed in musical
interactions in which one person makes a sound pattern
and the other responds with a different pattern that is
structurally cohergnt with the first. This approach is
often called “question-and-answer.” When two or more
persons perform separate parts of a simultaneous musi-
cal performance, with each contributipg a share toward
the total product, the musical communication and inter-
+ action can become very complex. Each participant must
"attend carefully to what the others are doing, and must
fit his or her individual part into the total pattern as
appropriate. This activity helps develop attention to a
broad “variety  of nonverbal commumcauons among
partncxpa‘nls .
Commumcauon through musical participation; not
only establishes individual and group mood, as described
earlier, but tends to stimulate group cohesion as well.
The Kiwanis Club and the church congregation sing

together to help establish unity of purpose and esprit.
Musical labels also help contribute| to group identity.
Many groups identify themselves with certain songs or
musical styles. Integrated classrdoms of handicapped
and other children may develop group cohesion through
group music. They may label themselves as unique by
developing musical labels for themselves.
n

J

Aesthetics |

A final adjunctive use of mupsig is to provide an|
aesthetic and pleasantly affective component in the
environment. Schools are often desqgned to be visually
inviting. Music can be a key to making them auditorially
inviting as well. In addition to providing a positive
affective overlay to the school situation, music can be
planned to help mask auditory dlstracnons that might

impede the learning process. i

USING MUSIC TO TEACH OTHER SUBJECTS

Music plays instructional roles both in and out.of
school. In the worlds of commerce, church, and recrea-
tion, instructional uses of musi¢ abound. Witness the
many * smgmg commercxals that;‘tell consumers what to
buy, the church hymns that tell be'llewers how to behave,
and the instructional songs of childhood such as, “This
is the way we brush our teeth.” |

A number of general reasons support the use of music
for teaching other subjects in|schools. Music adds|
variety in instructional approaches; stimulus variation is
an important technique in gemng and maintaining !
attention -and interest. Music provndes multisensory
stimuli to premote leggning; it supplements visual learn-
ing with ‘auditory raﬁnforcement Music hqlps make
contént memorable; cultures often set their most impor- |
tant ceremonies and knowledge to miusic to help them be :
remembered. Music can add positlve affect to the learn-

¢ing situation, and this can encod&ége student approach
behavior and motivate effort toward learning. Music
provides a strong positive reinforcer; Some sort of music
is reinforcing to almost everyon;

Five approaches for using musw to teach other sub-
jects include: (1) music as a semng for the information
to be learned, (2) music as bacngound for instruction |
and learning, (3) music as the con;ext or basis for the
content to be learned, (4) music as the physical structure
for the learning acuvnty, and (5) music as remforcement
for learning. h

!‘ L

|
; !
1
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Musical Settings

In musical settings of information to be learned, the
actual content is set as a song text. This approach is
‘helpful in learning vocabulary and basic facts to be

committed to memory. Several studies have shown that

handicapped children remember information better
when they have learned it in song as contrasted with
story or other nonmusical presentation .(Isern, 1961;
Lathom, 1963). '
A simple illustration is learning the alphabet — a
* series of nearly “nonsense” syllables that are expected to
be known in sequence. A common way to memorize this
26-clement series is to sing it.
singing versions of the multiplication tables demonstrate
this technique in basic arithmetic. Variations of this
approach include song texts that recité relationships to
be learned, and others that recite specific activities to be
learned. The approach can be used actively, in which the
learners actually perform the songs, or passively, in
which the learners listen to the teacher or someone elsg
present the songs. In either case, the music is inherent iri
the instructional process as an integral part of the
learning activity.

-

Musical Backgrounds

When music is used as background for instruction

ahd learning, it is generally designed to be unobtrusive.
Background-music during class can be planned to help
set the mood of the classroom. Music tends to mask out
other auditory distractors. Background music can also
be planned to influence the tempo of classroom activity,
to stimulate imaginative activity, and to influence physi-

cal activity level. In plannmg backgroun,d music, the

teacher can make careful ‘use of the information pre-
sented earlier about physically stimulative or physically
sedative music and the musical characteristics that tend
to influence mood. .

e
Musical Contexts

Mahy commercial products incorporate music as a
context or basis for the content to be learned. An
annotated bibliography of recordings and programs
(Duerksen, Johnson, Cobb, & Turk,
many matérials specifically designed for preschool and
primary grades. Materials for upper elementary and
secondary school levels are fewer, so teachers at these

s

Counting songs and.

. conversations”
:rhythm, and vocal inflection of verbal tasks. As students

1981) identifies °

levels might have to look harder or prepare their own
materials. History and social studies teachers can find
much music concerned with war, econmomics, social
movements, pioneering, and exploration. Language
teachers can find much music related to literature.

- Science teacheqs can approach science through acous-

tics; technology, and sound equipment, or through the
biological processes of hearing and perceiving sound.
The music industry itself — including manufacturing,

distributing, and' marketing music and related goods — -

and the entire gamut of writing about music offer other
opportunittes for. instruction using music,

Physical Structures

In a different approach to using music in teaching
other subjects, music is applied as the physical structure
for the learning activity.: -Through" this technique, the
music’s rhythm is organized to gu1de the actions to be
done. Music can be used to structuré’ an individual’s
physical coordination. The music, played or sung during
the activity, sets the tempo and rhythm by which tasks
are performed. This technique can be adapted to a
variety of coordination tasks ranging from basic loco-
motor skills such as walking, running, and jumping to
sophisticated activities such as sports and dancing. It
also provides useful structure for developing fine-motor
skills. In the same way, music can be used to structure
synchronized activity among ‘several individuals.

