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The purpose of this study was to determine the 

instructional methods of Oklahoma's elementary school music 

educators with respect to the inclusion of an authentic 

repertoire of American Indian music in the curriculum. The 

research was conducted through two methods. First, an 

analysis and review of adopted textbook series and pertinent 

supplemental resources on American Indian music was made. 

Second, a survey of K-6 grade elementary music specialists in 

Oklahoma during the 1997-1998 school year was conducted. 

Results indicated that textbooks continue to have a 

tremendous impact in defining the content of elementary music 

education and that stereotypes and other misrepresentations 

of American Indians and their music continue to be reinforced 

by the presentation in some textbooks. Other weaknesses in 

the textbook presentations include English-only lyrics and a 

failure to provide cultural information such as title, tribe 

of origin, context and authentic accompaniment. 

Most (79.3%) of the respondents included American Indian 

music in their curriculum. The average yearly instructional 

time focused on American Indian music for all grades K-6 was 

2.95%. The percentage of American Indian student enrollment 



does not appear to have a significant influence on teachers' 

inclusion of American Indian music. 

The most frequently used types of American Indian songs 

were game, animal, lullaby and story. For the most part, 

teachers used traditional American Indian instruments (drums, 

rattles and flutes) when presenting American Indian music. A 

majority of the respondents incorporated additional resources 

such as recordings, guest artists and videos when teaching 

American Indian music. 

Teachers' experience with American Indian music through 

coursework, workshops and pow-wows was related to the 

inclusion of American Indian music in the curriculum and the 

repertoire and practices utilized in teaching American Indian 

music in the classroom. For example, teachers who had 

attended a pow-wow focused a significantly higher percentage 

of yearly instructional time on American Indian music than 

those who had not. 
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CHAPTER 1 

INTRODUCTION, RATIONALE, PURPOSE AND PROBLEMS 

Introduction 

The basis for this study is the premise that schools 

should reflect the demographics of the local community in 

their music curricula. I have chosen to investigate the 

presentation of American Indian music by elementary music 

educators. Since Oklahoma has the largest American Indian 

population in the nation, its music curriculum should, in 

accordance with recommendations of educators and 

ethnomusicologists, be made relevant to the American Indian 

heritages of its population. Oklahoma might then serve as a 

model for accurate, authentic inclusion of American Indian 

music. This can be determined by studying the extent and 

manner in which American Indian music is included in 

elementary school music classrooms of Oklahoma. 

The focus of this study is the repertoire which makes up 

the American Indian music curriculum in elementary music 

classes in Oklahoma and the context in which it is presented. 

The critical issues are the authenticity of instructional 

materials, the avoidance of stereotypes and the 

appropriateness of the activities/experiences which are used 

when teaching American Indian music. 

The research was conducted through an analysis and 

review of adopted textbook series and pertinent supplemental 

resources on American Indian music, as well as a survey of 



elementary music educators regarding their inclusion of 

American Indian repertoire, methods utilized in teaching 

American Indian music, and personal and professional 

background which may influence their instruction. 

There is continuing debate regarding the term "American 

Indian." The Indian Nations at Risk Task Force (1991) used 

the term "American Indian" to refer to descendants of those 

peoples who, prior to the arrival of European colonists, 

inhabited the area of the contiguous United States; the term 

"Native American" included American Indians and Alaska 

Natives. This definition differed from that of the American 

Council of Education (1992) and the Bureau of the Census 

(1993) which both used the term "American Indian" as a racial 

classification inclusive of Native Alaskans. Burton (1993) 

admitted that "each term in current usage has some degree of 

invalidity from cultural, historical, or political 

viewpoints" (p. 9). The American Indian Digest (Russell, 

1995) reported that "America's native people have been known 

as Indians for 450 years; American Indians since World War 

II; Native Americans for the last 20 years; [and that] First 

Americans, First Nations and a host of other names are under 

consideration" (p. 10). Russell used the terms "American 

Indian" and "Indian" interchangeably, leaving "the 

politically correct semantics to the academic community and 

future generations" (p. 10). "American Indian and Native 

American are both accepted terms for referring to indigenous 

peoples of North America, although Native Americans is a 

broader designation..."(American Psychological Association, 



1994, p. 52). Throughout this study, the term "American 

Indian" will be used because it most accurately describes the 

non-Alaskan, native American peoples of Oklahoma. 

The American Indian population in the U.S. in 1990 was 

1.9 million, growing at a faster rate (38%) than the total 

population (9%) from 1980. American Indians represented 0.9% 

of the total U.S. population in 1990 (U.S. Department of 

Education, 1992, p. 8-9). "Projections show the growth of 

the American Indian population, reaching 4.6 million by 2050" 

(Bureau of the Census, 1993, p. 2). According to reports on 

the census data for American Indians, the cause for this 

enormous increase in population growth is recruitment and 

changes in self-identification (Passel & Burman, 1986, p. 

164). Many people with some degree of American Indian 

ancestry are increasingly identifying themselves as American 

Indian due to changes in "the form of the race question [on 

the census], real economic incentives for being American 

Indian in some states, reduced discrimination against 

American Indians, increased willingness to self-identify as 

American Indian, and increased use of self-enumeration in the 

census" (Passel & Burman, 1986. p. 182). 

Oklahoma is the state with the largest American Indian 

population, numbering 252,132 (Bureau of the Census, 1994, p. 

11). American Indians make up 13% of the 3,278,000 total 

resident population of Oklahoma (U.S. Bureau of the Census, 

1996, p. 33). The present structure of Oklahoma's population 

is not a result of aboriginal Indian choice, but of White 

policy. The American Indians of Oklahoma "are largely 



descendants of the 19th century emigrants who had been driven 

by Whites from almost every other section of the country" 

(Strickland, 1985, p. 2). The population in Oklahoma 

comprises 10% of the total American Indian population in the 

U.S. (Bureau of the Census, 1993, p. 7). 

Nationally, Oklahoma has the highest public school 

enrollment of American Indian students. During the 1995-1996 

school year, American Indians were the largest ethnic 

minority in Oklahoma, comprising 15.1% of the state's public 

school enrollment (Oklahoma Department of Indian Education). 

Although nationally 50,000 American Indian children are being 

taught in schools operated by the Bureau of Indian Affairs 

(BIA), Indian contract schools, or private schools, some 85% 

to 90% are educated in the public schools of the United 

States (Indian Nations at Risk Task Force, 1991, p. 2). The 

percentage is even higher in Oklahoma; approximately 98% of 

American Indian students attend public schools (personal 

communication with Ron West, Director of Oklahoma Indian 

Education, August 27, 1997). 

Rationale 

Demographics and Curriculum 

Providing a system of education to meet the needs of a 

culturally diverse population has been a recurring issue in 

American education (Baptiste, 1979). The recognition of 

cultures within the U.S. became increasingly urgent in the 

face of issues such as desegregation and educational neglect 

of certain groups (Tiedt & Tiedt, 1990). 

Anderson (1983) stated that "music programs in the U.S. 



should reflect the great ethnic heritage of the American 

People" (p. 32). An important issue was the role music 

educators should take in implementing curricula which reflect 

this heritage. Boyer-White (1988) discussed the need for 

music teachers to "learn as much as they can about the 

cultures that their students represent," and use the cultural 

differences "for building a strong and lasting educational 

foundation for their music programs" (p. 53). Yarbrough 

(1992) observed "that the diverse cultures comprising 

American society are not equally distributed throughout the 

country" (p. 66). Anderson (1992) later suggested that the 

music a teacher includes in the curriculum be selected in 

view of the expertise of the teacher and the demographics of 

the geographical region of each institution: 

For example, music educators in the State of Hawaii 

could draw significantly on the musics of Asia and 

Oceana, while those in California, Texas, and Florida 

have populations that have been heavily influenced by 

the musics of Latin America and the Caribbean, (p. 54) 

In the Southern Division of MENC (Alabama, Florida, Georgia, 

Kentucky, Louisiana, Mississippi, North Carolina, South 

Carolina, Tennessee, Virginia, and West Virginia), the 

predominance of African American populations was reflected in 

the inclusion of African music (12%) in the general music 

curriculum (J. Moore, 1993, p. 15). 

A look at the representation in the music classroom 

shows the variety which exists from state to state and even 

community to community. In 1990, the U.S. Department of 



Education reported that African-Americans were most highly 

represented in Mississippi at 50.7%, and 89.5% in the 

District of Columbia. Hispanic enrollment was highest in New 

Mexico, representing 45.3% of the enrollment. Asian or 

Pacific Island students represented 67.9% of the enrollment 

in Hawaii. Alaskan natives made up 22.6% of enrollment in 

that state, and Oklahoma was the state with the highest 

American Indian enrollment, representing 12.4% of the public 

school enrollment (U.S. Department of Education, 1993, p. 

61) . 

The instructional inclusion of American Indian music 

While music educators have accepted the ideal of 

including diverse musics in the curriculum, actual classroom 

practice is uncertain (Volk, 1991; J. Moore, 1993). J. 

Moore's (1993) study inferred that music educators in 

Oklahoma did not include enough American Indian music in 

their curricula. That study raised doubts as to exactly how 

much American Indian music was being used in the classrooms, 

particularly in areas with large American Indian populations 

such as Oklahoma. Edwards (1994) observed that "although 

considerable systematic research has been done regarding 

Indian education...the role of music education with children 

of these cultures is relatively unexplored." 

One basis for a viable approach to incorporating 

culturally diverse materials into the general music 

curriculum is provided by Elliott (1989). Elliott's three 

criteria for the ideal multicultural music education provide 

a conceptual framework for reviewing the elementary school 



music curriculum. These criteria—repertoire, authenticity 

and behavioral commitment—are summarized below and applied 

to the inclusion of American Indian music in the elementary 

school music curricula. 

Repertoire 

The first criterion is the presentation of a culturally 

diverse musical repertoire. In the case of elementary music 

repertoire, most songs used come from textbooks. "The 

textbook holds a place of unparalleled importance....[They] 

not only define a substantial portion of the content, 

sequence, and aims of the curriculum, they also influence the 

way in which certain topics will be regarded" (Eisner, 1990, 

p. 32-33) . An examination of elementary school music series 

published in the U.S. from 1926 to 1976 revealed that there 

was a change in the textbooks in response to music educators' 

mandate for a diverse repertoire (Diaz, 1980). From a 

repertoire dominated by Western European folk songs, Diaz 

noted the inclusion of a greater number of songs from other 

parts of the world, including songs with foreign language 

texts. Songs of American Indian origin consistently made up 

an average of only 1% of textbook contents (Diaz, 1980, p. 

476) . 

Before the multicultural imperative was expressed among 

music educators, the public schools had failed to include 

this indigenous music in the repertoire of general music 

curricula (Anderson & Campbell, 1989). At the beginning of 

the 20th century, the repertoire of American Indian music 

"was not only neglected, but was being rapidly obliterated by 



the steady pressure of the [government]" (Curtis, 1968, p. 

vi). When Curtis began transcribing American Indian music 

circa 1900, the use of native songs was absolutely forbidden 

in the government-run schools on the reservations (1968, p. 

vi) . 

There were three studies which examined music educators' 

inclusion of multicultural/world music repertoire (Roberts, 

1982; Yudkin, 1990; and J. Moore, 1993). From a survey of 

225 general elementary music specialists in Missouri, Roberts 

(1982) reported that American folk, Western Classical and 

Pop/Rock were the most frequently presented genres, although 

72% of teachers used American Indian music in their 

curriculum (p. 122). Roberts identified, in a discussion of 

implications for further investigation, the need to determine 

the "specific types of classroom experiences which are used 

with specific music genres" (p. 134). The third research 

problem of my dissertation is a response to Roberts' 

suggestion. 

Yudkin (1990) reported that perhaps no more than the 

smallest sampling of American Indian musical styles was 

represented in K-6 general music programs in California's 

public schools, and that the amount of time spent on American 

Indian music may be limited to one or two songs taught for a 

Thanksgiving unit. 

J. Moore (1993) surveyed 300 MENC members indicating "a 

special interest and activity in the area of general music." 

However, there was no attempt made "to account for the 

attitudes and practices of the many general music teachers 



who are not members of MENC" (p. 99). An investigation of 

general music teachers, not restricted to those who are MENC 

members, may present a more accurate picture of current 

practice. For this reason, the sample used in the present 

study is drawn from all certified music specialists in 

Oklahoma. 

In order to ascertain the types of world music used in 

the classroom, J. Moore asked respondents to indicate the 

percentage of class time devoted to 12 "world music types." 

These incongruous "types" included the continent of Africa, 

excluded Australia, divided Asia into three regions, referred 

to an undefined "Latin America," and the even less specific 

"Middle East," (which includes parts of Africa, Asia, and 

Europe). A rationale for this particular categorization was 

not included. Several items appearing on the list were 

described as "styles associated with the European heritage: 

American folk music, American Jazz, Contemporary music, 

European art music and Pop/Rock." Such classifications belie 

the diverse origins of some styles. The categorization of 

world music in this way did not yield sufficient information 

for studying the general music curricula. 

Nevertheless, to determine repertoire of general music 

programs, J. Moore asked respondents to indicate the 

percentage of time they presented these various types of 

music to their students. In the study, Moore stated that 

MENC members in the Southwestern Division (Arkansas, 

Colorado, Kansas, Missouri, New Mexico, Oklahoma, and Texas), 

compared to other MENC divisions, were devoting the least 
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amount of time to American Indian music (a little over 5% in 

contrast to the North Central Division which indicated close 

to 11% of class time spent on the same genre). I believe 

that the intervals of the forced-choice options were 

artificially large: 0%, 10%, 25%, and 50%. Diaz (1980) found 

that, on average, songs of particular ethnic origin made up 

only 1% to 4% of textbook contents. If the textbooks devote 

only these small percentages of content space to ethnic 

musics, teachers, more than likely, spend comparable amounts 

of time using ethnic music in the class; this perhaps caused 

questionable responses concerning allocation in the J. Moore 

(1993) study. 

J. Moore (1993) concluded that for some music educators 

in Oklahoma, "the very proximity of the [American Indian] 

culture in a reverse kind of logic might have minimized the 

teachers' interest" (p. 115). Was the only culture native to 

the U.S. being woefully neglected? Why? Such behavior is 

counter-intuitive and opposes the multicultural imperative. 

It seems more likely that the closer proximity to indigenous 

communities and increased numbers of American Indian students 

would result in a higher degree of interest in American 

Indian music. 

J. Moore's (1993) study inferred that music educators in 

Oklahoma were not following the recommendation of 

professional leadership in music education, which called for 

a commitment to include the music of the indigenous 

community—the American Indian population. Further empirical 

study is necessary to provide a more refined picture of the 
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curricular and instructional inclusion of American Indian 

music in elementary school music programs of Oklahoma. 

Edwards (1994) pointed out that "relevance to the 

child's world is critical for a depth of learning to take 

place beyond superficial experiences with American Indian 

culture." Therefore, it is pedagogically critical to "select 

materials that are based upon tribes who live or once lived 

in the school's geographic area" (p. 130). Campbell (1995) 

suggested a repertoire that is "musically in balance with the 

teacher and her musical life in a multicultural and global 

society," including "music the local and regional cultures 

can offer" (p. 26). As a result of the demand for a wider 

repertoire, supplemental resource materials were made 

available to music educators. The state adopted textbooks in 

Oklahoma, as well as related supplemental materials, are 

reviewed in Chapter 3. 

In summary, the presentation of a culturally diverse 

repertoire is fundamental to the elementary music curriculum. 

Textbook contents have expanded to meet the call for a wider 

variety of non-Western selections, yet American Indian music 

makes up only one percent of the repertoire. That music 

which has been included should be examined for authenticity. 

Authenticity 

The second criterion is a concern for authenticity. The 

issue of authenticity had been discussed since the 1960s. 

Music educators at the Yale Symposium in 1963 called for 

authentic, non-Western music in the classroom (Palisca, 

1963), as did the Tanglewood Symposium in 1967 (Murphy & 
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Sullivan, 1968). Fowler (1966) enunciated the demand for 

authenticity: 

Only authentic ethnic music, presented with its own 

indigenous accompaniment, its own language, or its own 

dance, will provide fair representation....Children 

acquire a distorted view when presented to cultures or 

subcultures by means of quaint customs or 

superficialities, (p. 290) 

In spite of this demand, two studies identified 

instances of inaccurate and/or atypical presentation of songs 

in textbooks. Trinka (1987) examined selected Anglo- and 

African-American folk songs from school music series 

recordings. Among other deficiencies, Trinka noted that the 

series' folk songs were "rendered according to criteria 

contrary to those dictated by participants of American folk 

music traditions (Abstract from: Pro Quest: Dissertation 

Abstracts Item AAL 8717552). 

M. Moore (1977) examined elementary textbook presenta-

tions of African-American and American Indian folk songs 

contained in four elementary textbook series from 1928 to 

1975 and found that the majority were not authentic or 

typical. The traits referred to as characteristic of 

American Indian music were derived from sources by Ballard, 

Curtis, Densmore, Kurath, and Parthun (p. 145-146) . 

The criteria used in M. Moore's assessment were rhythm, 

melody, form, text and accompaniment. Authentic rhythm 

referred to those rhythms of the earliest extant versions of 

songs. Characteristic rhythms included heterometricism, 
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irregular grouping, multidurational values, and syncopation. 

The melody or tune of the earliest extant versions was the 

standard for judging authenticity. Characteristic melodies 

were defined in terms of specific melodic contours, melodic 

intervals, range, scale, and tonal center. Characteristic 

forms included "litanytype," strophic, and through composed. 

Characteristic texts included vocables, and were in tribal 

language. Characteristic accompaniments were those which 

used percussive instruments and rhythmic polyphony (p. 145). 

Moore concluded that: a) a majority of the songs lacked 

some of the features most "typical" of American Indian music; 

b) authenticity was difficult to determine; c) composed songs 

often negatively portrayed the lifestyle of American Indians; 

d) the status of American Indian music in textbooks did not 

improve, despite the concern of music educators for including 

music of minorities in instructional materials; and e) that 

"the foregoing would seem to be a clear mandate to focus 

attention on Native Americans and their music" (M. Moore, 

1977, p. 167-176). By means of this study I have answered 

the call to address the critical issue of the status of 

American Indian music in textbooks, which continues to plague 

the general music curriculum. Chapter 3 consists of an 

analysis of existing music series textbooks; evaluating the 

books for characteristics of accurate presentation of 

American Indian music as prescribed by Schupman (1991). 

Early compilers of American Indian music (Fletcher & 

Fillmore, 1893; Burton, 1909) frequently presented the songs 

with Western harmonization, believing that the only way to 
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appreciate American Indian music was to harmonize it. In 

answering criticisms from colleagues regarding harmonization 

of American Indian melodies, Burton, (1909) defended the 

practice by stating: 

The plain fact is that we whites cannot grasp the whole 

beauty of a melody unless we hear it with appropriate 

harmony. Therefore, if the beauty of Indian song is to 

be set forth to civilization, harmony must be employed 

in order to do justice to the Indian composer.... In 

these harmonized forms it has done no injustice to the 

Indian; rather has it exalted him, for it never fails to 

cause unbounded surprise that an Indian could have 

composed a melody so beautiful, (p. 179-180) 

In the 1970s, the presence of harmonized Indian melodies 

and stereotyped Indian music in the classroom troubled 

educators concerned with the authentic presentation of 

American Indian music. As Ballard (1970) lamented: 

Non-Indian composers...have written simple pentatonic 

melodies with unvarying, monotonous rhythmic 

accompaniment as examples of 'Indian music.' 'Inspired' 

by early twentieth-century transcriptions made by 

anthropologists and early-day ethnomusicologists, these 

simplistic transcriptions abound.... The result has been 

an entire school of pseudo-ethnic and quasi-romantic 

versions of Indian music, sapping its true vitality and 

strength and robbing us of a unique and pure musical 

tradition, (p. 43) 

The sentiment was echoed by Parthun (1976) and George 
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(1976). The latter recommended that music students "learn 

authentic songs as accurately as possible...avoid texts with 

overly romantic sentiment and...piano accompaniments studded 

with musical cliches" (George, 1976, p. 137). 

At the Wesleyan Symposium in 1984, participants 

expressed a concern 

to avoid on the one hand the presentation of stereotypes 

(what might be called the "Ten Little Indians" approach 

to teaching ethnic music in which youngsters stick a 

feather in the hair, leap around in a circle, yell "Woo, 

woo, woo," and sing "One little, two little, three 

little Indians"), while on the other hand not being so 

anxious about authenticity and the sacredness of 

materials as to be discouraged from using any of it. 

(O'Connor, 1985, p. 132) 

McAllester, at the 1990 MENC Symposium on Multicultural 

Approaches in Music Education, recommended that educators "be 

sensitive, respect the material, and confer with the local 

Native community" (Anderson, 1991, p. 30). McAllester (1994) 

explained that American Indian music, whether traditional or 

popular, because it is so different in sound and function 

from Euro-American forms, "is virtually unknown to the 

general public of the United States" (p. 596). When 

presenting American Indian music to elementary students, 

Edwards (1994) stressed that "authenticity of all 

instructional materials should be a paramount consideration— 

including recordings, songs, photographs, and books" (p. 129-

130) . 
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Tucker (1992) provided a checklist for evaluating the 

authenticity of multicultural resources: 

(1) Was a musician/scholar from within the culture 

involved in preparation? (2) Was the cultural context 

included for each piece or section? (3) Was a typical 

arrangement and accompaniment suggested or included? (4) 

Were adequate instructions included with game/dance 

songs? (5) Was historical/geographical background 

included? Were lyrics in original language? Was the 

translation both literal and interpreted? (6) Was a 

listening/performance tape included? (p. 38) 

Regarding authenticity, Campbell (1995) mentioned that 

many scholars choose not to use the problematic term, 

suggesting that 

music—regardless of origin--is authentic or genuine to 

the group of people who perform it, and 'traditional' 

may refer to music that is less influenced by recent 

crosscultural components—or that retains the bulk of 

its aesthetic essence despite modernization. One 

reasonable tact (sic) to take to determine authenticity 

is contained in this adage: 'When in doubt, ask.' 

(p. 17) 

Klinger (1996) insisted that teachers have a 

responsibility to be true to whatever musical culture they 

are trying to represent in the classroom, yet 

if teachers are to concern themselves with the authentic 

representation of Native American...music and culture in 

the classroom, then surely they should also be concerned 
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about the quality and representativeness of any musical 

culture presented to the children, (p. 173) 

Teachers must also understand that presenting ethnic music in 

the classroom is always a matter of compromise. It must be 

recognized that anything introduced in a classroom is already 

"out of context" (p. 161). 

