


ABSTRACT
ETHNIC MUSIC AS A SOURCE FOR THE MUSICAL
DEVELOPMENT AND ENRICHMENT OF CULTURALLY

DIFFERENT STUDENTS IN
GENERAL MUSIC CLASSES

By

Warrick Livingston Carter

Purpose of the Study

The purpose of this study was to examine the
effects of ethnic related music materials on music achieve-
ment, attitudes toward music and attitudes toward school
of culturally different junior high school students en-

rolled in general music classes.

Pogulation

One hundred and six urban junior high school gen-
eral music students were randomly selected and placed in
experimental and control groups. These students were lo-
cated in three junior high schools (Noble Junior High
School, Detroit, Holmes Junior High School, Flint, and
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Gardner Junior High School, Lansing). In each school one
experimental and one control group were taught by the gen-
eral music instructor of the school. Subjects were equated
on the basis of music achievement, attitudes toward music,
and attitudes toward school, measured by three tests con-

structed by the researcher.

Treatment and Analysis

The experimental treatment lasted for a minimum of
fourteen weeks, and consisted of five modules of instruc-
tion (Duration, Pitch, Intensity, Timbre, and Form and
the Similarities Within All Music). Each module used songs
currently popular in the communities as examples for the
musical concepts. The control method involved use of the
same modules and investigation of the same musical con-
cepts, The group differed only in the presence or absence
of ethnic materials. The effects of each method of instruc-
tion were measured by the music achievement, music attitude,
and school attitude tests. Analysis of covariance, t-test,
beta weights, and gain score correlations were the statis-

tical procedures used in testing the hypotheses.
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Findings

1. The presence of ethnic related music materials as used
in this study, was found to be significant, in terms
of attitudes toward school, at the'.Ol level of confi-

dence.

2. The presence of ethnic related music materials, as
used in this study, was found to be significant, in
terms of attitudes toward music, at the .01 level of

confidence.

3. The presence of ethnic related materials, as used in
this study, was found to be significant, in terms of

music achievement, at the .01 level of confidence.

4. No significant gain score correlations at the .05
level existed between the three post tests for the

experimental groups.

5. For the control groups, significant negative gain
score correlations at the .01 and .05 levels were
found between attitudes toward music and music achieve-

ment, and attitudes toward school and music achievement,
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respectively. Additionally, no significant gain score cor-
relations, at the .05 level, existed between attitudes to-
ward school and attitudes toward music for the control

groups.
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CHAPTER I

INTRODUCTION

Background of the Problem

Unless it is considered whimsical or completely
arbitrary, the decision that one child has a higher men-
tal ability than another, made solely on the basis of
IQ tests, presupposes that the measuring object is
equally reliable for both children in question. The
comparison between culturally different children and
dominant culture children, solely on the basis of IQ
tests, frequently indicates that the latter's IQ are
considerably higher than the former (Riessman, 1962).
However, this indication can not be considered a fact
until further investigations are made.

The unreliability of IQ tests rests on the fact
that traditional measurements are strongly geared toward
the middle~-income experience (see Davis, 1948, and Fishman
et al., 1964). Ausﬁbel (1967) states: "The tests are un-
fair in that they do not give the lower class child a fair

1



opportunity to demonstrate his true attained level of cog-
nititive capacity" (p. 313). Consequently, educators
should be cautious about using these tests when making in-
ferences about children from deprived areas. The prudent
educator can accept the test scores as a measure of the
child's current academic standing, but must reject them

as a measure of native intelligence.

Recent investigations (Erickson, 1964; Maynor,
1968; et al.) indicate that a similar approach can be
taken in teaching music to culturally different children.
The teacher of music has to be aware that the approaches
and materials used in affluent neighborhoods will not,
and in some instances can not, provide for similar achieve-
ment in areas of deprivation.

In order to deal more effectively with culturally
different children, the teacher must understand the his-
tory, traditions, and social structure of the particular
area in which he is working. Further the teacher must
comprehend the children's unique culture patterns, their
status in American society, the frustrations which they
experience, and their life perceptions are all reflected

in the music of their community. In addition, the music



teacher should not feel he is introducing music to the
child. In most ethnic groups, music already exists as an
important part of the culture, history, and environment
of the community.

One logical way to begin a general music class

would be to start with music that is indigenous

to the group. This 1s a valid approach because

the students can become immediately involved

with familiar music; they can sing it expres-

sively and can understand the idiom when they

hear it because it is actually an extension of

their own language and culture (Armstrong, 1968;

pp. 67-68) .
In order to use the music of an ethnic group, the teacher
must first become familiar with the music; second, he must
develop an understanding of this music. It is at the lat-
ter point where most music educators fall short. They
either fail to realize the intrinsic value of ethnic music
or else approach the music as "trite," "vulgar," or "lack-
ing in musical substance," when compared with "classical
music” or "music of the masters." However, the value of
ethnic music is unsurpassed if used as the starting point
in the music education of culturally different children
(See Klotman, 1968 and Doig, 1965). The use of ethnic-

related materials (folk music) has proven most successful

in the music education of Hungary. The basis for this



approach was established by Zoltan Kod&ly (see Richards,
1966) .

The field of music education has been slow to
recognize that culturally different children need differ-
ent materials and/or different instructional approaches.
One needs only to investigate some of the early or even
recent articles in the professional literature of music
and music education to find negative statements regarding
the music of the culturally different, often referred to
as popular music. The reason for beginning music educa-
tion in this country even fostered this attitude toward
this music., As Britton (1966) aptly puts it, "From the
very beginning, music education in the United States was
conditioned by a deliberate desire on the part of cultural
leaders to suppress indigenous music and to substitute
something 'better' in its place" (p. 17). These feelings
were mirrored by many misguided music educators. Early
writers struck out against whatever types of indigenous
music popular at the time, e.g., various folk music, the
style of psalm singing, and/or any music produced in this

country.



American music educators have stressed the import-
ance of utilizing "better music"; but, when one surveys
the historical development, what constituted better music
is somewhat of a puzzle. Britton's historical survey
points out that

for Tufts and Walter (1721) and their immediate
successes, using better music meant substituting
for a well-loved improvisatory style of congrega-
tional singing one in which the traditional psalm
tunes were sung note for note according to the
book (p. 18).

