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Student Motivations For
Beginning and
Continuing!

Discontinuing String
Music Instruction

By C. Gregory Hurley
University of Northern Colorado

Instrumental music teachers make assump-
tions daily concerning their students, in-
cluding the ways that

students can be motivated,
the musical tastes of the stu-
dents, and the influences that
make music important to each
child. Intuitively, motivation
appears to be important to
student learning; and further,
research has pointed to a
correlation between motiva-
tion and student achieve-
ment. Cattel, Barton, and
Dielman (1972) found that
20 to 25 percent of achieve-
ment can be attributed to
motivation. Citing studies of
Gordon 0965, 1967, 1970),
Hedden (982), Roby (962),
and Young 0971, 1976) that
determined 61 to 79 percent
of musical achievement was
credited to non-motivational
variables, Asmus C1986a) con-
cluded that as much as 38 percent of musical
achievement may be attributable to motivation
variables.

Introduction Research on motivation and achievement
that considers achievement choices in the
field of instrumental music is limited. There

is, however, evidence
showing that motivation
affects achievement behav-
iors in music students.
Asmus 0985, 1986b) used
Attribution Theory as a ba-
sis to determine attribution
patterns for success and
failure in various students.
Ritcher (989) examined
the developmental nature
of ability ascriptions in a
general music setting. Aus-
tin (1988) and Chandler, et
al. (986) studied student
attribution patterns in com-
petitive music settings.

Many researchers (Austin,
1988; Chandler, et al., 1986;
Greenburg, 1970; Hedden,
1982; Klinedinst, 1989,
Lillemyr, 1983; and
Morehouse, 1988) have rec-

ognized the importance of self-concepts and
attitudes in the achievement and/or retention
of music students. Hylton (1981) and Kautz
(987) addressed students directly to deter-
mine the personal value and meaning of mu-
sic instruction at the high school level.!
While motivation variables should not be

The model for this
research has been
adopted primarily
from Parsons's re-

search ... [in
'which] she posits
that many cultural
factors influence
the child's beliefs
and perceptions

regarding a
myriad of
activities.

Greg Hurley is Assistant Professor of Music Edu-
cation (Strings) and Director oftbe UNC String
Project at the Uniuersity of Nortbern Colorado.

44 The Quarterly journal of Music Teaching and Learning



considered fixed and unalterable, there ex-
ists a shortage of systematic research con-
cerning motivational factors for initial stu-
dent engagement in string instrumental educa-
tion and the motivational factors that influence
students to continue or discontinue instruction.

Purpose of the Present Study
Previous researchers have traditionally in-

quired after students' motivations for joining
music programs, or manipulated several vari-
ables (scores on music aptitude tests, IQ,
general academic achievement, ete.) to pre-
dict achievement and retention. Only one
study (MacKenzie, 1991) has directed ques-
tions to students concerning personal motiva-
tions for beginning instrumental music in-
struction; however, the study did not seek to
understand why students continued/discon-
tinued to participate in instrumental lessons.

Because achievement behaviors (including
choices concerning which activity to pursue,
persistence level, and performance level) are
dependent to a large degree upon motiva-
tion, research is needed to more fully com-
prehend the mediating role of thoughts on
motivation. Thus, the purpose of this study
has been to survey students themselves, us-
ing open-ended interviews, in order to come
to a deeper understanding of student
thoughts on motivation. From this will come
insight about achievement choices, particu-
larly the choice of activity to pursue. Stu-
dents were encouraged to express self-per-
ceived motivations for initial enrollment in a
string ensemble and articulate how their per-
spectives were accommodated or altered
over a period of years so that influences on
decisions concerning continuance/discon-
tinuance of string study could be ascertained.
Interviews with these students were con-
ducted at a pivotal point when a high per-
centage of students discontinue participation
in an instrumental music ensemble: between
the elementary and middle school levels.

The investigation was guided by the fol-
lowing research questions:

1. What were the motivations, as stated by
string students, to begin instruction on a
string instrument?

2. (a) What were the stated ways in which
these motivational factors are shaped and/or
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altered over time, and (b) if changes oc-
curred, what self-reported factors influenced
the change?

3. What were the major reasons provided by
students for continuing in the string program?

4. What were the major reasons provided
by students for discontinuing study of a
string instrument?

Research Model
In utilizing a qualitative methodology that

directly addresses student motivation for ini-
tial and continued (or discontinued) partici-
pation in the achievement-oriented context
of a string instrumental music class, cognitive
theories of achievement motivation have pro-
vided the conceptual framework through
which student responses were analyzed.
Through the "lens" of cognitive theories of
motivation, it has been possible to categorize
and examine trends that influenced achieve-
ment motivation behaviors.

