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Formal study of music in the United States is based on the 

Western art music tradition. Nevertheless, there is a philosophy rapidly 

spreading throughout the United States which holds that musics of 

many cultures must be taught in the schools. The underlying belief in 

multicultural music education is that the study of various cultures and 

their musics wiU affect our expectations, and consequently broaden our 

musical preferences. 

This study investigated the effects of ethnicity on the stated 

musical preferences of university non-music majors. It was conducted 

on two university campuses that are in the same sirea. One campus has 

a population that is predominantly white American and the other 

predominantly African American. The subjects were students enrolled in 

music appreciation clEisses on both sites. The subjects listened to 

musical examples from each of the Western art music style periods. They 

then completed a questionnafre which contained an ethnic attitudes 

dimension. A week later, they were asked to listen and respond to four 

musical examples. The playing of this series of musical examples was 

preceded by biographical information on fictitious composers. 

The data supported the giltemative hypothesis which stated that 

ratings assigned by all listeners without regard to ethnicity would be 

significantly different. The value of Omnibus p was .002 and is 

significantly less than the stated alpha level of significance at .05. The 

data between ethnic groups supports the alternative hypothesis that 
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ratings assigned white Americans and Afrlcsin Americans would be 

slgnlficEintly different. The Omnibus e here is equal to .02. There was 

no relationship found between the ethnic attitudes and musical 

preferences of white Americans and African Americans as stated in the 

null hypothesis. 

Non-hypothesized questions investigated the effects of the 

subjects' rank in school, gender, age, grade point average, and university 

attended. The data supports the conclusion that rank, age, £uid grade 

point average, for this investigation, were not significant. Conversely, 

the data does reveal that gender and universities were found to have a 

relationship to the ethnic attitudes and musical preferences of the 

subjects. 
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Introduction 

It has been determined ty the polity making organizations of 

music education in the United States that multicultural music 

education should receive emphasis in the latter part of the Twentieth 

Century. For exEimple, the National Association of Schools of Music 

(NASM), the accrediting agency for college and university schools of 

music across the country, has stated in its guidelines for the 

undergraduate degree in music that "all undergraduate curricula should . 

. . provide ... a repertory for study that includes various cultures and 

historical periods" (NASM, p. 52-53). A selective review of recent 

introductory textbooks in the field of music appreciation or literature 

and bassil textbook series for elementary school (O'Brien, 1987; Meske, 

Andress, Pautz, gmd Willman, 1988; Staton, Staton, Davis, Davidson, 

and Ferguson, 1988; Machlls, 1990; HofBman, Gulp, and Elsman, 1991; 

Politoske, 1992), shows that some of the authors have considered this 

issue and included a section or sections on the musics of other cultures. 

Another organization that closely monitors the teaching of music 

in the United States is the Music Educators National Conference 

(MENC). MENC has adopted multlculturaUsm in recent years as an 

educational philosophy and policy. In 1967, MENC, in conjunction with 

other organizations, held the Tanglewood Symposium to examine the 

role of music in American society. The documentary report that came 

out of this meeting had as one of its major declarations that: 
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Music of all periods, styles, forms £md cultures belongs 

in the curriculum. The musical repertory should be 

expanded to Involve music of our time in its rich variety, 

including currentty populau: teenage music and avant-garde 

music, Americgm folk music, and the music of other cultures. 

(Choate, p. 139) 

Karl Gletm, Past President of MENC, more recently reiterated these 

findings when he stated that: 

In order to provide a musical education that all students 

find interesting, valid, and meemlngful in the 1990s, the 

music education profession will need to expand the 

definitions of multicultural education . . . , teach more 

than one set of cultural values . . . , and raise the 

awareness of our pluralistic society to a greater appreciation 

and understanding of American cultural diversity. (1990, p. 21) 

A thorough exEimination of these statements will show that the 

goal of multicultural music education is the establishment of attitudes 

and expectations that wiU allow for the development of a positive value 

^stem about music and cultures different firom our own. This positive 

value system is predicated upon the establishment of positive attitudes 

and expectations. Values are an end rather than a means to an end. 

Bem (1970) states that values are centreil to the belief system. What is 

believed about an object is dependent upon the value placed on that 

object. 
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In order for an object to be valued. Information about that object 

must be received. This information is received through experiences 

and/or encounters with the object. The extent to which the object is 

valued is dependent on the amount and quality of information received 

and the quality of the experiences or encounters. This can lead to the 

formulation of positive or negative attitudes about the object. For 

example, one of the cultures studied in the multicultural classroom is 

that of the Native American. If the experience with this music and 

culture is not a good one or if the information is erroneous or 

incomplete, a set of negative attitudes can develop. Stereotjrpes, in this 

instance, can be reinforced. The music and culture of the Native 

American will not be highly valued. 

The dilemma of teaching multlculturally is presented when a 

culture has a system of composing based on criteria that differ from 

those of the Western art music tradition. This dilemma is further 

complicated ly the fact that the Western art music tradition is the 

primary source for the study of music in the United States* public 

education ^stem. One of the major objectives for the study of music in 

the public education system is the development of positive attitudes and 

preferences for the art form. 

The development of positive attitudes Is dependent on cognitive 

information as well as the aurzd presentation (music listening) of 

musiczd information by the instructor. Colwell comments, "In practical 

experience, a person rarefy develops an Instinctive appreciation for music 
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without knowing an5rthing about it. Cognitive awareness heightens the 

emotional response, sharpens the attention, and helps to create a 

genuine aesthetic experience." (1970, p. 128) A music program must 

supply the student with the information needed to understand and 

participate emotionally and intellectually in the music. 

"The fate of any input," according to Dember, "is at least partly 

dependent on the nature of the preparation" (1960, p. 273). Duerksen 

(1977) uses Dember's theory as a basis for his assertion that 

expectations exist and subjects will conform to those expectations based 

on the means of preparation. 

Music appreciation or music literature courses are taught on the 

college and university level. The curriculum presents the elements of 

music first so that students may understand how music is organized. 

The course is then divided into the various style periods of music. The 

core of the course curriculum is the presentation of compositional 

techniques, tenets, and styles of each period. This information is 

emphasized presenting biographical information on composers within 

each period. 

The curricula for these courses often center on composers such as 

Bach, Beethoven, Brsihms, Mozart, and Haydn. An evaluation of college 

and university level music appreciation or music literature textbooks and 

the basal textbooks on the public school level (O'Brien, 1987; Meske, et 

al.. 1988; Staton, et £d., 1988; Machlis, 1990; Hof&nan, et al.,1991; 

PoUtoske, 1992) shows that the majority of the information is on the 
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composers mentioned above. Poland (1970) analyzed the content of 

three music history texts, two music theory texts, Famsworth's rankings 

(1966), Eind the most recent issue of the Schwann catalog. The findings 

show that 59 percent of the composers cited were of German descent, 10 

percent French, 9 percent Russian, 7 percent Italian, and less than 3 

percent Americem. The other 12 percent represented the rest of the 

world. Fifty-two percent of the citations went to 11 composers, of whom 

9 were Germein. Five of these composers had one-third of all citations: 

Beethoven, Bach, Mozart, Brahms, £md Haydn (Radocy, 1979, p. 227). 

Radocy seems to suggest that the constant use of the same composers is 

a perpetuation of preferences that 5delds conformity to established ideals 

as to the "goodness or badness" of compositions (1979, p. 227). The 

listener's expectation then becomes: "Beethoven, Bach, Brahms, Mozart, 

and Haydn aie the most important, zmd presumably the best composers, 

and they £ire German or Austrian; therefore, composers of other 

nationsdities and ethnic identities are less important emd may be of 

lesser quality." 

If one accepts Radocy's suggestion that a narrow range of 

preference is being perpetuated, perhaps composers fi-om various ethnic 

backgrounds should be studied in the music appreciation ckissroom. 

Knowing a composer's ethnic identity is central to the understanding of 

the cultural forces affecting compositional style and technique. 

Composers have used and continue to use the elemental characteristics 

of the music of their homeland as well as their ethnic group in their 
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musical compositions. If this Is true, then, it would seem that one way 

to broaden the musiced understandings and preferences of the students 

is the inclusion of composers from ethnic groups usually not associated 

with the music appreciation course. 

A further review, by this author, of the music appreciation 

textbooks mentioned earlier revealed that few, if any, of the Americsm 

composers cited were of African descent. These textbooks do include the 

music of Africa, jazz, blues, and spirituals which are associated with the 

descendants of African slaves. They do not include, however, composers 

such as William Grant Still, WilllEim Dawson, Howard Swanson, Ulysses 

Kay, Nathaniel Dett, and others who use or used the Western art music 

tradition. Based on this lack of information it is theorized that the 

expectations of the listener will be that African Americans can compose 

only jazz, blues, and spirituals. 

Attitudes, expectations, and preferences, in msmy cases, are begun 

or reinforced with the eissimilation of the information presented in the 

university music appreciation class. The present study will seek to 

investigate the effect of attitudes and expectation on preferences of 

university non-music majors using compositions in the Western art 

music tradition composers of different ethnic or cultural backgrounds. 

Need for the Study 

Preference research h£is been an interest of researchers since the 

1930s. Initially, much of this research was done in the area of social 
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pi^chology. More recently, some researchers in the field of music 

education have turned their attention to a search for the derivations of 

musical preferences. A review of the literature reveals research on 

musical preferences with the race or ethnic background of the listeners 

as a primaiy or secondaiy variable (Appleton, 1970-71; Meadows, 1970-

71; LeBlanc, 1979; Schuessler, 1980; LeBlanc andSherriU, 1986; 

McCraiy, 1991; McCrary, 1993). The results of these research studies 

show a direct correlation between the ethnic identity of the listeners and 

their musical preferences. 

None of this research, however, was conducted using blographicEil 

information on the race or ethnic identity of the composer and the 

expectations that accompany this information as a variable. If the 

ethnic identity of the listener Is a factor in determining music 

preferences, it would seem plausible that the ethnic identity of the 

composer could also be a factor. Therefore, the effect of composer's 

ethnic identity on preference is a topic needing investigation. 

Purpose of the Study 

The purpose of this study was to determine the effect of composer's 

ethnic-identity on the stated musical preferences of college and 

university non-music majors. Specifically, this study sought to smswer 

the following questions: 

1. Is there a difference in the stated musical preferences of all 

listeners with knowledge of the composer's ethnicity? 
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2. Is there a difference in the stated musical preferences based on 

the listener's ethnicity and knowledge of the ethnicity of the composer? 

3. Is there a correlation between the listener's stated musical 

preferences and attitudes toward ethnic groups? 

Hypotheses 

Using investigator designed evEiluation instruments, the following 

hypotheses were tested: 

1. Null hypothesis There is no difference between the ratings 

assigned by listeners (at the 0.05 level of significance) to recorded 

musical compositions when told before listening they were composed by 

white American composers and when told th^r were composed by Afirican 

American composers. 

Alternative hypothesis The rattags assigned by listeners to 

recorded musical compositions when told before listening they were 

composed by white American composers and when told they were 

composed hy African AmericEin composers are significantly different. 

2. H(0): There Is no difference between the ratings eissigned by 

white Americans and the ratings assigned by African Americans to 

recorded musical compositions when composers are identified before 

listening as African American or white American. 

H(a).* The ratings assigned white Americems smd the ratings 

assigned by African Americans to recorded musical compositions before 

listening are significantly different. 
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3. H(o): There is no correlation between attitudes toward African 

Americans and attitudes toward white Americans and the ratings 

assigned to compositions by composers of a particular stated ethnic 

identity. 

H(a): There Is a significant correlation between the attitudes 

toward AMcan Americans and white Americans and the ratings assigned 

to compositions composers of a particular stated ethnic identity. 

Definitions of Terms 

Afilczin (Afilcan American) Music: Pertaining to the music of Africa and 

its acculturation and manifestation in America. 

Acculturated Music: The coupling of elements from the native music and 

those of a foreign culture. 

Attitude: A predisposition to respond to an object in a positive or 

negative way. 

Attitude object: Person, place, thing, or group toward which an attitude 

is formed. 

Belief: That which is formulated based on a series of experiences with an 

attitude object. 

BeUef ^stem: A set of beliefs about an attitude object. 

Conformity: The act of adhering to norms prescribed by an individual or 

group of individuals (for example, society). 

Culture: A set of rules, regulations and behaviors accepted by a group of 

people £ind peissed on from generation to generation. 
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Ethnic group: People who share a common language, gincestiy, set of 

beliefs, and customs. 

Ethnicity: Pertaining to the sharing of a common language, ancestry, set 

of beliefs, and customs. 

Ethnocentric: Having concern for one's own ethnic group to the 

exclusion or denial of the validity of others. 

Ethnic identity: One's identtBcation with the common set of beliefs, 

customs, langu£ige, cind ancestry of an ethnic group. 

Expectation: A belief gained from one experience with a person, place, or 

thing that yields an anticipation for a succeeding experience. 

Multicultural Music Education: The study of the characteristics of 

musics from various cultures. 

Multicultural Society: A society with an assemblage of many cultures. 

Native American Music: Pertaining to the music of the Native American 

and its acculturation £uid m£mifestation in the American majority 

culture. 

Nonwestem Music: Having reference to the musical characteristics of 

the cultures outside the Western European tradition of 

composition. 

Race: A set of people with a common origin eind physical characteristics. 

Subculture: A given set of rules, regulations £uid behaviors within a 

larger culture. 

Western Art Music: Having reference to the music compositional 

characteristics of Western Europe. 



21 

World Musics: Pertaining to the musics of cultures around the world. 

