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ABSTRACT

The purpose of this study was to provide specific data regarding the level 

of multiculturalism of Arizona elementary general music teachers and their 

utilization of multicultural music education in curriculum and activities.  Data 

gathered was used to investigate the relationship between a teacher’s life 

experience, personal attitudes, personal behavior, and professional behavior with 

their developing and employing multicultural music education.

Subjects included Arizona elementary general music teachers (N=280) 

during the 2004-05 school year.  The Personal Multicultural Assessment and the 

Music Specialist’s Multicultural Music Education Survey were sent to the 

teachers along with a demographic report sheet.  Data analysis included 

descriptive statistics, correlational analysis (Pearson-Product Moment 

Correlation), analysis of variance (ANOVA), and a multiple regression.

The results of the survey indicated that Arizona elementary general music 

teachers are functioning at varying levels of multiculturalism.  The teachers’ 

Personal Multicultural Assessment mean scores ranked at the third level of the 

Multicultural Personae in the areas of Personal Behavior, Professional Behavior, 

and on the Composite score.  The areas of Life Experience and Personal Attitude 

ranked at the second level of the Multicultural Personae.  

Statistically significant relationships were found between the population of 

the teachers’ hometown and the Life Experience subscale score and the 

Composite score.  The undergraduate institution from which the teacher 
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graduated was positively related to the Personal Behavior subscale score and the 

Composite score.  Though the majority of Arizona elementary general music 

teachers felt inadequately prepared for teaching multicultural music education or 

have ethnic instruments, they reported utilizing the majority of regional-specific 

world music.  

Life experience was a significant factor in determining music teachers’ 

utilization of multicultural music education.  This study demonstrated that 

Arizona elementary general music teachers’ personal attitudes, personal behavior, 

and professional behavior regarding multiculturalism may not have effected their 

utilization of multicultural music education.     
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CHAPTER 1

INTRODUCTION

The United States has become increasingly multicultural.  During the past 230 

years, this nation, founded by monocultural Western Europeans, has witnessed national 

multicultural phenomena such as open immigration, Ellis Island, and civil rights 

legislation.  Today more than one-third of the nation’s school children come from 

culturally, ethnically, and racially diverse groups.  Music education, being an 

amalgamation of social and musical aspects of diversity, can be a tool to help transmit 

cultural information that “involves the creator, creation, and context in which the creation 

was constructed” (Young, 1996, p. 3).  Though music education in the United States has 

mostly reflected the European model of music, Trimillos (1972) affirmed:

Modern society is demonstrating an increased consciousness of world community 

and a growing awareness of ethnic identity.  Education for this kind of society 

makes ethnic music not only a desirable component in the curriculum, but also an 

urgently needed one (as cited in Moore, 1993, p. 15).  

Educational agencies and legislation have begun to respond to the multicultural 

music need by encouraging and mandating additional training, courses, and/or 

professional development programs in order to take action to address current 

demographic realities.  Textbook series, national, state, and local standards, and 

curriculum have also begun to illustrate multicultural music materials and resources, 

while there has been an increase of multicultural focused workshops at national and state 
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conferences.  These imperatives, though favoring a broader cultural perspective, stress 

the disparity between classroom practice and advocacy (Meidinger, 2002).   

Past researchers have discussed the need for curriculum, training, and materials 

that reflect multiculturalism in the classroom (Banks, 1994; Giroux 1994; Gollnick, 1992; 

Leake & Leake, 1992; Olneck, 1990; Sleeter, 1991, 1996; Sleeter & Grant, 1993) and 

specifically, the music classroom (Chin, 1996; Klinger, 1996b, 1999a; Moore, 1996; 

Okun, 1998; Meidinger, 2002; Moore, 1993; Robinson, 1996; Stellaccio, 1995; Young, 

1996; Yudkin, 1990).  The changes needed to implement multicultural music education 

are dependent upon music educators, and may be affected by those teachers’ behaviors 

and attitudes through their development and utilization of curriculum and teaching 

pedagogy (Moore, 1995; Nel, 1993; Randall, Aigner, & Stimpfl, 1995; Walters, 1994).  

Refining research instruments that assess music teachers’ levels of attitudes, behaviors, 

experiences, and multiculturalism will enable investigators to examine the factors 

contributing to the successful implementation of multicultural music education in the 

music classroom.  

Rationale

Each generation needs to transform education for their particular time and place.  

Educating students in today’s society should include preparation for interacting in a 

multicultural and global world.  By 2010, it is estimated minority population (non-

Caucasian and not individuals of European descent) students will become the majority in 

California, New Mexico, Texas, Arizona, and Florida (Banks & Lynch, 1995; Fuller, 

1994; Haberman & Post, 1990; Moore, 1995; WICHE, 2004).  The focus on student 
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diversity will increase, according to Grant and Miller (1992, p. 7), due to: the 

implementation of feminist pedagogy; the increasing rate of American society becoming 

one of the “others” (also see O’Hagin and Harnish, 2003); the fear that the gap 

distinguishing the United States as the world’s economic and industrial power is closing; 

and the increasing numbers of English as second language learners in the schools.  

Nonetheless, the pool of teachers is becoming more Euro-cultural (Gordon, 1995; 

Hodgkinson, 1989; Moore, 1995) yet they are products of a curriculum that is entirely 

ethnocentric (Banks, 1987; Craft, 1981; Manson, 2000).  Therefore, they need an 

understanding of cultural differences to be successful in the current and future pluralistic 

classrooms (Adams, Pardo, & Schniedewind, 1992; Gollnick, 1992; Larke, 1990; 

Standley, 2000; Tran, Young, & DiLella, 1994).  

Since people are products of the culture(s) in which they live (Durkheim, 1920; 

Macionis, 1997) and that historically, culture has influenced American music (Mark, 

1998a), music teachers remain an important and central factor in the process of 

implementing multicultural music into the public school curriculum.  Central to the 

writings of Charles Fowler, Herbert Read, Maxine Green, Elliot Eisner, Mortimer Adler, 

John Dewey, Harry Broudy, and Friedrich Schiller is the utilization of the arts as cultural 

and educational agents for change.  Encouraged by the National Standards in Music 

Education (1994) and the authors of Vision 2020: The Housewright Symposium on the 

Future of Music Education (2000), it is generally accepted that music, specifically, may 

help with the cultural understandings and transformations (Jorgensen, 2003; O’Hagen & 

Harnish, 2003).  
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Elementary general music teachers are in a unique position to provide the 

foundation for students’ understanding of and participation with multicultural music in a 

global society.  According to Fiese and DeCarbo (1995), in highly diverse school 

settings, music teachers will “affect the change in the colleges and universities by 

demanding training in a multiplicity of musics in order to better teach their students” (as 

cited in Volk, 1998b, p. 160).  When teachers are provided adequate tools to utilize 

multiculturalism in their curriculum, their “students are able to form a more realistic 

perspective on the cultures of diverse groups” (Lundquist, 2002, p. 627).  

Many schools have been slow to address student and societal diversity within 

their curriculum and “scholarly research has not kept abreast of attempts to actualize the 

various ideas that school personnel hold about multicultural education” (Grant & Miller, 

1992, p. 7).  Brown and Kysilka (2002) state, “an investigation of one’s own personal 

beliefs, values, assumptions, and attitudes is a necessary first step towards applying 

multicultural and global concepts in the classroom” (p. 25).  Once information is obtained 

regarding beliefs, values, philosophies, and uses of multicultural music, a consensus 

should be determined on definitions and curricular decisions. Teicher (1997) and others 

assert that despite the advocation of multiculturalism in curriculum and policy by entities 

such as the National Council for Accreditation of Teacher Education (NCATE), the 

American Association of Colleges for Teacher Education (AACTE), the National 

Association of Schools of Music (NASM), and MENC: Music Educators National 

Conference: The National Association for Music Education (MENC), as a school society, 

unresolved dilemmas exist and further work is required for universal definitions and 
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information to be utilized for curriculum planning (Burton, 2002; Gallavan, 1998; Grant 

& Miller, 1992; Reimer, 2002; Stephens, 2002).  Varying definitions range from James 

Banks’ (1977) idea that multiculturalism is “a type of education concerned with various 

groups in American society who are victims of discrimination because of their unique 

cultural characteristics” (as cited in Stephens, 2002, p. 96) to Nieto’s (1996) view that 

multiculturalism is “a comprehensive reform of basic education for all students that 

challenges all forms of discrimination, permeates instruction and interpersonal relations 

in the classroom” (as cited in Stephens, 2002, p. 96).  Until multicultural education has an 

analogous and specific meaning and theoretical confusion no longer exists in 

multiethnic/multicultural education, educational policy cannot be developed (Banks, 

1979, p. 2).

Music is a model approach to education that is ideally multicultural (Chase, 2004; 

Vulliamy & Lee, 1982; Young, 1996) and as declared in the Housewright Declaration 

(Madsen, 2000), all music that people experience has a place in the curriculum.  In 

essence, “music not only has a role in cultural reproduction and social affirmation but 

also has potential for individual development, for cultural renewal, for social evolution, 

for change” (Swanwick, 1999, p. 25).  Elliott (1995) asserts that music represents a form 

of one’s cultural meme or self conscious.  Extending White’s (1964) idea of studying 

music from a sociological frame of reference, Reimer (1993) discusses the “multimusical 

culture” represented in American society by addressing the three musical needs in a 

pluralistic culture: (a) American western musical heritage should be available to all its 

citizens, (b) all citizens should have access to music of American subcultures, and (c) 
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there should be an honoring and preserving of the music of American subcultures.  In 

contrast, educators often place music into a separate class therefore isolating it from the 

curriculum encouraging the study of music outside of a cultural context (McCullough-

Brabson, 2002; Nettl, 1980).  

Past researchers, examining teachers’ utilization of multicultural music education 

have focused on specific states within the United States (Michigan, California, Texas) 

and have discussed how multicultural music education used these pluralistic culture 

needs, and their findings indicate inconsistencies with the attitudes, definitions, and 

implementation of multicultural music (Dunbar, 1995; Hanley, 1993; Klinger, 1996; 

Meidinger, 2002; Moore, 1994; Sands, 1991; Young, 1996), with curriculum (Barbour, 

1994; McCarthy & Stellacio, 1994; Robinson, 1996; Stellaccio, 1995; Yudkin, 1990), and 

among teacher trainers and supervisors (Norman, 1994).  Extant research, however, does 

not incorporate the demographics of the southwestern United States or how the 

philosophies and attitudes of, specifically, Arizona’s elementary general music teachers 

conform to and utilize the mosaic of American culture.  

The 2000 United States Census figures of Arizona’s racial demographics relate 

that approximately 65% percent of the population are White, 25% percent of the 

population are Hispanic or Latino while the remaining 10% are Black, African American, 

American Indian, Alaska Native, Asian (Asian Indian, Chinese, Filipino, Japanese, 

Korean, Vietnamese, and others), and Native Hawaiian and Pacific Islander.  School-age 

population demographics describe a different account.  Sixty percent of Arizona’s school-
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age population are of Hispanic or Latino heritage while the remaining student population 

encompasses all other racial demographics stated above (U.S. Census Bureau).  

Arizona is unique in that it encompasses the Mesa Unified School District 

(MUSD) and the Tucson Unified School District (TUSD), two of the largest school 

districts in the nation.  These two school districts account for the highest school-aged 

American Indian and Alaskan Native populations in the country.  Of their total 

enrollment, 3.3% are American Indian and Alaskan Native in MUSD and 4.1% in TUSD 

(National Center for Educational Statistics, 2002).  Arizona, where the majority school-

aged population is the minority population, provides a unique opportunity to examine 

how teachers relate these perspectives to their own teaching.  Examination of Arizona 

elementary general music educators may promote thoughtful curriculum discussion 

providing an impetus toward the improvement of multicultural music education across 

the state.    

There are few research instruments that measure multiculturalism (Cardo, 1994; 

D’Andrea, Daniels, & Heck, 1991; Randall, Aigner, & Stimpfl, 1995).  Developing 

additional instruments would facilitate investigations of an educator’s level of 

multiculturalism (Moore, 1995) furthering the assessment of teacher attitudes and 

practices.  Thus, united with a definition consistent between theory and practice of 

multicultural education (Walker, 1991) practitioners and teacher trainers may aid current 

and future educators to employ multicultural music education in their curriculum.    
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Purpose

The purpose of this study was to provide specific data regarding the level of 

multiculturalism of elementary general music teachers in Arizona and their utilization of 

multicultural music education in curriculum and activities. 

Definition of Terms

Multicultural education

An approach to teaching and learning that makes certain all students from diverse 

ethnicities, races, social-classes, genders, exceptionalities, and cultures receive an 

equal opportunity to learn while fostering cultural pluralism (Banks & Banks, 

1989; Bennett, 1990; Robinson, 1996).

Multicultural music education

An approach to teaching and learning about the diverse music systems of the 

world.  This study will utilize Volk’s (1998b) broad definition of multicultural 

education: The differences of religion, age, gender, socioeconomic status, and 

exceptionality while multicultural music education will be defined as the teaching 

of a “spectrum of music cultures, primarily focusing on ethnocultural 

characteristics” (p. 4).

Multiculturalism

Banks (1993) describes multiculturalism as “a philosophical and political 

position that assumes that the gender, ethnic, racial, and cultural diversity of a 

pluralistic society should be reflected in all of the institutionalized structures of 



22

educational institutions, including the staff, the norms and values, the curriculum 

and the students body” (as cited in Robinson, 1996, p. 20).

Life Experience

The total of one’s interface with an environment, culture, and history (Dupont, 

1994; Moore, 1995).

Personal Attitude

The learned predispositions to react in a consistent manner to a given object 

(Ajzen & Fishbein, 1980; Moore, 1995).

Personal Behavior

A response to situations or an action toward a given object in one’s personal life, 

while no professional standards are imposed on this behavior (Ajzen & Fishbein, 

1980; Moore, 1995; Sears, Freedman, & Peplau, 1985).

Professional Behavior

A response to situations or an action toward a given object in one’s professional 

life.  The word, professional, signifies a “certain action is proscribed through 

established standards relating to behavior by those functioning in that professional 

capacity. Learned responses, guidelines, and codes of ethics often exist within a 

profession” (Ajzen & Fishbein, 1980; Moore, 1995).
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The following definitions of the ethnicities of people were referenced from the 

Encyclopedia of Multicultural Education (1999).

Ethnicity

The ever-evolving values, religion, socioeconomic status, and language of a group 

of people, sometimes including race.

African American

People in the United States who can trace their lineage to the continent of Africa.

Asian American

People in the United States who can trace their lineage to the continent of Asia.

European American

People in the United States who can trace their lineage to the continent of Europe.

Latino

An umbrella term for people who are either from or can trace their lineage to 

Spanish-speaking countries such as Central America, South America, Spain, and 

the Caribbean.

American Indian

People who are either from or can trace their lineage to the aboriginal tribes and 

bands of the North American continent.

Pacific Islander

People of the Pacific Ocean Islands.

Culture

The patterns a group of people acquire and convey.
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Race

The physical characteristics and not the values, language, socio-economic status, 

or religion of a person.

Assumptions

1. The Personal Multicultural Assessment is a reliable and valid method of 

measurement.

2. The Music Specialist’s Multicultural Music Education Survey is a reliable and 

valid method of measurement.

3. Arizona teachers will respond honestly to the survey instruments.

4. Curriculum content can be measured on a diagnostic scale.

5. Life experience, personal attitudes, personal behavior, and professional behavior 

can be measured on a diagnostic scale.

Limitations

This study is limited to a group of educators who will self-report their information 

at one place and time.  Given the population and sample of the study, generalization of 

the profiles of Arizona elementary music educators to the larger music education 

community is limited.  As no attempt was made to quota the sample, one cannot ensure 

that all forms of diversity (i.e. race, ethnicity, religion, socio-economic status, gender) are 

represented in the reporting educators’ classrooms.



25

Research Questions

The following research questions will guide this study:

1. What are the demographic characteristics of teachers in this study?

a. age

b. gender

c. population of hometown at time of graduation from high school

d. educational level

e. foreign travel

f. ethnic identity

g. father’s educational level

h. mother’s educational level

i. multicultural training

j. type of undergraduate institution from which degree was 

received

2. What are the current levels of Life Experience of elementary general 

music teachers as measured by the Personal Multicultural Assessment?

3. What are the current levels of Personal Attitudes of elementary general 

music teachers as measured by the Personal Multicultural Assessment?

4. What are the current levels of Personal Behavior of elementary general 

music teachers as measured by the Personal Multicultural Assessment?

5. What are the current levels of Professional Behavior of elementary general 

music teachers as measured by the Personal Multicultural Assessment?
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6. What are the current levels of Multicultural Development (total scale 

means) as measured by the Personal Multicultural Assessment?

7. What are the relationships between:

a. composite scores on the Personal Multicultural Assessment?

b. scores on the Life Experiences Subscale?

c. scores on the Personal Attitudes Subscale?

d. scores on the Personal Behavior Subscale?

e. scores on the Professional Behavior Subscale?

f. demographic information?

8. What are the relationships between:

a. composite scores on the Music Specialist’s Multicultural Music 

Education Survey (Appendix B)?

b. scores on the Definition of Multicultural Music Education 

Subscale?

c. scores on the Practices of Multicultural Music Education 

Subscale?

d. scores on the Attitudes of Multicultural Music Education 

Subscale?

e. scores on the Training and Support with Multicultural Music 

Education Subscale?

f. demographic information?
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9. Which subscales of the Personal Multicultural Assessment contribute to 

elementary general music teachers’ utilization of multicultural music 

education, as measured by the Music Specialist’s Multicultural Music 

Education Survey?

Null Hypotheses

The research questions were designed to provide descriptive and statistical 

information about the population.  To enable data analysis, the research questions were 

presented as null hypotheses to be accepted or rejected.  A null hypothesis is a stated 

theory that there is no difference in parameters for two or more populations; the word 

“null” entails that there is no difference.  According to the null hypothesis, any observed 

difference in the samples is due to chance or sampling error.  Rejecting a null hypothesis 

creates a stronger test.  If there is evidence contradicting a negative hypothesis, a 

foundation for rejection is strengthened.  The following are the null hypotheses:  

Hypothesis #1

For elementary general music teachers, there will be no significant (p < .05) 

degree of association between the Life Experience subscale scores and the 

composite scores on the Personal Multicultural Assessment.

Hypothesis #2

For elementary general music teachers, there will be no significant (p < .05) 

degree of association between the Personal Attitudes subscale scores and the 

composite scores on the Personal Multicultural Assessment.
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Hypothesis #3

For elementary general music teachers, there will be no significant (p < .05) 

degree of association between the Personal Behavior subscale scores and the 

composite scores on the Personal Multicultural Assessment.

Hypothesis #4

For elementary general music teachers, there will be no significant (p < .05) 

degree of association between the Professional Behavior subscale scores and the 

composite scores on the Personal Multicultural Assessment.

Hypothesis #5

Life Experience among elementary general music teachers’ multiculturalism is 

not a significant (p < .05) contributor to their utilization of multicultural music 

education. 

Hypothesis #6

Personal Attitudes among elementary general music teachers’ multiculturalism is 

not a significant (p < .05) contributor to their utilization of multicultural music 

education. 

Hypothesis #7

Personal Behavior among elementary general music teachers’ multiculturalism is 

not a significant (p < .05) contributor to their utilization of multicultural music 

education. 
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Hypothesis #8

Professional Behavior among elementary general music teachers’ 

multiculturalism is not a significant (p < .05) contributor to their utilization of 

multicultural music education. 
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CHAPTER 2

LITERATURE REVIEW

Historical, philosophical, descriptive, and experimental aspects within general 

multicultural education and multicultural music education were investigated.  The 

literature review is organized into eight sections: (a) a history of multicultural education 

in the United States; (b) an overview of the approaches and definitions of multicultural 

education by prominent theorists, researchers, and educators; (c) a discussion of teacher 

attitude research, including research concerning multicultural education; (d) an overview 

of multicultural education research in visual arts, dance, and theatre/drama education; (e) 

a history of multicultural music education including a discussion of current definitions of 

multicultural music education; (f) a discussion of research regarding teacher training and 

multicultural music education; (g) an overview of resources and materials for 

multicultural elementary general music education; and (h) a discussion of research 

regarding multicultural elementary general music education.

Multicultural Education

History of Multicultural Education

By the end of the nineteenth century, Darwin’s social theories had taken root in 

American society.  Social Darwinism was used to explain, more or less, Americanization.  

Increasing support for imperialism, civilizing American Indians, the Chinese Exclusion 

Act, Jim Crow laws, and segregation paved the way for assimilating the European 

immigrants as quickly as possible into the mainstream society (Volk, 1998).
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During the first quarter of the twentieth century, the term “melting pot” came into 

vogue, describing yet another view of Americanization.  The melting pot was a blending 

of the races to equal the American.  Beginning in the 1920s this philosophy was adjusted 

with the immigration laws and quota systems.    

Americans believed that these systems would produce a more equal society, 

however, Kallen (1944) believed that Americans should accept and understand the 

differences that created the diverse American culture.  Adamic (1940) furthers, “the 

central educational effort should not be toward uniformity and conformity, but toward 

accepting and welcoming diversity, variety, and differences” (as cited in Volk, 1998).    