Cognitive achievement theorists assume
that it is the child's own perceptions of
achievement, expectations for success, and
personal values that affect motivation and
determine achievement behaviors. Weiner
(1984) stated that a theory of motivation
"must embrace phenomenology and accept
that one acts on the perceived, rather than
the real world" (p. 16). Motivation is prima-
rily correlated with self-concepts, and student
achievement choices are greatly influenced
by self-perceptions. Wolff (1978) stated,
"The way a person thinks about himself is a
vital factor in learning, and it is generally
thought that by improving a student's self-
image his achievement in other domains will
improve as well" (p. 15).

In order to appreciate more fully the medi-
ating influences that guide student choices
concerning which activities to pursue, stu-
dent responses were analyzed in light of two
major variables that influence achievement
behaviors, as identified by the model in Fig-
ure 1: the value of the task to the individual,
and the individual's expectations for the task.
While this study investigated change/no
change in the variables of task value and stu-
dent expectations, it was important to note
the many complex processes through which
expectations and values were formed. Fur-
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FORMATION OF BELIEFS AND VALUES
(CULTIJRE)

Cultural Milieu

.r>;
Past Events Socializers

~/
Individual Perceptions

1
Decision to begin string instruction based on Expectations for current and future success

and Values (Intrinsic, Attainment, and Utilitarian)

1
Goals (Initial)

1
COMPONENTS INFLUENCING ACHIEVEMENT BEHAVIORS

1
Situation (Maehr, Nicholls)

1
Attributions and Affects (Weiner)

Cost of Participation
Sex-Role Stereotypes
Affective Experiences

Self-Concepts

l
Task-Difficulty

/
Expectations «<--."..> Task Values

Goals (Same/Altered)

1
ACHIEVEMENT BEHAVIORS

1
Decisions to Continue/Discontinue string instruction based on Expectations for current and

future success and Values (Intrinsic, Attainment, Utilitarian)

Figure 1:
Model for Achievement Motivation (Adapted from Parsons, Maehr. Nicholls.

and Weiner)
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ther, student-centered responses revealed
reasons for continuation/discontinuation
based on changes in student motivations.

The model for this research has been
adopted primarily from Parsons's research
and model C1983a; 1983b). In her model,
she posits that many cultural factors influ-
ence the child's beliefs and perceptions re-
garding a myriad of activities. Cultural cre-
ations, such as past events (e.g., grades) and
classroom situations that ret1ect a cultural
emphasis affect students in profound ways.
Additionally, the child's major socializers,
such as parents and teachers, communicate
cultural beliefs and stereotypes to the child.
Most importantly, it is the child's perceptions
of these cultural factors that most influence
achievement behaviors.

The model identified student perceptions
of cultural beliefs and student attributions as
major influences on an individual's expecta-
tions and task values. A student's personal
interpretation of perceived successes or fail-
ures influences expectations for future suc-
cess through the formation of self-concepts
and estimates of task difficulty. Task values,
while largely determined by the culture in
which the child participates, are also influ-
enced by attribution patterns. Attribution
patterns influence affective responses and
estimates of the cost of participating in the
activity. Sex differences in attribution pat-
terns may be influenced by culture, and may
reinforce sex-role stereotypes. The variables
of cost of participation, affective experiences,
and sex-role stereotypes most influence task
values. Expectations for future success and
task values influence future achievement be-
haviors such as choice, persistence, and per-
formance level. This model assumes that
children have initial values and expectations
for participating in a task, and that these
variables are subject to change as attribu-
tions are made throughout the formal learn-
ing process, thereby influencing achieve-
ment behaviors.

Method
Four distinct populations of students were

identified for interview purposes (n=21) in
order to address specific research questions.
Each population was drawn from the same
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school site within the selected school district,
and these students retained the same string
teacher between the elementary and middle
school levels. In all groups except C. below,
there were an equal number of boys and
girls. These groups were comprised of:

• First-year students in a string instrumental
program (fourth grade) (n=6).

• Continuing string students entering the
middle school (sixth graders) who began
string instruction in the fourth grade
(n=6).

• String students who showed promise as an
instrumentalist but chose to discontinue
string study when they reached their first
year at a middle school (n=S).

• String students who discontinued string
instruction at the middle school level. but
were assessed by their teacher as students
who should drop from instruction be-
cause of a perceived lack of necessary
skills for successful continuation (n=4).

Transcriptions of student narratives were
read and re-read in order to observe themes
and key statements that reflected motiva-
tional issues. The student responses were
filtered through the research model to deter-
mine the existence of cultural and/or attribu-
tion patterns that allowed for an initial inter-
est in string music instruction. Further, cul-
tural issues and attribution patterns that af-
fected student expectations and values were
observed in a change/no change category.
Within this category, factors that had shaped
and/or altered original motivations were as-
certained. A third stage of analysis deter-
mined motivational determinants for con-
tinuation or discontinuation in this set of
students.