By 1838, when Lowell Mason succeeded in introduc-
ing music to the public schools of Boston, Massachusetts,
better music consisted of works by English and "third-
rate" continental composers. Throughout the nineteenth
century and well into the twentieth, music educators con-
sidered better music as "almost anything song-like so
long as it possessed no indigenous flavor, excepting only
a few patriotic airs and the most popular tunes of Stephen
Foster" (Britton, p. 22). When jazz and ragtime appeared,
music educators also dismissed them as unworthy for educa-
tional use. Early twentieth century music teachers at-
tacked jazz and ragtime, in much the same way that pres«~

ent music educators criticize "rock," "soul," "folk," or

whatever is popular.



These early attitudes toward popular music can be

found in articles in The Etude, The Musician, and The Mu-

sical Quarterly. 1In all three periodicals, between 1922

and 1941, there appeared a total of twenty-one articles
rejecting all types of jazz, seven articles rejecting all
jazz except the "advanced," highly orchestrated jazz of
the large bands; seven articles granting jazz a limited
place in music; and two articles treating jazz unapolo-
getically as equal to all forms of music.

The foregoing articles all treat jazz differently
depending upon the fluctuating popular acceptance of jazz
and jazz forms, By the 1930's favorable articles began
to appear; however, it was not until 1935 that an article
(Rogers, 1935) appeared which, without qualifications,
accepted jazz as worthwhile music. This article, however,
did not discuss the educational acceptance or the merits
of jazz, but rather its influente on French music. The
first genuine acceptance of jazz did not come until 1941,

in an article in The Musical Quarterly (Harap, 1941).

Harap was the only writer in all three magazines, between
1922 and 1945, who without qualifications, fully accepted

jazz, as a genuine artistic achievement.



Of the three magazines, The Etude's treatment of

jazz shows the most ambivalent tendencies. From 1923 (the

year in which the Readers' Guide lists The Etude's first

discussion of jazz) until June 1945, The Etude printed
thirteen articles and editorials pertaining to jazz, most

of which rejected all jazz. Comments typical of The Etude's

approach to jazz can be found in its first editorial on the
subject in January, 1924:

First, Jazz, at its worst, is an unforgivable
orgy of noise, a riot of discord, usually per=-
petrated by players of scant musical training . . .

Second, Jazz, at its worst is often associated
with vile surroundings, filthy words ([and] un-
mentionable dances . . .

Yet in the music itself there is often much that
is charming and genuinely fascinating when writ-
ten and played effectively. There is no more
harm in well-written Jazz than there is in a
Liszt Rhapsody . . .

Good Jazz can be a wholesome tonic; bad Jazz is
always a dangerous drug (p. 6).

In a later editorial of the same year ("Where The
Etude Stands on Jazz," August, 1924), the editors reiter-
ated the magazine's position toward Jazz:
In its original form it [jazz] has no place in

the musical education and deserves none. It
will have to be transmogrified many times before



it can present its credentials for the Wal-
halla of music (p. 515).

Another expression of The Etude's ambivalent atti-
tude toward jazz was revealed in two further types of
treatment: 1) articles which suggested ways in which
music teachers could remove or diminish their pupiles’
interest in jazz, and 2) technical discussion explaining
how jazz techniques might be mastered.

One of the earliest articles in the first category
was that of Wister (1928). Wister stated that she used
jazz as "bait" to get her pupils interested in "good"
music. In 1934, Goodbrod stressed a technique of "dos-
ing" pupils with "light jazz pieces" to such an extent
that "a dislike would be created for it." When the pupils
became tired of jazz, Goodbrod continued requiring them
to play it until they could "no longer stand it and were
happy to concentrate only on classical music." In con-
clusion, Goodbrod stated: "I felt that I had accom-
plished a real service for classical music and for the
pupils themselves" (p. 82). As late as 1944, The Etude
continued to run a regular column, "The Teachers' Round

Table," which offered similar advice to teachers.



Parallel attitudes toward popular music are found
in other segments of the professional literature. For
example, writing in 1927, Mursell stated:

It is commonplace, of course, that the American
people seem to be more devoted to the type of mu-
sic known as jazz than are any other advanced peo-
ple . . . it is evident that musical instruction
in our public and private schools has not been
very effective in developing musical intelligence
and appreciation. It is probably not going beyond
proper bounds to say that musical culture is at a
low ebb in our country; by culture is meant an un-
derstanding of the meaning of good music as distin-
guished from mere jazz (pp. viii-ix).

Dykema and Gehrkens (1941) questioned the educa-
tional value of jazz and jazz bands. They felt that the
student who devoted several hours to playing or to study-
ing jazz was likely to cause his "serious" musical per-
formance skills to suffer. Conversely, if the student
practiced

quality music several hours a day and playing in

an orchestra or band in which real music is stud-

ied under the direction of a fine musician, and

if he regards his hour or two of playing swing,

as more or less of a joke, no harm results (p. 202).
A second danger identified by the authors stems from

the fear that the educational juse of jazz would have

an adverse effect on the musical taste of performing
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students and other students in the school. In this connec-
tion, they state: "Jazz music is very popular for certain
types of dancing and as a. background for light conversa-
tion," but, because it "reaches back to the jungle . . .

it has little value as art, and it is hard to imagine an
audience of intelligent and discriminating people giving
the same attention to such music as they gladly give to

a symphony concert" (p. 202).

Dykema and Gehrkens drew the following conclusions:

So jazz music and art music are at opposite poles
of the musical earth. 1In most respects they con-
tradict one another. And the devotee of the one

is likely to be the scorner of the other.

