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Introduction

In recent decades, research has focused on whether it is pos-
sible to transfer values in education and if so, how exactly. At 
the turn of the 20th century, the common feature of approaches 
to pedagogical reform lay in the great importance attributed 
to the development of artistic, physical, and social skills 
(Váradi, 2019). In addition to respecting children’s need for 
freedom, a coherent system of pedagogical theories and 
practices was later enriched by the need to create a sense of 
community (Pukánszky & Németh, 1996). In addition to the 
transfer of knowledge, schools also play a significant role in 
the process of socialization. Socialization is the process of 
integration into society, during which individuals learn, 
among other things, about themselves, their environment, the 
rules of social coexistence, socially acceptable behavior, val-
ues and norms, the basic rules of institutional and commu-
nity behavior, as well as the necessary skills for the integration 
into adult society (Meszaros et al., 2003; Németh, 1997). In 
other words, children learn to live and behave as humans 

(Bagdy, 1986). The question thus arises as to how we as a 
music educators can help this process, and what possibilities 
and methods are available to us to that end.

The educational role of music in addition to the impact of 
music on the development of general skills, and its social and 
emotional effects have also become a topics of research. The 
concept of art education, in particular education through art, 
was defined by Read (Kiss, 2017) who contended that the 
innermost self can manifest itself through art, which also 
helps in achieving harmony and a balanced life. Art pedagogy 
could therefore be a solution to develop harmonious selfhood 
while shaping and enriching students’ personalities.
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Abstract
Social-emotional learning (SEL) is a topic of increasing focus in the education sector. SEL is the process by which children 
acquire the knowledge, skills, and attitudes to effectively recognize and manage emotions, to formulate positive goals, to 
feel empathy for others, to establish and maintain functioning social relationships. It develops to take responsible decisions, 
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the university library were used. The study also examined the relationship between social-emotional learning and the world-
wide well-known Kodály Concept and the effect of Kodály’s vision of music education as a forerunner of socio-emotional 
skills development. The relationship between social-emotional skills and music was explored by reviewing the international 
music-specific literature from music psychology, music education, music therapy, and music for health and wellbeing. In order 
to illuminate the problem and to develop a holistic approach, the 100 studies presented here summarize research findings 
made and presented in different countries around the world.

Keywords
emotional development, Kodály Concept, music education, social-emotional learning, social–emotional competence

https://journals.sagepub.com/home/sgo
mailto:judit.varadi.06@gmail.com
http://crossmark.crossref.org/dialog/?doi=10.1177%2F21582440211068501&domain=pdf&date_stamp=2022-01-11


2	 SAGE Open

However, practice shows that research results, even 
though they have held up for decades and centuries, are dif-
ficult to incorporate into the world of everyday pedagogy. 
Seligman et al. (2009) surveyed parents on what they wanted 
for their children. The response (happiness, trust, content-
ment, balance, good things, kindness, health, satisfaction, 
self-confidence) suggest that parents value well-being the 
most. In comparison, they were asked what they thought the 
school prepared their children for. The responses (perfor-
mance, thinking skills, success orientation, discipline, and 
sciences) reveal no overlap between the two sets of expecta-
tions. Inglehart et  al. (2008) analyzed five surveys carried 
out between 1981 and 2007 in the framework of the World 
Values Survey and the European Values Study. According to 
a regression analysis of a database people feel increasingly 
happy, yet their satisfaction with life has declined signifi-
cantly in recent decades.

The synergy between learning and positive emotions 
demonstrates that happiness and well-being can and should 
be taught in school (Fodor & Korényi, 2019). Positive emo-
tions make students open and creative, encouraging them to 
begin exploring while learning, and help them overcome 
challenges, thus generating further positive emotions as a 
result of experienced success (Oláh, 2004). Happiness is 
divided into different fields by positive psychology, all of 
which are skill-based, teachable, and measurable (Seligman, 
2002). One such aspect is the state of flow, wherein one is 
completely dissolved and immersed in what one is doing. 
People experiencing flow are filled with joy. As a result of 
the flow state, we do not perceive much of the activity which 
we find interesting and challenging as “work.” Difficulties 
do not appear as obstacles but rather inspire us to find ade-
quate solutions. A successful solution and its implementation 
fill us with joy and pride (Csikszentmihalyi, 1990).