In 1938, on the heals of the Depression, the Works Progress Administration 

(WPA), and the Good Neighbor Policy, President Roosevelt developed the Division of 

Cultural Relations within the State Department in order to build cultural exchanges 

between Latin America and the United States.  After World War II, the United States 

ratified culturally responsive exchanges.  While joining the United Nations, participating 

in the United Nations Educational, Scientific and Cultural Organization (UNESCO), 

passing the Fulbright Act and the Smith-Mundt Act, the United States built a platform for 

the civil rights movement (Volk, 1998).    

Multicultural education, as we currently know it, grew out of the 1960s civil 

rights movements.  In 1964, the United States Congress passed the Civil Rights Act 

which prohibited discrimination based on race, color, national origin, or sex.  By 1972, 

with the creation of the Ethnic Heritage Act, schools developed curricula to address 

various ethnic and cultural groups.  This was not a new idea, as prior to the Civil Rights 
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Act, from 1929 to 1953, the Service Bureau for Intercultural Education developed single-

group ethnic studies and programs for educators (Gollnick, 1992; Olneck, 1990; Sleeter 

& Grant, 1993; Young, 1996).

From the late 1920s through the 1970s, “many educators viewed multicultural 

education as synonymous with minority studies,” prompting and promoting the study of 

the ethnic roots of all groups of people (Gollnick, 1992, p. 219).  This synonymous view 

has been funneled through the years in what Banks (1979) believes is the major aim of 

multicultural education: “To educate students so that they will acquire knowledge about a 

range of cultural groups and develop the attitudes, skills, and abilities needed to function 

at some level of competency within many different cultural environments” (p. 4) and 

ultimately to change the school atmosphere creating equal opportunities for education 

(Banks, 1991, 1993, 1994; Sleeter & Grant, 1994).

Approaches to Multicultural Education

Since its inception, there have been various approaches to implementation of 

multicultural curricula in schools.  The curricula outlined by prominent researchers in 

general multicultural education integrate the purposes and educational implications of 

multiculturalism.  Of those approaches, Gibson (1976), Banks (1979; 1981), and Grant 

and Sleeter (1993) have conducted extensive research in multicultural education.  

Gibson’s (1976) five approaches to multicultural education begin with the 

differences between cultures and ends with the interactions of each: (a) education for the 

culturally different, (b) education about cultural differences, (c) education for cultural 

pluralism, (d) bicultural education, and (e) multicultural education.  Banks’ (1979) 
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multiethnic approach draws upon four perspectives within multicultural education.  He 

posits that multiethnic education not only focuses on “behavior patterns, symbols, 

institutions, values and other human-made components of society,” it also recognizes 

ethnicity as a cultural group (p. 2, 5-6).  Banks’ (1979, 1981) four multiethnic 

perspectives are: (a) Anglo-American-centric model, (b) ethnic additive model, (c) 

multiethnic model, and (d) ethnonational model.  Grant and Sleeter’s (1993) five 

approaches to multicultural education employ social ideas: (a) teaching the exceptional 

and culturally different, (b) human relations, (c) single-group studies, (d) multicultural 

education, and (e) multicultural and social reconstructionist education.  

Depending on a school’s policies and current curricula, these four researchers’ 

approaches to multicultural education are utilized to varying degrees.  Volk (1998) 

suggests that the final form of each model would enable students to operate in 

multicultural environments.  To employ the final form of the models depends on teacher 

commitment, and it is this juncture that impacts the practice of multicultural music 

education in the elementary schools (Robinson, 1996).  Given identical student 

populations, classroom teachers and general music specialists experience similar factors 

and understanding, therefore similar pedagogical approaches may enable consistent and 

successful use of one of the above philosophies (Anderson, 1992a; Carter, 1993; Glenn, 

1990; Henderson, 1993; Robinson, 1996; Standifer, 1986).  Elliott’s (1995) and Reimer’s 

(1993) approaches to multicultural music education are addressed later in this chapter.  
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Teacher Attitudes

Studies on attitudes are extensive.  Bem (1968) corroborated personal attitudes 

and stressed that attitude is a person’s affinity for and dislike of some aspect in an 

environment.  It is not the behavior itself; an attitude is the predisposition to a behavioral 

response (Allport, 1967; Fishbein, 1967; Smith, Bruner, & White, 1956).  Ongoing 

attitudinal transformation arises through the interactions of behaviors among personal 

relationships (Campbell, 1967; Lauer, 1977; Sears, Freedman, & Peplau, 1985) and these 

attitudes may be transferable to the classroom (Richardson, 1996).   

Allport (1935) believed:

An attitude is a mental and neural state of readiness, organized through 

experience, exerting a directive or dynamic influence upon the individual’s 

response to all objects and situations with which it is related. (as cited in Moore, 

1995, p. 15)

Through interaction, attitudes occur and continuingly change (Lauer, 1977).  Conversely, 

attitudes tend to maintain themselves though effort is required (Moore, 1995; Sherif & 

Sherif, 1967; Wilson, 1963).  Sears, Freedman, and Peplau (1985) believed attitudinal 

strength depends on the amount of rehearsal of that particular attitude.  Though an 

attitude contains all the information the attitude has accrued over time, the attitude is 

alterable (DuPont, 1994; Moore, 1995).

Teachers tend to bring their individual attitudes toward racial and ethnic 

differences with them into the classroom (Law & Lane, 1987).  Even though teachers 

show acceptance of cultural diversity, their attitudes have informed their personal 
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articulation of multicultural theories and processes.  McInerney (1987) found that 

Australian teachers believed minority children should maintain their ethnic heritages 

while Chen and Addi (1990) furthered that diversity in classrooms led to upheaval for the 

teachers.  It is possible that this was due to what Paine (1988) described as teachers 

ignoring the classroom diversity when planning curricula.

Several studies examined the multicultural education attitudes of preservice 

teachers. Homan (1997) investigated the attitudes and attitudinal change of Mississippi 

student teachers toward multicultural themes.  Through her case study of six student 

teachers, Homan found that five of the six teachers did not demonstrate appropriate 

attitudes and adequate skills for successful experiences with culturally diverse 

individuals.  Based on Homan’s findings, the student teachers were not provided with a 

philosophical framework, various instructional strategies, or a working knowledge of 

multicultural education.  

Cooper, Beare, and Thurman (1990) examined the differences between the 

student teaching experiences of Minnesota preservice teachers and a satellite program 

with the Pharr-San Juan-Alamo School District in south Texas.  The satellite program 

teachers showed a greater interest in multicultural processes, issues, and skills than the 

Minnesota-based teachers.  Similar concepts were investigated by Mahan and Rains 

(1990), who studied the attitudinal differences between teachers in a cultural immersion 

program focusing on Native American and Mexican American ethnicities.  Their results 

indicated that involvement with diverse ethnicities brought about attitude change in 

teachers’ classroom behavior.  This was supported by Tran, Young, and Di Lella (1994), 
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who examined the attitude change of fifty-five undergraduate education majors towards 

ethnic groups during a class on multicultural education and found a significant change in 

attitude toward ethnic minorities.  

The attitudes of experienced teachers toward multicultural education have also 

been studied.  Mainhart (2002) found that teachers’ attitudes toward multicultural 

education in their own classrooms were defined as situational.  This supports Moore 

(1995), who determined that teachers functioned at varying levels of multiculturalism 

dependent upon situation and teacher attitude toward multicultural education.  Sachs 

(1989) incorporated attitudes with practice and examined multicultural education policy 

and teachers’ conceptions of the policies.  He found there were concurrences between a 

teacher’s articulation of multicultural policy and their utilization of those ideas in the 

classroom.  

Multicultural Arts Education

The arts have been a form of societal expression for centuries.  An arts curriculum 

needs to be as diverse as the students in society, yet disparities exist in teacher 

appreciation for cultural diversity and the utilization of multicultural elements in the 

classroom (Davenport, 2001; McFee, 1998).  Visual art can help students communicate 

diversity cross-culturally and intra-culturally.  Walton (1999) examined visual art 

experiences of Illinois middle school educators and their beliefs about multicultural art 

experiences.  She found that only 65% of the participants used multicultural art 

experiences in their classroom because of inadequate preparation.  Walton’s study 
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compliments Adams’ (1981) findings that art teachers are not sufficiently equipped to 

develop curriculum or to work with diverse populations.

Identifying a gap between theoretical approaches of art education and actual 

practice, Davenport (2001) developed and examined an intercultural art education 

framework through a single case study.  Through document analysis, interviews, 

observations, and participant observing methods, Davenport found the students and 

teacher exhibited compassion for other cultures, an understanding of local cultural 

traditions.  Davenport also found the technology used in the framework crossed cultural 

borders.  Davenport also found that the teacher’s identity and culture played a role in the 

study.  

To assist general classroom teachers and art specialists, Epps (1989) designed a 

multicultural museum education curriculum that specifically addressed African-American 

artwork.  Epps utilized the curriculum model with a second grade class in the southwest.  

The curriculum was evaluated by teachers, students, and the researcher based on the 

integration of the model preceding and following a visit to the museum of art.  Epps 

deduced that the multicultural museum education curriculum was successful in its 

implementation. 

Sheesley’s (1999) study to find attitudinal differences with third grade students, 

employed a pre-test, post-test experimental format and used three forms of tests with a 

control group and an experimental group.  The first and second tests, an inventory 

developed by Sheesley and an essay test, respectively, did not show any statistically 

significant difference in third grade students attitudes toward diverse groups.  The third 
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test, a drawing test, did show significant differences between the group’s pre- and post-

test scores.  Sheesley found art to help cross cultural boundaries.  

Hubbard (2001) examined how the act of making art can create bridges between 

cultures through what Garcia and Willis (2001) define as the etic (extrinsic views of an 

observer, may help teachers understand their own positionality in regards to cultural 

awareness) and emic (intrinsic distinctions significant to members of a given group, may 

help counterbalance cultural bias and aid in the heightening of cultural self-awareness by 

relying on expert individuals of that culture for information and become connoisseurs 

themselves) views.  Completing field work in Mexico, Hubbard explored the differences 

between art and craft and how social and political issues have effected family members 

there.  Hubbard found that the act of creating art assisted in healing intra-cultural and 

inter-cultural wounds.     

Dance education is a cultural, aesthetic, and naturally kinesthetic genre of arts 

education (Ginsburg, 1996).  Chan (2001) examined the process of understanding and 

appreciating Chinese culture through a Lion Dancing workshop given to Chinese-

American students.  Through qualitative research techniques and grounded theory, Chan 

was a participant observer who developed the workshop to illustrate the usefulness of a 

transdisciplinary pedagogy.  Her findings indicated that a student’s native culture is an 

effective core that should be honored and respected.  Chan’s findings and model 

compliment Staley’s (1993) multicultural framework.  Staley studied the ways that dance 

can be used as a vehicle for learning about diversity and developed a comprehensive 

multicultural dance curriculum.  Given the framework, Staley developed a learning 
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process to be utilized with world dance curriculum.  Also acknowledging the holistic uses 

of dance education, Ginsburg (1996) focused on dance education incorporating themes of 

humanity.  Through survey research, Ginsburg found that the interdisciplinary, 

multicultural nature of dance and the valuing of diversity can formulate a definition of 

dance as a humanity in itself.        

Theatre education programs such as Theatre in Education and Theatre for Young 

Audiences have also linked curriculum with multicultural approaches to education 

(Willmer, 1998).  Garcia (1997) examined how theatre teachers approached infusing 

multiethnic content into their curriculum, the outcomes of that approach, and teacher 

education related to multiethnic education.  Of those who participated in the study, 90% 

stated they experienced success in implementing multiethnic content while the remaining 

10% stated they did not use multiethnic content in their teaching.  Garcia also found that 

the participants’ use of multiethnic content in their curriculum resulted primarily from 

personal experiences with those ethnicities and hands-on experiences with multiethnic 

materials.  Law and Lane’s (1987) research in attitudes and beliefs of teacher education 

students support this conception.

Theatre of the Oppressed and Applied Theatre techniques have been utilized to 

address multicultural issues in classrooms (Grady, 2000, 2003; Hatton, 2003; McKenna, 

2003).  Mendoza Claudio (2002) examined the use of theatre techniques on students’ 

empowerment in a bilingual elementary classroom setting.  Through the qualitative 

nature of the study, Claudio found the techniques helped the students create a sense of 

society, community, culture, and empowerment.  Likewise, Willmer (1998) studied the 
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use of drama and theatre as an educational tool for multiculturalism.  Willmer’s 

descriptive study examined models of multiculturalism and linked the use of drama and 

theatre as positively effecting classroom diversity.            

Multicultural Music Education

History of Multicultural Music Education

Teaching multicultural content in the music classroom has existed for almost 

ninety years.  In 1916, Satis Coleman, a Washington DC music teacher, “augmented her 

piano teaching with singing, dancing, and making and collecting musical instruments 

from various areas of the world” (Anderson, 1974, p. 23).  During this time in American 

history, European immigrants were being assimilated into the American culture.  This 

process “obliterated the unique cultural elements of these European immigrants and 

people of color” (Robinson, 1996, p. 53).  Ironically, music educators’ goals were to 

assimilate European immigrants’ musical practice to the standards of the European 

classical tradition.

The Music Supervisor’s National Conference (renamed in 1998 as MENC: the 

National Association for Music Education) had its first official discussions on 

multicultural content during their 1929 International Relations conference.  Musicians, 

supervisors, and educators shared their knowledge of diverse folk songs while textbook 

publishers started placing multicultural music and images into their series’ (Moore, 

1977).  Through the interculturalist period of the 1940s and the creation of the 

international music council by the United Nations Educational, Scientific, and Cultural 

Organization (UNESCO), the Society of Ethnomusicology was founded in 1952, and the 
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inception of the International Society for Music Education (ISME) occurred in 1953 

(Anderson, 1974; Jordan, 1992; Mark, 1998; Robinson, 1996; Volk, 1993a, 1993b).  

Intercultural understanding became a goal of curricular specialists and educators in the 

mid-century while focusing on the music of people from other lands and not on the music 

of the American population.  

Through the concern for civil rights of the 1960s, studying non-Western music 

through collegiate level ethnomusicology courses became popular.  A commitment to 

place non-Western music into the music curriculum was identified during the Yale 

Seminar in 1963 and substantiated at the Tanglewood Symposium in 1967, which opened 

the door for all musics to be taught in schools (Jordan, 1992; Schwadron, 1984; Volk 

1993a).

Through their conferences, sessions, workshops, and the Music Educators Journal

(MEJ), MENC supported music educators to incorporate diverse music of America (i.e. 

popular music, Native American, African American, and jazz).  Though the Tanglewood 

Symposium was a strong springboard for incorporating non-Western musics into the 

music curriculum, some believe there is not a global comprehensiveness in the curricula, 

and that the scope is still perceived from a Western core (Jordan, 1992; Robinson, 1996; 

Schwadron, 1984).

Current practice in multicultural music education is as diverse as multicultural 

education.  The May 1983 issue of the MEJ, “The Multicultural Imperative,” included 

world musics, but “failed to comprehensively address the realities of the multicultural 

music education classroom” (Robinson, 1996, p. 57).  MENC began to officially address 
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these issues throughout the late 1980s and 1990s providing publications and workshops  

focusing on the music, people, and cultures of world musics (Gonzo 1993; Shehan-

Campbell, 1992; Volk, 1993a).

The 1990 pre-national conference symposium, Multicultural Approaches to Music 

Education, focused on the musical cultures and people identified as African American, 

Native American, Latin American, and Asian American in order to present a 

philosophical framework from which to teach.  Since that conference, little has been done 

on a national or international level.  Organizations such as ISME, MENC, American 

Choral Directors Association (ACDA), Organization of American Kodály Educators 

(OAKE), and American Orff-Schulwerk Association (AOSA) have continued to support 

training, outreach, and research concerned with teaching from a global perspective.  

Silver Burdett & Ginn and Macmillan, two major publishers of music textbooks, have 

continued a strong commitment to include music from a multicultural perspective in their 

1995 and 2004 editions.

Most proponents of multicultural music education would say that “culture” is 

analogous with ethnicity whether that be a country’s ethnicity or a group of people 

(Anderson, 1974; Anderson & Campbell, 1989; Boyer-White, 1988; Campbell, 1994; 

Campbell & Scott-Kassner, 1995; Conlon, 1992; Elliott, 1989; Gamble, 1983; Garfias, 

1983; Meidinger, 2002; Palmer, 1975; Reeder-Lundquist, 1985; Reimer, 1993; Robinson, 

1996; Young, 1996; Yudkin, 1990).  In general education, a broader, more 

comprehensive definition of multicultural education includes gender, age, religion, social 

economic status, exceptionality, and sexual orientation (Gollnik & Chinn, 1994; Grant & 
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Sleeter, 1993; Mitchell & Salsbury, 1999; Robinson, 1996; Sleeter & McClaren, 1995). 

According to Campbell and Scott-Kassner (1995), including such a broad definition in 

music education is “too comprehensive to be applied to the actual curricular changes that 

are occurring” (as cited in Robinson, 1996, p. 62).  The music education community has 

taken this philosophy and continues to place ethnicity at the core of multicultural music 

education.  

David Elliott (1989, 1995), currently one of the most vocal supporters of 

multicultural music education, believes memes, or self-consciousness, and a praxial 

philosophy to music education insinuate that music is culture.  The praxial philosophy 

“emphasizes that music ought to be understood in relation to the meanings and values 

evidenced in actual music making and music listening in specific cultural contexts” 

(1995, p. 14).  Based on Pratte’s (1979) model, Elliott believes the concept of 

multicultural music education has progressed through six approaches or stages since the 

beginning of the twentieth-century: (1) assimilation of cultures in the beginning of the 

century, (2) amalgamation or the melting pot approach during World War I and the 

depression, (3) open-society around the time of World War II, (4) insular cultural 

pluralism of the 1960s and 1970s, (5) modified cultural pluralism after the Ethnic 

Heritage Act of 1972, and (6) dynamic multicultural education which began during the 

1990s.  These stages in the history of multicultural education can also be applied to how 

teachers might experience multiculturalism in their own teaching.  A teacher learns 

enough information to be an insular educator (Elliott’s first stage), develops into the 

modified stage (Elliott’s fifth stage), and finally, grows into a fully dynamic multicultural 
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music educator, the last stage (Volk, 1998b).  This last stage transcends a teacher’s use of 

a selected music repertoire to becoming concerned with a philosophical base for 

multicultural music education.

Reimer’s (1993) “multimusical culture” represents American culture by 

addressing the three musical needs in a pluralistic culture: (1) American western musical 

heritage should be available to all its citizens, (2) all citizens should have access to music 

of American subcultures, and (3) there should be an honoring and preserving of the music 

of American subcultures.  Attending to these requirements would ultimately present 

diverse musical experiences for students.

Teacher Training

Studies exist which validate the need for multicultural music training (Chin, 1996; 

Klinger 1996b, 1999a; Okun, 1998), development of teacher training curricula (Levine & 

Standifer, 1981; Rodriguez & Sherman, 1983; Rose, 1990; Schmid, 1971), and illustrate 

music teachers’ desires to be trained in the utilization of multicultural music in their 

classrooms.  Duncan (1977) found junior high teachers desired training in cultural 

phenomena that occurred in their classrooms while Jones (1985) found pre-service rural 

teachers wanted training in world musics.  Montague’s (1988) interviews with individual 

music educators, professors, and ethnomusicologists revealed information regarding the 

undergraduate teacher training at seventeen universities throughout the nation.  She found 

that K-12 schools cannot address multicultural music education until teacher- training 

courses address it at the college level.
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Miralis (2002) examined the multicultural or world music course offerings of the 

Big Ten Universities1 and studied the ethnomusicology faculty opinions towards 

undergraduate level multicultural music education.  Utilizing qualitative data, Miralis 

interviewed thirty-three ethnomusicology and music education faculty and found a lack 

of consistency between beliefs and practice.  The participants in the study, along with 

Miralis, suggested further study in multicultural or world musics for undergraduate music 

education majors.   

Examining the effect of a music education course integrating African-American 

music into a classroom setting, Stephens (1984) found that of the seventy-eight 

undergraduates, a majority began to accept the music.  This supports Gilchrist’s (1980) 

study of the performance practices of black gospel music, a specific genre of African-

American music.  Gilchrist found that teachers did not receive adequate training in black 

gospel music and a need existed for exposing preservice music teachers to the music and 

for training them in how to teach it was needed.           

Analyzing and identifying 781 multicultural music courses in American higher-

education institutions, Chin (1996) found five categories of classes.  Multicultural music 

survey and geographic courses were the most common, representing 35% of the schools, 

while ethnomusicological, interdisciplinary, and multicultural performance studies 

comprised the rest.  A small number of colleges and universities required music 

education majors to take courses in multicultural music or world musics.

1 Big Ten Universities in the United States include: Indiana University, University of Michigan, University 
of Iowa, Purdue University, University of Minnesota, University of Wisconsin-Madison, Michigan State 
University, Northwestern University, Pennsylvania State University, and Ohio State University.
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Volk (1998a), in her review of qualitative research in multicultural music 

education, cited Norman’s (1994) examination of current and prospective music 

educators, faculty, and supervisors.  Norman found a majority of those interviewed 

recognized the need to reflect the cultural demographics of America in the music 

classroom, but did not exhibit a sound knowledge base for multicultural music education.  

Norman identified a need for preservice and inservice teacher training programs 

incorporating a philosophically sound multicultural music education.  Volk (1998b) 

added that though the profession is complying, the process for adequate multicultural 

music education mandates are slow. 

