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When Panl first asked me to SPeak.ét thié,conference, T was honoréd at
the Invitation and lookéd férwérd_eagerly~tq getting iﬁto the literature on
mbtivétion for learning music. rBuﬁ soon afﬁer I hegan my search, I began to
fear that I WUu1d_héve vgfy 1itrle to‘sgy'ﬁo you, Very little'empiricél W@rk
has been done on métivgtion‘and ﬁusi;; and of what had ﬁeén.done,-eﬁen 1eSs'
was.useful for develoﬁing,musical educaﬁional.programs.

So T decided to gétﬁer some ﬂé&'éata.. I interviewed ffiends.,.'col.le.ague.s5
and their childreﬁ about their éﬁperiences witﬁumusié eduéatioﬁ. As:I'ﬁas |
gathering this informatipn,.l regained my enthusiasm and deéideﬁ.l would have
some things to say to you to&ay‘tﬁat.would.ﬁe useful. Over.the las£ 4 years,
my colleagues and I_have been. doing a large scale stud? pf motivarion to study
mathezatics. We héve gathered gﬁtensive quéntitative'and gualitative aata.

" We have asked aﬁpr0ximéte1y 1,009 students why they are faking maﬁh, what they
lika about matg; ﬁhat they do not like about it, whether they plan'tb,continue
teking math, and why or why not. Based 6& these datq, and on. our éwn theore—-
tical orientation, We'deveiopéd a model of achievement motivation that outlined
the set of variables influeﬁcing students' decisions to study‘b;'noﬁ to study
mathematics, It soon became clear from my music interviews thaﬁ this médel
aiso captured the critical mediators of motivation to study music, Today I
would like to share tﬁis model with you. T will use ﬁhe_case ma£eria131 have
gathered to illustrate the-interaétion among the variables at.the level‘of the
individual. In addition becéuse the motivational comstructs are so similar
across math and music Iuﬁill &raw‘upon the classroom learning litera?ure and
discuss some of the means of optimiéing cﬁildreﬁ‘s motivation to study music.

To summarize then, my talk today will focus on 2 to?ics. First, I will

summarize a model specifying the mediators of achievement choice and illus—



trate its appllcahlllty*to music with. case materials. SECQnd I will dlSCUSS
the strategles for cptlmlzlno different student =3 motlvations to. study mu51c.

In explorlng children's attltudes toward achlevement, one can't help but
ﬁe struck with the variety of reasons children have for exchanglng in or av01d~.
1ng various actlvxtles. For example, some of the chlldren I talked to sald |
they took music because they liked it, others because they thought it was

"cool," others because their parents made them. The wide range of responses

.fied; some experience great prlde and joy over a good performance, others
WOrry about the little mlstakes- some respond to a diffiCuit pileace wifh iﬁn
creased effort, others give up because the-piecé is too hard,

Finally, the range of behav1oral choices the chlldren make 1§ also

amazing. For example, even among chlldren Wlth 51mllar backgrounds ‘one child

piano, ancther will prefer drums and yet another will prefer reading; one
will decide to become a doctor, another to become plumber, or an alrllne

v

stewardess, or an elementary school teacher, or a singer, or a concert vio—
linist. |

¥hy do chlldren with fairly 51mllar grades in school have dlfferent
opinions of their intellectual abilities? For example, why do girls develop
lower estimates of their math_ability-and lower math. achievement expectanc1es
than boys, even though they do just as well in math as hoys do throughout
their school career? Why do some children invest time and energy in develop—
ing social, physical skills or musical skill?

These questions, and others like them, lie at the heart of aehievement
and self perception theory and have ‘Feen the focus of my attentlon for the

.
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past lG years. hAS'a rééult-df'tﬁis interest, my cblleagueﬁ and Ifhave.dev—' ’
eloped a theoretlcal mcdel {see Flg. 1; for a more detailed dlscu531an, sge
Parsons et al., in press) outlining tﬁe.relations among'what we consmder to
be : the major variables influencing Eehav1oral choice and goals,.and have
tested that model w1th older adalescents in the academic achlevement domain,
This work has demonstrated the xmportance of self and task.Bellefs in media-
ting achievement behavior. Im particularx, Wé ‘have found that perceptlons of
one's ability, expactatlons ragardlng prebablllty of success, perceptions of -
task dlfFlculty, and perceptlons of task value are especxallf 1mportant detern
'minants of achievement choices.. | | |
But hefore discu331ng each of these varlables I*d lzke to make.a few
general comments about our model._ Like most current cognltlve Lheorles, this
medal is built on the assumptlon that it is not rcajlty itself (1 e, past
successes or fdllures) that determines children's expectanc1es .values, and
achievement benav1cr, but rather the lnterpretatlon of that reallty. _If chil~
dren interpret their performance history differently, then,lt is only reason-—
able that theyJﬁill draw_different conciusions régarding the meaning of thosé
experiences. For example 1f glrls thlnk success is due to effort and hard.
work and boys think success is due to ability, then it is qulLe loglcal that
boys will rate their ability highex than glrls evern Lhough they have both had
an equal number of successes. ' - ' o o
The model further pro?oées.that interpretaiion of achievement outcomes and
future goals are mediated by variables such as causal attributional patterns
for success and failure, the attitudes of parents and teachers,_chi%dren's
perceptions of their oﬁn needs, values, and role identity; and children's

perceptions of the characteristics of warious activiries. Each of these

factors plays a role in determining the expectancy and value associated with



any parglcular task, which in turn 1nfluence a whole range of achievement—
related behavlors potentlally associated with. that task. such. as choice of the
act1v1ty, inten31ty of the effort expended at various activities and perfor—
mance levels across variocus activities.

