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Abstract 

Mobile and game-based learning are novel approaches characterised by the use of 

mobile devices and enabling learning anywhere and at any time. In this paper, we share 

an experience-based design and a pilot study to introduce music learning in preschool 

education. SAMI is a mobile application consisting of four games which main 

objectives are ear training, sound discrimination and music composition. The pilot study 

carried out in a real-life setting with third-year kindergarten children provides empirical 

data about music learning outcomes and compares an experimental group of children 

using SAMI with a control group which follows the traditional Montessori bells 

method. Our study results reveal a number of key findings for the design of preschool 

mobile games and the potential of using mobile technologies for music learning in early 

childhood. 
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1. Introduction  
E-learning and the enabling learning technologies aim at making learning experiences in 

all types of settings more effective, efficient, attractive and accessible for learners 

(Koper and Van Es 2003). Technology-enhanced learning and mobile devices applied to 

the teaching-learning process have contributed to the rise of the mobile learning 

research field (O’Malley et al. 2005; Kukulska-Hulme 2005), and enabled the 

exploration of innovative educational scenarios based on access everywhere and at any 

time. Easy and affordable access to mobile devices and applications has favored the 

incorporation of mobile learning both into the classroom (Martin and Ertzberger 2013) 

as well as into informal and non-formal learning settings (Plowman et al. 2012). The 

motivation, interest and engagement aroused by mobile technologies at all educational 

levels, have enabled students to develop skills and abilities (Sotiriou and Bogner 2008; 

Martín-Gutiérrez et al. 2010; Liu, Tan, and Chu 2009; Klopfer 2008) that would not 

have been possible without the use of technology (Arvanitis et al. 2009). 

 

At the same time, research literature (Bauer, Reese, and McAllister 2003; Savage 2007; 

Wise, Greenwood, and Davis 2011; Riley 2013), suggests that the didactics of music 

may greatly benefit from the use of the new learning and mobile technologies. Music 

learning is also an effective way to achieve broader educational benefits, as it goes hand 

in hand with other developmental learning processes. Recent advances in brain research 

have enhanced our understanding regarding the way in which active engagement in 

music influences the development of fundamental processes involved in learning, such 

as perceptual and language skills, literacy, numeracy, spatial reasoning, general 

attainment, creativity, social and physical performance (Hallam 2010). 

The significance of early music education points to the importance of having children 

engage in musical experiences. Learning music in early childhood (Gordon and Browne 

2013) is linked to experimentation, creativity and cognitive development. The basis of 

music listening, singing, playing, and improvisation is commonly incorporated in 



 
 

educational programmes and curricula in order to provide all-round quality education 

(Hargreaves, Marshall, and North 2003; Gimbert and Cristol 2004). One of the most 

direct effects (but not the only one) of early childhood music education is the 

acceleration of cognitive development in the domain of music-specific capabilities 

(Purwins et al. 2008). 

A number of authors describe a methodology aimed at optimising the process of music 

teaching-learning. Several approaches suggest a gradual process based upon experiential 

knowledge, which in turn leads to learning the dimensions and combination of tones, 

rhythm, melody and harmony. Z. Kodály and E. Jaques-Dalcroze emphasise 

participatory knowledge-building and generation of musical imagery. Other classical 

approaches, such as those of Comenius, Rousseau, Froebel and Montessori, underline 

the impact of music on the child as a source of energy, emotions, play and creativity 

(Jorquera-Jaramillo 2004). Modern theories insist on tapping into children’s spontaneity 

and curiosity to guide and promote music learning through play (Hallam 2010). 

 

One particular area that has received increasing attention is game-based learning. It 

offers considerable potential for facilitating both informal and formal learning, as well 

as attracting digital-native generations of young learners (Arnab et al. 2012). Game-

based learning remarks on the potential value of learning through play in education and 

skills training (M. Romero et al. 2012). Recent review studies have provided a deeper 

understanding on how games can support instruction (Wouters and van Oostendorp 

2013) and learning outcomes (Akl et al. 2010). Games and mobile learning combine 

different types of channels and interaction. Music can be characterised by 

heterogeneous multimedia contents (Baratè, Bergomi, and Ludovico 2013). The use of 

computer graphics, colours and animations (Mitroo, Herman, and Badler 1979) can 

contribute to an increasing perception of music and identity construction through digital 

game play. Touch-based interaction can be used to train motor skills and spatial 

learning abilities. New information interfaces for musical expression (Parra-

Damborenea 2014) provide learners with easily accessible music making experiences 

and enable collaborative music learning (Zhou, Duh, and Billinghurst 2008), allowing 

users to play together, see each other’s gestures and more readily, understand the 

relationship between each player’s actions and the sounds produced (Blaine and Fels 

2003). 

 

The incorporation of digital resources is reshaping the landscape of education. Music 

learning is changing very rapidly in many countries, as a result of a fast social and 

technological shift (Hargreaves, Marshall, and North 2003; Riley 2013). This shift has 

been addressed by the European Framework Programme 

(http://cordis.europa.eu/fp7/ict/telearn-digicult/telearn-projects-fp7_en.html). In the 

context of early childhood music education, MIRROR (Reflective Learning at Work) 

proposes a framework to promote specific cognitive abilities in the field of musical 

improvisation, both in formal and informal learning contexts. 



 
 

1.1 Motivation and research questions 
The effectiveness of using new technologies as teaching tools has been largely 

attributed to their potential to engage learners (Couse and Chen 2010). Technologies 

have been applied to the domain of music learning in a variety of ways and for a 

number of different purposes, including teaching concepts of music theory, or 

facilitating musical expression through ad-hoc hardware and software (Baratè, Bergomi, 

and Ludovico 2013; Zhou, Duh, and Billinghurst 2008; Burns 2006; Webster 2007). 

The emergence of mobile learning for early childhood music education (Annex 1) 

provides a large and exciting set of software applications. These apps provide digital 

resources for music learning, composition and improvisation with different musical 

instruments. However, one of the remaining challenges of mobile learning is 

determining what learning value students gain from it (Falloon 2013). In formal 

education, enabling mobile use and integrating mobile learning within the curriculum, 

makes it necessary to have specific and adapted educational apps to support teachers in 

their daily work; at all educational levels and for every student (Rose and Meyer 2002; 

National Council for Accreditation of Teacher Education 2008; International Society for 

Technology in Education (ISTE) 2014; Parikh 2012). 

  

In Wu’s meta-analysis (Wu et al. 2012), it is revealed that the use of mobile devices for 

learning is most common in higher education followed by elementary schools. In the 

case of early and preschool education, the variety of computer and mobile-based 

activities in the classroom at this age level, is narrower compared to primary and 

secondary students (Hinostroza, Labbe, and Matamala 2013). Moreover, it is 

particularly difficult to integrate children as users of this design process (Molin-Juustila 

et al. 2015). Children go to school for most of their days; there are existing power 

structures, biases, and assumptions among adults and children to get beyond. And 

children, especially young ones, find it difficult to verbalise their thoughts (Druin 2002). 