Summary 

Multicultural Music Education is an attempt to affect the 

development of the attitudes and expectations of students toward other 

cultures £uid their musics. These attitudes and expectations will in turn, 

it is theorized, Eiffect the preferences of the listeners. A curricular 

dilemma is presented when a culture to be studied has a system of 

composing based on its own set of criteria but also has composers who 

use the Western art music tradition. 

The formal study of music in the United States is based mainly on 

Western art music. The college and university music appreciation (music 

literature) course uses information on composers from various style 

periods to help students understand emd appreciate the art. Composers 

of art music who belong to ethnic groups that £ire in the minority in the 

United States are rarely represented in music appreciation textbooks. 

This omission can lead to reinforcement of stereotypes and attitudes that 

are not consistent with the objectives of the multicultural classroom. 

The present study seeks to investigate the effects of ethnicity on 

the stated musical preferences of university non-music majors. 
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Review of the Literature 

The review of the literature focuses upon three areas that are 

relevant to this study: 

1. The nature and development of attitudes and preferences. 

2. The theory of expectation and its manifestation in the 

development of attitudes and preferences. 

3. The interactive theory of music preferences 

Attitudes and Preferences 

Since the late 1920s and early 30s there has been an interest in 

research in the area of attitudes and behavioral preferences. Much of this 

research WEIS and, for the most part, continues to be in the field of social 

psychology. Since that time there has been a problem defining attitudes 

and preferences. AUport (1935) alone cites 16 definitions for attitude. 

According to Calder and Ross (1973), "attitude exists only as a 

theoretical variable, an abstraction that does not imply any necessary 

phenomenological or physicad referent" (p. 4). For this reaison, theorists 

have had dlfiBculty with concise definitions of the terms. As a result, 

most often the two terms (attitudes and preferences) are used 

indiscriminately and interchangeably (Price, 1986, p. 152). 

Bem (1970) states that "attitudes are likes sind dislikes. They are 

our affinities for and our aversions to situations, objects, persons, 

groups, or any other identifiable aspects of our environment, including 
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abstract ideas and social policies" (p. 14). Many theorists diseigree and 

offer definitions firom other persjjectives. 

Attitudes are considered Cook and Selltiz (1964) to be 

"underlying dispositions which enter, along with other influences, into 

the determination of a variety of behaviors toward an object or class of 

objects, including statements of beliefs and feelings about the object and 

approach avoidance actions with respect to it" (p. 34). The phrases 

underlying dispositions, other influences, and a varietv of behaviors 

determined are supported hy the majority of behavior theorists, who 

contend that attitudes are predictors of behavior£il preferences. 

Attitudes can be "conceptualized as learned predispositions to 

respond to an object or class of objects in a consistently favorable or 

unfavorable way," according to Fishbein (1967, p. 389). Rokeach (1972) 

believes that attitudes are an ". . .organization of beUefs about an object 

or situation predisposing one to respond in some preferentisil manner" (p. 

134). Both Fishbein and Rokeach show attitude to be a predisposition 

to respond to a stimulus in a positive or negative manner. Rokeach, like 

Cook and Selltiz, has used the term behef. This usage indicates an 

Eigreement with the theory that a belief system exists and serves as a 

precursor to attitudes. 

A belief is a "covertly held description" (Biddle, 1979, p. 132). That 

is, a belief is a non-enunciated objective statement about an object, 

person, place, or thing. It is important to note that attitudes Eire 

predicated on a network of beliefs that Bem (1970) has termed a belief 
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system. This system is derived from one's experiences with an attitude 

object as a collective whole. It is not a product of any one experience. 

The understanding or lack of understanding of one's environment is 

based on these beliefs. Attitude, then, derives from a belief ^stem which 

in turn determines behavior. 

Behavioral preference is similar in its definition to attitude. 

Perhaps this is the reason for the confusion among theorists in the 

usage of the two terms. Preference is defined Price (1986) as "an act of 

choosing, esteeming, or giving advantage to one thing over another" (p. 

154). This definition is congruent with those of Radocy and Boyle 

(1979), LeBlanc (1980), and Finnas (1989). 

Studies on Attitudes and Preferences 

One of several major goals of attitude research is to clarify our 

understanding of the development of behavioral preferences. Arguably, 

smother goal is to determine the effect of many variables on the 

formation of attitude and consequentfy behavioral preference through 

the educational system. Some authors (Doob, 1947; Sunmiers, 1970; 

Meeker, 1971; Kuhn, 1980) agree that attitudes are learned. This 

agreement withstanding, it would seem plausible that attitudes can be 

altered through formal education. Edwards and Ekiwards (1971) suggest 

that there is a "need for teaching that is aimed at developing and 

evaluating attitudes. As behavior determinants, attitudes are more 

important than knowledge and understanding; the way one thinks, feels 
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and acts may be determined hy attitudes." (p. 213) 

Other social p^chologists have found some discrepancies in the 

theory that attitudes are predictors of behavior and contend that there is 

little evidence to indicate a connection between them. LaPlere (1934), 

perhaps the most widely cited source, studied the relationship of 

expressed attitudes and behaviors. In this study he found discrepancies 

in the theory of behavioral predictability. He traveled around the United 

States with a young Chinese couple. They stayed in hotels and visited 

restaurants. As th^ traveled, unknown to the couple. LaPlere recorded 

the manner in which th^r were received the staff at each business. Six 

months after their travels he mailed letters to the hotels and restaureints 

and asked if Chinese people were accepted there eis guests. More than 

92% of the respondents replied, "No, th^ would not be accepted." In 

this case attitude was not a predictor of behavior. 

Such findings were supported in the studies of Kutner, Wilkens 

and Yarrow (1952); DeFleur and Westie (1958); Fishman (1961) smd 

Fendrlch (1967). However, Rokeach (1968) and Calder and Ross (1973) 

believe that data firom these studies is disappointing, at best, because of 

a need to clarify the concept of attitude and the relationship between 

attitudes and behavior. Rokeach, moreover, has suggested that 

"behavior-wlth-respect-to-an-object-wlthin-a-sltuatlon (BQg) is always a 

function (f) of at least two interacting attitudes; attitude-toward -object 

(Aq) and attltude-toward-sltuation (Ag): B os = f (AoAs)" (p. 195). Much 

of this disagreement can be avoided, according to Rokeach and Kliejunas 
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(1972), if the attitude toward the object and the attitude toward the 

situation are used as covariants in the prediction of behavior (p. 194). 

The Theory of Expectation 

Expectancy is one of several variables that figure in the 

determination of the outcome of an experience. Prince (1972), in a 

paradigm (see Figure 1) on the process of music listening, asserts that 

socially and educationally derived attitudes will affect one's general state 

of attention, invoking expectation. The ocpectation, in turn, will involve 

the feeling-tone responses whereupon there is an interaction with emd a 

determination of musical preference (p. 447). The listener, for example, 

who hears a musical composition for the first time brings to the 

experience encounters with similEir musical compositions. This Is a 

factor in the listener's state of attention. The Ustener's perception of the 

new composition is dependent on the preparation or set. 

Dember (1960) theorizes that "stimulation does not fall 

on a passive receiver. The individual, on the contrary, is 

prepared, implicitly or explicitly, for certain kinds of input; 

the input is actively dealt with on the basis of this preparation. 

The fate of any input is at least partly dependent on the nature of 

the preparation" (p. 273). 

In other words, past experience or knowledge are Important to the 

process of perception and the outcome or response of the listener. 

Expectation, like attitude, has been defined in many ways 
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according to the context. Biddle (1979) believes it to be "an awareness or 

being alive and rational in orientation to events" (p. 116). Hitchcock 

(1903) states that expectation is the "reference of present ideas or images 

to future presentations within one's individual experience" (p. 9). Meyer 

(1956) defines it as a "tendency to respond" to a musical stimulus (p. 24). 

These sources, dissimilar in their focus, have an undertying truth. Thqr 

all refer in their content to the establishment of a network of 

experiences. 

This network of experiences, which Bern (1970) calls a belief 

svstem. is the link between attitude and expectation. According to 

Biddle (1979), a belief is a "covertly held" description which is subjective 

in nature (p. 132). This definition establishes belief as an expectation. It 

places belief in the descriptive expectational mode with the expectational 

form being conceptions which are covertly held. However, Hitchcock 

(1903) disagrees in concept and states "that eqiectation is a form of 

belief. . ." (p. 58). The fundament£il difference between these theories is 

the placement of the terms. In the former, the contention is that a belief 

is an expectation, while the latter states that an expectation is a belief. 

Though this may be a difference in semantics, it is an important one. 

The clarification of terms and their relationships has importance to the 

outcome of any research (Rokeach, 1968, p. 195). 

The belief system is the basis for the theory of expectation. Meyer 

(1956) believes that learning and experience are crucial to understanding 

music. Colwell (1966) applied Meyer's theory of expectation to teaching 
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elementary children how to listen to Western Eirt music. He found that 

without prior experience or learning in Western art music it is difficult to 

teach listening skills to elementary children within a given time frame (p. 

231). 

M^er's theory of expectation, simply stated, says that there are 

certain musiceil motives, phrases and longer musical entities which are 

called soimd terms. The listener who "understands" the listening process 

will receive this information as an implication of an antecedent with a 

related consequent. When the consequent is not stated as expected, 

tension is set up in the listener. At the resolution of the tension, the 

expectation of the listener is satiated. The listener may have an 

expectation that is temporarily Inhibited or permanently blocked, in 

which case the tendency to respond or expectation is prolonged causing 

an affect or emotion. The understanding of the musical work by the 

listener is built on his expectations, and expectations £ire built on 

experience or knowledge. 

Dember (1960), whose theory of expectation was stated earlier, also 

uses experience, learnings or knowledge as a means of preparation or 

for a present or future experience. An example is cited wherein the 

individuEil is compared to a computer into which information is fed. The 

computer deals with the input information based on the program used by 

the computer to treat the information (p. 273). The term set is used by 

Dember to represent the program of instructions, experience, or 

knowledge that is used by the individual to treat input Information. 
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Thus the perception of a new experience is met with certain expectations 

that are based on experiences past. These expectations are also part of 

the preparation or set of the subject to receive the input information. 

Biddle's (1979) theory of expectation uses the word conception as 

its base and defines it as a "covertly held expectation" (p. 121). This 

theory comes firom a belief that all people hold thoughts about their own 

actions and those of others. Appropriate behavior based on the situation 

is governed by these thoughts that are derived firom past experiences. 

Though conception is used in a general way, this does not mean that all 

thoughts 8u-e of the same kind. They can be organized into three 

categories: preferences, norms and beliefs. 

Conceptions are developed from several sources. The first source is 

the experiences encountered hy an individual or the observation of the 

experiences of others. As physical, mental. £ind emotioned development 

progresses, the network of experiences begins to teach. Conversations or 

listening to others and one's own reasoning are also sources of 

conception development. The formulation of conceptions leads to 

behaviors, and one element that is important in the structure of 

behaviors is time. Over time, preferences, norms, emd beliefs motivate 

behaviors. 

These theories of expectation are, indeed, focused on different 

areas of study. One theorizes in the discipline of music, smother in the 

p^chology of perception, and another in the research area of role theory 

or social behavior. Even though they have their origins in different 
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discipline areas, they are congruent in one basic way: each either states 

or implies that behaviors are a product of a belief ^stem which is 

developed through experiences. The receipt of information from the 

onset of a new experience or the anticipation of an experience calls into 

action a set of expectations. This set of expectations motivates 

behavior. 

The Interactive Theorv of Music Preference 

Public schools, colleges, and universities in the United States often 

require the study of music. This requirement is based on the two-part 

premise that: (1) through study, students will leam about music; (2) the 

more students know about music the more thqr will like it. "If there is 

truth In the statement *1 know what I like,' there is also truth in the 

words 'I like what I know" (Hoffer, 1991, p. 55). Leonhard (1959) agrees 

that "the primary purpose of the music education program is to develop 

the aesthetic potential... to the highest possible level, establish 

working standards in his valuation of music, proficiency in singing and 

in playing an instrument for him to be an active participEint in music 

throughout his life, and musical independence" (pp. 1-2). These 

statements reveal an attitudinal component to the teaching of music. 

The phrase "... establish working standards in his valuation of music . . 

." carries with it the assumption that the information learned about 

music will enhance the stand£irds one uses for the development of 

preferences. Hofifer (1991) writes that the study of music through a 
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music appreciation course has three goals: 

1. The course should give the student some basic 

information about music. 

2. The student should become familiar with the 

literature of music, its styles, forms, vocabulary, 

and other aspects that contribute to a basic knowledge 

of the art. 

3. The student should leam to like music, (p. 120) 

Having its base in these statements, one of the primary functions 

for teaching music in the schools is the establishment of a positive 

attitude toward music and the development of behavioral preferences 

consistent with those positive attitudes. 

LeBlanc (1982) has established a theoretical basis for research in 

the area of behavioral preferences in music. He summarizes that "music 

preference decisions are based upon the interaction of input information 

and the characteristics of the listener, with input information consisting 

of the musical stimulus and the listener's cultural envirormient" (p. 29). 

His model, or peiradigm (Figure 2), shows the variables that affect 

preference development and the level in which they become involved. 

According to the paradigm, there are three areas (music, envirormient, 

and listener) into which can be placed variables that affect the preference 

decisions the listener will msike. 

