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1. INTRODUCTION

Music has been a vital and innate part of everywknmbuman culture, ever since pre-
historic times (McDermott and Hauser 2005: 29). &mse of the prominent position of
music in the human way of life, it is no wondertthabies have their first contact with
music as early as in the womb, for example in gmeafof rhythm and voices created by
the mother's body and the outside world (Anttilad aluvonen 2006: 171). After the
birth, musical experiences become more and mocrém and a person’s relationship
with music usually lasts for a lifetime, in one foror another. Nowadays, different
forms of the media, such as television, radio dredinhternet, distribute music in an
effective way (Anttila and Juvonen 2006: 172). Ocmuld even say that music
surrounds us. It is not surprising, then, that musin form a significant part of one’s

life — in some cases, even be the whole purpo$teof

Because humans have always used music as a waypoéssing their emotions
(Ahonen 1993: 25), its healing powers have bedizedi for many centuries in helping
people in different ways, such as through musicaghne (Lehtonen 2007: 36). Hence, it
would seem appropriate to examine if the power ofsio should be harnessed to
benefit special needs education as well. Especdtllthe beginning of special needs
students’ academic careers, they can often fesirated and academically unsuccessful
(Ikonen 2000: 66-67). These feelings can manitestntselves later on as a fear or even
hatred towards certain school subjects. One suthattcommonly creates anxiousness
among special needs students is foreign languages, it would be extremely sensible
to use the positive associations with music asl@aihehe language classroom — both in
actual teaching and in making learning feel lessaus again.

It can be suggested that English as a classroofeculiould especially benefit from
the use of music, because of its position as aififganca and dominance in the world
of music. Also, because of the position of the ksiglanguage in the music industry,
there is a plethora of material for the teachechoose from. Bringing music to the
special needs language classroom is validated @sthe fact that there is much
evidence on the positive effects of music on fardanguage learning (see, for example
Milovanov 2009, Salcedo 2010 and Schoén 2008).



Nowadays, with the idea of inclusibso prevalent in Finnish schools, it would seem
more and more important that all teachers — speei@tls and mainstream alike — would
receive information about how to teach special sestddents. Furthermore, it would be
advantageous to know about all the different wayalable that could possibly help
one’s students to enjoy learning and perhaps eakertne learning easier. It would be
a very welcome outcome if this study could contgbideas to this task of making

language learning as enjoyable and efficient asiples

There has been quite a lot of research done org usmsic in mainstream English
teaching. For instance, in the University of Jywd&ktwo master’'s theses have been
written about the subject in the past two yearsaRan (2010) studied the usage of
music by mainstream EFL teachers and Lappi (200@)ed how students experienced
the use of music during their English studies. €Haas also been extensive research on
how special needs students can benefit from musigeneral, for instance in music
therapy (see, for example Lehtonen 1989), whicilds one of the focal points in this
study. Furthermore, studies have been made on fteetse of music on language
learning and the connection between languages asecrim the brain (see, for example
Chan et al. 1998). In addition, there is researchhow musical abilities relate to
language learning (see, for example Milovanov 20B@wever, while the use of music
in mainstream language teaching has been quite lyidesearched, the special
educational viewpoint has been in a rather minka, ia our view. Therefore, we would
like this study to be a contribution to the dis¢osn what type of a role music should

have in the special needs English language classroo

In the present study, we wanted to find out howaupg of special needs students and
their teacher see the use of music in the Enghisbudage classroom. In order to achieve
this, we carried out a case study, in which we pdahand gave two sample lessons.
After this, we asked the students and the teacheoite their opinions on the matter. In
addition, we observed the interaction in the lessororder to achieve a more extensive
picture about the effects of music on the group. this study, the use of music in
English teaching is roughly divided into those noeh that focus on

! Inclusion means that every student has the riglgbtto a school in his or her own community, Witk
or her peers, regardless of any disabilities (M@ao1: 39).
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relaxation/stimulation and those that focus onheara particular aspect of language.
It should be noted, however, as Pasanen (1992m@6jions, that this division is not as
clear cut in “real life”, since relaxation or stitation music can often be educational

and the educational use of music can also be sttmglor relaxing.

In this study, we will first review the relevantetbretical background. The purpose of
the literature review is to argue why the use osimwvould be beneficial in teaching
English, both in mainstream and more specificatlyspecial education. First, we will
examine the characteristics of special needs stsigenforeign language learners and
discuss some of the factors that can influence the2ign language learning in chapter
2. Second, we will move on to discussing how musin have a positive effect on
different aspects of language learning in chaptd@h®d, in chapter 4 we will introduce
how music is utilized in three different teachingthods: Suggestopedia, SALT and
Experiental learning. Fourth, in chapter 5, we widhclude our literature review by first
discussing research on the effects of music onulangg learning and then giving
concrete examples on how different experts of pegadnave used music in teaching

different aspects of the English language.

In chapter 6, we will move on to reviewing the @®d methods of our own study.
First, we will present our research questions irreraetail. We will then discuss the
data collection process by examining the diffeffacets of gathering data. Lastly, we

will examine the methods of analysis used in tles@nt study.

In chapter 7, the results of the study will be préed. First, we will discuss the
students’ and teacher’s experiences on the fissole where music was used to teach a
grammar point. Second, we will examine the studemtsl teacher’'s views on the
second lesson where music was used for relaxatigropes. Third, we will present the
teacher’s opinions on using music in the langudgsscoom in general. Fourth, there
will be a summary of the most central findings. dfiyy in chapter 8, there will be a
conclusion, where we will first draw conclusionserfr the results and then discuss the
implications of the study. Lastly, we will evaluatiee present study and discuss its

implications for future research.
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2. SPECIAL EDUCATION AND LANGUAGE LEARNING

In this chapter, we will examine special educatoml special needs foreign language
learners. First, there will be a short outline loé history of special education and its
place in the Finnish school system. In additiomewant features of different learning
difficulties will be briefly discussed. Second,@esial needs student as a unique learner
will be examined, first from the perspective offéient learning styles and then from
the perspective of the theory of multiple intelhges. Third, some of the affective

factors that occur in the special needs foreigguage classroom will be looked into.

2.1 Defining special needs and education

The status of special needs students has changsticdlly over time. When special
education started to become more common in the éestorld at the beginning of the
20" century, it was considered beneficial for both sipecial needs students and the
surrounding society to isolate special needs stsdémo their own schools and
institutions (Vehmas 2005: 62-65). The situatios bhanged during the past decades
and from the 1950’s onwards the need for isolaspgcial needs students has been
guestioned (Vehmas 2005: 106). It is now commogbepted that every human being
is entitled to learn within his or her capabilitieAs knowledge about different
disabilities and learning difficulties has incredspeople with disabilities have gained a
voice in society and are now commonly treated edquat is why in the past years they
have been integrated more and more within mainstreehools, either in their own,
smaller groups or in mainstream groups (Vehmas 2006). Usually the best approach
depends on the individual student.

According to the Finnish Core Curricula for basdueation (2004: 26), students who
are entitled to receive special education are thelsese “prerequisites for growth,
development and learning have been weakened blilitigasickness or deficit”. Also
those students who require psychological or satipport are entitled to receive special
education. Although special needs students aren afteinected with students with
learning difficulties, it is important to remembéat an exceptionally bright student can

12



also be considered a special needs student (Uasl§94: 164-168). However, the

Finnish Core Curricula does not include these sttgdie their definition.

Ikonen (1995: 19-26) divides the featuresledrning difficultiesinto six categories:
disorders of motor function, emotional disorderssodders of perception, symbolic
disorders, attention disorders and disorders in amgrfunction. According to Ikonen, a
common example adisorders of motor functiors hyperactivity, where the student in
question can be described as restless, randors or hier actions and unpredictable. On
the other hand, when a child suffers fr@motional disordersshe or he can be, for
instance, uptight and nervous or have a habit gélideaming. In some cases, the child
can have temper tantrums, sometimes without anyioabvreason. Persons with
disorders of perceptignn turn, are incapable of analyzing and distisgung sensory
data sufficiently. However, disorders of perceptishould be distinguished from
sensory defects, such as blindness and deafnedlslre@hsuffering fromsymbolic
disordershave difficulties in producing or comprehendingndplic meanings in either
written or spoken form. Examples of such disordars dysphasia and dysgraphia.
Those children witlattention disorderdiave to deal with insufficient or, in some cases,
immoderate attention. They may have problems cdrefmng, because the smallest
distraction can turn away their attention from ttesk at hand. Students with
immoderate attention can concentrate on littleghiand miss out on the big concepts
altogether. Lastlydisorders in memory functiomclude difficulties in assimilating,
storing and recalling information. The above categgare not clear-cut; each of them
may consist of multiple smaller disorders and oeespn can have features from more
than one category. All in all, it appears that sgleteeds students as a group are rather

heterogeneous.

Nowadays, it seems as though the number of speeetls students in Finland is
increasing. According to a survey conducted byiStes Finland (2009), the amount of
special needs students has risen from 2.9 % in 1®®5 % in 2009. The amount of
students transferred to special education hasaseresteadily. Still, it seems unlikely
that the student population is suddenly more pranéearning deficits. A plausible
explanation is that different learning difficultiese simply easier to diagnose today.
Also, the awareness about them has increased. 82special needs students are now a

significant part of every teacher’s day, it is eveaore vital than before that they take
13



into consideration different learning styles, ihiggnces and also motivational and
personal factors. Of course all this knowledge barapplied to teaching mainstream
students as well. One could even say that evedestus a special needs student, since

everybody learns in a different way.

2.2 Special needs students as unique learners

Every learner is unique based on, for instancer gexial or ethnic background, sex,
age or interests. Besides these factors, everyndednas individual strengths and
weaknesses as to learning. For example, all stadente their own preferred way of
learning, although they might not be aware of itolfably every student has
experienced difficulties in learning when they hdeen taught in a manner that does
not cater for their preferred learning modes. Famtiore, students have areas of
knowledge that they are naturally more inclined ao¥g. It is a challenge for any
teacher to perceive and consider these subtledediffierences when teaching. Because
of the ever increasing class sizes, students fagmssibility of getting lost in a uniform
crowd (Jackson 1968, as quoted in Crozier 1997: %fi)l, taking into account the
learners’ unique paths is extremely important. Tinggion is also expressed in the
Finnish Core Curricula for basic education (2009) &nd in the Common European
Framework of Reference for Languages (2001: 11-P3rticularly special needs
students face great obstacles when it comes taitgarConsequently, their need for
appropriate teaching methods is even more impexalivthe next two sections, we will

look at the learner differences that form the bamiglifferentiated teaching.

2.2.1 Different learning styles and special needtuslents

In order to enhance each learner’s learning proaadshelp special needs students in
every possible way, it can be considered extrenmalyortant to take into account
differentlearning stylesn special education. Just as every learner has ereliff taste

in music, every learner also has a learning styé they preferAccording toKeefe, a
learning style can be seen as:
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“...the characteristic cognitive, affective and ploysgical behaviors that serve
as relatively stable indicators of how learnerceme, interact with and respond
to the learning environment... Learning style is aststent way of functioning,
that reflects underlying causes of behavidiKeefe 1979, as quoted in Ellis
1994: 499)

Although many students are able to learn equallll vegardless of the medium of
teaching, some studies have estimated that up tpe2&ent of learners can benefit
significantly from such ways of teaching that takéo account individual learning

styles (Levin et al. 1974, as quoted in Larsen4maaeand Long 1991: 196).

There are various theories and models about legreigles. Some models divide
learners based on how they process and perceiae slath as the cognitive-affective-
perceptual-behavioral model (Sims and Sims 1998)dtverger-assimilator-converger-
accomodator model (Kolb et al. 1979) and the hols¢rialist model (Pask 1975). One
model that is widely used in teacher training paogs in Finland is the model of
auditory, visual and tactile/kinesthetic learnirtgless, which is based on the primary
senses (Sarasin 1999: 17-18). According to the moideal learners learn best through
sight; they prefer reading texts and looking atyies, for instance. Auditory learners,
on the other hand, learn by listening; for examigetapes or the teacher. Tactile
learners, in turn, like to learn by using their ignby for instance doing arts and crafts
projects or making notes. Finally, kinesthetic tems learn best by involving their
whole bodies in the activities. They prefer, foraewple, to cook or go on fieldtrips

rather than sit in the classroom.

As mentioned above, using diverse approaches iohitgg and thus catering for
different learning styles is vital on all levelsdam all groups, but it is perhaps even
more important in the case of special needs staddinis often difficult for them to
concentrate if they are constantly being taugla way that does not suit their personal
learning style. As a result, they only study, resrh (Dunn and Dunn 1978, as quoted
in Ikonen 1993: 28). We argue in this study thasimwcan be considered an efficient
way to take into account all the styles. Whilesitperhaps most commonly connected
with the auditory learning style, music can eadly integrated into activities that
involve other styles as well. For example, for vigual learners, lyrics of a song can be

laid out by using overhead and video projectorsaddition, music videos and pictures
15



can be shown to these types of learners. The kimstés learners can play a musical
game or even choreograph a dance to suit the sulbjatter. Different rhythmical
rhymes can also be used in teaching vocabularyinktance. The tactile learners can
draw a picture based on the lyrics of the song.i@Qlsly these examples are merely few
of many possibilities.

It can be suggested that incorporating activitieng different learning styles in
teaching may enhance learning significantly. Indeal school every student would get
individualized instruction. However, not only canpose a challenge for teachers to
determine the different learning styles among teeidents, but also to develop suitable
teaching practices. Also, when it comes to specgdds classes, teaching has to be
differentiated according to very different skilivids as well. In reality, the teacher’s
ability to differentiate his or her instruction ageqs on the individual teachers’ material
resources, own attitudes and time restraints. thtiad to learning styles, it would be
useful for the teacher to be aware of differenetypf intelligences, and these will be
discussed in the following section.

2.2.2 Multiple intelligences and special needs stadts

In the fields of psychology and education it wasrferly believed that everyone learns
in the same way. As a consequence, all students t@eght with the same methods.
For example, in the field of language teaching, hods such as the Grammar-
Translation Method and the tasks connected weré wih all students, regardless of
their individual differences (Richards and Roger88d@ 3-4). In addition, their
knowledge of a certain subject was tested in theesaay, usually by the written mode.
As mentioned above, nowadays research has incraas#elstanding about learner
differences and the findings have had an effedheractual teaching practices as well.
However, there are some areas of education, sutp-testing, that have not made use
of all the relevant research. It has been arguatlithe majority of IQ-tests that aim at
measuring “general intelligence” actually measunky @ narrow portion of the testees’
intelligence: in these mostly logical-mathematiaall linguistic areas are emphasized.

But as every student can be said to have a difféeaming style, so every learner may
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have a specific domain of intelligence that thegetxat. As a consequence, Gardner
(2006: 3-5) suggests that the thinking behind thbgees of 1Q-tests should be
challenged and modified in a way that is fair totgbes of people, since in their present
form they do not measure the real intelligencehef testees. However, to test all types
of intelligences would be very time and resourcescming and as such almost
impossible to instate (Gardner 2006: 69-70).

The shortcomings perceived by Gardner in the fiadht way that the human
intelligence is seen and measured led him to credteory of multiple intelligences.
The theory posits that humans have one or two dmnai intelligence in which they

are more talented in. Gardner (2006: 6) definesttligence as

“a computational capacity — a capacity to processrtain kind of information —
that originates in human biology and human phygiplo ...An intelligence
entails the ability to solve problems or fashiondurcts that are of consequence
in a particular cultural setting or community.”

Hence, a person can utilize his or her dominamtligence in order to understand new
information from another field. For instance, a mak intelligence can be used to
decipher linguistic information or logical-matheimcat skills can be used to understand
the structures of music. Even though one is stiong certain type of intelligence, it

does not mean that the intelligences cancel edutr @ut. Gardner suggests that all
humans have - and use - all of the intelligences.

Gardner’s theory divides human intelligences irtwes or eight categories (Gardner
2006: 8-21). The original categories are

1) a linguistic intelligence which, as the name suggests, refers to a person’s
capability to make use of the possibilities thaigiaages have to offer;

2) a logical-mathematical intelligengewhich, on the other hand, means that a
person is good at and efficient in solving problehre involve mathematics and
logic;

3) a spatial intelligence which, in turn, refers to a person’s ability ead and
understand one’s surroundings, for example whergatug;

4) a bodily-kinesthetic intelligen¢ewhich is linked to how well a person can
control his or her body, for instance when doingr&por dancing;
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5) aninterpersonal intelligencenvhich means that a person is good at reading othe
people’s emotions and reactions and knows howedhet information;

6) anintrapersonal intelligencewhich means a person is good at recognizing and
analyzing his or her own thoughts and emotions;

7) amusical intelligencewhich refers to a person’s ability to understémel form
and “language” of music;

8) a naturalistic intelligence which is a later addition. It means that a person

comfortable in nature and understands how it works.

The theory of multiple intelligences is one attertgptcharacterize learner differences,
which also has educational implications. In ordergtiarantee an effective and fair
teaching experience for all students, one shoulchinelful of the different intelligences
as well. Furthermore, Gardner’s idea of taking @tceount multiple intelligences in 1Q-
testing could be extended into testing differerijascts at school. Gardner (2006: 56)
suggests that students would be monitored by smiesal “assessment specialists”,
who would gather information about them. Howeveademically successful students
would not need major adjustments to their learnemyironment, since they are
obviously already taught in a suitable way. Sgdewgeds students, on the other hand,
would benefit from a better understanding of th&tironger intelligences. Gardner
(2006: 56) continues that “...when a child is haviegrning difficulties, it is important

to understand his or her cognitive modes as acglyras possible.”

Ideally, all intelligences should be featured ihlahguage lessons. This would give the
students a possibility to handle new informatiorthair own way. In other words, the
new information should be presented in various whgssen-Freeman (2000: 170) lists
ways to incorporate all the intelligences. For eglana grammar rule can be learnt by
using a melodic chant with a musically skilled stnt] a puzzle with a logical-
mathematical student, a chart with a spatially gstadent, a pantomime with a
kinesthetic student, pair-work with an interperdynenclined student, journal keeping
with an intrapersonally skilled student and staiwtg with a linguistically gifted
student. However, it is perhaps impractical to teagery student in the class with a
different method on every lesson. Subsequentlyyatlld be of great use to utilize

methods that combine all the intelligences.

18



In conclusion, it could be suggested that the cbffe learning styles and forms of
intelligence the students have should have an itnpadoreign language teaching as
well. There are many techniques that could be densd helpful in taking into

consideration these types of learner differenceasidis one viable alternative for
combining different learning styles and vital irkiteg into account the students with a
stronger musical intelligence. According to lkor{@000: 37), a musical intelligence is
quite common and studies have shown that all aldiave some form of musical
ability that may or may not be fully developed. lem also adds that the inherent
musical abilities in children can be further deye&ld by various different ways, such as
playing an instrument, moving to music or playingtable music at the background to

illustrate a poem, for instance.