The modei_asﬁumes-that decisions régérding various activities afé'made
 in fhe context of a variety of choiées aﬁd'are guided by coré.vaiues such és
achievement needs, competency needs, and sex-role valués, ana by mofe_utiliﬁ
tafian valﬁes such as the.importanée‘cf the Varioﬁs.élternativgs fof the child's
immediate and more long range goals. Thus,.if a child feels that the amount
of effort it wlll take to do well on any particular activity such as music
lessons‘is not worthwhile because it décreases.the time available for more
preferred activities such as socializing ﬁitﬁ frieﬁds; then the‘cﬁilé may well
avoid engaging 18 the_activity at ail. VOI, if a gifl stereotypes drum playing
23 masculine and not in line with her'owﬁ séx~role values, tﬁen she will be
iess 1ikely o take érum lessons than_if she stereotypes drum-playing aé_femi~
nine. Altarnatiﬁely,.a child who thinks being a gaitar player.ié a."cool"
activity that will make him a hit with his friends Will-placé a very high
value on mastering the guit%r and will bBe motiﬁated to practite, Finall?, a
child who-thinks she has more talent for gymnastics than fbr-piano Qillrhe
less motivated to ﬁrac;ice piéno than a chil& who is sure she is a ﬁetter
musician than an athlete,

What distinéuishes:this model from other modgls of achiévement behavior
is this attention to the.issue of choice. Whethey done consciouslyrﬁr not,
children (and later adults) are making choices among a variety of activities
all of the time. Fpr example, they decide whether to work hard at school or
just get by; they decide which musical skills te develop or whefher to develop
any at all; they deci&e}una much time to spend practicing music; and ﬁhey-dev

cide whether to practice or play with theif'friends, etc., We have tried to



| éddress this iséue'of cheoice di:ectly‘and té.deﬁelop a modél that élloﬁs u$ _j
to predict thé‘type of choiceS'Eeing made, Furthermore, ﬁé have tfied to
specify-tﬁe Rinda.qf sncialization expérieﬂteé tﬁat:shape-individpal differ—
gnées on the proposed mediators of these choices eSpeéiallf-in thé;academic
achiévement domain.. | - | |

Having made théée\gener&l commeﬁts let me reﬁurn to a_diségséidn‘éf the
major components.cf our model. :ﬁuiiding.on'a iOng heiitage éf Wo;k iﬁfthe
achievement motivaticn,:ﬁe ﬁave ﬁoétulateé tﬁét acﬁievemént choice'is.in—
fluenced most directly by two méjdr cagﬁitive éoﬁsﬁructs: 1) ex?éctationé _
regarding the probability of success and 2) perceived‘importance'ﬁr incentive
ﬁalue of the activify whiéh; in.turn are influenced By a wide variegy of_vari—
ables. I will discuss each of these now, | |

Expectation for Suéceéé

= concept of exéectancy or probaﬁility of éuécess.ﬁas long been recog-
22 by decision and achigvement theorists as an important variable in deter—
mining behavioral choice CAtkinscn, 1964; Edwards, 1954; Lewin, 1938}.- Numer—
ﬁus studies have demonstrated the importance éf-expecfancies for é variety of
achievement behaviors inﬁluding academic pérformance, task persisteﬁce, and
task choice‘(e.g., Coviﬁgton & Omelich,'1979b;'Crandall, 1959;_Digg§ry, 1956;.
Feather, 1966; Veroff, 1969). Developmeﬁtél studies indicate that the influence
of eﬁpectancy-on perfofmance.increases with age and may emerge éarlier and
more strongly for mélesiﬁhén feméles CCrandéll, 1969; Parsons & Ruble, 1977;
Sfein, 1971). By adblescence, however, expectancies are clearly reiated to
‘Eoth.general achievemant perfofmance (ﬁf._Steiﬁ &'Bailef, 1973) aha ﬁath.-
. achievement and course enrollment in particular'(Battle? 1966, Fennéma S She¥4
man, 1978; Sherman & Fennema; 1977). Not sarpriéingly5 these studies have
shown that students are ﬁore likely to enroll in advanced mathematics courses

when they are confident of their performance,



Since aéhievement.expectanciés play a sigﬁiiicant role in studénté’
academic choices, it is lmportant to identify the factorxs shaping.these
expectancieé. Ve propcsé that expectancies afé influenced most‘diréctly,'
by self-concept of ability'aqé estimates of task difficulty. Histqrical;
‘events, past experiencaé of succeés and failure, and cultural.factoré are
proposed to have iﬁdirect effects which are mﬂdiaﬁed throﬁgh the individualés
“interpretations of these past.eveﬁts, parceptiéns.of'the_eibeétancies.of
others, and identification with the goals and vélues 6f existing cultural

role structures. I will discuss each of these influences briefly.