The music and the environment are the two areas of the paradigm 

that present input Information through the media. These areas occur at 
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Level 8 on the model. Levels 7, 6, cind 5 are filters through which the 

input information must peiss before being treated hy the listener's 

personal characteristics. These levels may serve to prevent the listener 

firom making a preference decision if the tnformation is not permitted to 

continue its flow past them. In order for the flow to continue, the 

physiological enabling conditions (e. g., good hearing), beisic attention 

level, and current mood of the listener must be prepared to receive the 

input information properly. 

Before the input information is accepted the listener's brain, It 

must pass through Level 4 of the model. Here the information will be 

treated by the personal characteristics of the listener and further shaped 

for acceptance or rejection. Level 3 is solely the cognitive processing of 

the input information the brsiin for acceptance or rejection as a 

preference. At Level 2, a preference decision is made based on the input 

information received by the brain. There is also a component that allows 

the listener to recycle the input information at a heightened level of 

attention if more time and information are needed before making the 

preference decision. The rejection or acceptance of the preference 

decision is made at Level 1. If the decision is to reject the input 

information, the listener may not want to continue in the process. On 

the other hand, if the decision is to accept the input information, the 

listener may repeat the stimulus at a heightened level of attention. 

This theoreticeil paradigm illustrates with clarity the developmental 

process used by a listener in making a preference decision. If one of the 
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This theoretical paradigm illustrates with clarity the developmental 

process used by a listener in making a preference decision. If one of the 

primary goals of music education is the establishment of positive 

attitudes and behavioral preferences consistent with those attitudes, 

then it is logical to conclude that music educators must leam to 

manipulate this process. 

According to LeBlanc (1987), a basic question of values must be 

answered tQr parents and teachers edike. "Is it fair and ethical for them 

to intervene in the process through which the child's music listening 

preference is formed" (p. 153)? He believes that not only should parents 

and teachers participate in the development of the child's music 

preferences but they should do it freely advocating their own musical 

values. He cautions though "that children should be free to make their 

own ultimate decisions about what music to value . . (pp. 153 - 154). 

Studies in Music Preference 

Music research scholars are presently seeking answers to basic 

questions about the establishment of attitudes eind their connection to 

music preferences. It is understood that there are many variables which 

affect the development of music preferences and that attitudes are 

developed based on the life experience of the listener. With this in mind, 

finding ways emd means of intervening in the attitude development 

process to increase the preferential options of the listener is a goal of 

some researchers in music education. One area that is receiving 
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attention is the study of ethnicity and its relationship to music 

preference. 

Ethnicity is an issue that m8iny music educators will or must 

encounter. The American Council on Education (1988) projects that 

minority children will equal 42% of the public school population in the 

United States by the year 2000. This figure may influence the focusing 

of curricula by music educators to take into account the ethnic or 

cultural background of their students. 

Through education, it is hoped teachers will become sensitized to 

the relevance of ethnicity and cultursil awareness. The expectation is 

that the ethnic identity and cultursd pride of the individual student 

should be a high priority for music teachers. 

In order to help the child legun, the teacher must 

discover the reference-points from which the child 

starts. Specifically, the teacher must leam a good 

deal about the pupil's cultured environment and 

his cultural motivation, if the teacher is to guide the 

child's new learnings effectively. (Davis, 1948, p. 8) 

Meadows (1979) expresses a broader perspective: 

Music educators should be concerned with the teaching 

of all students. Under this premise it is necessary to 

proceed from known music preferences to unknown music 

preferences. The hierarchical sequence of the concrete to 

the abstract provides the teachers with a logicsd schemata 
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for developing desired musical behaviors, which are 

important if active music participants after formal education 

is a goal. (p. 3) 

Ethnicity, according to Glazer and Moynihan (1975), is a relatively 

new term as it is used today (p. 1). They further state that the first 

recorded usage of the term was in 1953, hy David Riesman, and that it 

was cited in the 1972 supplement of the Oxford English Dictionarv. 

Since this time, confusion has developed as to the difference between 

race and ethnicity. The determination of the youth of this term gives 

insight into the confusion of its usage. Leggon (1979) believes that 

clarity of definition between the two terms will strengthen the results of 

the collective literature in the area of race and ethnic relations. 

"Obviously, such confusion of terminology will result in confounding the 

theories built upon these b£isic concepts" (p. 2). 

The ethnic group or ethnicity of the listener is one of the variables 

at level four of the paradigm that LeBlanc (1982) theorizes as having an 

affect on the preference decision. The ethnic group to which the listener 

belongs and a strong identification with that group may guide the 

listener to conform to expected musical preferences. Although relatively 

few investigations into the determination of music preferences have been 

done with ethnicity as the primary focus, several researchers (Fulbright, 

1964; Meadows, 1971; Appleton, 1973; James, 1973; Schuessler, 1980; 

McCraiy, 1991; McCrary, 1993) have considered the relationship of 

ethnicity to the musical preferences of the listener. 
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McCraiy (1993) examined the preferences of black and white 

subjects for music by black and white performers (p. 202). The 

population used totaled 221 subjects. These subjects were both 

university undergraduates and middle school students. The racial 

makeup of the study population was reported as 80 blacks, 102 whites, 

24 Hispanics, and 15 Asians or Native Americans. 

The primary purpose for this study was to determine the 

preferences of black and white listeners for black and white performers. 

Two secondary questions were investigated: 1. Could the subjects 

through listening determine the racial identity of the performer? 2. What 

is the correlation, if any, between the listener's identification of the 

ethnicity of the performer and the expressed music preferences? 

The findings show that black college and middle school students 

prefer music hy black performers at the .01 level of significance. On the 

other hand, no significant difference was found for white college and 

middle school students' preferences for black or white performers. The 

secondary question of the relationship between the identification of 

ethnicity emd preference yielded slightly different findings. The study 

found no statistically significant difference for the identification of the 

ethnicity of the performer and aq)ressed music preferences of white 

college or white £ind black middle school students. However, the black 

college students' preferences for black performers and their identification 

of the ethnicity of the black performer were found to be significant at the 

.05 level. The findings of other studies (Appleton, 1970; Meadows, 1970; 
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Madsen £ind Madsen. 1975; LeBlanc, 1979; LeBlanc and Sherrill, 1985) 

wltJi et±inicity cis a variable, either primaiy or secondary, are congruent 

with those of McCrary. 

The studies of Appleton (1970) £ind Madsen and Madsen (1975) are 

particularly interesting in that they corroborate the consistency of the 

preferences of black subjects for black performers. Aboud and Skerry 

(1984) observed that same-race preferences increased with age in blacks 

and in whites became more flexible as thqr grew older (pp. 8-10). 

Meadows (1971) found statistical significance for not only ethnicity 

as a variable affecting preferences but also socioeconomic status. 

musical experience, school level, and geographical location as well. 

These findings £ue consistent with the variables cited in LeBlanc's (1982) 

theoretical paradigm. 

M. C. Rlgg (1948) exEimined the effects of propaganda on the 

preference decision of the listener. Compositions by Wagner, Beethoven, 

Franck and Sibelius were played for three groups without information 

before listening. On the second hearing, group one was presented with 

unfavorable propaganda sissociating certain compositions with Nazi 

Germany. Group two was presented with favorable information, and 

group three received neither favorable nor unfavorable information. 

With the completion of the second hearing, each group expressed an 

increase in the enjoyment level on a five point scale; but the group that 

was presented the favorable information showed the largest g£iin, and the 

group that w£is presented the unfavorable propsiganda showed the least 
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gain. 

This data would seem to be in line with Dember's (I960) theory of 

expectation, in which he states that "stimulation does not fall on a 

passive receiver" (p. 273). Duerksen (1972) investigated Dember's theory 

£ind found that preferences can be altered by the inclusion of certain 

information that wUl be treated by the preparation or art of the listener. 

He assumed that if certsdn information was believed by the listener then 

the expectations for listening would be different. His subjects, over 500 

music majors and non majors, were asked to rate two performances of 

the third movement of Beethoven's Piano Sonata No. 6 using specified 

musical characteristics on an evaluation sheet. The control group was 

asked to rate the performances and was given no other information 

about them. Experimental group one was told that the first performance 

WEis by an eminent professional pianist and the second performance was 

by a student seeking entreince to graduate school. The second 

experlmentEd group was told the opposite: the first performance WEIS a 

student, the second a professional. In each case the taped recording was 

by the same professionsd performer. 

The data reflects the Influence of expectation in that the ratings of 

musical characteristics the experimental group which Included both 

music £ind nonmuslc majors was significantly different at the .01 level 

firom those of the control group. The performance by the so-called 

"student" was not rated the same quality as that of the "professional," 

demonstrating that the expectations placed on the performances by the 
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bogus information had an effect on the listeners' perceptions. 

Price (1988), in another study that used art music, sought to 

answer questions about the relationship between a music appreciation 

course and expressed preferences for composers. "Results of previous 

research do not conclusively indicate whether there is any effect (positive 

or negative) on music taste or preference as a result of the successful 

completion of a course in music appreciation" (p. 35). He examined the 

effects of cognitive gains after music instruction on the expressed 

composer preferences and the purchase of recordings. The results of the 

study show there to be no significant difference in the rsmking of 

composers on the precourse and postcourse surveys. There have been 

studies (Getz, 1966; Bradley, 1971; Wapnick, 1976; Hargreaves, 1984) 

which show a marked increase in the number of positive statements 

about Eirt music Eifter music instruction and repeated listenings. 

Conversely, there are seversd studies (Meeker, 1971; Prince, 1974; Brown, 

1978; Smith, 1982; Shehan, 1984) which support the data received by 

Price and reveal no significant incresise m the amount of verbally 

expressed positive attitudes after a music appreciation course. 

Duerksen (1968) explored the possibility that music preferences 

could be developed or increased through education. He obtained results 

that indicated some increase in positive response from college and high 

school students for classical, jazz, rock, popular and folk styles. Other 

studies (Mull, 1940; Archibeque, 1966; Getz. 1966; Homyak, 1966; 

Schuckert and McDonald, 1968) support the conclusion that education 
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can lead to preference development and/or expansion. 

Radocy and Boyle (1979) believe musical preferences can be altered 

but caution that the direction the alteration will take is not always 

predictable. "An expansion of preferences may be attempted in 

educational settings with reasonable chances of success, but a reordering 

of musical preferences to some arbitraiy direction is questionable" (p. 

235). 

Summary 

The focus of the literature was on three areas relevant to this 

study: 

1. The nature and development of attitudes and preferences. 

2. The theory of expectation £ind its manifestation in the 

development of attitudes and preferences. 

3. The toteractive theory of music preferences. 

Social psychologists have been toterested to the development of 

attitudes and preferences stoce the late 1920s and early 30s. Music 

educators have recently begun to take a more active role to the 

understandtog of why we like the music we like. Before this 

understandtog can come about there must be a precise 2md concise 

definition for both terms. In prior research there has been difBculty 

with defintog these terms because of their theoretical emd abstract 

nature. 
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Many theorists eind researchers believe that attitudes are 

predispositions to respond in a positive or negative manner to an 

attitude object. These attitudes are built on a system of beliefs that are 

derived from experiences. 

Attitudes are considered to be precursors to preferences, and the 

primary goal, it can be Eirgued, of attitude research is to determine the 

effect of many vEiriables on the development of preferences. There is 

agreement among theorists and researchers that attitudes are learned 

and £is such can be altered through the educational system. This 

alteration in attitudes would lead to a developmental change in 

behavioral preferences. The opposite side of this thesis is the belief that 

attitudes are not predictors of behavioral preferences. This belief has 

been examined and the data obtained does support the h3^thesis that 

attitudes do not predict the preferential (behavior) outcome for any 

person, place or thing. The data from the studies that support the thesis 

that attitude does not predict preference have been cedled into question 

because of the need to ckuify the concept of attitude and the 

relationship between attitudes and behavior. 

Expectancy is a factor or variable in determining the outcome of 

any experience. Mqrer (1956), Dember (1960), and Biddle (1979) have 

presented theories that enunciate the affect of expectation on 

experiences in their respective fields of research. The field of study for 

each of these theorists is different, but there is an undertylng truth in 

each theory that is common to all. Expectation, like attitudes and 
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preferences, is built on a system of experiences that leads to an 

anticipation of the outcome of future events or experiences. 

LeBlanc (1982) has established a theory of music preference to 

clarify the field of veiriables that Eiffect preferential outcomes. He 

theorizes that "music preference decisions are based upon the interaction 

of input Information and the characteristics of the listener, with input 

information consisting of the musical stimulus and the listener's 

cultural environment" (p. 29). A paradigm was developed that 

categorized variables affecting preference decisions into three areas: the 

listener, the environment and the music. The music and the 

environment presents input information to the listener through the 

media. This information must pass through several levels of variables for 

treatment. 

Music attitude and preference research is a relatively new £irea and 

with LeBkmc's paradigm it is clear which variables are theorized as 

having an affect on the preference decisions listeners make on a deiily 

basis. One of the variables presently receiving attention is the 

relationship of ethnicity to music preferences. 

Several research studies in the area of music education have found 

a link between ethnicity and music preferences even though relatively few 

of these investigations have used ethnicity £is the primary focus. One of 

the more salient examinations of this theory is that of McCrary (1993). 

She studied the preferences of black and white subjects for music by 

black and white performers. Her investigation found a correlation 
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between ethnicity and preference on various levels. 

Several investigators ex£imined the effects of propaganda on the 

preference decisions of music listeners. M. C. Rigg (1948) attempted to 

alter the preference decisions of listeners by presenting them with bogus 

information that connected some compositions with Nazi Germany. 

Duerksen (1972), another researcher who sought to alter the music 

preferences of listeners, investigated Dember's theory of expectation. 