Educationally they are antagonistic. If a boy
practices jazz an hour a day and art music an

hour, in which direction will his taste be formed?
Music will probably be influenced by the principle
long ago enunciated in finance: bad money drives
out good money. Actually jazz--both "sweet" and
"hot"--tears down what the music educator is try-
ing to build up; and it is because the pupil often
hears so much more jazz than the real music that
his artistic taste tends to deteriorate. The school
is not responsible for all this jazz of course, and
we teachers must recognize the existence of these
environmental factors, and we must not give in to
popular clamor when pupils--yes, and parents too--
beg us to allow "popular" music to have a larger
place in the school program. Let the school con-
cern itself with influencing students to choose
higher activities than they would without the
guidance of the school (p. 203).
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Flagg (1949) emphasized that the teacher himself
must possess sufficient musical taste to 'differentiate
between "music which is really fine and that which is
lifeless, banal, always giving forth the obvious" (p. 23)
so that the teacher can consequently guide the students
toward the former type of music. Flagg stated that:

The danger of popular music . . . is not that
it is "bad" music, it is that ears become com-
pletely content with what they know, and resist
anything that makes new demands on attention.
The danger with music given to children in
school is that it may be lacking in this sig-
nificant unique characteristic quality that
differentiates real music from banal, manufac-
tured-to-a-purpose music . . . (p. 24).

In a manner similar to that of Dykema and Gehrkens,
Lehman (1966) attacked the educational and academic value
of jazz and jazz bands. Lehman based his criticism upon
the proposition that the amount of time devoted to any
performance group should be justified only in "terms of
the groups furtherance of the major purposes of music edu-
cation" and that this purpose "is not and has never been
. « « to teach popular art" (p. 532). He argued that the
orchestra, choir and band are capable of performing music

from all historical periods. However, because jazz bands

are organized to perform a repertoire limited to music of
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the popular whim, "the establishment of a separate organi-
zation devoted solely to the performance of music in a
single idiom is difficult to justify and can easily result
in serious curricular imbalance" (p. 531). After analyz-
ing Aaron Copland's three levels of musical listening--
(1) the sensuous plane, (2) the expressive plane, and (3)
the sheerly musical plane--Lehman concluded that jazz, as
an "aesthetic response, is capable of being experienced
only on the first plane." Hence, jazz tends to appeal
primarily to the senses rather than to the intellect.

This is not to say that jazz is formless, but

merely that jazz . . . is seldom of sufficient

subtlety. That it requires no particular thought

to appreciate it is precisely why such music is

in popular demand and at the same time why it

serves education so poorly (pp. 530-531).

Broudy (1969) disparages the same musical idioms,
only with new terminology. His main thesis is that ser-
ious art is better than popular art. He builds his thesis
upon the statement that serious art was developed through
tradition and "for all practical and educational purposes
what is right, good, and beautiful is determined by tradi-

tion as distilled from the history of the wise, the learned,

the connoisseurs of each generation" (pp. 115-116). The
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paradox of Broudy's statement is his explanation of tradi-
tion as opposed to custom, as well as his statements about
jazz in relation to connoisseurship. "Custom," he states,
"is merely a social habit nourished by repetition . . . ,
Tradition is a continuously, growing interpretive instru-
ment with which we perceive, think and feel" (p. 115). In
explaining connoisseurship, he states: "Jazz, for example,
was a cultural custom, an item of cultural fashion, until
its devotees began to study it and to formulate the cri-
teria that made selection justifiable" (p. 115). What
Broudy has done 1s to take jazz away from the popular field
and place it somewhere between "popular and serious" music.
However, what he fails to realize is that all popular music,
whether rock, folk, or soul, has its roots in jazz, and
that one can no more ignore this relationship than one can
ignore the relationship between the opera overtures of
Alessandro Scarlatti (after 1696) and the symphonic over-
ture form as used by Beethoven. If one were to apply
Broudy's philosophy to all music, he would have to con-
clude that the present electronic compositions are all

popular music as compared to Bach's "Two Part Inventions,"
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simply because the former have not existed long enough to
become a tradition.

The educational attitudes toward culturally dif-
ferent students are well documented by Green (1969). How-
ever, there are two attitudes which deal specifically with
the musical abilities and music education of the black,
culturally different child which are important from a
historical viewpoint.

The first is the popular belief that black children
possess a distinctive racial talent for musical rhythmic
expression, and, consequently, their music education should
be along rhythmic lines. This belief fails to consider the
environmental situation, ethnic background, or cultural
heritage of blacks, which all place emphasis on the rhyth-
mic aspects of music. The studies of G. Johnson (1931),
Lenoir (1921), and Peterson (1923) have shown that this
rhythmic characteristic appears to be the result of a com-
bination of factors rather than that of race. 1In an at-
tempt to compare the distinctive rhythmic expression of
the black child to that of the white child, G. Johnson,

Lenoir, and Peterson were unable to find any clearly
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defined differences. Using the Seashore Music Tests as
the testing device, Bond (1966) stated:

It has been the observation of the author that

Negro students suffer from the same handicap in

responding to the Seashore test as do white

children . . ., In addition, it has also been

observed that the scores obtained by the Negro

students in the areas of time and rhythm do not

significantly differ from those of white stu-

dents (p. 326).
The black child's 1nability to express himself melodically
or harmonically has also been refuted by the research of
Bond.

A second attitude of educators toward black stu-

dents is that the music education of black students has
to be an "either/or" situation: either an all traditional
music educational experience or an all black music educa-
tional experience. This attitude frequently produces the
belief that black students lack the mental ability to man-
ipulate two cultural idioms. This belief seems to develop
from the inability of the majority race to understand the
complex culture of the black race. As Julian "Cannonball"
Adderley, jazz saxophonist, is quoted as saying: "Baby,

I need two systems of communication just to survive."

Adderley's realization characterizes the understanding
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that underlies many of the current English programs devel-
oped for the culturally different student. (See Chapter
II, page 78, for a review of these English programs.)

The writer argues that the negative statements
toward the music and music education of the culturally
different are results of musical snobbery, inadequate
music education, and musical racism. Snobbery is defined
here as the view that any music which does not use stand-
ard symphonic or chamber forms is lacking in musical sub-
stance and, therefore, of a lower grade. An inadequate
music education refers to a one-sided education in music,
whéther all popular or all serious. In relation to a one-
sided education, Reimer (1968) pointed out that the mistake
made by most "music outcome studies" was the comparison for
likes or dislikes of a popular composition with a serious
composition. Arnold Shaw (1961) puts it another way when
he states "there are serious consequences for scholars,
historians, and critics, many of whom pay little heed to
developments in popular music and consequently blunder

when they feel compelled to deal with it" (p. 164).
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The foregoing statements can be termed as musical
racism in that less complimentary statements toward a type
of music tend to relate to the proportion of black com-
posers and performers with whom the music is associated.
With Mursell, one finds negative feelings toward jazz dur-
ing a period when this art was almost completely. dominated
by black artists. Later, in the writings of Broudy, jazz
is no longer a black art, but rather an interracial and
international one. Thus, more positive attitudes toward
jazz are apparent, but statements toward popular or ethnic
music which might show a. strong black influence or black
dominance are more derogatory.