For all of these reasons, the development and testing of educational applications for 

preschool ages is cumbersome and the child’s role in the design of new technology has 

historically been minimised. 

Despite the significance of early music education as a driver for creativity, as well as 

cognitive and social development in children (Hallam 2010), and similarly to the 

situation in other countries (Savage 2007; McGregor 2013), music education is not part 

of any required curriculum for preschool children in Spain. Usually in kindergarten, 

music learning is based on children’s songs, tapping a foot in time to a piece of music, 

clapping, dancing, etc. In this work, we report the results of an educational research 

project entitled “SAMI: Music learning in early childhood education with mobile 

devices”, which has enabled the introduction of early music learning in a formal 

educational setting through the use of mobile technologies, and with the support of 

regional educational authorities (Research & Innovation Project. Principality of 

Asturias, 2013). SAMI (SAMI: Software para el Aprendizaje de la Música en 

Educación Infantil. Intellectual Property Registry 05/2014/128. Principality of Asturias, 

2014) is a software for tablet computers made up of four games. It is a combination of a 



 
 

classical approach (impact of music on children as a source of play and creativity) and a 

learning-based approach (learning the dimensions and combinations of tones and 

harmony). It has been designed with and for children, taking into account inputs, 

indications and reflections made by children, teachers and experts in preschool 

education, who work with children on a daily basis.  

Thus, the purpose of this study is to answer two research questions: 

1. Is it possible to assist in musical note learning and auditory discrimination in 

early childhood formal education through mobile devices?  

2. What is the impact of technology on music education for preschoolers? 

We have first studied technological efficiency to help children to learn the pitch of 

musical notes using auditory and visual guidance. Then, we have examined 

effectiveness in keeping children motivated and interested in the musical discrimination 

learning activity. Finally, we have shown how children use technology and how tablets 

enable music learning in preschool education by means of interaction mini-games. To 

answer these questions, our research methodology is based on the comparison between 

a control group and an experimental group. The control group uses the traditional 

Montessori bells method (Figure 6) while the experimental group uses SAMI 

technology (Figure 1). 

2. SAMI: Music learning for children using tablet-computers 
 

Research in early childhood education indicates the benefits of using information 

technologies with preschool children (3-5 years old) in order to train different skills 

(Clements and Sarama 2003; Haugland 1999; Swaminathan and Wright 2003; 

Vernadakis et al. 2005). Traditional learning activities in preschool, such as drawing 

and writing (Couse and Chen 2010), may be actively supported by the use of tablets, 

which provide an adequate interaction and raise children’s motivation, interest and 

engagement. 

 

In (Egenfeldt-Nielsen 2006), the authors point out that the efforts to enhance the 

effectiveness of educational games are highly influenced by the particular learning 

context and by how teachers adopt a game to accommodate different needs and learning 

goals. SAMI is a mobile-based music learning game for preschoolers (3 to 5 years old), 

and the name of its mascot (see Figure 1). A multidisciplinary group made up of 

kindergarten teachers, experts in music and in the use of new technologies in the 

classroom, together with IT experts specialised in mobile software is involved in the 

development and deployment of SAMI. This way, both teachers and children take part 

in the design of the application interface, deciding and testing the position and size of 

the buttons for starting, changing game and level, success markers, sound and other 

auditory, visual and interaction details paramount for strengthening children’s 

motivation and interest. The main purposes pursued are: to teach children how to 



 
 

identify the pitch of musical notes while playing; to introduce music to preschoolers in 

an interactive and friendly way using mobile devices; to integrate the innovative use of 

mobile technologies in the tasks carried out by educational institutions and to study the 

influence of new technologies on music learning. 

 

  

 
   Figure 1. Children interacting with SAMI 

2.1 Contents and competences  

In the Spanish case, musical learning is not compulsory for 3 to 5 years old children in 

order to attend formal education. Rules do not specifically define the competences to be 

acquired during this educational stage as it only takes into account objectives based on 

the skills to be dealt with. Teachers understand “basic competences” as the implemented 

ability to integrate knowledge, skills and abilities to solve problems and situations in 

different contexts. Thus, when working with musical notes, teachers deal with:  

1. Digital competence because we use mobile devices (tablets) and games (SAMI). 

2. Mathematical competence because musical composition facilitates the creation 

and assimilation of mathematical patterns.  

3. Cultural, creativity and artistic competence because SAMI gives children their 

first contact with music and the elements which are a part of it and, the most 

important feature, because they elaborate and share small compositions. 

4. Social competence. Affinity for music, shared with peers and adults.  

Music is a cross-sectional content which includes the main areas of knowledge of 

children´s education. This project specifically works within the field of music and the 

elements it has: seven musical notes and their sound discrimination, melody 

composition and visual memory as well as motor skill games related to music learning. 

2.2 Game design: SAMI 
 



 
 

The design of the 4 games used in SAMI takes the classical Montessori method as 

reference for the use of different colours, tuned according to the notes in the major 

diatonic scale. The four games carried out by children are designed to facilitate learning 

and encourage children’s thinking and creativity. Children interact with SAMI, the 

mascot, in all four games, to carry out different activities:  

 Game 1, “The notes with SAMI”: The aim of this game is to begin educating 

their ear for music by suggesting children the following challenge: with a note 

specified at the beginning of each exercise, they should be able to find it out 

modifying another note until both sounds coincide. With this exercise, we want 

children to recognise the sounds identified with the different notes. We have 

used the seven standard notes “C” to “B”, although it is more difficult to 

distinguish between “E” and “F”, and “B” and “C”, as there is only one 

semitone between those notes. 

In this game, interaction is based on a SAMI which appears in the middle of the 

screen with a different colour for each note and the name written on its “belly” 

(Figure 2). Each time you press big SAMI, a note will be played which must be 

recognised on the side bar where small SAMI moves vertically (up and down) 

producing different sounds and changing colour according to the sound. There 

are two levels in this game. The first level is the introduction, and each note is 

related to a colour. Children may identify colours with notes. In the second 

level, this relationship disappears. The target note must be found only according 

to the sound, thus showing sound discrimination.   

 
Figure 2. Game 1: “The notes with SAMI” 

 

 Game 2, “SAMI says”: The second game is a memory exercise in which there is 

a sequence of SAMIs. Children should repeat it in the same order (Figure 3). As 

levels are completed, more SAMIs appear, creating a sequence of 3, 4 and 

finally, 5 notes. The relationship of this exercise to music learning lies in the 

sounds that SAMIs produce as they are of a major chord. The possibility to 



 
 

choose major chords is based on the fact that these are lively sounds and they are 

used in all the lullabies or children’s songs. 

 

 
Figure 3. Game 2: “SAMI says” 

 

The game has three levels. In the first level, there is a sequence of three SAMIs, 

which are the tonic chord, the third major chord and the dominant of a major 

chord. In the second level, a fourth SAMI –the subdominant note of the major 

chord– is introduced into the sequence, thus increasing its level of difficulty 

while maintaining harmony. In the last level, a fifth SAMI –the octave of the 

given chord– is used, making it the most difficult level.  