2.3 The hurdles for learning in a special needs fergn language classroom

In this section, we will discuss some common hwdleat special needs language
learners may have to overcome. First, we will exarthe effects of the tradition of a
teacher-centered language classroom on learningpn8¢ language anxiety and its
effects on learning will be discussed. Third, Kesk Input and Affective Filter

Hypotheses and their effect on foreign languagenieg will be reviewed.

2.3.1 The characteristics and effects of a teacheentered language classroom

Traditionally, learning a foreign language used&an uncomfortable or even scary
experience for many Finnish students. This wasezhlyy a variety of reasons. Firstly,
the traditional Western classroom was quite teachetered. This meant that the
teacher initiated almost all of the interactionshe class and the role of the students
was to merely follow the teacher’s instructionsglo 1987: 201-202). In fact, it is
reported that as late as 1996 some teachers Haaliltiés in moving to a more student-
oriented way of teaching that was required by Hemthew Finnish Core Curriculum of
1994 (Norris et al. 1996:41-42). Secondly, the stiigl were expected to live up to a
certain ideal. They were meant to be consideraspactful and punctual, in other
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words “perfect students”. Meanwhile, the teachentwdled the class and saw
everything with his or her so called “all-seeingeySimola 1999:52-61). Furthermore,
the role of communication in foreign language téaghwas minimal. For example, the
once popular Grammar-Translation method “aimed dgetbp intellectual discipline
rather than a means for communication”, as Johif20601:165) puts it. The students
were expected to be passive observers, who weretriteeeeceive information from the
teacher and memorize it (lisalo 1987: 202). Thiktle the students becoming afraid of
expressing their views in the fear of being disogd and losing face in front of their
peers. Thirdly, the roots of the teacher-centedladscooms lie in the notion that the
class should be seen as one, big entity, not iddals. The authoritative teaching
method helped in keeping the students in contrioh¢& 1999: 68).

Nowadays, the situation is not as severe. After‘sbeiolinguistic revolution’ of the
1970s, the emphasis in language teaching shiftetn fgrammar towards the
communicative side (Johnson 2001: 182). Furthermaiter the notion of humanism
took root in language teaching, many teachers bdgaemphasize the learners’
individuality, give them opportunities to influentlee learning experience and allow
room for learning through mistakes (Johnson 20@B-190). Humanistic methods,
such as the Silent Way, Suggestopedia (see settlonand Total Physical Response,
take into account the learner as a whole. Unfotipathe tradition of fearful silence
has left its mark on the Finnish language lear&®en though most teachers may be
more considerate to and aware off the studentsisiaed apprehensions, some students
might still experience the classroom as a placamxiety. Furthermore, many special
needs students have negative experiences aboigrfdamguage learning, because they
have not been successful in it or learnt the samag as everyone else. That is why
creating a more relaxed atmosphere in the classo@onhave a positive effect on many
students and even more so on special needs studlemten 2000: 206-207). In the
next section, language anxiety and how it can afferguage learning will be discussed

more thoroughly.
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2.3.2 Language anxiety and its effects on learning

The above mentioned authoritative teachers canbesme cause fdanguage anxiety
Anxiety is commonly divided into three types: trastate and situation-specific (Ellis
1994: 479). Trait anxiety refers to a more enduimgination to feel anxious and can
be seen as a personality trait (Scovel 1978 aseduiot Ellis 1994: 479-480), as the
name suggests. On the other hand, state anxiehs $tem a fixed situation occurring
suddenly that can cause anxiety in a person (Spigdi 1983 as quoted in Ellis 1994:
480). Examples of these types of situations arehuag your cat falling from the fourth
floor balcony or slipping on an icy road. Finalbjtuation-specific anxiety occurs when
the subject is involved in a particular situatiesach as classroom participation (Ellis
1994: 480).

Language anxiety is a type of situation-specifigiaty (Horwitz and Young 1991, as

cited by Ellis 1994. 480). Horwitz et al. (1986:8)2define language anxiety as “a
distinct complex of self-perceptions, beliefs, fiegé and behaviours arising from the
uniqueness of the language learning process’ itldssroom”. Thus, language anxiety
occurs in stressful classroom situations, suchesis,toral participation and when the
teacher is checking home work. In addition, in @gtconcerning language anxiety,
Bailey (1983, as cited in Ellis 1994: 480) foundeal causes for anxiety in a language
classroom that include fear of inferiority when rigeicompared to peers, tests and
relationships with teachers. Ellis and Rathbone871%s cited in Ellis 1994: 480) also

discovered that some students found their teachigestions threatening.

Piechurska-Kuciel (2008:89) summarizes various istu@n the effects of language
anxiety. Language anxiety can affect the studenvarious negative ways: social,
personal, academic and cognitive (Macintyre 1999,gqaoted in Piechurska-Kuciel
2008:89). The social effects of language anxietylead to the student’'s unwillingness
to speak the foreign language (Macintyre and Gard@81, as quoted in Piechurska-
Kuciel 2008:89). Personal effects of language dgxiean appear as feelings of
inferiority and lack of motivation (Price 1991, @isoted in Piechurska-Kuciel 2008:89).
Academic effects can be seen in the student’s kaddwork, either as bad grades

because of avoiding studying, or as good grades tawver-studying in order to ease
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the anxiety (Macintyre and Gardner 1994: 284). Tognitive effect of language
anxiety, in turn, happens when the anxiety intedewith the student’s language

processing (Tobias and Everson 1997 as quoteceoh®iska-Kuciel 2008:89).

It is argued that the cognitive effect of languageiety affects the language acquisition
process at several stages. According to Manolope8krgi (2004: 427-441), there is a
three-fold division of the cognitive processes ahduage acquisition. The model
hypothesizes that language acquisition occurs metktages: input, central processing
and output. At the first stage, input, the studectives new information and starts the
preliminary processing. However, the student's ansness may disturb the attention
given to processing the information. This, in tumay lead to anxious students
becoming slower in acquiring information. Difficid$ at this stage may interfere with
the later stages (Macintyre and Gardner 1994: 286)the second stage, central
processing, the student connects the new informatith the already stored knowledge
(Manolopoulou-Sergi 2004: 427-441). At this stagaxiousness can hinder the
student’s ability to perform this task. This caar €xample, make it difficult for the

student to learn new vocabulary (Macintyre and Gardl994: 286-287). At the third

and final stage, output, the student is expectedpfdy the knowledge he or she has
learnt. Students are often evaluated at this sthgiee language acquisition process, in
the form of tests and presentations, for instahesguage anxiety may lead to the
student "locking up” and performing worse than bisher actual skill-level might

suggest (Horwitz et al. 1986: 126).

Accordingly, it is clear that language anxiety dave a seriously hindering effect on
language learning. It can be considered as onehefnbajor reasons for under-
performing in one’s foreign language studies. Hosvewhile a high level of language
anxiety can cause serious negative effects on &geglearning, a low level of anxiety
can, according to Williams (1991, as quoted insEL994: 482-483), in some cases have
a facilitating effect on one’s studies. Neverthgles combination of low and high level

anxieties can balance each other out, so that the® effect on learning in the end.
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2.3.3 The Input and Affective Filter Hypotheses

The above mentioned input is also a crucial elenténthe noted second language
acquisition researcher Stephen Krasheimput Hypothesis According to Krashen
(1985: 2), comprehensible input is the most vitat jpf language acquisition. The input
provided for the language learner should be orritite level of difficulty, so that the
learner can advance. In other words, the inputIghio@ just above one’s current level
of competence. However, while comprehensible impuaeeded for the student to learn,
it is not enough. Krashen (1985:3) states thatdeioto learn a language, one needs to
be “open to the input”. This, according to Krashisnconnected to th&ffective Filter
Hypothesis Krashen (1985:3) defines the affective filter ‘@ mental block that
prevents acquirers from fully utilizing the compeelible input they receive for
language acquisition”. The affective filter is hegghamong students who for some
reason feel threatened by, for instance, the legraituation, the language teacher, the
language itself or the culture and people it regmes Conversely, the filter is lower for

students who feel comfortable in the classroomvaittd the language.

However, language learning is always subjectiveit $® impossible to generalize the
reasons for either low or high affective filters.n#¢ may lower one student’s filter
might raise it for another (Krashen 1985:44). Nthadess, a low-anxiety classroom is
probably beneficial to all types of learners, wieetltonfident or insecure in their
abilities. Krashen (1985: 14-15) lists teaching moes that aim for a low-anxiety
classroom. The methods include the aforementiongteAs Total Physical Response,
Terrell’s Natural Approach and Lozanov’'s SuggestligpeOf these methods, at least
Lozanov's Suggestopedia uses music as an integudl qf creating an amicable
atmosphere in the classroom, thus making the legreixperience more effective.
Suggestopedia and other language teaching methatisisge music in some form are

discussed in chapter 4.

As mentioned above, the affective factors form asgntial part of the language
acquisition process. While it is acknowledged tinagry learner is different, there are
still some common denominators. Language learmeghitive processes have a largely

similar basis. One needs comprehensible inpuining needs to be processed and then
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produced. During these phases, language anxiethitrha@ye a serious negative effect
on language learning, sometimes even fossiliziegnthole process (Krashen 1985: 44).
This reinforces the idea that the language teasheuld make an effort to create an
atmosphere in the language classroom that is leestening in order to make the
students more at ease and thus enhance learnirgjc ian be considered one way to
achieve an amicable classroom atmosphere. Scentiiearch on how music affects

students and thus the classroom atmosphere wikamined in the next chapter.
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3. MUSIC AND THE AFFECTIVE FACTORS

As stated above, language learning can be a diffiagk for special needs students.
Therefore, the teacher should be aware of therdiffepossibilities that can ease the
learning process. In this chapter, we will discilspotential of music in this. First, we
will examine the long history of music therapy, &ese as a field of study it has had a
significant effect on how music is used in teachiegpecially with special needs
students. Second, there will be an outline on hawimcan affect the atmosphere of the
language classroom and the students’ learning psoCEhird, the use of music as a
stimulus will be covered. Finally, the role of musn the lives of young people and

how it can affect learning motivation will be dissed.

3.1 Music therapy and its influence on teaching

The use of music in healing and as a therapeuticelgoes at least as far back as the
ancient Egypt (Lehtonen 2007: 36). There are mesataf music therapy throughout
history up to this date, but the roots of moderrsimtherapy were planted in the United
States after World War Il. The American Music Ther&@\ssociation, AMTA, describes

music therapy as “...the clinical and evidence-bagse of music interventions to
accomplish individualized goals within a therapeutelationship by a credentialed
professional who has completed an approved musi@ply program” (2010). In this
context, music therapy, according to AMTA, uses iowu® “address physical,
emotional, cognitive, and social needs of individuaAccording to Ahonen (1993: 33),
the goals of music therapy depend on the issuegdtient may be facing. As an
example of these goals, Ahonen uses the mitigatiahsorders the patient might have.
Music therapy uses music in order to stimulateghgent and help them in reaching

these goals.

Music is used in many ways for therapeutic purpo8ssAhonen (1993: 34) says, there
are as many ways to practice music therapy as thertherapists. However, one way in
which the purposes of music therapy have been elivid the distinction between

passive and active therapy (Ahonen 1993:35). Isipasnusic therapy, the patient does
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not take any active part in the therapeutic sessieimg only exposed to and influenced
by the music played by the therapist (Ahonen 185): In active music therapy, the
patient takes an active involvement in the therapyg the use of music. A further
division is the distinction between reproductivel gmoductive music therapy (Ahonen
1993: 38). As the name states, in reproductiveafhethe patient tries to reproduce a
musical sound or a melody the therapist has inttedu On the other hand, in
productive therapy, the patient tries to createioiisn or herself. Ahonen also makes a
distinction between music therapy, where therelgays a trained music therapist
present and the use of music in self therapy, asalthen listening to music at home to
vent bad feelings (1993: 35). Lehtonen (2007: 18ptions that cultivating these types
of musical pursuits could have a positive effect stadents’ ability to express and

control their feelings.

Music therapy draws upon various theories on tHectf of music on the human
physiology and psychology. According to Ahonen @9915), these theories can be
roughly divided into four categories: biologicaleHaviouristic, psychodynamic and
humanistic. The first, biological theory, statesttthuman problems and abnormal
behavior have their basis in either organic, pHggical or biochemical processes
(Rosenham and Seligman 1980, as quoted in Ahon@8: 197). In this type of music
therapy, the effects of music on the human bodyuaesl, for example, in stress relief.
The second, behaviouristic theory states that athdn behavior is learned. Hence,
when needed, a person’s behavior can be modifiedjilayg positive or negative
feedback and changing the environment (Ahonen 1923). In behaviouristic therapy,
music is used as an instrument of manipulation.éxample, when the therapist wants
to reward the patient’s behavior, he or she cag plasic that the patient likes. In the
third, psychodynamic theory, the goal of the thgrago help the patient with his or her
self-confidence (Ahonen 1993: 132). Music can healpthis, for example, by
channeling subconscious impulses in a socially @etée manner or by releasing
subconscious pressures (Ruud 1978, Salo 1989,adedjin Ahonen 1993: 137). The
last, humanistic theory takes an all encompassieg wn the human psychology and
takes into account several different views and oedh(Ahonen 1993: 151). Hence, the
individual differences among humans are emphasiZBide function of music is, for

example, to help the patient in expressing himselerself (Ahonen 1993: 154).
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Many of the theories and methods used in musiafyecan have an application in
special education and mainstream teaching as vsllAhonen (1993: 271) states,
music is something that all children can take parThe psychodynamic theory comes
into play when students find it difficult to verhteir aggression. Music is a good way for
students to release tension in an acceptable mahineihumanistic view can be seen in
how rock music has been used in the beginning @fiapeducation courses to facilitate
learning and motivate the students (Lehtonen 188938). This is effective, because
rock music has become an international “languagealings” for youth. By taking an

interest in the music the students listen, thehleabas a possibility to get to know and
understand the students in a new way. The behatiompproach is applied when
music is used for changing the learning environnmsmthat it is more suitable for

learning or in rewarding the students. Ahonen dists specific disorders that can
benefit from the use of music in the classroom. sEhéclude aphasia, different
disorders of hearing and seeing and problems wattiralling one’s body (1993: 270-

275). In the next section, the effects of a plebkaarning environment and how music

in turn can affect the classroom atmosphere willliseussed.

3.2 Music and the classroom atmosphere

One way of creating a nonthreatening atmosphegeciassroom is to use music, which
is also one of the focal points of this study. Ehisra plethora of research on the effects
of music on the human body and mind. Music canterelings of pleasure, which are
caused by endorphins, a type of natural stimutetéased by the brain (Lehtonen 1986,
as cited in Ahonen 1993: 54). Evidence of this gimne@non can be seen in the reactions
of human beings to passimusic experiences. Maranto (1997: 161-164) Esteeral
ways that passive music experiences have been stwoaffect the test subjects. These
include such responses as decrease in musclenedsirease in psychological anxiety,
decrease in blood pressure and decrease in oges ef anxiety. Furthermore, Juslin
and Sloboda (2001: 88) quote a study by Fried asdkdvitz (1979), which suggests
that calming music elicits more helpful behavior@search participants than music that

they were more disinclined to. Thus, it is immepseiportant to choose the right type

2 A passive music experience in this context mehasthe music is merely at the background and s no
focused on.
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of music when trying to relax the students, becdhsevrong type can actually have an
opposite effect. This can also be seen in the ptesteidy and will be discussed in
chapter 7. Furthermore, Bender (2008: 50) notesntlaay special needs students might
actually feel uncomfortable with auditory distracts. Because every student is
different, the same type of music might not workthweverybody; one student’s
relaxation music might be a distraction or a nutgato others. If the group is much
divided in their responses, the teacher might dansbringing earphones and playing
background music only to a couple of students.htbutdd be noted, however, that
students might also have a tendency to “escapeti@anusic” (Lehikoinen 1988, as
guoted in Ahonen 1993: 265), so one has to be wWlandfen allowing students to use
earphones. Nevertheless, with trial and error passible to find suitable background

music for the whole group.

In addition to the research summarized above, @mkel(2008: 9-35) reviews the
findings of the British PROMISE, PRovision Of Mudit Special Education, research
project. In the section concerning using music setttie curriculum, Ockelford reports
the observations of music coordinafors how music affected their students’ progress
in areas other than music. The findings are dividiei four general categories
(Ockelford 2008: 27).

1) Language and communication development, which deduobservations such
as ‘listening to others more’, ‘creating a dialoguéh another person’, ‘learning
and recalling of words or sounds’ and ‘language @mitept development’.

2) Behavioural, emotional and social development, Wwitontains examples such
as ‘ceasing ritualistic activities to attend to s@wr music’, ‘obvious signs of
pleasure’, ‘relax to appropriately chosen musichildren who will not join in
other subjects, will join in music voluntarily’ arigarticipation whatever their
ability’.

3) Sensory and cognitive development, which comprisesh findings as
‘increased concentration span’, ‘more sustainejaeses’ and ‘extending
memory and sequencing abilities’.

4) Physical development, which includes observatiamh |s ‘relaxing’, ‘settling’,

‘more controlled movement’ and ‘showing hand/eyerdation’.

% Music coordinators are teachers, who are assigneevise the school’s music policy and advice othe
teachers on how to use music in their teachingt(®uand Potter 2006: 6).

28



In addition, Ockelford states that “it appears thaitsic coordinators find it easier to
conceptualizeextramusical outcomes to musical activity with pupil#hwSLD (severe
learning difficultie3 and PMLD frofound and multiple learning difficultipghan
purely musicalattainment and progress.” (Ockelford 2008: 28, rdeéfins in brackets
added). This evidence suggests that music can hawdde range of effects and
functions in a special education classroom. Besidiexation, music can be suggested
to be a good way to also stimulate the studentsv khoisic can act as a stimulant will

be discussed in the next section.

3.3 Music as a stimulus in the language classroom

While creating an amicable and relaxed atmosphretae language classroom can be
considered imperative to ensure successful languegeing, it is sometimes as

significant to stimulate students. In the languatgssroom there are many different
factors that can affect the student’s state oftmdsis. For example, at what time of the
day the lessons are held can have a significaptteffin how attentive students are; at
both early morning and late afternoon lessons siisdean be drowsy and phlegmatic.
Also, the topic of the lesson can affect studergsponsiveness. If the whole lesson is
very teacher-oriented, for instance when teachingva grammatical rule, students can
become tired very quickly. Furthermore, the duratad the lesson is a factor. The

average student can concentrate for 15 to 20 nsratte@ time before his or her focus
starts to wander (Middendorf and Kalish 1996:2)\dgithe fact that the average lesson
in Finland lasts for 45 minutes and can often lgsto 90 minutes, students require an

opportunity to stimulate their minds.