Self~Concept of Abiliﬁy.

The importance of individualsf ccnceptioﬁs'of their ability for their
achievenent behaviors has been discussed by se?eral.réSearchers (e.g.,
BErcckover & Ericksoﬁ, 1975; Covington & Beerxy, 19763 Coviﬁgton & Qmelich,
187%a, 1979b; Kukla, 1972, 1978; ﬁayer, Folkes,.& ﬁeiﬁer, 19763 Nicholls,
1576; Purkey, 1970). Formed through a process of observing and interpreting-
cne's own behaviors and‘the behaviors of others, self«concepts of ability

are defined as assessments of one's own competency to perform.specific tasks
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or carry out.rclanaﬁpropriate.behaviofs; In the view of most authors,
' self-concepts of ability are key causal determinants of a variety of
achievement behaviérs.'

Research assessing'this view has yielded somewhat mixed results.
Although several studies have demonstrated that thosé.with higher eétimates
of their ability to master. a task in fact do befter on the task, few have
actually tested the causal direction of the relations. In a recent field
study, Calsyn and Kenny (1977) founﬁ that academic achievement determines

self-concept of ability rather than the reverse. In contrést, intervention



procedures designed'td raise children's confidence in their abilities in
particular suﬁject:afeas have been éﬁown to.induce géins:in the children's
subsequént achievemént Eehaviors (?.g., deCﬁarms,_IQTG; Dwéck, 1975). 'These )
intervention studies suggest that for some children, at 1éast; iﬁcreaéés in
self confidence can produce Increases in aghiévement. |
Research specific to math achievement has yieldeé a éonsisﬁent'and
“positive relation between perdeption of mathematicél éﬁility'aﬁd ﬁlané to:
enroll in advanced mathematics courses. FofAéxample,_we_have.found thaﬁ
students' ratings of their mathematical ability grediqteé the émount»cf math
they plarmmad to take'in high scﬁoai,(Parsons, Adlef et al., iﬁ pregs}.
it is reasonable to suspect that a similar effect'wquld hold for music.

Children or adults who are confident of their musica1 ability should be ﬁore-
motrivatred to study music. Intranindividual'compariéoné.shouid yiéld‘éven a
stromger pattern. We know that children are pretty good'ét esfimating their.
zhiiicy level in academic subjects by third grade. They.ﬁay élséAhavé a
fairly accurate sense of their musical talent by thét-age, 1f so, the § and
S vear old children should be able torassess their rélativé abilities across
several domains including music. Our math data sﬁggest.thét childrén who see
musical ability as oné of thelir strengths aﬂd:math as one.qf their weaknesses
will bBe more intrinsically motivated:to study music than to sfﬁdy math, and
-vice versa. In supéort of this suggestion, one of the veople I iﬁterviewed
specifically-mentioﬁed relative stréngth in music as one of the majo:_influenées
on his decision to attend a performing arts high school ratﬁer than an academ;

iéally‘oriented high school, ‘ ‘ : .

Attributions

Belijefs regarding both the causes of saccess and failure and the nature
of ability and talent itself are another set of important influences on expec-—

tations. Attribution theorists have explored the impact of these beliefs on



Hoth expectancies for futuré success, and iﬁdividuals; gerceptions oflﬁotﬁ_
: their éwn aBilities'and the &ifficulty_of the vgrious.taéks:(frieze.etual.,
1978 Heider, 1958, 1958* Weiner,.lgié}. According to these theorlsts, it dis’
not success or fallure per se, But the causal attrlhutlaus made for these out-
comes that influence future e#pectancies; ¥or example,.if peaple attribute.
success to a stable factor such as ablllty, then they should expect continued
success. If, on the other hand they attribute thelr successes to an unstable
factor such as effort or good luck, they-should be uncertain about future |
outcomes. Simgilarly, attributing_failﬁre,to stable féctors'shculd produce
expecé#tions of continued failure, while attribﬁting failure to unstéble.fac-
tors shou1§ not. Ccﬂsequéntly, individuals wﬁo attribﬁte their successés to
unstable factors such as task ease and their failures_to stable factcrs'such as
Jack of ability, sﬁould have lower expectancies than individuals exhibiting
the reverse attributional péttern even if their ﬁerformance histories hévg been
identicali. |
Sevéral studies héve'érovided indirect support for this general hypo-
thesis (e.g., Dweck. 1975; Duweck & Reppﬁcéi, 1973}. Fﬁrthermore extending
the argument originally advanced by Weiner et al (1971) into a developmental
time frame we hypothesize that attributions, partlcujarly attributlions ko
ability also play a critical role in the formatlon of self-concept: of ablllty.
In support of this hypothg51s, we have found that the.attrlbutlons of sﬁccegs
and failure to one's math ability have a direct effecﬁ on bothAselfuconcept of
math ability and-expectations.' Individuals who attribute their success to
hlgh ability developed greater confidence in their math abllltyu Siﬁilarly,
people who do not attribute their failqres'to lack of ahility also devélop

greater confidence in their math ability.