Burton (1997) suggested six primary concerns about 

authenticity: 

(1) Is the material really from the identified culture? 

(2) Is the translation correct? (3) Is the recorded 

performance in correct style? (4) Are instructions for 

games and dances accurate as used in the culture? (5) 

Are materials presented in a correct cultural context? 

(6) Will members of the culture be offended by 

presentation of these materials? (p. 1) 

For nearly 40 years, music education leadership has 

advised that ethnic music taught in music classes be 

representative of its original form. Studies have shown, 

however, that textbooks have not provided an authentic 

portrayal of ethnic music. American Indian music, in 

particular, has suffered from stereotypical presentations, 

inappropriate Western harmonization and negative or 

romanticized lyrics. Many scholars have, therefore, provided 

guidelines for evaluating the authenticity of multicultural 

materials. Once an authentic repertoire is available to 

elementary music teachers, they may then put it into 

practice. 
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Behavioral Commitment 

The final criterion for Elliott's ideal multicultural 

music education concerns a behavioral commitment to the 

values of multicultural artistic expression as a basis for a 

viable system of music education. This means that actual 

classroom practice reflects the devotion of time and 

resources to diverse musics (i.e. American Indian). Edwards 

(1994) investigated the effectiveness of four instructional 

approaches to teaching a model unit on American Indian music 

and the influences these approaches had upon students' 

attitudes, cultural perceptions and achievement. Edwards 

deduced that: 

although the zeal for multicultural music is evidenced 

by the numerous recent professional events on the topic, 

concern exists that educators may be failing to teach 

multicultural music from their "own backyard"—native 

America. The result is a disproportionate lack of 

Indian music taught in schools; the consequence is a 

continued lack of understanding of this vast and varied 

repertoire of music, (p. 4) 

Campbell believed that the calls for research of 

multicultural music education "in light of classroom 

practices have largely gone unheeded" ("Research," 1992, p. 

26). She promoted investigations which reach beyond the 

development and testing of single lessons and curricular 

units and seek to define the movement, to survey its status, 

to analyze pedagogical content and process, to determine 
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musical outcomes, and to challenge the authenticity of music 

available in music textbook series" (p. 27) . 

Four decades of scholarly discussion and publication 

have established that general music curricula should reflect 

the cultural diversity of students and provide only 

authentic/representative music for instruction. However, 

there are no known studies which present a combined focus on 

the repertoire, authenticity and instruction of American 

Indian music in elementary school music programs. 

Purpose 

American Indian music presented in general music 

textbooks had been shown in previous studies to lack 

authenticity. J. Moore's (1993) study of how much world 

music (including American Indian music) was used by general 

music teachers had shortcomings in gathering information 

which raised doubts as to exactly how much American Indian 

music was being used in the classrooms, particularly in areas 

with large American Indian populations such as Oklahoma. 

Therefore, the purpose of this study is to determine the 

instructional methods of Oklahoma's elementary school music 

educators with respect to the inclusion of an authentic 

repertoire of American Indian music in the curriculum. 

Problems 

The following are the research problems raised in 

meeting the purpose of this study. 

1. To review and analyze the American Indian repertoire that 

is presented in textbooks and supplemental materials in 

Oklahoma: 
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a. Is the specific song or dance title given? 

b. Is the tribe from which the song originated given? 

c. Is the context in which the song is traditionally 

performed given? 

d. Is the text in the native language? 

e. Is an English translation provided? 

f. Is an accurate transcription of the melody included? 

g. Is an accurate transcription of the accompaniment 

included? 

h. Is a recording that corresponds to the transcription 

provided or suggested? 

2. To obtain information from elementary school music 

teachers in Oklahoma regarding their inclusion of American 

Indian music in the curriculum: 

a. Is American Indian music included as part of the 

curriculum? 

b. What percent of grades K-6 music instruction time 

focuses on American Indian music? 

3. To obtain from teachers information regarding repertoire 

and practices utilized in teaching American Indian music in 

the classroom in Oklahoma: 

a. What types of songs are used? 

b. What is the source for the songs? 

c. In what language are the song lyrics taught? 

d. What instruments are used when performing American 

Indian music? 

e. Are traditional instruments used? 
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f. What resources (books, recordings, videos, guest 

artists) are used? 

g. What activities/experiences are provided? 

h. Is the music used in an appropriate context? 

i. Do teachers avoid or promote cultural/musical 

stereotypes? 

4. To obtain from teachers information about their personal 

and professional background, training, and experiences with 

American Indian culture and music which may influence the 

inclusion of American Indian music in their curriculum: 

a. How many years of classroom teaching experience does 

the teacher have? 

b. What is the highest degree the teacher has earned? 

c. Is the teacher a member of MENC? 

d. What is the teacher's ethnic background? 

e. Has the teacher been enrolled in a course on American 

Indian music or culture? If so, at what level? 

f. Has the teacher attended a workshop or seminar on 

American Indian music or culture? 

g. Has the teacher attended a pow-wow or festival? 

Delimitations of the study 

Given these specific research problems, the present 

study is limited to K-6 grade elementary music specialists of 

Oklahoma during the 1997-1998 school year. Oklahoma, because 

of its demographics, is ideal for investigating these issues. 

As already noted, Oklahoma is the state with the largest 

American Indian population. Nationally, the highest public 

school enrollment of American Indian students is found in 
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Oklahoma. During the 1995-96 school year, American Indians 

were the largest ethnic minority in Oklahoma, comprising 

13.6% of the state's public school enrollment. No other 

state (e.g. New Mexico, California, or Arizona) has such a 

high American Indian population coupled with a high 

percentage of that population enrolled in public schools. 



CHAPTER 2 

REVIEW OF RELATED LITERATURE 

The literature related to this dissertation falls into 

five categories: historical profile of multicultural music 

education, ethnomusicological studies of American Indian 

music, dissertations which pertain to the use of American 

Indian music in the classroom, literature which has analyzed 

general music textbooks for inclusion of American Indian 

music, and literature which has determined if music educators 

have included American Indian music in the curriculum. 

Historical Profile of Multicultural Music Education 

In the 1960s, music educators sensed the need to take a 

serious look at the school music repertoire and its 

relationship to American society. Historically, the K-12 

music curricula in the U.S. had failed to reflect the 

differing cultures of the students (Anderson & Campbell, 

1989). Leaders in music education challenged the members of 

the profession to develop an awareness of and sensitivity to 

the music of all cultures. In order to meet that challenge, 

music educators held symposia to share ideas and concerns 

regarding changes in curricula and expanded repertoire. They 

also published journal articles and books on what later came 

to be called "multicultural" or "world" music education. 

The first of the landmark seminars was the Yale 

Symposium on Music Education in 1963, which focused on 

curriculum development. Participants at the seminar reviewed 

23 
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the repertoire used in elementary and secondary music 

education and reported that it "almost altogether" neglected 

non-Western music and was "corrupted by arrangements, 

touched-up editions, erroneous transcriptions, and tasteless 

parodies to such an extent that authentic work is rare" 

(Palisca, 1963, p. 22). One major recommendation of the Yale 

Symposium was to broaden the music repertoire to include 

authentic folk, tribal, and non-Western musics. "Any program 

of musical instruction in the schools that does not find a 

place for at least sample studies...of these musical 

cultures... is turning its back on one of the most compelling 

realities of our times" (Palisca, 1963, p. 4). 

The Tanglewood Symposium in 1967 centered on the role of 

music in contemporary American society and its implication 

for music education. It was here that the question "Whose 

Music?" was first considered in the context of the wide range 

of music in the United States that was available for the 

classroom. "Every society or segment of society has its 

distinct culture...and each is worthy of respect" (Murphy & 

Sullivan, 1968, p. 11). Special emphasis was made at 

Tanglewood to extend the concept of "quality" [their term] 

music to include indigenous music of African-Americans, 

American Indians, and immigrants from Latin America: "music 

educators at Tanglewood agreed that the musical repertory 

should include the music of other cultures" (Murphy & 

Sullivan, 1968, p. 56). 

In light of the growing interest of music teachers to 

include in their curricula music materials which represented 
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a variety of cultures, the Music Educators National 

Conference (MENC) began to publish special features in the 

Music Educators Journal (MEJ). Volk (1993) found a 

significant increase in the number of articles, special 

issues, and book reviews on multicultural education beginning 

in the 1970s. This interest in instructional methods and 

teacher education continued to be reflected in professional 

journals and symposiums in the following years (Volk, 1993) . 

In 1971 the MEJ issue entitled "Music and Black Culture" 

included articles that spoke to the need for teachers to 

understand the importance of music in the lives of 

African-Americans. It stressed the concern of students to 

have music representative of their heritage in school. 

Blondell (1971) wrote about the success of their 

"Introduction to African Music Course" at Howard University, 

a predominantly African-American institution, and expressed 

the hope to expand. 

The same thing we did for African and Afro-American 

music, I would like to do for the music of the Latin 

Americans... and American Indians; these are all very 

important enclaves in our country....Why shouldn't we do 

this for the other cultures—particularly for those 

people who are clamoring for their rightful place in our 

society? (Blondell, 1971, p. 48) 

In 1972 the MEJ issue entitled "Music In World Cultures" 

included an introduction to global ethnic music, lessons on 

the music of eight major world regions, a discussion of how 

to include ethnic music in music instruction, and a resource 
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section. Bessom, the editor, wrote: "It is hoped...that 

music educators will draw closer to the authentic sounds of 

ethnic musics and bring these sounds to their students in 

classrooms at all levels (1972, p. 5). In addressing "Music 

of the Americas" McAllester acknowledged the presence and 

importance of various musics, but focused "on indigenous folk 

musics... to assure that these musics are not overlooked in 

terms of a world view" (1972, p. 58). McAllester discussed 

the contemporary influences on American Indian music and 

explained that "the traditional tribal styles are also in a 

state of vigorous growth and have a major role to play 

in...maintaining an Indian cultural identity" (p. 55). 

In 1983 the MEJ issue "The Multicultural Imperative" 

emphasized the need for music educators to acknowledge the 

cultural diversity in the United States. Included were six 

articles regarding the importance of the "multicultural 

imperative", which Hawes described by stating: "those of us 

who value the many musics that grace our nation have some 

work to do and some responsibilities....All musics need to be 

introduced with excitement and enthusiasm to children in the 

schools as early as possible" (Hawes, 1983, p. 27). Heller 

gave a retrospective of multicultural music education in the 

United States and noted that in early accounts "native [sic] 

American students were ready, willing, and able to learn 

music if it was taught by sensitive instructors. Failures in 

native American music education—particularly in North 

American missions that were inadequately supported and 

staffed--show how important music teacher training in 
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multicultural education is to the success of such endeavors" 

(Heller, 1983, p. 35). 

The special MEJ issue "Multicultural Music Education" 

was published in 1992. In it were articles discussing 

various aspects of multicultural music education in choral, 

instrumental, and general music programs; plus an annotated 

list of multicultural resources. In answer to the 

multicultural imperative, Anderson (1992) offered "a plea for 

broad-mindedness while encouraging the inclusion of materials 

from multiple cultures at all levels of music teaching" (p. 

52). Anderson recommended that students be made aware of 

the: 

African-American, Asian-American, and Latin American 

musics that are now a significant part of the cultural 

mosaic of the United States. In addition, students need 

to have a better understanding of the musical traditions 

of our continent's earliest inhabitants, the American 

Indian peoples, (p. 54) 

The 1990 MENC National In-Service Conference included 

the three-day "Symposium on Multicultural Approaches in Music 

Education" sponsored by MENC, the Society for General Music, 

the Smithsonian Institution, and the Society for 

Ethnomusicology. The symposium opened with a speech by 

Bernice Johnson Reagan (1990) who said that music educators 

have a responsibility to help students understand the 

relationship between people and their music by including "the 

living music that is so important to people in our 

communities" (in Anderson, 1991, p. 30). The symposium urged 
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multicultural curricula in music at all educational levels 

and featured presentations given by music educators, 

performers, and ethnomusicologists on African-American, 

American Indian, Asian-American, and Hispanic-American music 

(Anderson, 1991, p. 29). 

Ethnomusicolocrical Studies of American Indian Music 

An important source of authentic American Indian music 

for music educators is ethnomusicological studies, which 

provide extensive song repertoires and detailed contextual 

information about American Indian cultures. These works are 

the primary sources for the songs often used in textbooks. 

The ethnomusicological studies most cited in music education 

bibliographies make up this section of the literature review. 

To provide a comprehensive analysis of all ethnographic 

studies of American Indian music is beyond the scope of this 

dissertation. Such a review would be cumbersome and would 

include works only marginally related to the research 

problem. There are sources which chronicle the historical 

succession of ethnographic studies of American Indian music 

(Densmore, 1936; Nettl, 1954; Frisbie, 1977; Herndon, 1980). 

Pioneering Studies 

The history of the study of American Indian music was 

distinguished by prominent pioneers: Baker, 1882; Fletcher, 

1893; Fewkes, 1890; Curtis, 1907; and Densmore, 1910-1957). 

The purpose of these early compilers was to "preserve 

information about vanishing cultures" in a "desperate salvage 

operation," due to the belief that the "Indian was fated to 

disappear" (Dippie, 1982, p. 223). The first analytical 
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study of North American Indian music was made by Baker in 

1880. A doctoral student in Germany, Baker collected songs 

from the Seneca tribe in New York and from a variety of 

tribes at the Training School for Indian Youth in 

Pennsylvania. Thirty-two of the songs were published in 

1882, accompanied by analysis of vocalization, performance-

style, tonality, melodic patterns, and rhythm. The analysis 

was brief and general; the entire work is primarily of 

historical value. 

Although Fletcher first published reports on American 

Indians in 1884, of greater renown was the second work, A 

Study of Omaha Indian Music (1893), co-authored with 

Fillmore. Fletcher, who lived for a period among the Omaha 

Indians, discussed the cultural context of each song, 

providing English translations and relating the song to a 

specific function in daily life or ritual. Fletcher 

commissioned Fillmore to make a "specific study" of the song 

collection and to provide harmonizations of most songs. 

Fillmore's report concentrated on six points of 

investigation: the scale on which the song is built, its 

implied harmony, tonality, rhythms, phrasing, and quality of 

tone and intonation. Fillmore also summarized an 

investigation of the Indian flute, as used in performance of 

the two flute melodies included in the collection. Fletcher 

and Fillmore included an additional 90 songs in the native 

language, with piano harmonization. 

Both authors clearly approached the music from a Western 

perspective. Throughout the work, they made inappropriately 
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ethnocentric assumptions, comparisons, and judgments. For 

example, Fillmore referred to the Indians as "untaught 

primitive men," to their ceremony as "noise and confusion" 

and to their singing as "shouting and screeching" (p. 69-70) . 

Fewkes was most noted for the use of the phonograph to 

record American Indian songs, prayers, and rituals during 

field work among the Zuni and Hopi tribes. Fearing that much 

of this indigenous culture was disappearing, Fewkes believed 

it was imperative to preserve as much of it as possible. 

"Now is the time to collect material, before all is lost," 

wrote Fewkes, who promoted the phonograph as the most 

efficient way to collect records of native language and music 

(p. 1097). A description of this work was published in 1890, 

as two articles: On the use of the Phonograph among the Zuni 

Indians and Additional Studies of Zuni Songs and Rituals with 

the Phonograph. 

"Historically, the first decade of this [20th] century 

is important because it included the initial work of two 

women deeply committed to research in American Indian music, 

Natalie Curtis (Burlin) and Frances Densmore" (Frisbie, 1977, 

p. 15). Curtis, in The Indians' Boole (1907), undertook the 

task of collecting accurate transcriptions of 149 songs from 

18 tribes. Also included were legends, myths, and 

information covering many aspects of American Indian life. 

Curtis presented lyrics in native and English languages and 

transcribed melodies as they had been performed, without 

harmonization. In the introduction, Curtis characterized the 

collection as: 
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undertaken primarily for the Indians, in the hope that 

this their own volume, when placed in the hands of their 

children, might help to revive for the younger 

generation that sense of the dignity and worth of their 

race which is the Indians' birthright, and without which 

no people can progress, (p. xxvii) 

The most prolific of the early collectors was Densmore. 

Beginning in 1910 with Chippewa Music. Densmore published 

many books on the music of various tribes, and collected 

hundreds of songs (see Table 1). 

Table 1 

Selected Books on American Indian Music bv Densmore 

Chippewa Music (1910-1913) 

Teton Sioux Music (1918) 

Northern Ute Music (1922) 

Mandan and Hidatsa Music (1923) 

Papago Music (1929) 

Pawnee Music (1929) 

Menominee Music (1932) 

Yuman and Yaqui Music (1932) 

Cheyenne and Arapaho Music (1936) 

Music of Santo Domingo Pueblo, New Mexico (1938) 

Nootka and Quileute Music (1939) 

Choctaw Music (1943) 

Music of the Indians of British Columbia (1943) 

Seminole Music (1956) 

Music of Acoma, Isleta, Cochiti and Zuni Pueblos (1957) 
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Published between 1910 and 1957, Densmore's collections 

presented accurate transcriptions, without piano 

harmonization. The author included an overview of the tribal 

culture and information about the songs, musical instruments, 

and dances. All of these works were originally published by 

the Bureau of American Ethnology of the Smithsonian 

Institution; most have been reprinted by Da Capo Press . 

Later Studies 

Nettl (1954) referred to these earlier works, as well as 

to unpublished sources, in compiling the study North American 

Indian Music Styles. Nettl analyzed an estimated 90% of the 

published transcriptions, which represented about 80 tribes. 

Nettl identified the division of American Indian musical 

styles into six geographic regions, each characterized by 

specialized traits (Northwest Coast, Plains, California, 

Great Basin, Athabascan, Eastern). 

In describing the music, Nettl listed certain 

traits which were common to the vast majority of the styles. 

The basic unit is the song. Most songs share the following 

characteristics. They are 1) monophonic, 2) pentatonic, 

3) commonly use intervals of major seconds and minor thirds, 

4) have a range of between a fifth and twelfth, 5) end on the 

tonic, 6) have a tonic which will be the lowest note of the 

song, 7) are strophic in form and 8) are organized 

heterometrically. Songs may contain semantically 

meaningless, but critically important, phonemes. These 

vocables, according to Burton (1993), generally match the 

characteristic sounds of the tribal language of the 
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performer, although they usually have no specific meaning 

(p. 23). Combining vocal music with percussive accompaniment 

is almost universal; the most common instruments used are 

rattles and drums. Flutes or whistles are also used as 

accompaniment in most tribes (Nettl, 1954, p. 7-8) . 

The value of Nettl's work was that it provided a 

framework of landmark importance for discussion of American 

Indian music, which had previously been considered as a whole 

or by tribal references. Future authors (e.g., Ballard, 

Burton, McAllester) would use Nettl1s framework as a 

foundation for their own discussions of American Indian 

music, which would refer to music of a certain region. 

Later research began to focus more on issues of cultural 

context rather than pure description or song collecting. 

In The Anthropology of Music (1964), Merriam explained six 

areas of ethnomusicological inquiry in order to study music 

in culture. These six areas were instruments, song texts, 

types of music, role of musician, function of music, and 

creativity (p. 44-48). Merriam applied this methodology in 

producing an Ethnomusicoloav of the Flathead Indians (1967). 

Merriam's data-gathering techniques included recording music, 

photographing dance activities, making personal observation, 

and questioning informants. Not merely a song collection, 

Merriam's ethnographic study provided information about the 

songs used by this tribe and the specific occasions to which 

these songs were connected. Merriam categorized 40 kinds of 

Flathead songs which were grouped into six major categories: 

personal power, life cycle, social, war, ceremonial, and 
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miscellaneous (p. 55). Merriam provided transcriptions of 

138 melodies, which were analyzed for tonal range, melodic 

contour, form, scale, meter, and accompaniment. The 

transcriptions are not intended as a source of performance 

material as they are not accompanied by lyrics. The study 

included an explanation of the Flathead Indians' view of the 

supernatural source of their music, ideas about music and 

musicianship, instrument types, and the function of music in 

tribal life. 

While pursuing a career in modern dance, Kurath (1964) 

became acquainted with American Indian dance. Kurath was 

struck by the inadequacies of choreographic descriptions in 

available publications (p. xii). Kurath resolved to provide 

an integrated analysis of American Indian music and dance by 

combining exact choreography notation with observational 

notes and transcribed melodies. Kurath's works include 

Iroouois Music and Dance: Ceremonial Arts of two Seneca 

Lonahouses (1964) and Music and Dance of the Tewa Pueblos 

(Kurath & Garcia, 1970). 

In Pevote Music (1949), McAllester gave an historical 

sketch of the origin of the peyote ritual cult and provided a 

comparison of 84 peyote songs from 14 various tribes. 

McAllester's field research then focused on the ceremonial 

music of the Navajo. This work was published as Enemvwav 

Music (1954) and included an explanation of the purpose and 

procedure of the ceremony, transcriptions, texts, and a song 

analysis. McAllester and Frisbie (1978) co-authored the life 

history of a Blessingway singer entitled Nava-io Blessinawav 
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Sinaer. McAllester also is known for his contributions to 

music education as director of "Becoming Human Through 

Music," the Wesleyan Symposium proposed by MENC and for his 

presentation, "Teaching the Music of the American Indian," at 

the 1990 MENC Symposium on Multicultural Approaches to Music 

Education (Campbell, 1992, p. 18). 

Differing in scope from previously mentioned works, 

Vennum's (1982) purpose in The Oiibwa Dance Drum was to 

present a "broad-scale study of drum performance practices" 

(p. 12). The book and the accompanying film detailed the 

history and construction of the ceremonial dance drum in the 

Great Lakes and Plains Indian regions. Vennum gave objective 

descriptions of the drum's function and use. W. B. Baker, an 

Ojibwa drum maker and singer, collaborated with Vennum in 

providing authentic explanations of Ojibwa traditions. 