The data from these studies shows that propaganda or bogus 

information, either favorable or unfavorable, can be a variable that 

affects the outcome of the listening process. Accordingly, the 

expectations placed on performances by this information does, indeed, 

affect the preference decision being made hy the listener. 

Researchers have also sought to answer questions about the 

relationship of successful completion of a music appreciation course and 

the preferences of the listener for composers. Price (1988) showed no 

significant difference in the ranking of composers on the precourse and 

postcourse survQ^s. These results are supported by a number of studies 

and contradicted others. 
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CHAPTER m 

Methodology 

The purpose of the study is to determine the effect of the Western 

art music composer's ethnic identity on the musical preferences of 

university non-music majors. 

Sample 

One himdred and seventeen university non-music majors enrolled 

in music appreciation courses participated in this study. They were 

attending universities where the enrollment Is either predominantly 

white American or predominantly AMcan American. The two universities 

are in close proximity to each other. One is in the southeastern comer 

and the other in the southwestem comer of the state of Ohio. Because 

the students were from varied cultural backgrounds and socioeconomic 

levels, it was expected that thQ^ would have varying and random levels of 

involvement with music. The gender ratio of participants WEIS 82 women 

to 35 men. The dependent variables were: 

1. Preference scores on The Assessment of Musical Preference (AMP) 

2. Attitude dimension on Measures of Attitude Toward Ethnicity 

(MATE) 

3. Music Preference scores on The Experimental Listening Tape 

(ELT) 
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The independent variables were: 

1. Believed ethnicity of the composer 

2. Ethnicity of the listener 

The subjects were told that participation in the research study was 

voluntary and all information obtained would be kept strictly 

confidential. 

Determination of Groups 

Five music appreciation classes were used on site one, while site 

two had only one class. The number of subjects at site two was smgdler 

than at site one. Three of the classes at site one were equal in numbers 

of subjects or were close in number. In two classes where the numbers 

were skewed, random selection was used to move subjects until the 

numbers in all clzisses were equal. These groups were considered equal 

because of the following compeirable conditions: 

1. School environment 

2. Number of subjects per group 

3. Facilities used (classrooms and audio equipment) 

Development of the Experimental Method 

Guidelines for the method and materials were determined by: 1) 

the Interactive Theory of Music Preference, 2) the Theory of Expectation, 

and 3) the nature of the study. 

The guidelines suggest that the method of the study must be 
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consistent with the sequence of elements and variables of LeBlanc's 

"Interactive Theory of Music Preference" (1986, p. 223). When applied, 

this means 1) that decisions of music preference are made based on the 

interaction of three factors: input information, cultural environment, 

and chEiracteristics of the listener; and 2) that ethnic group or ethnic 

identity is theoretically a variable afifecting the music preferences of the 

listener. 

The method of the study must be consistent with the theory of 

expectation (Dember,1960, Duerksen,1972, Biddle,1979). This means 

that individuals are prepared either implicitly or explicitly for input 

Information and will respond based on this preparation. 

This study is designed for the assessment of musical preferences 

and expectations b£ised on the ethnic attitudes emd preferences of the 

listener. The theoretical framework of the study determined the 

variables of both areas. Because the study is designed for university 

non-music majors, certain variables were not controlled: 

1. The level of musical knowledge of the listener 
2. The sex and age of the listener 
3. The geographicsd region in which the listener lives 
4. The general ethnic structure of the music appreciation classes 

Although the ethnic make-up of the ckisses was not a factor considered 

for control, only two ethnic groups were used for treatment of the data; 

white American and African AmericEin. Respondents from other groups 

were set aside. 



49 

Null Hypotheses 

Hypothesis 1 

H(o): There is no difference between the ratings assigned by 

listeners (at the 0.05 level of significance) to recorded musical 

compositions when told before listening they were composed by white 

American composers and when told thqr were composed by AMcan 

AmericEin composers. 

Hypothesis 2 

H(0): There Is no difference between the ratings assigned by white 

Americans and the ratings assigned African Americans (at the .05 level 

of significance) to recorded musical compositions when composers are 

identified before listening as Afiricein American or white American. 

Hypothesis 3 

H(0): There is no correlation between attitudes toward African 

Americans and attitudes toward white Americans and the ratings 

assigned to compositions by composers of a psirticular stated ethnic 

identity. 

Experimental Method 

Through the theory of expectation and the Interactive Theory of 

Music Preference, it was determined that the following veiriables would 

need treatment: 
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1. The physical properties, referential meaning, complexity, and 

performance quality of the music 

2. Time, place of presentation, and information being presented 

Two musical compositions were chosen: Impetuosamentp from 

Pampeana No. 3. A Pastoral Symphony Ginastera and Pieces fugitiyes 

in n minor. Op. 15. No.3 ty Clara Schumann. Each of these pieces has a 

distinctive style and quality. Several musical examples approximately 

one minute in length from each composition were considered for 

inclusion. Four final examples emerged from them, two contrasting 

exEimples from one movement of the Ginastera and two from the 

Schumann. 

Conducting The Experiment 

Before the study could begin, a copy of the research proposal was 

given to the administrations of both universities for approval. This was 

done immediately after approval the Graduate Cormnittee of the 

University of Arizona School of Music. 

Meeting with the instructors of the music appreciation courses at 
both sites 

After approval was given the administrations of both sites and 

before the start of the study, meetings were held with the instructors of 

the classes on both sites. The discussion included the procedures and 

time schedules to be used during the administration of the eissessment 

instruments, with some care taken to ensure that the investigator's 
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objectives were, indeed, consistent with those of the instructors. 

Development of the Assessment of Music Preferences f AMPl 

The AMP consisted of a tape with 18 samples of musiCEil 

compositions, each approximately one minute in length. These sEunples 

were of various styles and mediums of performance typically presented in 

the music appreciation courses. There were samples from each of the six 

Western art music style periods that would be studied. Four of these 

music samples were used later on the ELT with bogus information. This 

tape included instructions for the completion of the AMP. (See Appendix 

A) 

Each subject received a rating sheet for the AMP with a Llkert-type 

response scale. This scale had the numbers from one to five, with "1" 

stating "I really like this music" and "5" stating "I really do not like this 

music." The rating sheet for the AMP had 18 spaces where the subjects 

could place their responses to the musicEil examples. The instructions 

for completion of the AMP were read to the subjects on the tape and 

placed at the top of the response sheet. ( See Appendix A) 

The AMP had a reliability coefficient of .87 while that of the ELT 

was .74. The AMP, as in the cetse of the MATE, used a series of 

distracters. From the 18 musical examples, 14 were employed as 

dlstracters. Four examples from the AMP were heard a second time on 

the ELT with biographical information on composers. 
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Development of the Meeisure of Attitude Toward Ethnlrity (MATE) 

The investigator developed an instrument to measure the ethnic 

attitudes of the subjects. This instrument was made up of a series of 

favorable and unfavorable statements directed toward African Americans 

and white Americans. A panel of five experts in the field of music 

education was selected to review the statements to determine the validity 

and reliability of the attitude dimension. The statements were submitted 

to the panel for their response. All statements not approved the panel 

were discarded. Those approved were kept and new statements submitted 

to the panel until a total of 45 approved statements remained. There 

was a total of 22 statements toward African Americans and white 

Americans, 10 unfavorable and 12 favorable. The remaining 23 

statements were used as a disguise or distracter for the ethnic attitude 

statements, and were excluded during statisticad treatment. These 

included statements favorable and unfavorable toward men and women. 

The rating sheet for the MATE was placed on the MATE itself. At 

the top of each page a Likert-type scale of five points was listed. A space 

beside each item was provided as a place for the subjects to respond. A 

scale which used the numbers from one to five, with "1" being "strongly 

agree" and "5" being "strongly disagree," was developed for the subjects' 

responses to the statements. 

The reliability coefficient for the MATE was calculated at .82 with 

the distracters emd .71 without the distracters, that is, those items 

which were ethnicalty centered. Validity WELS established through the use 
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of a panel of five expert judges as described above. Raw data for all items 

can be foimd in Appendix B. 

Development of the Evperimental Listening Tape fELTl 

The ELT, a tape that contained four listening examples with bogus 

biographical mformation on four fictitious composers, was the last step 

in preparation for the study. It -was decided that there would be two 

tapes (Identified as Tape 1 and Tape 11), with the musical examples and 

information on composers in different orders. These examples were 

approximately one and a h£df minutes in duration, with all being 

composed in the Western art music tradition. For two of the listening 

examples, fictitious composers were identified as African Americans and 

two as white Americans. An Afirican American and a white American 

composer made a pair. The biographical information for each pair was 

identical except for their ethnic identity. The ELTs for the groups of 

subjects had the composers switched so that each composition had a 

different composer. The musical examples were taken from the AMP tape 

described earlier. Each of the paired musical examples was from the 

same style period and same composition (different sections), thus 

controlling for tempo, d5niamics and medium of performsmce, etc. For 

example, if the composition for composer number one had a fast tempo, 

then the tempo of the composition Iqr composer number two was fast as 

well. The pairs of fictional composers and the order of composition 

presentation were randomly determined by the toss of a coin. 
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The Pilot Study 

A pUot study was conducted using a small group of non-music 

majors. The purpose of the pilot study was twofold: 

1. To test the assessment instruments for validity £ind reliability. 

A. A 2 X 2 X 2 Anova was used for computation of the data. 

B. The correlation of attitudes and preferences used 

Pearson's Correlation Coefficient. 

2. To experience the use of the experimental method and find any 

flaws in its structure for correction. 

The proper changes were made to the assessment instruments 

based on the results of the pilot. 

Timetable 
After the cissessment instruments were properly prepared and 

cle£irance from the universities received, a meeting with the instructors 

of the music appreciation classes w£is arranged. The discussion centered 

on the procedure for administering the experiment, and a schedule was 

devised. A two week period was set for completion of the experiment. 

This would give the instructors a chance to complete their lesson plan in 

progress before the administration of the study. The MATE and AMP 

were to be administered first eind the ELT would follow a week later. 

Procedure 

The instructors for the classes were given a packet with all the 
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necessary information, the MATE assessment instnunent, response 

sheets, and a tape with side one containing the AMP and side two the 

ELT. A two week period in the spring quarter of the 1993-94 academic 

year was chosen to administer the study. 

The introduction to the study was designed to give the subjects a 

rationale for the study and an assurance of confidentiality. Th^ were 

told that the music appreciation courses were being evaluated and their 

opinions were needed to help identify areas for consideration. This was 

an attempt to allow them to become involved in the process and to feel 

that the necessary changes would be made to accommodate their 

opinions. 

At each site the AMP was administered to all the subjects at one 

time. The instructor placed the tape in the stereo system, and the 

subjects heard the instructions followed the musical examples. They 

responded on the rating sheet. The MATE was then distributed, and the 

subjects were asked to read the instructions before responding to the 

items. The time span for this phase of the study was 45 minutes. 

The second pheise of the study, administration of the ELT, took 

place during the following week. Copies of the rating sheets were 

distributed and the tape placed in the stereo system. The subjects heard 

the following instructions given on the tape: 

You will hear four one and one half minute excerpts from 

four different selections. Before the piece is played, a short 

biography of the composer will be heard. Listen to the 
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biography, then listen to the composition and indicate your 

reaction on the rating sheet. 

Collecting and Summarizing the Data 

After collection of the data sheets, the data was prepared for 

statistical treatment. The results of the evaluations were computed using 

a 2 X 2 X 2 analysis of variance (ANOVA) and Pearson's Correlation 

CoefBcients. 

5;nmmaTY 

The purpose of the study WEIS to determine the effect of the 

composer's ethnic identity on the music preferences of non-music 

majors. The subjects were students from two universities (one 

predominantly African American and the other predominantly white 

American) who were enrolled in a music appreciation course. 

After completing the assessment instruments, a pilot study was 

conducted and the results used to make the proper changes before the 

experimental study began. LeBlanc's Interactive Theory of Music 

Preference and Dember's theory of expectation were used as guidelines for 

the method and materials for the study. 

After approval of the proposal by the two test site universities, the 

study began. It was administered during a two week period in the Spring 

quarter of the 1993-94 academic year. 
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The subjects were asked to respond to a tape that had examples of 

musical compositions from the six style periods. Thqr read and 

responded to a set of 45 statements on the subjects of ethnicity and 

gender. One week later they were asked to respond to another tape. The 

ELT had four musical examples, each preceded by biographical 

information on the composer which mentions his ethnic identity and 

background. After completion of the Experimental Listening Tape the 

response sheets were collected and treatment of the data began. 
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CHAPTER IV 

Results of the Data Anedysis 

The purpose of this experimental study was to determine the effect 

of a composer's ethnic identity on the stated musical preferences of 

university non-music majors. A secondary purpose was to develop an 

experimental method for the measurement and correlation of music 

preferences to attitudes held toward ethnic identity. A change in 

preference for musical examples after learning the ethnic identity of the 

composer and the attitudes established on an attitude survey were used 

as comparison criteria. 

University non-music majors attending a predominantly white 

American university Euid those attending a predominantly African 

American university were used as subjects in the experimental study. 

The assessment Instruments were administered to the subjects by their 

instructors during the spring quarter of the 1993-94 school year. Each 

group, under simileir conditions, was administered the Measurement of 

Attitudes Toward Ethnicity (MATE), the Assessment of Musical 

Preferences (AMP), and the Experimental Listening Tape (ELT). The 

groups received the MATE eind the AMP one week before the ELT was 

administered. The investigator met and discussed the procedure for 

administration with the instructors prior to the start of the experiment. 
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Hypotheses 

Hj^thesis 1 was tested using an Apriorl Contrast, while 

Hypothesis 2 was tested with a 2 x 2 x 2 ANOVA and a Cicchetti Test. 