The Concept of Social and Emotional 
Learning

Children face countless social and emotional challenges 
affecting their daily functioning (Edgar, 2013). Several stud-
ies have suggested that school education does not adequately 
prepare children for the challenges and expectations of life, 
and mastering the curriculum is not enough to make students 
into successful adults with life skills (Fodor & Korényi, 
2019; Friedlaender et al., 2014; Seligman, 2002). Social and 
emotional development, including the recognition and under-
standing of others’ and one’s own emotions as well as socio-
cultural effects regarding the expression and regulation of 
emotions, exerts a substantial influence on children’s devel-
opment through the complex interactions between emotions, 
personality and social relationships (Thomson & Virmani, 
2012).

Social and emotional learning is the process by which 
children (and adults) acquire the knowledge, skills, and 

attitudes to recognize and manage emotions effectively, to 
formulate positive goals, to feel and show empathy for oth-
ers, to establish and maintain functioning social relation-
ships, and to make responsible decisions (Jones & Bouffard, 
2012). The term social emotional learning was first used in 
1994 (Edgar, 2013). SEL focuses on positive youth develop-
ment, health promotion, and prevention of problematic 
behaviors (Collaborative for Academic Social and Emotional 
Learning [CASEL], 2006a). As opposed to unilateral cogni-
tive development at school, social and emotional learning 
(SEL) draws attention to the development of emotional and 
social skills, which determine students’ successful academic 
performance (Friedlaender et  al., 2014; Greenberg et  al., 
2003). They also ensure the healthy transformation into 
adulthood, useful work, a good quality of life, and well-
being. In developing social and emotional skills, people must 
learn to interpret and understand emotions, manage impulses, 
motivate themselves, and accept the context of community 
(Pianta & La Paro, 2003; Raver, 2002).

Research Method, Research Questions 
and Hypotheses

In this study, we draw from of previous research and litera-
ture to explore how music education can contribute to the 
role of socialization by assisting emotional development.

We have examined what kind of effect participatory musi-
cal activity has on the recognition of emotions (i.e., in the 
preceding section). Two further question now arise:

1.	 Does music education affect the development of self-
knowledge and self-esteem?

2.	 Is there a relationship between music education and 
the formation of social awareness and social 
connections?

For our research, in addition to books available at the uni-
versity and our own personal library, we consulted topical 
studies from peer-reviewed scientific journals available  
in Internet databases. The studies were selected using the 
Google Scholar and Web of Science database. Using appro-
priate keywords (the relationship between music education 
and social-emotional learning), we classified the search 
results by topic and organized them through the method of 
document exploration. According to our hypothesis, the 
emotional impact of music has a positive influence on the 
social and emotional development of children who partici-
pate in music education, making it easier for them to recog-
nize their own emotions, which they can express and 
experience better through music. We hypothesize that music 
education in a group setting helps develop acceptance of and 
interactions with others, and that the social experience sur-
plus of joint activities also has a positive influence on 
empathy.
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Discussion

Links Between Music Education and the 
Development of Social and Emotional 
Competencies

The aim of music education is to enrich one’s personality as 
much as possible through the process of emotional sensitiza-
tion. Scholars, religious leaders, politicians, and philoso-
phers, including Plato, Aristotle, St. Augustine, Boethius, 
Martin Luther, John Calvin, Comenius, Pestalozzi, and 
Spencer recognize the importance and social necessity of 
music education were recognized centuries ago by In their 
experience, the issue of music education is of social signifi-
cance, because its personality-improving and community-
building potential helps achieve and maintain the desired and 
expected social norm (Mark, 1999) and has a strong effect on 
mood and emotions (Sloboda & Juslin, 2001). Music and 
dance are considered effective in creating and maintaining 
social bonds and prosocial engagement among members of 
social groups (Cirelli, Wan et  al., 2014; Huron, 2001; 
McNeill, 1995; Roederer, 1984; Wiltermuth & Heath, 2009).

Exploring the dynamics of musical development, 
Blacking (1967) has found that the main effects of childhood 
commitment to music lie in the field of sociality. “Knowledge 
of the children’s songs is a social asset, and in some cases a 
social necessity for any child who wishes to be an accepted 
member of his own age group” (Blacking, 1967, p. 31, cited 
by Cross, 2007, p. 26). People have different views on the 
essence of music, but what is clear is that it is embedded in 
social activities through its role in managing social relation-
ships and developing social skills. Music is a centuries-old 
method of communication based on nonverbal foundations, 
while it is at the same time a time-bound, symbolic form of 
expression, which is realized in a pattern of experience, is 
ubiquitous, affects personality as well as behavior, and forms 
part of identity (MacDonald et  al., 2012). According to 
Koelsch (2014), the social and emotional power of music is 
based on the fact that music activity (such as singing) repre-
sents a multifaceted realm of experiences.