Vennum remarked that 

Because song and dance are traditionally considered 

to be sacred in origin, they are for Native 

Americans a form of prayer....And because most song 

is accompanied by percussion of some sort—drums more 

often than not—the instruments themselves become 

sacred through their association, (p. 31-32) 

Vennum included legends regarding the origin and early 

history of the dance drum. Baker promoted the careful 

creation of a ceremonial drum as an indication of tribal 

Indian identity (Vennum, 1982, p. 14). 
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Dissertations Pertaining to American Indian Music in the 

Classroom 

Two studies were found which specifically examine the 

use of American Indian music in the classroom (Edwards, 1994; 

Klinger, 1996). Edwards (1994) investigated the impact of 

four instructional approaches upon fourth-grade music classes 

in North American Indian Music Instruction: Influences upon 

Attitudes. Cultural Perceptions, and Achievement. The four 

experimental treatments consisted of (1) large-group lessons 

with authentic instruments, (2) an American Indian guest 

artist, (3) use of authentic (native) instruments in small-

group learning centers and (4) use of non-authentic 

instruments in small group learning centers. 

While Edwards found that "all of the instructional 

treatments were effective in dispelling stereotypes about 

Indian music and culture," she concluded that "the use of 

small group learning centers with authentic American Indian 

instruments greatly enhances cultural perceptions toward 

American Indian music and culture" and that "utilizing non-

authentic 'make do1 Indian instruments in small group 

learning centers is not as effective in promoting positive 

and accurate cultural perceptions." Furthermore, an American 

Indian guest artist "can significantly affect student 

perceptions of American Indian music and culture in a manner 

that surpasses all other instructional approaches 

investigated—perhaps even surpassing a trained music 

teacher" (p. 114-115). 

Klinger (1996) produced an ethnographic study of one 
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suburban school district's attempts to include world music 

(West African and Puget Sound Native American) in its 

elementary curriculum. The major issues confronted in 

Matters of Compromise: An Ethnographic Study of Culture-

bearers in Elementary Music Education were (1) the goals of 

multicultural education as expressed by music and classroom 

teachers, (2) musical and/or cultural authenticity as a 

concern of music teachers, and (3) the role of cultural and 

historical context in the teaching of multicultural music. 

The district had formed a partnership with a regional 

folk arts council to bring artists-in-residence to its 

elementary schools. Klinger concluded that, although the 

residencies "provided an enjoyable and meaningful experience 

for the children and some teachers involved, they did not 

thoroughly address the critical concerns of music teachers 

for musical and contextual authenticity in their teaching." 

There are three additional dissertations whose authors 

intended to provide materials about American Indian music for 

the classroom teacher (Jurrens, 1965; Heidseik, 1966; Giles, 

1977) and another which developed an ethnic music curriculum 

(Nyberg, 1975). 

In The Music of the Sioux Indian of the Rosebud 

Reservation in South Dakota and its use in the Elementary 

School (1965), Jurrens1 justification for the study included 

the argument that elementary students of South Dakota should 

have the opportunity to learn more about the state's early 

inhabitants (p. 4). As the title implies, Jurrens' study 

dealt only with songs of the South Dakota Sioux Indians; the 
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author's purpose was to make the songs available for use in 

the elementary school music program. Jurrens surveyed those 

songs which had already been recorded and recorded additional 

songs during visits to the reservation. All of the songs 

were transcribed in modern notation. Jurrens' dissertation 

was a reflection of the early 20th century belief that the 

only way to appreciate American Indian music was to 

harmonize, or Westernize it. A number of the songs were then 

translated into pseudo-native vocal or instrumental pieces, 

with varied accompaniment, for use in the elementary school 

music program. There are six arrangements for instrumental 

solo with piano accompaniment, one woodwind quintet, two 

English-lyric vocal duets, 18 melodies for the elementary 

music program, and a suggested pageant. The study included 

chapters on the background and culture of the Indian "to give 

the reader a better meaning of the music" (p. vi). 

The most valuable part of Jurrens' study is the appendix 

of interview scripts, which provide insights into the Sioux 

Indian culture, ceremonies, and music. Such material could 

be used by the music educator as background reading in 

preparation for teaching about the function of music in 

Indian society. 

A second dissertation which was intended to supply 

resource material for the music educator is Heidsiek's Music 

of the Luiseno Indians of Southern California; A Study of 

Music in Indian Culture with Relation to a Program in Music 

Education (1966). In justifying the study, Heidsiek argued 

the need to provide students with authentic music for study 
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(p. 2). The author organized cultural and musical 

information into instructional units for use in elementary or 

secondary music programs. Each of the eight units contained 

background information, dance directions, and a song related 

to a specific ceremonial or social activity. In contrast to 

Jurrens (1965), Heidsiek made no attempt to alter or 

manipulate any of the native song transcriptions to "provide 

'palatability' or 'educational usefulness'" (p. 11). Even 

the lyrics were provided in phonetic transcription, rather 

than in English translation. Heidsiek was successful in 

adapting ethnomusicological materials for practical use by 

the music educator. It is important to note that the units 

provide the music educator only with content and suggested 

activities; the brief units are not in themselves a complete 

lesson plan. 

In the dissertation A Synthesis of American Indian Music 

as Derived from Culture: Examination of Style. Performance 

Practice, and Aesthetics for Music Education (1977), Giles' 

purpose was to compile "a descriptive profile of the American 

Indian and his music for the determination and application of 

generalized concepts in music education curricula" (p. ii). 

The study was, in effect, a summary of the existing 

literature related to Indian culture and music. Giles 

believed that much of the literature concerning American 

Indian culture, written by ethnomusicologists, was not 

accessible to or readily adaptable by the music educator. In 

fact, many such works are readable and valuable to general 

music teachers (e.g., Curtis, 1907; Densmore, 1910-1957). 
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The topic which Giles attempted to synthesize was so 

broad that the study is no more accessible or adaptable than 

those works criticized by the author. Of greatest value in 

the dissertation is the bibliography; the music educator 

would be best served by investigating the primary sources 

relevant to the ethnic groups in the individual school 

community. 

Nyberg's dissertation, The Development. Implementation 

and Evaluation of an Introductory Course in Ethnic Music for 

use in the Secondary Schools (1975) focused on the music of 

the American Indian and the East Indian. The primary 

objective of the curriculum project was to "enhance students' 

understanding of ethnic music...[which] would lead to more 

positive self-concepts and improved attitudes toward other 

minority groups" (p. 13). Nyberg developed a curriculum 

which contained objectives, strategies, and assessment 

instruments. The curriculum was taught to 50 ninth graders 

during a nine-week grading period. Nyberg concluded that 

"The overall results of the assessment instrument provided 

reasonable evidence that the curriculum was effective at the 

minimal level of achievement (80%) by at least 90% of the 

participants" (p. v). Nyberg recommended that the curriculum 

"be implemented in a variety of schools with teachers of 

various backgrounds to determine more specifically its 

effectiveness" and that "the values education approach 

presented in this study be used in the development of other 

interdisciplinary courses" (p. v). 
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Analyses of General Music Textbooks 

Various studies have been made of general music 

textbooks. One recent study, which encompassed a broad 

spectrum of analysis, contained an examination of song 

origin, including those of the American Indian (Diaz, 1980); 

a second discussed characteristic elements and authenticity 

of American Indian, as well as Afro-American [sic] songs (M. 

Moore, 1977). In An analysis of the Elementary School Music 

Series Published in the United States from 1926 to 1976 

(1980), Diaz1 purpose included an investigation of the extent 

to which each series included songs from a variety of origins 

(p. 2) . The author categorized 23 points of origin, and 

tabulated the representation of each category in the textbook 

series. Diaz concluded that, in the 50 years studied, there 

was a change in the textbooks from a repertoire dominated by 

Western European folk songs to a repertoire including 

increased numbers of folk songs from the U.S. and other world 

cultures. However, the percentage of American Indian songs 

incorporated into the textbooks remained consistent, at 

approximately one percent. 

M. Moore (1977) undertook an in-depth study of two 

ethnic groups and the representation of their music in 

Multicultural Music Education: An Analysis of Afro-American 

and Native American Folk Soncrs in Selected Elementary Music 

Textbooks of the Periods 1928-1955 and 1965-1975. Specific 

to the study of American Indian music, Moore reviewed 

selected works of Ballard, Curtis, Densmore, Kurath, and 

Parthun in order to compile a list of the characteristic 
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traits of American Indian music. Using the list, Moore 

analyzed the textbooks' American Indian songs for the extent 

to which the rhythm, melody, form, text, and accompaniment of 

each was "typically Native American in character." The 

author also attempted to determine the "authenticity" of the 

same songs by comparing them to the earliest extant versions, 

referred to as "the originals." Moore concluded that "the 

status of songs in the textbooks of the 1965-1975 period 

indicates that, as music educators, we have yet to develop 

instructional materials that are actually multicultural" (p. 

177) . 

Surveys Assessing Inclusion of American Indian Music 

There were four studies which examined attitudes of 

music educators for the inclusion of multicultural/world 

musics (Roberts, 1982; Yudkin, 1990; Volk, 1991; J. Moore, 

1993). Robert (1982) conducted a survey of 225 general 

elementary music specialists in Missouri. The survey 

questions pertained to books and supplements used by 

teachers, actual music genres used by teachers, and focus or 

curricular goal of the teachers. Of those who responded, 72% 

reported that they included American Indian music. 

Yudkin (1990) surveyed 1200 educators in California's 

public schools, and found that world music was taught in a 

superficial manner in grades K-6. Yudkin noted a lack of 

consideration for authenticity and suggested that teacher 

training be improved in order to enhance the quality of world 

music instruction. 

Volk (1991) conducted a survey of instrumental music 
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teachers in the Eastern Division of the MENC to determine 

their attitude toward multicultural music in the curriculum. 

The resulting figures demonstrated that music teachers had a 

positive attitude toward inclusion of multicultural materials 

in the school curricula, but were unsure about inclusion of 

the same in their own classrooms. Volk stated that the 

ambivalence toward world music may be a result of a lack of 

training and a lack of materials (p. 54). 

J. Moore (1993) surveyed general music teachers in order 

to obtain specific data concerning U.S. students' exposure to 

world musics. From the MENC membership, 300 names (50 from 

each division) were randomly selected by the Marketing Office 

of MENC to respond to an 80 item questionnaire assessing 

attitudes. Moore did not describe the method in obtaining 

the random sample. Therefore, readers do not know how 

scientific the random sample was. Neither was there any data 

showing breakdown of elementary/secondary teachers. 

Inquiry was made into the inclusion of world musics in 

the curriculum. The resulting data was presented in regional 

figures, following the six divisions of MENC. Moore's 

findings concurred with those of Volk; general music teachers 

had positive attitudes concerning global awareness and 

inclusion of world musics in the school, but that view was 

not reflected in actual classroom practice. 

Moore correlated the teaching of world music to an 

individual's "global awareness." This was defined as "a 

person's knowledge of geography, politics, economics, 

environmental, social issues, and the variety of cultural 
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expressions in societies other than their own" (p. 25). 

Questionnaire items which were developed to test global 

awareness, were not reflective of the preceding definition. 

De Vaus (1986) described content validity as "the extent to 

which the indicators measure the different aspects of the 

concept" (p. 48). Moore's indicators lack content validity, 

since the items do not measure "knowledge of geography, 

politics, economics, etc." (see Table 2). 

Table 2 

Moore's (1993) List of Global Awareness Indicators 

I feel a strong kinship with the worldwide human family. 

I am interested in learning about other cultures. 

I feel concern for the problems of undeveloped 

countries. 

I feel the United States should minimize its influence 

in the affairs of other countries. 

Foreign immigration to the U.S. should be limited so 

that we can provide for all existing Americans. 

I feel a concern that there are so many ethnic groups in 

the United States. 

The best way to keep peace is to keep the United States 

stronger than other nations. 

It is important to support my country even if I do not 

agree with some of its policies. 

Item 79 on the survey contained vague, loaded words which 

lead to a certain response. This and other items did not 
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follow guidelines for unbiased questionnaire items (Buchanan 

& Feldhusen, 1991, p. 287). 

There were a number of problems with the data analysis 

in Moore's work. First, respondents were given only four 

choices: 0%, 10%, 25%, and 50% or more, for indicating class 

time devoted to each of 12 types of music (see Table 1). The 

result was that the percents of Moore's Table 22 and figures 

1-7 did not add up to 100%. Moore stated that "because some 

of the subjects did not make any choice for this item, the 

percentages add up to more than 100%" (p. 87), but Moore does 

not explain percentages greater than 100%. 

Second, Moore examined 10 research hypotheses in the 

study and there were problems with each. Nine of the 

hypotheses were tested using the correlation coefficient. 

Moore also stated that "with n as large as used in this 

study, a correlation considered negligible would easily pass 

the criteria of statistical significance. It should be noted 

that this [??] degree of correlation will automatically 

assure significance because of the n size" (p. 75). Although 

a larger n value leads to a more sensitive experiment, these 

statements are too strong, as Moore's study itself shows. 

For if Moore's hypotheses were of the form Ho: p = 0 versus 

Hi: p > 0, then the r values would lead to acceptance of Ho: 

p = 0 in five out of ten of Moore's tests. 

Last, Moore's development of a survey instrument was 

described vaguely; "a large quantity of questionnaire items 

were formulated" (p. 62). Moore chose the forced-choice 

format, in which respondents select one or more answers. De 
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Vaus (1986) discussed potential problems using this style: "a 

major problem of forced-choice questions is that on some 

issues they can create false opinions either by giving an 

insufficient range of alternatives from which to choose or by 

prompting people with 'acceptable' answers" (p. 74). These 

errors are evident in Moore's survey instrument. 

There is a need for further study to resolve the 

inconsistency between Moore's findings and the advice of 

music education leaders, who have said it is imperative that 

music used for general music programs reflects the cultural 

diversity of the students. 

Conclusion 

Although scholars uphold the inclusion of diverse musics 

as the ideal, existing literature fails to establish that 

American Indian music is actually a part of the general music 

curriculum. Furthermore, the quality of the general music 

curriculum and repertoire with respect to issues of 

authenticity and stereotypes is unknown. Therefore, the 

findings in this chapter support the need for an examination 

of the commitment of Oklahoma's elementary music educators to 

include traditional American Indian repertoire in their 

programs. 



CHAPTER 3 

ANALYSIS OF SELECTED TEXTBOOKS AND RESOURCES 

If the textbook forms the core of the curriculum, then 

the adoption of a textbook directly influences the variety of 

ideas presented to students in elementary music programs. 

Therefore, an analysis of the existing music series textbooks 

contributes to the understanding of general music 

instruction. Furthermore, in examining the general music 

curriculum, one must consider the variety of materials which 

supplement an adopted textbook. Teachers asked to develop a 

curriculum relevant to the district's ethnic diversity are 

faced with the task of locating accurate and adaptable 

materials for classroom use. A range of sources are 

available. In order to assist general music teachers in 

finding materials most appropriate for their students, I have 

analyzed music in selected books (music series and 

supplemental resources). The table design was based on 

Schupman's (1991) model for evaluation, and includes tribe, 

title, context, lyrics, transcription, and recording 

information. 

Schupman (in Anderson, 1991) gave an assessment of the 

music series from the time of Moore's (1977) study up to 

1991: 

Even in the last ten to fifteen years, there have been 

great improvements in textbook presentations of American 

Indian music; but there is still need for more 

47 
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improvement, more accuracy, and more comprehensive 

thinking about American Indian music in the 

classroom.(p. 34) 

Schupman continued with a discussion regarding evaluation of 

textbooks. Given that American Indians have a right to have 

their music, culture, and history presented accurately, and 

that teachers do not have expertise in all areas, Schupman 

pointed out that publishers have the responsibility to 

provide correct information. The characteristics of accurate 

materials were described: the specific song or dance name 

should be given with the tribe's name and a description of 

the context in which the music is performed, the text should 

be in the native language with an accompanying translation, a 

contextually accurate transcription of the voices and the 

accompanying instruments should be included, as well as an 

accompanying recording using the same tribe and singers as 

the transcription (Schupman, 1991, p. 36). 

Textbooks 

The music series selected for analysis were Share the 

Music (Macmillan/McGraw-Hill, 1995) and The Music Connection 

(Silver Burdett Ginn, 1995). These were the state-adopted 

general music text books for 1995 through 2001 in Oklahoma 

(personal communication with Oklahoma State Department of 

Education, March 11, 1995). Analysis of these music series 

contributes to an understanding of the practice of teaching 

American Indian music in Oklahoma. 

Share the Music (STM) series (K-6, with recordings) 

included 26 American Indian songs, plus 2 Eskimo songs also 
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listed as Native American. All 28 songs were on the 

recordings, although only 14 were transcribed in the books. 

Tribes, titles, and contexts were usually given. Half of the 

songs included Native language. Suggested activities and 

objectives were included, musical elements were discussed, or 

historical/cultural information was provided for each song 

(see Table 3). 

The Iroquois round dance "Tsiothwatase: tha", from the 

grade 5 text is a model of the accurate presentations 

exemplified in £TM- The song was transcribed with native 

language lyrics "as sung by members of the Mohawk Nation." A 

pronunciation guide was provided, as well as notation to 

indicate a characteristic style of American Indian singing. 

The origin and meaning of the dance were explained. A 

photograph of a traditional drum and stick appeared on the 

page, and a recording accompanied the lesson. Such excellent 

presentation was typical, not only for American Indian music, 

but throughout the series. 

The Mugic Connection (TMQ) series (K-6, with recordings) 

included 24 American Indian songs, plus 3 Eskimo songs which 

were listed as Native American. Information provided for 

most songs included tribe and title, although context for 

only 14 of the songs was explained. Only 6 songs employed 

Native language. Ten songs were on the recordings but not 

transcribed, and the others were transcribed but not recorded 

(see Table 4). 

The songs were not always presented in a context 

appropriate to their specific style or origin. The authors 



50 

described one song which appeared in the grade 4 text: "this 

version is an edited approximation of the original with the 

rhythm altered considerably to accommodate the English words" 

(Silver Burdett Ginn, 1995). In an apparent disclaimer, the 

authors explained the altered example: 

Native American songs often appear in musical 

collections in different versions because they are 

adapted from the original. These original versions are 

almost always sung to a researcher who then transcribes 

the song as closely as possible into our standard 

notation. Although this makes the song accessible, the 

transcription is never completely accurate. (Silver 

Burdett Ginn, 1995, Teacher Edition, grade four, p. 88) 

Another song appearing in the grade 3 book was 

identified as a "Pawnee Corn Song." The source for the song 

and the accompanying drum and rattle parts were not given. A 

drum pattern suggested for an introduction and accompaniment 

to the song consisted of one accented quarter note followed 

by three unaccented quarters in common time. Stutzman (1985) 

warned that "this [particular] beat isn't an Indian rhythm at 

all but rather a Hollywood stereotype" (p. 14). It was 

disappointing to find such a lack of authenticity in the 

American Indian music transcriptions of this series. 

TMC series was divided into three sections: musical 

concepts/elements, common themes, and reading materials. 

Lesson plans provided suggested objectives and activities 

which were categorized to help teachers integrate music with 
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other classes or to organize instruction according to general 

topics. 

Resources 

Teachers who wish to supplement the music series with 

additional information, repertoire, or activities explicitly 

for the study of a particular culture's music, may find 

additional materials to enhance their curriculum. There are 

a number of books on American Indian music which were written 

specifically as resources for general music teachers. These 

sources provide descriptions of American Indian culture, 

traditions, and history, as well as transcriptions and 

information on performing music in a variety of styles. 

Andress (1994) served as production director to develop 

Apache Music for Arizona Children. This music resource kit 

was sponsored by the Arizona Department of Education and the 

Whiteriver Unified School District to fill the need of the 

district and state for Apache music lesson plans especially 

for elementary school children. The kit (with tape) included 

eight song transcriptions, directions for games and dances 

and suggestions on how to make an Apache drum. 

Interestingly, three of the songs with Apache lyrics are "Old 

Mac Donald (sic)," "Jingle Bells" and "America" 

(see Table 5). 

Anderson (1991) compiled Teaching Music with a 

Multicultural Approach to accompany a collection of four 

videos, resulting from the 1990 MENC Symposium on 

Multicultural Approaches in Music Education. Each of the 

videos highlighted the music of a different culture. The 
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video and corresponding chapter on "Teaching the music of the 

American Indian" included discussions by ethnomusicologists 

McAllester and Schupman. McAllester discussed diversity, 

philosophy, and history of American Indian music and made 

practical suggestions. "We're right at the dawn of accurate 

information about Native American music," said McAllester (p. 

30) . 

Anderson and Campbell (1989) edited the MENC volume, 

Multicultural Perspectives in Music Education, which included 

a chapter on American Indians of the Southwest. This chapter 

provided information on the general characteristics of 

American Indian music and four lesson plans, in addition to 

ideas for integrating music with the study of other subjects, 

a bibliography, discography, and filmography. The lessons 

referred to particular musical elements in addition to 

providing exposure to American Indian culture. Although the 

information and lessons presented in the chapter were limited 

to the Southwest, the chapter is an excellent model for 

teachers to imitate in developing their own curriculum. 

Ballard (1973) developed American Indian Music for the 

Classroom. Included with this exemplary package were the 

teacher's guide, recordings, a packet of photos, an Indian 

land area map, and transparencies. The teacher's guide 

presented 26 songs analyzed as to form, scale, range, 

contour, meter, text, accompaniment, and grade level. The 

guide also contained specific learning concepts (i.e. form, 

style, rhythm, Native language and instruments), cultural 
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notes, explanation of map usage, as well as suggestions for 

listening, movement, and dance (see Table 6). 

In A Crv from the Earth (1979, with recording) Bierhorst 

represented the work of important researchers spanning the 

history of American Indian music study through the Library of 

Congress archives. Bierhorst included information about how 

songs originate and the characteristics of different 

regions/styles. The author transcribed 31 pieces, including 

lullabies, songs "to make things happen," dances, war songs, 

love songs, songs for the dead, Ghost Dance songs, and a 

peyote song (see Table 7). 

Booher edited and adapted fifteen songs in Maa-baa-hi 

Ma'hac (1992) to create a collection of traditional Mandan 

and Hidatsa tribe songs for use with elementary and middle 

school children. These songs were originally compiled by 

Densmore (1923) as Mandan and Hidatsa Music for the Bureau of 

American Ethnology. In the introduction, Booher writes that 

"the native language texts have been updated to contemporary 

standards. The English verses are not exact translations of 

the native language verses. Rather, they serve as 

interpretations of the meanings of the various songs" (p. 3) . 

A panel of advisors to this project included tribal elders 

who assisted in providing information on history, culture, 

stories and legends, language, songs and music. The 

accompanying audiocassette tape is a recording of middle 

school students of Mandan and Hidatsa heritage from the 

Mandaree Public School in North Dakota. A pronunciation 

guide was provided with each song. This text exemplifies a 
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contemporary trend for school teachers to collaborate with 

local tribes to develop an appropriate music resource 

especially for use with the culture particularly represented 

in the district. 