The correlations for Hypothesis 3 were calculated using the Pearson 

Product Moment Correlation CoefBcients. In Table I and subsequent 

tables, E is equal to or less than .05 as the observed level of significance. 

The HQ can be rejected if any significance level is less than or equal to p. 

Hypothesis 1 

H(o): There is no difference between the ratings assigned 

listeners (at the 0.05 level of significance) to recorded musical 

compositions when told before listening they were composed by white 

American composers smd when told thQr were composed Afilcan 

Americem composers. 

H(^): The ratings assigned by listeners to recorded musical 

compositions when told before listening they were composed by white 

American composers etnd when told th^r were composed by African 

American composers are significantly different. 

The mean scores for the entire subject sample, regardless of the 

subjects' ethnicity, were computed. The results found a statistically 

significant difference [F(l,lll) = 7.578, p < .05] in the ratings assigned 

by the subjects. The mean score on the post test for the white American 

composers was x = 1.704, with a mean score of x = 1.553 {see Figure III) 

for the Afilcan American composers. The null hj^thesis was rejected. 

However, when the mean scores on the pretest and the posttest are 
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Figure ni: Mcein scores for entire sample on the posttest 

compared, a shift in the preference decision can be seen. The entire 

subject sample rated the compositions, which would later be designated 

as composed \yy white Americsins, at x = 1.765. After the input 

information was revealed on the posttest the rating moved downward to 

X = 1.704. This movement was a shift toward greater preference. The 

subjects rated the compositions supposedly by the African American 

composers similarly. The ratings on the pretest were closer to one, which 

is considered a positive rating (1 = like £uid 5 = dislike). The pretest 

rating was x = 1.67 with a posttest rating of x = 1.553 (see Figure IV). A 

greater shift in the preference decision was made by the subject sample 

for the African American composers than for the white American 

composers. The data reflected a preference for the compositions by the 

African Americein composers. 
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Hypothesis 2 

H(0): There Is no difference between the ratings assigned by white 

Americans and the ratings assigned ty AMcan Americans (at the .05 level 

of significance) to recorded musical compositions when composers are 

identified before listening £is AMcan American or white American. 

The ratings assigned by white Americans and the ratings 

assigned by Afitcan Americans to recorded musical compositions when 

composers are identified before listening £is Afiican American or white 

American are significantly different. 

The investigation of this hjrpothesis was calculated using a 2 x 2 x 

2 ANOVA to test the interaction among ethnicity of the subjects, 

ethnicity of the composers, and change in the subjects' preferences from 

the pretest to posttest. A main effect for ethnicity of the listeners was 

found to be significant [F(l,l 11) = 7.60, p = .007). There was a significant 
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difference between the ratings of the white American subjects and those 

of the Afirican American subjects. The ratings of white Americans were 

consistently more positive than those of the African Americans for both 

African American composers and white American composers (see Table I). 

Perhaps this suggests that white Americans prefer Western art music 

more than their African American counterpsurts. 

The main effect for ethnicity of the composer was also found to be 

a factor affecting preference decisions. The data reveals there to be a 

significant difference [F(l, 111) = 6.56, p < .05] in the mean scores of the 

subjects after learning the ethnicity of the composer. As in the data 

above, the ratings of the white American subjects were consistently lower 

than those of the African American subjects. The value of p equads .01. 

This was consistent with the results of hs^pothesis one. Finally, the 

three-way interaction between the ethnicity of the listeners, ethnicity of 

the composers and the information revealed on the posttest was also 

found to be significant [F(1,111) = 4.23, g < .05). The value of p equals 

.042. The null hypothesis was rejected. 

The musiced examples on the pretest that would later be labeled as 

compositions by African American composers showed a mean score of x = 

1.917 by the African American subjects. Their mean score moved to x = 

1.708 after learning the ethnic identity of the composer (see Figure V). 

Although not significant, a tendency for chauige in their preference from 

pretest to post test did exist. The white American subjects, on the other 

hand, seemed to remain more constant in thefr preference choice 
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regardless of the ethnic identity. Prior to learning the composer was 

African American, their mean score for the musical examples was 

Table I 

Mean Scores of Subjects' Responses Bv Composer's Ethnicity 

African AmericEui Composers 

Subjects Pretest SD Post-test SD 

African Americans 1.917 .565 1.708 .530 
(n = 24) 

White Americans 1.596 .532 1.511 .528 
(n = 89) 

Grand Mean Score 1.664 .553 1.553 .532 

White American Composers 

African Americ£ins 1.813 .622 1.958 .674 
(n = 24) 

White Americans 1,753 .534 1.635 .578 
(n = 89) 

Grand Mean Score 1.765 .551 1.704 .611 

was X = 1.596, and after learning the ethnic identity the mean score 

moved to x = 1.511 (see Figure VI). 
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The mean score for the white American subjects prior to learning 

the ethnic identity of the white American composers was x = 1.753, while 

the mean score for the African American subjects was x = 1.813. The 

posttest mean score for the white American subjects was x = 1.635, 

while the mean score for their African American counterparts was x = 

2 J 
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1.85 • •— —African American 
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1.7 • 
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Figure V: Pretest and posttest mean scores for African American Subjects 

1.958. When these mean scores are compared, the preferences of the two 

groups of subjects move in opposite directions (see Figures VII). 

There was found to be no significant difference In the mean scores 

of the AMcan American subjects and the white American subjects on the 

pretest for the white Americsin composers. However, a statistically 

significant difference at the .05 level was discovered in the mean scores 

on the posttest (see Table I). The data also revealed no significant 



65 

•African American 

Composers 

• White American 

Composers 

Pretest Posttest 

Figure VI: Pretest and posttest mean scores for White American Subjects 

•— African 
American 
Subjects 

— White 
American 
Subjects 

Figure VII: Pretest and posttest mean scores for White American Composers 

dlfiference in the amount of change in the subjects' preferences from 

pretest to posttest. 
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For the African American composers the reverse is true. Prior to 

knowing the ethnic identity of the composers, the difference in the mean 

scores of the two groups was found to be significant at the .05 level. 

This significance disappears once the ethnic identity is known. The 

amount of ch£inge In preferences from pretest to posttest. as in the 

results above, was not significant. It is important to note that while 

these changes met the requfrement for statistical significance, they were 

in reality minute shifts in preference. Most cheinges were .2 or less on a 

five point scale. 

Hypothesis 3 

H(0): There is no correlation between attitudes toward African 

Americans and attitudes toward White Americans and the ratings 

assigned to compositions by composers of a particular stated ethnic 

identity. 

H(^): There is a significant correlation between the attitudes 

toward Afilcan Americans and White Americans and the ratings assigned 

to compositions of a particular stated ethnic identity. 

The Pearson Product Moment Correlation CoefBcients were 

calculated between the ethnically centered examples on the MATE which 

established the subjects' attitudes toward ethnicity and the data 

collected on the ELT which established their appreciation or preference 

for a composition of a specific ethnic identity. There was found to be no 

statistically significant correlation between the subjects' attitudes 
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towEird ethnicity and their preferences for compositions by a composer of 

a specific ethnic identity (see Table II). 

When the attitudinal score of the white American subjects was 

correlated with their appreciation score for white American composers on 

the ELT, their correlation coefiQcient was r = -.02. The correlation 

coefiBcient for their preference score for the African American composers 

and their attitudinal score on the MATE was r = -.13. 

The same correlations were performed for the African American 

subjects with similar results. No statistically significant correlation was 

found between the subjects' reactions to the attitudinal statements and 

the ELT. Their attitude toward white Americans revealed no significsmt 

correlation (r = -.07) with their preference for music composed white 

Americ£in composers. The same is true for the correlation between their 

attitude toward African Americsms eind thefr preference for compositions 

African American composers. There was no statisticedly significant 

correlation (r= -.02). These results failed to reject the nuU hypothesis. 
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Table H 

Correlation CoefBclents of Sublects' Ethnic Attitudes with Musical 

Preferences 

Composers: 
African American White American 

Subjects: 

African Americans -.0223 -.0660 
(n = 24) 

White AmericEins -.1330 -.0152 
(n = 89) 

Summary 

This experimental investigation sought to determine if the 

composer's ethnic identity would affect the stated musical preferences of 

university non-music majors and to develop an experimental method for 

the measurement of music preferences and attitudes toward ethnic 

identity. The data was drawn from three investigator designed sources: 

the Meaisurement of Attitudes Toward Ethnicity (MATE), a questionnaire 

with an ethnic component and distracters; the Assessment of Music 

Preferences (AMP), a tape of musical examples from each of the style 

periods of the Western art music tradition: and the Experimental 

Listening Tape (ELT), a tape with bogus biographical information on 
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fictitious composers with the musical examples taken from the AMP. 

The data for Hypothesis 1 revealed there to be a significant 

difference in the ratings assigned to the Afilcsin American and white 

American composers by the entire subject sample without regard to their 

(the subjects') ethnicity. The null h5rpothesis was rejected. 

The results of the computations for Hypothesis 2 proved to yield 

more data to support the findings. Here, the data suggest that the msiln 

effect of the ethnicity of the subject and the ethnicity of the composer 

were both factors in the preference decision. There was found to be a 

significant difference in the way African Americans and white Americans 

rated the musical examples by the composers of both ethnicities. The 

three-way interaction between the ethnicity of the subjects, ethnicity of 

the composers, and the information revealed on the post test was also 

found to be significant at the .05 level. The null h5rpothesis was rejected. 

Hypothesis 3 sought to discern the relationship between the 

subjects' attitudes toward ethnicity and the preference decision. A 

correlation was drawn by using the Pearson Product Moment Correlation 

Coefficients. There was no significance found in the correlation between 

the attitudinal score and the preference score in each case. The null 

hjrpothesis was accepted. 
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CHAPTER V 

Summary, Conclusions, and Recommendations 

Siimmarv 

Formal study of music in the United States is based on the 

Western art music tradition. Nevertheless, there is a philosophy 

spreading rapidly throughout the United States which holds that musics 

of many cultures must be taught in the schools. This concept is more 

widely known as multicultural music education. The underlying belief in 

multicultural music education is that the study of various cultures and 

their musics, which may be different from our own, will affect our 

expectations and consequently broaden our musical preferences. On the 

university campus, the music appreciation course can be taught from 

this perspective. 

The university music appreciation course uses information on 

composers from various style periods to help students understand and 

appreciate the art, A large percentage of the music appreciation 

textbooks do not include composers of ethnic groups or cultures which 

are in the minority in the United States. The absence of this 

information can, theoretically, lead to reinforcement of stereotypes and 

attitudes that are not consistent with the objectives of the multicultural 

classroom. 

The present study investigated the effects of ethnicity on the stated 

musical preferences of university non-music majors. The guidelines used 
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for the method and materials of the investigation were LeBlanc's 

Interactive Theory of Music Preference and the theory of expectation as 

percetved hy Dember, Duerksen. and Biddle. According to LeBlanc, in his 

Interactive Theory of Music Preference Paradigm, the listener makes 

preference decisions based on the interaction of input information and 

the characteristics of the listener. Input information includes the 

musical stimulus and the listener's cultural environment. One of the 

cultural environmental stimuli theorized as having an effect on the 

preference decision is that of ethnicity. Several of the investigations 

reviewed used ethnicity as one of the primary variables. The results show 

a correlation between one's ethnic background or ethnic attitude and 

music£il preference. The Theory of Expectation says that the listener is 

prepared either implicitly or explicitly for input information and will 

respond based on this prepsiration. Therefore, one's ethnic attitude or 

ethnic background leads to a certain expectation and thus decisions are 

made based on that expectation. 

The present study was conducted on two university campuses that 

are in close proximity to each other. One university has a population 

that is predominantly white American emd the other predominsintly 

Afilcan American. The subjects were students enrolled in music 

appreciation classes on both sites. Using the Assessment of Music 

Preferences (AMP), their instructors had them listen to musical examples 

from each of the Western art music style periods. They then completed 

the Measure of Attitude Toward Ethnicity. In order to determine 
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students' ethnic attitudes, the MATE included items which were both 

positive and negative about white Americans and Afirican Americans. As 

distracters from the ethnic dimension, there were items positive and 

negative for each gender. A week later, the students were asked to listen 

and respond to the Experimental Listening Tape, a series of four musical 

examples taken from the AMP which were each preceded by biographical 

information on fictitious composers. 

Conclusions 

The purpose of this experimental study was to determine the effect 

of a composer's ethnic identity on the stated musical preferences of 

university non-music majors cmd to develop an experimental method for 

the measurement of music preferences sind attitudes toward ethnic 

identity. A chemge in preference for musical examples after learning the 

ethnic identity of the composer and the attitudes established on an 

attitude surv^ were used as comparison criteria. 

Recognizing the Umitations of this study, the investigator has 

formulated the following responses to the questions posed in this study. 

1. Are the ratings assigned by listeners to recorded musical 

compositions when told before listening they were composed by a white 

American composer or an African American composer significantly 

different? 

The results of the data revesded a significant difference in the way 

the entire subject sample rated the musical examples. Without regard to 
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the ethnic identity of the subjects, the ratings on the posttest show that 

the music supposedty composed ty the Afirican American composers was 

preferred more than that of the white American composers. It is 

concluded, therefore, that the ethnicity of the composers was a factor in 

the preference decision. 