 

 Game 3, “Catch SAMI”: The goal in this game is developing fine-motor skills, 

required to play any instrument. Moreover, the underlying musical concept dealt 

with in this third game is the staff. The game shows three lines as background in 

the exercise and SAMIs appear in their corresponding places according to the 

note they represent (Figure 4). They appear during a short period of time and 

then, disappear. Children must press on them before they disappear. The aim is 

for children to understand that if the note is higher on the staff, a high-pitched 

sound will be heard loudly. It will be just the opposite for the lower notes.  

 



 
 

 
Figure 4. Game 3: “Catch SAMI” 

 

 Game 4, “Compose with SAMI”: The last game combines all the concepts of the 

previous activities so that children may create a free musical composition 

(Figure 5). The game shows 16 SAMIs which, when dragged and moved 

vertically, modify the musical note in the staff lines. Children use the same 

procedure as in the first exercise to modify the note. They implement the 

concept of harmony since, in the second exercise, they work with major chords. 

And they work with the staff concept of the third exercise because the higher a 

SAMI is placed, the higher the sound will be heard and vice versa. There are no 

levels of difficulty and the only purpose of this game is to encourage children’s 

creativity with a simple tool with which they may prepare their first 

compositions.  

 

Figure 5. Game 4: “Compose with SAMI” 



 
 

Each time children overtake a level in each of the first three games, a reward appears. 

Besides, if any of the tasks of the games is not correctly achieved, SAMI will indicate 

children they have not done it properly by making a different sound. And they shall try 

again.  

3. Method 
This study uses a mixed research method. We collect both quantitative and qualitative 

data to assess our research goals. Each child constitutes analysis unit. In the 

experimental group, we use tablets to quantitatively collect, for each child, the number 

of right and wrong answers from Game 1 “The notes with SAMI”, in different sessions. 

These data are stored in interaction files (logs) together with the actions carried out by 

each child and in each game level. In the control group (Montessori bells), an assistant 

present during the class helps assessing the children’s performance level during games 

by direct observation.  

Such data give us the possibility to carry out a statistical analysis to assess the impact of 

technology, to know if it is possible to assist in musical note teaching-learning and to 

identify auditory discrimination using SAMI. T-test of independent samples and 

Levene’s test analyses are run to observe if there are differences between the groups. In 

addition, to determine statistical significance, we estimate Cohen’s d and effect-size r 

values. To interpret the effect size, we use the traditional criteria established in 1988 by 

Cohen (Cohen 1988). Also, we have obtained the corresponding frequency distributions 

for the experimental group in order to determine the number of children who have 

completed each level and test if the content sequencing between levels is adequate. 

Statistical analysis is carried out with R software (R Development Core Team 2012), 

2.15 version. Quantitative data are collected in meetings held with teachers and students 

in which, by means of their experiences with the Montessori bells and the SAMI 

application, we could learn more about the process of using a game-based app on a 

tablet-computer in a preschool setting.  

  

3.1 Subjects 
The experimental group is made up of 43 third-year kindergarten children (mean = 5.6 

years old), enrolled in 1 classroom which is taking part in this study (Table 1). The 

control group has 43 children on the same educational level as the experimental group, 

and who are about 4.7 years old and enrolled in 1 classroom which is taking part in this 

study (Table 2). All children, from a middle and low social background, attend a public 

school in northwest Spain. The school is equipped with new technologies; there are 

computers connected to the Internet and a projector in all the classrooms. There is also a 

dedicated new-technology classroom and, since 2013, there are 9 Android tablets 

available. All the children had used tablets in their previous school year with different 

educational applications. They had also come into contact with music informally in the 

past, i. e. music on the radio, TV and in extra-curricular activities at school. Parents 



 
 

were asked for permission in order to carry out the activity and 100% of them gave their 

consent. 

Table 1. Demographic information for the experimental group 

Age Group N  Gender 

  M F 

5 years old 17 10 7 

6 years old 26 11 15 

  

Table 2. Demographic information for the control group 

Age Group N  Gender 

  M F 

4 years old 12 5 7 

5 years old 31 17 14 

 

 

3.2 Procedure  
Experimental Group. Children divided into groups of 5 were invited to use a tablet in 

a quiet room outside the classroom with child-sized tables and chairs. They were 

already familiar with this room and used it frequently with teachers for small-group 

tasks. Children used our mobile application, SAMI, over 5 sessions in their weekly 2-

hour long “new technologies” lesson, in the second quarter of the 2014-2015 school 

year.  

Data collection was carried out in 4 phases which are summarised below:  

Phase 1. Introductory and warm-up sessions. During the first session, the purpose is for 

children to get familiar with SAMI, the mascot. They have to observe how it moves and 

sings to each note. For this purpose, children begin with Game 2: “SAMI says” and 

then, Game 3: “Catch SAMI”. Their teacher begins working on contents and 

competences with Game 4: “Compose music with SAMI”. They sing the musical scale 

and they continue with the task using the tablet. Each student has to compose a musical 

piece by moving SAMIs along the intonation line and then, they hear it by pressing the 

play button. If they do not like it, they may modify it, listen to it again and finally save 

it to share it afterwards.   

Once children have become familiar with SAMI, they proceed to Game 1: “Notes with 

SAMI”, which focuses on learning aims. In level 1 of this game, each note is associated 

with a colour. There is a scoreboard which is completed as children give the right 

answer or else, a different sound will be played if their answer is wrong. This 

scoreboard is a good guidance for children self-assessment regarding this task. When 5 

right answers are given, the child gets a reward.  



 
 

Phase 2. In level 2, sound discrimination is necessary because the note-colour 

association is removed. In this level, the development of sound discrimination can be 

observed as well as different behaviours used by some children. Children play in level 2 

on different days during 4 class sessions.  

Phase 3: Interviews with children. We conducted interviews with children in the same 

room where they had played with SAMI. For such interviews, we used a semi-

structured format asking them which was their favourite game, the one they liked the 

least and their perception of learning (Annex 2). To ensure that children’s event trace 

memory of SAMI had decayed but that some aspects of the game events remained, we 

conducted these delayed memory recall interviews 3-to-4 weeks after stage 2 had 

finished. To guarantee inside validity, children did not have any other contact with 

SAMI at school for one month. In order to encourage children to say what they 

remembered, we asked them to play with SAMI again and to tell us how they played 

with Game 1: “The notes with SAMI” and Game 4: “Compose with SAMI”. We wrote 

down everything they told us and for each question included in the assessment page 

(Annex 2) we asked them to circle their choices with a marker.  

Phase 4: Interview with the teacher. We interviewed the teacher for 2 hours following 

a semi-structured interview format. We asked her about her opinion regarding the 

knowledge acquired by children from the games and about the children’s interest 

towards SAMI. Besides, they also replied questions about tablet use and options for 

their class. 

Control Group. Children were divided into groups of 20 and asked to play and perform 

music activities individually. We followed the traditional Montessori method for music 

learning, using seven coloured bells, where each bell/colour represents a different note 

in a musical scale (Figure 6). Children had already had some non-formal contact with 

the bells during the previous school year. Observations were carried out in their usual 

classroom, in a setting that was familiar to them over their weekly 2-hour long 

technology lesson, for a term of 5 weeks in the first quarter of the 2015-2016 school 

year.    