Results
First Stage Analysis - Beginning String In-

struction. Responses provided by all students
(n=21) were categorized into statements that
reflect beliefs from the cultural surroundings
and perceptions of string class participation.
This categorization provided the basis for
analysis of the beginning students inter-
viewed in this study to determine the value
of the task to individuals, and their expecta-
tions for future success or failure. Specific
factors common to every student could not
be discerned as reasons for beginning string
instruction. Through data analysis, however,
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responses could be grouped into two main
variables: cultural influences and values.

Students expressed an intrinsic interest in
instruments. The cultural background of
these students may have influenced such
considerations. Cultural influences for be-
ginning string instrumental instruction cen-
tered around major socializers involved with
the student. Socializers, who could be par-
ents, teachers, friends, or siblings, influenced
the student through expressed and/or dem-
onstrated behaviors, attitudes, and expecta-
tions for the child.
The parents or family friends of these stu-
dents currently play instruments in the home.
In addition, some of these students have
older siblings who play instruments. Of the
twenty-one students interviewed for this re-
search, only two did not mention knowledge
of a close relative, parent, sibling, or friend
who played an instrument. The sheer num-
ber of students who openly talked about
someone they knew who had been involved
with instrumental music is strong evidence of
a cultural influence that might predispose
these students toward instrumental music in-
struction. Student comments, therefore, re-
flect this strong cultural influence. Represen-
tative quotes include:"

DB/2: Well, I thought it was going to be fun
and my friends were joining and I wanted to
do something with them.

DN4: I just wanted to play, and mostly it
was because my brother and sister played it,
and I thought it was neat because I thought it
would be fun just to play an instrument.

B/3: Well, everybody in my family has been
playing strings so I kind of wanted to, and I
remember in third grade, we had this thing
like where all the people that were in strings
played for us, and then I wanted to play the
violin.

C/3: Well, my dad was a strings player. He
had a bass and I decided it would be fun to
join in and it was.

The majority of students at both grade lev-
els overwhelmingly expressed personal inter-
est factors as value considerations for begin-

ning string instruction. These personal inter-
est factors centered around an intrinsic inter-
est in music or in the musical instrument it-
self. In addition to expressing general inter-
est in music, several students expressed inter-
est in string instruction because they thought
it would be "fun."

C/l: Well, I'm a pretty musical person, I play
the oboe, piano, and I sing [in addition to
cello]. It was something that I wanted to do.
I like music a lot.

CI5: In fourth grade, Mr. [name omitted]
came in and gave all the fourth graders a
demonstration and he played the viola (that's
what I play), and he played it really neat and
I thought that I might be able to do that some
day.

C/4: I really like to play instruments, and
strings was my first opportunity so I said that
I would take it and it's been really fun.

DB/2: Well, I thought it was going to be fun
and my friends were joining and I wanted to
do something with them.

DNl: I don't know. I just wanted to play an
instrument and I thought it would be fun.

Several students joined the string instru-
mental class for reasons extrinsic to the string
class itself. Missing another class in order to
participate in strings was a value consider-
ation for some students. Occasionally the
class was selected as a substitution for a mu-
sical instrument that was not offered at the
school (such as guitar).

B/4: I thought [the strings class] would be
neat because, well, I thought it was going to
be during one of my worst classes.

DB/2: [the opportunity to miss a class in or-
der to participate in the string program] was
pretty important ....I wouldn't have to listen to
lecture.

B/5: I like strings and like instruments, and I
really wanted to play the guitar ....I said I
wanted to play [viola] because they said that
schools won't let you play the guitar yet. I'm
not old enough. So I said I wanted to play
the viola then.
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DB/I: I knew [the guitar] wasn't going to be
in [the strings class], I just wanted to take the
class for fun and see how it was,

Several students expressed a variety of in-
terests for joining the string program, Aside
from personal interests in the string class,
these students expressed factors related to
affiliation needs. Such needs could be dis-
cerned in the expression of the desire to be
with friends or to play the instrument for
friends and family.

DA/S: Yeah, well urn, one day we were hav-
ing chorus in fourth grade and this guy came
in, Mr. [name omitted], and he was demon-
strating all the instruments and he was like
really good and it looked fun and he de-
scribed what would happen and stuff, and I
talked to my friends and they all said they
were gonna do it and stuff so that's how I
really decided.

B/I: It just sounded kind of fun, to learn
how to play an instrument, and so I could,
like just learning how to play and playing the
songs for my family .. and just know that I can
play it [the violin].

To summarize, specific factors common to
every student could not be discerned for be-
ginning string instruction. This research has
stated a belief that the cultural background in
which the student participates influences task
values and attributional patterns. The most
common element between students who be-
gan string instruction was the identification
of socializers involved in instrumental music.