In the international literature, several studies address the 
positive effects of different branches of art (music, dance, 
theater, visual arts, media art) on the social-emotional devel-
opment of children and adolescents. Artistic activities and 
related activities such as choir or orchestral rehearsals, 
instrumental practice, rehearsals for a play, and creating a 
picture or graffiti all include social and emotional compo-
nents (Foster & Marcus Jenkins, 2017; Freeman et al., 2003). 
The experience of community, a special form of self-expres-
sion, and the promise of success allow children to reflect on 
feelings related to events in their lives, incorporating or dis-
playing them in artistic activity. The social and emotional 
components of long-term artistic competencies include the 
development of emotional self-regulation, responsibility, 

empathy, self-expression, and self-criticism (Costa-Giomi, 
1999; Gold et  al., 2017; McFerran & Saarikallio, 2014; 
Thompson et al., 2004).

It is a well-established practice in music education to omit 
certain lines or expressions while singing a well-known 
song, whereby we continue to sing internally the lines which 
we do not sing out loud. The task contributes to the develop-
ment of musical imagination, but also provides excellent 
practice for the improvement of self-control and self-disci-
pline (Kokas, 1972). It is also an excellent practice for the 
development of self-confidence and leadership skills to let 
children lead the singing. We should not correct their mis-
takes at all costs but should let them improvise and create 
freely.

Listening to music can positively affect mental health 
because it increases the amount of dopamine in the brain, thus 
helping to overcome stress (Linnemann et al., 2016).

Music education gives children the opportunity to get to 
know other cultures and to learn to accept differences by 
becoming familiar with different musical traditions. A musi-
cal performance is a good occasion for children to practice a 
wide range of social and emotional skills. Performing in 
front of others provides an opportunity to overcome stage 
fright and stress, while they also learn to deal with success or 
possible failure (Ilari et al., 2013).

A successful performance improves self-esteem and 
becomes a positive experience. Joint musical productions 
establish social relationships, help children accept others, 
and build trust. Through practicing effective communication, 
collaboration, and problem solving, leadership competencies 
are developed (Harland et al., 2000).

Whether children perform music together with one parent 
or the whole family, they can experience an associated sense 
of community. Group performance builds trust in children, 
who can recognize each other’s achievements, exercise sym-
pathy, and forgive mistakes through cooperation. They learn 
to respect one another. Their individual self-expression 
develops through the experience of belonging to a commu-
nity. Respect, cooperation, and community activity all con-
stitute important social skills, the development of which is 
very important from an early age (Davidson & Good, 2002).

Group performance also prepares children to attend to 
their surroundings and to the people around them, to adapt to 
the environment, and even to perceive and adjust to the sub-
tle cues of volume and expressiveness, which helps them 
recognize emotions. Musical communication and associated 
cues through the development of emotional intelligence con-
tribute to the recognition of verbal communication and 
human facial expressions. The referential expressive poten-
tial of music (Fitch, 2006) has been shown to effectively 
communicate mood, affect, and various emotions between 
performers and listeners (Juslin & Västfjäll, 2008; Sloboda 
& Juslin, 2001).
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The Effect of Music Education in the Kodály 
Concept on Social and Emotional Competencies

Zoltán Kodály was among the many who recognized the 
importance and educational nature of music. The Kodály 
concept, which is the most significant contribution of 
Hungarian music pedagogy, is known to be effective all over 
the world. The concept is based on “associating a value-
based higher approach to art with active musicality” (Bácskai 
et al., 1972, p. 112).

Kodály suggested the use of singing games during early 
childhood. These are part of folk tradition, and children learn 
them as easily as their mother tongue. Singing games provide 
opportunities for social interactions, such as turn-taking, 
choosing partners, and role-play. They learn unconsciously 
and spontaneously through being actively involved in a struc-
tured play situation. It places the primary focus of children’s 
education on art education, in particular music education. 
Active music performance and singing constitute the basis of 
attentive musical skill development.