Observations and data collection were carried out in 4 phases summarised below: 

Phase 1. Exploration. The purpose of the first session is to allow children to familiarise 

themselves again with the Montessori bells. Their teacher plays all seven different notes 

with the bells and invites children to make musical compositions with various bells. 

Their teacher names the note being played and immediately asks children to play the 

corresponding bell. Their teacher then proposes discriminating particular notes. In this 

first stage, children use note/colour association to guess the sound associated to a bell. 

Phase 2. In phase 2, their teacher plays a musical note but children do not see the bells. 

When children are asked to play the same note, they must necessarily discriminate the 

sound. Their teacher makes sure children receive a positive feedback at all times, 

whether they succeed or fail to play a note. If they succeed with 10 notes, there is a 



 
 

reward: playing with soap bubbles. If they fail any given note, their teacher will 

encourage them to continue trying until they succeed in producing such musical note. 

As in the experimental group, children directly touch the bell they consider is the 

correct one and in case of doubt, they are allowed to try again.  

Phase 3: Interviews with children. In this case, we interviewed children and studied 

their views about using the coloured bells to learn musical notes. We used the same 

methodology and format as in the control group. To conduct the interviews, we returned 

2 weeks later to their ordinary classroom. In order to guarantee its validity, during these 

two weeks after the test was already finished, bells had not been used. We encouraged 

their participation by allowing them to make compositions and play to guess the right 

note. We then asked them if they consider that the game with the bells is difficult or not 

and why, if they like it or not and why and if they like to be observed while playing. 

Phase 4. Interview with the teacher. The same procedure as explained for the 

experimental studies was used for the control group. We interviewed the teacher during 

2 hours using a semi-structured interview format. In this case, we asked her about the 

use of the Montessori bells and encouraged her to share details of her experience and 

provide educational insights and views about phases 1 and 2. At the same time, we 

asked her specifically about the interest and motivation different games aroused in 

children. 

 

Figure 6: A girl from the control group playing with the bells 

 



 
 

4. Results 

4.1 Musical Note Learning and Auditory Discrimination  
Experimental Group. Children’s interactions with SAMI are recorded in log files. 

Based on the actions carried out by children with the games, we review the right and 

wrong answers for each of them. In the following section, we will focus on the results 

obtained for Game 1: “The notes with Sami”. This game allows us to analyse results for 

sound discrimination when children learn 7 musical notes. 

Table 3: Descriptive statistics of Game 1: “The notes with SAMI” for the experimental group 

 Mean 

( ) 

Median 

 

Standard 

Deviation 

(σ) 

N (Sample 

Size) 

Max. Min. 

Level 1 Right 4.89 5 0.68 35 

 

5 1 

Wrong 1 0 1.7 8 0 

Level 2 Right 9.88 10 0.76 43 10 5 

Wrong 3.33 2 3.93 15 0 

 

The statistical methodology used is based on a descriptive analysis of the number of 

right and wrong answers for each level, yielding results such as mean, median or 

standard deviation (Table 3). In level 1, we have 35 valid cases, as there is a 25.53% 

rate of lost cases at this level. Attendance reports show children absent from this class 

when they are ill as being unable to complete the session. In level 2 of Game 1, we have 

43 valid cases, as there is a 0.0% rate of lost cases at this level.  

 

 



 
 

Figure 7. Frequency percentages (right and wrong answers) in Game 1: “The notes with SAMI” 

Frequency distribution determines that the number of children who have completed 

level 1 and level 2 of Game 1, “The notes with SAMI”, is about 100% (Figure 7). 

Friedman’s test (p-value < .01) shows a significant difference when comparing the 

marks of the first and the third from the last session of level 2 for each child. Although 

there are methods that enable post-hoc tests (similar to Kruskal-Wallis’s post-hoc test), 

the power is such that obtaining significance is highly unlikely. The best strategy is to 

create a boxplot with the data (Gardener 2012). Figure 8 shows that the lowest marks in 

the first session are lower than those obtained in the last session, as their values are 

higher. In both sessions, there are children who get the highest mark, i.e. 10. In the first 

session, distribution is symmetrically done; in the last session, this effect is not 

observed. In the last session, average marks reach higher levels. They are near the 

maximum mark of 10 and there are more children with average marks. 

 

 

Figure 8. Boxplot comparing marks between the first and the third from the last sessions of 

level 2 for the experimental group. 

Control group. An assistant uses a spreadsheet to mark the right and wrong answers 

given by each child trying to discriminate the sounds with the bells in each session. In 

the following section we focus on the results obtained for the game in phase 2 during 

which the child cannot see the bells and, therefore, cannot make the note-colour 

association. This game allows us to analyse results for sound discrimination when 

children learn 7 musical notes. 

As in the case of the experimental group, we have carried out a descriptive analysis of 

the number of right and wrong answers, supplying summary results as mean, average or 

standard deviation (Table 4). For phase 2, we have 41 valid cases, and two lost cases. 



 
 

Attendance reports specify that both children were ill and they could not complete the 

sessions.  

Finally, Friedman’s test (p-value =0.01) shows significant differences regarding the 

marks in the first and the last session of phase 2 for each child. The related boxplot 

(Figure 9) shows a difference in the marks regarding the first and the last sessions, as 

the marks in the last session are higher than those in the first one.  

Table 4: Descriptive statistics for the control group 

 Mean 

( ) 

Median Standard 

Deviation 

(σ) 

N (Sample 

Size) 

Max. Min. 

Level 2 Right 9.5 10 2.13 43 

 

10 10 

Wrong 17.86 16 10.44 44 2 

 

 

Figure 9. Boxplot comparing marks between the first and last sessions of phase 2 for the control 

group. 

Control Group vs Experimental Group. Comparison between the control group and the 

experimental group is based on tests for comparing means and variances. The t-test for 

independent samples (p-value< .001) shows that the average marks for both samples are 

different. Levene test for the variance comparison (p-value< .001) demonstrates that 

there are some variations in the marks of the control group and those of the 

experimental group. The effect size calculated for the marks and the one obtained by 

Cohens, d value (= 1.9) and effect-size r (= 0.7), show that it is a long effect. In order to 

express the different marks between the control group and the experimental group in a 

clearer way, we have created a boxplot with the marks of both groups in the last session 

(Figure 10).  



 
 

 

Figure 10: Boxplot comparing the marks obtained in the last session by the control and 

experimental groups 

 

4.2 Children’s interest and motivation 
Experimental Group. The analysis of the interviews with children (Figures 11 and 12) 

shows that the majority of the children prefer Game 4: “Compose with SAMI”, where 

they may compose a melody freely, save the composition to share it with others, play 

said composition and even change it if they do not like it. The game they like the most 

and the most interesting one for them is the one which encourages their creativity, as 

shown in this video: https://youtu.be/R7Y27eDdGNg. The games they like the least are 

Game 2: “SAMI says” and Game 3: “Catch SAMI”. As for Game 2 –repeating a 

sequence of notes, which is more and more difficult each time– they think that 

“sometimes it is very difficult to win”. And talking about Game 3, children think that 

“sometimes I catch it and sometimes I do not”, “it goes too quickly”, “it is highly boring 

and it is always the same” and “you have to touch it and it takes you too much time to 

get the reward”. 