While student comments did not link spe-
cific socializer effects (except in a few cases)
to decisions for initial participation in the
string instrumental class, almost all of the stu-
dents had parents, siblings, or friends who
were actively involved with instrumental mu-
sic. A majority of students have parents who
are involved with music.

Suzuki has recognized the importance of
the family in early childhood education as
providing the motivation to learn language.
It is for this reason that Suzuki instruction
encourages the parents to play the instru-
ment before the child (to bring it into the life
view of the child). The influence of paren-
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tal involvement seems applicable to this re-
search in that most parents or other family
members played an instrument, or a friend of
the family was identified as playing an instru-
ment. The type of instrument did not seem
as important as the fact that someone in the
family performed on an instrument.

Additionally, the students in this study
joined the string class based on value consid-
erations, although the values expressed have
been shown to be highly divergent. These
value considerations were based on student
needs to be with friends, to miss a less desir-
able class in order to participate in the string
class, or the student chose to take strings
because they were not able to receive in-
struction on another instrument that they
wished to learn. It is anticipated that these
initial value considerations may need to be
altered in order to sustain interest in the
string program.

Second Stage Analysis - Change/No Change.
A second stage of analysis was to build stu-
dent profiles for change/no change in stu-
dent responses to motivational issues. At this
stage, the research determined the factors
that shaped and/or altered motivational de-
terminants based on the responses of three
groups of subjects. The three groups were
composed of sixth grade students from the
following categories: Continuers;
Discontinuers A; and Discontinuers B. Any
motivational issues that remained constant or
changed from a student's original motiva-
tions were noted.

Most students joined the string class for in-
trinsic interest reasons; however, utilitarian
value considerations were also noted. Previ-
ous and anticipated affective experiences that
have influenced the task value of participa-
tion in the string class were reported by both
continuers and discontinuers.

Continuing students valued the task to the
extent that they either did not experience
cost of participation conflicts with the strings
class, or if conflicts were noted, the strings
class was valued highly enough for contin-
ued participation. Continuing students noted
that the eventual cost of participation in the
activity might be a consideration in choosing
the course in the future, especially in regard
to homework responsibilities. All the stu-

49



dents recognized the importance of the "core"
courses (eg. math, science, English), and they
perceived music courses to be of secondary
importance and value for future career goals.

Analysis at this stage has noted the
changes in values and the related issue of
cost of participation as prime considerations
for continuation or discontinuation in the
school string program. Continuers expressed
positive changes that had resulted in per-
sonal growth and meaning as evidenced by
statements reflecting an increased intrinsic
interest in the subject matter.

C/2: Well, when I first started with the cello,
our teacher started us with real easy [pieces]
and I thought, "Oh, this isn't going to be very
much fun," and then now I like it better be-
cause it's more challenging.

C/6: Well, I guess I would have grown closer
to the instrument that I've played ....Because I
like the instrument that I've chosen, and I still
like the satisfaction of being able to play it.

These students expressed goals for future in-
volvement as a result of these changes.

C/l: The way I am thinking now, maybe if I
get a little more serious and practice more,
when I get older, I might be able to play in
an orchestra.

C/2: I'll probably keep playing it [cello]
maybe until high school. I might keep going
after that, I don't know about the cello ...and
then I plan on playing my violin for a long
time.

C/3: I think it's just the enjoyment of playing.
I don't exactly want to go on playing the vio-
lin or a strings instrument [as a profession],
it's just something that I'll be able to do when
I grow up. If somebody calls and they're
having a party, or getting a band together, I'll
be able to play something.

C/4: [Carl plans to continue to play the violin
for a long period of time so that] like when I
have kids I can, if they really like strings, I
can help them out.

The continuing students expressed several
categories of personal meaning for string
class participation. All of the sixth grade

continuing students expressed personal satis-
faction and growth through the experience of
the string class. Additionally, several stu-
dents acknowledged musical growth and the
satisfaction that comes with successful expe-
riences. Integrative meanings also were dis-
cussed. One student in particular mentioned
being able to play at parties when he gets
older, and other students expressed a desire
to be with their friends.

By stating goals for future involvement in
string music activities, these continuing stu-
dents implied that instrumental music experi-
ences were valued. These students plan to
continue to pursue activities associated with
string playing based largely on this value
consideration. For several students, these
personal meanings have arisen from their
perception that they are successful on their
chosen instrument and in the class; they feel
challenged by the activity and perceive
themselves as successful. Other valued ac-
tivities have not influenced the cost of par-
ticipation to the student, and socializers have
encouraged the students' continued efforts
to succeed.

Discontinuing students expressed the per-
ceived cost of participation as changing their
strength of motives to achieve and continue
participation. Because the string class met
on Friday afternoons during a study hall pe-
riod, the lack of time for study meant that
they would have homework over the week-
end. Several students stated that they were
unwilling to forego the study hall period in
order to remain involved with the strings
class.