Burnett1s Dance Down the Rain. Sina Up—the Corn: 

American Tndian Chants and flames for Children (1975) 

contained a description of the functional nature of American 

Indian music and a discussion of instruments. The book was 

developed for use in early childhood programs and elementary 

schools. The 17 songs collected in this book included game 

chants, ceremonial chants, animal songs and dances, and 

cradle songs. Information on arts and crafts ideas, dance, 

recipes, and instrument construction was provided (see 

Table 8). 

Burton's Moving within the Circle (1993, with recording) 

is a most useful source of authentic American Indian music. 

Burton described his efforts to present quality material: 

The songs and dances in this text have been transcribed 

as faithfully as possible while keeping the notation 

within the reach of the general music classroom student. 

Rhythms and pitches may sound slightly different, in 

some cases, on original tapes and the notated version 

due to difficulties of transcribing music from an oral 

tradition. Vocables used for some of the transcriptions 

have been adjusted slightly to avoid difficulty of 

pronouncing sounds for which the English language does 

not have an equivalent. All materials have been taken 
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back to Native sources for comment and suggestions 

following the initial transcription, (p. 15) 

This book contained an explanation of the functions of music 

and a description of regional styles. Burton included 13 

songs with dance, five flute songs, and six lesson plans for 

guided listening experience. One chapter was devoted to 

making instruments, another to the topic of the intertribal 

pow-wow. Of particular value to the music educator is the 

extensive appendix for bibliography, discography, 

videography, and addresses of art and craft suppliers (see 

Table 9). 

Dawley and McLaughlin's American Indian Soncrs (1961, 

recording available) collected and arranged 23 songs from 

five regions. Songs from earlier sources, such as Curtis, 

Densmore, and Fletcher were included, although they "have 

been transcribed and adapted to make them more easily 

understood" (p. 4). Many of the lyrics contained alternate 

wording for children, not translations. A brief explanation 

of each song was given (see Table 10). 

De Cesare's Mvth. Music and Dance of the American Tndian 

(1988, with recording) is a classroom package, with teacher's 

resource book, student workbook, song book, and cassette. It 

included 24 songs from 21 different tribes, indexed by tribe 

and category. Lyrics were in English; some were additionally 

given in the Native language, for which a pronunciation guide 

was provided. Each song was accompanied by information 

regarding musical content, developmental goals and suggested 

experiences. The teacher's guide included tribal information 
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and instructions for instrument construction. The songs and 

legends included in this book were adapted from earlier 

ethnographic sources by Burton, Curtis, Densmore, Fletcher 

and others. De Cesare admitted that the English lyrics were 

not literal translations of the American Indian (21) 

languages and that the melodies were not exact 

transcriptions. De Cesare wrote that "Every effort has been 

made to preserve the integrity of the music. Adjustments 

were necessary in the case of ambiguous early notation or 

when the original vocal range would have been impractical for 

students to sing" (p. ii) (see Table 11). In making the 

music collected by ethnomusicologists more accessible to 

elementary music educators, De Cesare's work represents a 

step toward more authentic materials. 

In American Indian Music and Musical Instruments (1978), 

Fichter discussed American Indian life before and after 

Columbus. The functional nature of American Indian music was 

explained. Each of the seven chapters included a song, on 

such varying topics as: joy and sorrow, war, curing sickness, 

good hunting and bountiful crops, lullabies, love songs, and 

death songs. A description of musical instruments and 

instructions for making them were provided (see Table 12). 

Fisher, as State Superintendent of the Department of 

Education in Oklahoma, provided Native Americans in Oklahoma 

(1981), a study unit to "promote an awareness of the 

extensive contributions to the development of Oklahoma by its 

Native American population" (p. 3). One goal of this multi-

curriculum resource was to develop an awareness of Native 
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Americans music and dance. Included was a brief introduction 

to American Indian music and directions for making rattles 

and drums, in addition to a calender of Oklahoma Indian 

events, addresses of museums, addresses for additional 

sources of information, and a bibliography. 

George's Teaching the Music of Six Different Cultures in 

the Modern Secondary School (1976) contained one chapter on 

understanding American Indian music. The characteristics of 

American Indian music were explained. The author presented 

general teaching strategies which encompassed listening, 

singing, and playing instruments. Five lesson plans gave 

emphasis to guided listening and incorporation of 

audio-visual materials. George also provided a list of ten 

activities for further student enrichment. 

Songs and Stories of the North American Indians (Glass, 

1968) was based upon the Bulletins of the Bureau of American 

Ethnology. Glass included the stories and songs of five 

tribes, divided into four different categories: religious, 

dream, old legend, and game. While the printed information 

and photographs are of value, the songs had been Westernized. 

Glass "made some changes in the melodies so that the words 

will fit well with the song" (p. 7). The lyrics were in 

English; rhythm indications for drum accompaniment appeared 

with chord symbols for harmonic accompaniment (see Table 13). 

American Indians Slncr (Hofmann, 1967) was written 

specifically for younger readers. The focus was on why 

Indians sing and what songs mean to them; Hoffman explained 

music in relation to Indian life and culture. Descriptions 
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of instruments, dances, and ceremonies also were given. This 

is not a performance-oriented source; melodies were presented 

without lyrics, and accompanying English text does not 

correspond rhythmically with the text. A recording of songs 

from seven different tribes was included to demonstrate a 

variety of singing styles and musical instruments (see Table 

14) . 

Huenemann1s Songs and Dances of Native America: A 

Resource text for Teachers and Students (1978, with 

recordings) provided musical, textual, and cultural 

information on songs and dances for use in schools. It 

included 90 musical transcriptions and translations of 

Navajo, Plains, Great Lakes and other tribes. Huenemann 

devoted a chapter to resources which included bibliographies 

listing American Indian music by regions (see Table 15). 

Mason's Drums. Tomtoms, and Rattles (1974) is useful for 

the teacher who is interested in methods of making a variety 

of American Indian drums and rattles. Mason provided 

information about materials for frames, heads, drum sticks 

and included examples of authentic decoration designs. Some 

of Mason's terms and romanticized descriptions of American 

Indians and their music are outdated, as the work was 

originally published in 1938, but the information specific to 

instrument construction is still valuable. 

Stutzman produced a teaching guide in cooperation with 

American Indian parents, students and teachers called 

American Indian Music for the Classroom: An Indian Education 

Curriqulum Unit (1985). This source offered classroom 
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material on the culture and history of American Indians with 

an emphasis on eliminating stereotypes. An explanation of 

musical instruments, suggestions for teaching songs, and 

ideas for organizing classes were given. Four songs for use 

with children were included. 

Wilson, Wilson and Burton gave information regarding 

Apache culture, music, instruments, and dance in When the 

Earth was Like New: Western Apache Sonas and Stories (1994). 

Wilson is an Apache Indian, raised in traditional ways. This 

book represents his commitment to the preservation of Apache 

culture. The book included musical transcriptions of 14 

social, ceremonial and game songs, and 3 flute and Apache 

violin songs. The companion recording featured Wilson 

performing each of the selections from the book (see Table 

16) . 

Yazzie produced recordings of 37 songs relating to 

Navajo life in Navajo Music for Classroom Enrichment (1976). 

For each song the teacher's guide provided lyrics, English 

translation, and background information. A musical 

transcription was not given. 

Flute Literature 

There were several sources which specifically addressed 

the playing of American Indian flute music in the classroom. 

Although the flute was originally played by young men during 

courtship, the 20th century has seen a change in the context 

of flute music. It is now played at festivals, pow-wows, 

funerals, and upon other occasions (Smyth, 1989, p. 67-68). 

R. Carlos Nakai added the sound of synthesizer to 
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traditional and original flute compositions and developed a 

new form of American Indian music. This music, associated 

with the New Age sound, has had wide popularity because of 

its meditative and inspirational style (McAllester, 1994, p. 

596). The Art of the Native American Flute (1996) by Nakai 

and Demars, presented the most comprehensive information 

available for studying Nakai's music. This source gave 

information on the history, construction, tuning, fingering 

and other performance techniques of the traditional American 

Indian flutes played by Nakai. Transcriptions of 18 melodies 

from several of Nakai's recordings are included. This 

performance guide is a very useful source on the American 

Indian flute and includes a review of Nakai's music by David 

McAllester. 

Not readily accessible to the classroom teacher, but 

nevertheless a valuable resource, is The flute and flute 

music of the North American Indians (1977) by Buss. This 

master's thesis presented transcription and analysis of 49 

songs collected from early recordings. 

Burton (1993) included a chapter on American Indian 

flute music, which contained three flute legends, description 

of the flute, an explanation of playing style and technique, 

five transcribed songs with background information, and 

resources for recommended listening. 

Burton and Kreiter's Voices of the Wind (1998, with 

c.d.) included a collection of 11 authentic, traditional and 

contemporary flute songs "selected for their accessibility 

and appropriateness" (p. 3). Contents also included 
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information on history, construction and playing techniques. 

The text was supplemented with model lesson plans and 

suggestions for using the songs in the elementary classroom 

for listening units and to study improvisation and elements 

of music. 

Campbell's (1994) interview of ethnomusicologist David 

P. McAllester about Navajo Music served as a basis for 

presentation of a lesson plan centered upon a recording of 

Navajo flutist R. Carlos Nakai. The plan incorporated the 

activities of listening, movement, and flute/recorder 

playing. 

In Music of the Native North American for the Flute or 

Recorder Chazanoff (1990) provided 78 short melodies from 

eight different regions. The tribal origin of each song was 

given. The melodies were authentic in origin but were edited 

for the flute or recorder and taken out of their original 

context as lullabies, game, work, ceremonial, or dance songs. 

Giles (1984) presented instructional ideas on the study 

of American Indian flute for the general music curriculum. 

One of the recommendations was the use of the pentatonic 

scale to teach students improvisation on the recorder. Other 

suggested activities included construction of an Indian 

flute. 

Conclusion 

Having examined this literature, it can be concluded 

that resources for American Indian music are available to 

elementary school music teachers. The materials range from 

song collections to scholarly ethnographies (reviewed in 
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Chapter 2). Furthermore, some of the textbook series and 

resources provide accurate, authentic music for classroom 

use. As recommended in academic symposiums and journals, 

some materials are being presented in native language, with 

indigenous accompaniment, and in appropriate context. 

Recognizing that textbooks and other resources which are used 

in the general music curriculum directly influence the ideas 

presented to students, it is important to ascertain which 

materials are being used. By surveying elementary music 

educators in Oklahoma as to which books are a part of their 

curricula and resource library, important insights into the 

instructional content of their teaching of American Indian 

music will be gained. 
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LEGEND FOR FORMAT COLUMN IN TABLES 3-16 

Lvrics 
A = Native language or vocables 
B = English language 
C = Combined Native and English languages 
D = English translation provided 

Transcription 
E = Melody transcription 
F = Accompaniment transcription (i.e. percussion) 

Recording 
G = Recording included 
H = Source for recording suggested 

Note: Dashes indicate that information was not included. 



Table 3 

Macmillan/McGraw-Hill (1995) Share the Music 
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Grade Tribe Title Context Format 

1 K Iroquois Rabbit Dance social dance G 

K Nava j o Noja lullaby 

K Navajo Riding Song activity 

K Serrano/Cahuilla Damsel Fly Song A,D,E,G 

1 Hopi Bu-vah lullaby A,D,E,G 

1 Hopi Nikosi lullaby A,D,E,G 

1 Navajo December Snow flute A,D,E,G 

Kaich Akum lullaby 

2 Athabascan Honoring Song honoring A,E,G 

10 2 Hopi Mos', mos'! children's game A,B,E,G 

11 2 Serrano/Mar inga Little Bear bear A,D,E,G 

12 3 Hopi 

13 3 Lakota 

14 3 Luiseno 

15 3 Pueblo 

16 3 Seneca 

17 4 Cahuilla 

Lullaby 

Honor Song 

Kasilyio 

Corn Grinding Song 

Stomp Dance 

Powama 

18 4 Haliwa-Saponi Canoe Song and Dance 

lullaby 

honor 

lullaby 

activity 

dance 

flute 

activity 

A,D,E,G 

A,E,G 

A,D,G 

F,G 

19 4 Navajo/Laguna A'tsah Begiin Sin eagle dance D,G 
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Table 3 continued 

Macmillan/McGraw-Hill (1995) Share the Music 

Grade Tribe 

20 5 Comanche 

Title 

Eka Muda 

21 5 Iroquois/Mohawk Tsiothwatase: tha 

22 5 Navajo 

23 5 Zuni 

24 6 Iroquois 

25 6 Navajo 

26 6 Taos 

27 6 

Go, My Son 

Sunrise Song 

Tekanionton • neha 

Courtship Song 

Round Dance 

Grand Entry 

Context 

hand-game 

teaching 

greeting 

Format 

A,D,E,G 

round dance A, E, G 

B,E,G 

A,D,E,G 

alligator dance F,G 

courtship 

round dance 

powwow 

28 6 Yupik (Eskimo) Ice Cream Dance dance A,D,E,F,G 



Table 4 

Silver Burdett Ginn (1995) The Music Connection 

Grade Tribe 

0 K 

Title Context 

66 

Format 

2 Chippewa Lullaby 

9 

10 

11 

12 

13 

14 

15 

16 

17 

2 Eskimo (Inuit) Weather Incantation 

2 Kiowa 

2 Kiowa 

2 Navajo 

8 3 Algonquin 

3 Hopi 

3 Luiseno 

Buffalo Dance 

My Owlet 

Shaman's Call 

Snake Dance 

Sunset 

Raccoon Dance Song 

Grinding Corn 

Breezes Are Blowing 

3 Navajo and Ute Daybreak Vision 

3 Pawnee 

3 Seminole 

3 Sioux 

3 Ute 

4 Eskimo 

4 Eskimo 

H'Atira 

Duck Dance 

Hosisipa 

Bear Dance Song 

Musk Ox Hunt 

Returning Hunter 

lullaby 

prayer 

A,E 

hunting dance G 

lullaby 

harvest 

animal 

story 

B, E 

B,E,F 

E,F 

B,E 

rain chant B,E,F 

C,E,F 

E/F 

A,E 

celebration A,B,E 



Table 4 continued 

Silver Burdet Ginn (1995) The Music Connection 
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Grade Tribe Title Context Format 

18 4 Luiseno Breezes Are Blowing rain chant B,E 

19 4 Zuni Rain Dance rain dance 

20 5 Haliwa-Saponi Canoe Song canoe song A,E,F, 

21 5 Zuni Sunrise Call greeting A,E 

22 5 Zuni Zuni Song flute 

23 Go My Son pop song B,E 

24 6 Taos Round Dance Song 
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Table 5 

Andress. B. (1994) Apache Music For Arizona Children 

Tribe 

Apache 

Apache 

Apache 

Apache 

Apache 

Apache 

Apache 

Apache 

Title 

Baby Walking Song 

The Number Song 

Harvest Song 

Old Mac Donald 

The Flute Player 

This Is A Happy Place. 

Jingle Bells 

America 

Context 

teaching/game 

game 

story 

game 

story 

traditional 

Christmas carol 

hymn 

Format 

C,E,G 

C,E,G, 

A, D, E, F, G 

A,E,G 

A,E,F,G, 

A, D/ E, G 

C,E,F,G, 

A,E,G, 
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Table 6 

Ballard. L. (1973) American Indian Music for the Classroom 

Tribe 

Apache 

Arikara 

Choctaw 

5 Dakota 

6 Eskimo 

7 Iroquois 

8 Kiowa 

9 Kiowa 

10 Klallam 

11 Mojave 

12 Mohave 

13 Navajo 

14 Navajo 

15 Navajo 

16 Osage 

17 Paiute 

18 Paiute 

Title 

Girls's Song 

War Dance Song 

Raccoon Game Song 

4 Comanche, Otoe Hand Game Song 

Love Song 

Feast Song 

Rabbit Dance Song 

Buffalo Dance Song #1 

Buffalo Dance Song #2 

Bone Game Song 

Bird Dance Song #1 

Bird Dance Song #2 

Corn Grinding Song 

Silversmith Song 

Squaw Dance Song 

War Mothers Song 

Legend Song 

Lullaby 

Context 

ceremonial 

game 

game 

flute/courtship 

social 

social dance 

dance 

dance 

game 

social dance 

social dance 

work 

work 

dance 

ceremonial 

story 

lullaby 

Format 

A,B,E,F,G 

ceremonial dance A,D,E,F,G 

A,E,F,G 

A,D,E,F,G 

A,B,E,F,G 

A,E,F,G 

A,E,F,G 

A,E,F,G 

A,E,F,G 

A,E,F,G 

A,E,F,G 

A,E,F,G 

A,D,E,F,G 

A,E,F,G 

A,E,F,G 

A,E,G 

A,E,G 

A,E,G 
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Table 6 continued 

Ballard. L. (1973) American Indian Music for the Classroom 

Tribe 

19 Pima 

20 Ponca 

21 Seminole 

22 Taos 

23 Tewa 

24 Tlingit 

25 Tsimshian 

Title 

Elk Song 

Hand Game Song 

Duck Dance Song 

Round Dance Song 

Entrance Song 

Ptarmigan Dance Song 

Potlatch Song 

Context 

traditional 

game 

dance 

dance 

ceremonial 

dance 

ceremonial 

Format 

A,D,E,F,G 

A,D,E,F,G 

A,E,F,G 

A,E,F,G 

A,E,F,G 

A,E,F,G 

A,E,F,G 
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Table 7 

Bierhorst. J. (1979) A crv from the Earth 

Tribe 

Ute 

2 Arapaho 

3 Cherokee 

4 Choctaw 

5 Chippewa 

6 Chippewa 

7 Chippewa 

8 Comanche 

9 Delaware 

10 Diegueno 

11 Eskimo 

12 Hopi 

13 Hopi 

14 Iroquois 

15 Iroquois 

16 Kwakiutl 

17 Nez Perce 

18 Navajo 

Title 

Bear Dance Song 

Father Have Pity on Me 

Lullaby-

Pleasure Dance 

Farewell to the Warriors 

I Have Found My Lover 

Context 

dance 

Ghost Dance 

lullaby 

social dance 

war 

flute 

Woman Who Was Brave in War war/story 

Yellow Light From Sun... Ghost Dance 

Peyote Song peyote song 

A Song of the Wildcat Dance dance 

To Quiet a Raging Storm prayer 

Flute-song Prelude 

Sleep Song 

flute 

lullaby 

A Song of the Drum Dance dance 

Dream Song 

Cradle Song 

Power Song of the Eagle 

ceremonial 

lullaby 

ceremonial 

Dance Song of the Night Chant ceremonial dance 

Format 

A,E,F,G 

A,B,D,E,G 

A,B,D,E,G 

A,E,F,G 

A,B,D,E,G 

A,B,D,E 

A, B, D, E, F, G 

A,B,D,E,G 

A,E,F,G 

A,D,E,G 

A, B/ D, E, G 

A,E 

A,B,D,E,G 

A, B, E, F,G 

A,B,D,E,G 

A,B,E 

A,B,D,E,G 

A,EfF,G 



72 

Table 7 continued 

Bierhorst. J. (1979) A crv from the Earth 

Tribe 

19 Nava j o 

20 Omaha 

21 Omaha 

22 pan-Indian 

23 Pima 

24 Penobscot 

25 Picuris 

26 Teton Sioux 

27 Tlingit 

28 Tlingit 

29 Tsimshian 

30 Tsimshian 

31 Yuchi 

Title 

Dove Song 

Crying to Wakonda 

Love Call 

Modem Love Song 

Flute Song 

Dance Song 

The Elf's Song 

Clear the Way-

Greeting Song 

Context 

game 

love 

flute 

social dance 

story 

war 

greeting 

Mourning Song for a Brother ceremonial/death 

Lullaby for a Girl lullaby 

Mourning Song for a Chief ceremonial/death 

Format 

A,B,D,E 

ceremonial/prayer A,B,D,E 

flute/courtship 

Lonesome Flute flute 

A,B,E,G 

A,B,D#E,G 

A,E,F,G 

A, B,D, E,G 

A,B,D,E,G 

E 

A, B/ D, E, F, G 

A,B,D,E,F 

A,B,D,E,F 

E,G 
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Table 8 

Burnett. M. (19751 Dance Down the Rain. Sine? UP the Corn 

Tribe 

1 Apache 

2 Cheyenne 

3 Chippewa 

4 Chippewa 

5 Chippewa 

6 Dakota 

7 Dakota 

8 Hopi 

9 Kiowa 

10 Lummi 

11 Muskogean 

12 Nava j o 

13 Navajo 

14 Papago 

15 Shoeshone 

16 Yuma 

Title 

Apache Melody 

Cheyenne Melody 

Chippewa Melody 

Deer Dance 

Hoot Owl Song 

Context 

game 

game 

lullaby 

hunting 

lullaby 

Dance of the Fox Society animal dance 

Feast Chant feast 

Hopi Butterfly Melody ceremonial 

Kiowa Lullaby lullaby 

Lummi Melody game 

The Duck Dance dance 

Navaj o Melody game 

Song of the Rain Chant ceremonial 

Singing up the Corn ceremonial 

Shoeshone Game Song game 

Ceremonial Chant ceremonial 

Format 

A,B,E/F 

A,E,F 

A,B,E 

A,B,E 

A,D,E,F 

C,F 

A,B,E 

A,E,F 

A,E 

A,E 

A,E 

A,E,F 

A,E,F 

B,E,F 

A,E 

C,E 

17 Flute Melody flute 



74 

Table 9 

Burton. B. (1993) Moving within the Circle 

Tribe Title Context 

1 Alabama-Coushatta Song to the Four Directions ceremonial 

2 Haliwa-Saponi Canoe Song 

3 Haliwa-Saponi Bear Dance 

4 Hidatsa 

Intertribal 

Intertribal 

7 Intertribal 

8 Intertribal 

Kiowa 

10 Nanticoke 

11 Lakota 

12 Lakota 

14 Pan Indian 

15 Pueblo 

16 Pueblo 

Hidatsa Dance Song 

Intertribal Dance 

Nihaa Shil Hozho 

One-Eyed Ford 

...Then There Was Wood 

Kiowa Love Song 

Nanticoke Shawl Dance 

Lakota Courting Song 

Picture Song 

13 Navajo/Apache I Walk In Beauty 

Ghost Dance 

Basket Dance 

Pueblo Round Dance 

17 Pueblo Ysleta Pueblo Two-Step 

dance 

dance 

dance/flute 

dance 

Format 

A,E,G 

A,E,F,G 

A,E,F,G 

E,G 

A,E,F,G 

American Indian rock C,G 

modern social A,E,F,G 

contemporary fusion G 

courtship/flute 

dance 

courtship/flute 

dance 

social 

Ghost Dance 

dance 

dance 

dance 

18 Seneca Rabbit Dance - flute version dance 

E,G 

A,E,F,G 

D,E,G 

A,D,G 

C,E,F,G 

D,G 

A,E,F,G 

A,E,F.G 

A,E,F,G 

E,G 
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Table 9 continued 

Burton. B. (1993) Moving within the Circle 

19 Seneca 

20 Yaqui 

21 Zuni 

22 Zuni 

23 Zuni 

24 Zuni 

Rabbit Dance - vocal version dance/flute 

Cuero Mohelam 

Call To Sunrise 

Pottery Dance 

Pueblo Sunrise Song 

Sunrise Call 

pascola dance 

thanks /prayer 

dance 

flute 

thanks /prayer 

A,E,F,G 

E,F 

A,E,F,G 

E,F,G 
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Table 10 

Dawlev and McLaughlin. (1961/1990) American Indian Sonas 

Tribe 

Cayuga 

Cherokee 

Cherokee 

Cheyenne 

Coahuia 

Creek 

7 Creek 

8 Haida 

9 Hopi 

10 Hopi 

11 Kiowa 

12 Kiowa 

13 Luiseno 

14 Luinmi 

15 Luinmi 

16 Navajo 

17 Navajo 

18 O j ibwa 

Title 

Corn Dance 

Lullaby 

Quail Song 

Thanks For My pony 

Peon Game Song 

Lullaby 

Ribbon Dance 

Totem Pole 

Little Prairie Dog 

Rain Song 

Buffalo Dance 

Round Dance 

Taquitla Plomilspa 

Grandmother Rock... 