In the interview with their teacher, she gave us qualitative descriptions about the evident 

interest and the feasibility of using the tablet as a tool in an early education setting. In 

addition, she realised that children were highly interested in using this new technology. 

With reference to the games offered by SAMI, among the different opinions expressed 

by teacher, we would like to distinguish the following ones: “I really like the SAMI app, 

especially Game 4 in which children may express musically promoting creativity and 

sharing musical ideas”. “Game 1 has been quite a difficult challenge but surprisingly, 

they have all liked it. It is obvious that children do not like easy things”.  

https://youtu.be/R7Y27eDdGNg


 
 

When we asked her if children were excited because it was a new activity outside the 

ordinary classroom, their teacher replied the following:  

“Children wanted to play with SAMI. They stroke the mascot and they asked to attend 

the classes: “Can I go now? Can I go now?” Nevertheless, children know that when 

they use computers or tablets, the activity will always take place in a classroom 

different from the ordinary one. Besides, these children are accustomed to using 

educational apps, because in the past, we used them in class. Therefore, I do not believe 

that the fact of being a new activity has influenced on the interest they have towards 

SAMI”.  

 

 

Figure 11. Children perceived learning benefits (I) 

 

Figure 12. Children perceived learning benefits (II) 



 
 

Control Group. Analysis of the interviews with children (Figure 13) shows that all 

children enjoy the bell game, 82% do not find the game difficult and that they all like to 

be observed while playing. The interview and the survey have been done with 91.5% of 

the children. In the interviews with children, they told us the reasons for their replies in 

the survey. Thus, we know that they like the game because it is easy, enjoyable, they 

always have some correct notes and because they may blow soap bubbles. They like the 

bells, as a game element, because they have colours, they make noise and they are fully 

heard. They like to be observed while playing, especially by their teacher because thus, 

“they do not get lost”, because “she is nice” and because as a reward she lets them play 

with bubbles.  

In the interview with the teacher, she gave us qualitative descriptions about the interest 

of using bells with different colours in early educational settings. Their teacher realizes 

that the game with bells is not easy. Children are both motivated and interested in 

playing and they ask her to choose them to play. She believes that such interest and 

motivation are, partially, due to the prize of “playing with bubbles at the end”. When we 

ask her if it is because it is something new, she thinks that this is not the reason because 

“children had already used bells during the previous school year to make compositions”. 

She believes that the procedure for data collection “is highly complicated for being 

carried out by only one teacher; the best alternative is that one teacher carries out the 

procedure and another auxiliary teacher writes down the comments”. Besides, it is 

necessary for this game to have one person indicating which one is the correct note and 

therefore, “autonomous learning is not possible”.  

 

Figure 13. Results of the interview with children 

 

5. Discussion and result interpretation 
The results of the Friedman test for both groups indicate a progression in the scores 

along sessions. This progression is significant, for the experimental group between the 

first and the next to last session, and for the control group, from the first until the last 



 
 

session. The analysis of means and variances between the control and experimental 

groups yields a significant difference in marks, showing a large effect size. This result 

points out a significant effect on children using SAMI technology in comparison with 

those using the traditional coloured bells learning method. Surveys and interviews with 

children show evidence on the positive effect of technology on children’s motivation 

and interest in the experimental group. These results are in line with previous findings 

and teachers’ perceptions, i.e. in Couse and Chen (2010) the authors have found a high 

level of interest of preschoolers using tablets for daily educational activities like 

drawing. 

 

In relation to the learning of musical notes, in Baratè, Bergomi and Ludovico (2013), 

the authors state that serious games can be applied to music education for a number of 

different purposes. In their study, Baraté and colleagues consider that a fundamental 

task of the serious game consists in preparing users to recognise notes in any key, which 

is “one of the most boring aims a student of music has to reach in any basic level music 

course”. The results of our investigation are consistent with these observations; learning 

games fosters effective learning of musical notes, and we give a step forward, 

highlighting also the importance of learning games for children’s creativity. Through 

the survey and interview with their teacher, we have observed how SAMI’s game 4: 

“Compose with SAMI”, encourages and enables creativity, allowing children to create 

and share their free music compositions. Educational apps can also encourage and 

enable children’s creativity in other areas, as asserted in a study that assesses an app for 

the development of children’s story-telling (Jerry Alan Fails, Druin, and Guha 2010). 

 

The relevance of content design and appliance with which children can interact when 

they perform a task with a mobile device has been reflected in a number of studies in 

the field of Human Computer Interaction (HCI) (J.A. Fails, Druin, and Guha 2014; 

Falloon 2013). In the particular case of content design for auditory discrimination, the 

results of this study reinforce the importance of including in the activity sequencing 

tasks with a progressive level of difficulty. Both for the control and the experimental 

group, the preliminary stage –in which children learn the note-colour association– 

allows reaching the next stage with a similar knowledge. In the experimental group, the 

descriptive statistics in Table 3 and the frequency analysis of the game (Figure. 7) show 

a very high number of correct answers and students have only a few wrong answers. 

This statistical analysis allows us to state that the first stage of note-colour association is 

adequate and suitable to introduce the pitch of musical notes. In level 2 of the game, we 

have observed how students have also completed the level (obtained 10 points), but they 

have made more mistakes in the process if compared to level 1. This is a rather logical 

fact because, in the second level, students have no note-colour association and they need 

to make a correct sound discrimination of 10 musical notes to complete it. Another 

highlight of the results for content design is the requirement for introducing motivating 

elements, such as a reward, i.e. for the experimental group, on-screen scoreboards and 

confetti, or a character such as SAMI. Having a character is in line with previous 

findings stating that the emotional attachment of humans towards meaningful characters 



 
 

or mascots can be used to motivate children to learn in a digital classroom environment 

(Lauricella, Gola, and Calvert 2011; Chen et al. 2007) . In our study, teachers have 

mentioned during interviews that children stroke SAMI. In the control group, interviews 

and surveys have shown us that the reward, i.e. making soap bubbles, produces an 

extrinsic motivation for the child. Children consider that their teacher gives them some 

support during the game, apart from always receiving a positive feedback, as she 

encourages them to finish the game and gives them a prize at the end –blowing soap 

bubbles.   

 

Regarding the devices used, one of the bases of Montessori method (Montessori 1912) 

says that students learn concepts from working with materials, rather than by direct 

instruction. For the children in the control group, Montessori bells are a direct 

interaction element which produces noise and may be properly heard. This is the reason 

why they like them. In the case of SAMI technology, the lateral intonation bar where 

children place the notes is based on the Kodály Method (Jacobi 2011). This vertical 

intonation line gives children the possibility to relate the deepest notes to the lowest 

positions in the bar, and the highest notes to the highest positions. This is not possible 

when the bells are on a table, as such distribution follows the Western reading pattern, 

from left to right, and it follows the position of the notes on a piano or metallophone. 