The negative attitudes are by no means held solely
by the educators quoted. As stated previously, these atti-
tudes have been voiced by many music educators throughout
the history of music education. These educators writings
were chosen only as representative examples. Additional
comments by E, B. Birge, Father Rouse, Lowell Mason, or
viewpoints expressed in many of the articles pertaining
to the state of music education or music taste found in

the Proceedings of the Music Supervisors' National
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Conference or any of the current music journals could have
been cited.

Although the opposition to popular music is a
strong one, a growing number of progressive music educa-
tors view popular music differently. Recent articles and
programs by Dorothy Maynor, Robert Binkley, Robert Klotman,
Charles Leonhard, Frank Erickson, and others have empha-
sized the value of popular music as an educaﬁional tool.
Two of the writers, Maynor and Erickson, have directed
their attention to special methods and materials that are
required for culturally different children. (See Chapter

II, beginning page 86 for a review of these programs.)

Statement of the Problem

The basic premise of the present study is: 1) to
examine the use of ethnic music in junior high school gen-
eral music instruction for culturally different students,
2) to evaluate this instruction through the use of test,
in both music achievement and music attitudes, and 3) to

compare the instruction as it relates to attitudes towatrd
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school. 1In regards to these three variables, the study
will seek to determine if significant differences exist
between students of the same socio-economic status (SES)
and location who are exposed to ethnic music as part of
their general music instruction and those who are not.
More specifically, the sub-problems are: 1) to
develop behavioral objectives which are applicable to all
junior high school general music instruction, but are spe-
cifically designed to meet the needs of the culturally
different student, 2) to select cognitive, affective, and
psychomotor experiences relevant to the objectives, 3) to
develop written and aural instructional material based on
the ethnic songs popular in the communities selected for
the study, and 4) to evaluate the effectiveness of the

course in meeting the stated objectives.

The Need for the Study

At the time the present study was undertaken (Fall,
1969--Spring, 1970), few research studies were listed in

the area of general music methods or general music courses



20

at the junior high school level. The reviews of music
education research by Small (1944), Larson (1949 and 1957),
Worthington (1956), and Gordon (1964 and 1968), covering

a period of 36 years, collectively contain only 38 studies
which relate to general ﬁusic problems. About half of
these 38 studies pertain specifically to course content

or methods of instruction for junior high school general
music classes. (For a discussion of those studies which
have investigated junior high school general music courses,
see Chapter II, beginning page 86.)

The lack of investigations in music materials for
culturally different students is more apparent. Other
than the few city-wide federally sponsored programs, as
well as individually sponsored and privately sponsored
programs, the remainder of the music programs for cultur-
ally different students are hypothetical. (See Chapter II,
beginning page 99, for a review of these programs.) Even
the majority of the operational programs are aimed at "cul-
tural enrichment," i.e., to provide musical experiences
which are supposedly better than those in the student's

environment,
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The lack of investigation in this area offers the
music teacher little, if any, information and assistance
in providing musical instruction for junior high school
culturally different students., Murphy and Gross (1968)
designate this as one of the areas of research needed in
the arts. They state that materials of instruction need
to be developed which will:

enable children, especially those from under-
privileged groups, to acquire a sense of the
dignity and worthiness of their ethnic identity
through immersion in the history of their group
and its achievements, and through the discovery
of all the praiseworthy features generally over-
looked, unmentioned, or demeaned by society at
large (p. 23).

In summary, this research study is needed not only
because of the scarcity of studies in the area of junior
high school general music, but also because of the dearth
of research studies in regards to music instruction and
music materials available for the culturally different
student. The present study and its subsequent findings
should also raise questions about the total education of
all culturally different students. Garrett (1969) points

out this latter need in relationship to the education of

the culturally different when he states:
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In a situation in which there are thousands of
dropouts from elementary schools and junior high
schools, the questions that must be raised are

not whether there is something wrong with the
children or their mothers or fathers, but whether
there is something wrong with the educational sys-
tem. They say that black children attention spans
are short. 1Is that true? Has anybody tried to
gear the educational system toward their needs?

Why is it that white children can sit and hear
high-flown rhetoric all day long and dig it?

And why is it that black children can sit and
listen to records all day long and dig that?

Are their attention spans short? Or is it that

the information they receive has nothing to do with
what they're doing every day? Why is it that black
children who can't even sign their own names know
how to spell respect? (p. 4).

Hypotheses

The philosophical foundation for the present study
lies in pragmatism, which holds that the purpose of a gen-
eral education should be aimed toward helping students
undergo varied musical experiences which will enable each
student to arrive at a system of values that is satisfac-
tory to him. The aesthetic foundation lies in relativism,
which holds that music is a psychological product of expec-

tation, an outgrowth of styles, experience and general
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cultural orientation. Combining the aesthetic and philo-
sophical orientations, the writer developed the following
rationale about music pedagogy and teachers of culturally

different students:

1. All ethnic groups develop music which should be
the foundation of the music education program in

their schools.

2., The intrainsic value of ethnic music is indetermin-
able unless it 1i1s used in the community which pro-

duces it.

3. Teachers who fail to see the value of ethnic music
deprive the culturally different students of a
sense of their identity, a most important factor

in the early and continuous development of children.

The hypotheses for the study were constructed from

these beliefs and related readings. They are:

1. The general attitudes toward school will be more
favorable for those students who experience music
instruction which uses ethnic materials as compared

to those using traditional materials.
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The students' attitudes toward music will be more
favorable than the attitudes of students of the

same area who are denied their own ethnic music.

Students who are given the opportunity to use their
own ethnic music as a starting point in musical de-
velopment will progress faster in all musical un-

derstanding. All music will become more meaningful.

Investigation of the hypotheses necessitated test-

ing three null hypotheses:

1.

There is no significant difference in attitudes de-
veloped toward school between groups using ethnic
material as compared to those using traditional

material.