In the afore-mentioned instances, teachers oftennussic to stimulate students and
make them more attentive. There is also evidenae show how music can have an
arousing effect on the human physiology. Scherer Zentner (2001: 374-377) list
several studies in which the stimulating effectsnuisic were investigated. Firstly,
Bartlett (1996, as quoted by Scherer and Zentnet:374) examined studies extending
over 100 years on the effects of music on the hupiarsiology. 61% of the studies
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concluded that music indeed has an effect on tlmeahuautonomic nervous system,
such as increased heart rate and muscle tension plaging arousing music versus
decreased heart rate and muscle tension when glasaming music. Secondly,
Witvliet and Vrana (1996, as quoted by Scherer Zadtner 2001: 376) found that
certain types of music, i.e. that were “high on #uotivity dimension”, in other words
arousing music, affected the subjects in many wayduding increasing heart rate.
Thirdly, Lundqvist et al. (2000, as quoted by Selhnend Zentner 2001: 376) found that
the mood of the music can affect the listener. jappsic evoked more physiological
responses and the subjects also reported feelipgidrathan when listening to sad
music. Furthermore, Becker (2001: 144) describes hwsic can have an arousing,
stimulating effect on the human autonomic nervoystesn. These effects include
shallower breathing and the skin’s temperatur@gisBecker (2001: 145) continues by
stating that “we tend to feel better when we aresinally aroused and excited”. From
the evidence above one can conclude that musicldnasa stimulating effect. Hence,
it would appear to be beneficial to use it for stiating students as well. In addition to
relaxing the classroom atmosphere and stimulatiegstudents, music can also act as
an efficient motivational tool. Hence, motivationdamusic will be covered in the next

section.

3.4 Music and motivation

Motivation is also something that every languagerier needs to succeed. It is the duty
of every language teacher to find ways to motitager students. As Ellis (1994: 508)
points out:

“Language teachers readily acknowledge the impoetari learnersimotivation
not infrequently explaining their own sense of dedl with reference to their
students’ lack of motivation.”

Because of music’'s appeal to a wide variety of feeop can be considered a viable

source for motivation, perhaps especially so, wiienomes to English, since the

English language is so prominent in today’s musens. This can be seen, for example,

in the amount of Finnish musicians who choose tdop@ in English. In this section,

the importance of music in young people’s lived Wiist be examined. Then, an outline

of components of language learning motivation vii# given. Third, connections
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between the components and music will be discu$3adlly, there will be a section on

the motivation of special needs students and hosicraan affect it.

3.4.1 The role of music in the lives of young peapl

As stated in the introduction, music is a significpart of one’s life from a very early
age on. In fact, one could say that it is a padrdd’s life even before birth, since babies
have been shown to hear sounds even in the wontiighen 2007: 22). That is why
many parents choose to play music for their unlobitdren in the hope of connecting
with them. Further, there is empirical evidencd thasic is an important instrument in
regulating and communicating emotions between isfamd care-givers (Trehub and
Trainor 1999, as cited by Peretz 2001:114). Aceaydo Peretz (2001:114), this can be
seen in the tendency of care-givers to calm thefants by singing to them.
Furthermore, Trehub (2001, as cited by Peretz 20@): describes a study where
infants were monitored on which they found moreaggg: speaking or singing. The
study concluded that the infants spent more timéchuag their mothers sing than
speak. Also Helmut Moog (1989: 49) points out that connection to music has its

roots in early childhood:

“- - children have already experienced music dutimg first few months of life

and appear to retain the relationship with musicughout their lifetimes.”

Consequently, the results of the studies discuabegte suggest that music has a vital

part in our lives from the beginning.

Although music plays an important role throughoot’s life, it can be argued that
during the turbulent years of teenage, music besocameeven more important way of
expressing and releasing one’s emotions. A sureeglucted by Anttila and Juvonen
(2006: 253) asked Finnish lower secondary and uppeondary school students about
their listening habits and it was found that onrage students listen to music for 2.25
hours in a day. In the same survey, 66.9% of tlelestts told that music has a

considerable or quite considerable significancéhair lives. Moreover, only 3.3% of

31



the respondents said that music has no significanceheir lives (2006: 262).

Furthermore, many of the respondents said that tiseymusic as a method of “mood
enhancer” when feeling depressed (2006:254). Alslatdnen (1982) states that music
as a hobby creates positive feelings that in tedp n creating and strengthening one’s
sense of self. It seems that music really givesagers a positive outlet for their inner
turmoil and a safe way to explore their feelingec&se music is such an important
part of teenagers’ lives, they experience it ireemand personal way. Hence, it would

seem reasonable to use it as a motivating forteaiching.

3.4.2 Motivation and language learning

Motivation is often seen as vital for successfulgiaage learning and therefore it has
been, and still is, widely researched. Notable aedeers in the field of motivation
include Gardner (1985) with his work on, for exae)phtegrative motivation, Clemént
(1980) with his work on, for example, linguisticlfseonfidence and Ddrnyei (2005)
with his ‘L2 Motivational Self System’ theory, foexample. Language learning
motivation has many facets. Dornyei (2006: 9-173tsli several motivational
components, of which integrativeness, instrumenptaliattitudes towards L2
speakers/community, milieu, linguistic self-confide and cultural interest will be

discussed in more detail next.

According to DOrnyei (2006: 9-17integrative motivations one of the most researched
areas of language learning motivation. Integrath@ivation stems from the learner’s
positive associations with the target culture anjlage up to a point where the learner
wants to be a part of the target culture and laggusommunity. Consequently, this
may influence the learning process in a positivg.wAnother much researched area is
instrumental motivation.The sources for instrumental motivation are moegpratic
than those for integrative motivation, in that laage is seen for the most part as a
means to an end, such as the desire to get a rewrja chance to converse fluently
abroad. Attitudes towards L2 speakers or the commun#yalso an important
motivational factor. It is similar to integrative ativation, but perhaps the positive

associations are not as intense. The learner nigghtpositively towards the target
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language community, but does not necessarily wariiet a part of it. Nevertheless,
attitudes — either positive, negative or indiffarertowards the L2 are a major aspect in
language learning motivation. Next, Dornyei mengiamilieu, which refers to how the
important people in the learner’'s life influenceeta motivation to learn a certain
language. Parents, siblings and friends may tramshe feelings they have towards the
target language to the learner. Alsrguistic self-confidenceffects one’s motivation.
In a nutshell, linguistic self-confidence meang théearner believes she or he is able to
learn the language. Linguistic self-confidence fieced by prior contact with the L2
community and by prior experiences of learninglémeguageCultural interest,n turn,
applies more to language learning situations, whieeeanguage is learnt as a foreign
language, not a second language. This is the imituatith learning English in Finland.
In these situations, the learners are mostly iiréetl contact with the L2 community by
the means of, for example, TV or music. Accordingiérnyei, increasing cultural

interest amongst younger students is a powerfuivaiidnal tool.

Music plays such a significant role in the livesyolung people today that it can also
have a motivational impact on their language lesgynirhere are many ways in which
music can work as a source of motivation. The pwsibf English as one of the major
languages used in popular music has potentialffecting English language learners’
motivation in many ways. Firstly, many students énazontact with the English
language through music and music videos daily. rO#tieidents idolize the artists and
their glamorous lifestyle depicted in the videotudgnts may at times even identify
with the artists and their culture. Of the motieatl factors mentioned above, this type
of idolizing and identifying can be a source iategrative motivationincreasecultural
interestand affeciattitudes towards L2 speakers and commuinityt positive way. The
passionate relationship with music that many sttgleave can also affertstrumental
motivation.Often the students have a need to be a part ofvthiel of their idols and
feel that one way of achieving this is by transigtand interpreting the lyrics. They
may also feel that understanding the lyrics canarilem understand and appreciate
music on a deeper level. In fact, when asked whbects of their favorite type of
music they found the most significant, 64.6 percg@nstudents interviewed by Anttila
and Juvonen (2006: 289) said that lyrics were wermyuite significant, whereas only 7.1
percent said that lyrics were not that significaBé&condly, for many special needs

students’ language learning has been and is diffidBecause of their learning
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difficulties, they have had bad experiences in ldmeguage class. They have low
linguistic self-confidencand associate language learning with failure. ddnig popular
music into language class can give them positiyEe&nces with the language. Lastly,
youth subcultures often evolve around musical genkes Roe (1996, as quoted in
Anttila and Juvonen 2006: 264) points out, sineée1B50’s onwards popular music has
been one of the most significant factors that irfice how young people build their
identity. For instance, people who listen to higphar heavy metal, the genres that
influence their fans the most (Anttila and Juvorg806: 267), tend to “hang out”
together. The music and its culture affect evenwlag they dress, speak and carry
themselves. Moreover, Ahonen (1993: 265) notes ttiatsubculture can become so
important that other musical subcultures can sdemmatening. It is natural then, as
Cairns and Cairns (1994: 112) note that the a#sudchool motivation and social
behavior of a single young person can be affecyeithd social group she or he is a part
of, which can also be seen in the results of thesgmt study. If the subculture is
positively inclined towards English, as in the ca$dip hop, the group can affect the
individual’'s motivation for language learning asrbyei (2006: 13-14) suggests when
talking aboutmilieu.

3.4.3 Special needs students and motivation

The above mentioned motivational factors can olshiobe considered very relevant
for special needs students as well. However, thegesome motivational factors that
should be taken into account when teaching speeiadls students in particular. Ikonen
(2000: 64-66) lists four components that influertbe motivation of special needs
students. First, there are tegtrinsic motivational factorshat activate, motivate and
direct individuals to act in a certain way, suchcampliments and reprimands. Ikonen
explains that the extrinsic stimuli, such as musar) be considered as either reward or
punishment. Based on the evidence reviewed in®e&i4.1, music that the students
like would seem to be a reward for most of themisTreflects the principles of the
behaviouristic theory, discussed in more detadention 3.1., where music can be used
as a reward in order to elicit favorable behav@econd, according to lkonen, there are
the intrinsic motivational factorsthat stem from the individual’'s desire to achieve
something without the need for any reward or prai§be third component istate of
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alertness,which can also be affected by music, as discussedare detail in section
3.3. The state of alertness regulates how intermadystrives towards the goals she or
he has set. Lastlyattentionrefers to how attention is divided between thengti
essential for the activity in question and othaelevant stimuli. Music can influence
also how the student divides his or her concewinaés can be seen in section 3.2. As
Ikonen (2000: 66) notes, special needs studentsbatcmotivation is often poor,
because of, for instance, their prior failures dngstration that stems from those
failures. Also Isomottonen (1993: 177) states tihat lack of motivation is a major
hindrance for many special needs students. 1koB8A0; 67) stresses that getting the
special needs students’ motivation to a higherllé&vemperative for learning to be
successful. It would also be helpful in universaliglearning into different learning

environments and situations.

It is the teacher’s duty to engage students’ méatwan the subject in question and also
maintain it (lkonen 2000: 66). Therefore it is imgtve to find good sources of
motivation for all students. For the teacher tosbhecessful in motivating the students,
she or he must be aware of the students’ likesdssitkes and how to adjust his or her
teaching accordingly (Ikonen 2000: 67). As statedvae, music’s popularity among all
types of young people makes it also a good motwatitool for special needs students.
As lkonen points out, exercises aimed at speciatisestudents should be interesting
and rewarding by themselves. Moreover, Isomottofi€93: 177) sees experiencing
music as an all-inclusive process that always we®lphysical, psychological and
social processes. This makes music a good basspéaial education. In fact, according
to Isomottonen, music has been proven to be a goodce of motivation in many

studies.

All in all, it appears that music is significantrfalmost all people, but particularly
popular music can be suggested to be even morefisagm for younger people.

Because of this, music seems to be a useful sairemguage learning motivation. In
fact, music can be connected to many of Dornye2806: 9-17) areas of language
motivation. Special needs students are affectedsibylar motivational factors as

mainstream students, but it can be proposed thavation is even more important for
special needs language learning. Music can alsccdmsidered a useful tool in

motivating special needs language learners. Negtwil move from examining the
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affective factors of language learning and theinraxtion with music to discussing

methods that utilize music in order to influence #ffective factors.
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4. MUSIC AND THE ACCELERATIVE AND EXPERIENTIAL TEAC HING
METHODS

In this chapter we will discuss some teaching nmashthat take into account some of
the above-mentioned factors, such as the importahaegelaxed classroom atmosphere,
stimulus and motivation. Methods, such as Suggesliap Suggestive-Accelerative
Learning and Teaching and Experiental Learning adirereated in the 1970’s to make
use of powerful experiences and feelings that édrivom them in order to accelerate
learning. Often in these methods, music is a wayravoke feelings for various
reasons, such as to weaken the learners’ barnie¥sl@nce the learners’ processing of
the language. Thus, they also envelop some ofélggokinciples in music therapy, such
as considering the whole person and the role ofianasstress relief. These three
methods will be discussed and briefly compared .nEktally, we will discuss how
certain elements of these methods can be appliggtmodern language classroom.

4.1 Suggestopedia

Suggestopedia is a teaching method created ingh@slby the Bulgarian psychiatrist
and educator, Georgi Lozanov (Richards and Rodt@ss: 142). While it can be used
in all teaching, Suggestopedia is mostly usedachang foreign languages. The goal of
Suggestopedia is to “facilitate learning by freeititge unused mental resources”.
Suggestopedia is built on the conceptgdesuggestiorand suggestionin a nutshell,
desuggestion means that one removes any unwantg@daking memories from one’s
memory, while in suggestion, the memory is filledthwdesired and facilitating
memories (Richards and Rodgers 1986: 145). Accgrtdiarsen-Freeman (2010: 73),
Lozanov believes that learners “set up psycholddiaaiers to learning” and hence do
not utilize their mental capacities fully. In othgords, learners have an affective filter,
which prevents them from reaching their full poiehtin language learning.In
Suggestopedia, these psychological barriers shbeldremoved by using mental
relaxation, which would then help concentration aftdr the student’s state of alertness

to facilitate learning (Lindh and Mustonen 1995: The teacher should be able to

* The affective filter hypothesis is covered in mdegail in section 3.2.
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create an emotional state of calmness and relaxag8o that the student would

experience the teaching situation as pleasant j@efal 989: 17).

Larsen-Freeman (2000: 79) talks about another kegept of Suggestopedia, double-
planedness, which means that the learning takee jpla two planes: the conscious and
the subconscious plane. On the conscious planeadhel, direct instruction takes

place, whereas on the subconscious plane the stretmives positive suggestions from
the environment, making the student feel that legris “easy and pleasant”. Larsen-
Freeman also states that “when there is a unityd®t conscious and subconscious,

learning is enhanced” (2000: 79).

According to Lozanov (1978, as quoted in Larserefran 2000: 73), the positive
suggestions can be achieved by making use of fits¢ such as painting, poetry and
music. For instance, the learning environment shdéd decorated with bright colors
and there should be pieces of art hanging on this waorder to make the classroom
more inviting. Of all the fine arts, classical mudias the most prevalent role in
Suggestopedia (Richards and Rodgers 1986: 143)chNua key element in making the
classroom favorable to positive suggestion, whectviny classical music is used in the
present study also. Relander (1989: 46) dividesahoy’s definition for using music

into seven functions. Music can be used as a ptae#fbect, in creating a suggestive
atmosphere, in conquering anti-suggestive obstaa$es type of relaxant, in helping the
new knowledge to find its way through the cortexd darther into the long-term

memory, in helping to create images and thus remeentp new information and in

contributing to the holistic learning experience.

Suggestopedia has been under quite substantidingcaince its beginning. Firstly, in
the western world, Suggestopedia has had a reputati being, on the one hand,
“mystical” and, on the other hand, too connectedh® Soviet pedagogy. It is often
compared to hypnotism, but this claim has beernrelisted by Lozanov, who, according
to Richards and Rodgers (1986: 144-145), stateis jyanotism does not have the
“desuggestive-suggestive sense” that is centré&uggestopedia. Secondly, language
teaching researchers have noted that Lozanov dudake a clear stance on any theory

of language. Furthermore, Suggestopedia focusesmgiyr on lexis over grammar,
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which was considered rather limiting (Richards daldgers 1986: 144). However,
nowadays focusing on lexis is quite common. In feetion of the Finnish Core
Curriculum (2004: 141) concerning foreign languaggching, the emphasis is not on
grammar anymore, but on successful communicati@mckl, the emphasis on lexis in
Suggestopedia can also be considered a strengthdag®; since, according to Larsen-
Freeman (2000: 81), the goal of Suggestopediaesifsgally to teach students to use
the language in everyday situations, rather thata@gxng all the grammatical rules in

detail.

All'in all, Suggestopedia strives for a learningiation where everything — the teacher’s
facial expressions and tone of voice, the set-up decoration of the classroom, the
music playing at the background and the choserhiegenaterial - contributes to the
learner’s well-being in the classroom, making himher feel confident and relaxed
(Bancroft 1999: 21). It can be suggested that uparts of Suggestopedia can be useful
in teaching special needs students, since theicesscin language learning is more
dependent on their learning environment. Also, sppeweds students may require a
more concrete approach on language learning, serttphasis on lexis could actually

be considered a strength in that sense as well.

4.2 SALT

SALT, or Suggestive-Accelerative Learning Technguaethod, is an American
version of Lozanov’s Suggestopedia developed byDionald Schuster (Bancroft 1999:
245). In his book, co-authored with Charles Grittibis described how SALT

“...uses aspects of suggestion similar to advertishmgl unusual styles of
presenting material to accelerate classroom legrnithe essence of this
technique is using an unusual combination of plasrelaxation exercises,
mental concentration and suggestive principlegrengthen a person’s ego and
expand his or her memory capabilities while matedabe learned is presented
dynamically with relaxing music” (Schuster and @nit 1986 as quoted in
Bancroft 1999: 245).

Bancroft explains how the suggestions in SALT cardlvided into direct or indirect,

verbal or nonverbal suggestions (1999: 246). Divecbal suggestion can be given, for
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example, by the teacher when she or he tells tigests that it will be easy for them to
learn today. Indirect verbal suggestion, on thesotiand, is used, for example, when
the teacher says that the students will be suadeasfsome point. Direct nonverbal
suggestion happens, when the teacher tries by rgesand movement to get the
students to imitate him or her. Indirect nonverhalgestion involves such factors as the
teacher’s physical posture, peer pressure fronr stiiedents and the environment. Also
such details as the lighting and the soft musigiptain the classroom are important for

indirect nonverbal suggestion (Bancroft 1999: 246).

In SALT, music is seen as beneficial for learnitigis mostly used as a relaxant,
because, as in Suggestopedia, in SALT the relatate@ of the students is seen as
essential for the learning process. To help theestts to relax, SALT uses various
physical and mental exercises. During the mentatases, meditative music is played
at the background. Music is also seen as an addltaspect that helps the students with
memorizing the language (Bancroft 1999: 248-25hp music mostly used in SALT is
classical, baroque music and music that is appatgpror the target language and
culture, such as English folk music during Englisesons. Since many special needs
students have difficulties in concentrating, thegees of relaxing exercises could be

useful in special education classes as well.

As SALT is a slightly more straightforward versioh Suggestopedia, it is perhaps
more easily adjusted to real life language teachirogording to Bancroft (1999: 252),
studies have shown that using the SALT method adfes an advantage over more
conventional methods in terms of language achiemén¢owadays, the research on
SALT and training of teachers of the SALT methodrnsstly conducted by IAL, the

International Alliance for Learning.