Multicultural Elementary General Music Education

Studies examining elementary general music education are diverse.  Though 

stressing teacher training, several studies have developed or analyzed elementary 

resource materials.  Baker (1994) and Carter (1996) provided classroom materials and 

resources to teach a diversity of music cultures.  Carter’s annotated bibliography was 

intended to provide elementary teachers multimedia resources from which to draw 

multicultural musical ideas.  Baker developed a handbook of resources for educators in 

Florida’s Miami-Dade Counties.  After exploring the reasons that African-American 

music was not sufficiently covered in preservice music teacher training, Britt (1980) 

developed resource materials and curricula incorporating African American music.

Schmidt’s (1999) discourse analysis of 1995 elementary music series’ demonstrated that 

although the series’ reflect influences of the multicultural movement, they illustrated 

stereotyped and overgeneralized representations of ethnicities and cultures.  Schmidt 
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found evidence of influences from prevailing power relations in society which 

exemplified conflicting values within the choice and representation of materials.

While many studies encompassed all types of multicultural music, Yamamoto 

(2002) focused only on Japanese music by analyzing and evaluating curriculum and 

materials concerning Japanese music and culture.  Yamamoto desired to find appropriate 

and authentic ways to integrate the materials into the classroom.  After analyzing musical 

materials (i.e. recorded and written music) and educational materials (i.e. social studies 

textbooks, educational videos, and children’s literature) for cultural context, lesson focus, 

philosophical approaches, and music classroom integration, Yamamoto found 

authenticity was a major issue in regards to instrumental accompaniment and 

stereotypical Japanese sound recordings.  She deduced that all of the lesson plans fit into 

either Elliott’s “modified multiculturalism” level or Banks’ “additive” level of 

multicultural curriculum models.  Each of these levels are lower levels within the two 

models.  Yamamoto suggested that curriculum specialists and teachers start their work 

with Japanese music by using the Western style of the country’s music, visual aides, to 

utilizing modern and traditional sounds and visuals of Japanese culture and music, and to 

be as authentic as possible.    

Most studies focus solely on specific culture’s curricula or school demographics 

with only a few studies juxtaposing the demographics of a school or community with 

curricula.  Soto (1995) considered the demographics of Laredo, Texas elementary schools 

and examined the classroom teaching strategies of the bicultural schools.  He found the 

demographics of a school district should be accounted for when developing music 
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curriculum in order to connect culture and education.  This supports Barbour’s (1994) 

study on African and other multicultural musics in the curriculum of three counties in 

Georgia.  Barbour found that multicultural music was successfully and equally 

implemented in the curriculum.           

Several studies have examined the attitudes and practices of elementary general 

music teachers regarding multicultural music education (Edwards, 1998; Klinger, 1996a; 

Meidinger, 2002; Moore, 1993; Robinson, 1996; Stellaccio, 1995; Young, 1996; Yudkin, 

1990).  Yudkin (1990) surveyed 1,200 elementary music educators in California on the 

implementation of world music education in their classrooms.  She found that world 

music was taught superficially, due primarily to the difficulty of reproducing an authentic 

performance and to the release of control of the curriculum.  Klinger (1996a) 

corroborated this finding and examined the practical problems encountered by teachers 

when integrating multicultural music in their curriculum.  One issue is the lack of 

authentic performances for the students to observe.  Edwards (1998) found that learning 

centers incorporating authentic American Indian music enhanced positive teachers’ and 

students’ perceptions and attitudes towards that culture. 

Stellaccio (1995), through her ethnography of one Maryland music teacher, found 

how the teacher’s beliefs, attitudes, and classroom climate mixed with multicultural 

music education to obtain an effective multicultural pedagogy.  Stellaccio’s findings are 

supported by Meidinger’s (2002) study, in which she interviewed and observed six 

elementary general music teachers and surveyed 354 students in regards to the attitudes 

and practices of expert teachers in Oregon.  Meidinger found the expert teachers utilized 
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multicultural music education effectively despite ethnicity, class size, or location and 

those students surveyed believed their teacher as the greatest influence in multicultural 

music.

Young (1996) surveyed 30 Ohio elementary and middle school music teachers to 

analyze teacher attitudes, classroom environments, and activities in regards to 

multicultural music education. The respondents were from three districts (A, B, and C), 

with 10 teachers participating in in-depth interviews and having their classroom 

environments observed, and 107 upper elementary and middle school students.  The 

study lasted one semester with Young addressing the following five research questions:

1. What are music teachers’ philosophies, attitudes, and definitions of 

multiculturalism?

2. Is there evidence of multiculturalism in music teachers’ lesson plans, classroom 

environments, and music activities?

3. What are fourth- and sixth-grade students’ interactions with children who are 

members of different cultural groups, and what multicultural activities do they 

recall from music class?  

4. Do music teachers from different districts (urban vs. suburban) hold notably 

different beliefs about multiculturalism?

5. Are their notable relationships between teacher attitude patterns and class 

diversity in an attitudinal survey and personal interview responses? (pp. 6-7)

  Young identified inconsistencies in the teachers’ definitions of multicultural 

education, the goals of multicultural education, and the role of multicultural music
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education in the overall education of students.  Most teachers in the three districts viewed 

multicultural music education as essential for an elementary- and middle-school child 

regardless of ethnicity.  The teachers also believed multicultural education did not only 

reference minorities and that the terms multicultural education and Afrocentric studies 

were not synonymous.  Teachers in all districts reported European musicians were 

depicted more than other ethnic musicians in their classrooms with Latino musicians 

receiving the least representation.  Teachers in District B, a suburban district, believed 

multicultural music education consisted of more than singing songs from countries 

outside the United States.  Teachers in District C, an urban district, strongly disagreed 

that multicultural education encouraged separatism and that the ethnic and racial 

composition of the class should not determine teaching from a multicultural perspective.  

Teachers in all three districts indicated some training in multicultural music, but had 

differing comfort levels with teaching in culturally diverse settings.  

Young found seven recurring themes within the interview data: (1) diversity and 

heterogeneity are normal and part of the United States, (2) heterogeneity is primarily 

thought of in racial terms, (3) multicultural education is important to all people because 

there exists multiple viewpoints of the world, (4) music is multicultural, (5) multicultural 

education leads to unity, appreciation, and understanding, (6) most cultural activities 

discussed by teachers were representative of African-American culture, and (7) there was 

confusion and technicality of cultural labels and terminology.

The teachers interviewed each selected a fourth-, fifth-, or sixth-grade class to 

complete the student questionnaire.  Six classes of students (N=107) completed the 
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questionnaire.  Some of the most interesting data from this portion of the study came 

from the reporting of the percentage of students’ ethnic friendships.  Students in District 

B and C suburban and urban, respectively, reported having more Black friends and White 

friends than other ethnic or racial groups, while 100% of students in all districts reported 

having White friends.  Fifty percent of the students in District C reported having Native 

American friends.  In District A (suburban), 55% of the students reported having Asian 

American friends, 52% had Jewish friends, while 32% had Hispanic/Latino friends 

compared to 92% in District C who had Hispanic/Latino friends.  

Young found concern among music teachers that the objectives of multicultural 

music education would take priority over the music concepts being taught.  She identified 

that teacher concern of ethnic material possibly sacrificing the quality of music 

instruction illustrated bias.  To help contradict this predisposition, Young aptly stated:

Research could culminate in the development of music courses that introduce 

prospective music educators to the theories of cultural pluralism.  These music 

courses would acquaint students with the music of diverse ethnic groups and 

provide information and forums of application on utilizing cultural music to teach 

a variety of music concepts. (p. 107)  

Although Young does not offer a definite description of multicultural music 

education, her suggested type of teacher education might allow teachers to become more 

comfortable incorporating the music of the ethnic minorities represented in their 

classrooms.  Young’s study corroborates Sleeter’s (1989) case study of music educators 
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in Wisconsin.  Sleeter discovered that music educators did not often believe in the 

importance of multicultural music education in training or curriculum.

Moore (1993) nationally surveyed 300 MENC members (with an 81% return rate) 

who taught general music as to their attitudes and practices in regards to trends towards 

global awareness and world music education.  Though not specifically focused on 

elementary general music teachers, Moore found that although the teachers had positive 

attitudes towards world musics, they felt their training had not prepared them to teach 

music from other cultures and they preferred to attend non-multicultural general music 

sessions at professional conferences.

The survey respondents were two-thirds female, predominantly white, taught for 

an average of twelve years, and represented all age groups (22-51+ years).  Eighty-six 

percent of the subjects agreed with the principles of global awareness in education and 

seventy-five percent agreed with the principles of world musics in education as presented 

by the survey.  Moore’s study revealed a low correlation between several indexes, with 

the most significant indicating:

1. a low correlation between attitudes regarding global concerns and attitudes 

regarding world music education in the schools (p<.0001)

2. a low correlation between attitudes toward world music education and practice 

(p<.0001)

3. a low correlation between cultural and ethnic social contacts and attitudes 

toward world music education (p<.0062)



53

4. a low correlation between an interest in ethnic music and attitudes toward 

world music education (p<.0002)

Moore indicated that the major finding in the study was that although most 

general music teachers who are MENC members have a positive attitude towards global 

awareness and world music education, these positive attitudes were not reflected in the 

teachers’ classroom practices.  A major reason for this dichotomy could be traced to 

insufficient training in utilizing world music in the classroom.  While many of the 

participants in the study held advanced degrees, they preferred to attend general music 

sessions at workshops and professional development sessions instead of multicultural 

sessions.  Though Moore indicated specific factors (i.e. language facility, travel, ethnic 

social contacts, life experiences) were not significant factors in a teachers’ use of world 

musics in the classroom, he recognized the need of further study to find the determining 

factors.      

McCarthy and Stellacio (1994) surveyed 638 Maryland general music teachers 

(40% return rate) to find out how they implemented multicultural music in their 

classrooms.  The researchers found that although teachers were confronted with many 

challenges, including obtaining authentic materials and personal knowledge of the 

culture’s music, 76% of teachers reported regular implementation of multicultural music 

in their lessons.  Corroborating and extending this information, Robinson (1996) 

surveyed 267 principals, 206 superintendents, and 262 elementary music teachers in the 

state of Michigan to investigate the utilization, practices, and content of multicultural 

music education in their schools.  Robinson found that most teachers believed 
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incorporating multicultural music education without proper training was intrusive to the 

day-to-day infusion of multicultural content.  Robinson also noted a disparity between 

teacher beliefs, definition of, and practices with multicultural music education.  Sixty 

percent of the responding principals and superintendents in Michigan expected their 

teachers to teach from a multicultural perspective but failed to provide inservice 

opportunities and district policies and during the initial job interview, only 25% of the 

general music teachers were asked about their qualifications to teach music from a 

multicultural perspective, clearly a contradiction between expectations and practice.  

Despite the disparity, Robinson found that 75% of those surveyed believe multicultural 

music to be very valuable or valuable for elementary students.  Again, Robinson 

identified the discrepancy between the teachers’ awareness of multicultural materials, 

lack of attempt to gain multicultural music education efficacy, and low commitment of 

authenticity, versus their beliefs of multicultural music education could hinder the 

development of the movement.  

Though Robinson’s study presented important and practical information about 

recent beliefs and practices in regards to multicultural music education in Michigan, the 

data does identify factors contributing to the data.  She addressed this issue by indicating 

the need for future research to examine the relationships between the practice of 

multicultural music education and the personal factors contributing to each whole person.

Summary

The review of literature began with a brief history of multicultural education in 

the United States and ended by examining research regarding multicultural elementary 
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general music education.  By examining and illuminating recent and salient research, this 

review provides a foundation for synthesis of the various approaches and attitudes 

towards general multicultural education.  The concept used for this study blended 

research in multicultural education and multicultural music education to reveal several 

issues which need further exploration.  

  Defining and practicing multicultural music education has been revealed through 

teachers’ concerns with specific attention to their philosophies, terminology, authenticity, 

curricular resources, teacher competence, and curricula.  Although this review of 

literature presents past interest in these various topics, more effort is needed to use 

quantitative data in exploring elementary music teachers’ definitions, and utilization of 

multicultural music education with comparing it with their own multiculturalism.  This 

information may enable teachers to respect and practice the many musics of the world.
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CHAPTER 3

METHODOLOGY

The purpose of this study was to examine the factors that contribute to Arizona 

elementary general music teachers’ multiculturalism and their utilization of multicultural 

music education in the classroom.  Data were gathered to investigate the relationship 

between teachers’ life experience, personal attitudes, personal behavior, and professional 

behavior with their developing and employing multicultural music education.  

General Method

An existing modified instrument, the Personal Multicultural Assessment

(Appendix A), was used in the study to measure general elementary music teachers’ 

multiculturalism, while a researcher-created instrument, the Music Specialist’s 

Multicultural Music Education Survey (Appendix B), was used to measure teachers’ 

attitudes and practices regarding multicultural music education.  The surveys, a 

demographic report sheet (Appendix C), a self-addressed stamped envelope, an informed-

consent form (Appendix D), and a one dollar incentive was sent by the researcher to all 

public elementary general music educators in the state of Arizona.  It was requested that 

the surveys be returned within two weeks.  After two weeks, a reminder (Appendix E) 

was sent with a second survey and self-addressed stamped envelope.  Two weeks later, a 

reminder postcard (Appendix F) was sent. 

Population

The population of this study was Arizona elementary general music teachers 

(N=651).  The primary source of information for the list of teachers was obtained from 
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the Arizona Music Educators Association.  Additional information regarding elementary 

schools with a general music specialist was obtained from the Arizona State Department 

of Education.  Given the ethnic and population diversity of the state of Arizona, the 

objectives of this research study were best achieved through surveying all of the general 

elementary music teachers in Arizona.  As the research instruments, the self-administered 

questionnaires in this study, proved most appropriate to measure Arizona general 

elementary music teachers’ attitudes and practices with multiculturalism in music 

education.  Each teacher was assigned a code to enable anonymous statistical analysis.  

This code was not made available to anyone other than the researcher.  

Instrumentation

One of the survey instruments chosen for this study was the Personal 

Multicultural Assessment created by the Intercultural Research Group at the University of 

Nebraska (Randall, Aigner, & Stimpfl, 1995).  After searching for an instrument which 

explored multicultural change specifically in education, the Personal Multicultural 

Assessment was chosen for its theoretical base on Piaget’s intellectual development scale 

(1977) and Bennet’s cross-cultural change scale (1986); to assess one’s multiculturalism 

in relationship to education.  Moore (1995) modified the instrument using demographic 

data and 32 multiple-choice items (Appendix A) divided into four sections: (a) Life 

Experience, (b) Personal Attitudes, (c) Personal Behavior, and (d) Professional Behavior.  

Permission to use the modified instrument was gained from Moore and the original 

developers of the instrument, Randall and Stimpfl.  The instruments use a unilinear scale, 

“a continuum with five arbitrarily established points, indicating movement from least 
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multicultural to most multicultural” (Moore, p. 31).  A criterion-referenced, or domain-

referenced  interpretation can be made when a person’s score is compared to scores that 

represent a distinct level in a content area (Ebel & Frisbie, 1991; Glaser, 1963).  Based on 

this information, the Intercultural Research Group developed a multicultural persona at 

each of the five levels (Appendix G) and these levels will be used in this study.

Validity and reliability for the Personal Multicultural Assessment were 

established.  Face validity, the instrument’s ability to measure the intended content on 

first impression (Stanley & Hopkins, 1972), and construct validity, the instrument’s 

ability to measure the conceptualization of human behavior that cannot be observed 

directly (Ebel & Frisbie, 1991), were established through the use of recognized experts in 

survey development.  Validity emerges as the five answers given for each item are 

determined to be parallel to the attitudes, behaviors, and practices in relation to each of 

the five multicultural personae.  Randall, Aigner, & Stimpfl (1994), in their survey of 

principals, showed that the composite score (mean score of the four sub-tests) correlated 

highly with Personal Behavior (r = .76), Personal Attitudes (r = .72), Life Experiences (r 

= .70), while not as highly with Professional Behavior (r = .55).  The correlations among 

sub-tests were significant at the .05 level while the correlations between the four sub-tests 

and the total average score were significant at the .01 level.

Reliability of the instrument was established when the means of the four sub-tests 

and the composite scale were compared between two populations (Randall, Aigner, & 

Stimpfl, 1995).  Teachers in one school district served as one population while a state-
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wide survey was conducted simultaneously.  The scores between the two groups were 

nearly identical and, thus, indicate evidence of strong instrument reliability (r = .88).            

The other survey instrument used and developed specifically for this study was a 

researcher-designed instrument, the Music Specialist’s Multicultural Music Education 

Survey (Appendix B).  The research questions and hypothesis were reviewed to formulate 

the questionnaire items.  The instrument contained 45 items and measured a general 

elementary music teacher’s attitudes, practices, and utilization of multicultural music 

education.  The survey contains the following categories:  (a) Definition of Multicultural 

Music Education, (b) Practices of Multicultural Music Education, (c) Attitudes of 

Multicultural Music Education, and (d) Training and Support with Multicultural Music 

Education.  A five point, Likert-type scale, ranging from strongly disag ree to strongly 

agree, was constructed for each of the items in the categories.  

Validity and reliability were established for the Music Specialist’s Multicultural 

Music Education Survey.  Face validity and construct validity were established through 

submitting the document for critique by experts in survey development.  Items were 

added, deleted, or rephrased to make the instrument as concise, coherent, and 

comprehensive as possible.  

Pilot Studies

Pilot studies were conducted with two groups of five Arizona elementary general 

music teachers.  Using criteria compiled by Yudkin (1990) and utilized by Robinson 

(1996), each set of pre-testers evaluated and provided overall reactions to all survey 

materials (i.e. cover letter, demographic data sheet, follow-up postcard, Music Specialist 
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Multicultural Music Survey, and the Personal Multicultural Assessment).  Each of the 

pre-testers were contacted in person regarding the pretest.  After the first set of five pre-

testers evaluated the materials, appropriate changes were made and then sent to the 

second group of pre-testers.  Following the same criteria, the second set of pre-testers 

evaluated the materials and suggestions were implemented into the final set of survey 

materials.   

Validity emerged during the pilot studies as the subscales significantly (p < .05) 

correlated, indicating the subscales are measuring the correct behavioral characteristics.  

Reliability of the instrument was established when the means of the four sub-tests Life 

Experience: r = .82; Personal Attitude: r = .76; Personal Behavior: r = .78; Professional 

Attitude: r = 72) and the composite scale (r = .77) were compared between the two pilot 

study populations of Arizona elementary general music teachers.

Research Questions

The following research questions were addressed:

1. What are the demographic characteristics of teachers in this study?

a. age

b. gender

c. population of hometown at time of graduation from high school

d. educational level

e. foreign travel

f. ethnic identity

g. father’s educational level
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h. mother’s educational level

i. multicultural training

j. type of undergraduate institution from which degree was 

received

2. What are the current levels of Life Experience of elementary general 

music teachers as measured by the Personal Multicultural Assessment?

3. What are the current levels of Personal Attitudes of elementary general 

music teachers as measured by the Personal Multicultural Assessment?

4. What are the current levels of Personal Behavior of elementary general 

music teachers as measured by the Personal Multicultural Assessment?

5. What are the current levels of Professional Behavior of elementary general 

music teachers as measured by the Personal Multicultural Assessment?

6. What are the current levels of multicultural development (total scale 

means) as measured by the Personal Multicultural Assessment?

7. What are the relationships between:

a. composite scores on the Personal Multicultural Assessment?

b. scores on the Life Experiences Subscale?

c. scores on the Personal Attitudes Subscale?

d. scores on the Personal Behavior Subscale?

e. scores on the Professional Behavior Subscale?

f. demographic information?

8. What are the relationships between:
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a. composite scores on the Music Specialist’s Multicultural Music 

Education Survey (Appendix B)?

b. scores on the Definition of Multicultural Music Education 

Subscale?

c. scores on the Practices of Multicultural Music Education 

Subscale?

d. scores on the Attitudes of Multicultural Music Education 

Subscale?

e. scores on the Training and Support with Multicultural Music 

Education Subscale?

f. demographic information?

9. Which subscales of the Personal Multicultural Assessment contribute to 

elementary general music teachers’ utilization of multicultural music 

education, as measured by the Music Specialist’s Multicultural Music 

Education Survey?

Hypotheses

Hypothesis #1

For elementary general music teachers, there will be no significant (p < .05) 

degree of association between the Life Experience subscale scores and the 

composite scores on the Personal Multicultural Assessment.
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Hypothesis #2

For elementary general music teachers, there will be no significant (p < .05) 

degree of association between the Personal Attitudes subscale scores and the 

composite scores on the Personal Multicultural Assessment.

Hypothesis #3

For elementary general music teachers, there will be no significant (p < .05) 

degree of association between the Personal Behavior subscale scores and the 

composite scores on the Personal Multicultural Assessment.

Hypothesis #4

For elementary general music teachers, there will be no significant (p < .05) 

degree of association between the Professional Behavior subscale scores and the 

composite scores on the Personal Multicultural Assessment.

Hypothesis #5

Life Experience among elementary general music teachers’ multiculturalism is 

not a significant (p < .05) contributor to their utilization of multicultural music 

education. 

Hypothesis #6

Personal Attitudes among elementary general music teachers’ multiculturalism is 

not a significant (p < .05) contributor to their utilization of multicultural music 

education. 
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Hypothesis #7

Personal Behavior among elementary general music teachers’ multiculturalism is 

not a significant (p < .05) contributor to their utilization of multicultural music 

education. 

Hypothesis #8

Professional Behavior among elementary general music teachers’ 

multiculturalism is not a significant (p < .05) contributor to their utilization of 

multicultural music education. 