Singing together in a choir for example, is a community 
activity, whereby the individual feels responsible for the suc-
cess of the community. The joint performance shapes chil-
dren’s personalities and offers an experience of shared joy, 
which in turn reinforces the positive experience of belonging 
to a group. Although the Kodály concept is based on music, 
its educational aims are much broader, its universal goal is to 
educate people in physical and mental harmony. According 
to Kodály’s philosophy, everyone has the human voice and 
singing at their disposal. Communal singing not only 
improves musical skills, but also strengthens the sense of 
belonging to the community. Art education is based on expe-
rience-focused teaching, which is as much affected by local 
conditions and the cultural and economic environment as by 
the teacher’s ability and personality.

Bácskai et al. (1972) examined the effects of this type of 
education. The research took place decades ago, but its con-
clusions are still relevant, as the study examines an educa-
tional model which was created directly under the guidance 
of its founder, Zoltán Kodály, without any subsequent addi-
tions or distortions. The sample was made up of former stu-
dents who had finished school 4 years before. Of the 409 
young people, 186 attended schools specialized in singing 
and music, while 223 were taught in regular schools without 
music specialization. Four years after leaving the school, 
27% of former pupils of music-focused schools still sang in 
a choir, as opposed to the control group, where only 6% 
remained choir members.

The treatment group showed outstanding results in the 
field of instrumental music: 93% of the treatment group but 
only 33% of the control group had attended extracurricular 
sessions to learn to play instruments in their free time, thus 
ensuring an active experience of musical self-expression. 
The research also showed that children who attended a pri-
mary school with singing and music specialization shared a 

closer connection with their peers, which the authors attrib-
uted to the effect of musical performance in a community. 
The community was found to be strengthened by participa-
tion in both the choir and orchestra. School friendships 
turned out to be more lasting among children at music-
focused schools. Children who received specialized singing 
and music training also enjoyed performing at other com-
munity events (school trips, summer camps). “One of the 
most distinctive features of the attitude-forming effect of 
schools with a singing and music specialization is that they 
can construct a value-oriented love toward music in their 
pupils” (Bácskai et al., 1972, p. 66).

Among the young people interviewed, there was a signifi-
cant divergence between career plans and their fulfilment. 
The study also revealed that higher education and other 
ambitious goals were indeed attainable, resulting in the posi-
tive impact of social mobility. In disseminating their research 
findings, the authors highlighted socio-intellectual mobility 
as a general educational effect of music pedagogy.

Kokas (1972), who applied the methods of Kodály’s 
music education to children in state custody, further empha-
sized the emotional impact of music education. According 
to her theory, music provides patterns of experience, which 
experiences include knowledge and discovery that are later 
reflected in other experiences of life. Creating a harmoni-
ous sense of life presupposes an active receptive attitude 
toward art.

Barkóczi and Pléh (1977), who studied children at pri-
mary schools with singing and music specialization, exam-
ined the psychological effect of Kodály’s method of music 
education. In the course of their research, they found that the 
teacher’s personality, character, interest, and sense of voca-
tion significantly influenced children’s personality develop-
ment. They also showed that in addition to musical abilities, 
music education according to the Kodály concept also had a 
positive effect on performance in other disciplines, in par-
ticular on movement skills and creativity, improved memory, 
length of concentration, and the ability to collaborate. 
Children exposed to music specialization worked indepen-
dently in a reliable manner, were better integrated into the 
community, maintained good relations with their peers, felt 
the goals of the group were their own, and made voluntary 
efforts to achieve these goals. In summarizing the results of 
the research, the authors highlighted that creativity related to 
emotional sensitivity and internal control.

Kalmar and Benis (1979) examined the community con-
nection of classes with music specialization. Their research 
revealed that 86% of children in music-focused classes had 
balanced and reciprocal social relationships, while in the 
control group the figure stood at 69%. In another sample the 
difference was even larger: 82% of children exposed to 
music and singing specialization were not lonely, as opposed 
to 50% of the control group. The study corroborates the 
hypothesis that music education has a demonstrable commu-
nity development effect.
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Nádassy-Karres (1981) examined the ability to empathize 
in the context of music education among music and engineer 
students. It was found that a certain proportion of musicians 
possessed advanced empathic abilities, while a certain share 
of technical college students, who made up the control group, 
demonstrated less empathy.

During this period, the effect of the Kodály concept was 
examined not only in Hungary but also in the United States 
and Australia, where findings by Herbert and his research 
group revealed that children taught according to Kodály’s 
guidance performed better on intelligence tests. Singing has 
a positive effect upon the child’s physical, social, emotional, 
and intellectual development (Rowsell, 2003).