4.3 Experiental learning

Experiental learning is a teaching approach, wltchsiders the whole person in the
learning process “through thoughts, feelings angsiglal activity” (Beard and Wilson

2002: 2). The basic notion behind experiental liegns that experiences — whether
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positive or negative - are one of the most poweahd instinctive ways to learn (Beard
and Wilson 2002: 13). In fact, one could even clthat “experiencing is a synonym for
learning” (Beard and Wilson 2002: 8). It is natutaken, that the two essential concepts
of experiental learning are experience and retbac{Miettinen 2000). Hence, learning
from experience does not require extensive mateggdurces, one just basically needs
“the opportunity to reflect and think”. However, g¢et the best results, there has to be
plenty of time for the reflection (Beard and Wils2d02: 13).

One of the strengths of experiental learning & ihis very student-centered. Since
everybody experiences situations and events diffgreit is natural that in experiental
learning, the student becomes the starting poirgnwih comes to teaching (Beard and
Wilson 2002: 19). This results in very individu@d learning, which would make

sense, considering the students’ different learparts.

Experiental learning is connected to both Suggestiegpand SALT in various ways.
First, all three methods believe that stimulatinge’s senses can have a substantial
effect on the learning process and results. In facany experience, the senses define
how one perceives the experience (Beard and WREG2: 57). Hence, the senses can
be stimulated in order to “unlock” more of the stats’ potential. Second, all methods
agree that the student’'s frame of mind has an tefbec whether the learning is
successful or not. Also in experiental learning,smawcan be used in creating “special
moods or states of mind” (Beard and Wilson 2002-143). The idea seems to be
similar to Lozanov’s positive suggestion. As is cdissed in chapter 3, humans
experience music in a very all encompassing wayh leonotionally and physically.
Considering the diverse effects music has on humaiizing the musical experiences
in experiental learning would seem advantageousinASALT, the power of music
could be harnessed to facilitate learning in a moosmcrete way, such as in
memorization. The third factor that connects alleéh methods is the emphasis on
learning environment; whether natural or artificiais a crucial component in focusing

the students’ concentration (Beard and Wilson 2602

The three methods discussed above all have thgposters and critics. While

Suggestopedia has been criticized for being derikad “pseudo-science” (Scovel, as
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guoted by Richards and Rodgers 1986: 152), sonits afost effective techniques and
principles still have their use in language classre (Richards and Rodgers, 1986:
152). Furthermore, language researches continuetudy the SALT variant of
Suggestopedia and it is still in use, especiallthenUnited States (Bancroft 1999: 252).
Also Experiental Learning, although developed ie tharly 1970’s, is still used
especially with adult learners. In Finland, howeweone of the methods are used
extensively in foreign language teaching, but m@achers may have assimilated parts
of the methods that they have found useful intar theaching. All in all, it can be
suggested that there is a need for alternativéntegenethods that take into account the
whole student, using music to expedite learninghénnext chapter, the effects of music
on language learning will be reviewed first. Thiédrere will be examples on how to use

music in teaching English.
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5. HOW TO USE MUSIC IN TEACHING ENGLISH AS A FOREIG N
LANGUAGE

Music can have various functions in the modern lagg classroom. The affective
functions were discussed above. In this chaptewilit be reviewed how teaching
elements such as vocabulary, grammar and culturédbenefit from the use of music.
First, however, it will be examined how music affethe brain and language learning.
Next, the effect of music on special needs studéamguage learning in particular will
be looked at. Lastly, practical techniques of usimggsic in different areas of language
teaching, vocabulary and pronunciation, grammarcaridire, will be reviewed.

5.1 The effects of music on language learning

There is much research on the effects of musicaoguage learning. In Finland for
instance, Milovanov et al. (2009) have studied msiteely the connection of musical
aptitude and language proficiency. They discovéhed the musical proficiency often
manifests itself in language abilities as well.amother study, Chan et al. (1998: 128)
discovered that the left temporal lobe of the bmairmusicians is larger than that of
non-musicians. In their article, Chan et al. sthtd as the verbal memory of humans is
usually considered as locating in this area oftitaén, the musicians should have better
verbal memory than adults without musical traini@han et al. posit that early musical
training may have a positive effect on childrergad term verbal memory. Also Wong
et al. (as quoted in Patel and Iversen 2007: 3&9-33und a connection between
musical training and language ability. In their dstuthey discovered that musical
training had an effect on the sensory encodingiwhppatterns and that this effect

manifested unexpectedly early.

Furthermore, Schon et al. (2008: 975-983) studmd songs could work as an aid for
language learning. They discovered that songs tddipeguage leaning in many ways.
Firstly, they found that the emotional aspects aigs may have an arousing effect.
Secondly, the changes in pitch of the song may inediistinguishing phonological data.
Thirdly, they found that mapping the musical anaglistic structures consistently
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might have an optimizing effect on learning proess©verall, in their study, Schon et
al. concluded that especially in the early learnpiase of language acquisition the
students may “largely benefit from the motivatioaad structuring properties of music

in song”.

Also Salcedo (2010: 19-30) studied how songs affeceign language learning.
Salcedo researched how songs affected the texil retsdayed text recall and
involuntary mental rehearsal, of 94 students rapgmom 17 to 41 years old. By
involuntary mental rehearsal, or din, Salcedo (202®) means the “phenomenon
occurring after a period of contact with a forelgnguage in which the new information
repeats without the speaker's intentional effo8alcedo concluded that there was a
significant difference in text recall between thatedents who used music to learn a
text and the control group, which did not use mudiawever, in the delayed text recall
test, the group that used music fared better, loatim a significant way. Salcedo
suggests that this might be caused by the shoibdeeserved for testing. Regarding
the involuntary mental rehearsal, on the other h&adcedo found that din occurred
much more in the musical (66.67%) than the corgroup (33.33%).

Moreno (2009: 329-345) reviews three earlier staidie musical training and language,
conducted by him and his colleagues. In the figthg Moreno and Besson (2006, as
guoted in Moreno 2009) investigated how an eightkvenusical training program
would help 8-year-olds to detect pitch variationsspoken language. According to
them, there was clear evidence that showed motdita in the ability to process
language. Moreno et al. (2009, as quoted in Mor2@d9) expanded the study by
examining how a longer, six-month training affectdte students’ abilities to
discriminate pitch changes. There was a clear aseren pitch discrimination and
reading ability in the musical group compared witk control group. In the last study
reviewed, Marques et al. (2007, as quoted in Mor20@9) looked into how musical
expertise helps in the detection of pitch variagiama foreign language. Their findings
supported the hypothesis that musical expertispshtl detect pitch variations in a
foreign language, as it does in music. Moreno aates that these studies should have a
direct influence on how music is used in languageing. According to him, “these
types of findings support the idea that music cailifaie second language acquisition

and language acquisition in general” (2009: 338).
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Finally, according to Susan Hallam (2010: 269-288)sic and language share some
processing systems. As an effect, learning to m®oeusic can also improve language
processing skills and, according to Hallam, readiagvell. Hallam also quotes studies
on musical ability that show how musical abilityncaredict the ability in perceiving
and producing phonetic contrasts in a second lagg(@levk and Miyake as quoted in
Hallam 2010) and the reading ability in the firahduage (Anvari et al. as quoted in
Hallam 2010). Hallam concludes that the earlier ékposure to musical participation
occurs and the longer the participation lasts,bilgger the impact on the development
of “perceptual processing systems which facilitdte encoding and identification of

speech sounds and patterns” (Hallam 2010: 272).

Research has also been done on the effects of mnsiice learning of special needs
students. Overy (2003: 497-505) studied how musssdns could be used in helping
dyslexic students. According to Overy, music lessprovide a multisensory learning
environment for dyslexic students. Overy notes thasic is well-suited for supporting

language development, because it can be used aageor stage of development.
Moreover, it is easy to find suitable music forfelient situations. Overy mentions
music ranging from nursery rhymes to pop-music.alyn Overy points out the

possibilities that music provides for lifelong learg, because of the enjoyment it often

provides.

5.2 Teaching vocabulary and pronunciation through msic

There are many ways to utilize songs in teachingligim vocabulary, of which Medina
(2000) lists several. To utilize one song to itdl fjootential, Medina divides the
activities into three sections. In the first sectidhere are activities that prepare the
students to learn the song in more depth. Medinggests starting off by first
introducing the song to the students without theawirlg to do anything more than
enjoy the piece, for instance by dancing. Altenel$i, the students could start
familiarizing with the relevant words of the songy preparing a short play, for
example. In the second section, the song is brotgglite students’ attention in more
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detail for the first time. In this section, the ¢har acts out the song’s meaning to the
students. In the final section, the students areli@ with the song and can start doing
vocabulary activities. The teacher can provide shalents with mini-dialogues, with
lines taken from the song that have been put intlifferent context, to make the
meaning and use clearer. The students can alssyhip the song, in order to further

practice the different aspects of the relevant botay.

Another one of Medina’s (2003) techniques for vagaly teaching is using story-
songs. The technique, which is aimed at youngeguage learners, involves
introducing, playing and learning a song that hadisinct story element to it. To
maximize the comprehensible input of new vocabuldmy story-song is utilized by, for
instance, repetition, illustration, summarizing agiding explanations and synonyms.
The story-song should be appealing to the studsatt)at they do not get bored of it as
easily. In an earlier study conducted by Medina9@ %s quoted in Medina 2003), it
was found that those students who learnt new vdaapuhrough the story-song,

acquired a noticeably more significant number afabulary items.

In addition to Medina’s techniques, Lems (2001pdists several ways to use music in
vocabulary teaching. While many of her techniques suitable for a range of age
groups, they are specifically designed for adudirders. Lems’s musical vocabulary
tasks include the cloze activity, where studentgeht@® fill in a blank with the right

word, translating lyrics, organizing lyrics and tmg a response to the song’s events.
Furthermore, Lems also points out that songs aneat way to teach pronunciation as

well, since they show how the changes in rhythracff the way words are pronounced.

Pasanen (1992: 99-102) also introduces differengswi@ incorporate music into
vocabulary teaching. Firstly, Pasanen mentiongasy, in which the song is acted out
by the students. Songplay is especially well-suitedyounger students because of the
connection of the physical and mental activity. d?@® connects this to Asher’s Total
Physical Response-method, which, according to ibaFseeman (2000: 107-118), links
the physical activity performed by the students Hrelteacher with the verbal output.
Other techniques include singing, choosing a sdnth® week and doing crossword

puzzles with the lyrics. The teacher can also sktwdents a copy of the song where
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some of the words have been replaced with synoraimdshave the students listen for
the right words. Finally, students can examine rbgnwhich are common in lyrics.
According to Pasanen (1992: 102), these types uVitaes activate the students’
vocabulary.

As shown above, there are diverse ways to use muasiocabulary teaching. The
techniques can be roughly divided on the basisc»¥ much musical expertise and
effort they require from the teacher. Medina’s taghes perhaps require a bit more
commitment in that the teaching is designed araiedmusic activity itself and they
can last for several lessons. On the other haedadtivities listed by Lems and Pasanen
are easier to incorporate in the every-day languéags. Thus, it can be suggested that
if the teacher is willing, there are suitable tagles available for the novice and expert

alike.

5.3 Teaching grammar through music

Music has many uses when teaching grammar as S@the of the activities used in
teaching vocabulary can also be utilized in teagl@mgrammar point (Lems 2001). For
instance, the above mentioned cloze activity cannimdified to suit grammar

instruction by deleting only words that are conmdcto a particular grammar point.
Furthermore, the grammar point being taught caprheticed by writing a response to
the message of a song. Lems (2001) also lists @tbivities suitable for teaching

grammar through music. For example, cutting theesyof a song into lines and having
the students organize the text back into the rigtier is one way to teach word order.
Also, writing the lyrics in groups can be an effeetway to practice word order and

verb tenses, since students have to make decismg them together.

Pasanen (1992: 102-103) mentions an activity wheréents group the words in a song
according to, for instance, their tense. Pasangm @mlentions that playing songs with
different grammar structures can be helpful in tiemorization process for students.
Furthermore, in many songs one structure or tensepieated, which makes those types

of songs beneficial for learning.
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5.4 Teaching culture through music

Because music is an integral part of any cultukiescustoms and traditions, it can be
suggested that music should be used in teachingtatgget culture. Lems (2001)
mentions that music is “a rich mine of informatiabout human relations, ethics,
customs, history, humor, and regional and cultaiffierences”. Moreover, musical

accompaniment can enhance the use of picturesys/ated poems in the class.

Furthermore, according to Pasanen (1992: 104-1fa#, songs are an important
addition to any lesson where a specific geographiegion is dealt with. Also
Christmas carols can reveal certain traditionakatgpof the target culture. Pasanen also
suggests dedicating lessons to introducing speasipects of the musical landscape of
the target culture. These aspects and topics cowdldide, for example, specific
composers, artists, festivals, musicals or otheictkochosen by students. In addition to
teaching traditions and old customs, music can bé&udful way to introduce
contemporary culture and issues related to theetamgjture. Moreover, songs that deal
with real life issues and situations can be ancéffe springboard for vivid conversation

in the classroom.

In addition to teaching about the target cultureisim can also be used in teaching
aspects of popular culture in general. Pasaner2(18%) mentions that because music
is always part of the English target culture, is halue in itself, without the need to
always having to be a tool for language learningcgally. Furthermore, Pasanen
(1992: 89) notes that because students often knawne rabout popular music and
culture than the teacher, it can provide an intargsopportunity to reverse the
traditional teacher-student roles, where the teathealways the one who has the
knowledge. This, in turn, provides opportunities &uthentic dialogue about popular
culture and issues related to it, which the teacharsteer towards more relevant topics,

if necessary.

In conclusion, it seems that music indeed has waritunctions in the language
classroom. The above mentioned techniques onlycécthe surface of the multiple

choices music can offer to a language teaches.dtso good to notice that many of the

48



activities listed by Medina, Lems and Pasanen @nded in teaching various aspects
of the language, not just a single point. Musiadlvities can also be modified to suit
many different levels of proficiency, age groupd aastes. At this stage, we will
conclude our literary review and move on to distwgsshe methodological aspects of

our study in more detail.
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6. DATA AND METHODS

In this chapter, we will first present our reseagciestions in more detail. Then we will
move on to discussing the data collection proc¥gs. will introduce the research
participants and then review all of the differergthods used: the design of the sample
lessons, questionnaires to the students, classrobgervation and the teacher’s

interview. Lastly, we will examine the methods aalyzing the data.

6.1 Research questions

The purpose of the present study was to find out $pecial needs students respond to
using music in their English lessons and how tteacher sees the role of music in the
special needs English classroom. Since the useausicnn foreign language teaching is
often divided into two main functions (Pasanen 13890) — teaching through music
and music as a stimulus or relaxant — the study falsuses on these two functions. In

the present study, we wanted to determine the assaéhe following questions:

1. What types of opinions do special needs students bancerning the use of
music in the English classroom
a) when teaching a grammatical rule

b) when used for relaxation/stimulation purposes?
How do they feel about using music in the Engligtssroom in general?

2. How does the special needs teacher see the rofgit in teaching English for
special needs students? How does she respondrg mmisic in the English
classroom
a) when teaching a grammatical rule

b) when used for relaxation/stimulation purposes?
In addition, we wanted information on

3. How do the students’ own musical backgrounds affleetr opinions towards
using music, if at all?

4. Which genre do the students prefer, popular osatabmusic?

5. How do the teacher’'s and the students’ opinionsusimg music differ, and

which aspects do they agree on?
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6.2 Data collection: a case study

One of the main principles of qualitative reseaihhat the aim is to understand the
topic, not to explain or make any major generailizest (Tuomi and Sarajarvi 2009: 28).
Furthermore, in qualitative research the subjed¢hefstudy is studied as holistically as
possible (Hirsjarvi et al. 1997: 161). In the mmesstudy, we wanted to approach the
topic according to these two principles of qualtatresearch. To understand what type
of role music could have in a special needs Engjrslup, we examined the topic from
multiple angles. In order to achieve this, we destja case study. According to
Hirsjarvi et al. (1997: 130), a case study aimsditect detailed information of a single
case or a small group of interlinked cases. Hewce, study incorporated several
different ways of collecting data: sample lessams @bservation, questionnaires and an
interview. We chose to design a case study foerséwther reasons. Firstly, we
thought that the individuals’ voices were importantl we wanted to actively take part
in the data gathering process ourselves. Secotiycase study was a more practical
choice, considering the resources of the presadi/sioncerning time and the subjects’
availability. Also, we wanted to capture the studeneactions during the lesson and
thus a case study was well-suited for that purpasewell. Moreover, we also
considered it to be important to gain information the teacher’s opinions and
impressions on the subject. Thus, it was not relefar the present study to gather a
vast amount of data, but to examine the topic fromidtiple angles. These types of
features - choosing a particular group, observimatarral situation and using multiple
methods of gathering data - are common in caseestHirsjarvi et al. 1997: 130). In
the following sections, the individual aspectstad tase study will be examined in more

detail.

6.2.1 Research participants

For our case study, we chose a special needs dheff) from a vocational training

centre in Southern Finland. The students took ipaat program of preparatory training
and counseling for vocational qualifications. Aatiag to the centre’s own information
pamphlet, it gives applicants with health probleamsl other special needs the priority

in admission. The centre puts emphasis on holighabilitation and training. If needed,
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the centre also offers physical, psychological sodal rehabilitation for the students.
The students in the group were between the ages tuf 20, with the median age of 18.
The group was heterogeneous in regards to thdlrlskels and learning difficulties.

The group consisted of five girls and three boys:

- “Sasha”, age 17, with nine years of prior Englitidges. Sasha was admitted to
the program in account of difficulties of mobiligyyd motoric function.

- “Janet”, age 20, with six months of prior Englighdies. Janet was admitted to
the program in account of slightly delayed develepm

- “Avril’, age 18, with ten years of prior Englishusties. Avril was admitted to
the program in account of difficulties of mobiligyyd motoric function.

- “Jordin”, age 16, with seven years of prior Englsghdies. Jordin was admitted
to the program in account of symbolic difficulties.

- “Paula”, age 18, with ten years of prior Englishdsés. Paula was admitted to
the program in account of difficulties of mobiliéyd motoric function.

- “Elliott”, age 18, with ten years of prior Englistudies. Elliott was admitted to
the program in account of chronic physiologicaleses.

- “Stevie”, age 18, with nine years of prior Englstindies. Stevie was admitted to
the program in account of perception, attention @nttentration difficulties.

- “Ray”, age 17, with nine years of prior Englishdies. Ray was admitted to the

program in account of symbolic difficulties.

The pseudonyms for the students were taken fromvtrél of popular music, so as to
suit the topic of the present study. Further, dustd be noted that not all students were
present on both lessons. Moreover, some students wet able to answer the
guestionnaire even though having participated ie thsson. All students that
participated were asked to fill out a note permijtiparticipation in the study (see

appendix 5).