There is no significant difference in attitudes
developed toward music between groups using ethnic
material as compared to those using traditional ma-

terials.

There is no significant difference in musical
achievement between groups using ethnic material

as compared to those using traditional material.
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Scope of the Study

This study investigated the effect of popular
ethnic music upon measurable music achievement of one
hundred and six urban junior high school general music
students. Attitudes toward music and attitudes toward
school were also studied in relation to the inclusion or
exclusion of éthnic music., These attitudes were further
investigated for their interaction.

Experimental instructional materials consisted
of popular ethnic music, determined by weekly radio record
polls identified by the Radio Questionnaire. (See Chapter
III, Table 3.4.) Experimental and control groups were
comprised of six general music classes in three urban
junior high schools: Noble Junior High School, Detroit,
Michigan; Holmes Junior High School, Flint, Michigan; and

Gardner Junior High School, Lansing, Michigan.
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Limitations of the Study

Music achievement, attitudes toward music and atti-
tudes toward school were limited to cognitive and affective
written examinations. For the purpose of delimitation, the
experiment was restricted to students enrolled in general

music classes. Other reasons for this decision were:

1. General music is the only music course which most
school systems require of all students. This,
then, enabled the research project to reach many
students who would normally be excluded if the
project were geared toward instrumental and/or

vocal classes.

2., General music, at the junior high level, is fre-
quently approached as a pupil-oriented program.
Hence, the content of the courses should be de-
termined by the needs, interests, attitudes, and

abilities of the students being served.

3. The general music class is designed, more than
other music classes, to offer an integrated approach

to musical understanding. General music can contain
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a sixfold combination of musical experiences:
singing, music reading, listening, theory or

fundamentals, creating, and playing.

General music can and does serve as the founda-

tion of the total music program.

The experiment was designed for five weekly class

meetings of an hour each and to last a minimum of 20 weeks;

however, circumstances in each school system required some

variations:

Detroit--Noble: September 8, 1969 to Jamuary 23,

1970 (daily meeting of an hour each).

Flint--Holmes: September 8, 1969 to December 19,
1969 (five meetings of an hour each, every two

weeks) .

Lansing--Gardner: November 24, 1969 to Ma¢ 1,

1970 (daily meeting of an hour each).

The Flint groups were also out of school for three weeks

(November 17, 1969 to December 5, 1969) due to teacher
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strikes. Consequently, the experimental and control groups
at this center were unable to complete modules four and
five: Timbre and Form and the Similarities within All

Music, respectively.

Definition of Terms for the
Purpose of This Research

Ethnic--The writer has chosen the following defi-
nition for the term as used in this paper: "Belonging to
or deriving from the culture, racial, religious or linguis-
tic tradition of a people or country" (Stein, 1966, p. 489).

Ethnic Music--Music that is produced and practiced

by the various sub-cultures of American society. The var-
ious. types of music have been limited to: jazz, folk music,

rock and roll, "soul music,;vand Latin American.

l. Sub-culture--(a) the culture values and behavior
patterns distinctive of a particuiar group in a
society, (b) a group having social, -economic,
ethnic, or other traits distinctive enough to
distinguish it from others within the same culture

or society (Stein, p. 144).
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Jazz--A general name for 20th century styles in
music based on Afro-American spirituals, work
songs, blues, and ragtime. The latter two forms
exhibited the most influence on jazz and are di-
stinguished from each other in that blues (1) uses
l12-measure phrases rather than 8-, 16-, or 32-;

(2) is frequently harmonized with seventh chords
of the dominant type, especially those of the flat
variety; (3) melodies are closely related to the
tradition of work songs and spirituals, and differs
from that of ragtime in that the blues began as
vocal music and only later developed as an idiom
for instruments adone; and (4) cadential formu-
las avoid the VII degree in favor of II or VI as
penultimate melody tones. From these beginnings,
jazz has "evolved into complex styles marked by
improvisation, propulsive rhythms, polyphonic en-
semble playing," and a harmonic palette "ranging
from simple diatonicism (I, 1V, V, I) through
chromaticism to atonality and tone clusters"

(Stein, 1968, p. 717).
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Folk music--Music that is frequently but not ex-
clusively of anonymous origin. Anonymous collec-
tive folk authorship and oral transmission are
two of the identifying factors of some folk songs.
However, in recent years, folk music has been
written by established composers, i.e., Stephen
Foster and Bob Dylan. These folk songs usually
deal with American folklore and/or current polit-

ical and social events.

Rock-='n“Roll--A style of popular music marked by

a heavily accented beat and a repetitious phrase
structure. The lyrics frequently deal with sub-
jects of "love," "boy meets girl," or other iso-
lated topics of interest to youth., More recently,
the lyrics have included topics on humane treatment

for all segments of society and the Vietnamese War.

Soul music--"Pertaining to the influence or the
quality of Negritude (Blackness) displayed in the
music" (Dill and Bebeau, 1968, p. 44). It is char-

acterized by rhythms, harmonies, and lyrics, "about
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paying the dues," (Lit, 1968, p. 37), which appeals
to members of the black race. Under most circum-
stances, soul music is composed, recorded and per-
formed by members of the black race. Outstanding
performers are: the Temptations, Stevie Wonder,

and James Brown.

6. Latin American music--Music that is influenced by
the rhythms, harmonies, and melodies of the coun-
tries in Central and South America, particularly
Cuba, Mexico, Brazil, Peru, Venezuela, and Guate-
mala. The instruments used in performing the
music are those native to these countries: marim-

bas, claves, maracas, and bongoes.

Ghetto--From the Italian, Jew's quarters in Ento—
pean cities to which they were confined by law (Filler,
1963; p. 314). In this paper, the term is used as a de-~
scription of those "less legal," but effectively segregated
sections of larger cities. These segments of the larger
cities are characterized by a large populace of minority

groups with lower socio-economic status, a high rate of
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unemployment, wide-spread poverty and frequently a negative
attitude toward education.

Socio-Economic Status--The status or amount of

prestige in the larger society which is associated with
income, wealth, or type of occupation (Zadrozny, 1959,
p. 318).

Core-City--A generic term used in reference to
inner-city communities. This term will be used synonym-
ously with the term ghetto communities.