Paddling Song 

Hunting Song 

Riding Song 

Do Not Weep 

Context 

social dance 

lullaby 

animal 

thanks 

game 

lullaby 

ceremonial dance 

children's 

ceremonial 

dance 

social dance 

story 

paddling 

hunting 

riding 

lullaby 

Format 

A,B,E,F,G 

A,E,G 

C,E,G 

C,E,F,G 

A,E,F,G 

C,E,G 

C, E, F, G 

C,E,F,G 

C, E, G 

A,B,E,F/G 

A,E,F,G 

A,E,F,G 

A,E,G 

A, E,G 

C,E,F,G 

C,E,G 

A,C,E,F,G 

A,B,E,G 
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Table 10 continued 

Dawlev and McLaughlin. (1961/1990) American Indian Sonas 

Tribe 

19 Omaha 

20 Quinault 

21 Seminole 

22 Seneca 

23 Sioux 

Title 

Tribal Prayer 

Lullaby-

Duck Dance 

Prayer of Thanks 

Dance Song 

Context 

hymn 

lullaby 

dance 

prayer 

dance 

Format 

A,B,E,G 

C,E,G 

A,E,F,G 

B,E,F,G 

A,E,F,G 
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Table 11 

De Cesare. (1988) Mvth. Music and Dance of the American Indian 

Tribe 

1 Apache 

2 Chippewa 

3 Choctaw 

4 Creek 

5 Dakota 

6 Kiowa 

7 Menominee 

8 Nava j o 

9 Navajo 

10 0j ibwa 

11 0 j ibwa 

12 Omaha 

13 Paiute 

14 Pawnee 

15 Pawnee 

Title 

Song to End a Dance 

The Morning Star 

Pleasure Dance 

Duck Dance 

Healing Song 

Begging Song 

Partridge Dance Song 

Mountain Hymn 

Song of the Dove 

Sleepy Time 

A Winter Song 

Dance of the Turkeys 

The Myth of Young Eagle 

Do Not Fear the Horse 

The Little Boy 

16 Tohono O'odham Song of the Clown 

17 Quechan (Yuma) Sleep, Child 

18 Quileute I'll Look Everywhere 

Context 

dance 

ceremonial 

social dance 

dance 

ceremonial 

story 

dance 

ceremonial 

game 

lullaby 

story 

dance 

story 

story 

game 

ceremonial 

lullaby 

story 

Format 

A,E,F,G 

A,B,D,E,F,G 

A,E,F,G 

A, D, E, F, G 

A/ B, D, E/ G 

A,B,D,E,G 

A,B,D,E,F,G 

A, B, D, E/ F, G 

A,B#D,E,F,G 

A, B, D, E, G 

A,B,D,E,F,G 

B,E,F,G 

A,B,D,E,G 

A,B,D,E,F,G 

A,B,D,E,F,G 

B,E,F,G 

A,B,D,E,F,G 

B,E,F,G 
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Table 11 continued 

De Cesare. (1988) Mvth. Music and Dance of the American Indian 

Tribe Title Context Format 

19 Santo Domingo We Bring You Good Crops ceremonial /prayer B,E,F,G 

20 Seminole 

21 Ute 

22 Winnebago 

23 Yuchi 

24 Zuni 

Two-Direction Dance 

Dust of the Red Wagon 

A Fable 

Horse Dance 

Corn Grinding Song 

dance B,E,F,G 

historical/story A ^ D ^ ^ G 

story 

dance 

work 

A,B,D,E,F,G 

A,D,E,F,G 

A,B,D,E,G 
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Table 12 

Fichter. (1978) American Indian Music and Musical Instruments 

Tribe 

Cheyenne 

2 Mandan 

Papago 

Title 

Song of Healing 

Love Song of the Flute 

Crop-sowing Song 

4 Passamaquoddy Lullaby 

Context 

ceremonial 

flute/courtship 

ceremonial 

lullaby 

Format 

B,E 

A,E 

B,E 

A,E 

5 Pawnee Song for Returning Warriors war B,E 

6 Sioux Song of Thanksgiving... ceremonial /prayer B, E 

7 Winnebago Death Chant ceremonial/death C,E 
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Table 13 

Glass, P. (1968) Songs and Stories of...North American Indian 

8 

9 

10 

n 

12 

13 

14 

15 

16 

17 

18 

Tribe 

Mandan 

Mandan 

Mandan 

Mandan 

Papago 

Papago 

Papago 

Papago 

Pawnee 

Pawnee 

Pawnee 

Pawnee 

Pawnee 

Pawnee 

Sioux 

Sioux 

Sioux 

Sioux 

Titli 

...Captive Goose Woman 

Song of the Flute 

The Kettle is Burning 

We Must Run 

Song of the Watchers 

We Must Run 

I Am Like a Bear 

Song of the Coyote 

I Sing for the Animals 

Song of the Old Wolf 

Context 

Dancing Song of the Skunk dance 

story 

flute 

story 

story 

I Will Toss Up the Sticks game 

story 

game 

honor 

Hand Game Guessing Song game 

story 

...Returned Pawnee Soldiers honor 

The Bear is Pointing... story 

You Need Not Fear the Horse story 

story 

Song of the Moccasin Game game 

story 

Song of the Sacred Stones story 

Format 

B,E,F 

B,E,F 

A,B,E,F 

B,E,F 

B,E,F 

B,E,F 

B,E,F 

B,E,F 

B,E,F 

A,B,E,F 

B,E,F 

B,E,F 

B,E,F 

B,E,F 

B,E,F 

B,E,F 

B,E,F 

B,E,F 
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Table 13 continued 

Glass. P. (1968) Sonas and Stories of...North American Indian 

Tribe 

19 Sioux 

Title Context 

20 

21 

22 

23 

24 

25 

26 

27 

28 

29 

30 

31 

Sioux 

Sioux 

Yuma 

Yuma 

Yuma 

Yuma 

Yuma 

Yuma 

Yuma 

Yuma 

Yuma 

Yuma 

Song of the Young Wolves story 

The Horsemen in the Cloud story 

Song of the Moccasin Game dance 

Song of the Young Wolves story 

Wakan' tanka Hears Me 

Song of the Blackbirds 

Song of the Buzzards 

Song of the Nighthawk 

story 

From Daylight to Darkness story 

story 

story 

Song of the Hummingbird story 

story 

The Deer Begins His Travels story 

The Spider Makes A Road story 

Water Bug Stands Upon A Fish story 

Format 

B,E,F 

B, E,F 

B,E,F 

B,E,F 

C,E,F 

B, E,F 

B, E,F 

B,E,F 

B,E,F 

B,E,F 

B,E,F 

B, E,F 

B,E,F 
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Table 14 

Hofmann. C. (1968) American Indians Sina 

Tribe 

1 Chippewa 

2 Chippewa 

3 Chippewa 

4 Hopi 

5 Iroquois 

6 Sioux 

7 Sioux 

8 Winnebago 

9 Yaqui 

10 Zuni 

11 Zuni 

Title 

Flute Melody-

Healing Song 

Context 

flute 

ceremonial 

Women's Song For War Party war 

Snake Ceremony Song ceremonial 

False Face Society Song ceremonial 

Torture Dance Song ceremonial 

Sun Dance Song ceremonial 

Flag Song war 

Deer Dance dance 

Corn Planting Ritual Song ceremonial 

Lullaby lullaby 

Format 

E,G 

D,E,F 

D,E 

D,E,F,G 

E,G 

D,E,G 

D,E,G 

D,E 

D,E,F,G 

D,E 

D,E,G 
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Table 15 

Huenemann. L. F. (1978) Sonas and Dances of Native America 

Tribe 

1 Apache 

2 Apache 

3 Athabaskan 

4 Caddo 

5 Cree 

6 Hopi 

7 Hopi 

8 Hopi 

9 Hopi 

10 Kiowa 

11 Kiowa 

12 Kiowa 

13 Kiowa 

14 Kiowa 

15 Kiowa 

16 Kiowa 

17 Kiowa 

18 Kiowa 

Title 

Circle Dance 

Context 

dance 

Wherever I Go People Know Me poetry song 

Bear Raven Dance 

Bell Dance 

Friendship Song 

Flag Song 

45th Regiment '49 Song 

Prayer Hymn 

Rabbit Society Dance 

Rabbit Society Dance 

public dance 

social dance 

friendship 

Boys Snake Dance Qame Song dance 

Children's Cat Song children's 

Children's Rain Sofig children's 

Honey Honey 

national anthem 

social dance 

Kiowa Two-Step #1 dance 

Kiowa Two-Step #2 dance 

One-Eyed Ford Forty-Nine social dance 

hymn 

children's dance 

children's dance 

Saynday And The Prairie Dogs story 

Format 

A,E,H 

A,E,F 

A,E,F,H 

A,E,F 

A,E,F 

A,D,E 

A,DrE 

A,D,E,F 

C,E 

A,D,E,F,H 

A,E 

A,E,F,H 

A,E,F,H 

A,E,F,H 

A,D,E 

A,E,F,H 

A,E,F 

A,D,E,H 
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Table 15 continued 

Huenemann. L. F. (1978) Sonas and Dances of Native America 

Tribe 

19 Lakota 

20 Lakota 

21 Lakota 

Title 

Lakota National Anthem 

Love Song 

Love Song For Flute 

Context 

national anthem 

love 

love/flute 

Format 

A,E,F,H 

A,D,E,H 

22 Lakota-Sioux Love Song - Vocal Version love 

23 Lakota 

24 Lakota 

25 Lakota 

26 Lakota 

27 Messquakie 

28 Messquakie 

29 Navajo 

30 Navajo 

31 Navajo 

32 Navajo 

33 Navajo 

34 Navajo 

Powwow Song No. 1 

Powwow Song No. 2 

Scalp Dance 

Scouting Dance 

Flute Song 

powwow 

powwow 

war 

flute 

Soldier-Victory Round Dance war 

Ahidi Aha Dance Song 

Bilagaana Nimasiitsch 

Bluebird Song 

Corn Grinding Song 

public dance 

animal 

activity 

Donkey Song: Teeldzibahi animal 

Dzil Nizhoni 

35 Navajo-Hopi Gourd Dance Song 

A,D,E 

A,E 

A,E 

A, D, E 

A,E,H 

E,H 

A,E,H 

A,E,H 

historical/social A,D,E,F,H 

A,D,E,F,H 

A,D,E,H 

A,D,E,H 

historical/social A,D,E,F,H 

ceremonial/public A,E 

36 Navajo Grow Up, Girl public dance A,D,E,F,H 
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Table 15 continued 

Huenemann. L. F. (1978) Soncrs and Dances of Native America 

Tribe 

37 Navajo 

38 Navajo 

39 Navajo 

41 Nava j o 

42 Navajo 

43 Navajo 

44 Navajo 

45 Navajo 

46 Nava j o 

47 Navajo 

48 Navajo 

49 Navajo 

50 Navajo 

52 Navajo 

53 Navajo 

54 Navajo 

Title 

Haba, Haba 

Context 

public dance 

Iich'Oshi - Spinning Dance public dance 

I'Dil'A - Gift Song No. 1 public dance 

40 Nava j o-Apache I'm In Love With A Navajo historical/social 

I'm Leaving For The Res... public dance 

...Land Dispute Song animal 

Moccasin Squaw Dance Song public dance 

Ndaa' Closing Song 

Nei Eiyo Wa 

Ribbon Dance Song No. 1 

Riding Song 

social dance 

public dance 

game 

activity-

Round Dance/Starting Song #1 activity-

Round Dance/Starting Song #2 activity 

Salt Lake 

51 Nava j o-Apache Shi Naasha 

historical/social 

historical/social 

Shibeihe Song 

Silversmith Song 

dance 

his torical/soc ial 

The Bear - Shoegame Song game 

Format 

C,D,E,F 

A,E,F,H 

A,E,F,H 

A,E,F,H 

A,D,E,F,H 

A,D,E,F,H 

A,D,E,H 

A,D,E,H 

A,E,H 

A,E,F,H 

A,E,F,H 

A,E,H 

A,E,H 

A,D,E,F,H 

A,D,E,H 

A,E,H 

A,E,H 

A, E#H 
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Table 15 continued 

Huenemann. L. F. (1978) Sonas and Dances of Native America 

Tribe 

55 Navajo 

56 Navajo 

57 Nava j o 

58 Oj ibway 

59 0j ibway 

60 Ponca 

61 "Plains" 

62 " Plains" 

63 " Plains" 

64 "Plains" 

65 Sioux 

66 Sioux 

67 Sioux 

68 Sioux 

69 Sioux 

70 Taos 

71 Tulalip 

72 Wichita 

Title 

Wishing Donkey Song 

Yibi Yibi Song 

Fish Dance 

Snake Dance 

War Dance Song 

Ghost: Dance Song 

Ghost Dance Song 

Powwow Song 

Handgame Song 

Powwow Dance Song 

Round Dance Song 

Rabbit Dance Song 

Round Dance 

Swan Dance Song 

Handgame Song #1 

Context 

animal 

squaw dance 

Yik'Aash - Sway Song No. 1 social dance 

animal dance 

animal dance 

powwow 

Ghost Dance 

Ghost Dance 

Oklahoma Powwow Dance Song powwow 

powwow 

game 

Plains Round Dance Song powwow 

powwow 

2-step dance 

2-step dance 

dance 

animal dance 

handgame 

Format 

A,D,E,H 

A,E,F,H 

A,E,F,H 

A,E,F,H 

A,E,F 

A,E,F 

A, D, E,H 

A,D,E,H 

A,E 

A,E,F 

A,E,F,H 

A,E,F 

A,E,F 

C,D,E,F,H 

C,E,F,H 

A,E,H 

A,E,F 

A,E,F 
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Table 15 continued 

Huenemann, L. F. (1978) Soncrs and Dances of Native America 

Tribe 

73 Wichita 

74 Wichita 

75 Wichita 

76 Winnebago 

77 Winnebago 

78 Winnebago 

79 Winnebago 

80 Winnebago 

81 Winnebago 

82 Winnebago 

83 Winnebago 

84 Winnebago 

85 Winnebago 

86 Winnebago 

87 Winnebago 

88 "Woodland" 

89 "Woodland" 

Title 

Handgame Song #2 

Handgame Song #3 

Handgame Song #4 

Bean Dance #1 

Bean Dance #2 

Fast War Dance Song 

Flag Song No. 1 

Gourd Dance 

Kaiser 

Little Soldier 

Pipe Dance 

Swan Dance #1 

Swan Dance #2 

Thanksgiving Song 

World War II Flag Song 

Powwow Song 

Slow War Dance Song 

90 Yupik Eskimo Jumping rope Song 

Context 

handgame 

handgame 

handgame 

dance 

dance 

powwow 

national anthem 

dance 

war/flag 

war/flag 

dance 

animal dance 

animal dance 

peyote 

war/flag 

powwow 

powwow 

children's game 

Format 

A,E,F 

A,E,F 

A,E,F 

A,E,F 

A,E,F 

A,E 

A,D,E,F,H 

A,E,F,H 

A,D,E 

A,D,E 

A,DfE,F 

A,E,F 

A,E,F 

C,D,E,F 

A,D,E,H 

A,E,F,H 

A,E,F,H 

A,D,E 
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Table 16 

Wilson. Wilson and Burton (1994) When the Earth was Like New 

Tribe 

Apache 

Apache 

Apache 

Apache 

Apache 

Apache 

Apache 

8 Apache 

9 Apache 

10 Apache 

11 Apache 

12 Apache 

13 Apache 

14 Apache 

15 Apache 

16 Apache 

17 Apache 

18 Apache 

Title 

At the Beginning... 

Black Tail Deer Song 

Blessing Song - vocal 

Context 

story 

honoring 

blessing 

Blessing Song - violin/flute blessing 

Creating the Earth 

Creating the Earth 

Eagle Dance Song 

Food Exchanged Song 

Geronimo's Song 

I Still Love You Yet 

I'11 Go With You/vocal 

I'll Go... violin/flute 

I'm Going Home 

Moccasin Game Song 

Traveling Song 

Warrior's Song 

When I Was Young/vocal 

When I.../violin/flute 

story 

story 

dance 

ceremonial 

social 

social 

social 

social 

blessing 

game 

traveling 

warrior 

social 

social 

Format 

A,D,E,G 

A,E,G 

A,E,G 

E,G 

A,D,E,G 

A,E,G 

A, D/ E, G 

A,E,G 

A,D,E,G 

C, E,G 

A,D,E,G 

E,G 

A,D,E,G 

A,E,G 

A,E,G 

A,E,G 

A,E,G 

E,G 



CHAPTER 4 

METHODOLOGY 

Oklahoma has the largest American Indian population of 

any state in the union; thus it seems that its music 

curriculum should be made relevant to the American Indian 

heritages of a significant portion of its population. For 

more than 40 years, leaders in music education have stressed 

in symposia and journals that music teachers should include 

music in their curricula that reflects the cultural 

background of the students (Anderson, 1983, 1991, 1992; 

Boyer-White, 1988; Yarbrough, 1992; Campbell, Wolf, Mark, and 

Bowman in McCarthy, 1995). If music specialists in the state 

follow recommendations of music education leaders, then the 

elementary school music programs in Oklahoma might serve as a 

model for accurate, authentic inclusion of American Indian 

music, in accordance with the recommendations of educators 

and ethnomusicologists. 

A review of previous research indicated a gap in the 

study of curriculum content and methodology specific to its 

relationship with demographics. Therefore, I conducted a 

status study of the extent and nature/manner in which 

American Indian music is utilized in the elementary school 

classrooms of Oklahoma. Data was obtained on the inclusion 

of American Indian music in the curriculum, the particular 

practices of teaching American Indian music, and teachers' 

background, education and experience with American 

90 
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Indian music. This research can provide data on the type of 

background, experience, education, and resources which are 

most important in the development of effective teachers of 

American Indian music. This information may be used for 

recommending improvements in teacher education and elementary 

music education. 

Research Design 

General Method 

The research purpose was to determine to what extent and 

in what manner Oklahoma's elementary school music educators 

have responded to the need of the American Indians to have 

their music authentically included in the music curriculum. 

The nature of this research determined the mode of inquiry: 

descriptive data would have to be obtained from the 

population under examination. 

Casey (1992) described three classifications of studies 

used to collect data not contained in normal public records: 

the census, the case study, and the survey. Surveys are 

common in music education research because they better 

represent a population than a case study, yet are less costly 

and time-consuming than a census. In a survey, it is 

believed that a portion of the population will provide 

information that is relatively descriptive of the entire 

population (Casey, 1992, p. 116). 

Pretest 

The development of the survey instrument began with a 

pretest which was administered to volunteer general music 

specialists attending workshops at the University of North 
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Texas or Texas Christian University in summer of 1995 (see 

Appendix A). The purpose of the pretest was to acquire 

information about music teachers' views and classroom 

practices regarding the teaching of American Indian music and 

to develop the survey instrument. The pretest consisted of 

open-ended questions concerning the teaching of ethnic music, 

particularly American Indian music; this allowed the 

respondents to answer within their own frames of reference. 

When surveying a special group, using a less structured 

approach to collect data first "can help us understand things 

through the eyes of these people, learn their concerns and 

ways of thinking, and this can be extremely helpful in 

developing relevant and appropriately worded questions for 

that group" (de Vaus, 1986, p. 45) . 

Instrumentation 

Utilizing the range of responses garnered from the 

pretest, a survey instrument of 16 forced-answer questions 

was developed. The aim at this stage was to provide a 

questionnaire which would be convenient to complete and would 

encompass the range of teacher responses. Forced-choice 

questions were used because they require less of the 

respondents' time to answer. Guidelines for constructing 

questionnaires and conducting surveys were followed in 

designing the research instrument (Buchanan & Feldhusen, 

1991; Casey, 1992; de Vaus, 1986; Fink, 1995; Fink & 

Kosecoff, 1985; Litwin, 1995). In order to avoid biasing 

responses, the category called "other (please specify)" was 

used to allow for unanticipated responses (de Vaus, 1986, p. 
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75). The questions were asked in the second person (e.g. 

"What resources do you use?"). For most questions, 

respondents could choose one or more responses from those 

listed. In some questions, respondents were given space to 

add information to the checklist. Four questions asked 

respondents to fill in the blank with a number. 

Questions were grouped into two categories. The first 

category, "Your Background," asked for general information. 

This data described teachers' personal and professional 

backgrounds, training, and interest in American Indian 

culture and music: factors which may influence the inclusion 

of American Indian music in their curriculum. Question 8 on 

the survey asked for respondents' ethnic background. The 

1990 Census form included 14 ethnic terms; such an extensive 

list was too cumbersome for the research purpose. A more 

appropriate model was the Affirmative Action Compliance Form, 

which defined 5 ethnic designations. These five terms 

appeared on the survey instrument in the same order used on 

the Affirmative Action Compliance Form. 