It would seem that the input information was effective in changing 

the responses of the subjects from the pretest to the post test. With the 

presentation of the ethnic information, the expectations of the subjects 

seemed to have changed, thus changing the direction of their musicEil 

preference. This Is similar in results to the studies conducted by Rigg 

(1948) and Duerksen (1972). In these studies, information was presented 

prior to listening which caused an gilteration in the preferences of the 

listeners bsised on their expectations and beliefs. It would seem 

plausible, then, that having knowledge of the life £ind times of the 

composer which includes his or her ethnic background affects the 

preference decision. It must be noted, however, that the shifts, while 

statistically significant in the present study, were extremely small. 

2. Is there a difference in the ratings by white Americans and those 

of African Americans when the ethnic identity of the composer is known 

before listening to a musical composition? 

Resesu'chers who have studied the link between ethnicity and 

preferences have found that the ethnic identity of the listener and 

performer is a factor in preference decision making. McCraiy (1993), for 

example, determined that the ethnic identity of students is one of the 
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variables which wUl affect the preference decision for a musical 

composition and its performance style. LeBlcUic (1982) in a paradigm 

has established a basis for this research, and has clearly defined the 

variables which he theorizes as having an effect on the preference 

decision. 

The data from this research, in accord with the studies above, 

suggest that the ethnicity of the composer of Western art music and the 

ethnicity of the listener are factors in the preference decision. While the 

mean score ratings of both the African American and white American 

subjects are close to two ("I like this music"), the ratings eissigned the 

white Americsin subjects seemed to remain constant from pretest to post 

test for those compositions ty African American composers. The ratings 

of the African American subjects, on the other hand, changed. Their 

movement toward one ("I really like this music"), seems to suggest that 

African Americans are, perhaps, more ethnocentric in attitude. These 

findings are in keeping with those of McCrary, 1993; Aboud and Skeny, 

1984; Madsen eind Madsen,1975; Appleton,1970. The most recent of 

these investigations (McCrcuy, 1993) included middle school and 

university students. From these subjects she was able to determine that 

Africem Americans seem to become more ethnocentric in their musical 

preferences £is they grow older. Her data also supports the findings of 

Aboud and Skerry (1988). 

The data for the white American composers, ostensibly, revealed a 

much clearer direction of separation between the white American and the 
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Africeui American subjects. As in the data for the African American 

composers, the mean ratings for the white American composers are closer 

to two on the Likert scale than one for the subjects' pretest responses. 

Again, the African American subjects' mean rating is closer to two than 

that of the white Americans' mesm rating. This seems to suggest that 

the white Americans subjects, indeed, did prefer Western art music more 

than their African Americsm counterparts. After the ethnic information 

for each composer was revealed on the posttest, the direction of change 

in preference for both the African Americans and white Americans 

becEime clesir. The white Americans moved closer to one ("I really like 

this music") while thefr African Americein counterparts moved closer to 

two ("I like this music"). In essence, the subjects 2ire moving in opposite 

directions from each other. This kind of movement is consistent with the 

belief that ethnicity is a factor in the preference decision. 

If a comparison of the data is made between the two sets of 

composers, a profile of the subjects' preferences can be plotted. Although 

there Is a stated preference for the music of both the sets of composers 

the African American ais well as the white American subjects, the 

underlying ethnic variable is still a factor in the preference decision. For 

the African American composers, the African American subjects moved 

closer to more acceptance of the music while the white Americans 

remeiined constant. The converse is true for the mean ratings of the 

white American composers. There is no consistency in either of the mean 

ratings from subjects. The white American subjects, on hearing that the 
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compositions were by white American composers, moved toward more 

acceptance just as their African American counterparts did for the 

African American composers. The African American subjects moved 

toward a lesser degree of acceptance for compositions by white American 

composers after hearing the ethnic identity of the composer. From this 

scenario, one can conclude that both groups of subjects Eire ethnocentric 

in thefr preference decision making process to a lesser or greater degree. 

Again, it must be emphasized that these shifts were very small. 

3. Is there a correlation between the ethnic attitudes of white 

Americans and African Americans and the ratings assigned to a 

composition by a composer of a particular ethnic identity? 

There was found to be no significant correlation between the 

musical preferences of the subjects and thefr attitudes toward ethnicity. 

However, like previous studies (McCraiy, 1993; Aboud and Skerry, 1988), 

the data reveals a relationship (though insignificant) between the 

subjects' attitudes and thefr musical preferences. McCraiy (1993) 

theorized that African Americans become more inflexible in thefr ethnic 

attitudes and musical preferences as th^ become older, while white 

Americans seem to remgdn constant. The African American subjects in 

the present study had a reaction to the ethnic identity of the composers. 

They moved away from acceptance of white American composers and 

toward greater acceptance for African American composers. On the other 

hand, the white American subjects remained constant in thefr preference 
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for Afilcan American composers and moved toward greater acceptance for 

white AmericEin composers. Arguably, one could theorize that this would 

also constitute ethnocentricity in that they showed a greater awsireness 

for white American composers. But it would seem that these subjects 

kept an open mind or had a favorable reaction to the ethnicity of others 

In their preference decision. When this reaction is compared to the 

movement of the African American subjects for white Americsin 

composers, it is clear that ethnic attitude to some degree has an effect 

on the preference decision. 

If theorists can agree (Doob 1947; Summers, 1970; Meeker, 1971; 

Kuhn, 1980) that preferences are bom of attitudes and attitudes are 

learned and that through the process of maturation and learning 

attitudes can be altered, it would seem plausible that there is a need for 

teaching which is aimed at the development of positive attitudes 

concerning ethnicity. Radocy and Boyle (1979) also agree that these 

attitudes can be altered but issue a caution. "The direction," they state, 

"the alteration will take is not always predictable" (p. 235). However, 

bearing this caution in mind, it is concluded that teaching for the 

alteration of attitudes must be achieved In the multicultural music 

education classroom. 

One of the principal tenets of multicultural music education is 

Inclusion rather than occlusion. This should mean an inclusion not only 

of cultural philosophies and ethnic musics but also works by composers 

of Western Eirt music from ethnic groups which are not now represented. 
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This would give the teacher an impetus to move away from what Radocy 

calls the "perpetuation of preferences" (1970, p. 227) based on the 

constant use of the same composers. This kind of inclusion would give 

students a chance to develop expectations based on fact and 

understanding rather than supposition or rumor 

The data from this study. In conjunction with that of McCraiy 

(1991, 1993), suggest that African Americans are more ethnocentric than 

their white American counterparts. This, of course, leads to their 

preferences for music believed to be written African American 

performers and composers. It can be theorized that African Americans 

and other minority groups have been expected for a number of years to 

assimilate into the dominant culture; thus the melting pot analogy. 

This assimilation led to frustration, self hatred, and for some a loss of 

cultural identity. On the other hand, thefr white American counterpart 

w£is able to sample contributions of various cultures. Perhaps this 

freedom to move back and forth between cultures prepared white 

Americans to be able to accept more readily music composed by an 

African American. 

During the 1960's and 70's, African Americans began to develop a 

sense of belief and pride in themselves and in thefr art. This belief, it is 

felt, has lead to the current ethnocentric attitudes. It is recognized that 

all African Americans are not ethnocentric in thefr attitudes, just as eill 

white Americans are, indeed, not ethnocentric. The question is Eisked: 

C£in there be a change in the ethnocentric attitude of African Americans 
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toward acceptance of Western art music either performed or composed by 

someone from a different ethnic background? 

It has been theorized (Duerksen, 1968; Schuckert sind McDonald, 

1968) that attitudes can be changed through education. However, 

Radocy and Boyle (1979) have cautioned that the direction of that 

change is not guaranteed. Music educators must develop curricula 

which will allow for the development of and changes in attitudes toward 

other ethnicities and be mindful of the direction of that change. 

Recommendations 

Due to the limitations of this study, the need for further research 

in this area is recognized, £ind leads to the following recommendations: 

1. Further study should be conducted using this model with an 

increase in its size and scope. More balance in numbers of subjects is 

needed between the ethnic groups. 

2. An increase in the time span between the administration of the 

MATE, AMP, and the ELT should be considered. This will, perhaps, 

decrease the possibility of familiarity with the musical compositions 

being used on the AMP and ELT. 

3. Studies are needed which will investigate the effects of the 

composer's ethnic identity independent of biographical Information. The 

current study has the ethnicity of the composer prominently placed at 

the beginning of the biographical Information. Even though the 

ethnicity is placed in a position where it cannot be missed, there is the 
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possibility that a subject may respond to some other aspect of the input 

information rather than the ethnicity of the composer. 

4. An instrument is needed which will allow for more clarity in the 

determination of the correlation between the ethnic identity of the 

listener and that of the composer. 

5. More investigation is needed to determine the relationship 

between the subjects' demographic information, university environment, 

ethnic attitudes, and musical preferences. A study which includes these 

variables may show a clear Indication of the role th^ played in the 

present study. 
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INSTRUCTIONS FOR ADMINISTRATION OF 
PREFERENCES LISTENING EXPERIMENT 

THANK YOU for agreeing to participate in this experimental study. 
I hope that the data received give us more insight into the variables 
which contribute to the development of preferences. If you would like to 
know the results of the data please do not hesitate to contact me. 

Step 1 
Check to see if you have the following items: 

1. Consent Forms (enough for the class) 
2. Questionnaires (enough for the class) 
3. Preferences Response Sheets (enough for the class) 
4. Preferences Response Sheets n (enough for the class) 
5. One listening tape with both sides 

Side A — Preferences Examples 
Side B " Experimental Listening Tape Examples 

Step 2 
Pass out the consent forms £uid have each psirticipant to read and 

sign it. Collect them after they Eire signed. Please keep feese forms 
separate from the other forms. 

Pass out the Preference Response Sheets (there should be one for 
each participant). Place the tape in the tape player Side A: Preferences. 
The participants should read the directions as th^ are recited on the 
tape. At the end of Side A on the tape the Response Sheets should be 
collected. Keep these sheets until the next cla^ period. 

Step 3 
Pass out the questionnaires (there should be one for each 

participant). Please have each participant to read the instructions on 
the cover page and at the top of the first page of the questionnaire. 

Now they must proceed to respond to the items on the 
questionnaire. When they have finished, collect the questionnaires and 
hold them until the next class period. THIS ENDS THE FIRST 
SECTION OF THIS STUDY. 

SECTION 2 -- Class period one week later 

Pass out the Preference Response Sheet II. Have the psirticipants 
listen and read the instructions £is they are recited on the tape (SIDE B: 
ELT). Then proceed to respond to the information guid four musical 
examples on the tape. 

Collect the Response Sheets. Return all materials to me one they 
are completed. ONCE AGAIN THANK YOU FOR YOUR PARTICIPATION. 
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OHIO UNIVERSITY 
HUMAN SUBJECT CONSENT FORM 

Title of Research: 

Principal Investigator: 

Depcirtment: 

Federal and university regulations require us to obtain signed 
consent for participation in research involving human subjects. After 
reading the statement below, please indicate your consent by signing this 
form. 

This research is being conducted in order to find ways and means 
to enhance the materials and information being disseminated in the 
music appreciation courses. This survey is designed to allow you to be 
involved in this process. The results wiU be used to make the necessary 
changes to the curriculum to accommodate your opinions. 

This survey is strictly confidential. You can not be identified in 
any way, but such information as gender, age, etc., are necessary to 
compute the responses on various levels. 

Participation in this research survey is voluntary. There is no 
penalty or loss of benefits to subjects who choose not to participate. Any 
questions you may have regarding this research may be directed to: 

Milton L. Butler, Professor 
Music Education 
School of Music 
Ohio University 
Athens, Ohio 45701 
614-593-1659(0) 

I certify that I have read and faUy understand the statement of 
procedure and agree to participate as a subject in this specific research 
described therein. My participation in this research is given voluntarily. 
I understand that I may discontinue participation at any time without 
penalty or loss of any benefits to which I may other wise be entitled. I 
certify that I am at least 18 years of age. 

/s/ 
Print 
Date 

Form IRB-2, April 1994 
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SURVEY FOR MUSIC COURSES 
INTRODUCTION 

We are committed to the enhancement of materials and 
information being disseminated in the music appreciation courses. To 
begin the process of evaluation, we are seeking your opinions to help 
identify areas that may need consideration. This survey Is designed to 
allow you to be Involved in this process. The results wiU be used to make 
the necessary chsinges to accommodate your opinions. 

This survey is COMPLETELY CONFIDENTIAL. We must keep this 
confidentiality. We ask that you do not put your name anywhere on this 
questionnaire. You can not be identified in any way, but such 
information as gender, age, etc., are necessary to compare the responses 
on Vculous levels. For this reason it is especially important that 
everyone respond as honestly as possible. Once the data has been 
entered into the computer, the original forms wiU be destroyed. 

After you have read each item carefully, please decide how much 
you £igree or dissigree, using the scale shown at the top of each page. 
Your responses should go in the space provided at the begiiming of each 
item. There are no right or wrong answers. The best response is your 
honest opinion. 
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Review the following items. Please give your honest opinion. Using 
the scale below, rate your level of agreement or disagreement. Choose 
only one level per item. 

Strongly Somewhat Neutral/ Somewhat Strongly 
Agree Agree Undecided Disagree Disagree 

1 2 3 4 5 

1. Many men sire elected to public office because they are men and 
not because they are qualified. 

2. Most white people are successful because they work heird. 

3. Women's medical issues are not receiving enough attention. 

4. In general black people are concerned citizens of their 
communities. 

5.1 feel that women are treated unfairly. 