Data Analysis

Question One

Descriptive statistics were computed for the demographic variables.  Means and 

standard deviations were reported for continuous demographic data: age, population of 

hometown at time of graduation from high school, and years of teaching experience.   

Frequencies and percentages were reported for categorical demographic data: foreign 

travel, gender, ethnic identity, educational level, father’s educational level, mother’s 

educational level, identifiable multicultural training, and type of undergraduate institution 

from which degree was received.

Questions Two through Six

The 32 items from the Personal Multicultural Assessment are assigned numerical 

values based on the chosen answer level (See Multicultural Personae, Appendix G) and 

scored as continuous data.  Each of the four subscales, Life Experience, Personal 

Attitudes, Personal Behavior, and Professional Behavior, consist of eight items.  The 
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eight items have five possible answers with assigned values of one through five, 

representing the five construct personae.  Each subscale has a minimum score of 8 and a 

maximum score of 40 resulting in a composite score range from 32 to 160.  Means and 

standard deviations were computed for each of the subscale scores and the composite 

score.  

Question Seven

Pearson Product-Moment correlations were computed to explore the relationships 

between the composite score and the subscale scores of the Personal Multicultural 

Assessment.  Subscale scores were correlated with the continuous demographic data: age, 

population of hometown at time of graduation from high school, and years of teaching 

experience.  Categorical demographic data were compared with the subscale and 

composite scores using analysis of variance.  In each analysis of variance, the categorical 

demographics were the independent variables while the subscale categories are the 

dependent variables.

Question Eight

 For each of the forty items from the Music Specialist’s Multicultural Music 

Education Survey, frequency data were computed.  To explore the relationships between 

the subscale scores and the composite score, Pearson Product-Moment correlations were 

computed.  Continuous demographic data were correlated with the subscale and 

composite scores while the categorical demographic data (independent variables) were 

compared to the subscale scores (dependent variables).
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Question Nine

A multiple regression analysis was constructed to seek the value of each subscale 

of the Personal Multicultural Assessment on elementary general music teachers’ 

utilization of multicultural music education (Music Specialist’s Multicultural Music 

Education Survey).  Multiple regression analysis is a powerful statistical method for 

sorting out the influences of multiple variables or predictors (Best & Kahn, 1998; Kiess, 

2002).  The independent variables were the subscales from the Personal Multicultural 

Assessment: (a) Life Experience, (b) Personal Attitudes, (c) Personal Behavior, and (d) 

Professional Behavior.  The dependent variable was the composite score from the Music 

Specialist’s Multicultural Music Education Survey.         
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CHAPTER 4

RESULTS

In this chapter an analyses of data are made.  The findings reported in this chapter 

are based upon the subjects’ survey responses.     

This study specifically addressed the following questions:

1. What are the demographic characteristics of teachers in this study?

a. age

b. gender

c. population of hometown at time of graduation from high school

d. educational level

e. foreign travel

f. ethnic identity

g. father’s educational level

h. mother’s educational level

i. multicultural training

j. type of undergraduate institution from which degree was 

received

2. What are the current levels of Life Experience of elementary general 

music teachers as measured by the Personal Multicultural Assessment?

3. What are the current levels of Personal Attitudes of elementary general 

music teachers as measured by the Personal Multicultural Assessment?
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4. What are the current levels of Personal Behavior of elementary general 

music teachers as measured by the Personal Multicultural Assessment?

5. What are the current levels of Professional Behavior of elementary general 

music teachers as measured by the Personal Multicultural Assessment?

6. What are the current levels of multicultural development (total scale 

means) as measured by the Personal Multicultural Assessment?

7. What are the relationships between:

a. composite scores on the Personal Multicultural Assessment?

b. scores on the Life Experiences Subscale?

c. scores on the Personal Attitudes Subscale?

d. scores on the Personal Behavior Subscale?

e. scores on the Professional Behavior Subscale?

f. demographic information?

8. What are the relationships between:

a. composite scores on the Music Specialist’s Multicultural Music 

Education Survey (Appendix B)?

b. scores on the Definition of Multicultural Music Education 

Subscale?

c. scores on the Practices of Multicultural Music Education 

Subscale?

d. scores on the Attitudes of Multicultural Music Education 

Subscale?
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e. scores on the Training and Support with Multicultural Music 

Education Subscale?

f. demographic information?

9. Which subscales of the Personal Multicultural Assessment contribute to 

elementary general music teachers’ utilization of multicultural music 

education, as measured by the Music Specialist’s Multicultural Music 

Education Survey?

A survey packet consisting of the Personal Multicultural Assessment, the Music 

Specialist’s Multicultural Music Education Survey, a demographic report sheet, a self-

addressed stamped envelope, an informed-consent form, and a one dollar incentive were 

mailed to potential participants (N=651) during the first week of January 2005.  Two 

weeks after the initial mailing, another survey packet, excluding the one dollar incentive, 

was sent to nonrespondents.  After two weeks, a follow-up postcard was sent to 

nonrespondents.  Ten days later data was analyzed at which time a total of 307 packets 

(47%) were returned.  Of this number, five indicated that they wished to not participate in 

the survey, eight indicated that they could not complete the entire survey, and fourteen 

envelopes were returned without forwarding information.  This left a sample of 280 

participants, and thus, all analyses were performed utilizing these 280 participants (43%).    

The data was entered into the SPSS 13.0 for Windows program for analysis.  

Means, standard deviations, frequencies and percentages, Pearson-Product Moment 

Correlations, ANOVA, and the regression data were computed using SPSS.      
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Demographic Information (Question One)

The demographic data was separated into continuous data (age, population of 

hometown, and years of teaching experience) and categorical data (foreign travel, gender, 

ethnic identity, educational level, father’s educational level, mother’s education level, 

identifiable multicultural training, and undergraduate institution).  Continuous data are 

reported as means and standard deviations (Table 1) while to further analyses, the 

demographic variables are presented in graph format (Figures 1-3).  

Table 1

Continuous Demographics 

Demographic Mean Standard Deviation

Age 2.45 1.087
Population of
Hometown 3.19 1.739
Years of 
Teaching 
Experience 3.04 1.446
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Figure 2.  Years of teaching experience.

The ages of Arizona elementary general music teachers and their years of 

teaching experience suggest that they began teaching immediately after graduating from 

their undergraduate institution.  One hundred fifty-three teachers (54.64%) are between 

the ages of forty-five years of age or older, indicating that these teachers were in school 

at some level during the Civil Rights Movement.  Sixty-nine teachers (24.64%) would 

have been teaching during the multicultural music education drive of the 1980s.  
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Figure 3.  Population of hometown.

The largest category of teachers lived in a town with a population of less that 

10,000 (26.43%), while the smallest lived in cities with a population of more than 
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1,000,000 (9.29%).  One hundred ninety-two teachers (68.57%) lived in a town of less 

than 100,000 people.  

Categorical data is presented as frequencies and percentages (Tables 2-9).

Table 2

Foreign Travel

Number of 
Countries visited 
outside the 
United States Frequency Percent
None 31.00 11.07
Less than 5 145.00 51.79
5 or more 92.00 32.86
Lived outside US 12.00 4.29

Of the teachers who responded, two hundred forty-nine had traveled outside of 

the United States.  Twelve teachers (4.29%) had lived outside the United States while 

11.07% of the teachers had never traveled abroad.   

Table 3

Gender

Frequency Percent
Male 56 20.00
Female 224 80.00
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Table 4

Ethnic Identity

Classification Frequency Percent
Caucasian 251.00 89.64

 African American 6.00 2.14
Asian American 1.00 .36
Hispanic/Latino 

American
12.00 4.29

Native American 3.00 1.07
Other 7.00 2.50

Only fifty-six (20%) teachers reported that they were male while 224 (80%) were 

female.  Gender not being the only disparity, 89.64% of the teachers reported that they 

were Caucasian with the next largest ethnicity being Hispanic/Latino American with 

4.29%.  Only one Asian American teacher and three Native American teachers returned 

the survey. 

Table 5

Educational Level

Level Obtained Frequency Percent
Bachelor 128 45.71
Master 138 49.29
Ph.D. 7 2.50
Other 7 2.50

Two hundred sixty-six teachers reported that they had at least a bachelor’s degree 

while one hundred thirty-eight obtained a master’s degree.  Teachers with a master’s 

degree and/or a bachelor’s degree attributed to 95% of the total.    
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Table 6

Father's Educational Level

Level Obtained Frequency Percent
Less than HS graduate 31.00 11.07
HS graduate 78.00 27.86
Associate Degree 35.00 12.50
Bachelors Degree 76.00 27.14
Masters Degree 41.00 14.64
Ph.D. 19.00 6.79

Table 7

Mother's Educational Level

Level Obtained Frequency Percent
Less than HS graduate 17.00 6.07
HS graduate 111.00 39.64
Associate Degree 63.00 22.50
Bachelors Degree 52.00 18.57
Masters Degree 36.00 12.86
Ph.D. 1.00 .36

The largest group of teachers consisted of those who reported they came from 

families where the father was a high school graduate.  This data was repeated in regards 

to the mother’s educational level.  Thirty-one of the teachers (11.07%) reported that their 

fathers did not finish high school while seventeen teachers (6.07%) reported that their 

mothers did not finish high school.  Only one teacher (.36%) reported that their mother

had a Ph.D. contrasting with nineteen teachers (6.79%) who reported that their father had 

obtained a Ph.D.
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Table 8

Multicultural Training

Type of Training Frequency Percent
Formal course work 32 11.43
Seminars/workshops 83 29.64
Worked with minorities 141 50.36
None of the above 24 8.57

Arizona elementary general music teachers surveyed have considerable 

experience in working with minorities.  Acquiring formal course work was not common 

with only thirty-two teachers (11.43%) choosing that compared with one hundred forty-

one teachers (50.36%) reported that their multicultural training came in the form of 

working with minorities.  Those who had participated in none of the options accounted 

for twenty-four (8.57%) of the teachers.  A problem with the construction of this item 

became apparent.  While the variable was intended to report which type of multicultural 

training was obtained, many teachers could have participated in all the types of training.     

Table 9

Type of Undergraduate Institution

Type of Institution Frequency Percent
Doctoral/Research 
University

87 31.07

Master’s Colleges and 
Universities

120 42.86

Baccalaureate Colleges 67 23.93
Other 6 2.14
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One hundred twenty teachers reported that they had completed their 

undergraduate degree at a master’s granting institution.  About half that number of 

teachers reported graduating from a baccalaureate college.  Only six teachers (2.14%) 

listed their undergraduate experience as other.

Questions Two through Six

The 32 items from the Personal Multicultural Assessment are assigned numerical 

values based on the chosen answer level (See Multicultural Personae) and scored as 

continuous data.  Each of the four subscales, Life Experience, Personal Attitudes, 

Personal Behavior, and Professional Behavior, consist of eight items.  The eight items 

have five possible answers with assigned values of one through five, representing the five 

construct personae.  Each subscale has a minimum score of 8 and a maximum score of 40 

resulting in a composite score range from 32 to 160.  Means and standard deviations will 

be computed for each of the subscale scores and the composite score. 

Table 10 presents the mean scores for each subscale of the Personal Multicultural 

Assessment for the teachers in this study.  Personal Behavior and Professional Behavior 

were at a Level 3 on the construct while Life Experience and Personal Attitudes were at a 

Level 2 on the construct. 
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Table 10

Personal Multicultural Assessment

Subscale Population Mean Standard Deviation
Life Experience 23.12* 4.81
Personal Attitudes 23.39* 5.07
Personal Behavior 27.11** 4.13
Professional Behavior 26.11** 3.93
Composite 99.74** 11.26

*Level 2 **Level 3

Table 11

Score Level Composite Score
8-15 1 32-63
16-23 2 64-95
24-31 3 96-127
32-39 4 128-159

40 5 160

Life Experience

The mean score for the Life Experience subscale was the lowest of the four 

subscales.  Though close to the mean score for the Personal Attitudes subscale, the mean 

score for the Life Experience subscale was about four points lower than the mean score 

for the Personal Behavior subscale.  This was not unexpected as previous studies 

(Randall, Aigner, & Stimpfl, 1994, 1995; Moore, 1995) had also shown the Life 

Experience subscale mean score was the lowest of the four subscales.
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Figure 4.  Life Experience mean scores.

Personal Attitude

The Personal Attitude subscale mean score (23.39) was only two tenths of a point 

higher than the Life Experience subscale mean score.  The Personal Attitude mean score 

is approaching the Level 3 construct indicating that Arizona elementary general music 

teachers are seeking multicultural experiences and knowledge.  Teachers moving toward 

the Level 3 construct are also beginning to question their own cultural ideas through the 

interaction with people of different ethnic backgrounds.
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Figure 5.  Personal Attitude mean scores.

Personal Behavior

The mean score for the Personal Behavior subscale (27.11) was higher than the 

other four subscale mean scores.  The Personal Behavior subscale mean score was in the 

middle of the Level 3 construct.  Four points higher than the Life Experience or Personal 

Attitude Subscale mean scores (23.12 and 23.39 respectively), the Personal Behavior 

subscale mean score was exactly one point higher than the Professional Behavior 

subscale mean score (26.11).
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Figure 6. Personal Behavior mean scores.

Professional Behavior

Contradicting literature on professional roles and choices made in the classroom, 

the Professional Behavior subscale mean score (26.11) was three points higher than the 

Life Experience subscale and Personal Attitude subscale mean scores but one point lower 

than the Personal Behavior subscale mean score.  The Professional Behavior subscale 

mean score was in the middle of the Level 3 construct, solidifying those attributes.  
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Figure 7.  Professional Behavior mean scores.

Composite

Arizona elementary general music teachers’ composite mean score (99.74) was at 

the lower end of the Level 3 construct on the Multicultural Development Scale, only four 

points above a Level 2.  With this composite mean score, the teachers are approaching a 

more solid Level 3.        



83

Composite

Composite

135.00

122.00

119.00

116.00

113.00

110.00

107.00

104.00

101.00

98.00

95.00

92.00

89.00

86.00

83.00

80.00

77.00

72.00

F
re

qu
e

nc
y

16

14

12

10

8

6

4

2

0

Figure 8.  Composite mean scores.

Question Seven (Hypotheses One through Four)

Table 12

Personal Multiculturalism Scores and Continuous Demographic Variables

Subscale Life 
Experience

Personal 
Attitudes

Personal 
Behavior

Professional 
Behavior

Composite

Demographic
Age -.029 .028 .016 .008 .003
Population of 
Hometown .180** .049 .074 .035 .138*
Years of 
Teaching 
Experience -.002 -.047 -.076 -.011 -.054

*Significant at .05 **Significant at .01

Significant correlations were found between: (a) the population of the childhood 

hometown at the time of graduation and the Life Experience subscale mean score and (b) 

the Composite mean score and the population of the childhood hometown at the time of 
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graduation.  Many of the items within the Life Experience subscale address the 

opportunities to interact with others with different ethnicities and cultures. 

To compare categorical demographic variables and the subscale and composite 

scores of the Personal Multicultural Assessment, an analysis of variance (ANOVA) was 

completed.  The subscale and composite scores of the Personal Multicultural Assessment

were entered as the dependent variables and the categorical demographic variables 

(foreign travel, gender, ethnic identity, educational level, father’s educational level, 

mother’s educational level, identifiable multicultural training, and type of undergraduate 

institution graduated from) were entered as the independent variables.  Results of the 

statistical analysis are presented in Tables 13-17.



85

Table 13

Results of Analysis of Variance
Categorical Demographics and Life Experience Subscale

Source

Between Groups
Within Groups

Between Groups
Within Groups

Between Groups
Within Groups

Between Groups
Within Groups

Between Groups
Within Group

Between Groups
Within Groups

Between Groups
Within Groups

Between Groups
Within Groups

d.f.
Gender

1
278

Educational Level
3

276

Foreign Travel
3

276

Ethnic Identity
5

274

Father’s Educational Level
5

274

Mother’s Educational Level
5

274

Multicultural Training
3

276

Undergraduate Institution
3

276

F

.019
(Sig .642)

2.341
(Sig .074)

2.057
(Sig .106)

2.215*
(Sig .053)

.286
(Sig .920)

.817
(Sig .538)

1.233
(Sig .298)

1.536
(Sig .205)

SS

126.229
6341.643

160.519
6307.353

141.450
6326.422

251.252
6216.619

33.624
6434.247

95.029
6372.843

85.569
6382.302

106.219
6361.652

MS

126.229
22.812

53.506
22.853

47.150
22.922

50.250
22.688

6.725
23.483

19.006
23.259

28.523
23.124

35.406
23.049
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The only categorical variable that had a significant effect on the Life Experience 

Subscale scores of the participants was ethnic identity.  The variable was significant at 

.053.

Table 14
Results of Analysis of Variance

Categorical Demographics and Personal Attitudes Subscale

Source

Between Groups
Within Groups

Between Groups
Within Groups

Between Groups
Within Groups

Between Groups
Within Groups

Between Groups
Within Group

Between Groups
Within Groups

Between Groups
Within Groups

Between Groups
Within Groups

d.f.
Gender

1
278

Educational Level
3

376

Foreign Travel
3

276

Ethnic Identity
5

274

Father’s Educational Level
5

274

Mother’s Educational Level
5

274

Multicultural Training
3

276

Undergraduate Institution
3

276

F

.216
(Sig .642)

2.126
(Sig .097)

.064
(Sig .979)

.991
(Sig .424)

.215
(Sig .956)

.871
(Sig .501)

.494
(Sig .687)

1.045
(Sig .373)

SS

5.572
7172.996

162.134
7016.434

5.004
7173.564

127.504
7051.064

28.072
7150.496

112.321
7066.247

38.348
7140.220

80.614
7097.954

MS

5.572
25.802

54.045
25.422

1.668
25.991

25.501
25.734

5.614
26.097

22.464
25.789

12.783
25.870

26.871
25.717
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The analysis of variance of teacher scores on the variable demographic 

characteristics in the area of Personal Attitude were not found to be significant.  None of 

the demographic variables neared significance.

Table 15

Results of Analysis of Variance
Categorical Demographics and Personal Behavior Subscale

Source

Between Groups
Within Groups

Between Groups
Within Groups

Between Groups
Within Groups

Between Groups
Within Groups

Between Groups
Within Group

Between Groups
Within Groups

Between Groups
Within Groups

Between Groups
Within Groups

d.f.
Gender

1
278

Educational Level
3

276

Foreign Travel
3

276

Ethnic Identity
5

274

Father’s Educational Level
5

274

Mother’s Educational Level
5

274

Multicultural Training
3

276

Undergraduate Institution
3

276

F

.369
(Sig .544)

.614
(Sig .607)

.538
(Sig .656)

.806
(Sig .546)

.156
(Sig .978)

.473
(Sig .796)

1.993
.115

4.456*
(Sig .004)

SS

6.300
4751.268

31.533
4726.034

27.676
4729.891

68.944
4688.624

13.495
4744.073

40.748
4716.820

100.869
4656.698

219.805
4537.762

MS

6.300
17.091

10.511
17.123

9.225
17.137

13.789
17.112

2.699
17.314

8.150
17.215

33.623
16.872

73.268
16.441
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The analysis of variance showed a statistically significant impact at the .05 level 

of the undergraduate institution the teacher graduated from on the Personal Behavior 

Subscale.  This variable was significant at the .004 level.  

Table 16

Results of Analysis of Variance
Categorical Demographics and Professional Behavior Subscale

Source

Between Groups
Within Groups

Between Groups
Within Groups

Between Groups
Within Groups

Between Groups
Within Groups

Between Groups
Within Group

Between Groups
Within Groups

Between Groups
Within Groups

Between Groups
Within Groups

d.f.
Gender

1
278

Educational Level
3

276

Foreign Travel
3

276

Ethnic Identity
5

274

Father’s Educational Level
5

274

Mother’s Educational Level
5

274

Multicultural Training
3

276

Undergraduate Institution
3

276

F

.059
(Sig .808)

.143
(Sig .934)

1.159
(Sig .326)

.653
(Sig .660)

.817
(Sig .538)

.918
(Sig .469)

.232
(Sig .874)

1.852
(Sig .138)

SS

.914
4307.429

6.666
4301.677

53.602
4254.741

50.704
4257.639

63.295
4245.048

71.004
4237.339

10.843
4297.500

85.016
4223.327

MS

.914
15.494

2.222
15.586

17.867
15.416

10.141
15.539

12.659
15.493

14.201
15.465

3.614
15.571

28.339
15.302
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There was no significant effect of categorical variables on the Professional 

Behavior Subscale scores of the participants.  Overall, the undergraduate institution from 

which the participant graduated from had an effect on the Personal Behavior Subscale 

and the ethnic identity variable had a significant effect on the Life Experience Subscale.  

Past studies (Randall, Aigner, & Stimpfl, 1994, 1995) found gender and ethnic identity 

had a significant effect on the composite score.  
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Table 17

Results of Analysis of Variance
Categorical Demographics and Composite Score

Source

Between Groups
Within Groups

Between Groups
Within Groups

Between Groups
Within Groups

Between Groups
Within Groups

Between Groups
Within Group

Between Groups
Within Groups

Between Groups
Within Groups

Between Groups
Within Groups

d.f.
Gender

1
278

Educational Level
3

276

Foreign Travel
3

276

Ethnic Identity
5

274

Father’s Educational Level
5

274

Mother’s Educational Level
5

274

Multicultural Training
3

276

Undergraduate Institution
3

276

F

.857
(Sig .355)

1.808
(Sig .146)

.058
(Sig .982)

.994
(Sig .422)

.352
(Sig .881)

1.306
(Sig .261)

1.160
(Sig .326)

3.934*
(Sig .009)

SS

108.751
35293.692

682.185
34720.257

22.237
35380.206

630.626
34771.817

226.048
35176.394

824.325
34578.118

440.686
34961.756

1451.886
33950.556

MS

108.751
126.956

227.395
125.798

7.412
128.189

126.125
126.904

45.210
128.381

164.865
126.198

146.895
126.673

483.962
123.009
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The only demographic variable that was significant in relation to the composite 

score was the undergraduate institution from which the teacher graduated.  The 

undergraduate institution variable was significant at the .05 level. 