Deprived Persons--A population within a society

which has been denied many of the advantages and oppor-
tunities available to other members of that society. This
population or minority usually has a lower political, eco-
nomic, and social status than the remainder or dominant
group in that society.

Culturally Different Persons--Used interchangeably

with the terms deprived, ethnic or ghetto individuals. The
writer, however, prefers this term to that currently used
in the research literature: culturally deprived. The
former term gives a clearer conception of the cultural

situation. The latter terms suggest that the persons in
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qguestion have been removed from or have never been admitted
to any culture; while the former suggests that the persons
have had a culture (in some cases, a well-developed one),
but that this culture differs from that of dominant soci-
etal values.

General Music--A non-performance-oriented class

which provides a variety of developmental music experiences.
The class can be organized to offer a broad survey of the
entire field of music, or to develop specific concepts or
attitudes. 1In either of the class organizations, the basic
purpose is to develop musical persons with ample experiences
to judge all music on the basis of its musical properties.

Classical Music--A term used in reference to mu-

sical works which have held their place in general estima-
tion for a considerable time, and of new works which are
generally considered to be of the same type and style.

Serious Music--A generic or colloguial term used

for classical music.
Attitude--"A person's manner, disposition, feeling

or position, toward a person or thing” (Stein, p. 87).
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Average--The use of this term has been restricted
to the reference of a quantity intermediate to a composite

score of the attitude tests.,

Order of Presentation

This dissertation is structured according to the
following plan:

Chapter I presents an introduction to the nature
of the problem and the need for the present study.

Chapter II presents a review of the literature
related to this study.

Chapter III describes the methodology of the study.
The measuring instruments, a description of the program,
and the statistical procedures used in analyzing the data
are also included in this chapter.

Chapter IV presents an analysis of the data and
the statistical results in tabular and explanatory form.

Chapter V contains a summary of the results with

conclusions and recommendations for additional study.



CHAPTER 11

REVIEW OF THE LITERATURE

Introduction

The theoretical orientation of the present study
is primarily music-educational and social-psychological.
Underlying this orientation are the beliefs that: 1)
models of proper conduct, values, and behavior are given
to individuals by their cultures or environments as they
interact with the conditions of life; 2) the rational
nature of man is affected by his physical and social en-
vironment; and 3) the music that is pragmatically suited
for the individual, whether because of his environment,
social condition, economic situation or cultural heritage,
is the music best suited for providing "peak experiences"
(Fowler, 1968).

In an attempt to investigate this theoretical
orientation, as it relates to the musical development of

the culturally different child in junior high school

35
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general music classes, the present chapter is divided into
six areas: 1) the nature and need of the junior high
school student; 2) the socio-economic status (SES), so-
cial conditions and environment of culturally different
students; 3) the effects of the environmental conditions
or SES on school achievement. and/or attitudes toward school
and education; 4) programs and practices for the education
of the culturally different student in non-music areas; 5)
the general music program in junior high school and music
programs for the culturally different student; and 6)
teachers for the culturally different student.

With the exception of the fourth area, these six
areas are in complete agreement with the five "Elements
in the Process of Music Education” outlined by Schneider
and Cady (1965): 1) the teacher, 2) the student, 3) the
teaching-learning process, 4) constraining elements, and
5) the music education program. The authors also identi-
fied these elements as the areas of relevant research
needed in the field of music education.

The remaining five areas have the following rela-

tionship to the five elements of Schneider and Cady:
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Areas

The nature and need of the junior
high school student

Socio-economic status (SES), social
conditions and environment of cul-
turally different students.

Effects of environmental conditions
or socio-economic status (SES) on
school achievement and/or attitudes
toward school and education.

General music programs in junior high
school and music programs for the
culturally different student.

Teachers for the culturally different
student.

Elements

The student,

The student.

Constraining
elements and
the teaching-
learning
process.

The music
education

program.

The teacher.

The Nature and Needs of the Junior Higg

School Student

Blair and Jones (1964) have observed that all ado-

lescents have special problems and certain pressing needs

which must be met, and a series of developmental tasks

which must be mastered if the adolescents are to become

self-sufficient members of society.

They have also said:

Adolescence is that period in every person's
life which lies between the end of childhood
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and the beginning of adulthood. It may be a

long period or a short one. It varies in length
from family to family, from one socio-economic
level to another, and from culture to culture.
Its length may even fluctuate in the same soci-
ety from time to time, depending upon economic

or other conditions. . . . The adolescent, like
everyone else, spends twenty-four hours a day
satisfying or attempting to satisfy his physical,
social, and personality needs. Whether he 1is
shy, aggressive, negativistic, reckless, ideal-
istic, helpful, conforming, or impudent, depends
upon which needs are active and how he goes about
satisfying them. All behavior can be said to be
motivated. . . . Needs may be satisfied in num-
erous ways. Some may be socially acceptable,
others may lead to social difficulties for the
adolescent. One of the chief responsibilities

of teachers and schools should be to help young
people satisfy their biological and acquired needs
in ways which will be socially and personally re-
warding (p. 7).

Wattenberg (1965) also observed the difficulty of
adequately describing the junior high school age group and
identifying its special needs. At the same time, he recog-
nized there was some justification and value in recording
the similarities which characterize early adolescent de-
velopment and behavior. 1In discussing the junior high
school years, he stated:

Three major strands of fact give texture to the
junior high school: First, due to the fact that
young people do not develop in accordance with

time tables, junior high school populations are
heterogeneous not only as to ability and all the



39

usual variables, but also as to developmental
stage. Second, during the years over which

this institution presides, youngsters may make
sharp changes in the course of intellectual
growth, emotional adjustment, and social goals.
Third, our knowledge of what forces cause the
changes is fragmentary at best, . . . Let us
begin by picturing more concretely what was
implied by the observation that the junior

high school student body is composed of young
people in assorted phases. Writers and research
workers have found it convenient to divide human
existence into a series of stages. Although
everyone knows that some poetic and prosaic li-
cense is involved, that no living human being

is ever entirely childish or adolescent or
adult, yet it helps us to organize our thinking
if we highlight commonalities (pp..43-44).