The group’s teacher also took part in the studg iSta young foreign language teacher,

with several years of experience with both mairstreind special needs students. She
has also studied special education as a minor cublfjbe teacher has been with the

group since the start of the fall semester.
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6.2.2 Sample lessons

The main focus of the present study was to anallyeepoint of view of the special
needs students and their teacher regarding thefuseisic in English teaching. We
used sample lessons, designed by ourselves, ibtkécstudents’ reactions to the music
chosen by us. Because we did not know whetherhbdyany previous experience on it
— or if the experiences varied significantly — veét that we should give examples of the
uses of music in teaching English. The data walsegatl during two different English

lessons that lasted for 90 minutes each.

For the first lesson, we designed an activity atbampiece of music to teach a grammar
point (see Appendix 1). During the design proc#ssmain emphasis was to make sure
that the activity was at the right level of difflopfor the group. Because of the group’s
heterogeneity, a differentiated version of thewtgtivas made available for the weaker
students (see Appendix 1). The purpose of the igctvas to examine and revise
different verb forms. In particular, we concentcaten the difference between the
second person singular and third person singulahenpresent tense. We chose this
particular grammar point because it was familiaough for the students to keep up

with, but also something they needed practice axision on.

The type of the activity was a cloze activity, whis also included in Lems’s (2010)
list of activities. We thought that the cloze aityiwas familiar to the students, so their
opinions about the activity type would not integferith their feelings on the activity
itself. In the activity, some English verb formsree@mitted from the lyrics and the
students were given the Finnish equivalent as & hinthe differentiated version, the
students were asked to choose between two differeiht forms. The instructions for
the activity were shown on the white screen to ensiat the students kept up at all
times (see Appendix 2). Also, a list of difficulovds and their Finnish translations was
handed out and gone through together (see App&)diiter the activity, the students
were asked to fill in a questionnaire (see Apper8jixwhich will be discussed in the

next section.
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The music used in the activity was “How to Saveifa’lby The Fray, a contemporary
pop-song, that was a hit in 2006. We wanted to sé@osong that the students might be
able to relate to. We chose this particular pieeeabse - based on the conversations
with the group’s teacher - we thought it to be abpg for most of the students. Also,
we thought that they might already know the songthfermore, because of the song’s
popularity in youth culture, we deemed it to be inading for the students (see section
3.4 on music and motivation). The song was purahasein online music store in the

form of an audio file.

During the second lesson we played music at th&goaand while the students were
engaged in independent work provided by the groopia teacher. We chose to use
classical music, Chopin’s four piano mazurkas éwesal reasons. Firstly, we wanted to
contrast the first lesson’s contemporary pop-mubig,introducing classical music
which can be said to have a more calming effeah th@pular music. Secondly, we
wanted to incorporate and examine the argumentSugfgestopedia and SALT, in
which classical music plays a significant role, thos affecting the students’ states of
mind (see sections 4.1 and 4.2). Thirdly, we cargid the piano to be a more
accessible and familiar instrument, than, for exiamime violin. Lastly, we wanted the
music to be calm enough, so as not to agitate thdests. We anticipated that
symphonies might have been too dramatic and flaauiofor some of the students.
While the music played, we again monitored the esttsl reactions. At the end of the

lesson, the students were again asked to fillgoestionnaire (see Appendix 4).

6.2.3 Questionnaires

We chose to use a simple multiple choice questioarfar examining the students’
opinions on the use of music after consulting thmug’s teacher. We thought it to be
more suitable, because some of the students igrthg had difficulties with writing
longer answers. Furthermore, we decided that irergessions would have been too

stressful for certain students. However, we choggwe them an opportunity to express

® According to Kopiraitti (2010), a website dediahte the issue of copyrights in teaching and crehie
Kopiosto Ry, using this type of legally obtained siwuin the classroom is allowed by the Finnish
copyright law.
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any additional thoughts freely in the open questiowe designed two separate
questionnaires to be filled in after each individlesson (see Appendices 3 and 4).
Since the teacher had been with the group sincbdfmning of the semester, the focus

of the questionnaires was on the use of music guhat period.

The first section of the first questionnaire (segpé&ndix 3) was about the students’
musical background, i.e. their general views on imu$eir favorite musical genres,

how often they listen to music, whether they hawe music related hobbies, etc. In the
second section, we wanted to know their opiniorauaithe activity; if they liked the

activity or the music, if they found the activitasy or difficult, if they thought that

using music helped them in doing the activity d@ntimade them more interested in the
activity. In the third section, we asked about siiedents’ opinions on using music in
teaching English in general; whether music had bessd during the fall semester,
whether they like the use of music in English atgsand whether they would like more
music to be used. Finally, there were open questabout the students’ reasons for
liking or disliking the use of music and what tyglemusic they would like to be used in

English classes.

In the second questionnaire (see Appendix 4), wedaghe students about their
reactions to the relaxation music played during gbeond lesson. We wanted to find
out if the music, in fact, relaxed the studentsf drjust made them feel uncomfortable.
We also asked if the music had any effect on theosphere in the class, if the music
helped the students in concentrating and if it &ag stimulating effects. In the second
section we wanted to find out the students’ fealingncerning the musical piece itself;
if they liked the piece or not, if they thoughtatbe suitable for an English lesson and if
it was of the right volume and tempo. We also géeen an opportunity to comment on
the piece freely in an open question. In the teedtion, we asked the students similar
questions as in the first questionnaire about the af background music in English

lessons in general.
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6.2.4 Observation

During both lessons, we also observed the studemtsil reactions and actions. In the
first lesson, one of the researchers observedgewihd other one carried out the activity.
In the second lesson our participation was much iegusive, since we both only
observed. We chose to include observation in audlystbecause we wanted to get a
better sense of the group’s dynamics. Also, we ®dnio see if their actions
corresponded with their answers in the questioesaidirsjarvi et al. (1997: 209) list
this feature as one of the main benefits of obsemwaOur form of observation could be
categorized aparticipating observatiorfHirsjarvi et al. 1997:211-215), since we had at
least a somewhat active role during both the lessod we let the students’ behavior

during the lessons guide our participation and olag®n.

6.2.5 Teacher’s interview

Finally, we interviewed the group’s teacher on haussical background and use of
music in teaching English to the group. We alsote@no find out her expert opinion

about the teaching experiment; which aspects wodtetwhich did not, in her view.

We devised a loose outline for an open interviewt éncouraged the teacher to
elaborate freely on any given subject (see Apperix We chose to conduct an
informal interview, because we both know the teackerthermore, we wanted to make
the situation as relaxed as possible in order tcdhgeest opinions. Another reason for
choosing an open interview was to give the teatherliberty to express her views
freely and give her an active role in the studyjolvhis one of the good qualities of an
interview, according to Hirsjarvi et al. (1998: 20The whole interview was recorded.
Also, we sent three additional questions to theherlater on via email, in order to

gain more information on her opinions on the sangdeons (see Appendix 6).
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6.3 Methods of analysis

We chose to analyze the data by using the methammtent analysisAccording to

Tuomi and Sarajarvi (2009: 105-117), in contentlysia the data is analyzed by
finding similarities and differences in the datada@ummarizing the findings verbally.
Tuomi and Sarajarvi point out that the data usedantent analysis can be in many
different forms, for instance interviews, obsergatiand diaries - as long as it is
modified into text form. Furthermore, in contenabysis, the data is first classified into
smaller categories, then conceptualized and finaprganized as a new whole. This

suits our type of data well.

As explained above, the data for the analysis waikeged in three different forms:
guestionnaires, an interview and observation. Tbhegss of analysis was firstly divided
into three parts. First, the answers in the quesaoes were compiled, after which we
looked for commonalities and dissimilarities in gtadents’ opinions. We also searched
for contradictions in individual cases. In additieve compiled the students’ answers to
the open questions and divided them according &ir fone: positive, negative or
indifferent. Second, we went through the observafindings and compared them to
the students’ questionnaire answers. The purpose twasee if the answers and
observation findings supported or contradicted eaitier. Third, we transcribed the
teacher’s interview and looked for relevant poirggarding similar themes that rose
from the questionnaires and observation findings.Kéviniemi (2007:80) points out,
one of the goals of qualitative analysis is to fthé basic commonalities that portray

the subject in question. The analysis can themftibdr built on these commonalities.

Finally, we organized the findings in a way thatpdasizes the individual students’ and
the teacher’s point of views. We chose to usetips of verbal summary, because we
wanted to bring the reader closer to the group.ddeer, because of the small size of
the group, we considered it pointless to presenffitidings in numbers. As mentioned
above, the purpose of the study was to understamd cepict, not to draw any

generalizations, as usual in qualitative research.
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7. THE ROLE OF MUSIC IN THE SPECIAL NEEDS ENGLISH L ANGUAGE
CLASSROOM

In this chapter, the findings of the two-day teaghexperiment will be summarized and
discussed. The chapter is divided into four pantghe first two parts, both lessons will
be looked into respectively. First the studentsinmms on each lesson will be
examined, one student at a time. The observatimings will then be reviewed and the
teacher’'s views on the lessons will be reportedalfy, the students’ opinions, the
observation findings and the teacher’s views walrbcapitulated. The third section of
the analysis will discuss the special needs te&lpinions on using music in special
needs English teaching in general. Lastly, thefeb&ia discussion and summary of the

most central findings.

7.1 The first lesson — using The Fray in teaching grammar point

In this section, the findings related to the fitessson - in which we studied the
experiences of the students on the use of populaicnin teaching English as a foreign
language - will be discussed. The song by Fraywsas because of the genre, pop/rock
music, it represents. First, the opinions of eathdent will be gone through
individually and then briefly summarized. Next, tredevant observation findings will
be examined. The teacher’s point of view on thetenawill then be presented and

lastly, the findings will be compiled and discussed

7.1.1 Students’ opinions — The Fray

Next the students’ responses will be looked atviddially, since the group is such a
diverse mixture of students, as is often the cafie special needs groups. The group’s
heterogeneity would make it difficult to generalifairthermore, as mentioned above,
we wanted to help the reader in getting a feehefihdividual students. The individual

division will in turn help in comparing the studsrand referring to them later on in the

text. Also, some students only took part in on¢gheflessons, so looking at the group as
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a whole would be misleading in that sense as Wethm the students’ answers we
wanted to find out, on the one hand, the studewisi tastes in music and what type of
a relationship they have with music. On the othand) we wanted to examine the
students’ opinions about the activity and the mused. In addition, the students’
thoughts in regards to music and motivation wilbbbefly covered.

Girls

Sasha. Sasha’s response to both the activity and the sm®gl was positive; she
reported liking both the activity and music a |8he thought that the activity was
relatively easy. On the effect of the music ondhsvity, Sasha reported agreeing with
the statement that using music helped in both dthiegactivity and concentrating on it.
In the section on her musical background, Sashartegp that she likes music very
much and listens to it every day. She also singiseabr in a choir daily. As her favorite
musical genres, Sasha reported pop and rock mlasiasha’s opinion, music has not
been used at all in teaching English during thiestainester. She would like more music

to be used in teaching English and reported likiraglot.

In regards to motivation, Sasha reported listenmgnusic with her friends. She also
said that she often concentrates on the lyrics wdten listens to English language
music. In Sasha’s opinion, the use of music inatigvity made her more interested in

the activity.

Janet. Janet did the differentiated version of the adgfivibased on the teacher’'s
consultation. According to Overy (2003:497-505), sisuis well-suited for different
levels of proficiency, so it can also be used witheterogeneous group, such as the one
in question. Janet liked the activity a lot. Howevehe liked the music used only
relatively much and thought that the activity wakatively easy. She also thought that
using music helped in doing the activity, but méidearder to concentrate on it. Janet
reported liking music relatively much and listeniiogt less than once week. She has no
other music related hobbies. Janet reported “nyyhlstikki” (sobby music) as her
favorite music genre. The genre was not on theplisvided. Janet thought that some
music had been used in the English classes dunmdall semester. Even though her
59



response to this particular activity was positisee felt that she does not like using
music in English teaching at all and was indecisimewhether she would like more

music to be used in the classes.

Janet likes to listen to music with her friends $lue also listens to it while taking part
in other hobbies. She also stated that she cormatestoften on English song lyrics. She

completely agreed that the use of music increasethterest in the activity.

Auvril. Avril's response to the activity was fairly negatjvshe only liked the activity a
little. However, she did like the music used refaty much and thought that the activity
was relatively easy. She somewhat agreed with thiersent that the use of music
helped in doing the activity and did not at allnthithat the music made the activity
harder to do. Avril also thought that using musspled in concentrating on the activity.
Avril likes music very much and listens to it evetgly. She also sings alone or in a
choir almost every day. Her favorite genres are, pmgk and Finnish schlager
(iskelm@). Avril thought that music had not beeedist all in teaching English during
the fall semester. Even though she did not like @bgvity much, she wanted more

music to be used during English classes and rgpbkiag it a lot.

As the prior two respondents, Avril also listensrtosic with her friends. She
concentrates on the lyrics of English language mo&en. She somewhat agreed that
the use of music increased her interest in th@igcand did not at all think that the use

of music lessened her interest in it.

Jordin. Jordin reported liking the activity relatively muahd the music used a lot. She
thought the activity was easy and that using mbsiped her do the activity. Jordin

was not that sure if the music helped her concentma the activity. Jordin likes music

very much and listens to it every day. She repagtadg to concerts or gigs and playing
music video games such as Singstar or Guitar Hece @ week or less. Her favorite
genres of music are pop, rock, hip hop, FinnisHaggr and reggae outside of the list
provided. Jordin thought that no music had beed uséaching English during the fall

semester, but she would like it to be used. Funtbee, she reported liking the use of
music in teaching English a lot.
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Jordin also reported listening to music with herfds. Jordin could not say if she ever
concentrates on the lyrics of English language m&he answered both that the use of
music increased her interest in the activity ancrelesed it. It is most likely that Jordin

either made a mistake or that she did not realtletstand the question.

Paula. Paula liked the activity relatively much and the sicuused a lot. She also
thought that the activity was easy, but agreed snlyewhat that the music helped in
doing the activity. She also somewhat agreed tienusic helped in concentrating on
the activity. Paula likes music relatively much distens to it every day. She has no
other music-related hobbies. Paula’s favorite mgsiare is hip hop. Paula thought that
music had been used a little during the fall searastteaching English. She would like
more music to be used in teaching English and tegoliking the use of music

relatively much.

As all of the other girls, Paula reported listeniognusic with her friends. She also
stated that she concentrates on the lyrics of Engliusic almost always. The use of
music made Paula more interested in the activityelVasked about why Paula likes the

use of music, she answered

(1) koska se on erilaista ja kivaa.
because it is different and fun.

Boys

Elliott. Elliott liked the activity relatively much, althobghe music was not that much

to his taste; he only liked it a little. He thoughtat the activity was relatively easy.

Elliott somewhat agreed that the music helped inglthe activity and concentrating on

it. He did not think that music had any negativie@ts on the above mentioned factors.
Elliott reported liking music a lot and listening it several times a week. He has no
other music related hobbies. Elliott listed pop aondk as his favorite genres. He

thought that music had been used a little durirgféii semester in the English classes.
He was indecisive on whether he would like moreimtesbe used and reported liking

the use of music in teaching English in generay anlittle.
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Elliott does not listen to music with his friendde often concentrates on English
language lyrics. As Auvril, Elliott somewhat agredit using music made the activity

more interesting. He did not think that using musade the activity any less appealing.

Stevie.Stevie’s opinion on the activity and the music used the same; he liked them
both relatively much. He thought that the activitgs easy. He had no clear opinion on
whether the music helped in doing the activityroconcentrating on it. However, when
asked why he liked the use of music in teachingligimgStevie had written that it

helped him to concentrate. Stevie reported likingsim a lot and listening to it every

day. He also reported playing music video gamesuple of times a week. Stevie listed
several favorite genres: pop, rock, heavy, hip Hépnish schlager, electronic music
and reggae. He thought that no music had beendisety the fall semester in teaching
English, but would like music to be used more. Etdiked the use of music in teaching

English relatively much.

Stevie listens to music both with his friends anfdilevtaking part in other hobbies. As
most of the respondents, Stevie also concentrateEnglish language lyrics often.

Stevie was somewhat lukewarm to the notion thatifeeof music had any effect on his
interest in the activity.

To sum up, the students’ initial response to bbth dctivity and the music used was
mostly positive. Of the seven students that toak ipathe lesson, four liked it relatively
much, two liked it a lot and one student liked itlyoa little. None of the students

reported disliking the activity and no one was rtidie.
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7.1.2 Observations in the classroom — The Fray

Even before the activity started, the students watbusiastic and willing to participate,

although there were some doubts voiced when Péedalgd

(2) Ei kai vaan kuunnella Sibeliusta?
| hope we’re not going to listen to Sibelius?

During the observation, there were clear signfiefstudents’ positive attitudes towards
both the activity and the music used. These pestititudes manifested themselves in
physical reactions, such as when Jordin drummedédweior moved her head to the
rhythm. Furthermore, Paula gave herself a spontanapplause after she had finished
with the activity. Many students also sang alonghwthe song. As noted above,
Ockelford (2008: 27) also reported about thesegdygdindings, such as ‘obvious signs
of pleasure’, observed at the schools involvedhe PROMISE study. Also Overy
(2003: 497-505) points out that music is well-stiiter special needs teaching, because

of the enjoyment it provides.

All of the students seemed to concentrate on thevitgc well; there was little
background noise that did not have anything to @b the activity itself. This could
also be seen in that the students did not needkioegeatedly for instructions on what
to do and how to proceed. In addition, all of thedsnts managed to complete the
activity. Also Janet, who had the differentiatedsien of the activity, succeeded very
well. After a little encouragement and advice onvho go about the activity she not
only finished the activity early, but got every waes right. This encouraged Janet to
move on to the more advanced version. Janet segeradnely pleased and proud of
herself for completing the activity. After the adty, the students voiced their
willingness to listen to the song again. This sedmsmply that the activity was
enjoyable in itself, which lkonen (2000: 67) coresi&l important when teaching special
needs students.

In most cases, the students’ answers to the quesii@ were reflected in how they

acted during the lesson. However, there was ondestu Stevie, whose answers
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somewhat contradicted with some of his utterancemgd the lesson. Although Stevie

wrote that music helped him to concentrate betigring the lesson he said that

(3) heti kun aloin kuunnella musiikkii, vastaukset mpain pyllyy
assoon as | started to listen to the music, my answent belly-up

As Bender (2008:50) notes, music can also actdistiaction, even though the student
likes the music. Stevie also said that he couldnmaite out the lyrics of the song, which
is troubling, since for the activity to be succegsthe students needed to make out and

understand the lyrics, at least in general.

Another interesting point that was observed wasfalce that the students were heard
singing the song after the lesson had ended. Tlseysang some other songs before the
lesson and during the break in the middle. Theesttgdalso watched music videos from
YouTube and were eager to share their findings veilth other. This seems to
demonstrate the role that music has in the livab@ge students. On the one hand, their
involvement with music is passionate, but on theephand it is also almost habitual,

occurring several times a day, in different modes.