Hypothesis #1

Among elementary general music teachers, there will be no significant (p < .05) 

degree of association between the Life Experience subscale scores and the composite 

scores on the Personal Multicultural Assessment.  

This hypothesis was rejected as the correlation was found to be significant at the .01 

level.  The correlation was moderate at r=.57.

Hypothesis #2

For elementary general music teachers, there will be no significant (p < .05) 

degree of association between the Personal Attitudes subscale scores and the composite 

scores on the Personal Multicultural Assessment.

This hypothesis was rejected as the correlation was found to be significant at the .01 

level.  The correlation was substantial at r=.71.

Hypothesis #3

For elementary general music teachers, there will be no significant (p < .05) 

degree of association between the Personal Behavior subscale scores and the composite 

scores on the Personal Multicultural Assessment.

This hypothesis was rejected as the correlation was found to be significant at the 

.05 level.  The correlation was substantial at r =.60.
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Hypothesis #4

For elementary general music teachers, there will be no significant (p < .05) 

degree of association between the Professional Behavior subscale scores and the 

composite scores on the Personal Multicultural Assessment.

This hypothesis was rejected as the correlation was found to be significant at the .05 

level.  The correlation was substantial at r=.62.

Table 18

Personal Multiculturalism Assessment Correlation Scores

Subscale Correlation Coefficient (r)
Life Experience .568
Personal Attitude .712
Personal Behavior .600
Professional Behavior .620

Question Eight

Significant descriptive statistics for the Music Specialist’s Multicultural Music 

Education Survey are presented in Table 19.  The frequency and percentage data for the 

survey can be found in Appendix H.
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Table 19

Results of the Music Specialist’s Multicultural Music Education Survey

Question Number Survey Item Mean Standard Deviation
1 Multicultural music education 

should introduce the diverse music 
of cultures to all students regardless 
of their own ethnic background.

4.58 .714

3 Multicultural music education 
includes western classical music.

4.11 .869

4 Multicultural music education is 
about teaching world music.

4.12 .838

6 Multicultural music education is 
primarily valuable for minority 
students.

1.86 1.043

7 Multicultural music education is an 
important part of elementary 
education.

4.40 .620

8 Multicultural music education can 
be used to promote better 
understanding among people.

4.41 .829

9 Multicultural music education 
should be limited to the music of the 
cultural heritage of the students in a 
specific school.

1.50 .738

10 The United States is a "melting pot" 
where people of diverse cultures are 
absorbed into the dominant culture.

3.11 1.177

12 I had sufficient training in 
multicultural music education 
during my college courses.

2.31 1.016

13 I have attended an adequate number 
of workshops supporting 
multicultural music education.

2.96 1.132

17 In my music class, we sing songs in 
the native languages of multiple 
cultures.

4.03 .885

18 In my music class, we learn dances 
of multiple cultures.

3.85 .989
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19 In my music class, we listen to 
music of multiple cultures.

4.31 .734

21B In my class I utilize music of 
Southeast Asia.

3.24 1.147

21C In my class I utilize music of South 
Asia.

3.26 1.101

21I In my class I utilize music of 
American Folk.

4.43 .583

22I I have sufficient knowledge of the 
musical contributions of American 
Folk.

4.20 .751

22B I have sufficient knowledge of the 
musical contributions of Southeast 
Asia

2.59 .994

22C I have sufficient knowledge of the 
musical contributions of South Asia.

2.66 1.007

22D I have sufficient knowledge of the 
musical contributions of the Middle 
East/North Africa

2.98 1.032

22K I have sufficient knowledge of the 
musical contributions of Oceania

2.82 1.097

Music specialists agreed on items 1, 3, 4, and 6, defining multicultural music 

education as the teaching and valuing of world music, including western classical music, 

to all students despite their ethnicity.  While teachers agreed that multicultural music 

education can be used to understand ethnic and cultural differences, there was 

discrepancy as to viewing the United States as a “melting pot.”  Though music specialists 

reported to not have sufficient training and workshops in multicultural music education, 

they reported to utilize various multicultural music, specifically American Folk music, of 

which they had the most knowledge.  The cultures’ music the music specialists reported 

to utilize the least and have the least knowledge about were South Asia, Southeast Asia, 

Middle East/North African, and Oceania.         
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A significant correlation was found between participants’ years of teaching 

experience and the composite score of the Music Specialist’s Multicultural Music 

Education Survey.  Table 20 shows the correlation relationships between the continuous 

demographic data and the composite score.    

Table 20

Music Specialist’s Multicultural Music Education Survey Correlation 
with Continuous Demographics

Demographic Composite Score
Age .082
Population of 
Hometown .078
Years of 
Teaching 
Experience .137*

*Significant at .05
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Table 21

Results of Analysis of Variance
Categorical Demographics and Composite Score of the Music Specialist’s Multicultural 

Music Education Survey

Source

Between Groups
Within Groups

Between Groups
Within Groups

Between Groups
Within Groups

Between Groups
Within Groups

Between Groups
Within Group

Between Groups
Within Groups

Between Groups
Within Groups

Between Groups
Within Groups

d.f.
Gender

1
278

Educational Level
3

276

Foreign Travel
3

276

Ethnic Identity
5

274

Father’s Educational Level
5

274

Mother’s Educational Level
5

274

Multicultural Training
3

276

Undergraduate Institution
3

276

F

.035
(Sig .852)

.945
(Sig .419)

.642
(Sig .589)

.576
(Sig .718)

.828
(Sig .531)

1.013
(Sig .411)

.201
(Sig .895)

.922
(Sig .431)

SS

10.804
86165.964

875.948
85300.820

597.176
85579.591

896.620
85280.148

1282.013
84894.755

1563.393
84613.375

188.108
85988.660

855.138
85321.630

MS

10.804
309.950

291.983
309.061

199.059
310.071

179.324
311.241

256.403
309.835

312.679
308.808

62.703
311.553

285.046
309.136
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There were no significant correlations between demographic variables and the 

composite score of the Music Specialist’s Multicultural Music Education Survey.    

Question Nine (Hypotheses Five through Eight)

Hypothesis #5

Life Experience among elementary general music teachers’ multiculturalism is 

not a significant (p < .05) contributor to their utilization of multicultural music education. 

This null hypothesis was rejected as the contribution was found to be significant at the 

.05 level.  Although the Life Experience as a contributor was significant it was weak at 

β=.20.  

Hypothesis #6

Personal Attitudes among elementary general music teachers’ multiculturalism is 

not a significant (p < .05) contributor to their utilization of multicultural music education. 

The results showed a contribution of β=.02 with a significance level of p<.76.  The null 

hypothesis failed to be rejected.

Hypothesis #7

Personal Behavior among elementary general music teachers’ multiculturalism is 

not a significant (p < .05) contributor to their utilization of multicultural music education.

The results showed a contribution of β=.07 with a significance level of p<.25.  The null 

hypothesis failed to be rejected.
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Hypothesis #8

Professional Behavior among elementary general music teachers’ 

multiculturalism is not a significant (p < .05) contributor to their utilization of 

multicultural music education. 

The results showed a contribution of β=.02 with a significance level of p<.73.  The null 

hypothesis failed to be rejected.

Table 22

Regression Model Summary

Mode
l R

R 
Square

Adjusted 
R Square

Std. Error 
of the 

Estimate
1 .232(a) .054 .040 17.21865

Table 23

Regression Coefficients

Standardized 
Coefficients

Beta t Sig.
(Constant) 13.251 0.000

Life 
Experience

0.203 3.397 0.001

Personal 
Attitude

0.019 0.301 0.764

Personal 
Behavior

0.072 1.161 0.246

Professional 
Behavior

0.022 0.346 0.729
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Table 24

Correlations

MUSIC  
Composite 
Music Ed

LIFE 
 Life 

Experience

PERSATT  
Personal 
Attitude

PERSBEHA  
Personal 
Behavior

PROFBE
HA  Prof. 
Behavior

MUSIC  
Composite 
Music Ed

Pearson 
Correlation 1 .215(**) .077 .103 .061

Sig. (2-tailed) . .000 .196 .087 .311
N 280 280 280 280 280

LIFE  Life 
Exp.

Pearson 
Correlation

.215(**) 1 .182(**) .102 .062

Sig. (2-tailed) .000 . .002 .088 .303
N 280 280 280 280 280

PERSAT
Personal 
Attitude

Pearson 
Correlation .077 .182(**) 1 .203(**) .314(**)

Sig. (2-tailed) .196 .002 . .001 .000
N 280 280 280 280 280

PERSBEHA  
Personal 
Behavior

Pearson 
Correlation .103 .102 .203(**) 1 .283(**)

Sig. (2-tailed) .087 .088 .001 . .000
N 280 280 280 280 280

PROFBEH
A  
Professional 
Behavior

Pearson 
Correlation

.061 .062 .314(**) .283(**) 1

Sig. (2-tailed) .311 .303 .000 .000 .
N 280 280 280 280 280

**Correlation is significant at the 0.01 level (2-tailed).
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CHAPTER 5

DISCUSSION, CONCLUSIONS, AND IMPLICATIONS FOR FUTURE RESEARCH

Teachers are important agents of school change and an integral component of 

multicultural education (Banks, 1993; Nel, 1993; Walters, 1994).  Banks conceptualizes 

multicultural education as:

…an idea, an educational reform movement, and process whose major goal is to 

change the structure of educational institutions. . . .  It is necessary to 

conceptualize the school as a social system to implement multicultural education 

successfully.  Each major variable in the school, such as its culture, power 

relationships, the curriculum and materials, and the attitudes and beliefs of the 

staff, must be changed in ways that will allow the school to promote educational 

equality for students from diverse groups. (as cited in Moore, 1995, p. 83)

Juxtaposing the notion of multicultural education and music education, item two 

of the Tanglewood Declaration (1967), corroborated by Vision 2020: The Housewright 

Symposium on the Future of Music Education, mandates the need for a multicultural 

music education:

Music of all periods, styles, forms, and cultures belongs in the curriculum.  The 

musical repertory should be expanded to involve music of our time in its rich 

variety, including currently popular teenage music and avant-garde music, 

American folk music, and the music of other cultures. (p. 139) 

Given that music teaching is a social activity (Madsen, 2000), this study focused on the 

factors contributing to music teachers’ behavior regarding multicultural music education 
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in the state of Arizona.  Life Experience, Personal Attitudes, Personal Behaviors, and 

Professional Behaviors are the domains illustrating the multi-dimensional concept of 

behavior.   

Purpose

The purpose of this study was to provide specific data regarding the level of 

multiculturalism of Arizona elementary general music teachers and their utilization of 

multicultural music education in curriculum and activities.  Data gathered was used to 

investigate the relationship between a teacher’s life experience, personal attitudes, 

personal behavior, and professional behavior with their developing and employing 

multicultural music education.  

Discussion

The data gathered will be summarized and presented in this section.  Information 

will be presented in four main categories: (a) a discussion of the demographics of the 

teachers surveyed, (b) a discussion on the levels of multiculturalism of the teachers as 

specified by the Personal Multicultural Assessment, (c) a discussion of the teachers’ use 

of multicultural music education in their classroom as specified by the Music Specialist’s 

Multicultural Music Education Survey, and (d) a discussion of the factors that might 

contribute to a teacher’s multiculturalism and their utilization of multicultural music 

education.

Demographic Data

Demographic data were gathered through the utilization of an eleven-item survey.  

The participating Arizona elementary general music teachers were unevenly divided 
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between females and males (80% females and 20% male).  Although categorical 

demographics were used for age, the largest percentage of teachers were between forty-

five and fifty-four years old (36%) while teachers aged twenty through thirty-four years 

of age represented the second largest group of respondents.  Twenty-five percent of the 

teachers reported having taught for twenty-one or more years and 24% reported having 

taught between six and ten years.  The majority of teachers came from hometowns with 

populations of less than 10,000 (26%).  

Two hundred fifty-one of the teachers were identified as Caucasian, twelve were 

Hispanic/Latino American, six were African American, three were Native American, one 

was Asian American, and seven reported as “other.”  These demographics are not an 

accurate ethnic profile of the general population of the state of Arizona.  About 89% of 

the teachers reported that they traveled to another country while twelve of those teachers 

had lived in another country.  The largest group of teachers (50%) reported that the most 

influential identifiable multicultural training was the direct contact with minorities which 

parallels with the census figures of school age population versus the general population.         

The majority of teachers reported that a master’s degree was the highest 

educational level achieved (about 50%) with those reporting the bachelor’s degree as the 

highest achieved a close second (about 46%).  The two primary degrees achieved by the 

teachers’ fathers were a high school diploma (about 28%) and a bachelor’s degree (about 

27%) while the primary degree achieved by the teachers’ mothers was a high school 

diploma (about 40%).  Forty-three percent of the participants attended a master’s granting 
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college or university for their undergraduate degree.  The second largest percentage of

teachers attended doctoral or research universities.  

Levels of Multiculturalism

The Personal Multicultural Assessment used for this study produced scores that 

placed the teachers at the Level 3 construct on the Personal Multicultural Development 

Scale (Appendix G).  Level 3 individuals have the following characteristics:

• begins to explore meaning of diversity

• seeks contact with and information about people of different ethnic backgrounds

• interacts with others on substantial cultural issues

• increases learning about diversity and related issues

• finds positive images and benefits in learning about other cultures

• exploration is self-motivated, beyond mandate of job or institution

The teachers’ level of multiculturalism in this study had similar scores to past

studies utilizing the same instrument (Moore, 1995; Randall, Aigner, & Stimpfl, 1994, 

1995).  These data are noteworthy because it appears that Arizona elementary general 

music teachers may continue to become more culturally sensitive.  As with the general 

public, when a teacher’s multiculturalism develops into a deeper social and moral 

competency (Goodlad, 1990; Milbrandt, 2002; Moore, 1995), bias and prejudice based on 

cultural and ethnic differences decreases (McLoughlin, 1995).  Critically looking at one’s 

multiculturalism, posing issues, and taking responsibility for learning helps teachers, and 

consequently the students, prepare for an ethnically and culturally diverse society (Duhon 

& Manson, 2000).     
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Subscale Scores and Impact of Demographic Variables on Multiculturalism

The teachers’ mean score on the Life Experience Subscale was 23.12 with the 

range of scores being 11-34 while subscale scores on the Personal Attitudes’ portion of 

the instrument ranged from 9 to 37 with a mean score of 23.39.  On a possible scale of 8-

40 for each of the segments of the Personal Multicultural Assessment, the teachers’ 

scores signify a wide range of life experiences and personal attitudes dealing with 

cultural and ethnic differences.  Arizona elementary general music teachers’ mean scores 

are at the top of Level 2 of the multicultural construct.  People at this particular level are 

educating themselves about cultural and ethnic issues and begin to question social issues.  

The mean score of the Personal Behavior Subscale was 27.11, the highest of the 

four subscales and had a range of score from 14 to 40.  Past studies have resulted in 

similar findings (Moore, 1995; Randall, Aigner, & Stimpfl, 1994, 1995).  Teacher’s 

personal behavior may be less structured or standardized than professional behavior. The 

district mean for the Professional Behavior Subscale was 26.11 and had the shortest range 

of scores (16-36).  Both of these subscales are within the Level 3 construct.  People at 

this particular level are critically looking at diversity and interact with others regarding 

cultural issues.   

As was discussed in Chapter 4, only a small number of demographic variables had 

an impact on the Personal Multicultural Assessment scores.  The population of the 

Arizona elementary general music teachers’ hometown had a significant impact on the 

Life Experience Subscale and the Composite Score.  It may be likely that those who lived 

in large cities during their youth were exposed to more cultures and ethnicities.  Though 
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not significant, ethnic identity approached a significant (.074) correlation with the Life 

Experience Subscale.  Past studies have corroborated these findings (Kassebaum, 1998; 

Moore, 1995).

The Personal Behavior Subscale and the Composite Scale had a significant 

correlation with the undergraduate institution from which the teacher graduated.  The 

relationship between these items may be explained through the interactions between the 

teachers and multiethnic and multicultural populations during their undergraduate degree 

work.  Sears, Freedman, and Peplau (1985) reported that attitudinal transformation occurs 

during behavorial interactions.    

Utilization of Multicultural Music Education

Definitions of Multicultural Music Education.  In the past, definitions of 

multicultural music education have been incongruent, hence, teacher training and 

utilization of multicultural music has become scattered.  The majority of Arizona 

elementary general music teachers strongly agree that multicultural music education 

should not only include world music and western classical music, but diverse music of all 

cultures despite the student body at their particular school.  The teachers believe that 

multicultural music education is just as valuable for nonminority as minority students.  

Given that the majority student population in the state of Arizona is the minority adult 

population, the teachers’ classrooms tend to have a variety of cultures’ music represented. 

Definitions which had some disparity were that 24% of teachers believed that 

multicultural music education focused on racial and ethnic differences while 39% of 

teachers disagreed.  Teachers reported a seemingly global perspective of multicultural 
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music education.  As Young (1996) suggested, teachers may have a global concept about 

multiculturalism and multicultural music education because of their undergraduate 

training with the multi-nationalistic (European) classical tradition.           

Attitudes of Multicultural Music Education.  An interesting point is although one-

fourth of the teachers believed that multicultural music education focused on differences, 

95% of the teachers believed that multicultural music education is not a threat to social 

unity.  There was disagreement with the statement that multicultural music education 

should be limited to the cultures of the student body while 95% of the teachers surveyed 

believed that multicultural music education can be utilized to promote cultural 

understanding.

Item ten paraphrased the assimilationist view of America and American culture 

where people of diverse cultures are essentially absorbed into the dominant culture.  The 

teachers’ attitudes towards this statement greatly varied.  Forty-three percent of the 

teachers disagreed or strongly disagreed with this attitude while 36% of the teachers 

agreed or strongly agreed.  Perhaps, as Volk (1998) described, some music teachers 

believe various ethnic and cultural groups contribute to the amalgamation of an American 

society.          

Training and Support with Multicultural Music Education.  Arizona elementary 

general music teachers reported that their administrators tended to be supportive of the 

teachers’ use of multicultural music education.  Though 38% of the teachers reported that 

the district offers professional development in multicultural issues and 35% have 

attended an “adequate” number of similar workshops, the majority of teachers (41%) 
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reported that they did not attend an adequate number of multicultural content workshops.  

Seventy percent of teachers believe they have not had a sufficient amount of training in 

multicultural music education during their degree journey.

Robinson (2002) states that:

Because students in teacher education programs often receive knowledge without 

time to analyze concomitant assumptions and/or values or engage in the 

construction of their own knowledge, they often leave teacher education programs 

with many misconceptions about people of diverse cultural, ethnic, and racial 

groups. (p. 228)

Despite the teachers’ wide-range of training, many of them report that they teach 

a variety of cultures’ music.  Though Meidinger’s (2002) study corroborated these 

findings, other studies contradict these findings, indicating teachers tend to not teach a 

variety of cultures’ music (Moore, 1993; Robinson, 1996; Stellaccio, 1995; Young, 

1996).       

Practices of Multicultural Music Education.  The majority of Arizona elementary 

general music teachers sing songs in their native language (87%), learn multicultural 

dances (76%), and listen to multicultural music (94%).  Of the regional-specific music 

(i.e. Northeast Asia, Southeast Asia, South Asia, Middle East, Africa, European Folk, 

Latin and South American, American Indian, American Folk, American Jazz, and 

Oceania), the teachers reported that they utilize the majority of these musics.  The music 

which the teachers reported that they utilized and had a sufficient knowledge of the most 

was American Folk music.  In the past, elementary general music teacher education 
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programs have put an emphasis on this genre of music (Moore, 1993). The two regions 

that the teachers used less of the music were Southeast Asia and Oceania.  One of the 

reasons why these two regions’ music is less utilized may be that authentic recordings of 

cultural and popular music from those regions might not be widely available.  The 

majority of teachers reported to have sufficient knowledge of the music of Africa (62%), 

European Folk (66%), Latin and South America (65%), American Indian (61%), 

American Folk (90%), and American Jazz (80%).  These results represent some of the 

major ethnic and cultural populations in Arizona.    

The above data are interesting given that: (a) the majority of teachers feel 

inadequately prepared for teaching multicultural music education, (b) the majority of 

teachers (56%) report they do not have a sufficient amount of ethnic instruments, (c) only 

55% report they have a sufficient amount of authentic recordings of diverse multicultural 

music, and (d) 47% report that they do not have multicultural decorations or 

manipulatives in their classroom.  