Aﬁ interes;ing sex difference has emergéd in studies of maﬁh aftribu_
tions.(é.g;, Wolleat, Pédfo,.Becker,'& Fénnema, 1980;]Pafsons, Adlef, Futter-
man et al., in presé; Parsons, Meece et al., in pfess) which hés'éome intrigu—
ing implications for motivatiﬁns. 'Girls rank_skill, diligence, andfor
effort as more important causes of math success than do boys and are less
.'likely to continue studying méthir It is.poséihie that‘éttribﬁtioné §f succeséf.
to-high effort ratﬁer than ability can have an adverse affecﬁ an.studentsi
motivation to continuing studying music. For example; studenté who Vieﬁ'
consistent effort (or skill and knowledge generéliy acquiréd thﬁough—ccnsistent
effort) as the major determinant of their current success aﬁd who.are'not corn~
fident of their musical télent may be discoprageé about the level 6f effort
thay thipk will be necessary for continued success. The amount of éffort:

udent can or is willing to expend has limits and if a student already

w
w
T

thinks she isrwdrking very hard to do well in music she may conclude that her |
perfcrzance will not continue to improve without additionmal efforts and that.
the a:ounﬁ of effort-nécessary to continue pefforming wéll is just not worth it,
One of the people T interviewed fypified:this dilemma. He had taken up
music at age 10 because he admired a friend who played the truﬁpet very weli.
He begaen lessons with great confidence in his ability but found’the going.
more difficult than‘he had expected.. But desiring to master the instruhent, he
incfeased his practice time and did improve. He continued to practice énd
to attribute his iﬁprovement to practice. He reached what several individuals
referred to as the plateaq in performance level. Rate of improvement slowed;
he assessed his ability level and decided that the amount of effort necessary

to continue improving was just not worth it to him; he quit.

Sterectypes of Ability

This example podints up the importance of a related set of issues that

have important motivational implications; namely, how people stereotype the
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"nature of ébilify'or'talént,'hdw they asséss their talengs @r lével of_music
ability;.andlto what'éxteﬁt they think that muéic cpmpetenté is ligited'by
taient.or naturai ébility.; I have already pointe& out tbe importance éf self-
concépt of ability ;nd suggested that atﬁributions may play aﬁ importént rolg
in the shaping of éelf~ccncept of ability. If an iﬁdividuai éssames that |
music competence is limited by natﬁral talent {that is;.if they assume that
they can only progress to a certain level of c&mpéténce),.then their motiva-
“tion to continue praéticing may be influenced by theif‘esiimate of.their
-ability level, at least to fhe extent that their pracﬁicing_is ﬁotivéted by

the desire to improve their competence level., One ?iece of information indi—

think they are having to put ocut in order td improve.thgir skills.'_lf they
think they are having to put out more effort than others, or if they.think

- they are having to put out more éffort to master music than they have to put
out ﬁastering some other skill, then they ﬁay conclude that they have relativaiy'
less musical talent, that.continued improvemént will take a lot of effort, and
thar they would be bétter éff inﬁesting their time in some other acfiuiyy._
Unfortunately, estimates of effort are very subjeative'gnd are often based.on
inceorrect information'espe;ially with regard to other people'’s efforﬁs. Good
performers make music look eésy. Consequently, novices or beginners may be
biased to conclude that it takes relatiﬁely little effort to learn.music,lafter
all, for example, singing'is.nqt all that hard., If this is trﬁé, then novices
may be easily discouraged as they discover how much time it takes to léarn tQA-
play an instrument and may conclude too sooﬁ that they have limited musical |
talent. More accurate information regarding the difficulty of the task and-_

the amount of effort needed to master an instrument might help inoculate novices

against this effect.
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Let me give-ypu'oné other é#ample éf.thé impéct of stereotypeé regérding
the nature of musicél'talent on motivation;. When i.was 5 years old my parents
started me in piano lessons. After 6 §39§8 of léséons,‘thé piéno téacher told
‘my parents'to‘stop wasting ﬁoney becausé I wbuld never be any.good; She _
reached this cohclﬁsien based on the féct:that.l_learned the pieces shé gave |
me by memorizing her hand moyemenfs #ather than.by leérning ﬁoJread tEE'printed {: 
music. She felt if I Wasnit going to 1eaﬁn to feé& music I could never be any -
good at the piano. This beiigf réflgcts é sﬁereotype af what.ﬁonstitutes
“appropriate” music.learﬁing. We all hold sucﬁ sfereot&pes —— maybe not thisA
one —— but stéréotypes nonetheless that influence éhelway_weﬁintergret our-owp.
and other people'’s musicél eﬁperienceéi These interpretatiéﬁs, iﬁ turn, in—-
fluence our own motivation.and;the messages we éonveyifo btheréuabout their
perfofmance potential. |