DA/3: Usually, I have a study hall on Friday,
so I think if [the string class] was like during a
different day of the week, tben I think I
might have taken it.

DB/3: I was afraid that I would have too
much homework and I wanted to have the
least homework I could, so I wanted to have
a study hour instead of strings or any school
activities.

Additionally, students expressed cost of par-
ticipation issues in relation to other valued
activities such as sports or school work as
reasons for discontinuing string instruction.
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DA/4: I never had time to practice because I
play sports, and I had to do those, and be-
cause I didn't really know the notes or any-
thing like that because I never had time to
practice.

DAIS: Well, I didn't really want to practice
because I didn't have a lot of time anymore
because I was involved in a lot of sports stuff,
and I also had to do my homework.

These value considerations for both sets of
Discontinuers had a negative effect on deci-
sions to continue string music instruction.
Discontinuers largely expressed cost of par-
ticipation issues (e.g. taking the instrument
home, time away from sports activities, time
away from study halls, interest in band in-
strument instruction in which they were also
involved), which altered their positive moti-
vations for continued involvement in a string
instrumental class.

The discontinuing students in this study
did not admit to a lack of ability but did ac-
knowledge that varying amounts of effort
had been required to reach desired goals.
With the exception of one student, these stu-
dents did not relinquish effort based on a
concept of low ability. These issues, how-
ever, did affect the valuing of the activity,
especially in relation to the perceived cost of
continued participation in the string class
when other more highly valued experiences
were present.

Most students felt they were successful in
the string instrumental class. All students
cited effort (internal-unstable) attributes as a
major factor toward gaining or sustaining
success on a string instrument. Only a few
mentioned the effects of natural ability, and
then only as a secondary issue. The belief
that effort most affects outcomes places
learning under their control. In this case, stu-
dents did not fee/limited by natural ability,
but suggested that more effort might be re-
quired to achieve at a desired level (thus af-
fecting the perceived cost of further partici-
pation in the activity). Discontinuers did not
express a desire to give extra effort to the
string class when they perceived that this
extra effort would take away from other val-
ued activities.
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Third Stage Analysis - Motivational Determi-
nants for Continuation/Discontinuation. At
the third stage of analysis, statements provided
by continuers and discontinuers for beginning
string instruction were compared with motiva-
tional changes to determine factors affecting
task expectations and values. Through this
analysis, motivational determinants for con-
tinuation/discontinuation were ascertained.
General trends for continuation or
discontinuation were reported when detected.

All continuing students expressed positive
self-concepts. These students cited feelings of
accomplishment, enjoyment of the challenge
of string playing, an enjoyment of music, and
a personal satisfaction with the choice of in-
strument as considerations for continued in-
volvement in the string class.

C/I: I think like some people just have it
[ability], well I think that I just have it, and
some of my friends and I are just born with
it. Other people have to work at it, espe-
cially like have to practice more often than I
do, I don't practice that much.

C/2: Sometimes I hear people play and I
think, "Oh, I can do that," or like, "I'm that
good," or something ...

C/3: After you get the hang of it [the violin],
it's real easy, the songs come around real
easy, you know the notes so it's real easy to
play.

C/4: I play about average, and I try my hard-
est, and I'd say I get a pretty good outcome.

CIS: I think I'm pretty good.

C/6: Well, I guess the more I practiced, the
better I got at it. ...Knowing that I can do it,
just being able to do it [provides satisfaction].

The continuing students in this study per-
ceived the string class to be of high personal
value. These students' initial values for join-
ing the string class were sustained and facili-
tated over the course of study. Furthermore,
continuing students expressed other factors
that led to continued involvement in the
school string program. These factors in-
cluded a growing personal commitment to
performing on a string instrument, a class-
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room situation that was personally satisfying,
and the expressed desire to remain involved in
the string program through the identification of
long-range goals for string music instruction.

CIl: Now it is more of a challenge. Now it is
see how good you can get and maybe you'll
make something out of it someday. I'm be-
coming a little bit more serious about it than
when I first started.

C/3: That [knowing how to play an instru-
ment] is sort of something special, or some-
thing you always know how to do.

C/4: I just thought this [the string class] is a
great experience for me.

c/6: Music is a part of my life; I really like
music a lot.

Students are unlikely to participate in those
activities thought too difficult to achieve suc-
cess, or which take time away from other
valued activities. Parsons (1983a) has cited
the cost of participation as one variable af-
fecting the subjective task value of the activ-
ity. With the exception of one student, dis-
continuing students expressed that they were
performing adequately in the string class, but
the cost of participation (which affected task
value) played a major role in their decisions
to discontinue instruction. Some
discontinuers expressed that the class had
become more difficult, which for some, had
deleterious effects.