6. Most white people think they are superior to everyone else in the 
world. 

7. Many men are too aggressive. 

8. Most blacks do not work hard enough to be successful in school. 

9. A woman can never be President of the United States. 

10. As a whole, white people do not try to deny the rights of others. 

11. Few men are helpful Eind considerate of other people. 

12. When I look at a black person I see only the color of their skin. 

13. Most women take life too seriously. 

14. Most professional men athletes make too much money. 

15. Most whites are firiendly people. 

16. Listening to classical music is not an enjoyable activity. 

17. Most black people try to understand cultures different from their 
own. 
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Strongly Somewhat Neutral/ Somewhat Strongly 
Agree Agree Undecided Disagree Disagree 

1 2 3 4 5 

18. Few women desire to be successful in the work place. 

19. Many whites are lazy and don't want to work. 

20. Few men take life seriously enough. 

21. In general blacks really want to be successful in life. 

22. Few men desire to be successful in the work place. 

23. Most women are too aggressive. 

24. Most whites work hard to be successful in school. 

25. Few women are helpful and considerate of other people. 

26. As a whole, black people do not try to deny the rights of others. 

27. For the most part, listening to classical music is enjoyable. 

28. Most white people do not tiy to understand cultures different 
from their own. 

29. Most professional women athletes make too much money. 

30. Most blacks are friendly people. 

31. There will always be a man as President of the United States. 

32. In general white people are concerned citizens of their 
communities. 

33. Men's medical Issues are not receiving enough attention. 

34. In general blacks have a lack of consideration for others. 

35. Most women who are elected to public oflBce are there because 
th^ are women and not because they are qualified. 

36. Most black people think they are superior to everyone else in the 
world. 
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Stron^y Somewhat Neutral/ Somewhat Strongly 
A^ee Agree Undecided Disagree Disagree 

1 2 3 4 5 

37. Overall, I feel that men sire treated unfairly. 

38. When I look at a white person I only see the color of their skin. 

^39. Many women who were raped Eisked for it. 

^40. Most black people are successful because they work hard. 

41. Most men construction workers are male chauvinists. 

42. In general whites have a lack of consideration for others. 

43. Most men who were rap)ed asked for it. 

^44. Many blacks are la^ and don't want to work. 

^45. In general whites really want to be successful in life. 

In the space provided to the left of each item, please place the 
number of your response. 

What is your gender? 
1. Female 
2. Male 

How old are you? 
1. under 25 3. 35-44 
2. 25-34 4. 45-54 

How would you classify your ethnic status? 
1. White/Caucasian 3. Hispanic 5. Native American 
2. Black/Afirican American 4. Asian/Asian American 6. Other 

What is your rank in school? 
1. Freshman 3. Junior 
2. Sophomore 4. Senior 

What is your GPA? 
1. 1.00- 1.99 3. 3.00-4.00 
2. 2.00-2.99 

What is your major? 
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Assessment of Musical Preferences 
Listening Tape 

Example 1 Missa Papae Marcelli Psdestrina 
Example 2 The Moldau (My Country) Smetana 
Example 3 Ancient Voices of Children Crumb 
Example 4 Sjnnphony #5, c minor, 2nd mvt Beethoven 
Example 5 S5nnphonic Dances West Side 

Story Bernstein 
Example 6 Cantata #80 Chorus 

Ein feste Burg Bach 
Example 7 Short Ride on a Fast 

Machine Adams 
Example 8 Haec dies Gregorian Chant 
Example 9 Afternoon of a Faun - Prelude Debus^ 
Example 10 Music for Strings, Percussion 

Debus^ 

Celesta, IV Bartok 
Example 11 West End Blues Armstrong 
Example 12 +Quatre Piece Fugitives #3, 

Armstrong 

D min. C. Schumann 
Example 13 Africaine Boiling 
Example 14 La Traviata Verdi 
Example 15 +Pampeana #3 Pastoral Sjnnphony 

"Impetuosamente" Ginsistera 
Example 16 Wie lieblich sind - A German 

Requiem Brahms 
Example 17 +Quatre Piece Fugitives #3, 

D. min. C. Schumann 
Example 18 +Pampeana #3 Pastoral Symphony 

"Impetuosamente" Ginastera 

+" Compositions used on the ELT 
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Biographical Information On Composers 

Stanley McDonald 

Stanley McDonald, a black American composer, was bom in New 

York on September 4, 1924. He is the second of five children, all 

musicians. His father was an organist and his mother a singer at one of 

the largest churches in New York. 

After attending school in the public system of New York, he was 

graduated with honors and began the study of music composition and 

conducting at Fisk University for Negroes. He is, by all accounts, an 

American composer. Much of his music contains melodies from 

American folk songs he heard while growing up in a musicsd feunily. 

His compositions include: 150 songs. 12 sjnnphonies. 2 operas, 4 

piano sonatas, 4 string quarters, and 1 concerto for piano and orchestra. 

George Mason 

George Manson, a black American composer, was bom in San 

Francisco, CaUfom'ia on August 10, 1919. He was the first of two 

children. His father was a railroad worker and his mother a housewife. 

His music teacher in high school recognized his musical ability 

and begem to cultivate his talent. He leamed to play the violin emd the 

cello. His early compositions were composed while he was attending 

high school. After graduation fi-om high school he studied with Samuel 

Barber, an established American composer and teacher. In some of his 

works can be heard the influence of Samuel Barber. He began to develop 

his own style after his study with Barber ended. 
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As was the case with many composers, Manson had a difficult 

time having his compositions played the orchestras of the day. As a 

result much of his work has never been heard. 

His compositions Include: 3 operas, 6 symphonies, 3 concerti for 

violin and orchestra, 3 oratorios, 2 piano quintets, and 5 piano sonatas. 

Alan Lomax 

Alan Lomax, a white AmericEin composer, was bom in Tulsa, 

Oklahoma on June 20, 1909. He was an only child bom to a father who 

was a banker and a mother who spent much of her time as a volunteer 

for charity organizations. 

Much of his secondary education was done In private schools and 

his college study at Harvard University. His teachers on the secondary 

level realized his ability to compose and provided him with private 

lessons in composition. While at Harvard University, he began to 

become more confident in his talent and composed many of his most 

well-known works; such £is "The Night," and "Piano Concerto #2 in C# 

Major." His works were performed by m2iny artist £md orchestras of the 

time. 

His compositions include: 6 Piano concerti, 4 symphonies, 10 

string quartets, 5 piano quintets, 2 oratorios and over 100 art songs. 
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Louis Femett 

Louis Feraett, a white AmeriCEUi composer, was bom in Cleveland, 

Ohio in 1920. He was the fifth child out of six. His father, an alcoholic, 

was much of the time out of work and his mother would take in waishing 

and ironing from other people to pay the bills and provide for her 

children. 

Early in his years in school he began to take piano lesson from his 

school music teacher. By the time he reached the age of 15 he was able 

to play many of the compositions by the great masters such sis Mozart, 

Beethoven emd Liszt. When he graduated from high school, he was given 

a full scholarship to study at the Peabody Conservatory of Music in 

Baltimore, Maryland. It was at the Peabody Conservatory that Femett 

discovered his ability to compose. 

At the age of 50, he virtually retired from composing, finding 

himself unsympathetic to trends in both serious music emd the popular 

musicsQ theater. 

His compositions include: 12 pisino sonatas, 4 piano concerti, 3 

piano quintets, 1 opera, 3 sjnnphonies, and 1 string quartet. 
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LISTENING RESPONSE SHEET 

Please listen to the musical examples on the tape. On the respond sheet 
using the scale from one (highest) to five (lowest), place the number of 
your response in the space to the left of the example item. Be sure to 
match the number of the example on the tape with the example item 
below. 

1. I really like this music 
2. I like this music 
3. I neither like nor dislike this music 
4. I do not like this music 
5. I really do not like this music 

Example 1 
Example 2 
Example 3 
Example 4 
Example 5 
Example 6 
Example 7 
Example 8 
Example 9 
Example 10 
Example 11 
Example 12 
Example 13 
Example 14 
Example 15 
Example 16 
Example 17 
Example 18 
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LISTENING RESPONSE SHEET II 

Please listen to the musiceil examples on the tape. Each example 

will be preceded by biographical information on the composer. Listen 

carefully to this information and the musical example. On the respxjnse 

sheet using the scale from one (highest) to five (lowest), place the 

number of your response in the space to the left of the example item. 

Be sure to match the number of the example on the tape with the 

number of the example item below. 

1. I really like this music 
2. I like this music 
3. I neither like nor dislike this music 
4. I do not like this music 
5. I really do not like this music 

Example 1 

Example 2 

^Example 3 

Example 4 
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Composite Frequencies of Responses to MATE 
Without Distracters 

Frequency Percent 

Q4. In general, black people are concerned citizens of their communities. 

agree 11 9.4 .9% missing data 
undecided 29 24.8 
disagree 76 65.0 
total 116 99.1 % 

Q6. Most white people think they are superior to everyone else in the 
world. 

agree 38 32.5 
undecided 18 15.4 
disagree 61 52.1 
total 117 100.0 % 

Q8. Most blacks do not work hard enough to be successful in school. 

Eigree 14 12.0 
undecided 15 12.8 
disagree 88 75.2 
total 117 100.0 % 

QIO. As a whole, white people do not try to deny the rights of others. 

agree 40 34.2 
vmdecided 26 22.2 
disagree 51 43.6 
total 117 100.0 % 

Q12. When I look at a black person I see only the color of their skin. 

agree 11 9.4 
undecided 5 8.3 
disagree 101 86.3 
total 117 100.0 % 
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Frequency Percent 

Q15. Most whites are friendly people. 

agree 24 22.2 
undecided 41 35.0 
disagree _50 42.7 
total 117 100.0% 

Q17. Most black people try to understand cultures different from their 
own. 

agree 32 27.4 
undecided 60 51.3 
disagree 25 21.4 
total 117 100.0% 

Q19. Many whites are kizy and don't want to work. 

agree 25 21.4 
undecided 28 23.9 
disagree ^ 54.7 
total 117 100.0% 

Q21. In general, blacks really want to be successful in life. 

agree 4 3.4 
undecided 25 21.4 
disagree 75.2 
total • 117 100.0% 

Q24. Most whites work hard to be successful in school. 

agree 17 14.5 
undecided 25 21.4 
disagree _75 64.1 
total 117 100.0% 

Q26. As a whole, black people do not try to deny the rights of others. 

agree 31 26.5 
undecided 32 27.4 
disagree ^ 46.2 
total 117 100.0% 



98 

Frequency Percent 

Q28. Most white people do not try to understand cultures different from 
their own. 

agree 49 41.9 
undecided 27 23.1 
disagree ^ 35.0 
total 117 100.0% 

Q30. Most blacks are friendly people. 

agree 14 12.0 
undecided 33 28.2 
disagree 70 59.8 
total 117 100.0% 

Q32. In general, white people are concerned citizens of their 
communities. 

agree 9 7.7 
undecided 23 19.7 
disagree 72.6 
total 117 100.0% 

Q34. In general, blacks have a lack of consideration for others. 

agree 13 11.1 
undecided 29 24.8 
disagree 7b 64.1 
total 117 100.0% 

Q36. Most black people think they are superior to everyone else in the 
world. 

agree 8 6.8 
undecided 26 22.2 
disagree ^ 70.9 
total 117 100.0% 
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Frequency Percent 

Q38. When I look at a white person I only see the color of their skin. 

agree 9 7.7 
undecided 14 12.0 
disagree 9± 80.3 
total 117 100.0% 

Q40. Most black people are successful because they work hard. 

agree 4 3.4 
undecided 13 11.1 
disagree 100 85.5 
total 117 100.0% 

Q42. In general, whites have a lack of consideration for others. 

agree 8 6.8 
undecided 29 24.8 
disagree ^ 68.4 
total 117 100.0% 

Q44. Many blacks are lazy and don't want to work. 

agree 8 6.8 
undecided 29 24.8 
disagree ^ 68.4 
total 117 100.0% 

Q45. In general, whites reaUy want to be successful in life. 

agree 5 4.3 
undecided 20 17.1 
disagree 92 78.6 
total 117 100.0% 
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Frequencies of Responses to MATE by White Americans 

Frequency Percent 

Q4. In general, black people are concerned citizens of their communities. 

agree 6 6.7 
undecided 24 27.0 
disagree ^ 66.3 
total 89 100.0% 

Q6. Most white people think they are superior to everyone else in the 
world. 

agree 16 18.0 
undecided 17 19.1 
disagree ^ 62.9 
total 89 100.0 % 

Q8. Most blacks do not work hard enough to be successful in school. 

agree 5 5.6 
undecided 11 12.4 
disagree 73 82.0 
total 89 100.0 % 

Q10. As a whole, white people do not try to deny the rights of others. 

agree 24 27.0 
undecided 18 20.2 
disagree ^ 52.8 
total 89 100.0% 

Q12. When I look at a black person I see only the color of their skin. 

agree 5 5.6 
undecided 2 2.2 
disagree ^ 92.1 
total 89 100.0 % 
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Frequency Percent 

Q15. Most whites are friendly people. 

agree 17 19.1 
undecided 28 31.5 
disagree M 49.4 

. total 89 100.0% 

Q17. Most black people try to understand cultures different from their 
own. 

agree 21 23.6 
undecided 52 58.4 
disagree 16 18.0 
total 89 100.0 % 

Q19. Msiny whites are lazy and don't want to work. 

agree 21 23.6 
undecided 14 15.7 
disagree ^ 60.7 
total 89 100.0 % 

Q21. In general, blacks really want to be successful in life. 

agree 3 3.4 
undecided 21 23.6 
disagree 65 73.0 
total 89 100.0 % 

Q24. Most whites work hard to be successful in school. 