The achiévement 1itérature documents the importancé of parents' and
teachers® expectaiiéns and attitudes in shaping childfen’s_selfnconcgpts
and gen=ral expectancies of success (Brookover & Erickson, 1975; Brophy &

Good, 1974; Parsons, Frieze, & Ruble, 1976; Rosenthal & Jacobsen, 1968; Web-—

ster & Sobicozek, 19}4). Studies investigating this.relétionship have yielded
consistent results. Children for whon teachers and parents havé;high expectad'
tions alsc have high expectations for themselves aﬁé in fact do bettef in tﬁéir
'course_work. There is no reason to suspect the same is not true.in musiciin~f;—
struction. Therefore in éu: role as teachers and pareﬁts, the stereotypeé Qe
have about the nature of musical talent, the majorrdetefminants of the gfbwth‘
of musical skill, and the causal attributions we make for our children's per—

formance can have an especially dmportant impact on the children's motivation

to study and practice musie,
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Subjective Task Value

Let me now turn to the second cluster of variables my colleagues have

found to be major mediators of achievement behavior; namely that.set of vari-

ables linked to the individuval's assessment of the‘va;ue_or importance of

the‘activity. Research on academic achievement ﬁas clearly identified students’.
perceptions of the usefulness of a éubject as an importént déterminant of stu—
‘dents' enrollment decisions. Building upon this researchland‘thQ'WGrk of other
achievement theorists, our model proposes that the valge or importance of en—
gaging in a specific achievement bask is_determined both by the:characterisﬁics
of tha task and.by the needs, éoals, and values of the person. The degree to.-

which the task is able to fulfill needs, to facilitate reaching goals, or to

affirm personal values determines the value a person attaches to engaging in

iha breader domain of value can be divided into three components:
attainment value, intrinsic value or interest, and utility value, Attain-

alue can be defined as the importance of doing well in a task., In

e
T

i

its broader form, this component can include a variety of dimensions,
including perceptions of the task's ability te confirﬁ-salient and.vélued
characteristics of the self (e.g., masculinity, femininity, compatence),

to provide a challenge, and to offer a forum for fulfilling achievément,
power, and social needs. We assume that the perceived gualities Qf the task
interact with an indiviéual's needs and self-perceptions in determining a
task's attainment value. Consider, for example, a child who thinks of
herself as talented and thinks that competence at a musical instrument is
one characteristic of talented people, She would undoubtedly place great
value on music lessons. since taking music lessons and doing well would

affirm a critical component of her séli-concept,
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Intrinsic or interest value, the seco?d éomponant of task value is the
inherent enjoyment one gets from engaging in an activity. Some people just
enjoy playing an ins:rumant. They gain greét satisfaction fron{nastering
a new plece oi a new instrument. They find music calmlng or aesthetlcally

'pleasing. For: such,people the value of the music and related actlvities

should be very high. In some ways music is unlque on,this dimensxon.

— T

Unllke mathematlcs, thera,are.very few people.who don t enjoy and getr
intrinsic satisfaction from some aspect of music, To the extent that music
teachers can identify the source of an iﬁdividualfs intfinsic.intérest in
| music and incorporate that aspect of.music into“théir iﬁstructional.plan _
for tﬂat individual, the teachers will undoubtedly increase the 1nd1viduai}?
intrinsic nnﬁlvatlon. And with increased intrinsic motlvatlon come increases
iz Soth commirment to practice and involvement with the process of 1earniﬁg .
music.  Several of the people I talked with specificaliy mentioned a teachef
they had had some where along the way who used thl& strategy ~-~ a teacher
who built on their interest in music rather than imposing h1° ox her geoals
and tastes on them., It really doesn t take much to use thisg strategy.
Simply giving the student some choice over the pieces they will be learning
may be enough in soﬁe cases.
Utility valué is the third componeant of ﬁélue I'd:like to discuss

today. Tasks can have value guite apart from any feelings of interest or

a

enjoyment. For example, Imagine a Junlor high school student who wants té
play in the hlgh school marching band. TIn preparation for this goal she

will nedd to learn to play some instrument. The student knows that there



14

are never Enodgh tuba playerg for the band.. Cﬁnsequently she may dec1de

to take up tuba playlng even though it is not her favorite insterant. In
thlS case, the de51rab111ty of the goal and the potent1al role of tuba play-
ing in helping her achleve that goal outwelghs her Dth8rW1SE neutral attltuda :
towvard tubas. The value of tuba playlng is increased because it is perCE1ved
as instrumental for reachlng an important goal. Drility value is the wvalue
attached to an activity becauée it helps you to meet.é related goal. It.

is influenced most by salient long range goals such as -education plans,
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carear asplratlons, and othar social goals,