Musical education according to the Kodály concept is still 
in the focus of researchers today, in the rest of the study, 
however, I do not explore this in further detail; instead, I 
explore the relationship between social-emotional skills and 
music by reviewing the international literature. In order to 
shed light on the problem and to develop a holistic approach, 
the 100 studies presented here summarize research findings 
made and presented in different countries around the world.

Results

In our research, I used the competencies defined by the 
Collaborative for Academic, Social, and Emotional Learning 
program to determine socio-emotional skills. The Collaborative 
for Academic, Social, and Emotional Learning (CASEL) pro-
gram identifies five key competencies which define social and 
emotional skills (Mahoney et al., 2020).

1.	 Self-awareness: a character trait that enables the rec-
ognition of emotions (including emotional stress) and 
plays a significant role in understanding the relation-
ship between emotions, thoughts, and behavior.

2.	 Self-management: conscious self-regulation and self-
control combined with goal-oriented, systematic, and 
successful problem-solving, through which children 
are able to regulate our emotions, thoughts, and 
behavior. It also includes the ability to be reliable and 
adaptable.

3.	 Social awareness: the ability to empathize and the 
readiness to identify with others, including those 
from diverse backgrounds, cultures, and context. It 
also includes the ability to sense emotional tensions. 
Among ancient Greeks, empathy originally meant 
the understanding of works of art (Buda, 1978).

4.	 Relationship skills: the ability to establish and main-
tain healthy relationships, including social skills such 
as influencing, communicating, conflict manage-
ment, collaboration, team spirit, listening to and 
respecting the opinions of others.

5.	 Responsible decision-making: a key leadership skill, 
defined as the ability to make good choices while tak-
ing into account the behavior of others and social 
interactions.

The development of social and emotional skills is of primary 
importance, as these abilities enable children to cope with 
challenging tasks, recognize and control their emotions, reg-
ulate their behavior, seek help effectively when needed, and 
show prudence in their decisions (Humphrey, 2013). 
Competencies may developed in childhood determine later 
skills in social, emotional, academic, professional, and 
career-related fields (Greenberg et al., 2003; Zsolnai, 1998).

An increasing body of research concludes that art educa-
tion positively affects academic and social-emotional com-
petencies (Edgar, 2013; Hallam, 2010). Whether in school or 
in an extracurricular manner, artistic activity contributes to 
the completion of personality, successful cooperation 
between peers, and the extensive development of social and 
emotional skills, as it requires perseverance and discipline 
and provides positive experiences of self-expression (Broh, 
2002; Campayo–Muñoz & Cabedo–Mas, 2017).

A Review of the Literature on the Role of Music 
Education in Social and Emotional Learning

Musical activities span a wide spectrum including solo 
instrumental performance, which has been an integral part 
of music education for years, as well as communal music 
activities, affecting people in all walks of life from kinder-
garten music sessions to professional training and adult edu-
cation. Accordingly, music-related research also covers a 
wide spectrum. MacDonald et al. (2012) demonstrate a clear 
effect of music on health and well-being. Some view music 
as a means of inducing emotions and mood regulation (Mas-
Herrero et al., 2013), which contributes significantly to ado-
lescents’ interpersonal development and mental health 
(Laiho, 2004). Music is also known to have a sleep-enhanc-
ing effect (Groarke & Hogan, 2020) and to assist in over-
coming loneliness (Greb et al., 2018). According to empirical 
results by Koelsch (2014), music activates brain structures 
at multiple levels simultaneously, so its effects are multilay-
ered. Gabrielsson (1995) views the intense experience of 
music as a cognitive, perceptual, and emotional process, 
whose effects can be traced in behavioral and psychophysi-
ological changes. When examining the effect of music, sev-
eral studies support the relationship between music 
education and social-emotional competencies, which are 
presented in the next chapter.