Although obvious differences exist among adoles-
cents, in individuals and in age groups, Havighurst (1952)
has identified certain developmental tasks which all young-
sters should satisfy to live successfully in society. He
has defined a developmental task as a task which arises
during a certain period in the life of an individual, the
successful achievement of which leads to his happiness
and to success with later tasks. Failure to cope success-
fully with these tasks leads to unhappiness in the indi-
vidual, disapproval by society, and difficulty with later
tasks. He also observed that some tasks arise mainly from

physical maturation, others arise primarily from the
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cultural pressures of society upon the individual; but most
arige  from the combination of these factors. Havighurst's
ten development tasks are listed below:

1. Achieving new and more mature relations
with age mates of both sexes.
2., Achieving a masculine or feminine social
role.
3. Accepting one's physique and using the
body effectively.
4, Achieving emotional independence of par-
ents and other adults.
5. Achieving assurance of economic indepen-
dence.
6. Selecting and preparing for an occupation.
7. Preparing for marriage and family life.
8. Developing intellectual skills and con-
cepts necessary for civic competence.
9. Desiring and achieving socially respon-
sible behavior.
10. Acquiring a set of values and an ethical
system as a guide to behavior (pp.. 31-71).

As early adolescents attempt to accomplish the de-
velopmental tasks of this age period, ¥arious' behavioral
patterns may be evident. Educators need to recognize and
understand these significant patterns to help adolescents
attain their goals and to adjust to the expectation of so-
ciety. Tyron and Lilienthal (1950) designated the follow-
ing behavioral patterns as being important to early ado-

lescents:
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l. Establishing one's independence from adults
in all areas of behavior.

2. Accepting one's self as a worthwhile person,
really worthy of love.

3. Behaving according to a shifting peer code.

4, Strong identification with one's own sex
mates.

5. Learning one's role in hetero-sexual rela-
tionships.,

6. Reorganizing one's thoughts and feelings
about one's self in the face of significant
bodily changes and their concomitants.

7. Accepting the reality of one's appearance.

8. Controlling and using a "new" body.

9. Using language to express and to clarify
more complex concepts.,

10. Moving from the concrete to the abstract
and applying general principles to the par-
ticular (pp. 77-89).

Continued study and increased understanding of the
physical, mental, social, and emotional characteristics of
junior high school pupils and of the developmental tasks
which accompany these characteristics should aid educat-
ors in providing more adequate programs to meet the needs
éf all junior high school youth, including the culturally
different.

This section of the literature has identified
three characteristics of junior high school students, which
must be seriously considered by educators if they are to

successfuly teach students of this age group:
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1. The students have a rapid change in emotional, in-
tellectual, social and physical growth (Blair and

Jones) .

2. The students have a great need for successful

achievement (Havighurst),

3. During this period of growth, the students formu-
late many of the patterns which will domihate their

adult life (Tyron and Lilienthal).

Socio~-Economic Status (SES), Social Conditions
and Environment of Culturally Different
Students

A number of terms are currently in use which at~-
tempt to describe the child being considered here: minor-
ity, poor, underprivileged, lower class, lower socio-
economic status, and socially and culturally deprived.
Educators have also used such terms as slow, retarded,
underachiever, and "late bloomer" in describing some of
the same children. The choice of a proper term is a very

sensitive issue for each serves to suggest different
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deficiencies or sources of blame: the school, the parents,
the child, the immediate environment, or society as a whole.
Haubrich (1963) was the first to suggest the term "cultur-
ally different" to avoid any implications of the problem's
having originated with the parents or the children. Fur-
ther Taba (1964) notes that the educational terms suggest
the difficulty, while the other terms describe the source
of the problem. The literature uses all of the previously
mentioned terms. Hence, studies have approached the cul-
turally different child through racial and/or ethnic char-
acteristics, social class characteristics, and socio-
economic status (SES).*

Riesman (1962) identified a number of characteris-
tics of the black "underprivileged" child and his family.
For the former, he noted that the children are ineffective
readers, poorly informed about educational possibilities,
and are more concerned with "getting by" than with "getting
ahead." These children were also considered excitable and
their attention span is easily interrupted by new gadgets

or new goals. Finally, Riesman believes that the children's

*The abbreviation SES will be used in reference to socio-
economic status in the remainder of this paper.
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greatest interest is in sports, having strongest admiration
for prize fighters and baseball heroes.

The families of the underprivileged child are char-
acterized as old fashioned, superstitious, religious, and
suspicious of "newfangled" ideas. Socially, the families
feel alienated from the "mainstream" of society. Although
they are not attracted to a middle-class style of life for
status, prestige or methods of bettering their standard of
living, like their children, they would rather work toward
"getting by" than getting ahead. Riesman felt that these
families are not active politically, but when they do par-
ticipate, they act overwhelmingly in favor of the underdog.
The parents of underprivileged children were termed "opin-
ionated about morality, punishment, traditional education,
and the role of women" (p.72).

Riesman described the underprivileged family as
one in which living conditions have been disrupted. The
family may have been prematurely broken by divorce, deser-
tion, and death, and home itself may be overcrowded with
many children and parents or parent substitutes. Facili-

ties are very likely inadequate, which is frequently the
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the result of considerable economic insecurity. Both par-
ents frequently work and thus the children may be neglec-

ted; even when the child is given attention, the excitable
tired parents 1nvariably use physical punishment in order

to maintain discipline.

Davis (1948) 1investigated culturally different
children in terms of their social class. He investigated
the physical and social anxieties of lower class people.
He found that their physical anxieties derive from the
fear of having too little food, the fear of getting too
little sleep, the fear of being cold, and the fear of evic-
tion. When they have food, they eat too much, and when
they have money they spend too much. "In their lives it
is all or nothing or next to nothing" (p. 27). Davis felt
that they participate in two areas of experiences which are
"acute" sources of anxiety for the middle class: sexual
relation and physical aggression. DeCecco stated (1968,
p. 187) that "while middle-class children are punished for
their sexual and aggressive behavior, lower-class children
are rewarded."

Henry (1965) seems to disagree with Davis about

the sensuous-physical pleasures of lower class people.
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Henry believed that their lives are a "flight from death."
This is seen through an effort to concentrate on and par-
ticipate in those experiences which give them a most wvivid
reassurance of being alive. Henry felt that these exper-
iences include overuse of drugs and alcohol.