In sum; wa are proposing that task value ié a fﬁnctioﬁ of‘ﬁoth‘per—
ceived,quaiitiés of the task and the individual's needs, gcélq,and self
?a:ca;ticﬁs. Individual differences on these factors ére created by the
experiences individuals have had with similar tasks in thé past, by social
sterectypes (e.g., blacks have rhythm), by the kinds of information provided
by parents, feachers or ﬁeers about.thg importance of or the difficulty
invoived in doing well. We have been most interested iﬁ 3.particular
influences on perceived task value: sex—-role sﬁereetypes,*cost of guccess

and failure, and previcus or anticipated affective experiences. Let me

say a few words about each of these,

Sex—role stereotypes

3 -

A sizable portion oflthe literature related to the processes of
socialization suggests th#t a variety of néeds and values influence achieve-
ment behavior (Mortimer & Simmbns, 1978; Parsons & Goff, 1980; Sp;%ne? &
Featherman, 1978; Stein & Bailey, 1973; Veroff, 1969, 1977). for examplé,
Parsons and Goff (1980) argue that individuals develop an image of who and

what they are as they grow up. This image is made up of many component

parts including (2) conceptions of one's personality, (b) long range goals



15

..and plans.related to antlcipéted adult roles, (c) schema régardlng the
proper roles of mothers and fathers, (d) instrumental and termlnal values
(Rokeach, 1973), (e) motivational sets, and {£) social scripts'régarding
proper behavior in a variety of situations. |

Some parts of an individualls image are very central of crltlcal to
his/her selfﬂdefinition.  Accordlng to Markus (1980) thease are the parts of
one's self image that exert the most 1nf1uEnce on behav1or. For example,

if being =2 good dancer is a central part of an 1ndlv1dual’s self image, -

e i € L

then it is to-ba expected that this 1nd1v1dua1 will work at continuing to

‘be a2 good dancer and at projecting an image to others of beiung a good

. The degree of influence wielded by the values and needs is deter—

mirad by theilr centrallty ﬁo an individual's self-definition. Spacifically,
parsonal needs and values operate in ways which both reduce the probébii#éf
of ergaging in those roles or activities that”are ?erceived as. being incon—
sistzot with cne’s central values and increase the probability of engaging
in roles or éctivities perceived as being consistent’with'ope;s definition of

-

self.

The impact of éex—fole on behavior is a good eﬁample of this Drocess.
Like mathematics and many other achievement activities, females are under—
represented in thg musiq profeassion. In addition, as with the fields of
meﬁicine and teaching, even among those who enter the field of wmusic, méles‘
and females tend to be drawn to different sub~areas within the field of
musié. Females are more represented among singers and dahcers théﬁ among
instrumentélists, and even among instrumenﬁalists, femaleé are more 1ikely

to play violins and pianos than percussion instruments. Why is this true?
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M& éolleagues-and I (see Parsons, Adlér, Futtermén ét al., in press)

have suggested that. sex roles influence hehavior p11mar11y through their im-
pact on percelved task value. The extent to which tasks are elther compatible
ar incompatible with one's sex role def1n1t30n will influence the subjectlve
value and attractiveness of the tasks for the individual. For example, if a
young laﬁy thinks that playing baés violins or drums is unfeminine then it is
unlikely she will choose to learn to play bass violin. Ogé of the women I
talked to gave just such a teasog for her reiuctance to ﬁake up baés violin
despite her mother's urglng. By the way, she didrsucceed in dissuading her

mprher and took up the clarinet 1ustead

Cost of Participation

A second variable that will influence the value of engaging in an acti-

vity is the perceived cost of participation. In other words; what will be

)

lost by pavticipating. Estimates of the amount.of-effort necessary to_éucceed
is one of the variables tﬁat ﬁill influence perceived cost. First lét us
assumé that individuals haﬁe a sense of how much effort they thiﬁk is worthwhile
for warious activiﬁies. If this is true then it éeéms likely that, as the anti-
cipated amount of effort increases in relation to the émount of effort con—
sidered worthwhile, the valﬁe of the task to the individual wiil decrease,
That is, as the cost/benefit ratio in terms of amount of effort needed to do
well increases, the value of the task to the individﬁal shouid decrease. The
example I gave earlier of the boy who quit music lessons once he doubted the
worth of continued effort illustréteé this point quite well.

Close related conceptually to the cost.inltgrms of effort is the cost of

a task in terms of the time lost from other valued activities. Students have

iimited time and energy. 1f they spend one hour on task A, they have one hour



léss avail#hle foé task B. Thej must make choices betwsen various activities.
Fbr example 1maglne a glrl who likes piano, knows it’s hard, knéws.thﬁt prac—
tice is 1mportant, but also wants a boyfrlend 'If.she wanté to.éerform as well
in music as she feels She shauld, sha knows she'll havé to practlca.every day.
She also believes that she can optlmlze her chance of getting a boyfrlend by
staying after school to watch the boy—of—her~dreams play basketball. Her par—
ents, however, will not allow her to watch basketball practlce unless she has
Practiced the piano. Despite its high'incentive value, music poses an obstacle
to success in ﬁer social goal. 'Cénseqﬁently, the.value.pf success ét pilanc
for this girl will be decreaéed'by its high édst in terms of.the Sgtisfaction
.of pther important goals.