Music’s capacity to provide physical structure also
extends to helping students develop speech skills. Musi-
cal settings of speech lines.and participation in “singing
utilize music ‘to - structure the tempo,

develop appropriate speech patterns, the singing can be
faded out to leave normal speed, rhythm, and inflection.
Rein/'orcemem

The Journal of Mum Therap\ presents a variety of
approaches to using musicas a reinforcer for learning.

Dorow (1976) used televised music lessons as a rein- *

forcer in teaching math. Mere frequently, however, the
student’s reinforcement is in the form of either listening
to preferred music or participating in a preferred music
activity. Another approach establishes a delayed rein-
forcement. economy in which some accumulation of
credits leads to a major musical reinforcer, such as the
purchase of a musical record, altendance at’a concert, or
the hke i - e
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Many of these applications' of music to teach other
subjects are within the competence of the classroom

teacher. In other cases, the classroom teacher or special-

educator may consult with a music therapist or music
educator. Working as a team, educators and music
“therapists can bring the multiple influences' of music to
bear in the educational process, to help_ the student
pursue and attain the best possible life.
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CLASSROOM
"FORUM

- Beverly Dexter
Lynchburg College

Several of my students seem to have an
unusual amount of difficulty with handwriting.
Can you give me some hints on what | can do
to help them? « ; ¢

N
N

First of all, remember that handwriting involves a
number of interrelated skills that must be mastered

before the final product can be considered a  success.. °

Foremost among these skills is fine-motor coordination.
Readiness experiences for this skill often include cutting

and coloring activities that‘utilize the same muscles
necessary for grasping a pencil correctly and using those °

“ muscles to coordinate, the writing strokes. Eye-hand

‘coordination is thus brought into play early in the

development of these skills.
Posture is also important to handwriting. If a child’s
. chair and desk are not'the right size, his or her hand-
~ writing can be affected. When a child must slump in the
, seat to reach the writing paper, he or she may tire easily
" from this awkward . position.: The child may also tire if

the desk is too large and he or she has to constantly.

stretch to reach the paper.

Children who bend too close.to their papers may do
this because of visual-problems. Young children tend to
be nearsighted, and if they continue to insist on being
close (7” or.less) to their work, the nearsightedness may
be a factor in their seatwork activities. Other indications
of visual problems ihclude unusual slants of the head
toward the paper; continual rubbing of the eyes, fre-

. quent blinking or squinting, and redness arqund the rims
of the eyes. Any of.these behaviors may also affect the
“child’s handwriting. The usual eye screening done in the

schools — the Snellen or “E" chart — tests only for dis-

tant.vision. Therefore, if near vision appears to be a prob-
lem, the child should be exammed by an optometrist.
If none of the above appears to be the problem, the
teacher could work on other aspects of handwriting in
the classroom. Some ¢hildren have difficulty stabilizing
their papers on the désk because they “forget™ to hold
the paper with their nondominant hand. The teacher can
help remind the child by placing cutout hand prints on
the paper. Taping the paper down with masking tape

a5
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'will help hold the paper in place,. but this should be

.¢ faded qut in conjunction with reminders of hand place-

ment to hold the paper down. Using a clipboard may
|also help, but again it serves as a crutch that should be
. phased out. .

Some. children use their wrmng to-hold the paper in
place. The pressure exerted in doing this quickly tires
ithe writing hand and causes the writing to be tense and
labored. Using a slanted surfage helps to eliminate this
undue pressure. A small incline or padding under the
writing hand has similar benefits.

For older youngsters, the writing activity itself. may be
adapted to meet the student’s needs. A student might use
a tape recorder to dictate answers in lieu of writing them
down on paper. Assignments and tests can be done in
this way without detracting from their major purposes.

* Materials can be designed so that lengthy answers are
not required, although their construction should be
carefully reviewed to make sure that the emphasis is.not
‘only on rote memory or knowledge-level answers.
Multiple-choice items, when properly constructed, lend
themselves nicely toward the higher levels of the cog-
‘nitive domain.

With students who are known to have difficulty in
fine-motor control, extra space should be allowed for
completing written answers. Lined paper (or guxde lines)
is also recommended for use with these students.

Magic slates have been used with ' both older and
younger students who have handwriting difficulties. The
attraction of these is that mistakes can be easily erased,
and with a little practice and coordination, students can
Jearn how to erase only the parts they want to erase. Or
the slate could be used for short-answer assignments only.

_ Many learning disabled youngsters have.been encour-
aged to learn to type because of their poor fine-motor
skills in handwriting. Typing provides a speedy method
for completing essay questipns and doing homework. If
typing is to be an alternative for handwriting, however,
the student should be encouraged to learn the correct

. method from day one. Incorrect typing may hinder the
learning process. Also, if the student has unusual or
severe motor coordination difficulties, typing may not
be the best alternative. Undue frustration resulting from
the inability to type may increase students’ tension and

- decrease their ability to complete the task at hand. If the
typing: interferes with the learning process, perhaps
another alternative should be considered.

In the final analysis, ‘the teacher should carefully
observe students to try to determine the exact problem
and its possible causes. Only then can the total situation
be evaluated in terms of possible remedial procedures.
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