Data from the second category, "Your Teaching," 

represented characteristics which defined the inclusion and 

actual practice of using American Indian music in the 

classroom. This category began with the filter question, "Do 

you include American Indian music as part of your 

curriculum?" All respondents who answered negatively were 

excluded from subsequent items. 

The next item concerned the percent of grades K-6 music 

instruction time focused on American Indian music. Asking a 
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teacher to give one answer inclusive of all grades would have 

been ambiguous, since not all respondents taught K-6 grades 

and instructional time varied by grade level. In order to 

avoid a lengthy survey (posing a question for each grade), 

the question was formatted as a table (see Appendix B). 

Remaining questions in the survey were designed to 

determine the degree to which American Indian music was 

authentic and accurately presented. Question 12 asked 

respondents to indicate the type of songs used in teaching. 

A list was compiled by reviewing all song types found in the 

textbooks and supplemental texts examined in the Literature 

Review, Chapter 2 of this study. From that list, similar 

items were combined into an encompassing group or according 

to function. For example, the "animal" group included 

alligator, bear, buffalo, dove, duck, eagle, owl, rabbit, 

raccoon, snake songs, etc. The "dance" group embraced 

basket, drum, round, shawl, squaw and two-step. Likewise, 

the work/activity group encompassed canoe paddling, corn 

grinding, hunting, riding, and silversmith songs. Additional 

activity suggestions were gleaned from the open ended 

pretest. Other questions were formulated in the same way. 

Question 15, regarding the use of native language or English 

translations, was based on contextual premises presented in 

Burton (1993) and Schupman (1991). 

The pilot survey instrument included 16 questions 

designed to solicit information regarding education, 

background, experience with American Indian music, and 

classroom practice of general music teachers. Response 
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length was estimated at ten minutes, which is the recommended 

limit (Buchanan & Feldhusen, 1991, p. 288). 

The survey instrument was submitted for review by a 

panel of specialists in the fields of general music education 

(professors of music education, music specialists), research 

(professors of educational and experimental statistics), 

education research (university director of the Bureau Of 

Educational Research) and music education research 

(university School of Music research chairman). These 

experts established that the questions were appropriate to 

provide the information needed for the research. The 

Mississippi State University Sponsored Programs 

Administration Office reviewed the survey instrument and 

assured that it met guidelines for the protection of human 

subjects in research (see Appendix C). 

The four pages of questions were printed in booklet 

format on size 11" x 17" paper. This increased visibility 

and eliminated the need for a staple. A copy of the survey 

instrument may be found in Appendix B. 

Pilot Study 

The research instrument was pilot tested with general 

music teachers in the state of Mississippi, in order to check 

response rate as an important statistical factor of the 

mailed questionnaire approach, as well as to assure that the 

revised instrument would provide all needed data for the 

research problem. The Mississippi Department of Education 

provided information regarding ethnic breakdown by school 

district and district office address/telephone number. The 
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districts were stratified according to American Indian 

enrollment; those with American Indian students, and those 

without. Of the 149 school districts in Mississippi, 20 

districts with highest American Indian enrollment (5-226 

students) were selected. A sample of 20 districts was 

systematically selected from the group without American 

Indian students. Because the list was not periodic, the 

systematic sampling technique was similar to random sampling. 

Each of the 40 district offices was contacted by 

telephone in order to obtain the name and mailing address of 

the music specialist. In three situations where the office 

could not supply a name, an alternate district was randomly 

selected from within the respective group. 

Each of the 40 individuals in the sample were mailed a 

survey packet in Spring 1996. This packet consisted of a 

cover letter, the survey instrument, and a postage-paid, pre-

addressed envelope (see Appendix B). Each survey had been 

marked with an identification code in an unobtrusive corner. 

This code was used to identify respondents; those who hadn't 

responded after two weeks received a second survey packet, 

with a different cover letter (see Appendix B). 

Results of Pilot Study 

Teachers' Curriculum 

Of the 18 teachers who responded, 14 included American 

Indian music in their curriculum, while 4 did not. 

Interestingly, all 9 (100%) of the respondents from the 

school districts with American Indian enrollment included 

American Indian music as part of their curriculum. From the 
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school districts in which no American Indian enrollment was 

reported, 5 out of the 9 (55.56%) respondents included 

American Indian music as part of their curriculum. Two 

teachers indicated that teaching American Indian music was 

done in November as part of a Thanksgiving unit. 

Teachers indicated that approximately 1% of music 

instruction time focused on American Indian music. This 

corresponds with Diaz (1980) who found that American Indian 

music made up only 1% of music textbook contents. This 

number differs from the findings of J. Moore (1993) who 

reported that the music of the American Indian was given 

around 8% of time in the national averages of general music 

class (p. 114). As previously discussed, the respondents in 

Moore's study were forced to choose 0%, 10%, 20%, or 50% or 

more to indicate class time devoted to American Indian music. 

All of the teachers listed the adopted textbook series 

as their source for American Indian songs. The books used 

most were Macmillan/McGraw-Hill (4), Silver Burdett Ginn 

(5), and both (3). My analysis of these series appears in 

Chapter 3. No other instructional materials were specified 

as being utilized by the respondents as sources for American 

Indian songs. The textbook series appear to have an enormous 

impact on general music teaching. 

The instruments used when performing American Indian 

music were drums (10), bells (5), shakers/rattles (5), and 

rain stick (2). Teachers appear to be using instruments 

(drums and rattles) which are in fact almost universal in 

American Indian music. The rain stick is actually of South 
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American origin but has become associated with American 

Indian music through its use in New Age and contemporary 

recordings by American Indian artists. 

Teachers' Background and Experience 

From a sample of 40, 18 teachers responded to the 

survey. The survey reached the teachers the week before 

summer vacation, which may have had a detrimental effect on 

response rate. 

Most teachers indicated that they had little or no 

experience with American Indian music. Only 3 had studied it 

in course work in college, 5 had been to a powwow, and 3 had 

learned about it by attending a workshop. One teacher 

specified that "examples in the classroom text" were the only 

available experience with American Indian music. 

A larger sample size will be required in order to make 

determinations regarding the statistical significance of 

teachers' background, education and experience on their 

classroom practice. 

Although numerous American Indian music resources are 

available to supplement the adopted texts, teachers do not 

appear to be using them. Most teachers indicated little or 

no experience with American Indian music as part of teacher 

training. Contrary to J. Moore's conclusion that teachers in 

areas with American Indians are less likely to include 

American Indian music in their curriculum, all respondents 

from the school districts with American Indian enrollment 

included American Indian music as part of their curriculum. 
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Revisions Following Pilot Study 

Following the pilot study several changes were made to 

the survey instrument (see Appendix D). Questions specific 

to the survey title, "Survey of Elementary Music Teachers 

Regarding the use of American Indian Music", were moved to 

the beginning. Fink and Kosecoff (1985) stated that "the 

first set of questions should be related to the topic 

described" (p. 43). In order to obtain more precise data, 

responses for question 7 were separated from four categories 

to seven (grades K, 1, 2, 3, 4, 5, 6). A question asking if 

respondents were certified music specialists was eliminated, 

since the Oklahoma sample group was obtained by selecting 

only certified music specialists from the database of all 

Oklahoma teachers (obtained from the Oklahoma Department of 

Education Data and Research Services Office). Questions 8 

and 9 about the source of songs were moved to their present 

locations since the pilot study showed respondents were 

writing this information in other spaces. Question 11 

regarding musical instruments remained a "fill in the blank" 

item to allow for the many unanticipated responses which were 

found in the pretest and pilot study. All items in the 

questionnaire which called for a write-in specification were 

given more space to make answering the questions more 

convenient. 

The most substantial change regarded the format 

presentation of question 12. For the pilot study, the 

questions appeared separately. It was not possible to 

determine accurate context from the resulting data. The idea 
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of asking for the information in a table format was 

considered. The present table was submitted to an expert on 

survey design and to general music specialists, all of whom 

determined that respondents would find this format clear and 

convenient to fill out. 

The University of North Texas Institutional Review Board 

(UNT IRB) reviewed the survey instrument and assured that it 

met guidelines for research involving human subjects (see 

Appendix C). The IRB required that the cover letter include 

my position at UNT, a description of confidentiality 

measures, the contact phone number of the investigator, and 

the statement of approval by the UNT IRB. 

Validity of the survey's content refers to how 

appropriate the items are to assess the variables which 

define the inclusion and teaching of American Indian music 

(de Vaus, 1986, p. 48). The purpose of the pretest and pilot 

study was to assure that the instrument would effectively 

collect the information needed to answer the research 

problems (Buchanan & Feldhusen, 1991, p. 298). 

Validity also may be ascertained by submitting the 

survey instrument to a panel of reviewers who have knowledge 

of the subject matter (Litwin, 1995, p. 35). For this 

reason, the questionnaire was reviewed by experts in the 

fields of music education and research. All items on the 

survey were deemed appropriate. 

The Survey 

Research Population and Sample 

The target population for this research was K-6 grade 
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elementary music specialists of Oklahoma during the 1997-1998 

school year. If music teachers there followed the mandate to 

include in the elementary music curriculum music which 

reflects area ethnic groups, then Oklahoma's teachers might 

provide model programs for the inclusion of American Indian 

music. 

The Oklahoma State Department of Education Data and 

Research Services Office provided data regarding school 

districts during 1997-1998. That school year there were 

1,043 elementary schools; state records showed 567 general 

music specialists were employed (OK Department of Education's 

Data/Research Services). Also contacted were Oklahoma's five 

Bureau of Indian Affairs (BIA) directed elementary schools. 

Of these, four are dormitories where the students live while 

they attend public schools. A'representative of the fifth 

school said that they had no music teacher. 

In considering sample size and accuracy, de Vaus (1986) 

stated that the size of the population (from which the sample 

is drawn) is largely irrelevant for the accuracy of the 

sample (p. 63). De Vaus also presented tables to assist in 

deciding sample size for simple random sampling with a 95% 

confidence interval. 

In order to attain a simple random sample of 300 

teachers, a number was assigned to each element in the 

population frame (list of teachers obtained from the Oklahoma 

State Board of Education). Three digit numbers were generated 

with a calculator using the multiplicative congruential 

method to ensure that each element in the frame had the same 
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probability of being selected. Numbers greater than 567 were 

ignored. The others were taken as sample points until 300 

names were attained. 

Data Collection 

A survey packet was mailed to the sample in mid-March, 

1998. The packet consisted of cover letter, survey, and a 

postage-paid, pre-addressed envelope (see Appendix D). After 

four weeks, non-respondents received a second packet. Those 

who had still not responded by mid May received a follow-up 

phone call. Teachers' school phone numbers were obtained 

from the Oklahoma State Department of Education's Educational 

Directory. The results found in the next chapter were based 

on 213 responses from a randomly selected list of names; a 

71% response rate. 

Data Analysis 

All completed questionaires were coded by indicating a 

zero for the lack of presence of a characteristic or one for 

the presence of a characteristic (e.g. MENC membership). 

Whenever possible, the actual value or representative 

numerical values were used (e.g. number of years of classroom 

teaching experience). This data was then entered into a 

computer spreadsheet, tabulated for frequencies and 

transferred to Statistical Analysis System (software program) 

for analysis. Statistical analysis included a test for 

independence (Fisher's Exact Test) of all of the teacher's 

demographic variables (professional background, training and 

experience) with inclusion, and all repertoire and 

instructional practice variables. The Fisher's Exact Test 
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was used because the data resulting form the survey produced 

some sparse contingency tables for which the Chi-square test 

may not be valid. The .05 level of significance was 

established for the study. A t-test procedure was used to 

compare the years of classroom experience variable with the 

inclusion and instructional variables. A t-test also was 

used to compare the average percentage of American Indian 

enrollment in those Oklahoma schools which included American 

Indian music in their curriculum and those which did not. A 

Wilcoxon 2-sample Test was used to compare the average amount 

of yearly instructional time devoted to American Indian music 

of those who had attended a pow-wow with those who had not. 

This test is used for comparing means when data did not 

follow a normal distribution. 

Follow-up Interviews 

Five teachers who proved to be advocates of teaching 

authentic American Indian music were contacted by the 

researcher for follow-up telephone interviews. The criteria 

for selecting teachers for these interviews consisted of 

inclusion of American Indian music; six to nine percent or 

more of yearly instructional time focused on American Indian 

music; use of supplemental materials from workshop/personal 

file or American Indian books; use of resources including 

video, recording or guest artist; use of traditional 

instruments; use of a variety of songs types and activities; 

use of American Indian (Native) language for songs taught and 

finally, teachers' comments indicating a commitment to an 

authentic presentation of American Indian music. The 
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telephone interview format allowed the researcher to address 

in greater detail the issues of resources, training and 

particularly the research questions of context, 

authenticity and avoidance of American Indian cultural and 

musical stereotypes (see Table 17). 

Table 17 

Follow-up Interview Questions 

1. What experiences have you had that most influence the 

way you teach American Indian music? 

2. What is your most effective lesson plan for presenting 

American Indian music to elementary Students? 

3. How important is authenticity to the presentation of 

American Indian music to elementary children? 

4. How do you avoid promoting cultural/musical stereotypes 

of American Indians? 

5. Do you have any concerns or suggestions with regards to 

teacher training and American Indian music? 

The follow-up phone interviews were recorded with 

permission of the respondents so that they could later be 

transcribed. A summary of these transcriptions is included 

in the next chapter. 



CHAPTER 5 

RESULTS AND SUMMARY 

The research problems raised in meeting the purpose of 

this study were to review and analyze the American Indian 

repertoire presented in textbooks and supplemental materials, 

and to obtain information from elementary school music 

teachers in Oklahoma regarding their inclusion of American 

Indian music in the curriculum, the repertoire and practices 

they utilized in teaching American Indian music in the 

classroom and information about their personal and 

professional background, training, and experiences which 

influenced the inclusion of American Indian music in their 

curriculum. The results of this study were based on 213 

responses from a randomly selected list of 300 names; a 71% 

response rate. 

Teacher Background. Training and Experiences 

Years of teaching experience ranged from 1 to 48 with 

the average being 13.6. A 95% confidence interval for the 

true mean of years experience is (12.6, 14.6). In the area 

of degrees earned, 136 (63.8%) of the 213 respondents had 

earned a bachelor's; 76 (35.7%) had earned a master's; and 1 

(0.5%) had earned a doctorate. Nearly half (49.8) of the 

respondents were members of MENC. Many of the respondents 

who indicated that they were not current members said that 

they had been in the past. The ethnic background of the 

sample was 186 (87.3%) White, two (0.9%) Black and nine 
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(4.2%) American Indian. A single teacher specified both 

Black and American Indian, while 15 teachers specified both 

White and American Indian as their ethnic background. None 

of the respondents indicated an Asian or Hispanic ethnic 

background. 

Regarding teachers' experience with American Indian 

music, approximately half (51.6%) had attended a pow-wow, and 

some had participated in a workshop or this music was covered 

in their college coursework (see Table 18). 

Table 18 

Experience with American Indian Music (213 respondents) 

Experience Frequency Percent 

Pow-wow 110 51.6 

Workshop 51 23.9 

Undergrad music course 18 8.5 

Course outside music 10 4.7 

Graduate music course 7 3.3 

Teachers commented that they would like further training on 

teaching American Indian music. Several specified that they 

would attend a workshop or course if it were offered. "I 

don't have a background in American Indian music from 

college, so I am slowly learning about it on my own," stated 

one teacher. Another said, WI need more training on how to 

present the music in a culturally accurate way." 



107 

Inclusion 

The basis for this study was the premise that schools 

should reflect the demographics of the local community and 

that elementary music programs in Oklahoma, with its large 

American Indian population, would therefore be made relevant 

to the heritage and culture of that ethnic group. Most 

(79.3%) respondents did include American Indian music in 

their curriculum. A 95% confidence interval for the true 

proportion is (.74, .85). Some (37; 21.8%) teachers 

specifically commented on the importance of teaching American 

Indian music because of the American Indian enrollment in 

their schools. One specified that "the amount of American 

Indian music should increase according to the enrollment of 

American Indian students in the classroom." Another wrote: 

"We have a fairly high percentage of Native American children 

with an incredibly diverse tribal affiliation. Native 

American music fits into social studies quite nicely as part 

of Oklahoma heritage and history, and music is naturally an 

integral part of these units." 

However, the likelihood of the inclusion of American 

Indian music did not increase with increased American Indian 

enrollment. A student-t test showed that there was no 

significant difference between the average percentage of 

Indian enrollment in those Oklahoma schools which included 

American Indian music in their curriculum and those which did 

not (p = .44) (see Table 19). 
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Table 19 

Two Sample fc-test for Enrollment and Inclusion; All Schools 

n Mean SD SE Mean 

Not Included 44 .172 .138 .021 

Included 168 .156 .115 .009 

P = .44 

Even when the analysis was restricted to the individuals in 

schools with over one third American Indian enrollment, there 

was no significant difference between the average percentage 

of American Indian enrollment of those Oklahoma schools which 

included American Indian music in their curriculum and those 

which did not (p = .10) (see Table 20). 

Table 20 

Two Sample t-test for Enrollment and Inclusion: Schools with 

over one- third American Indian Enrollment 

n Mean SD SE Mean 

Not Includes 7 .494 .116 .044 

Includes 24 .4374 .068 .014 

P = .10 
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The proportion of elementary music educators who 

included American Indian music in their curriculum was 

significantly higher (p = .009) for those who attended a 

workshop. Among the 51 respondents who attended a workshop, 

88.2% included American Indian music in their curriculum, 

whereas, of the 162 respondents who did not attend a 

workshop, 76.5% included American Indian music in their 

curriculum (see Table 21). 

Table 21 

Relationship of Workshop to Inclusion (Frequency and Percent) 

(213 Respondents) 

No Inclusion Inclusion 

No Workshop 38 124 

(23.5%) (76.5%) 

Workshop 6 45 

(11.8%) (88.2%) 

Inclusion was not significantly related to any of the other 

demographic variables studied. That is, neither teachers' 

years of experience, membership in MENC, ethnic background, 

coursework or attendance at a pow-wow affected inclusion of 

American Indian music in the curriculum. 

Instructional Time 

Of those teachers who included American Indian music in 

their curriculum, the percentage of yearly instructional time 

ranged from 1 to "10% or more." Of the teachers who 
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indicated "10% or more," the maximum specified was 25% (see 

Table 22) . 

Table 22 

Percentage of Time Focused on American Indian Music 

Frequency by Grade 

Percent K 1 2 3 4 5 6 

0% 9 9 6 1 6 6 5 

1% 22 53 53 48 46 44 27 

2% 6 30 31 33 28 25 12 

3-5% 10 30 32 35 28 27 15 

6-9% 2 9 10 14 17 15 3 

10% 
or more 

3 7 9 12 12 8 3 

The average percentage of the yearly instructional time 

focused on American Indian music was calculated for each 

grade (K-6). The mean of these averages for all respondents 

was 2.95% of yearly instructional time focused on American 

Indian music, the median 2%, the mode 1% and the maximum 25%. 

Five teachers specified that they spend one week per year on 

American Indian music in the form of "Native American Week," 

"Multicultural Week" or "Oklahoma Heritage Week." Some 

teachers included American Indian music in a unit for 

Thanksgiving (see Table 23). 
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Table 23 

Average Percentage of Time Focused on American Indian Music 

Grade Frequency Average Percentage 

K 52 2.27 

1 138 2.65 

2 141 2.86 

3 143 3.30 

4 137 3.31 

5 125 3.10 

6 65 • 2.49 

Teachers who had attended a pow-wow focused a significantly 

higher percentage of yearly instructional time on American 

Indian music than those who had not (see Table 24). 

Generally, the amount of time teachers focused on 

American Indian music seemed to be influenced by formal 

knowledge of American Indian music; this was indicated by 

enrollment in a course which provided experience with 

American Indian music or culture. This experience proved 

statistically significant for the third through fifth grade 

teachers. Taking a course specific to American Indian 

culture outside the music curriculum was statistically 

significant for these grades (see Table 25). 
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Table 24 

Instructional Time for Teachers who had been to a Pow-wow and 

Teachers who had not 

Grade Pow--wow No Pow-wow Wilcoxon 2 -Sample Test 

n; mean n; mean 

1 70; 3.1% 68; 1.7% P = .000 

2 75; 3.5% 66 ; 2.1% P = .002 

3 75; 4.1% 68; 2.4% P = .000 

4 74; 4.2% 63; 2.3% P = .000 

5 69; 3.9% 56; 2.1% P = .000 

6 35; 3.2% 30; 1.7% P = .002 

Table 25 

Two Sample t-test with fpc factor for Course in American 

Indian Music Outside the Music Curriculum and Instructional 

Time Focused on American Indian Music 

Grade No Course 

n; mean; SD 

Course 

n; mean; SD p-value 

3 

4 

5 

138; 3.45; 3.29 

131; 3.40; 4.69 

119; 3.22; 2.88 

5; 6.40; 3.75 

6; 8.00; 3.86 

6; 5.67; 3.79 

p = .029 

p = .000 

p = .051 
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Attendance at a workshop on American Indian music, 

although not statistically significant at the 5% level, 

seemed to influence instructional time, especially for the 

second, third and fourth grade teachers (see Table 26). 

Table 26 

Two Sample t-test with fpc factor for Workshop and 

Instructional Time Focused on American Indian Music 

Grade No Course Course 

n; mean; SD n; mean; SD p-value 

2 110; 2.81; 

T—
1 

O
 

m
 31; 4.16; 3.18 P = .082 

3 110; 3.26; 4.94 33; 4.52; 3.30 P = .091 

4 104; 3.29; 4.98 33; 4.58; 3.60 P = .089 

Textbooks and Supplemental Materials 

The sources teachers use for American Indian songs and 

music include textbooks and supplemental materials. The 

survey results confirmed the opinion stated in Chapter 3, 

that the adopted textbook directly influences the variety of 

ideas presented to students in elementary music programs 

because the textbook forms the core of the curriculum for 

most teachers. Of the 168 respondents who indicated a source 

for American Indian songs in their curriculum, 156 (92.9%) 

spec i f i ed textbooks. 

Several (5) teachers commented on the importance of 

textbooks, saying "I do not teach any more than is in the 

book." The series employed were Macmillan/McGraw-Hill's 
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Share the Music (53.6%) or Music and You (30.4%); also Silver 

Burdett Ginn's World of Music (19.0%) or The Music Connection 

(18.5%) (see Table 27). 