A few reasons may explain this disparity.  First, as was reported, music teachers 

define multicultural music education differently.  Second, elementary general music 

teachers may report teaching only western classical music as teaching multicultural music 

education.  Third, Arizona music teachers are mandated to teach multicultural music 

education as per the Arizona Standards of Music Education; it may be important to say 

one is teaching multicultural music education.
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Contributing Factors of Multicultural Music Education

Life experience was a significant factor in determining music teachers’ utilization 

of multicultural music education.  Given that ethnic identity had a significant effect on 

the Life Experience Subscale of the Personal Multicultural Assessment and corroborated 

by past research (Randall, Aigner, & Stimpfl, 1994, 1995), teachers may utilize music in 

the classroom that is most familiar to them (Stephens, 2002).  Fishbein (1967) and Young 

(1996) found teachers’ attitudes may not be apparent in their behavior.  This study 

demonstrated that Arizona elementary general music teachers’ personal attitudes, 

personal behavior, and professional behavior regarding multiculturalism may not have 

effected their utilization of multicultural music education. 

Conclusions

Expecting teachers to incorporate multicultural music education into their 

teaching could allow classrooms to become a safe environment for all students.  Students 

from cultures around the world enter schools in the United States, thus the society and 

schools which they are entering are not stable or unchanging, they are constantly 

changing and evolving; United States’ culture is in transition (McFee, 1998).  However, 

the ability to address this transition and the quality of education in the elementary 

classroom-and concurrently, the general music classroom-will not improve until the 

quality of teacher training is improved at all levels (Duhon & Manson, 2000). 

Multiculturalism  

The increase of mean scores across the subscales in the Personal Multicultural 

Assessment support the multicultural constructs indicating a person’s multiculturalism 
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may be an elaborate process. Though Arizona elementary general music teachers 

seemingly function at a higher multicultural level when dealing with personal behaviors, 

that multiculturalism has not transferred across personal attitudes or professional 

behaviors.     

Preservice Teacher Education

The disconnect between training and practice may be resolved by reevaluating 

preservice teacher’s learning needs.  If music teachers are expected to teach multicultural 

music education, undergraduate teacher education programs need to find ways to 

incorporate those concepts.  Past researchers have volunteered curricula for teacher 

education which incorporates multicultural music education (Meidinger, 2002; Robinson, 

1996; Young, 1996).  

Curricular Materials

Basal series textbooks and supplemental materials have revealed more 

multicultural material with each new edition.  Constantly striving for authentic 

replications and recordings might enable music teachers to utilize the materials in new 

and innovative ways.  Developing and employing a multicultural resource center in a 

school district may heighten teachers’ responsiveness to multicultural instructional 

materials.  These centers would lend materials to not only the music teacher, but also the 

general classroom teachers.  Attending multicultural performances with an educational 

outreach program also may enable music teachers to utilize multicultural music education 

in their classroom.
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Inservice Teacher Education

Developing professional development or teacher education for practicing teachers 

with specific multicultural music education goals may result in suitable training.  Based 

on Banks’ (1991) and Gay’s (1995) teacher training models for multicultural education, 

Robinson (1996) offers four implementation levels: (a) inclusion of multicultural content 

in planning lessons and units, (b) infusion of multicultural content into the teacher’s 

routines, (c) deconstruction of one’s own multiculturalism, and (d) transformation into 

new realities and systems.  These four levels mirror the research on teacher attitudes and 

the transformation process (Campbell, 1967; Lauer, 1977; Sears, Freedman, & Peplau, 

1985).   

Implications for Future Research

Based on the findings of this study, recommendations for future research include 

the following:

1. Arizona general elementary music teachers displayed a spectrum of cultural 

sensitivity.  As noted by past research (Kassebuam, 1998; Moore, 1995, Randall, 

Aigner, & Stimpfl, 1995), further inquiry is needed to define the transitional 

process a person may experience in becoming multicultural.

2. In this study, a snapshot of Arizona elementary general music teachers’ utilization 

of multicultural music education was reported.  Longitudinal studies are needed to 

assess the continuance of multicultural practices and behavior.

3. In the process of administering this study, the researcher found some of the items 

on the Personal Multicultural Assessment to be narrow rather than allow for 
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diverse responses. Refining the Personal Multicultural Assessment instrument by 

adding items to each subscale to encompass more diversity and completing 

additional studies may add validity, reliability, and confidence to the instrument 

and future researchers.

4. In this study, Arizona elementary general music teachers reported utilizing a 

variety of multicultural music.  As Young (1996) noted, developing studies that 

assess why teachers respond in particular ways to specific statements is needed.  

Teachers who are required or strongly encouraged to incorporate multicultural 

curricula may respond that they utilize all types of multicultural music when in 

fact, they do not.

5. Given the data reported in this project, further study designed to assess why 

teachers respond in particular ways on surveys may be corroborated by 

performing mixed-methods studies that substantiate the survey responses with 

interview and observational data.  Thus, a more accurate picture of particular 

elementary general music teachers may be obtained.

6. As this study could not assess the diversity of specific, personal thoughts 

regarding appropriate training, a longitudinal study regarding the gap in 

multicultural music education training would be informative.  Research questions 

to be answered include: Do the music specialists receive appropriate training and 

is this gap shrinking?  And, is the multicultural music education training music 

specialists are receiving valued and utilized throughout their classroom teaching?
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7. Arizona elementary general music teachers have varying definitions and views of 

what constitutes as multicultural music education.  As Volk (1998) noted, studies 

to obtain a universal working philosophy of multicultural music education will 

enable music specialists to incorporate multicultural music education in their 

curriculum.

8. As noted in this study and Vision 2020: The Housewright Symposium on the 

Future of Music Education, specific demographic data representing the changing 

ethnic, racial, and cultural populations of a specific state or school district need to 

be addressed.  Active research studies regarding music specialists’ multicultural 

music education curricula in response to the demographics may prompt teachers’ 

reflections and curriculum change.

Multiculturalism has been a key word in educational circles since the 1980s, but 

the education community has still not agreed upon a definition of the term.  Attributes 

that contribute to one’s culture might help define multiculturalism.  Perhaps broadening 

the definition of multiculturalism, while combining Jorgensen (2003) and Volk’s (1998b) 

views, to include socio-economic status, religion, sexual orientation, and abilities might 

give further insight into elementary general music teachers’ multiculturalism and in 

tandem, their utilization of multicultural music education.  United with the ability to de-

center oneself and become the “other” to one’s own culture (Jorgensen, 2003), music 

teachers may empathetically discover and utilize diverse music to bring about school 

reform in a culturally changing society.    
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 APPENDIX A

MULTICULTURAL DEVELOPMENTAL SCALE

General Directions:  Please read each item carefully.  Choose only one response.  
Remember that there are no right or wrong answers.  If there is not a response that 
exactly matches your own, please select the one that is most consistent with your 
viewpoint.

Please choose the statement that best describes your experience(s).

1. During my adolescence:

a. I interacted with others from different ethnic groups whenever possible.  
b. Even though my family and some of my friends disapproved, I developed 

friendships with those from other ethnic groups. 
c. I had little opportunity to interact with those from other ethnic groups.
d. I had occasional opportunities to interact with people from other ethnic groups, 

but usually chose to interact with those from my own group. 
e. My friends were from various ethnic backgrounds.

2. My personal contact with other ethnic groups:
a. There aren’t many people from other ethnic groups in my social circles.
b. I always socialize with a wide range of groups.
c. I participate in many ethnic activities, often taking friends along.
d. I don’t interact with individuals outside my own ethnic group.
e. I have one or two close friends from other ethnic groups. 

3. My friends in college:
a. associated with people of their own cultural background, but had positive contact 

with other cultural groups.
b. worked actively for civil rights and ethnic equality.
c. were more comfortable with their own cultural group.
d. boycotted groups who excluded other ethnic groups.
e. occasionally had contact with people from other social and cultural groups. 

Please Continue to the next page…
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4. Neighborhood:

a. People in my neighborhood interact often with a variety of cultural groups. 
b. I know people from other cultural groups, but live in a neighborhood of people 

from the same cultural background.   
c. My neighborhood has a variety of cultural groups.
d. Although my neighborhood is mono-cultural, I have good friends from a variety 

of cultural backgrounds. 
e. I live near people of the same socio-economic background.  

5. Professional associates;

a. While my colleagues have the same cultural background I do, I have professional 
contact with other groups. 

b. I follow the advice of persons outside my own cultural experience.  
c. I have colleagues from a variety of social and cultural groups.
d. My colleagues have the same cultural background I do.
e. I rely on advice from persons outside my cultural group.

6. Friends:

a. I associate only with others who have friends from a variety of ethnic groups.
b. I have a variety of friends from different ethnic backgrounds.
c. The people I call my friends are exclusively from my ethnic group.
d. Although I am acquainted with people from other groups, my close friends share 

my cultural background.  
e. I have friends from several ethnic groups and I encourage them to do things 

together.

7. Language:

a. I have often been in situations where it was necessary to speak another
b. Language.  
c. If I had more time, I might have done better in language studies.
d. Immersion in language study enhanced my knowledge of cultural difference.  
e. I would like to have more opportunities to use another language.  
f. I never really enjoyed studying another language.  

Please Continue to the next page…
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8. Entertainment/Recreation:

a. I enjoy participating in familiar activities
b. I initiate activities that are unfamiliar to my social group and encourage people
c. from other groups to participate.  
d. I mix my activities equally between the familiar and the new.
e. I make a point of trying new activities regularly.
f. I usually stick to familiar activities, but occasionally do different things.

Section 2
Please choose the statement that best describes your opinion(s).

9. Immigration:

a. It does provide opportunity to those who need it, but seems to cause a significant 
national burden.

b. It should be controlled more carefully.
c. The United States has some responsibility, but we can no longer help everyone.  
d. A substantial immigrant population must be maintained to preserve a health 

United States.
e. U.S. policy must favor groups from developing countries.

10. Public schooling:

a. Schools must be required to provide equal opportunities for minority students.
b. Voluntary cultural activities are better than forced integration.
c. Bussing and forced integration are absolutely necessary to insure equity.
d. Forced integration makes public schools less effective.  
e. All schools and classes should be integrated.  

11. Civil rights and affirmative action laws:
a. apply to all, but minorities seem to benefit more from them than whites.
b. are insufficient; we must use other methods to coerce the process of change.  
c. are necessary because minorities need special protection that is not available 

without them.
d. seem to apply only to minorities.
e. provide the only way to equalize social and economic injustice.  

Please Continue to the next page…
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12. American Indian Movement (A.  I.M.);

a. Their radical activity is necessary to unite Native Americans and to provide a 
basis for change.  

b. Native Americans have been exploited, but separatism will only cause more 
problems.

c. Native Americans must stand up for their rights and remind the majority culture 
of its role in their problems.

d. I can see why Native Americans protest, A.  I.M. has created a bad impression.
e. It would be best for Native Americans to assimilate into society.

13. Economic aid to developing countries:

a. We must achieve a balance of what is good for us and what is helpful to them.
b. Our past programs were insufficient, we must do more in the future.  
c. We have to address our own domestic problems first.
d. These countries must learn to fend for themselves.
e. The United States has a financial obligation to the developing world.  

14. Race and ethnic relations: 

a. Racism is a problem that will worsen if we ignore it.
b. Racism appears to be a serious American problem, but I personally don’t see 

evidence of it around me.  
c. Minority groups are best served by integrating with society.
d. The majority culture is responsible for racism.

15. Alcohol and Native Americans:

a. Alcoholism is a common failing of Native Americans.
b. The effects of hundreds of years of oppression will require tremendous efforts by 

leaders in both cultures.
c. Alcoholism among Native Americans must be related to history and race relations 

in this country.
d. Oppression by majority culture is the root cause of Native American alcoholism.
e. Native Americans may drink out of despair.

Please Continue to the next page…
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16. Minorities in prison:

a. Unjust law enforcement practice in the United States has created an adversarial 
relationship with minorities.

b. Crime seems to involve an inordinate number of minorities. It may have 
something to do with cultural values.

c. The police and courts are biased against minority groups. The system needs to be 
overhauled.  

d. Some inequities in law enforcement and the courts may account for the large 
number of minorities in prison.

e. It is unclear why minorities are over-represented in prison.

Section 3
Please choose the statement that best describes how you would act in each situation.

17. You belong to a church that has recently experienced a large influx of people from 
other ethnic groups. The church council recommends that membership be limited to 
slow the rapid growth of the congregation. Several of your friends who attend this 
church are at your house for dinner and ask what you think. You would:

a. say that you disagree with the motives of the council and plan to resign from the 
church.

b. say you will attend a council meeting to address minority representation.
c. say that you will organize a public meeting of church members and invite leaders 

in the minority community to attend.  
d. say the church facilities are overburdened and some provision should be made.  
e. point out that other ethnicities are under-represented.  

18. Your daughter, who attends high school, has begun to date a boy who belongs to 
another racial group. She says that she really likes him and that race is not an issue.   
There is a great deal of unpleasant interaction between students and parents over this 
issue.   You would: 
a. pay no attention to what others say. Encourage her to do what she wants.
b. tell her about the negative impact her relationship has on the community.
c. ask her to reconsider dating the boy, while maintaining a friendly relationship 

with him.
d. discuss the complexity of interracial dating with her.
e. help her to come up with strategies to deal with the challenges she might face.  

Please Continue to the next page…
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19. You find out that the club of which you are a member has a tacit agreement to accept 
no new minority applications for membership. No one outside the club membership 
committee knows about this decision. You have a new neighbor who is from an 
ethnic minority. He knows you are a member of this club and asks if you are willing 
to nominate him for membership. You:

a. tell him that the club is not accepting new members.
b. nominate him and invite leaders of the minority community to meet with the 

membership committee.  
c. tell him he can’t get into the club because of the membership committee policy.
d. tell him about the policy and organize a demonstration to protest the practice.  
e. agree to nominate him.

20. You and your spouse go fishing with two other couples. The first couple are your 
friends and the second couple are their friends. The male in this second couple, a 
supervisor at a factory, says he finds employees from one particular ethnic minority to 
be less productive than those from other backgrounds. You:

a. ask why he thinks this way.
b. say that you disagree, but let the matter drop.
c. say nothing.
d. challenge this view with your own experience.  
e. point out that this type of speculation is racist.

21. Your adolescent daughter has some friends over and they are watching television 
while you are in the next room reading. They are watching a situation comedy that 
deals with members of another ethnic group. You hear a friend of your daughter say 
that it’s amazing how odd members of that group act. She then proceeds to tell a very 
insulting ethnic joke.   You:

a. recognize this as normal adolescent behavior.
b. ask the children to role play someone laughing at them about their appearance.  
c. talk to the group about ethnicity.
d. turn of the television, telling the girls that such talk is not acceptable.  
e. tell your daughter that she must be careful with some forms of humor.

Please Continue to the next page…
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22. A superintendent wants to begin to emphasize multicultural education in his school 
district. He has encouraged people of color to run for the all-white school board.   
Several teachers and parents are considering action to force his resignation. The 
group asks you to attend a meeting to discuss this issue.   You:

a. attend the meeting to evaluate the group’s point of view. 
b. invite the superintendent and members of the minority community to the meeting.
c. refuse to attend the meeting and organize a public meeting as a response.  
d. attend the meeting, acknowledging that lack of diversity is a problem.
e. attend the meeting, but question whether forcing his resignation is the best 

method to handle the issue.  

23. Your son is in the seventh grade.   He comes home from school one day with a torn 
shirt and a bruised face.   He explains that another boy, the son of recent immigrants, 
challenged him to a fight because of something your son said to the boy. You: 

a. go with your son to the house of the boy and talk with his parents. 
b. ask your son to avoid immigrant children.
c. explain to your son that people have a right to be sensitive about their ethnic 

identity.
d. go with your son to the house of the other boy and apologize for his behavior.
e. tell your on to forget it, but don’t do it again.

24. You are walking your dog in your neighborhood and you see the police pull a car 
over to the side of the road.   While you are standing there, you witness the officers 
ask the Hispanic male driver to get out of his car. They begin to question him about 
his business in the neighborhood.   His answers, which you cannot hear, are 
apparently not satisfactory. They perform a body search and arrest him. You 
recognize the man as someone who lives in your neighborhood.   You would:

a. wonder if race was a factor in the search..
b. confront the police and call the Hispanic man’s family.
c. assume his activities merit the search.
d. wonder why he has been stopped.   
e. ask the police why the man is being treated this way and accompany the man to 

the police station.

Please Continue to the next page…
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25. You have two Vietnamese students in your third-grade classroom of 30 students. You 
notice that they isolate themselves from the other students. You:

a. ask the ESL teacher for advice.  
b. purposefully assign two class leaders as mentors for those students and 

continually monitor the pairings.
c. meet with class leaders and decide as a group how the class can make these two 

more comfortable.  
d. allow them to rely on each other as long as they are comfortable.  
e. make it a point to give more team assignments and to separate these two students 

into different groups.

26. Your school has a 20% minority student population. You are one of three sponsors of
the debate team. An African-American school board member has questioned why 
there has not been a minority member on the squad for several years, implying that 
she will propose eliminating the entire activity if this is not corrected.  Of the fifty 
students trying out for the eight spots, two are African-American and one is Hispanic.   
On your rating sheet after individual performances, these three candidates rank #9, 
#11, and #15. You:

a. select your top six, the Hispanic candidate and the top ranked African-American 
student.

b. select your top seven candidates and #9 to accurately reflect the student body 
population.

c. select the top eight candidates based on your ranking of their performance.  
d. select your top eight candidates, but mention to the other sponsors that minorities 

are under-represented among these candidates.
e. propose to the other sponsors that scoring be weighted to address the problem of 

under-representation.

27. Two colleagues frequently trade ethnic jokes. These jokes are easily overheard in 27 
the teacher’s lounge.   You:

a. confront them and tell them such jokes are unprofessional.
b. suggest that it is inappropriate to tell these jokes at school.
c. voice your concern at the next teacher’s meeting.
d. listen, but don’t contribute.  
e. ask them how they would explain the joke to an ethnic student or parent who 

happened to overhear it.

Please Continue to the next page…
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28. An annual activity at your school, Multicultural Week, is being planned.   Last year, 
ethnic members of the community objected to the way this activity was handled.   
They felt that efforts were too superficial and that “multiculturalism” was not fully 
addressed.   You have been asked to coordinate this year’s activity. You would:
a. contact state minority-education specialists and request their advice.  
b. invite minority leaders in the community to attend daily mid-morning receptions.
c. suggest that minority teachers would be the best ones to carry out this assignment.
d. contact those who expressed concern and invite them to provide suggestions for 

this year.
e. arrange daily assemblies with recognized civil rights leaders in your 

community/state.  

29. As part of your plan to infuse multiculturalism in your classroom, you have included 
a unit in your history class about the exploitation of Native Americans in the Pioneer 
Era.   A few parents have complained to your principal, implying that such a lesson is 
negating the pride of Americans in their frontier heritage.   These parents will be at 
the parent/teacher conference this week. You:
a. will apologize to these parents and explain that you have to follow the new 

guidelines.
b. tell the parents that your lesson is historically accurate and can no longer be 

ignored.  
c. offer to provide them with reading materials to clarify your approach to this unit 

and to meet with them to discuss this information.
d. explain to the parents that your intention is not to undermine the frontier heritage, 

and that you will reconsider your approach.
e. discuss the need for factual reporting in history curriculum to enable students to 

function in an increasingly diversified nation.

30. Your high school biology text book, that has been adopted district-wide, presents 
material about the recent controversial research report that supports the idea that 
African-Americans have a genetically-based intelligence deficit. The teacher’s 
Resource Book accompanying this text suggest that you encourage an open 
discussion on this topic.   When you reach that unit you will: 
a. present that material with a discussion of how such findings can be misleading 

and harmful
b. present the material as it exists.
c. organize a classroom debate on that issue.  
d. go to reliable resources for clarification of that issue before presenting it.
e. focus on the other material presented and avoid that particular issue.  

Please Continue to the next page…
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31. One of your students, an African-American, has shown a high level of understanding 
through his participation in classroom discussions; however his grades are marginal 
and his achievement tests indicate that he falls within the lower-average segment of 
the national norms. His mother approaches you with concern that he is not meeting 
his potential. You:

a. suggest that he meet with a counselor for evaluation.
b. arrange for him to have special tutors after school 
c. meet with the student, his mother, and his other teachers.
d. assure her that he is doing fine.  
e. ask her what her expectations are for him.

32. During the last year, a few Asian families have immigrated to your small school 
district. There are five Asians in your building of 80 students, and they are obviously 
struggling. Teaching staff and resources are limited in your school. You: 

a. would insist that the rights of these students be met through allocation of special 
resources.

b. would try to balance the needs of these few students with those of the majority.
c. would not be overly concerned.   Their performance will improve once they learn 

the language and customs.
d. would request that the district provide a teacher’s aide who speaks their language.  
e. would organize a support system of classmates for these students and incorporate 

an exploration of their culture into the curriculum.
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APPENDIX B

Music Specialist’s Multicultural Music Education Survey

SD-strongly disagree
D-disagree
U-undecided
A-agree
SA-strongly agree

Definition of Multicultural Music Education
1. Multicultural music education should introduce 

the diverse music of cultures to all students 
regardless of their own ethnic background.

2. Multicultural music education concentrates on 
racial and ethnic differences.

3. Multicultural music education includes western 
classical music.

4. Multicultural music education is about teaching 
world music.

5. Multicultural music education is used to 
increase self-awareness and self-esteem of 
ethnically and culturally minority students. 

6. Multicultural music education is primarily 
valuable for minority students.

Attitudes of Multicultural Music Education
7. Multicultural music education is an important 

part of elementary education.

8. Multicultural music education can be used to 
promote better understanding among people.

SD D U A SA

1 2 3 4 5

1 2 3 4 5

1 2 3 4 5

1 2 3 4 5

1 2 3 4 5

1 2 3 4 5

1 2 3 4 5

1 2 3 4 5
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9. The United States is a “melting pot” where 
people of diverse cultures are absorbed into the 
dominant culture. 