Havighurst (1964) identified five groups of disad-
vantaged persons: 1) southern blacks who have recently
migrated to northern urban centers; 2) southern whites
who have migrated from the rural South and southern moun-
tain areas to northern cities; 3) Puerto Ricans living
in northern cities; 4) Mexican farmers who have migrated
to the West and Midwest; and 5) European immigrants from
eastern and southern Europe.

David and Pearl Ausubel (1963) used the Havighurst
characteristics in their discussion of culturally differ-
ent children. They believe that these black children lack
the appropriate adult figures with whom to identify and
that they lack expectations of future success. Failing
to identify with either a black father or mother, the
child frequently fails to identify with any adult. His

most important social identity is his peer group, and in
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the case of the young black male, this association can lead
to premature maturity. Even before he enters school, the
black child has learned the inferior status of his race and,
as Clark (1947) has stated, prefers to play with white dolls
and white playmates as opposed to objects or persons which
serve to remind the child of his inferiority.

A number of authors and researchers have directed
their attention to the SES of black students and its rela-
tionship to IQ and race (Arlilt, 1921; Horton and Crump,
1962; and Deutsch and Brown, 1964); achievement (Wilson,
1963, and Siller, 1957); and motivation (Feldhusen and
Klausmer, 1962, and Hieronymus, 1951). These studies are
not of primary importance to the present discussion, but
do lend a greater insight into some of the variables which
must be considered in teaching culturally different chil-
dren. (See page 52 of this chapter.) Also these studies
have helped to identify many of the SES characteristics
of the culturally different child. However, in identify-
ing SES characteristics, most of these studies have been
guided by the SES scale.of Warner and his associates (1949).

This scale bases SES on four characteristics: occupation,
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source of income, house type and living area, with occupa-
tion having the most weight.

One of the most inclusive studies, pertaining to
the SES of the disadvantaged child and his family, was that
of Witmer (1964). Rather than investigating both the so-
cial and economic situation of the disadvantaged, Witmer

concentrated mainly on the latter:

1. The annual income of disadvantaged families is
$3,000. About one-third is spent on food ($5.00
per week, per person), $65 per month is spent on
rent, and $25.00 per week is left for all other

living expenses.

2. In 1961, approximately 17 million American children

(25 per cent) were living in poverty.

3. In 1962, approximately 9.3 million American fami-

lies (20 per cent) were living in poverty.

4., In terms of race, 47 per cent of non-white families

are poor, compared to 14 per cent of white families.
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5. In families with a female head, 63 per cent are

poor, compared with 13 per cent with a male head.

6. In rural areas, 26 per cent of the families are
poor, as compared with 11 per cent of urban fam=—

lies.

7. In the South, 30 per cent of the families are poor,
as compared to 1l per cent of the families in the

remainder of this country.

When the factors of a non-white family and the lack
of a male head of the family are added together, the child's
chances of escaping poverty or being disadvantaged decreases
from 59 per cent to 1l per cent, or the likelihood of the
child being raised in poverty rises from 47 per cent to
81 per cent (Witmer, 1964, p. 212).

Some authors have used social class as a means of
determining the cultural differences of children (Cloward
and Jones, 1963; Henry, 1965; and Kohn, 1959). DeCecco,
however, refuted the existence of social classes in America.
Instead he identifies the four conditions of R. W. Brown

(1965), which must: prevail within a community for social
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classes to exist: 1) the population must be conscious of
classes and agree on the number of classes; 2) styles of
life within the classes must be strikingly uniform and,
between classes, clearly unique; 3) social interaction
must be sharply patterned on class; 4) data of each of
these factors must indicate the same bound-areas between
classes (DeCecco, p. 190). This is followed by an analy-
sis of each of the conditions as related to the social,
environmental and SES descriptions of the lower class.
These relationships are discussed in terms of the recent
research findings investigating social classes. DeCecco
used the studies of N. Gross (1953), R. W. Brown (1965),
K. Johnsen and G. Leslie (1965), Nisbet (1959), Heald (1965),
and Havighurst (1964) as bases for drawing his conclusion
about the existence of social classes in America. He stated
(p. 194):

No convincing evidence proves the existence of

social classes in modern American life. . . .

We have no clear consciousness of class, no sense

of class solidarity, no highly distinctive styles

of life, and no highly exclusive patterns of so-

cial interaction. . . . Privilege, power, and

wealth are not the monopoly of one class. . . .

We can assume no uniformity of moral values,
child-rearing practices, character formation,
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or preschool educational experience. Although
often the product of humanitarian zeal, the:
myth of social classes leads more 6ften to the
stereotyping and patronizing of disadvantaged
children than to informed efforts to give them
the pedagogical assistance they require.
DeCecco also denied the existence of social class when the
variable of races is included. He stated:
American Negroes are not conscious of belonging
to a social class but of belonging to a caste
which, like castes in India, has little or no
upward social mobility (p. 191).

This section of the literature has provided a num-
ber of educational and social descriptive terms of the cul-
turally different. Included among these were minority,
poor, lower-class, socially deprived, culturally deprived,
retarded, underachiever, and late bloomer. Taba and Hau-
brich cautioned educators as to the appropriate term, used
in reference to these students.

Additionally, conflicting characteristics of the
students' family (Riesman and Ausbel); their social class
(Davis and DeCecco); and their anxieties (Davis and Henry)
were also included. However, there are some characteris-

tics which educators can use in identifying culturally

different students:
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1. They are either southern whites or non-whites who

have migrated to urban centers (Havighurst).

2. Their families are frequently headed by females

(Riesman).

3. Their world has been filled with alienation,

failure and prejudice (Riesman).

Effects of Environmental Conditions or

Socio-Economic Status (SES) on School-

- Achievement and/or Attitudes toward
School and Education

The literature in this area can be conveniently
divided into three separate but related areas: 1) SES,
IQ, motivation, achievement and learning abilities; 2) SES
and attitudes toward school and/or education; and 3) SES

and the learning process.

SES, IQ, Motivation
and Achievement

Arlitt (1921) studied 343 elementary school chil-

dren in a "single school district." Of these, 191 were
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white, 87 were Italian, and 71 were black. The children
were grouped into four SES groups according to their par-
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