agree 11 12.4 
undecided 16 18.0 
disagree ^ 69.7 
total 89 100.0% 

Q26. As a whole, black people do not try to deny the rights of others. 

agree 22 24.7 
undecided 26 29.2 
disagree 41 46.1 
total 89 100.0 % 
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Frequency Percent 

Q28. Most white people do not try to understand cultures different from 
their own. 

agree 33 37.1 
undecided 20 22.5 
disagree X 40.4 
total 89 100.0 % 

Q30. Most blacks are friendly people. 

agree 6 6.7 
undecided 25 28.1 
disagree ^ 65.2 
total 89 100.0 % 

Q32. In general, white people are concerned citizens of their 
communities. 

agree 4 4.5 
undecided 15 16.9 
disagree 70 78.7 
total 89 100.0% 

Q34. In general, blacks have a lack of consideration for others. 

agree 8 9.0 
undecided 20 22.5 
disagree 61 68.5 
total 89 100.0 % 

Q36. Most black people think they £ire superior to everyone else in the 
world. 

agree 7 7.9 
undecided 20 22.5 
disagree ^ 69.7 
total 89 100.0 % 
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Frequency Percent 

Q38. When I look at a white person I only see the color of their skin. 

agree 3 3.4 
undecided 9 10.1 
disagree 77 86.5 
total 89 100.0 % 

Q40. Most black people are successful because they work hard. 

agree 3 3.4 
undecided 12 13.5 
diseigree 74 83.1 
total 89 100.0 % 

Q42. In general, whites have a lack of consideration for others. 

agree 12 13.5 
undecided 18 20.2 
disagree 59 66.3 
total 89 100.0 % 

Q44. Many blacks Eire lazy and don't want to work. 

agree 3 3.4 
undecided 21 23.6 
disagree ^ 73.0 
total 89 100.0 % 

Q45. In general, whites really want to be successful in life. 

agree 
undecided 
disagree 
total 

3 3.4 
9 10.1 

77 86.5 
89 100.0 % 
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Frequencies of Responses to MATE by Afilcan Americans 

Frequenqr Percent 

Q4. In general, black people are concerned citizens of their communities. 

agree 5 20.7 4.2% missing data 
undecided 4 17.4 
disagree 14 58.3 
total 24 95.8 % 

Q6. Most white people think they are superior to everyone else in the 
world. 

agree 21 87.5 
undecided 0 0 
disagree _3 12.5 
total 24 100.0 % 

Q8. Most blacks do not work hard enough to be successful in school. 

agree 7 29.2 
undecided 4 16.7 
disagree 13 54.2 
total 24 100.0 % 

Q10. As a whole, white people do not try to deny the rights of others. 

agree' 15 62.5 
undecided 8 33.3 
dis£igree _i 4.2 
total 24 100.0% 

Q12. When I look at a black person I see only the color of their skin. 

agree 5 20.8 
undecided 2 8.3 
disagree _17 70.8 
total 24 100.0 % 
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Frequency Percent 

Q15. Most whites are friendly people. 

agree 8 33.3 
undecided 12 50.0 
disagree _4 16.7 
total 24 100.0 % 

Q17. Most black people tiy to understand cultures different from their 
own. 

agree 11 45.8 
undecided 4 16.7 
disagree _9 37.5 
total 24 100.0 % 

Q19. Msuiy whites are lazy eind don't want to work. 

agree 4 16.7 
undecided 14 58.3 
disagree _6 25.0 
total 24 100.0% 

Q21. In genereil, blacks really want to be successful in life. 

agree 1 4.2 
undecided 4 16.7 
discigree _19 79.2 
total 24 100.0% 

Q24. Most whites work hard to be successful in school. 

agree 5 20.8 
undecided 9 37.5 
dls£igree 41.7 
total 24 100.0 % 

Q26. As a whole, black people do not try to deny the rights of others. 

agree 7 29.2 
undecided 6 25.0 
diSEigree jJL 45.8 
total 24 100.0% 
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Frequency Percent 

Q28. Most white people do not try to understand cultures different from 
their own. 

agree 14 58.3 
undecided 6 25.0 
disagree _4 16.7 
total 24 100.0 % 

Q30. Most blacks £ire friendly people. 

agree 7 29.2 
undecided 6 25.0 
disagree il 45.8 
total 24 100.0% 

Q32. In general, white people are concerned citizens of their 
communities. 

agree 5 20.8 
undecided 6 25.0 
disagree 54.2 
total 24 100.0% 

Q34. In general, blacks have a lack of consideration for others. 

£igree 5 20.8 
undecided 7 29.2 
disagree 12 50.0 
total 24 100.0% 

Q36. Most black people think they are superior to everyone else in the 
world. 

agree 1 4.2 
imdecided 5 20.8 
disagree 18 75.0 
total 24 100.0 % 
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Frequency Percent 

Q38. When I look at a white person I only see the color of their skin. 

agree 6 25.0 
undecided 5 20.8 
disagree 13 54.2 
total 24 100.0 % 

Q40. Most black people are successful because they work hard. 

agree 1 4.2 
undecided 0 0 
disagree 23 95.8 
total 24 100.0 % 

942. In general, whites have a lack of consideration for others. 

agree 8 33.3 
undecided 13 54.2 
disagree _3 12.5 
total 24 100.0 % 

Q44. Many blacks sire lazy and don't want to work. 

agree 5 20.8 
undecided 8 33.3 
disagree JJ^ 45.8 
total 24 100.0 % 

Q45. In general, whites really want to be successful in life. 

agree 2 8.3 
undecided 10 41.7 
disagree 12 50.0 
total 24 100.0 % 
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Comparison of Responses to MATE by ethnic group 

WHITES [BLACKS] 

1. Most white people are successful because they work hard. 
AGREE 27% [62.5%] DISAGREE 49.4% [29.2%] 

2. In general, black people are concerned citizens of their conmiunities. 
AGREE 6.7% [21.7%1 DISAGREE 66.3% [60.9%] 

3. Most white people think they are superior to everyone else in the 
world. 

AGREE 18% [87.5%] DISAGREE 62.9% [12.5%] 
4. Most blacks do not work hard enough to be successful in school. 

AGREE 82% [29.2%] DISAGREE 5.6% [54.2%] 
5. As a whole, white people do not try to deny the rights of others. 

AGREE 27% [62.5%] DISAGREE 52.8% [4.2%] 
6. When I look at a black person I see only the color of their skin. 

AGREE 5.6% [20.8%] DISAGREE 92.1% [70.8%] 
7. Most whites are friendly people. 

AGREE 19.1% [33.3%] DISAGREE 49.4% [16.7%] 
8. Most black people try to understand cultures different from their own. 

AGREE 23.6% [45.8%] DISAGREE 18% [37.5%] 

9. Many whites aie lazy and don't want to work. 
AGREE 60.7% [16.7%] DISAGREE 23.6% [25%] 

10. In general, blacks really want to be successful in the work place. 
AGREE 3.4% [4.2%] DISAGREE 73% [79.2%] 

11. Most whites work hard to be successful in school. 
AGREE 12.4% [20.8%] DISAGREE 69.7% [41.7%] 

12. As a whole, black people do not try to deny the rights of others. 
AGREE 24.7% [29.2%] DISAGREE 46.1% [45.8%] 
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13. Most white people do not try to understand cultures different from 
their own. 

AGREE 37.1% [58.3%] DISAGREE 40.4% [16.7%] 
14. Most blacks are friendly people. 

AGREE 6.7% [29.2%] DISAGREE 65.2% [45.8%] 
15. In general, white people are concerned citizens of their conmiunitles. 

AGREE 4.5% [20.8%] DISAGREE 78.7% [54.2%] 
16. In general, blacks have a lack of consideration for others. 

AGREE 9% [20.8%] DISAGREE 68.5% [50%] 
17. Most black people think they are superior to everyone else in the 
world. 

AGREE 7.9% [4.2%] DISAGREE 69.7% [75%] 
18. When I look at a white person I only see the color of their skin. 

AGREE 3.4% [25%] DISAGREE 86.5% [54.2%] 
19. Most black people are successful because they work hard. 

AGREE 3.4% [ 0%] DISAGREE 83.1% [95.8%] 

20. In genersd, whites have a lack of consideration for others. 
AGREE 13.5% [33.3%] DISAGREE 66.3% [12.5%] 

21. Many blacks are laizy and don't want to work. 
AGREE 3.4% [20.8%] DISAGREE 73% [45.8%] 

22. In general, whites really want to be successful In life. 
AGREE 3.4% [8.3%] DISAGREE 86.5% [50%] 

The percentage which is not reflected for each item is distributed simong 
the subjects who responded with undecided. 
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Frequencies of Responses to Assessment of Musicsil Preferences (AMP) 
by Entire Sample 

Frequency Percent 

12A. Clara Schunmnn "Quartre Pieces Fugitives #3" in D mln. 

Like 73 62.4 
Undecided 35 29.9 
Dislike _9 7.7 

117 100.0 

15A. Ginastera Impetuosamente "Pampeana #3 Pastoral Symphony" 

Like 26 22.2 
Undecided 45 38.5 
Dislike 46 39.3 

117 100.0 

17A. Clara Schumann "Quartre Pieces Fugitives #3" in D min. 

Like 78 66.7 
Undecided 32 27.4 
Dislike _7 6.0 

117 100.0 

18A. Ginastera Impetuosamente "Pampeana #3 Pastoral Symphony" 

Like 40 34.2 
Undecided 51 43.6 
Dislike 26 22.2 

117 100.0 
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Frequencies of Responses to Experimental Listening Tape (ELT) 
by Entire Sample 

Frequency Percent 

IB. Clara Schumann "Quartre Pieces Fugitives #3" in D min. 

Like 85 72.6 
Undecided 18 15.4 
Dislike 14 1^ 

117 100.0 

2B. Ginastera Impetuosamente "Pampesina #3 Pastoral Symphony" 

Like 44 37.6 
Undecided 41 35.0 
Dislike ^ 27.4 

117 100.0 

3B. Clara Schumann "Quartre Pieces Fugitives #3" in D min. 

Like 47 40.2 
Undecided 48 41.0 
Dislike 22 • IM 

117 100.0 

4B. Ginastera Impetuosamente "Pampezina #3 Pastoral Sjnnphony" 

Like 79 67.5 
Undecided 27 23.1 
Dislike 11. 9.4 

117 100.0 
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Frequencies of Responses to AMP by White Americans 

Frequency Percent 

12A. Clara Schumann "Quartre Pieces Fugitives #3" in D min. 

Like 59 66.3 
Undecided 25 28.1 
Dislike _5 5.6 

89 100.0 

15A. Ginastera Impetuosamente "Pampeana #3 Pastoral Sjnnphony" 

Like 22 24.7 
Undecided 31 34.8 
Dislike M 

89 100.0 

17A. Clara Schumann "Quartre Pieces Fugitives #3" in D min. 

Like 65 73.0 
Undecided 19 21.3 
Dislike _5 5.6 

89 100.0 

18A. Ginastera Impetuosamente "Peimpeana #3 Pastoral Symphony" 

Like 34 38.2 
Undecided 37 41.6 
Dislike 18 20^ 

89 100.0 
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Frequencies of Responses to ELT by White Americans 

Frequency Percent 

IB. Clara Schumann "Quartre Pieces Fugitives #3" in D min. 

Like 71 79.8 
Undecided 10 11.2 
Dislike _8 9.0 

89 100.0 

2B. Ginastera Impetuossunente "Pampeana #3 Pastoral S5anphony'' 

Like 34 38.2 
Undecided 32 36.0 
Dislike 23 25.8 

89 100.0 

3B. Clara Schumann "Quartre Pieces Fugitives #3" in D min 

Like 36 40.4 
Undecided 38 42.7 
Dislike 15 1^ 

89 100.0 

4B. Ginastera Impetuosamente "Pampeana #3 Pastoral Symphony" 

Like 64 71.9 
Undecided 18 20.2 
Dislike _7 7.9 

89 100.0 
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Frequencies of Responses to AMP by African Americans 

Frequency Percent 

12A. Clara Schumann "Quartre Pieces Fugitives #3" in D min. 

Like 13 54.2 
Undecided 8 33.3 
Dislike _3 12.5 

24 100.0 

15A. Ginastera Impetuosamente "Pampeana #3 Pastoral Symphony" 

Like 4 16.7 
Undecided 13 54.2 
Dislike _7 29.2 

24 100.0 

17A. Clara Schumann "Quartre Pieces Fugitives #3" in D min. 

Like 11 45.8 
Undecided 11 45.8 
Dislike _2 8.3 

24 100.0 

18A. Ginastera Impetuosamente "Pampeana #3 Pastoral Sjnnphony" 

Like 5 20.8 
Undecided 11 45.8 
Dislike _8 33.3 

24 100.0 
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Frequencies of Responses to ELT by African Americans 

Frequency Percent 

IB. Clara Schumann "Quartre Pieces Fugitives #3" in D min. 

Like 12 50.0 
Undecided 6 25.0 
Dislike j6 25.0 

24 100.0 

2B. Ginastera Impetuosamente "Pampeana #3 Pastoral Symphony" 

Like 8 33.3 
Undecided 9 29.2 
Dislike _7 37.5 

24 100.0 

3B. Clara Schumann "Quartre Pieces Fugitives #3" in D min. 

Like 9 37.5 
Undecided 8 33.3 
Dislike _7 29.2 

24 100.0 

4B. Ginastera Impetuosamente "Pampeana #3 Pastoral S5ntnphony" 

Like 13 54.2 
Undecided 7 29.2 
Dislike _4 

24 100.0 
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