The association of the height in the intonation line with the high or deep sound level 

yields, as a result, better marks in the experimental group than in the control group 

(Figure 10). Children from the experimental group carry out fewer attempts to give the 

correct note while in the control group they have to make more attempts and, therefore, 

more mistakes before they find the correct note.    

 

Finally, the use of the mobile SAMI technology is a benefit for autonomous learning, 

which is not possible with the traditional bell method. The bell game demands the 

teacher’s attention towards children while playing, in order to tell them if they have 

chosen the correct note or not. Surveys in the control group show that children like to be 

observed while playing and they feel neither pressure nor distress. 

5.1 Study limitations 
In this study we present and describe the results of music learning in preschool through 

the use of our mobile app, SAMI, specifically designed for this purpose. We also 

investigate the effectiveness in instruction by comparing the results of a control group 

(n=43) that follows a traditional Montessori method and an experimental group (n=43) 

that uses SAMI. A few limitations of this study deserve consideration. While our 

findings are consistent with previous studies on the use of mobile technologies in 

education (See section 1), they also point to the need of further research to determine 

the influence of educational and contextual factors in the results. The use of 

classification algorithms (C. Romero et al. 2008), such as regression models based on 

age, gender, psychological and educational factors, could contribute to reveal relevant 

aspects about how children interact with technology. At the same time the identification 

of cognitive, emotional and behavioural responses could help to improve the design of 



 
 

educational apps and enhance the appeal of technology. The appeal of technology has 

proven its relevance in previous studies (Yu et al. 2012; Wake 2012) and it can be 

considered a variable within the study of interest and motivational aspects of mobile 

learning. 

6. Conclusions and future work 
The focus of this paper contributes to supporting musical education as a school 

curriculum area that seems to be overlooked in most innovations for teaching and 

learning. “SAMI: Music learning in early childhood education with mobile devices” is a 

pioneer project that has enabled the introduction of music learning in preschool and has 

been awarded a prize by the Council of Education of the Principality of Asturias in 

Spain. This work shows that technology can provide conditions for music learning that, 

otherwise, would be very difficult to create for instance, by allowing individual 

interaction and autonomous learning on mobile devices, and providing audio materials 

for sound discrimination and tone identification.  

This study explored the viability of mobile devices, in particular tablets, for music 

learning in early childhood education. SAMI is an educational game that facilitates 

development of sound discrimination as well as identification of sounds and notes in an 

octave of the musical scale. SAMI has been used with pre-schoolers in a real learning 

context. Children felt comfortable playing with the games offered by SAMI, and they 

improvised musical compositions they then shared with their classmates.  

The comparison between a control group and an experimental group has given us 

significant results regarding the effect of technologies on children. Interviews show the 

motivation and interest elements present in the use of SAMI technology. Statistical 

analysis of data collected for both groups gives us the possibility to recognise some of 

the necessary items for a suitable design in kindergarten mobile learning. In an 

educational app, the contents, navigation and elements with which children interact 

need to be adapted to the specific subject of study. Content browsing should be based 

on learning sequences and widgets ought to be user-friendly, as it is the case with the 

lateral intonation bar where children place the notes. This design also facilitates young 

children’s understanding of the relationship between the “height” of a note and the 

sound tone. The interfaces with which children interact must include colours and 

elements that stimulate children’s creativity and extrinsic motivation –such as 

meaningful characters or mascots–, scoreboards and on-screen rewards –such as smiley 

faces and confetti as it happens on SAMI– or tangible rewards –like playing with soap 

bubbles in the case of the control group. In addition, the different behaviour profiles 

found show the need to adapt the learning syllabus to children’s needs and 

characteristics. 

The results from this study contribute to the design and evaluation of mobile games for 

children in formal, informal and non-formal settings. Further studies in different 

educational contexts and an increased sample size would be necessary to verify these 



 
 

findings and allow to extrapolate and generalise the results. Additionally, we suggest 

the following lines for future work: A suitable learning design in the applications of 

mobile learning must be accompanied by a multidisciplinary team with experience in 

pedagogy and technology, which can take a coordinated approach for developing an 

educational syllabus adapted to children’s specific characteristics and needs. Automated 

log analysis in educational apps can facilitate capturing children’s interaction, real-time 

interpretation and intervention. In this context, the use of learning analytics in mobile 

learning applications may lead to the identification of opportunities and improvements 

in teaching and learning processes. 
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ANNEX 1: Music Learning Apps  
Bubble Music; Identifying musical instruments by sight and sound, learning the sounds 

of musical notes, and writing music. 

Dubstep Drum Pads; App for composing beats and music with the fingers. 

Fun with notes; Learning the musical notes, sounds, positions on the staff and on the 

keyboard. 

Kids Make Music Lite; Making music compositions with different instruments. 

Kids games piano; App focused on recognising different keys of the piano 

Kids Piano; Playing and singing popular melodies with a piano. 

Little musical loops; Creating small musical loops using a guitar or piano and change 

the tempo. 

Melodyline; App for creating melodies. 

Music Tales-Kids Learn Notes; This app works with the pitch, musical notes and 

knowledge about musical instruments. 

Note teacher; App designed to help learning musical notes 

Note Trainer Learn Piano; App aimed at recognising musical notes. 

Piano Lessons; Learning how to play piano 

Prelude Composer; Making music compositions. 



 
 

Sound Toy mix; A visual music composer 

Vibrafun; It shows how to play several popular songs on the vibraphone, marimba or 

xylophone. In addition it is possible to record, save and load recordings. 

Xylophone for children; Learning and recording songs using different musical 

instruments: xylophone, wind, strings, choirs, etc. 

Xylophone Master; Songwriting with xylophone. 

123Kids Fun Music; Learning the sound of instruments such as xylophones, drums, 

guitars, trumpets, flutes, bells, etc. 

ANNEX 2: Children’s questionnaire 

NAME: 

COURSE: 

Which is the game you like the most? 

 

Which is the game you like the least? 

 

Have you learnt anything? 

TO COMPOSE MUSIC  



 
 

TO CATCH SAMI    

TO MOVE SAMI UP AND DOWN   

MUSICAL NOTES  

TO SING WITH SAMI  

NO/I DON’T KNOW 

 

References 
 

Akl, Elie A., Richard W. Pretorius, Kay Sackett, W. Scott Erdley, Paranthaman S. 

Bhoopathi, Ziad Alfarah, and Holger J. Schünemann. 2010. “The Effect of 

Educational Games on Medical Students’ Learning Outcomes: A Systematic 

Review: BEME Guide No 14.” Medical Teacher 32 (1): 16–27. 

Arnab, Sylvester, Riccardo Berta, Jeffrey Earp, Sara De Freitas, Maria Popescu, 

Margarida Romero, Ioana Stanescu, and Mireia Usart. 2012. “Framing the 

Adoption of Serious Games in Formal Education.” Electronic Journal of E-

Learning 10 (2): 159–171. 