7.1.3 Teacher’s opinions — The Fray

The teacher’s view of the activity was positive eShought that the level of difficulty
and the extent of the activity were appropriate tfog group in question. She also
thought that the differentiated version of the \atti was necessary for the weaker
students. In the teacher’s opinion, the studentsStude towards the activity was
positive and they definitely showed more interestards it than a regular cloze-
activity. As noted above, Ikonen (2000: 67) empesithat special needs language
activities should be rewarding in themselves ineortd work. It can be deducted from
the opinions of both the teacher and the studdatsthis seems to be the case with this

activity.

The teacher also commented on the choice of mAsording to her, the song was a

good choice, because it was close to the studemts’ experiences. In the Experiental
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learning method, discussed in section 4.3, stutlemts experiences are a vital part of
language teaching. However, the song choice wasoooprovocative, as to cause any
upset. Also, in her view, the students seemed jmyd¢he song. The teacher thought that
the song featured the grammar point being taught which Pasanen (1992:102-103)
listed as an important feature in these types dficaliactivities. Hence, the activity was

well-suited for its purpose.

7.1.4 Reflection — The Fray

The students’ responses to the activity and thg ssed in it were generally positive. It
seems that all of the students have a place foricmostheir lives, which can be

expected based on, for instance, the results bifi@dand Juvonen (2006). This positive
outlook towards music in general might be refledtedhe students’ positive opinions
about the activity and using music in teaching Emghs well. Also, nearly all of the

respondents liked the particular song chosen feratttivity. The song falls under the
pop and rock genres, which were also listed by nsagients as their favorite genres.
In Anttila and Juvonen’s (2006: 280) study, thewrfd out that pop music was by far
the most popular musical genre amongst teenagéss.rAck music is in the top three

genres.

On the other hand, none of the students listedsiciasmusic among their favorite
genres. In the study by Anttila and Juvonen (2Q83-284), it was also found that of
all the genres listed, classical music was thet lideed. Hence, Paula’s fear of Sibelius
being played might reflect a general negativewstéttowards classical music. It could

also simply mean that Sibelius has been used om#oty occasions.

The fact that most of the students seemed to hgesiive opinion about the song and
the genre it represents most likely affected tleeijoyment of the activity itself. This

would imply that the students’ own tastes in musiould have an impact on the
teacher’'s music choices for the lessons. Afterital, not an overwhelming task for the
teacher to find out about students’ tastes in m@ie could do a questionnaire, make

an educated guess based on, for instance AnttdaJamonen’s (2006) research, or
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simply ask the students. The teacher could alsotlaskstudents to bring their own
music to class. In this case, it might be consider@visable to devise some type of a

rotation list, in order for all students to havehence to bring their music.

Music was also seen as beneficial for doing theriacand concentrating on it. Most of
the students thought that using music helped imglahe activity and a couple of
students were not that sure about it. However, m® disagreed completely. As, for
example, Scherer and Zentner (2001:374-377) haseodered, music can have an
arousing effect on the human autonomous nervousgrmysThis can, in turn, help the
concentration of the students. Furthermore, novea strongly opposed to using more
music in the English classes. In fact, almost dvedy said they would like more music

to be used in teaching English.

However, there were some contradictions. In thee aafs Stevie, the contradictions
between his answers and actions could be caus#tebyusic used. Perhaps the song
was too much to his liking and this affected th@aatration on the activity itself.
Again, Bender’s (2008:50) notion of the importamtehoosing the right music for the
student seems to be valid. Even though the stddkestthe music, it is not necessarily
good for his or her concentration. Further, asd~aad Berkowitz (1979, as quoted in
Juslin and Sloboda 2001: 88) point out, differgpies of music elicit different types of
reactions from the test subjects, regardless oftiveinethey liked the piece or not.
Stevie’s difficulties with perception, attentiondanoncentration could also be a factor
here. Students such as Stevie can have difficullie®ncentrating on multiple sources

of stimulus, as Ikonen (1995: 19-26) describes.

In the case of Janet, there was a clear contradittetween the fact that she reported
liking the activity and yet says that she doesliketthe use of music in English classes
in general. It may be that Janet does not have raygphrience about how music can be
used in teaching English. It may also be that tinar gxperiences she has had have not
been to her liking. After all, the activity seemidsuit Janet very well, based on her
own answer, the observation and the teacher’'s @pinvho mentioned that Janet rarely
works as independently and efficiently. Elliott, \asll, liked the activity, but was not

that keen on the general idea of using music inliEimglass. Yet, he reported liking
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music in general very much and listening to it gway. These contradictions may have
been caused by the fact that the activity itselé wansidered easy or fairly easy by all
students. Perhaps in the cases of Janet and El®iiise of music was not the aspect
that made the activity pleasant, but its relatiases As special needs learners they
might not have had that many feelings of successnwhcomes to learning foreign

languages, as Ikonen (2000: 66) also stressesgidug’s teacher also discusses the
topic in section 7.3. It might be that the feelimmjssuccess Janet and Elliott had made

the activity seem rewarding, not the music.

In regards to motivation, it can be seen from thtadhat listening to music is a social
activity for the group. All but one of the respontiereported listening to music with
their friends. In addition, in the observation fimgs it became evident that the students
have a need to share their opinions and tastes usicmAs Cairns and Cairns
(1994:112) mention, the opinions of the individgadocial group can have an effect on
their motivation. Perhaps the students also assomasic with their free time and this

can make activities that use music seem more pighlsu

Many of the students also reported that they oftmmcentrate on the lyrics of English
language music, which also can indicate that timdarest in music is more than skin
deep. This type of cultural interest can also leativational factor, as Dornyei (2006:
9-17) notes. Moreover, some students expressedféiedings about music in general in

the open questions section of the questionnairdidwrote that

(4) onneks musiikki on keksitty, ois muuten tylsaa
it's good that music has been invented,atild be boring otherwise

Furthermore, Stevie commented in English:

(5) | <3 MUSIC

This again can be considered as an indication of $ignificant a role music plays in

these young students’ lives.
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Most of the students also found that the use ofienunsthe activity increased their
interest in the activity in general. This couldaal®e observed during the lesson, as the
students worked efficiently; nobody complained, tiwse level was moderate and
when prompted, most of the students seemed tothaveght answers. Furthermore, as
noted above, the students seemed to genuinely ¢éimgoynusic and in fact, requested
the song to be played again after the activityvduld be difficult to imagine this to
happen with any other type of listening activitys the teacher also noted. The
principles of the behaviouristic theory used in raudBerapy can be seen in the positive
actions of the students. In a way, all the peopl®o ook part in the lesson got
rewarded. The teacher rewarded the students vating they enjoyed and the students,

in turn, rewarded the teacher with pleasant bemavio

7.2 The second lesson — using Chopin for relaxatitatimulation purposes

This section will follow the same structure as thevious section; the students’
opinions, the observation findings and the teasheginions will be dealt with first.
The next lesson was designed to examine the usksdical music as stimulating and
calming background music. We chose Chopin, becasthought it would fulfill this

purpose. Again, there will lastly be a section dratwcan be deducted from the findings.

7.2.1 Students’ opinions — Chopin

Girls

Sasha.Sasha’s reactions to the playing of background cnwsre positive. She thought
that the music had relaxed her, helped her to curate and refreshed her, but only
somewhat agreed that the music had had a posfteet en the atmosphere in the class.
Playing the music did not make her feel uncomfdetady distract her from the task at
hand. She reported liking the music a lot and thoubat it was of suitable tempo.
However, she thought that it was on a little toadaand that it was only somewhat

suitable for an English lesson.
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In regards to using background music in the Engttdssroom in general, Sasha
reported that no background music had been playedglthe fall semester. She stated
that she likes the use of background music a Idtvaould like there to be more of it.

Sasha would like slow, quiet and calm music to laggd during English lessons. In her
musical background Sasha reported that one reaspshe listens to music is to relax.
When asked for reasons why Sasha likes the useusitirshe wrote that music helped

her concentrate if the music was on quiet enough.

Jordin. Jordin had very different opinions than Sasha. mhsic did not help her to
relax or refresh. She somewhat disagreed that trgcnmade the atmosphere in the
class better and that it helped her to concenthatiact, the music played made Jordin
feel uncomfortable and disturbed her concentratiordin did not like the music played
at all and she thought that it was not suitableaforEnglish lesson. The volume was a

bit too loud and the tempo too slow.

However, Jordin’'s negative feelings in regards tayipg background music were
restricted only to this particular lesson; she widike more music to be used and said
that she likes the use of background music relgtiveuch. She stated that no
background music had been played during the fatiester. When asked about the
reasons for liking the use of background music, reésponded that it is nice to work
with music on, but does not like any such pianoimas was played. Jordin also said

that she liked to use music for relaxation.

Paula. Paula’s feelings towards the music were quite sintib those of Jordin. The
music did not help Paula to concentrate, relaxetvesh her in any way. The music did
not make the atmosphere in the class any bettbereShe felt that the music made her
feel uncomfortable and harmed her concentratiore &d not at all like the music
played, but somewhat agreed that it suited an Bmdésson. Paula thought that the
volume was a bit too loud and the tempo a bit towsShe said that the music should
have been more stable.
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Even though Paula did not like the lesson’s musid geported no background music
being played during the fall semester, she likesube of background music a lot and
wishes there to be more of it. As the reason fandj background music, Paula said it
helps her to drown out any other noises, which mdiler concentrate better. However,
she would like something other than classical mtesioe played during the lessons. As

the other two women, Paula also said that shenkskéo music in order to relax.

Boys

Elliott. Elliott was a bit ambivalent on the subject of bgidkund music. He somewhat
agreed that the music helped him to relax, conaantnd refresh. He was not sure if
playing the music had any effect on the class gpmex®. However, Elliott did not at all
feel that the music made him feel uncomfortable@listracted him. Elliott felt that the
music played suited an English lesson somewhatwasdplayed in a suitable volume

with a suitable tempo.

As all of the respondents above, Elliott stated tha background music had been
played during the fall semester. Elliott’s indeegsiess carried through to the end, as he
was unsure if he liked the use of background masit whether he would like it to be

used more. Elliott also listens to music in oraerdlax.

Ray. The background music relaxed Ray to a degree. Hddcoot say if the
background music helped with the atmosphere drhielped him to concentrate. The
music did not refresh Ray at all, but on the othand, it did not make him feel
uncomfortable, either. Furthermore, the music dad disrupt his concentration. He
liked the background music a little, but was natesifi it was suitabldor an English
lesson. He also thought that the volume was e littb loud, but thought the tempo was
right.

Ray thought that background music had been usadglthre fall semester a little. He
could not say if he would like more background rausibe played. He likes the use of

background music a little, because it would briagety to the lesson&ven though he
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liked the music played only a little, he would ligenilar music or “bluesy” music to be

played during the English lessons.

To recapitulate, of the five students who answehedquestionnaire, all of the three
girls would like more background music to be playgkaing English lessons. Two of
them like the use of background music a lot and retetively much. Both of the boys
were unsure if they would like more background rausibe used, although Ray likes it
somewhat. Elliott was not sure if he likes the obackground music.

Although the students’ opinions on background musere mostly positive, their

opinions on the music used during the second Issa@ne not. Jordin and Paula both
did not like the music used at all, whereas Ell#is not sure and Ray liked it only a
little. Sasha was the only one that liked the bamligd music a lot. Even though the
students did not like the music used that mucly, #heuld like calm and quiet music to
be played during lessons. Suggestions includediasusilar to that played, slow, quiet

and calm music and “bluesy” music.

7.2.2 Observations in the classroom — Chopin

The enthusiastic atmosphere of the previous lessmnstill in the air at the beginning
of the second lesson. In general, the students pe=iéive and chatty as they waited for
the lesson to start. For instance, Jordin voiced reguest for the music to be
“something energetic”, perhaps wishing for somegtsimilar as was played during the
first lesson as to provide some energy for the sdmaé slow Friday morning. Also

Paula repeated her previous request for not playibglius. Our role during the second
lesson was significantly smaller, as we basicatlly grovided the background music
and observed. The teacher was mostly in chargeeoesson and provided the activity

that the students worked on while the backgroundienuas playing.

As the music started to play, there were no noligemitial reactions. As opposed to
the first lesson, when many students showed pHhyseations of enjoying the music,

such as nodding to the music and drumming, hersttidents showed no desire to join
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the music. However, the atmosphere in the classrvasi relaxed; the students were
interacting well with each other. Although the stnts did not seem to enjoy the music
particularly much, they seemed to be able to camatnon the task at hand and worked
quite peacefully. Nevertheless, towards the endheflesson, the students started to
voice their negative opinions. For instance, Joodimmented

(6) Onks toi jotain, vois sanoo, klassista musiikkia®&mitdan hevia.
Is that something you'd call classical m@diertainly not heavy metal.

One of the more agitated students, Paula, stantsgdm very upset by the end of the
lesson. She called the music “classical piano lmayighnd even told the CD player to
“shut up”. All in all, the atmosphere in the classm grew more and more restless as
the lesson went on. In addition, two students wdhlkat in the middle of the lesson,
which is not uncommon according to the teacher. @hdhem was Auvril, who
apparently got sick and went to see the schoolenuree other was Stevie, whose

behavior during the lesson will be looked at in endetail next.

Stevie arrived late for the lesson and seemed io bebad mood. In comparison to the
previous lesson, when Stevie had been chatty alithgvio answer questions, he was
now sullen and kept his earphones on the wholeheddowever, it should be noted
that according to Bender (2008: 50), it can be fieiaéfor certain types of students to
keep earphones on and listen to background museentheless, the teacher and the
student must have some common ground rules ast toave the music disrupt the rest
of the class and not let the student to drift awakis or her own world. In the case of
Stevie, though, the earphones and the loud musie @learly meant as a sign of protest
and upset. For example, when the background mtesited to play, he put the volume
louder. In fact, the volume was so loud that it \wassible to easily make out what he
was listening to. For the students sitting nexthim, this might have caused an
uncomfortable cacophony combined with the backgdoomsic, which was coming
from the other side of the classroom. Moreovegddition to being a sign of protest, it
seems that the earphones might also have been dowetevie to protect himself
against every-day life. According to Lehikoinen 889397, as quoted in Ahonen 1993:
265), when a young person puts on earphones aeddiso music, he or she escapes

into the music, also in a concrete way.
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However, Stevie agreed to do the activity that gigen to him until he suddenly got up
and left the room without any explanation. The kesdater told us that this was not
uncommon behavior for Stevie, who cannot hide bilifigs very easily due to his
difficulties in concentration and attention comlaneith past experiences. Because
Stevie stayed in the classroom for almost the wlesdson, the teacher offered to get his
answers to the questionnaire later on. Howeveni&twas not seen much at school
right after the experiment. We certainly hope that choice of background music did
not affect his absence! After the Christmas breakais decided that Stevie will not be
attending English classes during the spring tercabge of a workshop project he is

involved in. Thus, Stevie’s own opinions on the teatvill remain unsolved.

7.2.3 Teacher’s opinions — Chopin

The teacher also noticed the students’ generahfgehbout the classical music used,
noting that they did not seem that enthusiastidadnview, the music helped some of
the students in concentrating, while with othershaid the opposite effect, maybe
because the music was so far from their usualgastenusic. From the questionnaire
and observation it becomes quite evident for whbenmusic worked and for whom it

did not. The music helped Sasha and Elliott in eotrating, while Jordin, Paula, Ray

and especially Stevie were quite agitated by thsien’'he teacher was not sure if the
music had any effect on the atmosphere in therdass She remarked that some of the
students were a bit quieter than normal, or makkentusic had just drowned out their

usual chitchat.

7.2.4 Reflection — Chopin

Overall, the students’ opinions on the second lestifferentiated quite significantly
from those of the first lesson. The idea of playimgisic at the background was
considered pleasing, as most of them would likeemmackground music to be played

during English lessons. However, the music playes wot to most of their liking,
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which was to be expected, since no one listed icEsmusic among their favorite
music genres. Also, in the study by Anttila andahen (2006), classical music was the
least favorite musical genre amongst teenagerseSespondents who did not like the
music, still thought it to be somewhat suitable &r English lesson. As mentioned
above, the students would like calm and quiet migsize played at the background, so
perhaps instead of classical music they would enjoye contemporary pop and rock
ballads, for instance. It is interesting to notattimany methods that utilize music
heavily, such as Suggestopedia and SALT, use alambgtclassical music. Perhaps the
calming rhythms and tempo could also be found hewogenres of music that would
appeal more to young students. Consequently, gwtseof the present study show that
there does not seem to be one “all-purpose” typeackground music that would suit
all of the students. Classical music is not autacafly relaxing or calming; in some
cases even heavy metal can be as calming as ellassigopular music — it all depends

on the person.

Almost all of the students felt that the volume was loud, which obviously has an
effect on how one experiences the music playededtsly Paula, who was sitting very
near to the CD player and did not get to move atalure to her difficulties in mobility,
was probably affected by the volume. She did exphes opinion and agitation rather
strongly. In the study by Fried and Berkowitz (19@8 quoted by Juslin and Sloboda
2001: 88), it was noted how the subjects becamee ragitated and less helpful, when
being played music they did not like. This can bmpared with the feeling, when one
is shopping and subjected to loud and unpleasarsicnti one cannot help but feel
agitated! The students are usually very vocal,fsbe music chosen by the teacher is

not to their liking, they will most likely voice #ir opinion, quickly and firmly.

Furthermore, many of the students reported thate¢hgo of the piece was too fast.
This piece was chosen because it was thought te hastimulating effect on the

students and create a pleasant atmosphere. As easedn in the results of the
guestionnaire, the piece did not have the expeetftt. Perhaps the students were
expecting to be relaxed by the music rather thanusated, since many of them use
music for that purpose. Also, as stated in ChaPteme’s relaxation music is another

one’s stimulant, so this contradictory outcome teelse predicted.
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The negative reactions to the classical music gsedtl also have been created by the
aversion the students might feel for the cultuessical music represents. According to
Ahonen (1993: 265), young people can react vergngty to music that they feel

threaten the particular musical subculture theyaapart of. For instance, in the case of
Paula, who reported liking hip hop, the contragteen her own taste in music and the
music played during class might have been an isgue two worlds of classical music

and hip hop music are often considered to be alpoktr opposites. They represent
different types of values, environment, historyc.ePerhaps Paula felt that the
researchers were trying to “attack” her musicalcsiltre by introducing classical

music into the lesson, thus causing her to reac irery negative way towards the
music used and also voicing her opinion in an @ditive manner. Another explanation
might be that the students might have felt uneaspaibse of the feelings the unfamiliar
music might have caused. Ahonen (1993: 265) explamw this can be the case at
times with young people who are passionate abocgrtain type of music. Perhaps
Stevie, who also had a strong connection to thehbjp culture and also had a strong

reaction to the music, could have experienced amhélelings as Paula.

The negative feelings towards the particular p@ceusic and the overall genre might
very possibly have affected the students’ opiniontlee effects of the background
music, based on the fact that many of them usearasielax. Stevie did not answer
the questionnaire, but based on his behavior duhiegesson, it can be assumed that

the music made him uncomfortable and disturbeddansiderably.