10. Multicultural music education is a threat to 
social unity because it focuses on cultural 
differences.

Training and Support with Multicultural Music 
Education

11. I had sufficient training in multicultural music 
education during my college courses.

12. I have attended an adequate number of 
workshops supporting multicultural music 
education.

13. My district offers educational programs and/or 
workshops dealing with cultural 
awareness/education. 

14. My administration is supportive in the use of 
multicultural music education in the classroom.

Practices of Multicultural Music Education
15. I use music textbooks which contain 

multicultural music.

16. In my music class, we sing songs in the native 
languages of multiple cultures.

17. In my music class, we learn dances of multiple 
cultures.

18. In my music class, we listen to music of 
multiple cultures.

19. I consider the cultural/ethnic heritage of the 
students in my classes when I plan curriculum.

1 2 3 4 5

1 2 3 4 5

1 2 3 4 5

1 2 3 4 5

1 2 3 4 5

1 2 3 4 5

1 2 3 4 5

1 2 3 4 5

1 2 3 4 5

1 2 3 4 5

1 2 3 4 5
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20. In my class I utilize music of
a. Northeast Asia (e.g., China, Japan, 

Korea, Taiwan)

b. Southeast Asia (e.g., Indonesia, 
Thailand, Laos, Vietnam)

c. South Asia (e.g., India, Pakistan)

d. Middle East/North Africa (e.g., Egypt, 
Morocco, Saudi Arabia, Israel)

e. Africa 

f. European Folk (e.g., Balkans, Britain, 
France, Greece, Italy, Spain)

g. Latin and South America (e.g., 
Argentina, Brazil, Peru, Guatemala, 
Mexico, Panama)

h. American Indian (e.g., Apache, 
Blackhawk, Hopi, Navajo, Seminole)  

i. American Folk

j. American Jazz 

k. Oceania (e.g., Australia, Polynesia, New 
Zealand, Samoa)

21. I have a sufficient knowledge of the musical 
contributions of 

a. Northeast Asia (e.g., China, Japan, 
Korea, Taiwan)

b. Southeast Asia (e.g., Indonesia, 
Thailand, Laos, Vietnam)

c. South Asia (e.g., India, Pakistan)

d. Middle East/North Africa (e.g., Egypt, 
Morocco, Saudi Arabia, Isreal)

1 2 3 4 5

1 2 3 4 5

1 2 3 4 5

1 2 3 4 5

1 2 3 4 5

1 2 3 4 5

1 2 3 4 5

1 2 3 4 5

1 2 3 4 5

1 2 3 4 5

1 2 3 4 5

1 2 3 4 5

1 2 3 4 5

1 2 3 4 5

1 2 3 4 5
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e. Africa 

f. European Folk (e.g., Balkans, Britain, 
France, Greece, Italy, Spain)

g. Latin and South America (e.g., 
Argentina, Brazil, Peru, Guatemala, 
Mexico, Panama)

h. American Indian (e.g., Apache, 
Blackhawk, Hopi, Navajo, Seminole) 

i. American Folk

j. American Jazz 

k. Oceania (e.g., Australia, Polynesia, New 
Zealand, Samoa)

22. I have a sufficient amount of ethnic instruments 
in my classroom.

23. I have a sufficient amount of authentic 
recordings of music from diverse cultures in my 
classroom.

24. My classroom decorations and manipulatives 
reflect musicians/music from diverse cultures.

1 2 3 4 5

1 2 3 4 5

1 2 3 4 5

1 2 3 4 5

1 2 3 4 5

1 2 3 4 5

1 2 3 4 5

1 2 3 4 5

1 2 3 4 5

1 2 3 4 5
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APPENDIX C

Demographic Report Sheet

1. Age
k. 20-34
l. 35-44
m. 45-54
n. 55 and above

2. Gender
a. Male
b. Female

3. Population of hometown at time of graduation from high school
a. Under 10,000
b. 10,000-24,999
c. 25,000-49,999
d. 50,000-100,000
e. 100,001-999,999
f. 1,000,000- or more

4. Educational Level (choose the highest attained)
a. Bachelor’s
b. Master’s
c. Ph.D., D.M.A., J.D., etc.
d. Other

5. Foreign travel (Identify the number of countries you have visited outside 
of the United States)

a. None
b. Less than 5
c. 5 or more
d. Lived outside the United States

6. Ethnic identity
a. Caucasian
b. African American
c. Asian American
d. Hispanic/Latino American
e. Native American
f. Other

7. Father’s educational level
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a. Less than H.S. graduate
b. H.S. graduate
c. Associate degree
d. Bachelor’s degree
e. Master’s degree
f. Ph.D., J.D., M.D., etc

8. Mother’s educational level
a. Less than H.S. graduate
b. H.S. graduate
c. Associate degree
d. Bachelor’s degree
e. Master’s degree
f. Ph.D., J.D., M.D., etc

9. Identifiable multicultural training (check the one that was most influential)
a. Formal course work
b. Seminars/workshops
c. Worked with minorities
d. None of the above

10. Type of undergraduate institution from which you graduated
a. Doctoral/Research Universities
b. Master’s Colleges and Universities
c. Baccalaureate Colleges
d. Other

11. Years of teaching experience
a.  1-5 
b.  6-10
c.  11-15
d.  16-20
e.  21- or more
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APPENDIX D

Letter of Agreement

Dear Teacher:

I am conducting a study for my dissertation entitled, “Factors Contributing to Arizona 
Elementary Music Teachers’ Attitudes and Practices Regarding Multicultural Music 
Education.”  The purpose of the study is to examine the relationship between elementary 
general music teachers’ multiculturalism and their attitudes, training, classroom practices, 
and definition of multicultural music education.

Certain data about life experiences, behavior, and curricular practices will be gathered.  
The responders to this survey will be kept anonymous.  Each teacher will be assigned a 
code which will not be made available to anyone other than the researcher.

If you would like to participate in the study, sign the Agreement Statement below and 
complete the surveys.  Questions regarding this study can be directed to myself at the 
given contact information.  I have enclosed $1.00 as a modest compensation for 20-30 
minutes of your time.  Thank you for your assistance.

Sincerely,

Gerry Petersen
Ph.D. candidate in Music Education
P.O. Box 210004
School of Music
University of Arizona
Tucson, Arizona 85721
gap@email.arizona.edu
(520) 621-1655

I, __________________________________________, understand the purpose of this 
study and voluntarily agree to participate.

_________________________________________________
Signature

_________________________________________________
Date
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APPENDIX E

Follow-Up Cover Letter

Dear Teacher:

About two weeks ago I wrote to you seeking your input on the utilization of multicultural 
music education in Arizona.  I am writing to you again because the significance each 
questionnaire has to the usefulness of the study.  Your participation is important to obtain 
an accurate and representative sample.

I have undertaken this study because of the belief that the input of the actual general 
elementary music teachers is imperative to the planning, development, and training of 
multicultural curriculum and materials.  Again, the responders to this survey will be kept 
anonymous.  Each teacher will be assigned a code which will not be made available to 
anyone other than the researcher.

In the event that you have already completed and returned the survey, thank you.  If your 
survey has been misplaced, a replacement is enclosed.  Thank you for your time and 
contribution, it is greatly appreciated.

Sincerely,

Gerry Petersen
Ph.D. candidate in Music Education
P.O. Box 210004
School of Music
University of Arizona
Tucson, Arizona 85721
gap@email.arizona.edu
(520) 621-1655
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APPENDIX F

Follow-Up Card

Dear Music Teacher:

About two weeks ago I wrote to you seeking your input on the utilization of multicultural 
music education in Arizona.  I am writing to you again because the significance each 
questionnaire has to the usefulness of the study.  Your participation is important to obtain 
an accurate and representative sample for the study.

In the event that you have already completed and returned the survey, thank you.  If your 
survey has been misplaced, please request a replacement.  Thank you for your time and 
contribution, it is greatly appreciated.

Sincerely,

Gerry Petersen
Ph.D. candidate in Music Education
P.O. Box 210004
School of Music
University of Arizona
Tucson, Arizona 85721
gap@email.arizona.edu
(520) 621-1655
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APPENDIX G

Multicultural Personae-Construct Levels

Level 1

• does not recognize common expressions of cultural insensitivity
• comfortable only with members of own cultural-ethnic group
• minimal experiences with diverse cultures
• promotes cultural separation
• readily accepts cultural stereotypes
• advocates a hierarchy of doing (one way is best way)
• believes competency is related to ethnicity

Level 2
• begins questioning negative stereotypes
• has meaningful and/or positive exposure to ethnic diversity
• recognizes complexity of cultural difference
• begins to question own views of different cultures
• feels legitimate challenge to cultural views
• affected by new cultural ideas, but does not act on them

Level 3
• begins to explore meaning of diversity
• seeks contact with and information about people of different ethnic backgrounds
• interacts with others on substantial cultural issues
• increases learning about diversity and related issues
• finds positive images and benefits in learning about other cultures
• exploration is self-motivated, beyond mandate of job or institution

Level 4
• integration and acceptance of different cultures
• accepts positive cultural images from different cultures
• evaluates cultural interaction as “good” or “bad”
• legislates for change
• intolerant of the intolerant
• able to describe negative societal impact of an assimilated culture

Level 5
• actively supports diversity
• believes and promotes social and economic benefits of multiculturalism
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• does not accept the status quo
• promotes the value of embracing/learning cultural difference
• recognizes dynamics of intolerance at societal level and works for change
• understands and articulates consequences of opposing or supporting diversity
• accepts the inevitability of cultural intolerance as part of human development
• acknowledges change is proactive, constantly interacting and often incremental
• mediates for change
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APPENDIX H

Music Specialist’s Multicultural Music Education Survey Frequencies

QM1  Multicultural music education should introduce the diverse music of cultures to all 
students regardless of their own ethnic background.

Statistics

QM1  Multicultural music education should introduce
the diverse music of cultures to all students
regardless of their own ethnic background.

280

0

4.58

5.00

5

.714

1

5

Valid

Missing

N

Mean

Median

Mode

Std. Deviation

Minimum

Maximum

QM1  Multicultural music education should introduce the diverse music of
cultures to all students regardless of their own ethnic background.

185.00 66.07 66.07 66.07

84.00 30.00 30.00 96.07

4.00 1.43 1.43 97.50

3.00 1.07 1.07 98.57

4.00 1.43 1.43 100.00

280.00 100.00 100.00

5  Strongly Agree

4  Agree

3  Undecided

2  Disagree

1  Strongly Disagree

Total

Valid
Frequency Percent Valid Percent

Cumulative
Percent

QM2  Multicultural music education concentrates on racial and ethnic differences.
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Statistics

QM2  Multicultural music education
concentrates on racial and ethnic differences.

280

0

2.64

2.00

2

1.140

1

5

Valid

Missing

N

Mean

Median

Mode

Std. Deviation

Minimum

Maximum

QM2  Multicultural music education concentrates on racial and ethnic
differences.

13.00 4.64 4.64 4.64

67.00 23.93 23.93 28.57

49.00 17.50 17.50 46.07

108.00 38.57 38.57 84.64

43.00 15.36 15.36 100.00

280.00 100.00 100.00

5  Strongly Agree

4  Agree

3  Undecided

2  Disagree

1  Strongly Disagree

Total

Valid
Frequency Percent Valid Percent

Cumulative
Percent

QM3  Multicultural music education includes western classical music

Statistics

QM3  Multicultural music education
includes western classical music

280

0

4.11

4.00

4

.869

1

5

Valid

Missing

N

Mean

Median

Mode

Std. Deviation

Minimum

Maximum



137

QM3  Multicultural music education includes western classical music

93.00 33.21 33.21 33.21

148.00 52.86 52.86 86.07

20.00 7.14 7.14 93.21

14.00 5.00 5.00 98.21

5.00 1.79 1.79 100.00

280.00 100.00 100.00

5  Strongly Agree

4  Agree

3  Undecided

2  Disagree

1  Strongly Disagree

Total

Valid
Frequency Percent Valid Percent

Cumulative
Percent

QM4  Multicultural music education is about teaching world music

Statistics

QM4  Multicultural music education is
about teaching world music

280

0

4.12

4.00

4

.838

1

5

Valid

Missing

N

Mean

Median

Mode

Std. Deviation

Minimum

Maximum

QM4  Multicultural music education is about teaching world music

95.00 33.93 33.93 33.93

144.00 51.43 51.43 85.36

23.00 8.21 8.21 93.57

16.00 5.71 5.71 99.29

2.00 .71 .71 100.00

280.00 100.00 100.00

5  Strongly Agree

4  Agree

3  Undecided

2  Disagree

1  Strongly Disagree

Total

Valid
Frequency Percent Valid Percent

Cumulative
Percent

QM5  Multicultural music education is used to increase self-awareness and self-esteem of 
ethnically and culturally minority students.
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Statistics

QM5  Multicultural music education is used to
increase self-awareness and self-esteem of
ethnically and culturally minority students.

280

0

3.52

4.00

4

1.104

1

5

Valid

Missing

N

Mean

Median

Mode

Std. Deviation

Minimum

Maximum

QM5  Multicultural music education is used to increase self-awareness and
self-esteem of ethnically and culturally minority students.

49.00 17.50 17.50 17.50

123.00 43.93 43.93 61.43

42.00 15.00 15.00 76.43

56.00 20.00 20.00 96.43

10.00 3.57 3.57 100.00

280.00 100.00 100.00

5  Strongly Agree

4  Agree

3  Undecided

2  Disagree

1  Strongly Disagree

Total

Valid
Frequency Percent Valid Percent

Cumulative
Percent

QM6  Multicultural music education is primarily valuable for minority students

Statistics

QM6  Multicultural music education is
primarily valuable for minority students

280

0

1.86

2.00

1

1.043

1

5

Valid

Missing

N

Mean

Median

Mode

Std. Deviation

Minimum

Maximum
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QM6  Multicultural music education is primarily valuable for minority
students

12.00 4.29 4.29 4.29

16.00 5.71 5.71 10.00

15.00 5.36 5.36 15.36

115.00 41.07 41.07 56.43

122.00 43.57 43.57 100.00

280.00 100.00 100.00

5  Strongly Agree

4  Agree

3  Undecided

2  Disagree

1  Strongly Disagree

Total

Valid
Frequency Percent Valid Percent

Cumulative
Percent

QM7  Multicultural music education is an important part of elementary education

Statistics

QM7  Multicultural music education is an
important part of elementary education

280

0

4.40

4.00

4

.620

2

5

Valid

Missing

N

Mean

Median

Mode

Std. Deviation

Minimum

Maximum

QM7  Multicultural music education is an important part of elementary
education

130.00 46.43 46.43 46.43

136.00 48.57 48.57 95.00

11.00 3.93 3.93 98.93

3.00 1.07 1.07 100.00

280.00 100.00 100.00

5  Strongly Agree

4  Agree

3  Undecided

2  Disagree

Total

Valid
Frequency Percent Valid Percent

Cumulative
Percent

QM8  Multicultural music education can be used to promote better understanding among 
people
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Statistics

QM8  Multicultural music education can be used
to promote better understanding among people

280

0

4.41

5.00

5

.829

1

5

Valid

Missing

N

Mean

Median

Mode

Std. Deviation

Minimum

Maximum

QM8  Multicultural music education can be used to promote better
understanding among people

153.00 54.64 54.64 54.64

105.00 37.50 37.50 92.14

11.00 3.93 3.93 96.07

5.00 1.79 1.79 97.86

6.00 2.14 2.14 100.00

280.00 100.00 100.00

5  Strongly Agree

4  Agree

3  Undecided

2  Disagree

1  Strongly Disagree

Total

Valid
Frequency Percent Valid Percent

Cumulative
Percent

QM9  Multicultural music education should be limited to the music of the cultural 
heritage of the students in a specific school.

Statistics

QM9  Multicultural music education should
be limited to the music of the cultural
heritage of the students in a specific school.

280

0

1.50

1.00

1

.738

1

5

Valid

Missing

N

Mean

Median

Mode

Std. Deviation

Minimum

Maximum
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QM9  Multicultural music education should be limited to the music of the
cultural heritage of the students in a specific school.

3.00 1.07 1.07 1.07

6.00 2.14 2.14 3.21

5.00 1.79 1.79 5.00

101.00 36.07 36.07 41.07

165.00 58.93 58.93 100.00

280.00 100.00 100.00

5  Strongly Agree

4  Agree

3  Undecided

2  Disagree

1  Strongly Disagree

Total

Valid
Frequency Percent Valid Percent

Cumulative
Percent

QM10  The United States is a "melting pot" where people of diverse cultures are 
absorbed into the dominant culture.

Statistics

QM10  The United States is a "melting pot" where people of
diverse cultures are absorbed into the dominant culture.

280

0

3.11

3.00

4

1.177

1

5

Valid

Missing

N

Mean

Median

Mode

Std. Deviation

Minimum

Maximum

QM10  The United States is a "melting pot" where people of diverse cultures
are absorbed into the dominant culture.

34.00 12.14 12.14 12.14

86.00 30.71 30.71 42.86

58.00 20.71 20.71 63.57

80.00 28.57 28.57 92.14

22.00 7.86 7.86 100.00

280.00 100.00 100.00

5  Strongly Agree

4  Agree

3  Undecided

2  Disagree

1  Strongly Disagree

Total

Valid
Frequency Percent Valid Percent

Cumulative
Percent

QM11  Multicultural music education is a threat to social unity because it focuses on 
cultural differences.
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Statistics

QM11  Multicultural music education is a threat to
social unity because it focuses on cultural differences.

280

0

1.54

1.00

1

.692

1

5

Valid

Missing

N

Mean

Median

Mode

Std. Deviation

Minimum

Maximum

QM11  Multicultural music education is a threat to social unity because it
focuses on cultural differences.

1.00 .36 .36 .36

5.00 1.79 1.79 2.14

11.00 3.93 3.93 6.07

111.00 39.64 39.64 45.71

152.00 54.29 54.29 100.00

280.00 100.00 100.00

5  Strongly Agree

4  Agree

3  Undecided

2  Disagree

1  Strongly Disagree

Total

Valid
Frequency Percent Valid Percent

Cumulative
Percent

QM12  I had sufficient training in multicultural music education during my college 
courses

Statistics

QM12  I had sufficient training in multicultural
music education during my college courses

280

0

2.31

2.00

2

1.016

1

5

Valid

Missing

N

Mean

Median

Mode

Std. Deviation

Minimum

Maximum
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QM12  I had sufficient training in multicultural music education during my
college courses

4.00 1.43 1.43 1.43

48.00 17.14 17.14 18.57

33.00 11.79 11.79 30.36

141.00 50.36 50.36 80.71

54.00 19.29 19.29 100.00

280.00 100.00 100.00

5  Strongly Agree

4  Agree

3  Undecided

2  Disagree

1  Strongly Disagree

Total

Valid
Frequency Percent Valid Percent

Cumulative
Percent

QM13  I have attended an adequate number of workshops supporting multicultural music 
education

Statistics

QM13  I have attended an adequate number of
workshops supporting multicultural music education

280

0

2.96

3.00

2

1.132

1

5

Valid

Missing

N

Mean

Median

Mode

Std. Deviation

Minimum

Maximum

QM13  I have attended an adequate number of workshops supporting
multicultural music education

19.00 6.79 6.79 6.79

99.00 35.36 35.36 42.14

30.00 10.71 10.71 52.86

115.00 41.07 41.07 93.93

17.00 6.07 6.07 100.00

280.00 100.00 100.00

5  Strongly Agree

4  Agree

3  Undecided

2  Disagree

1  Strongly Disagree

Total

Valid
Frequency Percent Valid Percent

Cumulative
Percent

QM14  My district offers educational programs and/or workshops dealing with cultural 
awareness/education
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Statistics

QM14  My district offers educational programs and/or
workshops dealing with cultural awareness/education

280

0

3.07

3.00

4

1.182

1

5

Valid

Missing

N

Mean

Median

Mode

Std. Deviation

Minimum

Maximum

QM14  My district offers educational programs and/or workshops dealing
with cultural awareness/education

23.00 8.21 8.21 8.21

106.00 37.86 37.86 46.07

48.00 17.14 17.14 63.21

73.00 26.07 26.07 89.29

30.00 10.71 10.71 100.00

280.00 100.00 100.00

5  Strongly Agree

4  Agree

3  Undecided

2  Disagree

1  Strongly Disagree

Total

Valid
Frequency Percent Valid Percent

Cumulative
Percent

QM15  My administration is supportive in the use of multicultural music education in the 
classroom

Statistics

QM15  My administration is supportive in the use
of multicultural music education in the classroom

280

0

4.26

4.00

4

.756

1

5

Valid

Missing

N

Mean

Median

Mode

Std. Deviation

Minimum

Maximum
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QM15  My administration is supportive in the use of multicultural music
education in the classroom

112.00 40.00 40.00 40.00

139.00 49.64 49.64 89.64

20.00 7.14 7.14 96.79

7.00 2.50 2.50 99.29

2.00 .71 .71 100.00

280.00 100.00 100.00

5  Strongly Agree

4  Agree

3  Undecided

2  Disagree

1  Strongly Disagree

Total

Valid
Frequency Percent Valid Percent

Cumulative
Percent

QM16  I use music textbooks which contain multicultural music

Statistics

QM16  I use music textbooks which contain multicultural music
280

0

4.31

4.00

5

.872

1

5

Valid

Missing

N

Mean

Median

Mode

Std. Deviation

Minimum

Maximum

QM16  I use music textbooks which contain multicultural music

133.00 47.50 47.50 47.50

125.00 44.64 44.64 92.14

7.00 2.50 2.50 94.64

7.00 2.50 2.50 97.14

8.00 2.86 2.86 100.00

280.00 100.00 100.00

5  Strongly Agree

4  Agree

3  Undecided

2  Disagree

1  Strongly Disagree

Total

Valid
Frequency Percent Valid Percent

Cumulative
Percent

QM17  In my music class, we sing songs in the native languages of multiple cultures
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Statistics

QM17  In my music class, we sing songs
in the native languages of multiple cultures

280

0

4.03

4.00

4

.885

1

5

Valid

Missing

N

Mean

Median

Mode

Std. Deviation

Minimum

Maximum

QM17  In my music class, we sing songs in the native languages of multiple
cultures

81.00 28.93 28.93 28.93

158.00 56.43 56.43 85.36

12.00 4.29 4.29 89.64

27.00 9.64 9.64 99.29

2.00 .71 .71 100.00

280.00 100.00 100.00

5  Strongly Agree

4  Agree

3  Undecided

2  Disagree

1  Strongly Disagree

Total

Valid
Frequency Percent Valid Percent

Cumulative
Percent

QM18  In my music class, we learn dances of multiple cultures.