Arvanitis, Theodoros N., Argeroula Petrou, James F. Knight, Stavros Savas, Sofoklis 

Sotiriou, Michael Gargalakos, and Elpida Gialouri. 2009. “Human Factors and 

Qualitative Pedagogical Evaluation of a Mobile Augmented Reality System for 

Science Education Used by Learners with Physical Disabilities.” Personal and 

Ubiquitous Computing 13 (3): 243–250. doi:10.1007/s00779-007-0187-7. 

Baratè, A., M.G. Bergomi, and L.A. Ludovico. 2013. “Development of Serious Games 

for Music Education.” Journal of E-Learning and Knowledge Society 9 (2): 93–

108. 

Bauer, W.I., S. Reese, and P.A. McAllister. 2003. “Transforming Music Teaching via 

Technology: The Role of Professional Development.” Journal of Research in 

Music Education 51 (4): 289–301. 

Blaine, Tina, and Sidney Fels. 2003. “Contexts of Collaborative Musical Experiences.” 

In Proceedings of the 2003 Conference on New Interfaces for Musical 

Expression, 129–134. National University of Singapore. 

http://dl.acm.org/citation.cfm?id=1085745. 

Burns, Amy M. 2006. “Integrating Technology into Your Elementary Music 

Classroom.” General Music Today 20 (1): 6–11. 

Chen, Zhi-Hong, Chih-Yueh Chou, Yi-Chan Deng, and Tak-Wai Chan. 2007. “Active 

Open Learner Models as Animal Companions: Motivating Children to Learn 

through Interacting with My-Pet and Our-Pet.” International Journal of 

Artificial Intelligence in Education 17 (2): 145–167. 

Clements, Douglas H., and Julie Sarama. 2003. “Young Children and Technology: 

What Does the Research Say?” YC Young Children 58 (6): 34–40. 

Cohen, Jacob. 1988. Statistical Power Analysis for the Behavioral Sciences. 2nd Edn. 

Hillsdale, New Jersey: L. Erlbaum. 



 
 

Couse, Leslie J., and Dora W. Chen. 2010. “A Tablet Computer for Young Children? 

Exploring Its Viability for Early Childhood Education.” Journal of Research on 

Technology in Education 43 (1): 75–96. 

Druin, Allison. 2002. “The Role of Children in the Design of New Technology.” 

Behaviour and Information Technology 21 (1): 1–25. 

Egenfeldt-Nielsen, S. 2006. “Overview of Research on the Educational Use of Video 

Games.” Digital Kompetanse 1 (3): 184–213. 

Fails, J.A., A. Druin, and M.L. Guha. 2014. “Interactive Storytelling: Interacting with 

People, Environment, and Technology.” International Journal of Arts and 

Technology 7 (1): 112–124. doi:10.1504/IJART.2014.058946. 

Fails, Jerry Alan, Allison Druin, and Mona Leigh Guha. 2010. “Mobile Collaboration: 

Collaboratively Reading and Creating Children’s Stories on Mobile Devices.” In 

Proceedings of the 9th International Conference on Interaction Design and 

Children, 20–29. IDC ’10. New York, NY, USA: ACM. 

doi:10.1145/1810543.1810547. 

Falloon, Garry. 2013. “Young Students Using iPads: App Design and Content 

Influences on Their Learning Pathways.” Computers & Education 68 (October): 

505–521. doi:10.1016/j.compedu.2013.06.006. 

Gardener, Mark. 2012. Beginning R: The Statistical Programming Language. John 

Wiley & Sons. 

Gimbert, Belinda, and Dean Cristol. 2004. “Teaching Curriculum with Technology: 

Enhancing Children’s Technological Competence during Early Childhood.” 

Early Childhood Education Journal 31 (3): 207–216. 

Gordon, Ann, and Kathryn Browne. 2013. Beginnings & beyond: Foundations in Early 

Childhood Education. Cengage Learning. 

Hallam, S. 2010. “The Power of Music: Its Impact on the Intellectual, Social and 

Personal Development of Children and Young People.” International Journal of 

Music Education 28 (3): 269–289. doi:10.1177/0255761410370658. 

Hargreaves, David J., Nigel A. Marshall, and Adrian C. North. 2003. “Music Education 

in the Twenty-First Century: A Psychological Perspective.” British Journal of 

Music Education 20 (02): 147–163. 

Haugland, Susan W. 1999. “What Role Should Technology Play in Young Children’s 

Learning? Part 1.” Young Children 54 (6): 26–31. 

Hinostroza, J. Enrique, Christian Labbe, and Carolina Matamala. 2013. “The Use of 

Computers in Preschools in Chile: Lessons for Practitioners and Policy 

Designers.” Computers & Education 68 (October): 96–104. 

doi:10.1016/j.compedu.2013.04.025. 

International Society for Technology in Education (ISTE). 2014. “ISTE Standards for 

Students.” Standards for Students. http://www.iste.org/standards/ISTE-

standards/standards-for-students. 

Jacobi, Bonnie S. 2011. “Kodály, Literacy, and the Brain: Preparing Young Music 

Students to Read Pitch on the Staff.” General Music Today. 

doi:10.1177/1048371311414182. 

Jorquera-Jaramillo, María-Cecilia. 2004. “Métodos Históricos O Activos En Educación 

Musical [Historical Methods or Active in Music Education].” Revista 

Electrónica de LEEME, no. 14: 3. 

Klopfer, Eric. 2008. Augmented Learning: Research and Design of Mobile Educational 

Games. The MIT Press. 

Koper, Rob, and René Van Es. 2003. “Modeling Units of Learning from a Pedagogical 

Perspective.” In Modeling Units of Study from a Pedagogical Perspective: The 



 
 

Pedagogical Meta-Model behind EML. Educational Technology Expertise 

Centre. Open University of the Netherlands. http://hdl.handle.net/1820/36. 

Kukulska-Hulme, Agnes. 2005. “Mobile Usability and User Experience.” In Mobile 

Learning: A Handbook for Educators and Trainers, 45–56. Routledge. 

https://books.google.com/books?hl=en&lr=&id=onctUPCDt3wC&oi=fnd&pg=

PA45&dq=Mobile+usability+and+user+experience&ots=PWwSLxEx_k&sig=y

HuVKqZKh6R9yt5LYXIbKuh-l7A. 

Lauricella, A.R., A.A.H. Gola, and S.L. Calvert. 2011. “Toddlers’ Learning from 

Socially Meaningful Video Characters.” Media Psychology 14 (2): 216–232. 

doi:10.1080/15213269.2011.573465. 

Liu, T.-Y., T.-H. Tan, and Y.-L. Chu. 2009. “Outdoor Natural Science Learning with an 

RFID-Supported Immersive Ubiquitous Learning Environment.” Educational 

Technology and Society 12 (4): 161–175. 

Martin, Florence, and Jeffrey Ertzberger. 2013. “Here and Now Mobile Learning: An 

Experimental Study on the Use of Mobile Technology.” Computers & 

Education 68 (October): 76–85. doi:10.1016/j.compedu.2013.04.021. 

Martín-Gutiérrez, Jorge, José Luís Saorín, Manuel Contero, Mariano Alcañiz, David C. 