Table 27 

Source Books used by Teachers for American Indian Soncrs 

(168 respondents) 

Book Frequency Percent 

Macmillan's 

Share the Music 90 53.6 

Macmillan's 

Music and You 51 30.4 

Silver Burdett's 

The World of Music 32 19.0 

Silver Burdett's 

The Music Connection 31 18.5 

Other textbook series 13 7.7 

Workshop/ 

personal file 23 13.6 

Folksong collection/ 

Orff/Kodaly 24 14.3 

American Indian 
music book 21 12.5 
Of the two state-adopted textbook series currently in use, 

more teachers used Share the Music. This text has a 

superior presentation of American Indian music, as reviewed 

in Chapter 3. Three teachers complained that the American 

Indian presentations in the textbooks focus primarily on 

listening lessons and do not offer enough music for singing. 
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Some respondents also were concerned about the need for 

pronunciation guides. One teacher who was not satisfied with 

the recordings in the textbook series sought out supplemental 

recordings at pow-wows "so the students could hear the 

genuine sound of the peoples' voices in order to provide the 

true quality of this music genre" 

Some respondents used sources in addition to the adopted 

text series. These supplemental materials included: "old 

series textbooks;" personal files, such as workshop handouts; 

folksong collections, or Orff/Kodaly materials; and books 

written specifically about American Indian music. In spite 

of the enormous variety of supplemental materials 

specifically devoted to American Indian music, only a few 

(21; 12.5%) teachers used them. One teacher said that "the 

tapes and books which we bought are too difficult for 

elementary level." Teachers indicated that they would teach 

more American Indian music if it was included in an 

"appropriate" and "user-friendly" way in the textbook. 

Repertoire and Practice 

The most frequently used types of songs were game 

(59.6%), animal (58.3%), lullaby (55.6%) and story (51.0%) 

(see Table 28). 

Teachers who had attended a workshop were more likely to 

use game songs than those who had not (p = .003). Among the 

43 respondents who had attended a workshop, 74.4% used game 

songs. Comparatively, of the 108 respondents who had not 

attended a workshop, only 53.7% used game songs (see Table 

29) . 
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Table 28 

American Indian Soncr Types used bv Teachers (151 respondents) 

Type Frequency Percent 

Game 90 59.6 

Animal 88 58.3 

Lullaby 84 55.6 

Story 77 51.0 

Ceremonial 74 49.0 

Flute 64 42.4 

Work 53 35.1 

Social 47 31.1 

War 36 23.8 

Table 29 

Relationship of Workshop to Game Song (Frequency and Percent) 

(151 Respondents) 

No Game Song Game Song 

No Workshop 50 58 

(46.3%) (53.7%) 

Workshop 11 32 

(26.6%) (74.4%) 

Teachers who have a bachelor's degree were more likely to use 

game songs than those with master's degrees (p = .001). Only 

one respondent indicated earning a doctorate degree. Of the 
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98 respondents who have a bachelor's degree, 67.3% use game 

songs whereas, of the 52 respondents who have a master's 

degree, only 46.1% used game songs (see Table 30). 

Table 30 

Relationship of Degree to Game Song (Frequency and Percent) 

(151 Respondents) 

No Game Song Game Song 

Bachelor's 32 66 

(32.7%) (37.3%) 

Master's 28 24 

(53.9%) (46.1%) 

The number of years of classroom experience was not 

independent of the use of game songs (p = .001). The average 

number of years of classroom experience for teachers who did 

not use game songs was 16.3; 12.5 was the average number of 

years of classroom experience for those who did use game 

songs (see Table 31). 

Teachers who had attended a pow-wow were more likely to 

include animal songs (p = .005), flute songs (p = .001) and 

story songs (p = .002) than those who have not. Among the 83 

respondents who had been to a pow-wow, 66.3% used animal 

songs, whereas, of the 68 respondents who had not been to a 

pow-wow, only 48.5% used animal songs (see Table 32). 
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Table 31 

Pooled Student t-test for Mean Years of Classroom Experience 

and Game Soncr 

n Mean SD SE Mean 

No Game Song 61 16.3 7.256 .929 

Game Song 90 12.5 6.958 .733 

P = .001 

Table 32 

Relationship of Pow-wow to Animal Sona 

(Frequency and Percent) (151. Respondents) 

No Animal Song Animal Song 

No Pow-wow 35 33 

(51.5%) (48.5%) 

Workshop 28 55 

(33.7%) (66.3%) 

Among the 83 respondents who attended a pow-wow, 51.8% used 

flute songs. Of the 68 respondents who had not attended a 

pow-wow, only 30.9% used flute songs (see Table 33). 
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Table 33 

Relationship of Pow-wow to Flute Song (Frequency and Percent) 

(151 Respondents) 

No Flute Song Flute Song 

No Pow-wow 47 21 

(69.1%) (30.9%) 

Pow-wow 40 43 

(48.2%) (51.8%) 

Of the 83 respondents who attended a pow-wow, 60.2% used 

story songs; of the 68 who had not attended a pow-wow, only 

39.7% used story songs (see Table 34). 

Table 34 

Relationship of Pow-wow to Storv Song (Frequency and Percent) 

(151 Respondents) 

No Story Song Story Song 

No Pow-wow 41 27 

(60.3%) (39.7%) 

Pow-wow 33 50 

(39.8%) (60.2%) 

Teachers who were members of MENC were less likely to use 

flute songs (p = .008). Among the 70 respondents who were 

not members of MENC, 51.4% used flutes songs. Only 34.6% of 
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the 81 respondents who were members of MENC used flute songs 

(see Table 35). 

Table 35 

Relationship of MENC to Flute Sona (Frequency and Percent) 

(151 Respondents) 

No Flute Song Flute Song 

No MENC 34 36 

(48.6%) (51.4%) 

MENC 53 28 

(65.4%) (34.6%) 

War songs were used the least, perhaps because, as one 

teacher said, "I try to be sensitive to stereotypes. I stay 

away from war songs because that is all that's portrayed in 

the media." 

Nearly all (98.2%) of the respondents who included 

American Indian music in their curriculum reported that 

singing is an activity which they use when teaching American 

Indian music. Most (57.5%) respondents taught songs which 

used both English and an American Indian language within a 

song; others (47.3%) used songs with only English lyrics, 

while some (34.7%) used songs with only an American Indian 

language (see Table 36). 
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Table 36 

Language of Sona Lvrics used bv Teachers (167 respondents) 

Language Frequency Percent 

Both English and 
American Indian 
within a song 96 57.5 

English only 79 47.3 

American Indian only 58 34.7 

One teacher explained, "I'm hesitant to teach a language I 

don't know, especially with a lot of the population around 

here speaking it." Several demographic factors were 

significantly related to the language of the song lyrics used 

by teachers. Teachers who were members of MENC were more 

likely to teach songs using both English and an American 

Indian language within a song (p = .002). Among the 86 

respondents who were members of MENC, 66.3% taught songs with 

both English and an American Indian language, whereas, of the 

81 respondents who were not members of MENC, only 48.1% 

taught songs with both English and an American Indian 

language within a song (see Table 37). 
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Table 37 

Relationship of MENC to Songs Taught with both English and an 

American Indian Language within a Song 

(Frequency and Percent) (167 Respondents) 

Not Both Both 

No MENC 42 39 

(51.9%) (48.1%) 

MENC 29 57 

(33.7%) (66.3%) 

Teachers who had participated in a workshop were more likely 

to teach songs using both English and an American Indian 

language within a song (p < .001). Among the 45 respondents 

who had attended a workshop, 77.8% taught songs using both 

English and an American Indian language within a song. This 

is in contrast to the 122 respondents who had not attended a 

workshop, of which only 50% taught songs which used both 

English and an American Indian language within a song (see 

Table 38). 
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Table 38 

Relationship of Workshop to Soncrs Taught with both English 

and an American Indian Language within a Song 

(Frequency and Percent) (167 Respondents) 

Not Both Both 

No Workshop 61 61 

(50.0%) (50.0%) 

Workshop 10 35 

(22.2%) (77.8%) 

Similarly, teachers who had taken a course related to 

American Indian music or culture were more likely to teach 

songs using both an American Indian language and English 

within a song (p = .002) . Among the 27 respondents who had 

taken a course in American Indian music or culture, 74.1% 

taught songs which use both English and an American Indian 

language; however, of the 140 respondents who had not taken 

such a course, only 54.3% taught songs which use both English 

and an American Indian language (see Table 39). 
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Table 39 

Relationship of Course bv Sorters Taught with both. English and. 

an American Indian Language wi thin a Song 

(Frequency and Percent) (167 Respondents) 

Not Both Both 

No Course 64 76 

(45.7%) (54.3%) 

Course 7 20 

(25.9%) (74.1%) 

In addition to singing, other common activities teachers used 

when presenting American Indian music were dance/movement 

(69.2%) and listening (65.8%) (see Table 40). 

Table 40 

Activities used in Classes when Teaching American Indian 

Music (146 respondents) 

Activity Frequency Percent 

Dance/movement 101 69.2 

Listening 96 65.8 

Game 66 45.2 

Story 65 44.5 

Sign language 45 30.6 

Drama 31 21.2 
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Teachers who had students perform American Indian music 

utilized drums/percussion (82.3%), rattles/bells (34.8%) and 

flute/recorder (22.0%) (see Table 41). 

Table 41 

Instruments used in Classes when Teaching American Indian 

Music (164 respondents) 

Instrument Frequency Percent 

Drums/percussion 135 82.3 

Rattles/bells 57 34.8 

Flute/recorder 36 22.0 

Rhythm sticks 31 18.9 

Rain stick 10 6.1 

Orff barred instruments 16 9.8 

Chordal accompaniment 8 4.9 

Use of chordal instruments was significantly related to 

ethnic background (p = .02). Although very few respondents 

were American Indian and very few respondents used chordal 

instruments, teachers who indicated American Indian as their 

ethnic background were more likely to employ chordal 

instruments when teaching American Indian music (see 

Table 42). 
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Table 42 

Relationship of Ethnicity to use of Chordal Instruments 

(Frequency and Percent) (164 Respondents) 

Ethnicity No Chordal Instruments Chordal Instruments 

Black 3 0 

(100%) (0%) 

Indian 5 2 

(71.4%) (28.6%) 

White 137 4 

(97.2%) (2.8%) 

White/Indian 11 2 

(84.6%) (15.4%) 

American Indian songs were often presented concurrently with 

other activities such as games (45.2%) or stories (44.5%). 

Of the teachers who responded to the survey, 119 (55.9%) 

specified the activities they utilized when presenting 

particular types of songs. Game songs were usually taught in 

conjunction with a game. Animal songs were often presented 

with singing (44%), listening (41%) or dancing (35%). 

Generally, teachers presented flute music as a listening 

lesson (74%), although some teachers had students play 

instruments such as recorder (33%). Lullabies were most 

often sung (76%) and were frequently demonstrated through 

listening (50%) The data presented in Table 43 provides 

insights about the context in which American Indian songs are 

taught (see Table 43). 
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Summary of Activities used with Song Types 

(Frequency and Percent) (119 respondents) 
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Animal (68) 24 16 11 26 9 30 28 23 

35% 24% 16% 38% 13% 44% 41% 34% 

Ceremonial (60) 33 6 2 8 9 44 28 21 

55% 10% 3% 13% 15% 73% 47% 35% 

Game (69) 21 4 49 4 4 32 8 16 

30% 6% 71% 6% 6% 46% 12% 23% 

Flute (54) 10 3' 0 4 3 13 40 18 

19% 5% 0% 7% 5% 24% 74% 33% 

Lullaby (62) 5 5 1 5 3 47 31 18 

8% 8% 2% 8% 5% 76% 50% 29% 

Social (31) 17 2 6 5 9 17 11 9 

55% 6% 19% 16% 29% 55% 35% 29% 

Story (53) 13 9 5 32 12 21 22 13 

25% 17% 9% 60% 23% 40% 42% 25% 

War (29) 9 5 1 6 3 7 17 6 

31% 17% 3% 21% 10% 24% 59% 21% 

work (33) 10 3 7 5 3 20 10 17 

30% 9% 21% 15% 9% 61% 31% 52% 
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Tests for the independence of teacher experience 

variables with the use of specific activities indicated 

several significant results. First, teachers who had taken a 

course related to American Indian music or culture were more 

likely to use dance as an activity when teaching American 

Indian songs (p = .012). Among the 27 respondents who had 

taken a course related to American Indian music or culture, 

85.2% used dance; only 65.6% of the 119 respondents who had 

not taken such a course used dance (see Table 44). 

Table 44 

Relationship of Course to Dance Activity 

(Frequency and Percent) (146 Respondents) 

No Dance Dance 

No Course 41 78 

(34.5%) (65.5%) 

Course 4 23 

(14.8%) (85.2%) 

Second, teachers who attended a pow-wow were more likely to 

use listening as an activity (p = .034). Among the 80 

respondents who had attended a pow-wow, 72.5% used listening, 

whereas, of the 66 respondents who had not attended a pow-

wow, only 57.6% used listening (see Table 45). 
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Table 45 

Relationship of Pow-wow to Listening Activity 

(Frequency and Percent) (146 Respondents) 

No Listening Listening 

No Pow-wow 28 38 

(42.4%) (57.6%) 

Pow-wow 22 58 

(27.5%) (72.5%) 

Third, teachers who had been to a pow-wow were more likely to 

use sign language as an activity in conjunction with singing 

of American Indian songs (p = .003). Among the 80 

respondents who had attended a pow-wow, 38.7% used sign 

language, in contrast to the 67 respondents who had not 

attended a pow-wow, of which only 20.9% used sign language 

(see Table 46). 

Table 46 

Relationship of Pow-wow to Sign Language Activity 

(Frequency and Percent) (147 Respondents) 

No Sign Language Sign Language 

No Pow-wow 53 14 

(79.1%) (20.9%) 

Pow-wow 49 31 

(61.3%) (38.7%) 
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Finally, teachers who had participated in a workshop were 

more likely to have students play a game than those who had 

not (p = .002) . Among the 43 respondents who had 

participated in a workshop, 60.5% used games as an activity, 

whereas, of the 103 respondents who had not participated in a 

workshop, only 38.8% used games as an activity (see 

Table 47). 

Table 47 

Relationship of Workshop to Game Activity 

(Frequency and Percent) (146 Respondents) 

No Game Game 

No Workshop 63 40 

(61.2%) (38.1%) 

Workshop 17 26 

(39.5%) (60.5%) 

A majority (132; 78.6%) of the respondents incorporated 

additional resources such as recordings, guest artists and 

videos when teaching American Indian music (see Table 48). 
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Table 48 

Indian Music (168 respondents) 

Resource Frequency Percent 

Recordings 96 57.1 

Guest artists 74 44.0 

Videos 34 20.2 

Addressing the value of guest artists, one teacher commented 

"What the tribe can present is more accurate and interesting 

than what I can present....They are willing to come and 

present programs to our students whenever we ask them." 

Teachers who had taken a course related to American Indian 

music or culture were more likely to use videos than those 

who had not (p = .028). Among the 28 respondents who had 

studied American Indian music in a college course, 35.7% used 

videos as a resource; of the 140 respondents who had not 

taken a course, only 17.1% used videos as a resource (see 

Table 49). 
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Table 49 

Relationship of Course to Video Resource 

(Frequency and Percent) (168 Respondents) 

No Video Video 

No Course 116 24 

(82.9%) (17.1%) 

Course 18 10 

(64.3%) (35.7%) 

Teachers who had taken a course specific to American Indian 

culture outside of the music curriculum were also more likely 

to use videos (p = .005). Among the 9 respondents who had 

taken a course specific to American Indian culture outside 

the music curriculum, 55.6% used videos, whereas, of the 159 

respondents who had not taken such a course, 18.2% used 

videos (see Table 50). 
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Table 50 

Relationship of Course Specific to American Indian Culture 

Outside of the Music Curriculum bv Video Resource 

(Frequency and Percent) (168 Respondents) 

No Video Video 

No Course 130 29 

(81.8%) (18.2%) 

Course 4 5 

(44.4%) (55.6%) 

Authenticity and Stereotypes 

The avoidance of cultural and musical stereotypes is a 

topic of concern for Oklahoma teachers. One teacher wrote 

that she "tries to undo the stereotypical portrayal of this 

[American Indian] culture." Some (18; 10.7%) respondents 

utilized the comment space on the survey to express the 

importance of presenting accurate information about American 

Indian culture and music. One person expressed the ideal: "I 

believe all story telling, dance, instruments and music 

should be authentic, out of respect for the Native American 

culture." Teachers, of whom so few are American Indian, want 

to teach the music of Oklahoma's large number of American 

Indian students. One wrote, "I've been at a loss to know 

what Indian songs to teach. I understand that the 

stereotypical songs that I used when I first started teaching 

are inappropriate." Another respondent stated, "I am often 
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afraid I will present something in error, or without knowing 

it may cause offense, so I limit my presentation to very 

familiar and well-researched material." Teachers' lack of 

"insider" knowledge motivates them to use parents and other 

local culture-bearers as expert resources or guest artists. 

Some teachers even encourage American Indian students to take 

leadership roles in presenting accurate cultural information. 

Follow-up Interviews 

The data collected through the follow-up interviews 

provides a backdrop which supplements and supports the 

information gathered by means of the survey. The follow-up 

stage of the research provided insights about the attitudes 

of some elementary music teachers. All of the teachers 

interviewed indicated a personal interest in American Indian 

music and a commitment to the American Indian children in 

their classrooms. They were very selective in the materials 

they used and had invested in books and instruments to 

enhance their instruction. All of the them cited the value 

of culture-bearers as resources. These included friends in 

the community, parents of students and even the students in 

their classrooms. For example, one described how the first 

day she played a recording of American Indian music in her 

classroom, the students didn't understand it and "thought it 

was weird." She allowed some of her American Indian students 

who go to pow-wows, to show the dances, which "got all the 

other students interested." 

All of the teachers interviewed spoke of the extreme 

importance of authenticity. They did not claim to be 
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authorities on American Indian music or culture but said they 

did their best to do some research (reading books, attending 

workshops or pow-wows) so that they could be fairly confident 

in the lessons they presented. They explained that they 

wanted to at least offer some knowledge to the students, 

especially out of consideration for their American Indian 

students. Teachers most often used the word "careful" to 

describe the ethnic music they use and the way they present 

it. One emphasized the social aspect of music and explained 

that it is possible to shape students' attitudes. Teachers 

expressed that coursework rarely offered the knowledge 

needed for teaching American Indian music. They recommended 

that teachers seek out people in authority in the Indian 

culture obtain quality, authentic information. 



CHAPTER 6 

DISCUSSION, CONCLUSIONS AND RECOMMENDATIONS 

Discussion 

This study was undertaken for the purpose of determining 

the instructional practices of Oklahoma's elementary music 

educators with respect to the inclusion of an authentic 

repertoire of American Indian music in the curriculum. The 

method used was a survey sent to a random sample of 300 K-6 

grade elementary music specialists in Oklahoma during the 

1997-1998 school year and follow-up phone interviews with 

five selected teachers. The results may not be 

representative of all elementary music teachers in Oklahoma 

nor of those in other states. 

The first research problem raised in meeting the purpose 

of this study was to review and analyze the American Indian 

repertoire that is presented in textbooks series and 

supplemental materials. Tables 1-16 in Chapter 3 indicate 

whether these books included with each song the tribe of 

origin, title, context, language of lyrics, English 

translation, transcription of melody and accompaniment, and a 

recording or suggested source for recording. Results of my 

analysis show that stereotypes and other misrepresentations 

of American Indians and their music continue to be reinforced 

by the presentation in some textbooks. The "Hollywood" 

stereotype drum beat is suggested as an accompaniment for one 

of the songs found in a current Oklahoma adopted textbook 

136 
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series. Some psuedo-Indian songs also appear in one current 

text, simply listed as "Native American;" no tribal 

affiliation is given, no context presented, and lyrics are in 

English only. A dearth of pertinent cultural background 

information makes it very difficult for teachers to present a 

lesson with authenticity. 

Results of my survey show that textbooks continue to 

have a tremendous impact in defining the content of 

elementary music education in Oklahoma. Current textbook 

editors are striving to make textbook series accessible to a 

multicultural approach through a broad offering of culturally 

diverse music. Textbook editors also are aiming to present 

both traditional and contemporary styles to show both 

historical and living traditions. Given this enormous task, 

it is understandable that only one or two songs 

representative of each major cultural group/genre are 

included for each grade level of the textbook series. 

However, because textbooks may not be representative of the 

tribal or regional affiliations found in a given school, 

finding the most relevant materials is a challenge. Teachers 

may have to supplement their repertoire according to local 

demographics. Although many excellent supplemental resources 

specific to American Indian music are available, very few 

teachers use them. Reasons given for not using supplemental 

materials included a lack of funding to buy them, a shortage 

of time in which to use them and the inability to find them. 

Teachers who simply do not know where to look for these 

materials might check the catalogs of Canyon Records 
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Productions (specializing in recordings), MENC, World Music 

Press and Music in Motion. 

Teachers have said that they have difficulty with 

pronunciation of American Indian languages. One solution 

would be for teachers to consult representatives of local 

American Indians groups. Further help would be for all songs 

in the text to be included on accompanying recordings, so 

that pronunciation and style could be learned through 

listening. 

The second research problem of this study was to obtain 

information from elementary school music teachers in Oklahoma 

regarding inclusion of American Indian music in the 

curriculum. Most (79.3%) of the respondents included 

American Indian music in their curriculum. However, this 

percentage is not much higher than the 72% of elementary 

general music teachers in Missouri who were reported by 

Roberts (1982) to have used American Indian music in their 

curriculum. Further evidence that inclusion of American 

Indian music in the curriculum is not influenced by American 

Indian enrollment is that there was no significant difference 

between the average percentage of Indian enrollment in those 

schools in Oklahoma which include American Indian music and 

those which do not. This finding also is true when 

statistical tests are applied only to the schools with over 

one third American Indian enrollment. For example, some 

respondents from schools with American Indian enrollment 

higher than 50% do not include American Indian music in their 

curriculum. 
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J. Moore (1993) reported that MENC members devoted 

7.48% of their curriculum to American Indian music; a number 

which perhaps resulted from the large forced-choice options 

on that survey instrument. I found that the mean of the 

averages of the yearly time focused on American Indian music 

for all grades K-6 was 2.95%. The time focused on American 

Indian music may be organized as a one day lesson, one song 

per month or a 1-week to 6-week unit. This concurs with 

Yudkin (1990), who reported that the time spent on American 

Indian music in California was similarly limited to one or 

two songs taught for a Thanksgiving unit. Presenting 

American Indian music and culture solely in association with 

Thanksgiving, as some teachers do, may perpetuate 

stereotypes. 