Statistics

QM18  In my music class, we learn dances of multiple cultures.
280

0

3.85

4.00

4

.989

1

5

Valid

Missing

N

Mean

Median

Mode

Std. Deviation

Minimum

Maximum

QM18  In my music class, we learn dances of multiple cultures.

70.00 25.00 25.00 25.00

144.00 51.43 51.43 76.43

25.00 8.93 8.93 85.36

37.00 13.21 13.21 98.57

4.00 1.43 1.43 100.00

280.00 100.00 100.00

5  Strongly Agree

4  Agree

3  Undecided

2  Disagree

1  Strongly Disagree

Total

Valid
Frequency Percent Valid Percent

Cumulative
Percent
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QM19  In my music class, we listen to music of multiple cultures.

Statistics

QM19  In my music class, we listen to
music of multiple cultures.

280

0

4.31

4.00

4

.734

1

5

Valid

Missing

N

Mean

Median

Mode

Std. Deviation

Minimum

Maximum

QM19  In my music class, we listen to music of multiple cultures.

118.00 42.14 42.14 42.14

145.00 51.79 51.79 93.93

6.00 2.14 2.14 96.07

9.00 3.21 3.21 99.29

2.00 .71 .71 100.00

280.00 100.00 100.00

5  Strongly Agree

4  Agree

3  Undecided

2  Disagree

1  Strongly Disagree

Total

Valid
Frequency Percent Valid Percent

Cumulative
Percent

QM20  I consider the cultural/ethnic heritage of the students in my classes when I plan 
curriculum

Statistics

QM20  I consider the cultural/ethnic heritage of the
students in my classes when I plan curriculum

280

0

3.33

4.00

4

1.120

1

5

Valid

Missing

N

Mean

Median

Mode

Std. Deviation

Minimum

Maximum
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QM20  I consider the cultural/ethnic heritage of the students in my classes
when I plan curriculum

36.00 12.86 12.86 12.86

118.00 42.14 42.14 55.00

38.00 13.57 13.57 68.57

78.00 27.86 27.86 96.43

10.00 3.57 3.57 100.00

280.00 100.00 100.00

5  Strongly Agree

4  Agree

3  Undecided

2  Disagree

1  Strongly Disagree

Total

Valid
Frequency Percent Valid Percent

Cumulative
Percent

QM21A  In my class I ultilize music of Northeast Asia

Statistics

QM21A  In my class I ultilize music of Northeast Asia
280

0

4.01

4.00

4

.753

1

5

Valid

Missing

N

Mean

Median

Mode

Std. Deviation

Minimum

Maximum

QM21A  In my class I ultilize music of Northeast Asia

57.00 20.36 20.36 20.36

189.00 67.50 67.50 87.86

15.00 5.36 5.36 93.21

17.00 6.07 6.07 99.29

2.00 .71 .71 100.00

280.00 100.00 100.00

5  Strongly Agree

4  Agree

3  Undecided

2  Disagree

1  Strongly Disagree

Total

Valid
Frequency Percent Valid Percent

Cumulative
Percent

QM21B  In my class I ultilize music of Southeast Asia
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Statistics

QM21B  In my class I ultilize music of Southeast Asia
280

0

3.24

3.00

4

1.147

1

5

Valid

Missing

N

Mean

Median

Mode

Std. Deviation

Minimum

Maximum

QM21B  In my class I ultilize music of Southeast Asia

37.00 13.21 13.21 13.21

102.00 36.43 36.43 49.64

44.00 15.71 15.71 65.36

85.00 30.36 30.36 95.71

12.00 4.29 4.29 100.00

280.00 100.00 100.00

5  Strongly Agree

4  Agree

3  Undecided

2  Disagree

1  Strongly Disagree

Total

Valid
Frequency Percent Valid Percent

Cumulative
Percent

QM21C  In my class I ultilize music of South Asia

Statistics

QM21C  In my class I ultilize music of South Asia
280

0

3.26

4.00

4

1.101

1

5

Valid

Missing

N

Mean

Median

Mode

Std. Deviation

Minimum

Maximum

QM21C  In my class I ultilize music of South Asia

28.00 10.00 10.00 10.00

121.00 43.21 43.21 53.21

39.00 13.93 13.93 67.14

81.00 28.93 28.93 96.07

11.00 3.93 3.93 100.00

280.00 100.00 100.00

5  Strongly Agree

4  Agree

3  Undecided

2  Disagree

1  Strongly Disagree

Total

Valid
Frequency Percent Valid Percent

Cumulative
Percent

QM21D  In my class I ultilize music of Middle East/North Africa
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Statistics

QM21D  In my class I ultilize music of Middle East/North Africa
280

0

3.84

4.00

4

.879

1

5

Valid

Missing

N

Mean

Median

Mode

Std. Deviation

Minimum

Maximum

QM21D  In my class I ultilize music of Middle East/North Africa

44.00 15.71 15.71 15.71

187.00 66.79 66.79 82.50

14.00 5.00 5.00 87.50

30.00 10.71 10.71 98.21

5.00 1.79 1.79 100.00

280.00 100.00 100.00

5  Strongly Agree

4  Agree

3  Undecided

2  Disagree

1  Strongly Disagree

Total

Valid
Frequency Percent Valid Percent

Cumulative
Percent

QM21E  In my class I ultilize music of Africa

Statistics

QM21E  In my class I ultilize music of Africa
280

0

4.22

4.00

4

.680

1

5

Valid

Missing

N

Mean

Median

Mode

Std. Deviation

Minimum

Maximum

QM21E  In my class I ultilize music of Africa

91.00 32.50 32.50 32.50

172.00 61.43 61.43 93.93

7.00 2.50 2.50 96.43

9.00 3.21 3.21 99.64

1.00 .36 .36 100.00

280.00 100.00 100.00

5  Strongly Agree

4  Agree

3  Undecided

2  Disagree

1  Strongly Disagree

Total

Valid
Frequency Percent Valid Percent

Cumulative
Percent
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QM21F  In my class I ultilize music of European Folk

Statistics

QM21F  In my class I ultilize music of European Folk
280

0

4.19

4.00

4

.680

1

5

Valid

Missing

N

Mean

Median

Mode

Std. Deviation

Minimum

Maximum

QM21F  In my class I ultilize music of European Folk

82.00 29.29 29.29 29.29

181.00 64.64 64.64 93.93

7.00 2.50 2.50 96.43

8.00 2.86 2.86 99.29

2.00 .71 .71 100.00

280.00 100.00 100.00

5  Strongly Agree

4  Agree

3  Undecided

2  Disagree

1  Strongly Disagree

Total

Valid
Frequency Percent Valid Percent

Cumulative
Percent

QM21G  In my class I ultilize music of Latin and South America

Statistics

QM21G  In my class I ultilize music of Latin and South America
280

0

4.29

4.00

4

.632

2

5

Valid

Missing

N

Mean

Median

Mode

Std. Deviation

Minimum

Maximum

QM21G  In my class I ultilize music of Latin and South America

101.00 36.07 36.07 36.07

166.00 59.29 59.29 95.36

6.00 2.14 2.14 97.50

7.00 2.50 2.50 100.00

280.00 100.00 100.00

5  Strongly Agree

4  Agree

3  Undecided

2  Disagree

Total

Valid
Frequency Percent Valid Percent

Cumulative
Percent
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QM21H  In my class I ultilize music of American Indian

Statistics

QM21H  In my class I ultilize music of American Indian
280

0

4.14

4.00

4

.739

2

5

Valid

Missing

N

Mean

Median

Mode

Std. Deviation

Minimum

Maximum

QM21H  In my class I ultilize music of American Indian

84.00 30.00 30.00 30.00

167.00 59.64 59.64 89.64

14.00 5.00 5.00 94.64

15.00 5.36 5.36 100.00

280.00 100.00 100.00

5  Strongly Agree

4  Agree

3  Undecided

2  Disagree

Total

Valid
Frequency Percent Valid Percent

Cumulative
Percent

QM21I  In my class I ultilize music of American Folk

Statistics

QM21I  In my class I ultilize music of American Folk
280

0

4.43

4.00

4

.583

2

5

Valid

Missing

N

Mean

Median

Mode

Std. Deviation

Minimum

Maximum

QM21I  In my class I ultilize music of American Folk

130.00 46.43 46.43 46.43

145.00 51.79 51.79 98.21

1.00 .36 .36 98.57

4.00 1.43 1.43 100.00

280.00 100.00 100.00

5  Strongly Agree

4  Agree

3  Undecided

2  Disagree

Total

Valid
Frequency Percent Valid Percent

Cumulative
Percent
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QM21J  In my class I ultilize music of American Jazz

Statistics

QM21J  In my class I ultilize music of American Jazz
280

0

4.15

4.00

4

.792

1

5

Valid

Missing

N

Mean

Median

Mode

Std. Deviation

Minimum

Maximum

QM21J  In my class I ultilize music of American Jazz

88.00 31.43 31.43 31.43

165.00 58.93 58.93 90.36

10.00 3.57 3.57 93.93

14.00 5.00 5.00 98.93

3.00 1.07 1.07 100.00

280.00 100.00 100.00

5  Strongly Agree

4  Agree

3  Undecided

2  Disagree

1  Strongly Disagree

Total

Valid
Frequency Percent Valid Percent

Cumulative
Percent

QM21K  In my class I ultilize music of Oceania

Statistics

QM21K  In my class I ultilize music of Oceania
280

0

3.53

4.00

4

1.077

1

5

Valid

Missing

N

Mean

Median

Mode

Std. Deviation

Minimum

Maximum
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QM21K  In my class I ultilize music of Oceania

47.00 16.79 16.79 16.79

126.00 45.00 45.00 61.79

45.00 16.07 16.07 77.86

53.00 18.93 18.93 96.79

9.00 3.21 3.21 100.00

280.00 100.00 100.00

5  Strongly Agree

4  Agree

3  Undecided

2  Disagree

1  Strongly Disagree

Total

Valid
Frequency Percent Valid Percent

Cumulative
Percent

QM22A  I have sufficient knowledge of Northeast Asia

Statistics

QM22A  I have sufficient knowledge of Northeast Asia
280

0

3.04

3.00

4

1.062

1

5

Valid

Missing

N

Mean

Median

Mode

Std. Deviation

Minimum

Maximum

QM22A  I have sufficient knowledge of Northeast Asia

16.00 5.71 5.71 5.71

101.00 36.07 36.07 41.79

55.00 19.64 19.64 61.43

94.00 33.57 33.57 95.00

14.00 5.00 5.00 100.00

280.00 100.00 100.00

5  Strongly Agree

4  Agree

3  Undecided

2  Disagree

1  Strongly Disagree

Total

Valid
Frequency Percent Valid Percent

Cumulative
Percent

QM22B  I have sufficient knowledge of Southeast Asia
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Statistics

QM22B  I have sufficient knowledge of Southeast Asia
280

0

2.59

2.00

2

.994

1

5

Valid

Missing

N

Mean

Median

Mode

Std. Deviation

Minimum

Maximum

QM22B  I have sufficient knowledge of Southeast Asia

10.00 3.57 3.57 3.57

49.00 17.50 17.50 21.07

63.00 22.50 22.50 43.57

133.00 47.50 47.50 91.07

25.00 8.93 8.93 100.00

280.00 100.00 100.00

5  Strongly Agree

4  Agree

3  Undecided

2  Disagree

1  Strongly Disagree

Total

Valid
Frequency Percent Valid Percent

Cumulative
Percent

QM22C  I have sufficient knowledge of South Asia

Statistics

QM22C  I have sufficient knowledge of South Asia
280

0

2.66

2.00

2

1.007

1

5

Valid

Missing

N

Mean

Median

Mode

Std. Deviation

Minimum

Maximum

QM22C  I have sufficient knowledge of South Asia

7.00 2.50 2.50 2.50

65.00 23.21 23.21 25.71

58.00 20.71 20.71 46.43

126.00 45.00 45.00 91.43

24.00 8.57 8.57 100.00

280.00 100.00 100.00

5  Strongly Agree

4  Agree

3  Undecided

2  Disagree

1  Strongly Disagree

Total

Valid
Frequency Percent Valid Percent

Cumulative
Percent

QM22D  I have sufficient knowledge of Middle East/North Africa
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Statistics

QM22D  I have sufficient knowledge of Middle East/North Africa
280

0

2.98

3.00

2

1.032

1

5

Valid

Missing

N

Mean

Median

Mode

Std. Deviation

Minimum

Maximum

QM22D  I have sufficient knowledge of Middle East/North Africa

14.00 5.00 5.00 5.00

90.00 32.14 32.14 37.14

67.00 23.93 23.93 61.07

95.00 33.93 33.93 95.00

14.00 5.00 5.00 100.00

280.00 100.00 100.00

5  Strongly Agree

4  Agree

3  Undecided

2  Disagree

1  Strongly Disagree

Total

Valid
Frequency Percent Valid Percent

Cumulative
Percent

QM22E  I have sufficient knowledge of Africa

Statistics

QM22E  I have sufficient knowledge of Africa
280

0

3.51

4.00

4

.980

1

5

Valid

Missing

N

Mean

Median

Mode

Std. Deviation

Minimum

Maximum

QM22E  I have sufficient knowledge of Africa

30.00 10.71 10.71 10.71

145.00 51.79 51.79 62.50

50.00 17.86 17.86 80.36

48.00 17.14 17.14 97.50

7.00 2.50 2.50 100.00

280.00 100.00 100.00

5  Strongly Agree

4  Agree

3  Undecided

2  Disagree

1  Strongly Disagree

Total

Valid
Frequency Percent Valid Percent

Cumulative
Percent
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QM22F  I have sufficient knowledge of European Folk

Statistics

QM22F  I have sufficient knowledge of European Folk
280

0

3.61

4.00

4

.940

1

5

Valid

Missing

N

Mean

Median

Mode

Std. Deviation

Minimum

Maximum

QM22F  I have sufficient knowledge of European Folk

35.00 12.50 12.50 12.50

151.00 53.93 53.93 66.43

47.00 16.79 16.79 83.21

43.00 15.36 15.36 98.57

4.00 1.43 1.43 100.00

280.00 100.00 100.00

5  Strongly Agree

4  Agree

3  Undecided

2  Disagree

1  Strongly Disagree

Total

Valid
Frequency Percent Valid Percent

Cumulative
Percent

QM22G  I have sufficient knowledge of Latin and South America

Statistics

QM22G  I have sufficient knowledge of Latin and South America
280

0

3.58

4.00

4

.962

1

5

Valid

Missing

N

Mean

Median

Mode

Std. Deviation

Minimum

Maximum

QM22G  I have sufficient knowledge of Latin and South America

34.00 12.14 12.14 12.14

149.00 53.21 53.21 65.36

46.00 16.43 16.43 81.79

46.00 16.43 16.43 98.21

5.00 1.79 1.79 100.00

280.00 100.00 100.00

5  Strongly Agree

4  Agree

3  Undecided

2  Disagree

1  Strongly Disagree

Total

Valid
Frequency Percent Valid Percent

Cumulative
Percent
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QM22H  I have sufficient knowledge of American Indian

Statistics

QM22H  I have sufficient knowledge of American Indian
280

0

3.52

4.00

4

1.005

1

5

Valid

Missing

N

Mean

Median

Mode

Std. Deviation

Minimum

Maximum

QM22H  I have sufficient knowledge of American Indian

37.00 13.21 13.21 13.21

134.00 47.86 47.86 61.07

52.00 18.57 18.57 79.64

51.00 18.21 18.21 97.86

6.00 2.14 2.14 100.00

280.00 100.00 100.00

5  Strongly Agree

4  Agree

3  Undecided

2  Disagree

1  Strongly Disagree

Total

Valid
Frequency Percent Valid Percent

Cumulative
Percent

QM22I  I have sufficient knowledge of American Folk

Statistics

QM22I  I have sufficient knowledge of American Folk
280

0

4.20

4.00

4

.751

1

5

Valid

Missing

N

Mean

Median

Mode

Std. Deviation

Minimum

Maximum
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QM22I  I have sufficient knowledge of American Folk

99.00 35.36 35.36 35.36

152.00 54.29 54.29 89.64

17.00 6.07 6.07 95.71

11.00 3.93 3.93 99.64

1.00 .36 .36 100.00

280.00 100.00 100.00

5  Strongly Agree

4  Agree

3  Undecided

2  Disagree

1  Strongly Disagree

Total

Valid
Frequency Percent Valid Percent

Cumulative
Percent

QM22J  I have sufficient knowledge of American Jazz

Statistics

QM22J  I have sufficient knowledge of American Jazz
280

0

3.98

4.00

4

.923

1

5

Valid

Missing

N

Mean

Median

Mode

Std. Deviation

Minimum

Maximum

QM22J  I have sufficient knowledge of American Jazz

82.00 29.29 29.29 29.29

141.00 50.36 50.36 79.64

29.00 10.36 10.36 90.00

25.00 8.93 8.93 98.93

3.00 1.07 1.07 100.00

280.00 100.00 100.00

5  Strongly Agree

4  Agree

3  Undecided

2  Disagree

1  Strongly Disagree

Total

Valid
Frequency Percent Valid Percent

Cumulative
Percent

QM22K  I have sufficient knowledge of Oceania
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Statistics

QM22K  I have sufficient knowledge of Oceania
280

0

2.82

3.00

2

1.097

1

5

Valid

Missing

N

Mean

Median

Mode

Std. Deviation

Minimum

Maximum

QM22K  I have sufficient knowledge of Oceania

18.00 6.43 6.43 6.43

68.00 24.29 24.29 30.71

64.00 22.86 22.86 53.57

105.00 37.50 37.50 91.07

25.00 8.93 8.93 100.00

280.00 100.00 100.00

5  Strongly Agree

4  Agree

3  Undecided

2  Disagree

1  Strongly Disagree

Total

Valid
Frequency Percent Valid Percent

Cumulative
Percent

QM23  I have a sufficient amount of ethnic instruments in my classroom

Statistics

QM23  I have a sufficient amount of
ethnic instruments in my classroom

280

0

2.70

2.00

2

1.135

1

5

Valid

Missing

N

Mean

Median

Mode

Std. Deviation

Minimum

Maximum

QM23  I have a sufficient amount of ethnic instruments in my classroom

17.00 6.07 6.07 6.07

69.00 24.64 24.64 30.71

36.00 12.86 12.86 43.57

128.00 45.71 45.71 89.29

30.00 10.71 10.71 100.00

280.00 100.00 100.00

5  Strongly Agree

4  Agree

3  Undecided

2  Disagree

1  Strongly Disagree

Total

Valid
Frequency Percent Valid Percent

Cumulative
Percent
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QM24  I have a sufficient amount of authentic recordings of music from diverse cultures 
in my classroom

Statistics

QM24  I have a sufficient amount of authentic recordings
of music from diverse cultures in my classroom

280

0

3.33

4.00

4

1.173

1

5

Valid

Missing

N

Mean

Median

Mode

Std. Deviation

Minimum

Maximum

QM24  I have a sufficient amount of authentic recordings of music from
diverse cultures in my classroom

43.00 15.36 15.36 15.36

114.00 40.71 40.71 56.07

27.00 9.64 9.64 65.71

85.00 30.36 30.36 96.07

11.00 3.93 3.93 100.00

280.00 100.00 100.00

5  Strongly Agree

4  Agree

3  Undecided

2  Disagree

1  Strongly Disagree

Total

Valid
Frequency Percent Valid Percent

Cumulative
Percent

QM25  My classroom decorations and manipulatives reflect musicians/music from 
diverse cultures

Statistics

QM25  My classroom decorations and manipulatives
reflect musicians/music from diverse cultures

280

0

2.86

3.00

2

1.087

1

5

Valid

Missing

N

Mean

Median

Mode

Std. Deviation

Minimum

Maximum
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QM25  My classroom decorations and manipulatives reflect musicians/music
from diverse cultures

21.00 7.50 7.50 7.50

68.00 24.29 24.29 31.79

59.00 21.07 21.07 52.86

115.00 41.07 41.07 93.93

17.00 6.07 6.07 100.00

280.00 100.00 100.00

5  Strongly Agree

4  Agree

3  Undecided

2  Disagree

1  Strongly Disagree

Total

Valid
Frequency Percent Valid Percent

Cumulative
Percent
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