Pérez-López, and Mario Ortega. 2010. “Design and Validation of an Augmented 

Book for Spatial Abilities Development in Engineering Students.” Computers & 

Graphics 34 (1): 77–91. doi:10.1016/j.cag.2009.11.003. 

McGregor, Emily. 2013. “What Are the Advantages and Disadvantages of a Musical 

Education in Regard to Children?” Dissertation BA (Hons). 

https://www.yumpu.com/en/document/view/6118333/what-are-the-advantages-

and-disadvantages-of-a-musical-education-. 

Mitroo, J. B., Nancy Herman, and Norman I. Badler. 1979. “Movies from Music: 

Visualizing Musical Compositions.” ACM SIGGRAPH Computer Graphics 13 

(2): 218–225. 

Molin-Juustila, Tonja, Marianne Kinnula, Netta Iivari, Leena Kuure, and Eija Halkola. 

2015. “Multiple Voices in ICT Design with Children - a Nexus Analytical 

Enquiry.” Behaviour & Information Technology 34 (11): 1079–1091. 

doi:10.1080/0144929X.2014.1003327. 

Montessori, Maria. 1912. The Montessori Method. Scientific Pedagogy as Applied to 

Child Education in “the Children’s Houses.” New York: Fredick A. Stokes 

Company. 

National Council for Accreditation of Teacher Education. 2008. “Professional Standards 

for the Accreditation of Teacher Education Institutions.” 

http://www.ncate.org/Portals/0/documents/Standards/NCATE%20Standards%20

2008.pdf. 

O’Malley, Claire, Giasemi Vavoula, JpP Glew, Josie Taylor, Mike Sharples, Paul 

Lefrere, Peter Lonsdale, Laura Naismith, and Jenny Waycott. 2005. “Guidelines 

for Learning/teaching/tutoring in a Mobile Environment.” https://hal.archives-

ouvertes.fr/hal-00696244/. 

Parikh, Madhavi. 2012. “Technology and Young Children. New Tools and Strategies 

for Teachers and Learners. Introduction and Resources.” YC Young Children 67 

(3): 10–13. 

Parra-Damborenea, J. 2014. “Reactblocks: A 3D Tangible Interface for Music 

Learning.” Master Thesis, Barcelona (Spain): Universitat Pompeu Fabra. 

http://mtg.upf.edu/node/3085. 



 
 

Plowman, Lydia, Olivia Stevenson, Christine Stephen, and Joanna McPake. 2012. 

“Preschool Children’s Learning with Technology at Home.” Computers & 

Education 59 (1): 30–37. doi:10.1016/j.compedu.2011.11.014. 

Purwins, Hendrik, Maarten Grachten, Perfecto Herrera, Amaury Hazan, Ricard Marxer, 

and Xavier Serra. 2008. “Computational Models of Music Perception and 

Cognition II: Domain-Specific Music Processing.” Physics of Life Reviews 5 (3): 

169–182. doi:10.1016/j.plrev.2008.03.005. 

R Development Core Team. 2012. R: A Language and Environment for Statistical 

Computing. Computer Software Handbook. Vienna, Austria. https://cran.r-

project.org/manuals.html. 

Riley, Patricia. 2013. “Teaching, Learning, and Living with iPads.” Music Educators 

Journal 100 (1): 81–86. 

Romero, Cristóbal, Sebastián Ventura, Pedro G. Espejo, and César Hervás. 2008. “Data 

Mining Algorithms to Classify Students.” In EDM, 8–17. 

http://www.educationaldatamining.org/EDM2008/uploads/proc/full%20proceedi

ngs.pdf#page=8. 

Romero, Margarida, Mireia Usart, Michela Ott, Jeffrey Earp, Sara de Freitas, and 

Sylvester Arnab. 2012. “Learning through Playing for or against Each Other? 

Promoting Collaborative Learning in Digital Game Based Learning.” Learning 

5: 15–30. 

Rose, David H., and Anne Meyer. 2002. Teaching Every Student in the Digital Age: 

Universal Design for Learning. Association for Supervision and Curriculum 

Development. ERIC. 

http://www.eric.ed.gov/ERICWebPortal/recordDetail?accno=ED466086. 

Savage, J. 2007. “Reconstructing Music Education through ICT.” Research in 

Education 78 (1): 65–77. 

Sotiriou, Sofoklis, and Franz X. Bogner. 2008. “Visualizing the Invisible: Augmented 

Reality as an Innovative Science Education Scheme.” Advanced Science Letters 

1 (1): 114–122. 

Swaminathan, Sudha, and June L. Wright. 2003. “Education Technology in the Early 

and Primary Years.” In Major Trends and Issues in Early Childhood Education: 

Challenges, Controversies, and Insights, 136–149. New York, NY, USA: 

Teachers College Press. 

Vernadakis, N., A. Avgerinos, E. Tsitskari, and E. Zachopoulou. 2005. “The Use of 

Computer Assisted Instruction in Preschool Education: Making Teaching 

Meaningful.” Early Childhood Education Journal 33 (2): 99–104. 

doi:10.1007/s10643-005-0026-2. 

Wake, Donna G. 2012. “Exploring Rural Contexts with Digital Storytelling.” The Rural 

Educator 33 (3). 

http://epubs.library.msstate.edu/index.php/ruraleducator/article/view/141. 

Webster, Peter R. 2007. “Computer-Based Technology and Music Teaching and 

Learning: 2000–2005.” In International Handbook of Research in Arts 

Education, 1311–1330. Springer. http://link.springer.com/chapter/10.1007/978-

1-4020-3052-9_90. 

Wise, S., J. Greenwood, and N. Davis. 2011. “Teachers’ Use of Digital Technology in 

Secondary Music Education: Illustrations of Changing Classrooms.” British 

Journal of Music Education 28 (2): 117–134. doi:10.1017/S0265051711000039. 

Wouters, Pieter, and Herre van Oostendorp. 2013. “A Meta-Analytic Review of the 

Role of Instructional Support in Game-Based Learning.” Computers & 

Education 60 (1): 412–425. doi:10.1016/j.compedu.2012.07.018. 



 
 

Wu, Wen-Hsiung, Yen-Chun Jim Wu, Chun-Yu Chen, Hao-Yun Kao, Che-Hung Lin, 

and Sih-Han Huang. 2012. “Review of Trends from Mobile Learning Studies: A 

Meta-Analysis.” Computers & Education 59 (2): 817–827. 

Yu, Kuang-Chao, Kuen-Yi Lin, Feng-Nien Han, and I.-Ying Hsu. 2012. “A Model of 

Junior High School Students’ Attitudes toward Technology.” International 

Journal of Technology and Design Education 22 (4): 423–436. 

Zhou, Feng, Henry Been-Lirn Duh, and Mark Billinghurst. 2008. “Trends in 

Augmented Reality Tracking, Interaction and Display: A Review of Ten Years 

of ISMAR.” In Proceedings of the 7th IEEE/ACM International Symposium on 

Mixed and Augmented Reality, 193–202. 

http://dl.acm.org/citation.cfm?id=1605333. 

 