Both sets of discontinuers expressed cost
of participation issues as primary reasons for
discontinuing string instruction. Initial value
considerations for string participation were
not facilitated for these students, based on a
variety of factors. Most often, issues related
to the cost of participation affected initial
value considerations for joining the string
class in a negative manner. Students cited,
as cost of participation issues, conflicts with
study halls, sports activities, an interest in
other instruments, and taking the instrument
home for practice. These issues were major
variables which detracted from the value of
the string class.

Further, some discontinuers expressed dis-
satisfaction with the class itself. These students

became bored in the class and felt that the
class was not a challenge. With the addition
of cost of participation factors that affected the
value of the task to the individual, these stu-
dents chose to discontinue string instrumental
instruction. Seldom was a single issue identi-
fied that contributed solely to the student's de-
cision to discontinue string instruction. Most
often, a combination of variables affected the
subjective task value of the string class.

Other students expressed that they had not
maintained their practicing, which had af-
fected their ability to maintain an acceptable
level of playing. In these cases, the students
dropped string instruction because they per-
ceived they were not performing at an ac-
ceptable level. It was explained that the lack
of practice and resulting low level of
achievement had affected the value of the
class to these individuals. The class no
longer was perceived as being fun (an initial
value consideration). In addition, com-
pounding variables, such as the student's in-
terest in other activities (such as sports or
other instruments) or the realization that
friends or siblings had dropped string in-
struction, were influential on decisions to dis-
continue string instruction.

Discussion
While the students in this study did not ad-

dress parental influences as affecting their
motivations for beginning string instrumental
instruction in a direct manner, the sheer
number of students who had a parent in-
volved with instrumental music presents a
convincing argument that parents, indeed,
did influence the child's initial expectations
and values. Even though the parents of
these students rarely verbalized that partici-
pation in an instrumental class was expected
of the student, the students' recognition that
parents played instruments for enjoyment led
to the perception that instrumental music in-
struction would be worthy of study. Other
than parents, this study shows that motiva-
tional decisions were influenced by general
music teachers, classroom teachers, the string
teacher, friends of the student, friends of the
family, and siblings.

Students in this study also emphasized the
social aspects of participating in a string pro-
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gram. In addition to expressing interest in
string instruction, students often stated that
their friends were joining the string program.
For some students, this factor strongly encour-
aged initial participation in the string class.

In almost every case, students who discon-
tinued instruction retained a positive attitude
about the time they remained in string instru-
mental instruction. The issue is not that the
students suddenly developed negative feelings
toward string instruction; rather, other oppor-
tunities of even higher value to the student
arose and/or the cost of participation in time
away from other valued activities required
students to make a decision among choices
of activity to pursue. This supports Parsons'
(1983a) assertion that task values most influ-
ence choices to continue instruction.

Results from other research on instrumental
ensembles have been corroborated through
this research. MacKenzie (1991) concluded
that a student's personal interest in learning
to play an instrument and the influence of
the string teacher were primary factors influ-
encing decisions to begin instrumental music
instruction. Koutz (1987) concluded that stu-
dents who no longer participated in the band
program cited conflicts with other activities
in which they were interested as primary rea-
sons for discontinuance. Allen (1982) and
Solly (1987) drew similar conclusions for the
causes of student dropout. In these studies,
the two most frequently cited reasons were
schedule conflicts and a loss of interest; other
salient variables included a low self-image
regarding music and student/teacher con-
flicts. While polling high school seniors who
had discontinued band instrumental instruc-
tion, Anthony (1974) found that dropouts
cited the scheduling of rehearsals as a major
problem with their continuation in the band
program. Anthony concluded that students
do not exit the band program because of any
single factor. A<; was the case in this study, it
is a combination of negative facrors that appar-
ently influences student decisions to continue
or discontinue in instrumental music classes.

The results of this study differ from
MacKenzie's in two key ways. The students
in MacKenzie's study did not recognize the
variable of parental influence as being a
highly motivational determinant. Addition-
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ally, MacKenzie reported that females, much
more than males, cited the social aspects of
instrumental study as a motivational determi-
nant. The present study did not corroborate
this finding.

The students in the study expressed posi-
tive self-concepts of their playing abilities;
however, these positive self-concepts were
not enough to keep all students involved in
the string program. This research has con-
cluded that value considerations may playa
more important role than expectations of cur-
rent and future success in achievement
choices for the students interviewed. Self-
concepts have been determined to be only
one factor that influences the value of the
task to the individual.

Because self-concepts are only one aspect
that will affect the value of the task to the
individual, it is important for teachers to un-
derstand other variables that might influence
student valuing of the task, and that could
build positive self-concepts in order to sus-
tain student interests. A task-oriented class-
room setting could facilitate positive self-con-
cepts by downplaying ego involvement.
Various implications for grading and other
evaluation conditions (such as chair seating)
could be derived from this conclusion.