Self-awareness and the recognition of emotions.  Communi-
cating emotions is key to social relationships and survival 
(Ekman, 1992). Musical emotions are processed at three dif-
ferent levels: biological, psychosocial, and cultural (Eerola 
et  al., 2018). Studies exploring the relationship between 
social-emotional abilities and music have focused on the 
recognition of emotions (Thompson et al., 2004), the under-
standing of emotions (Schellenberg & Mankarious, 2012), 
and alexithymia, the difficulty of identifying emotions and 
describing them to others (Theorell et al., 2019).
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In a special communication process, music transforms 
feelings into an “audible landscape” (Juslin & Laukka, 
2003). As a result of music education, emotional intelligence 
is measurably higher (Petrides et al., 2006). Mood regulation 
and the desire to experience the emotional scale were identi-
fied as the primary reason why people listen to music (Juslin 
& Västfjäll, 2008; Schäfer et al., 2013). Musically educated 
adults recognize emotion in spoken language more easily 
than their peers without music education (Thompson et al., 
2004). The emotions evoked by music are given a therapeu-
tic role in achieving desired health outcomes. Västfjäll et al. 
(2012) argue that music may be uniquely suited to treat stress 
or regulate emotions in everyday life. According to a qualita-
tive study, depressed individuals listen to music more often 
to express their emotions than people who are not depressed 
(Wilhelm et al., 2013). However, when inappropriately used 
as a therapeutic tool, listening to music might become coun-
terproductive, contributing to harmful emotional outbursts 
(Marik & Stegemann, 2016). As cognitive neuroscience 
research by Suda et al. (2008) demonstrates, the major scale 
reduces stress, while the appropriate musical material could 
revive one from a state of mental exhaustion.

Self-management and self-assessment.  In a study of 89 
children aged 3 and 4, Winsler et al. (2011) found that chil-
dren in music education became more self-disciplined as a 
result of structured musical experience.

Costa-Giomi (1999) found that one piano lesson per week 
over a 3-year period resulted in a positive development in 
school children’s self-esteem. Examining the impact of 
music education, he found that creative participation 
improves self-image and self-awareness, musical success 
can increase confidence and self-esteem and overall matu-
rity, increase learning motivation, results that have been 
shown in disadvantaged children.

In a study on the effect of preventive group music recep-
tive therapy among depressed adolescents, it was found that 
music increased awareness and helped develop healthy self-
esteem in the treatment group compared to the control group 
(Gold et al., 2017; McFerran & Saarikallio, 2014). Sakka and 
Juslin (2018) examined the musical context of depression 
associated with deteriorating emotional regulation abilities. 
In their study, they compared depressed and unpressed indi-
viduals. Their findings revealed that the most common effect 
of listening to music was to enhance positive emotions, and 
suppression was not typical during the experiment. According 
to researchers the reason can be found in it, that because 
music experiences offer a non-threatening context, this may 
help listeners to regulate emotions in a more adaptive 
manner.

The effect of music on both depressed and unpressed indi-
viduals was significant. Among students, the practice of 
actively listening to music enhanced positive feelings, 
decreased negative emotions, and regulated arousal levels 
(Juslin et al., 2011). According to Saarikallio’s (2011) study, 

one of the most important effects of music lies in the devel-
opment of emotional self-regulation, which exerts its effects 
on all ages. Groarka and Hogan’s structural models demon-
strated adaptive links between listening to music and well-
being. Older adults cited eudemonic happiness, which is a 
kind of happiness is caused by intrinsic motivational factors, 
like personal development, community support or nurturing 
meaningful relationships. Emphasizing personal develop-
ment based on listening to music is consistent with another 
study that examined the cause of listening to music among 
elementary school children. About 64.3% of children aged 8 
to 12 surveyed listen to music because it makes them happy 
(Váradi, 2019).

Similarly, Broh (2002) showed that students who partici-
pated in musical activities are more open, better and more 
willing to communicate with their parents and teachers, and 
that their parents were more likely to talk with friends’ par-
ents. She concluded that these social benefits were likely to 
lead to higher self-esteem in children, leading in turn to 
increased motivation and self-efficacy.

Social awareness and empathy.  Although there are 
many individual differences in the perception and recep-
tion of music, they are strongly related to empathic ability 
(Egermann & McAdams, 2013). Williams et al. (2015) exam-
ined the effect of parent-child shared music activity at home 
among 3,031 Australian children. According to their regres-
sion analysis based on longitudinal research spanning 2 years, 
the frequency of shared home music activities is positively 
linked to the level of children’s vocabulary, numeracy, atten-
tion control, emotional regulation, and prosocial abilities.