This analysis highlights the necessity of thinking about various achieve-
mani-relared behaviors Within the broad social array of behévioral options
availzble to people. For example, ﬁhe decisions_to‘try hard at piano or strivé
to be:éme a professional dancer are not made'in-isolatioﬁ of other very salient
1ifa dar;si ons that dlrectly affect the percelved value of all of the available

crtiocns, We should not underestimate the importance of these other goals.

Previous znd Anticipated Affective Experiences

‘Motivation Is also infiuenced by both previous and anticipated
affective experiences. 'Achievemenﬁ activities elicit a.wide rangé of
emotional responses. Past affect—laden experiences can influence one's
Tresponses to similar tasks in the present or futﬁre. For example, if one
has had bad experiences with a music teacher in the past, one'may be less
positive in general towérds music and music teachers. To understand tﬁe
value of various achievement activities, then, it is important to consider

variations in the affective experiences children have had with different

achievement activities.
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Past sucaeéses and failures themselves have been shown éd.elicit ch§r~
acteristic: affectlve responses (a g., WE1ner, Russall & Lerman, 19?8),
SuUcCess, especially on challenglng tasks, leads to positive feellngs, and
fallure, especially on easy tasks, leads ﬁo negative feelings (Harter,
1980; Ruble, Parsons, & Boss, 1976). Other things being equal, these
affective responses should influence the enjoyment or intrinsic value of
subsaguent related activities (Bandura, 1977). One should like activities
which have been assoclated with éositive feelings in the past more than
activities which have been assoc1ated with negatlve feellngs. |

Both affect—laden behav1ors of teachers and parents {e.g8., praise,

eriticism, public ostracism, rejection) and more general experiences (e.g.,

o

ing
rt

&5 zking procedures, performance recitals, curriculum variations) can

"T.

ip’)

=R

imilar effects. Furﬁhermore, these effects will vary across differ-
ent individuals, espec1ally the effects of negative expérlences‘

Trare has been a long tradicion in the achievement literature of a
roncern with the effects of negative affecﬁive states on achievement—
related behaviors, beglnning with Atklnson s inclusion of a motive to avoid
failure in his orlgxnal model of need achlevament (Atkinson, 1964) and the
related work on test anxiety (e.g., Sarason, 1972), and extending to the
more recent work on mastery orientation versus learned helplessmness by
Harter {1980) and ﬁiener.and Dweck - (1978). Research in these areas
indicates that children classified as either higﬂ test anxious or learned
heipless are more likely to label a given outcome as failure (Diener & .
Dweck,-1978)L to blame themselves for their "failures" (Diener & Bweck;

1978; Doris & Sarason, 1955), to experience more negative affect in general

in testing situations which include both successes and failures (Mandler  f
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é Sarason, 1952; ﬁiener & Dweck, 1978), to sufféf gréatér losses in their
selfwesteeﬁ when confronted.with.evéldative'sitﬁé;ioﬁs,'(Wine,_l??l; biener
& Dwéci,.1978) to gain less in their sélf—e&alﬁation.from éuccessl(Diéner &
Dweck,'lQ?S} and té exhibit a range of debilitating hehaviors_refiecting
anxiety in evaluative settings (é.g;, Ruble &_ﬁoggianp, 1980;'Dienet &VDweck,
1978}.'“This set of characteristics certéinly ﬁoul&-lea& one to cpnclﬁde
that evalﬁaéive situations afe.partiéuiérly painful'for some students,

For these students we could expect expefiéncés.like compeﬁitiﬁe, public
reqitals to.have a relatively high risk'of prodﬁcing neéati?e afféct.' For
other stﬁ@ent8, the confident mastery.oriénted students, ccmpatitive, public
recitals will be just the thing to inépire.increased motivation, .Eusic
teachers need to assess their students'-orientéfién'and to try'to strucﬁure

experiences for each student., These will not be the same for all

o

Je

posiciv
students. But therein lies the.challenge_to music educators.

wiera does all éf thjs leave us.. My goél was to point oﬁt the multitude
of factors that might impinge on children®s motivation to study music. _There
are many types of students. At one extreme, you have thoée'gems.that every
music teacher‘dream$ of ~— the students who iove their instrumenE and are
intrinéically motivated to work hard at mastering it., T foﬁn& one such indi-
vidual, 2 man who loved the violin_so much that he csntinned.to‘practice secrétly
after his parents stoﬁped his lessons and tried to stop his playing because it
was a "foolish wasté of time" that would never Hout féod on the table.' At
the other extreme, you find those equally rare individuais'who hare music. But
in between these two extremes is a vast middle group.of children who take wmusic
for a variety of reasons and whe are more or less intérésﬁed in practicing if
it is neither too hard nor too boriﬁg. These children must be treated as indi-