This study has provided an initial investiga-
tion of student reasons for beginning string
instrumental instruction, noted salient moti-
vational changes, and investigated student-
centered reasons for continuation and
discontinuation in a string instrumental pro-
gram. Nonetheless, many research questions
remain unanswered. This research is situa-
tion specific and examined a limited age
range of students in a particular setting. Fu-
ture research warrants the examination of
varied settings and variables, including
teacher influences, classroom learning situa-
tions, school scheduling, grade level of the
students, and cultural issues.

Notes
1 See Hurley (1993) for a detailed literature

review.
2. B = first year students (Beginners); C = Con-

tinuing students at the 6th grade level; DA = Dis-
continuing 6th grade students who showed a po-
tential for string playing; DI3 = Discontinuing 6th
grade students who were assessed by their teacher
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to be lacking in ability to continue successfully.
The numbers indicate which student in each of
the groups.

References
Allen, B. E. (1982). Student dropout in orchestra

programs in three school systems in the state
of Arkansas. Dissertation Abstracts Interna-
tional, 42, 3405A. (University Microfilms No
DDJ82-01181).

Anthony, ]. (974). Student perceptions of factors
related to discontinuance from Iowa public
high school band programs in districts of
10,000 or more students. Dissertation Ab-
stracts International, 35, 7939A. (University
Microfilms No. DD]75-13721)

Asmus, E. P. (1985), Sixth graders' achievement
motivation: Their views of success and failure
in music. Bulletin of the Council for Research
in Music Education, 85, 1-13.

Asmus, E. P. (1986a). Achievement motivation
characteristics of music education and music
therapy students as identified by attribution
theory. Bulletin of the Council for Research in
Music Education, 86, 71-85.

Asmus, E. P. Cl986b). Student beliefs about the
causes of success and failure in music: A
study of achievement motivation. journal of
Research in Music Education, 34, 262-278.

Austin, ]. R (988). The effect of music contest
format on self-concept, motivation, achieve-
ment, and attitude of elementary band stu-
dents. journal of Research in Music Educa-
tion. 36, 95-107

Cattel, R B., Barton, K., & Dielman, T E. (1972).
Prediction of school achievement from moti-
vation, personality, and ability measures. Psy-
chology Reports, 30, 35-43.

Chandler, T A., Chiarella, D., & Auria, C (1986).
Performance expectancy, success, satisfaction
and attributions as variables in band chal-
lenges. Paper presented at the American Edu-
cational Research Association Annual Meet-
ing, San Francisco, CA (ERIC Document Re-
production Service No. ED 269 335).

Gordon, E. E. (965). Musical Aptitude Profile
Manual. Boston: Houghton-Mifflin.

Gordon, E. E. (1967). A three-year longitudinal pre-
dictive validity study of the Musical Aptitude
Profile. Studies in the psychology of music (Vol.
5). Iowa City, Iowa: University of Iowa.

Gordon, E. E. (1970). First-year results of a five-
year longitudinal study of the musical
achievement of culturally disadvantaged stu-
dents. journal of Research in Music Educa-
tion, 18, 195-213.

Greenberg, M. (1970). Musical achievement and
the self-concept. journal of Research in Music
Education, 18, 57-64.

Hedden, S. K. (1982). Prediction of music achieve-
ment in the elementary school. journal of
Research in Music Education, 30, 61-68.

54

Hurley, C G. (1993). Cognitive achievement mo-
tivation research and young musicians: A
review of the literature. Dialogue in Instru-
mental Music Education, 17, 17-31

Hylton,]. G., (1981). Dimensionality in high
school student participants' perceptions of
the meaning of choral singing experience.
journal of Research in Music Education, 29,
287-303

Klinedinst, R E. (1989). The ability of selected
factors to predict performance achievement
and retention of fifth-grade instrumental mu-
sic students. Dissertation Abstracts Interna-
tional,50, 3881A. (University Microfilms No.
DEX90-06131)

Koutz, T A. (1987). An analysis of attitudinal dif-
ferences toward music performance classes in
secondary schools by non-participants, cur-
rent, and former participants. Dissertation
Abstracts International, 48, 2271A. (Univer-
sity Microfilms No. DEV87-26934)

Lillemyr, O. F. (1983). Achievement motivation as
afactor in self-perceptions. Paper presented at
the annual meeting of the American Educa-
tional Research Association, Montreal,
Canada. (ERIC Document Reproduction Ser-
vice No. ED 237 148).

MacKenzie, CG. (1991). Starting to learn to play
a musical instrument: A study of boys' and
girls' motivational criteria. British journal of
Music Education, 8(1), 15-20.

Maehr, M. L. (976). Continuing motivation: An
analysis of a seldom considered educational
outcome. Review of Educational Research, 46,
443-462

Morehouse, T L. (988). The relationship of se-
lected attitudinal factors to dropout and reten-
tion in beginning string students. Dissertation
Abstracts International, 49, 757A. (University
Microfilms No. DA8811016).