In their study, Kirschner and Tomasello (2010) examined 
4-year-olds from 16 different cities from varied socioeco-
nomic backgrounds. The sample consisted of 96 preschool-
ers with a balanced gender distribution. During the selection, 
special attention was paid to choose pairs of children from 
the same class so that they knew each other from previous 
peer interactions. It was found that spontaneous help 
increased after joint music making, with both boys and girls 
assisting each other more frequently than in nonmusical 
interactions. The study also showed that children who par-
ticipated in joint music but did not help their partner still 
showed greater empathy toward their partner than members 
of the control group. They found that joint music making 
enhances prosocial behavior in 4-year-olds, implying that 
music has a positive effect on sociality. The significant con-
tribution of Kirschner and Tomasello’s study is that they iso-
lated the specific influence of music, which rises above a 
social and verbal connection.

The development of signs indicating prosocial behavior 
was also studied by van Baaren et al. (2004). As a result of a 
joint interactions, children in the treatment and control 
groups of the study coordinated their actions and imitated 
each other’s mimicry and movements. Rabinowitch et  al. 
(2013) implemented a program of interactive music games 
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for primary school children over an entire academic year. By 
comparing pre- and post-measurements, it was found that the 
program contributed to an increased capacity for empathy, 
which was also observable outside the musical context.

Social relationships.  Recent theories suggest that music 
is actually perceived as a sonic trace of social relationships 
between a group of real or virtual agents. Musical col-
laborations (Klorman, 2016), which are part of stereotypi-
cal musical behavior such as a relation between soloist and 
accompanist, are often interpreted as a practice of social 
control by other musicians. Music provides a way of effec-
tive expressive communication which can also communicate 
social intentions. Aucouturier and Canonne (2017) focused 
on whether people were able to use the acoustic features 
of musical material to determine the affiliative or control-
ling nature of social intent. A novel experimental situation 
was created, in which subjects were asked to improvise a 
message solely by musical interaction. Five different types 
of non-musical social intentions had to be communicated; 
participants were asked to be dominant, contemptuous, or 
conciliatory, for example. In decoding the acoustic signals of 
temporal and harmonic coordination, both musically trained 
and musically untrained students recognized the intention 
encoded in music. The individuals in the sample also used 
metaphors of social relationships when interpreting musical 
statements.

Personal relationships.  Anshel and Kipper (1988) exam-
ined the effects of activity-based group singing, joint poetry 
reading, the practice of passively listening to music, and 
watching movies without musical accompaniment on the 
development of trust and cooperation among men aged 22 to 
41 (N = 96). According to their results, subjects who sang in 
a group or listened to music scored higher on the measure of 
trust than those who engaged in nonmusical activities such as 
reading poems and watching movies. It was shown that par-
ticipation in a joint musical activity encouraged and fostered 
trust and cooperation among the participants.

When examining interactions between music and dance 
activities, researchers found that positive emotions evoked 
by artistic activity strengthened interpersonal synchrony and 
harmonious rhythmic coordination between individuals, 
which brought the boundaries between the individual and the 
group closer, while the sense of collective joy strengthened 
the group’s cohesive power (Hove & Risen, 2009; Wiltermuth 
& Heath, 2009).

Gerry et al. (2012) studied 6-month-old infants. For one 
group, active music lessons were held according to the 
Suzuki pedagogy with the involvement of parents, they 
learned different songs, accompanied by percussion instru-
ments. For the other group, background music from a record-
ing was played while they performed various other activities. 
When comparing the two groups after half a year, it was 
found that there was a significant difference between the two 

groups in the acquisition of knowledge about social behavior 
and communicative gestures. After attending active music 
lessons, infants smiled much more, showing lower anxiety 
than after attending passive music lessons. Early music edu-
cation led to increased emotional and social coordination and 
connection. In addition, an emotionally closer relationship 
developed between the parent and the child. The research 
suggests that joint musical activities in the family help the 
development of self-regulation, self-confidence, leadership 
skills, social skills, and social-emotional intelligence.

According to Gerry et  al., this may support an infant’s 
early ability to engage in positive social interaction with 
others.

Richert et al. argue that the same experiment would not 
have been so successful without parental involvement. In a 
study of children aged 12 to 25 months, N = 96, using substi-
tution for busy parents with small children, music recordings 
made specifically for children were played for 6 weeks. The 
findings confirmed that active parental participation is cru-
cial to fully realize the musical, communicational, and social 
benefits of musical experiences during early development 
(Richert et al., 2010).