Several teachers comment on their efforts to include the 

music of diverse cultures as part of a multicultural 

approach. Some express their commitment to make American 

Indian music a part of a well-rounded curriculum just like 

Asian, African or any other type of world music. A few 

teachers comment on the music objectives, particularly 

rhythmic, which may be achieved through the study/performance 

of American Indian music. Yet, teachers should be careful 

not to over-emphasize the repetitive structure of some 

American Indian music to the point of characterizing it as 

"primitive" or "boring." Teachers may use American Indian 

songs to teach beat, but they also should discuss other 

musical elements and impart the meaning, context and function 

of the song. Some teachers use American Indian music to 
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motivate students to dance and sing. Achieving non-musical 

objectives, such as teaching eye-hand coordination with 

American Indian games, is also mentioned. 

Even those teachers who do not include American Indian 

music express the importance of American Indian culture 

because of the history, current population and school 

enrollment in Oklahoma. Several teachers explain that they 

do not include American Indian music because they never had 

an opportunity to study it and simply don't know enough about 

it. They comment on the need for appropriate materials in 

order to teach American Indian music, saying they would use 

more if it were explained better in the book. Some teachers, 

while espousing a multicultural commitment as well as respect 

for the state heritage, are reluctant to teach American 

Indian music for fear of offending the local population. 

The third research problem for this study was to obtain 

from teachers information regarding repertoire and practices 

utilized in teaching American Indian music in the classroom 

in Oklahoma. American Indian music varies widely in form and 

style. Contemporary genres of American Indian music include 

rock, country, gospel, jazz and new age; traditional forms 

consist of social and ceremonial types. Almost half (49.0%) 

of the respondents who include American Indian music in their 

curriculum indicated use of ceremonial music in their 

teaching. Authorities (Burton, 1994; McAllester, 1994) have 

warned that attempting to perform certain ceremonial dances 

or songs in a classroom setting is highly inappropriate. In 

general, ceremonial music, because of its sacredness, should 
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not be performed in elementary school classrooms. Religious 

songs are not to be used except for their specific function. 

However, some social music associated with particular 

ceremonies may be acceptable. War songs are used the least 

by teachers. Some American Indians have said "war dances 

shouldn't be taught to school children" (McAllester in 

Anderson, 1991, p. 30). It would be prudent for teachers to 

check with representatives of the local culture when 

uncertain of the appropriateness of a particular selection. 

In some communities, teachers explain that American Indian 

parents or teachers have presented faculty seminars about 

American Indian issues and problems such as stereotyping. 

For the most part, teachers use traditional American 

Indian instruments (drums, rattles and flutes). The 

respondents indicated that they use a range of specific drum 

types, including Taos drum, hand drum, gathering drum, pow-

wow drum, tom-tom, conga, drum head, timpani or tambourine. 

Authentic instruments are recommended because they offer the 

true aural representation of the traditional music. The 

material from which an instrument (a work of art in itself) 

is made, its design and decoration may also provide important 

information about the culture in which it was created. The 

use of recorders, which are similar to American Indian 

flutes, lends itself well to teaching aural skills and 

improvisation through rote learning. Plastic reproductions 

or recorders, because they are relatively durable and 

inexpensive, may serve as substitutes for the American Indian 

flute in the elementary classroom. 
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While the harmonization of traditional American Indian 

songs is not found in the current textbook series, a few 

teachers continue to use chordal instruments (e.g. piano) or 

Orff xylophones for harmonization. This practice interferes 

with an authentic contextual representation of traditional 

music in which these instruments are never used. Chordal 

instruments may certainly be utilized in the performance of 

contemporary American Indian music in which they are an 

integral part. 

A majority of the respondents use additional resources 

when teaching American Indian music. Recordings are a very 

effective tool for teaching musical style. Videos may be 

even more educational because they present the collaboration 

of participants in the context of a performance such as the 

integration of music and dance. Teachers who have studied 

American Indian music in college or who have taken a course 

specific to American Indian culture outside the music 

curriculum are more likely to use videos than those who have 

not. It may be that such courses offer exposure to American 

Indian videos or provide a source lists which include such 

videos. Guest artists are the ultimate resource since they 

can present performances and answer questions about their 

culture. These findings support Edwards' (1994) statements 

that an American Indian guest artist, or video of a culture-

bearer, can help avoid stereotypes and provide authentic 

information. 

Nearly all teachers who include American Indian music in 

their curriculum have their students sing American Indian 
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songs. The most authentic performance of traditional music 

is singing in the original American Indian language (or 

vocables). It is also important for songs to be presented in 

a context consistent to their specific style or origin: play 

the game that corresponds to a game song, learn the dance 

that goes with a social dance song, play flute melodies on 

recorders, etc. American Indians may consider "acting like 

Indians in the classroom, wearing Indian costumes, and making 

up Indian ceremonies" to be disrespectful (McAllester, 1994, 

p. 20). Such activity may perpetuate stereotypical images. 

The last research problem of this study was to obtain 

from teachers information about their personal and 

professional background, training, and experience with 

American Indian culture and music which may influence the 

inclusion of such music in their curriculum. Several factors 

such as years of teaching experience, degree, ethnic 

background and MENC membership do not significantly affect 

the inclusion or teaching of American Indian music. There 

appear to be very few elementary music educators in Oklahoma 

with a minority ethnic background. Only three respondents 

specified Black and no respondents checked Hispanic or Asian 

for ethnic background. As might be expected with Oklahoma's 

demographics, some (9; 4.2%) respondents indicated American 

Indian for ethnic background. 

Many teachers comment on the need for more information 

and resources about American Indian music to enhance their 

teaching. As I detail in Chapters 2 and 3, MENC offers 

valuable support for a multicultural repertoire including 
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access to American Indian music through books, videos and the 

Music Educators Journal. The 1998 MENC National Convention 

featured numerous clinicians who specialize in American 

Indian music. Topics included teaching American Indian music 

in the classroom; the songs, dances and stories of specific 

tribes and an overview of the American Indian flute. The 

conference also showcased several performances by leading 

American Indian artists and groups. Elementary music 

teachers who seek practical and relevant information 

regarding American Indian music would certainly be well 

served by attending such a convention. Workshops are found 

to be a significant factor influencing the inclusion of 

American Indian music in elementary school programs. They 

can provide the materials and information most needed by 

practicing teachers to supplement their curricula. For 

example, teachers who attend a workshop are more likely to 

use game songs and game activities in their classroom. 

Only 8.5% of the respondents have studied American 

Indian music in an undergraduate music course. It appears 

that American Indian music has not been a consistent part of 

elementary music teacher training. Teachers who have had 

exposure to American Indian music through college coursework 

are more likely to focus a higher percentage of yearly 

instructional time on American Indian music in their 

curriculum (significant for grades 4-6). They are also more 

likely to use dance as an activity when teaching American 

Indian music. Many teachers say they are interested in a 

course or workshop on multicultural music in general and 
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American Indian music in particular. A course which combines 

ethnomusicology and elementary music education might be ideal 

because it could offer both authentic content as well as 

effective pedagogical strategies and lesson plans. 

The pow-wow is a very significant variable connected to 

the amount of time teachers focus on American Indian music. 

The repertoire (use of animal songs, flute songs and story 

songs) and activities (listening and sign language) used by 

teachers is also related to experience at a pow-wow. 

Attendance at such a cultural celebration provides an 

excellent opportunity to see and hear live performances of 

drummers/singers and dancers as well as to collect authentic 

music resources (books, tapes, videos and instruments) for 

listening, singing and dance activities. In fact, teachers 

who attend a pow-wow are more likely to include animal, flute 

and story songs in their curriculum. Given the powerful 

impact of these events, a field trip to a pow-wow or American 

Indian festival would be a highly beneficial addition to an 

elementary music methods course, producing enormous dividends 

in the development of effective teachers of American Indian 

music. The Red Earth Festival, one of the largest pow-wows 

in the country, is an annual celebration in Oklahoma City 

that was specifically recommended by several teachers. 

Conclusions 

The results of this study contribute in several ways to 

the body of knowledge on the teaching of American Indian 

music. First, the textbook analysis calls into question the 

authenticity of American Indian music presented in the 



146 

textbook series in which stereotypes and pseudo-Indian songs 

continue to appear. Other weaknesses in the textbook 

presentations include English-only lyrics and a failure to 

provide cultural information such as title, tribe of origin, 

context and authentic accompaniment. Quality supplemental 

materials are available to expand the American Indian music 

repertoire of the elementary curriculum, but they are 

utilized by only a few teachers. Second, this study provides 

new information regarding the status of teaching American 

Indian music in elementary schools in Oklahoma. Most 

teachers in Oklahoma include American Indian music in their 

curriculum but often no more than is found in the textbook 

series. Finally, this study shows the affect of demographic 

variables of teachers and students on pedagogical content and 

practice. Teachers' experience with American Indian music 

through coursework, workshops and pow-wows does influence the 

inclusion of American Indian music in their curriculum and 

the repertoire and practices utilized in teaching American 

Indian music in the classroom. The percentage of American 

Indian student enrollment, however, does not appear to have a 

significant influence on teachers' inclusion of American 

Indian music. 

Recommendations 

Professional leadership in music education, particularly 

MENC, has recommended a multicultural curriculum which 

reflects demographics of the school enrollment and the local 

community. I agree that elementary music teachers should 

strive to present a diverse repertoire of music which in part 
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reflects the cultural diversity of the students. A wide 

repertoire of traditional and contemporary music presented in 

appropriate contexts, with corresponding activities and in 

the original language, offers the most authentic example of 

American Indian music. Authentic instruments (drums, 

rattles, rhythm sticks, flutes or rain sticks) used in 

appropriate contexts will provide information about specific 

tribes and their music. By using only the contents of the 

textbook series teachers may spend approximately two percent 

of yearly instructional time on American Indian music. If 

they want to devote more time to this type of music, teachers 

will need to acquire supplemental materials from workshops or 

obtain culture-specific American Indian books. Many such 

resources are available through libraries, catalogs and 

pow-wows. Additionally, videos, recordings and guest artists 

are invaluable tools for classroom instruction. 

There is a need for further research into the teaching 

of American Indian music and the status of multicultural 

music education. Such research could be directed toward 

teacher training programs or practicing teachers and focus on 

authenticity or attitudes. A test of the influence of a 

specific workshop, course, pow-wow or guest artist on 

elementary music teaching through pre-test and post-test case 

studies may provide useful results. Direct observation of 

the contextual presentation of American Indian music (e.g. 

"Native American Week") may establish a better understanding 

of classroom practices. A study also could be limited to 

systematic observation of those teachers who indicate 
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American Indian as their ethnic background. Another concern 

for investigation is to determine the instructional practices 

of elementary music educators with respect to the inclusion 

of other multicultural music (e.g. Hispanic or Asian) is 

another concern for further investigation. 

In addition to examining teacher practices, research 

could examine student views and attitudes. It would be 

interesting to seek the views of American Indian students 

regarding American Indian music being included in the school 

curriculum. Does the curricular inclusion of American Indian 

music influence their self-identity and attitudes about 

school and their heritage? Such a study could follow 

students through to the middle school and high school levels. 

Another research topic is the compilation of teacher 

resources. Continued ethnomusicological research of 

traditional music, presented in a manner sensitive to both 

authenticity and accessibility for the elementary music 

specialist would be a valuable contribution to the 

multicultural music education literature. A compilation and 

analysis of video resources on American Indian music would be 

of much value to elementary music teachers. 
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AMERICAN INDIAN MUSIC IN THE CLASSROOM: 
GENERAL MUSIC TEACHER'S VIEWS 

Do you believe it is important to use music in the 
classroomwhich reflects the cultural heritage of the 
students? 
(circle one) 

yes no 

2. What types of ethnic songs do you use in the classroom? 

3. When teaching ethnic songs, do you teach the text in the 
language of that ethnic group, English, or both? 

When teaching ethnic music, do you/your students use 
musical instruments? If so, which one(s)? 

5. Do you use other activities concurrently with ethnic 
music? If so, which one(s)? 

6. Do you use ethnic music to teach specific musical 
concepts? If so, which one(s)? 
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7. Do you teach American Indian music in the classroom? 
(circle one) 

yes no 

8. What types of Indian songs do you use in the classroom? 

9. When teaching American Indian songs, do you teach the 
text in the native language, English, or both? 

10. When teaching American Indian music, do you/your 
students use musical instruments? If so, which one(s)? 

11. Do you use other activities concurrently with American 
Indian music? If so, which one(s)? 

12. Do you use American Indian music to teach specific 
musical concepts? If so, which one(s)? 
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13. What resources do you use when teaching American Indian 
music? 

14. How can a person learn more about American Indian music? 

15. Please recommend any specific books or authors that you 
feel would be useful to other general music teachers who 
wish to include American Indian music in their 
classroom. 



APPENDIX B 

PILOT STUDY 

153 



154 

SURVEY OF GENERAL MUSIC TEACHERS 
REGARDING THE USE OF AMERICAN INDIAN MUSIC 

YOUR BACKGROUND 

Are you a certified music specialist? 
yes 

no 

What is the highest degree you have earned? 
bachelor's 

master's 
doctorate 

3, How many years of classroom experience do you have? 

4. Are you a member of Music Educators National Conference (MENC)7 

yrs. 

yes 
no 

How many minutes per week do the students have music class7 

K min. 

1-2 min. 
3-4 min. 
5-6 min. 

What is your ethnic background7 

White 
Black 

American Indian or Alaska Native 
Asian or Pacific Islander 

Hispanic 

What is your experience with American Indian music? 
(check any that apply) 

I attended a workshop 
1 attended a pow-wow or festival 

I studied it as part of my undergraduate music course work 
I took a course specific to American Indian culture outside the music curriculum 

I studied it as part of my graduate music course work 
other (specify): 

Do you have access to recordings of American Indian music? 
yes. personal library 

yes, classroom library 
no 

Do you have access to American Indian musical instruments? 
yes7 which ones7 



YOUR TEACHING 

\ o Do you include American Indian music as part of your curriculum? 

K you checked yes, please continue with #11. 
- If you checked no. you have completed this survey. Thank you for your cooperation 

What percent of your grade K music instruction time focuses on American Indian music? 

yes 
no 

1% 
2% 

3-5% 
6-9% 

10% or more (please specify) 
I do not teach this grade 

12 What percent of your grades 1-2 music instruction time focuses on American Indian music? 

1% 
2% 

3-5% 
6-9% 

10% or more {please specify) 
I do not teach these grades 

What percent of your grades 3-4 music instruction time focuses on American Indian r 

1% 
2% 

3-5% 
6-9% 

10% or more (please specify) 
I do not teach these grades 

What percent of your grades 5-6 music instruction focuses on American Indian music'' 

1% 
2% 

3-5% 
6-9% 

10% or more (please specify) 
I do ^ot teach these grades 

155 



156 

15. What types of American Indian songs do you use? 
(check any that apply) 

animal 
ceremonial 

dance 
game 

love 
lullaby 
social 
story 

war 
work 

other (specify): 

16. What is the source lor the songs? 
(check any that apply) 

Anderson, Teaching music with a multicultural approach 
Anderson and Campbell, Multicultural perspectives in music education 

Ballard. American Indian music for the classroom 
Bierhorst. A cry from the earth 

Burnett. Dance down the rain, sing up the com 
Burton. Moving within the circle 

Chazanoff, Music of the Native N. Amer. for the flute 
Dawtey & Mclaughlin, American Indian songs 

Fichter. American Indian music and musical instruments 
George, Teaching music of 6 different cultures 

Glass. Songs and stones of the North American Indians 
Hofmann. American Indians sing 

Huenemann, Songs & dances of Native America 
Macmillan, Share the music 

Macmillan, Music and you 
Silver Burdett, World of music 

Silver Burdett. The music connection 
Stutzman. American Indian music for the classroom 

Wilson. When the earth was like new 
Yazzie, Navajo music for the classroom 

other (specify): 

17. In what language(s) do you (each the song lyrics? 
(check any that apply) 

English only 
American Indian (Native) only 

both, within a song 
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\ 8. What instruments do youfyour students use when performing American Indian music? 

19. What resources do you use? 
(check any that apply) 

recordings 
videos 

American Indian artists 

other (specify): 

20 What activities do you use concurrently wrth American Indian music7 

(check any that apply) 
craft making 

dance/movement 
drama 
game 

legend/myth/story telling 
poetry 

sign language 
other (specify): 

21. Would you allow me to visit your classroom so that I could observe the actual practice of teaching American 
Indian music in the general music classroom? 

yes 
no 

22. Would you like me to send you the results of this study7 

yes 
no 
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FOR THE PROTECTION OF HUMAN SUBJECTS IN RESEARCH 

MISSISSIPPI STATE UNIVERSITY 
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University of North Texas 
Sponsored Projects Administration 

January 21, 1998 

Mr. Robert Damm 
319 Scales 
Starkvilie, MS 39759 

Institutional Review Board for the Protection of Human Subjects in Research (IRB) 
Re: Human Subjects Application No. 98-002 

Dear Mr. Damm: 

As permitted by federal law and regulations governing the use of human subjects in research 
projects (45 CFR 46), I have conducted an expedited review of your proposed project titled 
"American Indian Music In Elementary School Music Programs of Oklahoma: Repertorire, 
Authenticity and Instruction." The risks inherent in this research are minimal, and the potential 
benefits to the subjects outweigh those risks. The submitted protocol and informed consent form 
are hereby approved for the use of human subjects on this project 

The UNT IRB must review this prior to any modifications you make in the approved project. 
Please contact me if you wish to make such changes or need additional information. 

If you have questions, please contact me. 

Walter C 
Chair, Inslifcrfional Review B< 

WZ:sb 

cc: IRB Members 



APPENDIX D 

COVER LETTER AND SURVEY INSTRUMENT 

161 



162 

Mppitt 
1 1 UNIVERSITY 

Depar tment o f Music Education 

3-16-98 

D e a r M u s i c T e a c h e r : 

I am a Music Education Instructor at Mississippi State University 

completing my doctoral candidacy in Music Education at the University of North 

Texas. I am conducting research on the inclusion of American Indian music in 

elementary school music programs. I wish to know if, and how, American Indian 

music is taught in the public schools. For this purpose, I ask you to 

complete the brief questlonnaire which accompanies this letter. This project 

has been reviewed and approved by the University of North Texas Institutional 

Board for the Protection of Human Subjects in Research 940/565-3940. 

The information you provide in the accompanying questionnaire is very 

valuable to my research, and may lead to improvements in instruction and music 

education. Your participation in this study is completely voluntary. Your 

responses will be kept completely confidential and all reports using the 

information collected will deal with unidentified individuals or groups of 

respondents. Your responses will be coded and kept separately from your name 

in a secured office. 

Please allow 10 minutes to complete the 14 item survey. After you have 

completed your questionnaire, please return it in the prepaid envelope. I 

would appreciate you returning your completed survey within the next two 

weeks. If you have any questions about my research you may call me at my 

office at 601/325-2863. 

Thank You, 

R o b e r t J . Damm 

Box 9734 • Mississ ippi State, MS 39762-9734 • ( 6 0 1 ) 325-3070 

University Bands (601) 325-2715 • University Choirs <601) 325-3490 • Music Methods Center (601) 325-2366 
T e m p l e t o n Music Museum and Archives (601) 325-8301 

FAX (601) 325-0250 



SURVEY OF ELEMENTARY MUSIC TEACHERS 
REGARDING THE USE OF AMERICAN INDIAN MUSIC 

YOUR BACKGROUND 

163 

What is your experience with American Indian music? 
(check any that apply) 

I attended a workshop 
I attended a pow-wow or festival 

I studied it as part of my undergraduate music course work 
I took a course specific to American Indian culture outside the music curriculum 

I studied it as part of my graduate music course work 

other (specify): 

What is the highest degree you have earned? 

bachelor's 
master's 

doctorate 

How many years of classroom experience do you have"7 

yrs 

Are vou a member of Mus»c Educators National Conference (MENCP 

What is your ethnic background? 

yes 
no 

White 
Black 

American Indian or Alaska Native 
Asian or Pacific Islander 

Hispanic 

6. 

YOUR TEACHING 

Oo you include American Indian music as part of your cumculum? 

- U you checked yes. please continue with #7. 

• If you checked no. you have completed this survey. Thank you for your cooperation 

yes 
no 



7 What percent of your yearly grade K-6 music instruction time focuses on American Indian music7 

(Please mark a check in the appropriate column for each grade) 

0 % 1% 2% 3 - 5 % 6-9% 10% or more I do not teach this grade 
(please specify) 

Grade K 

Grade 1 

Grade 2 

Grade 3 

Grade 4 

Grade 5 

Grade 6 

8 What textbook(s) do you use as a source for the American Indian songs you teach? 
(check any that apply) 

Macmillan. Share the music 
Macmillan. Mustc and you 

Silver Burdett. World of music 
Siive< Burden The mustc connection 

other (specify) 

9 What supplemental book(s) do you use as a source for the American Indian songs you teach7 

(specify) 

10 What additional resources do you use? 
(check any that apply) 

recordings 
videos 

American Indian artists 

other (specify): 

I ' Wha! musical instruments, il any. do you/your students use when performing American Indian music-' 
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12. Which of the fol lowing American Indian song types do you use? (Check all that apply.) 

For each type used, indicate the activit ies that your students do wi th that type of song. 

Type of 
American Indian Song Act iv i ty 

Do you use these types of 
songs? 

(Check all that apply) 
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Other (please specify) 

Animal 

Ceremonial/Ritual 

Game 

Flute 

Lullaby 

Social 

Story/Teaching 

War/Honor 

Work/Act iv i ty 

Other (please specify) 

Other (please specify) 

(over) 
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13. In what language(s) do you teach the song lyrics? 
(check any that apply) 

English only 
American Indian (Native) only 

both, within a song 

14. Do you have any comments about the teaching of American Indian music in elementary school? 

As part of my research, I will contact several teachers for a brief follow-up interview. If you would be willing 
to speak with me about your teaching of American Indian music, would you please indicate so by providing your 
phone number in the space below. 

Phone number 
(. 
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