7.3 Teacher's views on the role of music in the spal needs English language

classroom

As the students, the teacher also has a positiitadst towards music in general. She
has played kantele and piano as a child and alsg isua church choir. While she does
not have any actual music-related hobbies at theend, the teacher still likes music

and listens to it regularly at home, albeit at tlaekground. However, she does not feel
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that she has as strong or passionate relationskipmusic as some other people. For

instance, she does not have any particular favbatel, artist or genre.

The teacher agreed with the students on that hardlynusic had been used in teaching
English during the fall semester. When asked alanyt she had not used much music
during her English lessons, she mentioned seveadons. Firstly, she felt that the
school did not have enough suitable resources noeroently use music in teaching.
For instance, the school does not have CD-playeany other audio equipment in the
classrooms. Furthermore, even though the teaclsethleaability to show music videos
from YouTube, the videos sometimes load so sloadyto be impractical. Secondly, her
own resources are limited. According to her, treeenot many activities available that
use music in some form. In addition, because ofsffexific purpose of the school, the
teacher has to make almost all of her own mater&tie felt that by adding the use of
music to this already heavy task, the workload wayet overwhelming. Furthermore,
the teacher said that she had not had any trammgow to use music in language
teaching. She elaborates on the subject in thewallg quote:

(7) Et kai sita pidettiin jollakin tapaa jopa itsestaéwyytend, ettd, et ihmiset
ymmartéad, et niin voi tehd. Mut ehka ois ollu kivalet ois saanu jonkun
nakaosii konkreettisii ohjeita ja neuvoja...

So maybe it was even taken for granted in some wet people
understand that it can be done. But perhaps it dixeilbeen nice to get
some kinds of concrete instructions and tips...

The teacher continued that she felt as though tlerald be someone who would lead
the way and design activities that would utilizesieun an effective way. She said that
these types of activities would definitely be udeyl teachers if they were more
available. She also pointed out that if the pradities would be taken care of, she
would probably use more music in her own teachifgthaps the relative lack of
enthusiasm towards using music in the languagerdas and designing activities that
use music has something to do with the teachelasively lukewarm attitude towards

music in general. It can be argued that persorts avgassionate relationship with music
might be a bit more inclined towards making theefbf bringing it into the classroom.

In regards to teaching English to special needsestis, the teacher thought that using
music could be beneficial for several reasonstlirshe mentioned that when teaching
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special needs students, regular methods that anadea in mainstream teaching might

often not be enough:

(8) ...varsinkii just noi erityisryhméat, kun niilla se piminen on, ei mee ihan
niinku, mitéa on tottunut, et miten ite oppii.
.. especially the special needs groups, becausel#aning is, it doesn’t
work the way you have got used to, how you youlselfn.

She continues to describe the colorful every daydf a special needs teacher as
follows:

(9) erityisryhmien kieltenopetus on semmosta, et sitdgpkeksii monenlaisii
asioita, tavalliset keinot ei valttamatta kay, ekidn joku ei ehkd osaa
lukeekaan, tai vaikka osaaki niin hyvinki huonofi toinen ei pysty
kirjottamaan ja kolmas ei pysty sitte istumaan alidan, niin jollakin tavalla
se musiikki sellases kokonaisvaltasessa opetuksedsaiiku joidenkin
asioiden havainnollistamisessa tai jossakin framsotoisesti kun opitaan
jotain asioita, niin siinahan se ois kyl hyva.

Teaching languages for special needs groups is thattyou have to come
up with all kinds of things, the usual ways wonécessarily work, when
somebody might not be able to read, or if theyadnle, then very badly and
another can’t write and a third can’t sit still, sosome ways music in that
kind of holistic teaching, that when demonstratsmme things or when
learning things as phrases, then it would be gomdige music in teaching
English).

As was discussed in Chapter 2, understanding fifierelices between each student is
very important when teaching special needs studergshniques that can benefit
different types of learners can affect the learningcomes noticeably. Secondly, the
teacher thought that music, in regards to teackinglish, is perhaps best suited for
teaching about the target culture. As Lems (200&htrons, music is “a rich mine of
information about human relations, ethics, custonistory, humor, and regional and

cultural differences”.

The teacher points out how language teaching, lagadhing, is evolving constantly

and how it is currently at a crossroads:

(20) ...pitais tulla lisda just kommunikatiivista, yhteigtinnallista ja kaikkee
téllasta ja nyt tulee ehka se interaktiivisuusné&te myoskin ja taa netti, niin
kylhan se musiikki liittyy siihenkin oleellisenaasa

...there should be more communicative, cooperatigesauif like that and
now maybe interactivity also and the internet, ssimis connected to all of
these in an essential way.
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Music video games, such as Singstar and RockBang@ular among young people.
Of the respondents of the present study, two stadelordin and Stevie reported
playing them approximately once a week. The pol#s#isi these types of games provide
for foreign language teaching could be considereglway of bringing interactivity and

technology into the language class. The teacheralsas noticed the group’s interest

with these games:

(11)...kyl ma tdn ryhmén kanssa ajattelin, ettd se veistholla hauskaa, et
laulettais vaik jotain singstar, jotain englanngilgii biiseja siella tunnilla,
tai jotain muuta karaoketyyppista juttua.

...1 did think with this group that they could fintdfun to sing some singstar,
some English language songs during lessons, or sthex karaoke type
thing.

The teacher also makes a note about how music llsswied for cooperation across

school subjects. She gives examples on how soafigréel in music lessons have been
translated from English to Finnish. Linnankivi dt @1981: 367) also mention how

music can be integrated to almost all school stbjaad is as such well-suited for

cooperation between subjects. Ockelford (2008)gyeramples on how music can have
an effect on special needs students regardles® @ubject taught in section 3.2.

The teacher felt that it is important to mend polgssnegative attitudes towards learning
languages that many special need students hart®rméntioned in section 2.3.2
(Horwitz et al. 1986:126), these types of negafeadings can have a serious effect on
students’ language learning. Music, as can be seseaction 3.2. (Maranto 1997:161-
164), can be considered a good way to relieve lagguanxiety and the negative
feelings many special needs students have. Indgkequote, the teacher explains how

these types of feelings may have been born.

(12) ... Nii, et monilla on niin suuret semmoset niinkugatit tai niin huonoi
kokemuksii aikasemmast kielenopetuksesta tai koglpimisesta, et on vaan
niinku pantatty jotain epasaanndllisii verbei, m#&mmaoset henkil6t ei 0o
niinku pystyny oppimaan, niin siihen tunnelman luseen ja semmoseen
kielenoppimisen hauskuuden lisddmiseen, niin tietyssiikki on omiaan.

... S0, many students have kind of angst or so badreences about

prior language teaching or learning that they haw crammed
irregular verbs, which these types of people haveheen able to
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learn ... so for creating the atmosphere and sort of irstngathe fun in
language learning, music is naturally suited.

The teacher sees as one of her most significaks the alleviation of these types of
feelings, so that the students could associatailgEnglish with something they view
as positive, such as music. Also lkonen (2000: Bp{foints out that removing the
negative feelings and increasing motivation is venportant with special needs
students.

According to the teacher, there is a fine balantevbat type of music can be played

when teaching English to special needs studentsarabe seen in the following quote.

(13) Et erityisryhmilla kun on se, etta, et jotenki s#amssi on niin herkassa, ni
sit, jos soitettais vaikka joku semmonen kappal&anaiheuttais hirveest
keskusteluu, ni sit se vois menna ihan sivuragtes# koko tunti. Mut sit taas,
jos on joku osuva kappale, niinku teil nyt sattierohan, ni sithan se
edesauttaa paljonki.

With special needs groups the balance is so fraigila way, so that if you
played a song that would generate a lot of contiersathe whole lesson
could get sidetracked. Then again, if the songiigkle, as with you, then it
can have major benefit.

Even though the teacher feels that the songs chimsenlasses should not be too
provocative, Pasanen (1992) notes that sometimessiag the traditional classroom
roles and really discussing a thought-provokinggsoan be good. However, Pasanen
does not take into account special needs studemtisieast does not clearly specify her
target group. Because special needs students caretistes be more fragile
emotionally, the choices of topics must be pertrapse carefully thought out as not to
upset anyone. Perhaps one possible solution cauldhbosing songs that talk about
young people such as themselves. As the teachdramgnin order to achieve anything

in special needs groups, the balance must be kept.

In the teacher’s opinion, music is a significanttgd most of her students’ lives. As an
example, she mentions Stevie, whose appearantgelhdlearly shows him to be a fan
of hip hop; the way he dresses, acts and spealealréliat his whole lifestyle is
influenced by the genre. This again is connectetheéomotivational concept of milieu

mentioned by Doérnyei (2006: 9-17). The teacher &ddls that her students frequently
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play music and sing their favorite songs duringakse which might also be proof of the

importance of music for the students.

The teacher points out that in order for musicecah effective motivator, it should be
something that relates to the students’ own lifee $hinks that everyone is more
motivated to learn things that are somehow condeiehis or her own interests and
way of life. This notion can also be found in thenpiples of Experiental learning
(Beard and Wilson 2002: 19). As explained above stludent is considered the starting
point for all teaching, so it would be very natur@llet the students choose the type of
music they are interested in. That way they couldd &el free to experience it in a
more holistic way. Thus, the experience would bezamuch more meaningful than
when using a piece of music that is completely nregess to the students. As an
example, the teacher mentions the Jukebox Juryrenthe students got to choose the

songs by themselves:

(14) Et varsinkin, kun se oli, et ne ite sai paattaanwissiikkii, et mita siihen
otetaan, he innostu kyl kovasti kuuntelemaan éselii ja valitsemaan sielta
sitten niin tota, haluamiaan kappaleita.

And especially, when it was that they could makeisiens about the music
by themselves, as to what was chosen for it, theseweally enthusiastic
about listening to different songs and choosingsthrags that they wanted.

However, even though it is advantageous to bringionthat the students like, the
teacher warns about the issue of credibility. Skglagns how it would be easier for
younger teachers, who are still at least somewtrataected with youth culture and thus
know about the song’s context, to bring hit songghe language class. Perhaps it
would not be as easy for an older colleague, whghtmot be as able to keep up with

youth favorites. The teacher concludes:

(15)...mut jos on semmonen, joka ei niinku ollenkaan,jost ei semmosta
musiikkia kuuntele, ni kylhan se on sit vaikeaans®st sinne tunnille tuua,
sillee tavallaan niinku asiantuntijan roolissasé@avoi olla jopa epauskottavaa
sit semmosessa tilanteessa.

...but if the person is somebody who doesn't listeithiat type of music at
all, then it is obviously difficult to bring thad tthe class, as sort of an expert.
And it can even be implausible in that kind of attan.
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The teacher also agrees that one of the more iamdinctions of music in the special
needs foreign language classroom is motivatiofiadty she recalls a couple of students

from an earlier group:

(16) ...et esimerkiksi aikasempana vuonna musiikki olioainmilla m& sain
tietyn erityisryhman pojat kiinnostumaan mistaéheaista. Ma soitin niille
ruotsinkielista rappia ja sitte me yritettiin niitdppilyriikoita kaantaa ja se
oli tyyliin ainoo keino, milla ne sai ees jotakekemaan, mika liitty siihen
kieleen.

... So for example, earlier year, music was the ¢miyg | could use to get
the boys in a certain special needs group to taterdst in any subject. |
would play them Swedish rap music and then we’'ddriranslate those rap
lyrics and that was like the only way to get themdb anything that was
related to the language.

Although this example is about teaching Swedisis, tiype of phenomenon could easily
take place in an English language class, alsoadh the teacher also mentioned that
some of her own students from the case study gramglate music lyrics from English
to Finnish in their free time. This can certaink $een as an example of cultural interest

and instrumental motivation as explained by Dorr{g2806: 9-16).

It becomes evident from the example above thatdheher knows her students quite
well and knows how to design her teaching accordimgtheir needs. It is also
noteworthy that language anxiety, as explaineckatign 2.3.1, can also be caused by a
scary or overly authoritative teacher. It can bggasted that music could act as a bridge
between the teacher and the students; if a teaekieals that she or he listens to the
same type of music as the students — or at leasgnezes some songs - it might
somehow humanize the teacher in the eyes of traests. They could see that the
teacher is not just an entity that exists only e school realm, but a person with
feelings, taste and opinions who has also heardatbet hits and seen the latest outfit
on Lady Gaga. Also, if the teacher takes the timdirtd out even a little about the
students’ musical tastes and interests, she ordutdwearn to know them better in the
process. This might be helpful in designing lessand making them more student-
centered, as is advisable these days in Finland.

All in all, the teacher seems to encourage theafsmusic in special needs English

teaching. The teacher especially emphasizes ususgicnthat is close to the students’
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own lives and experiences. At present, her mostifstignt reasons for not using more
music seems to be the lack of time, materials asdurces. The teacher feels that one
of the best aspects about using music in langusayghing is music’s ability to relate to

almost everybody on some level:

(17)Ja just se, ettd kun musiikki on lahelld yleensariaya kaikenlaisii - ihmisii,
erityisihmisia, tavallisii ihmisia ja nuorii ja vaoi.

And especially, because music is usually closeotmyg people and all kinds
of people, special people, ordinary people and/thumg and the old.

The present study seems to have influenced thé@é€acuse of music in the English
language classroom. In the follow-up questions tdacher was asked if her use of
music in the language class had increased. Sheatedpbaving used the activities
designed for the teaching experiment and that sldealso made some cloze activities
that use music herself. After the teaching expeantmghe has sometimes played music
in order to stimulate the students and has alsd baekground music in her lessons.
For the background music students got to choosgssioom Youtube by themselves. It
would appear that some of our enthusiasm for usmugic in teaching English has

passed on to the teacher as well.

7.4 Discussion

In the end, it would appear that three major themes from the results, from all the
different sources of data: the students’ and theher’'s opinions and the observation
findings. First, it all begins with enjoyment. Masfundamentally, is about providing
pleasure and in that form it is at its most effextin teaching. It was evident during the
first lesson how the enjoyment the students gohftbe music affected, not only how
the activity progressed and how the students wor&edit, but also the whole
atmosphere in the classroom, as could be prediozsdd on, for example, the findings
of Fried and Berkowitz (1979) discussed in secB8dh Perhaps music cannot be given
all the credit for the success of the activity, butertainly can be argued that music had
a considerable effect on the outcome. On the otmerd, the second lesson’s
atmosphere was noticeably hampered by the musgeche there was no enjoyment to

be seen. The students themselves did not repayiagjthe music, either.
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This brings us to the second theme that rose flendata: choice of music. It can be
suggested that all music’s good qualities relatedoteign language learning can be
almost completely negated by the wrong choice. Misisuch a personal, subjective
and emotion-provoking matter that it can eithelate#ea great feeling or a headache, to
exaggerate a bit. It should be noted here that déators than the choice of genre, such
as the tempo and the volume of the song, can ads® lan effect on how one
experiences a certain piece of music. Becauseedduhjective nature of music, it would
be advisable to include the members of a langukgs m the decision making process,
so that everybody’s voice could be heard. Howetlee, ever-increasing class sizes
could prove to be a problem here, because it cajuibe a task to find suitable music to
a group of eight students, not to mention a gradupbb Nevertheless, it became evident
in the data that if one wants to utilize musictatnnost effective, personal taste is not to
be ignored.

The third theme, motivation, is connected to botjogment and personal taste in
music. According to the teacher, motivating speneds students is one of her main
objectives as a language teacher, as lkonen (BX)Glso stresses. In the first lesson, it
can be argued that the students were more motivatdd the activity because of the
music. Also Isométténen (1993: 177) sees music gea way to motivate special
needs students. In the second lesson, on the bémet, it can be suggested that the
music even drove some students away, both figwigtiand concretely. This shows
what a powerful impact music can have on the stisdeso its careful and considerate

use in the lessons should not be underestimated.

It can be suggested that the three themes aréealycconnected in a type of positive

circle. When the choice of music for a lesson & jight, the students get pleasure from
it. When the students enjoy the piece of music utexly are more motivated to work.

When the students seem more motivated to workietheher is more inclined to bring

even more music into the class and perhaps evethdestudents be a part of the
decision making process regarding music choices d¢pain makes the students more
motivated, because they get a sense of involvearehempowerment.
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8. CONCLUSION

One of the main research objectives of the prestemdy was to find out the opinions of
the students in the special needs group on theouseusic in the English language
classroom. In a nutshell, the students felt pasitowvards using music and almost all of
them would like more music to be used in teachimgliEh. In regards to the first
lesson, where a piece of contemporary pop/rock enuas used in a cloze-activity, the
students reported liking both the music and théviet We also discovered that the

students found the grammar activity more intergstiecause it utilized music.

In regards to the second lesson, where music wet aisthe background, on the other
hand, the opinions were much more negative; theesitis disliked the classical music
used and this clearly influenced the effects ofrthesic on the students. However, the
students felt positive about using relaxation/statian music in the language

classroom in general. From this it could be conetudhat no musical genre is

“relaxing” or “stimulating” in itself. Because musil taste is subjective, each person
reacts differently to different types of music. Noe can decide for others what they
consider relaxing. It is up to the teacher to cloasusic that is appealing to the

majority of the class and also provide a varietg@efres.

Another main research question was to find out tlwsvteacher felt about the sample
lessons. Her notions on the matter were also pesitiut perhaps more realistically
inclined than those of the students, in regardsdterial resources, personal investment
and the group’s dynamics. Also, the teacher fat thusic was perhaps better suited for
relaxation and stimulation purposes than actualhieg, while the students would like
music to be used for both purposes. However, thehts’s general positive impressions
on the teaching experiment can be seen in how ahéhbreased the use of music in her
own class after the sample lessons. These typastiok reactions to the study can be
seen as one of the good qualities of a case stMtlgn examining one particular group,

the researchers can perhaps influence the partisipaa concrete way.

We also wanted to know if the students’ musicakigaacunds affected their opinions on

the sample lessons. It would appear that all thdesits like music at least relatively
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much. This could in turn have affected their enjeytnof the activity and their desire to
have more music in the language classroom. Inioel&b the students’ preferred music
genres, pop, rock and hip hop were the clear feegriwhereas classical music was

clearly not liked at all.

All'in all, the role of music in the special neddsguage classroom appears to be minor
at present, but the need and desire for using nusipecial needs language teaching is
quite clear, both from the students’ and the tegsip®int of view.

In our opinion, the results of the present studyusth influence special needs language
teaching in several ways. Firstly, the results ntyestate that the students enjoy the use
of music in the language classroom and therefoeeetlis clearly more room to use
music. Secondly, as stated above, the studentddsheuncluded more when deciding
what type of music to use. Since many teenagersl @wen be considered some type of
experts in their favorite music genres, there isreaason why this expertise and
enthusiasm should not be capitalized on. This wdaddoeneficial in two ways: the
teacher would save herself time and effort andstbdents would feel more involved in
their own learning. In addition, this could leadie increase of the often poor language
learning motivation of special needs students. feunore, as Ikonen (2000: 64-66)
mentions, playing music during the lesson can besidered a reward for hard work. It
would seem obvious, then, that playing the studdat®rite type of music would feel
like an even bigger reward, thus motivating thedstis to work even harder.
Accordingly, maybe it would be acceptable to playsm at times simply for the
enjoyment it provides. Thirdly, it became evidentthe teacher’s interview that the
training and guidance on how to use music in lagguaaching has been rather limited.
In addition, there does not seem to be enough rrakited activities available. Hence,
it can be considered vital to add this type of arse to the teacher training or include
more modern music-related activities in teachingemals. That way it would be easier
to get started. It would not have to be a significaffort, though; our sample lessons

were enough to get the teacher to use more musieriown English teaching.