Nicholls,]. G. (1983). Task involvement in music.
In Documentary Report of the Ann Arbor Sym-
posium on the Applications of Psychology to
the Teaching and Learning of Music: Session
III(pp. 1-4). Reston, VA: Music Educators Na-
tional Conference.

Nicholls, ]. G. (1984). Conceptions of ability and
achievement motivation. In Ames and Ames
(Eds.) Research on motivation in education
(Vol. I) (pp. 39-73). Orlando, FL: Academic
Press, Inc.

Parsons, ]. E. (1983a). Children's motivation to
study music. In Documentary Rep011 of the
Ann Arbor Symposium on the Applications of
Psychology to the Teaching of Music. Session
III Motivation and Creativity (pp. 31-39).
Reston, Virginia: Music Educators National
Conference.

Parsons,]. E. (with the assistance of Adler, TE.,
Futterman, R, Goff, S.B., Kaczala, CM.,
Meece, ].L., and Midgley, C) Cl983b). Expect-
ancies, values, and academic behaviors. In

The Quarterly Journal oj Music Teaching and Learning



].T. Spence (Ed.) Achievement and Acbieue-
ment Motives Cpp. 77-146). San Francisco, CA:
W.H. Freeman and Company.

Ritcher, G. K. (1989). The relationship between
children's understanding of musical ability
and their motivation, perceived ability and
achievement in general music class. (Doctoral
Dissertation, University of Illinois at Urbana-
Champaign, 1989). Dissertation Abstracts 11'1-

ternational, 50, 2419A.
Roby, A. R. (1962). A study in the correlation of

music theory grades with the Seashore Mea-
sures of Musical Talents and the Aliferis Music
Achievement Test. journal of Research in Mu-
sic Education, 10, 137-142.

Solly, B. s. (987). A study of attrition from the
instrumental music program in moving be-
tween grade levels in Cherry Hills, N], Disser-
tation Abstracts International, 47, 2877A

(University Microfilms No. DEU 86-27515)
Weiner, B. (984). Principles for a theory of stu-

dent motivation. Ames and Ames (Eds.), Re-
search on Motiuation in Education (Vol. I)
(pp. 15-38). Academic Press, Ine.

Wolff, K. L. (1978). The nonmusical outcomes of
music education: A review of the literature.
Bulletin of the Council for Research in Music
Education, 55, 1-27.

Young, W. T. (1971). The role of musical aptitude,
intelligence, and academic achievement in
predicting the musical attainment of elemen-
tary instrumental music students. Journal of
Research in Music Education, 19, 422-432.

Young, W. T. (976). A longitudinal comparison
of four music achievement and music apti-
tude tests. journal of Research in Music Edu-
cation, 24, 97-109~

Call For Papers

Sixteenth International Seminar on Research in Music Education
In Frascati, Italy on July 13-19, 1996

and
XXII ISMEInternational Conference

In Amsterdam, Holland on July 21-27,1996

TI1e Research Commission of the International Society for Music Education invites: reports of recent
research in music education for the Sixteenth International Seminar to be held from July 13-19, 1996
in Frascati, Italy; and research posters for the XXII International Conference of ISME to be held from
July 21-27, 1996 in Amsterdam, Holland. Papers selected will normally reflect an experimental, ob-
servational, descriptive, ethnographic, philosophical, or historical research design. Papers selected
will focus upon a clearly articulated research question of hypothesis.

Procedures for submitting papers are as follows:
Submit three copies of a paper reporting recently completed research which contributes to

the theory or practice of music education. The implications of the research for music education
should be stated clearly. The paper must be submitted in English and must not exceed 2000 words
excluding references. No more than one table and one figure shall be included. Three copies of an
abstract (no more than 200 words) must accompany the paper. Papers and abstracts must be typed
and double spaced. At the top of the first page of the paper and of the abstract, the following infor-
mation should be included: name, address, and whether the paper is being submitted for consider-
ation for the seminar, the poster session, or both.

Submit a one-page curriculum vitae and a statement specifying particulars of any earlier
presentation of paper at a seminar or conference at national or international levels. Decisions con-
cerning the acceptance of papers rests solely with the Research Commission as communicated by the
Chair of the Research Commission. All above materials must be postmarked AIRMAILno later than
November 1, 1995.

In the US send to:
Dr. John Geringer
School of Music

u. of Texas at Austin
Austin, TX 78712

For areas outside the US,
and additional information contact:

Dr. David Hargreaves
Department of Psychology

University of Leicester
Leicester LEI 7RH ENGLA,,'\'D

Volume Vl, Number 1 55


	44-55
	Vol 6, 1, p. 44-55