There are many studies on group dynamics in the litera-
ture which suggest that both trust and cooperation contribute 
to the development of group cohesion, which is the founda-
tion for constructive cooperation among group members 
(Cartwright & Zander, 1968; Sampson, 1977). Cooperation 
was measurably affected by active exercises such as singing 
together and performing music together, while passive activ-
ities such as watching movies and listening to music resulted 
in a significantly lower willingness to cooperate. Research 
on singing in groups (Clift, 2012; Kreutz, 2014) has revealed 
a relationship between musical activity, communication, and 
social attachment.

In their study, Kirschner and Tomasello (2009) examined 
the extent to which drumming children can adapt and form 
synchrony with the rhythms sounded by electronic devices 
or in joint activities with their peers. They found that chil-
dren growing up in cultures with active musical practices 
exhibited more developed social adaptation skills than their 
peers whose musical stimuli came from electronic devices.

Cirelli, Einarson et al. (2014), studying the consequences 
of the socialization of early childhood behavior, found that 
children who moved in synchrony with their caregivers to a 
previously given rhythm were more likely to help these 
adults later on, even in an altruistic manner. Their results 
support the hypothesis that interpersonal motor synchrony 
may be one of the key elements in music which help build 
social bonds among group members.

Conclusion

In recent decades, an increasing body of research has 
addressed arts education as well as music education in par-
ticular. The positive effects of music and music education 
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have been known for a very long time, dating back to antiq-
uity (Mark, 1999; Váradi, 2010). As we have read in previ-
ous chapters the results have pointed to the same conclusion 
for decades and even centuries, regardless of age, geographi-
cal location, social status, and nation (Altenmüller, 2006; 
Anderson et  al., 2010; François et  al., 2013; Kraus et  al., 
2014; Moreno et al., 2011).

Research on the transfer of music education has also 
revealed, in addition to effects on cognitive areas, a signifi-
cant impact on social and emotional competencies. The 
development of social and emotional skills can be achieved 
through reproducible and teachable models and through 
experience-based practical methods (CASEL, 2006b). Music 
is a peculiar, time-bound, symbolic, and artistic form of 
expression, which moves on a preverbal level and is acces-
sible to anyone. According to Kodály’s guidelines, children’s 
musical education must begin before birth. The primary 
space of socialization is the family, in which common musi-
cal influences, in addition to providing advantages in the 
development of musical skills, offer an enjoyable activity 
and experience, the effect of which can also be put to use in 
other areas of life. Engaging the Kodály oriented musical 
activities leads to a marked increase in the powers of concen-
tration, a rise in levels of achievement and an increase in 
social harmony in and out of the classroom (Geoghegan, 
2006).

In the past decade, the focus of research has shifted to the 
theoretical concept of life-span development, according to 
which personality development can be interpreted as a set of 
hierarchically interdependent levels rather than as successive 
stages (MacLean, 1993). Although we focused on the age 
group of children in our literature review, it is not surprising 
that other age groups also appeared in the samples of certain 
studies.

Nowadays, as we increasingly struggle with violence, 
insensitivity to other person, personality disorders, and edu-
cational problems, why is it that art education, in addition to 
scientific knowledge, does not receive as much emphasis in 
integrated personality development as it deserves?

Music education does not teach music exclusively. The lit-
erature explored in our study also convincingly demonstrates 
its social and emotional impact. The social and emotional 
components of music education include the development of 
emotion recognition (Thompson et al., 2001), understanding 
emotion (Schellenberg & Mankarious, 2012), music activity 
develops emotional self-regulation (Sakka & Juslin, 2018), 
responsibility (Anshel & Kipper, 1988; Davidson & Good, 
2002), empathy (Egermann & McAdams, 2013), social rela-
tions (Broh, 2002; Pitts, 2007), self-expression, and self-crit-
icism (Costa-Giomi, 1999; Gold et  al., 2017; McFerran & 
Saarikallio, 2014; Thompson et al., 2004)).

One important role of music education among others is to 
help younger generations become emotionally balanced and 
productive adults who do well in life, so art education and 
music education should receive primary importance in our 

pedagogical practice. This investment may not bring imme-
diate economic benefits but could be the foundation of the 
future of humanity.

The results of the research based on the literature suggest 
that music education contributes to and enhances children’s 
social and emotional development. In addition, the findings 
encourage further research to examine the link between 
music education and SEL with special regard not only to the 
alleviation of children’s problems but also for the develop-
ment of strategies for the improvement of their well-being 
and performance.
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