In a nutshell, we feel that the case study turnadt@ be well-chosen for the present

study. Nevertheless, there are some aspects thlt lsave been improved. Firstly, we
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would have liked to spend more time with the grodiphough we seemed to bond well
with the students, more time would have allowedaislelve deeper into the group’s
dynamics. Secondly, we would have preferred to hawe to give the group more
examples of how to use music in language teaclingher, adding some other genres
to the experiment would have been advantageousdlyhthe questionnaire, although
sufficiently efficient, proved to be slightly troldgsome. For instance, the open
guestions were mostly left unanswered by the stisdén addition, Elliott was quite
indecisive in his answers to the second questioanaiccording to the teacher, Elliott
has quite a low self-esteem, which might affectdibgity to form his own opinions or
expressing them freely. Perhaps another methoddamate been more successful with
Elliott. However, it was relieving to notice thatet “I do not know™-options were
otherwise left to the minimum. In addition, in reface to the question on favorite
music genres, it would have been interesting to addimilar type of question
concerning the students’ least favorite genress Waly we would have found out which

genres, other than classical music, one shoulattemnpt to bring to the language class.

Even though the present study cannot be generatimedto its qualitative nature and
small sample size, there are some tendencies id®sitrongly from the results. The
study seemed to follow in the lines of Anttila ahd/onen’s research (2006), in that the
students mostly preferred more contemporary siythesclassical music was eschewed.
The students seemed to get genuinely enthusidstiat ahe activity in which the music
used was to their liking, which would imply, in tythat they should be allowed to have
a say in the choosing of the music used in thesclHse students also appeared to forget
that the activity was meant to improve their gramrskills, which is not a usual

occurrence.

There are many ways that our study could be buytinu The sample size could be
increased, so that our results could be eitherimoell or be shown misleading. The
study could also be extended to involve differenels of age and proficiency. It would
be interesting to see if the taste in music wouddyvin different age groups, for
example, what would adults like to use in their listgclasses? Is music as important to
other groups aside from teenagers? Another intagesdpic would be to study what
type of exercises would work best with childrenwtiuld also be fascinating to find out

how much music special needs language teachers ggneral and their opinions on
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the matter. Furthermore, the use of music videoegaim the language classroom could
be studied. A more time consuming and expertiseatelng line of research would be
to study the effects of using music in teachinglishgo special needs students. Would

music have significant effects on the studentsjlexge learning results?

In conclusion, we hope that the present study més bwn way contributed to this field

of research. As we stated in the introduction, meesely wish that this topic will get

more attention in the future. Music’s ability touth almost everybody is described
eloquently by Gomez (1989: 13)

Music is one of the most beautiful and profounchoian experiences. Created
by man, it addresses itself to him, both to thédcand to the adult; to his body,
his intelligence, his emotions.

Perhaps these words can encourage special needshEmgachers to be more
experimental when it comes to using music. Aftdy lgtle effort can have a major

effect in the long run.
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APPENDICES

Appendix 1. The music activity and the differergitersion.

How To Save A Life : Ympyroi oikea muoto verbista.
How To Save A Life :
Step one you (sanot) we need to
talk Step one you say / says (sanot) we to talk
He (kévelee) you He walk / walks (kdvelee)yousay / says (sanot) sit down

(sanot) sit down it's just a talk it's just a talk

He_  (hymyilee) politely back at you He smile / smiles (hymyilee) politely back at you

You_  (katsot, tuijotat) politely right You stare / stares (katsot, tuijotat) politely right on through
on through Some sort of window to your right

Some sort of window to your right Ashego / goes (menee) leftandyoustay / stays

As he ( ) left and you (pysyt) right

(pysyt) right Between the lines of fear and blame

Between the lines of fear and blame Youstart / starts (alat) to wonder why you came
You (alat) to wonder why you
came CHORUS:

Where did I go wrong, I lost a friend
CHORUS: Somewhere along in the bitterness
Where did I go wrong, I lost a friend And I would have stayed up with you all night
Somewhere along in the bitterness Had I known how to save a life

And I would have stayed up with you all night
Let him know that you know / knows (tiedat) best

Cause after all you do know best

Had I known how to save a life
Lethimknowthatyou _ (tied&t) Try to slip past his defense

best Without granting innocence

Lay down a list of whatis_/ are (on) wrong
The things you've told him all along

Cause after all you do know best

Try to slip past his defense

Without granting innocence And pray to God he hear / hears (kuulee) you
Lay down a list of what (on) wrong And pray to God he hear / hears (kuulee) you
The things you've told him all along

And pray to God he (kuulee) you CHORUS

And pray to God he (kuulee) you

As he start / starts (alkaa) to raise his voice
CHORUS You lower / lowers (lasket) yours and admit / admits
(myonnat) him one last choice
Drive until you lose / loses (kadotat) the road
Or break with the ones you've followed

As he (alkaa) to raise his voice
You (madallat &antasi) yours and

(myonnat) him one last choice He will do ane of two things

Drive until you (kadotat) the road He will admit to everything

Or break with the ones you've followed Or he'll say he's just not the same

He will do one of two things And you'll begin to wonder why you came
He will admit to everything
Or he'll say he's just not the same CHORUS

And you'll begin to wonder why you came
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Appendix 2. The instructions for the activity ame tvocabulary.

Sanasto:

chorus: kertosde

politely: kohteliaasti

blame: syy

bitterness: katkeruus

1.K&y sanasto ldpi Heinin ja ?;flgnwseeri_ l:::('jglstt::éémé
A_mtm kanssa, eli to grant: myontai

listen and repeat. innocence:viattomuus

to admit: myontaa, tunnustaa
to wonder: ihmetella

4. Kuunnellaan laulu vield kerran 3. Tiyta aukot suomenkielisten
lapi, _taIIa kertaa tauko;en"kapssa. vihjeiden avulla yksin tai parisi
Tarkista samalla, oletko l6ytanyt kanssa. Mieti tarkasti, mikd muoto

oikeat muodot - ensin yksin, sitten

verbista tulee. Kysy rohkeasti, jos
kaikki yhdessa. e ysy i

jumiudut johonkin kohtaan, tai jokin
asia on jaanyt sinulle epaselvaksi.

5. Tarkastellaan nyt verbeja
hiukan lahemmin. Mita verbin
perddn laitetaan, kun puhutaan

2. Kuuntele laulu lapi ja kiinnita yksikon kolmannesta
huomiota erityisesti puuttuviin persoonasta (he, she, it)
sanoihin. preesensissa?
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Kirjoita vield saanto ylos

Yksikon 2. persoona: you walk, mutta
Yksikon 3. persoona: he/she/itwalk + s

Sanasto:

chorus: kertosae

politely: kohteliaasti

blame: syy

bitterness: katkeruus
defense: puolustus

to lower: madaltaa aanta

to grant: myontaa
Innocence:viattomuus

to admit: myontaa, tunnustaa

to wonder: ihmetella
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Appendix 3. Questionnaire 1.
Musiikkia englannin tunneilla 1

Taustatiedot

Nimi (Kenenk&an nimea e
tulla kayttamaar

tutkimuksessa.)
Nainen Mies

Sukupuoli [~ —

Syntymavuosi

Kuinka monta vuotta olet opiskellut englantic
Musiikillinen tausta
Pidatkoé musiikista?

En yhtdan Vahan Jonkin verran Paljon Todella paljon
[ [ [ [ [

Minkdlaisesta musiikista pidat? Voit valita niin monta vaihtoehtoa kuin

haluat.

Pop (esim. Lady Gaga, Take That)

Rock (esim. Sunrise Avenue, 30 seconds to Mars)
Heavy (esim. Iron Maiden, Metallica)

Hiphop (esim. 50 Cent, Fintelligens)

Iskelma (esim. Jari Sillanpaa, Laura Voutilainen)
Kansanmusiikki (esim. Véarttina, Kuunkuiskaajat)
Jazz (esim.Miles Davis)

Konemusiikki (esim. Darude, Scooter)

[ I R A A R R B

Klassinen (esim. Mozart, Beethoven)

Joku muu, mika?
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Kuinka usein kuuntelet musiikkia?

En juuri Harvemmin kuin kerran Noin kerran Useita kertoja Joka
koskaan viikossa viikossa viikossa paiva
[ [ [ [ [

Harrastatko musiikkia muulla tavoin kuin kuuntelemalla? Valitse kaikki

jotka sopivat.

= Soitan jotain soitinta
= Laulan yksin/kuorossa
a Olen béandisséa
[ 3} . _
Kéayn konserteissa/keikoilla
= Pelaan musiikkipeleja (Singstar, Guitar Hero)
-

En harrasta lainkaan
Jos vastasit ylld olevaan kysymykseen kylld, kerro kuinka usein

harrastat musiikkia?

Kerran viikossa tai harvemminPari kertaa viikossaMelkein joka péiva Paivittain

[ [ [ I_
Kuunteletko musiikkia koskaan (Voit valita useamman kuin yhden
vaihtoehdon)
I_

laksyja tehdessasi?

.

rentoutuaksesi?

.

kavereiden kanssa?

harrastuksen taustalla?

Keskitytkd koskaan englanninkielisten laulujen sanoihin?

En koskaan Harvoin Usein Melkein aina En osaa sanoa

[ [ [ [ [

Musiikki opetuksessa

Pohdi tunnin alussa tehtya musiikkitehtavaa.

En lainkaan Vahan Melko paljon Paljon En osaa sanoa

Piditko tehtavasta? — |— — — |—

Piditko tehtavan musiikista? [~ |— — — |—
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Kuinka vaikea tehtava oli?

Vaikea Melko vaikea Melko helppo Helppo En osaa sanoa

[ [ [ [ [

Miten mielestdsi musiikin kdytto vaikutti tehtavaan?

Eri Jokseenkin eri Jokseenkin samaa Samaa En osaa

mielta mielta mielta mielta sanoa
Musiikin kayttd helpotti tehtavar [~ |— |— — |—
tekoa.
Musiikin kaytto vaikeutti tehtavan = |— |— — |—
tekoa.
Musiikin kaytto helpotti tehtavaa [~ |— |— — |—
keskittymista.
Musiikin kayttod vaikeutti [~ |— |— — |—
tehtavaan keskittymista.
Musiikin  kayttd sai minut |~ |— |— — |—
kiinnostumaan tehtavasta.
Musiikin kaytto vahensi [~ - - |— -

kiinnostustani tehtavaan.

Pohdi nyt musiikin kdyttoa englannin opetuksessa yleensa

Kuinka paljon musiikkia on mielestdsi kdytetty englannin tunneilla

syyslukukauden aikana?

Ei lainkaan Vahan Melko paljon Paljon En osaa sanoa

[ [ [ [ [

Haluaisitko, etta englannin opetuksessa kadytettdisiin enemman

musiikkia?

Kylla En En osaa sanoa
[ [ [

Pidatko musiikin kdytosta englannin oppitunneilla?

En lainkaan Vahan Melko paljon Paljon En osaa sanoa

[ [ [ [ [

Jos pidat musiikin kdaytdsta, miksi?

Jos et pida musiikin kaytostad, miksi?

Millaista musiikkia englannin opetuksessa on kdaytetty syyslukukaudella?
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Millaista musiikkia haluaisit kdytettavan englannin opetuksessa?

Onko sinulla joitain muita kommentteja musiikista?

Kiitoksia vastauksista!
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Appendix 4. Questionnaire 2.

Musiikkia englannin tunneilla 2

Nimi (Kenenk&an nimed ei tulla kayttdmaan tutkimadsa.)

Musiikki rentoutuksessa

Pohdi tunnilla soitetun musiikin herattamia tunteita.

Eri Jokseenkin eri  Jokseenkin samaa Samaa

mielta mielta mielta mielta
Musiikki rentoutti minua. — — — |—
Musiikki ~ paransi  mielestani [~ |— |— -
luokan ilmapiiria.
Musiikki auttoi minua [~ |— |— |—
keskittymaan.
Musiikki virkisti minua. |— |— |— -
Musiikki sai minulle aikaar |~ — — |—
epamukavan olon.
Musiikki hairitsi keskittymistani. [~ — — |—

Pohdi nyt tarkemmin tunnilla soitettua musiikkia.
Piditko soitetusta musiikista?

En yhtdan Vahan Melko paljon Paljon En osaa sanoa
[ [ [ [ [

Sopiko musiikki mielestadsi englannin tunnille?

Ei sopinut Sopi jossain maarinSopi melko hyvin Sopi hyvin En osaa sanoa
[ [ [ [ [

Oliko musiikin voimakkuus sopiva?

Liian kova Vahan liilan kova Sopiva Vahan liian hiljainen Liian hiljainen

[ [ [ [ [

Oliko musiikin nopeus sinusta sopiva?

Liian nopea Vahan liilan nopeaSopiva Vahan liian hidas Liian hidas

[ [ [ [ [
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Olisiko sinulla jotain muuta, mitd haluaisit sanoa soitetusta musiikista?

Pohdi nyt yleisesti taustamusiikin kdyttéa englannin tunneilla.

Kuinka paljon englannin tunnilla on mielestdsi kdaytetty taustamusiikkia

syyslukukauden aikana?

Ei lainkaan Vahan Melko paljon Paljon En osaa sanoa

[ [ [ [ [

Haluaisitko, ettd englannin tunneilla kaytettdisiin enemman

taustamusiikkia?

En Kylla En osaa sanoa

T [

Pidatko taustamusiikin kdytosta?

En lainkaan Vahan Melko paljon Paljon En osaa sanoa

[ [ [ [ [

Jos pidat taustamusiikin kdytosta, miksi?

Jos et pida taustamusiikin kdytostd, miksi?

Millaista taustamusiikkia englannin tunneilla on kdytetty?

Millaista taustamusiikkia haluaisit kdytettavan englannin tunneilla?

Onko sinulla joitain muita kommentteja musiikista?
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Appendix 5. Permission slips for both minor studearid adult students.

Hyva oppilaan huoltaja,

opiskelemme Jyvaskylén yliopistossa englannin aiopettajiksi ja teemme pro gradu-ty6td musiikin th&ya
englannin erityisopetuksessa. Tarkoituksenamme ehdé& tapaustutkimus, jossa tutkimme oppilaiden
suhtautumista musiikin kayttddn opetus- ja rentostarkoituksessa. Haluaisimme selvittda, onko ikinsi
kaytolle englannin erityisopetuksessa tilausta @rattaisiko sen kayttdd mahdollisesti lisata jditk&E.
Tutkimus suoritetaan kahtena paivand englannin toppeilla viikolla 46. Ensimmadisella kerralla teemm
oppilaiden kanssa lyhyen opetuskokeilun, jossaaspete englannin kielioppia ja sanastoa musiikin lavi@en
jalkeen oppilaat vastaavat musiikin harrastamisgempetuskokeiluun liittyvaéan kyselyyn. Toisellarigla
soitamme rauhallista musiikkia itsendisen tydsKgntetaustalla, jonka jalkeen seuraa taas pieni lgyse
Molemmilla kerroilla toinen tutkijoista my6s havaioi ryhman reaktioita. Aiomme myés haastatella rgihm

opettajaa ja vertailla vastauksia.

Ohjaajanamme toimii Hannele Dufva Jyvaskylan ylsbgn Kkielten laitokselta. Tutkijoina sitoudumme
noudattamaan voimassa olevia tutkimusaineiston iggosuojalainsaadantoon liittyvid ohjeita. Yhdenk&a

oppilaan nimea ei julkaista tydssa, eiké oppilaitgsmeta.

Jyvaskylassa 03.11.10

Antti Leivo Heini Rikkola

Annan luvan kayttaéa wesimtutkimuksessa.

(nuoren nimi)

Paikka ja aika Allekirjoitus
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Hyva vastaaja,

opiskelemme Jyvaskylén yliopistossa englannin aiopettajiksi ja teemme pro gradu-tydtd musiikin th&ya
englannin erityisopetuksessa. Tutkimus suoritetis@ntena péivéand englannin oppitunneilla. Tutkinesks

selvitimme sitd, miten oppilaat suhtautuvat musikédyttéén englannin opetuksessa.

Yhdenk&aén oppilaan nimeé ei julkaista tydssa, ejiilaitosta nimeta.

Jyvaskylassa 02.11.10

Antti Leivo Heini Rikkola

Annan luvan kayttaa vastauksiani tutkimuksessa.

Paikka ja aika Allekirjoitus
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Appendix 6. Outline for the teacher’s interview ahd three additional questions.

1. Kerro hieman omasta taustastasi musiikin suhtessim( pidatkd musiikista, minkalaisesta
musiikista pidat, oletko harrastanut, kuunteletkein jne.)

2. Oletko kayttanyt musiikkia opetuksessa? Miksi/migs? Miten ja mihin tarkoituksiin olet
kayttanyt? Minkalaista musiikkia? Mista olet musgiikoytanyt? Oletko tehnyt itse esim.
tehtavia musiikin avulla?

3. Miten mielestasi omat oppilaasi ovat suhtautunagdikin kayttéon oppitunneilla?

4. Kuinka paljon tiedat oppilaittesi musiikkimieltymgista?

5. Soveltuuko musiikin kayttd mielestasi erityisryhmienglannin opetukseen? Miksi/miksi
ei?

6. Olisitko valmis lisddmaan musiikin kayttéd oppitula? Minkalaiset asiat vaikuttavat
asenteisiisi? (esim. valmiudet, resurssit, oppdaiduhtautuminen, oma suhtautuminen jne.)

7. Mita ajattelisit yhteistydsta musiikinopettajan kaa?

8. Kun teit opettajan pedagogisia opintoja, saitko ka#émlaista koulutusta musiikin kaytt6on
littyen? Jos et, olisitko toivonut sellaista?

9. Olisiko sinulla ideoita musiikinkayttdtapojen ketiiiseen liittyen?

1. Mita mieltd olet ensimmaisesta tunnista eli sopwatehtava ja siind kaytetty musiikki
mielestasi télle ryhmalle? Mitd hyvid ja huonojaola siind mielestasi oli, kun asiaa
ajatellaan erityisryhmienenglanninopetuksen kaafaMiten itse koit tunnin sujuneen ja
oppilaidensuhtautuneen tehtavaan ja siina kaytettyysiikkiin?

2. Mitd mielta olet toisesta tunnista, eli miten tamsusiikki mielestasi toimi ryhman kanssa?
Mita hyvid ja huonoja puolia valitussa musiikissaj@ miten se mielestasi vaikutti ryhman
ilmapiiriin? Miten itse koit tunnin sujuneen ja adlgden suhtautuneen taustamusiikin
kayttoon?

3. Oletko kayttanyt musiikkia opetuskokeilun jalkeeremman opetuksessa?
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