viduals. The music teacher needs to assess each one's motivation and goals, and

to adapt the teaching'strategy'aCCOrdingly.
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Hy_suggestions derive'fréﬁ the model I have présented_to you.and
from the classroﬁm literature on effective teachiﬁg. The key to gfféctive
music teachiﬁg lies, as I said earlier, in designing a prégram for.each
| child ﬁhat takes-advantage of his or.her goals, interests; énd éelﬁ percep-
tions. The fact thatrbehavior an& moﬁivation'are.affected by so many variables
is ﬁhe trump card of a creative teécher; It provides the teacher with multiplg

access points for stimilating children’s motivation to learn and study music.,

But Ietis get more séecific. The fifst thing to comsider is the ex—
treme importance of soéial interaction to children. Childreﬁ want to be -
with other children, they want to yléy with their friends. Except for
the rare, highly motivated éhild, most chil&ren Qould.rathar play with

their Iriends than practice music alone, So why mot. teach them in groups

learming-teams approach is as éffective, if not move effective, in terms of
both =motivation and actual performance, than either competitive or indivi-~
dualized instruction. Why shouldn't it.work for music? School music pro—
grams in fact use this model Bﬁt not always as effecﬁively as they could.
To use it effectivély you have to encourage co—operation, use peer tutoring,
involve parents, set up'g;oup practice sessions that are enjoyable social
events, for both parents and kids, and encourage the children to work
togerher on their own. Programs which use such an approach, 1ike_the:Suzuki
programs, have been very successfullin getting children through that initial
éeriod when learning is slow and often tedious.

The second épproach I'd recommend is based on the importance of'choiéer_'

and intrinsic interest. Give the children some choice over the materials .
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to be learned. As I discussed earlier, almost'eierycné'likés éome'éspect
.of music. Find out what é_child 1ikes ana alloﬁ.him oi hef the choice of
including these préferences. You can @se thedii preferenées to.help child-
ren build their sense of mastery and confidence in their own ﬁalents. As

their confidence grows, you can introduce new materials that are closer to

what fou think they need to master in order to prcgresé. Bﬁt even when.ﬁew
materials are introduced try to give the children choice andﬂtry to build
on their strengths., Let them listen to the music first and become familiar
with it. We kunow that people come to like.ﬁhat they are familiarlwith
{Zajonc, 1958). Conséquentlﬁ anything you can do to increase_children's
féziliarity with a pilece of music before.they actuéliy begin learning it
will help to increase the children's intrinsic interest in the piéce and,
hopefully, their motivation to learn it.

The third approach I?d recommend is based on the importance of the

ng

a2tiafs we have regarding the nature of musical talent. In 1969 Suzuki
stated ”Talant.is no gccident of birth. In today's society a good many
pémple seem to have the idea that if one is ﬁorn without talent,'there is
nothing one can do about it...That is man's greatest tragedy....That is why.
I wrote this.book.,..USing examples, I explain how to change a pefson
lacking ability into a talented one, a madibcre.persog into an exceptional
one." (Pg. 7-8). Whetﬁer he is right or not is not as important as is

the belief that he is correct. Continued motivatibn'depen&s onztﬁe belief
that you can improve. Teachers nead to communicate this message to their
students. It is important to point out the role effort has played in the
development of all great performers,lest children conclude that they have no

ability because it is hard for them., Focus theiy attention on their own
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improvements using taﬁe_recordings of their performance across time;
Point out exampies of improvement in other'childfen thr&ugh continued
practice. Theéa messagés will orient the éhildfen towa#ds the belief that
they will get better and that the méans of ilmprovement is ﬁﬁder their
control, .

The fourth’approach‘relates to the use of praise énd ;fiticism. Pr&ise
and criticism can be used effectively but it must 5e,doﬂe with care.
Excessive praise, insincere praise and‘non-contingant praise have 211 been.
found to undermine intrinsic motiva;ioﬁ {see Ruble & nggiano,.1980).' But
prafsa that is contingent on very gobd performénca or that communicates a
sincers acknowledgement of a job well done is effective and can help make
music lessons a more pleasant experience.  Criticism can also be used to
convay z positive message. When a typilcally motivated student, who is
doing very wéll, performs below the expected level, teachef criticism can
conway 2 strong message of éonfidence in the student's potentiai. But
such criticism should be used very sparingly.

The fifth appreach I'drrecommend is aimed.primarily at highly anxiocus
children. Performing in public; especially solo, is an.anxiety—provoﬁing_
experience for everyone. For some children it is espécially négative.
Teachers should be sensitive to these children. Thexe are things we can
do to reduce this-anxiety. Foxr one thing ycou can let such students perform
as part of a group. You can also provide less threatening situations in
which students can gradually become accustomed to public performance.

Have small group recitals, 1et_thé childrén practice performing in front

of each other, encourage parents to be an audience while their childrem
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practice, etc‘.. Because these types of actlvities also 1ncrea§e the enjoy-
 ment of practicz.ng, they w1ll have a doubly pos:l.tz.ve effect.. |
My flnal note concerns the age and experience of the ch:l.ld - Most of
my comments have really been addressed to the beg:.nm,ng oY 1ntermediate
jevel student who is 8§ years old or older. Some of these conce,rns are

jess relevant for younger children.. L:Lttle kids are ]ass l],kely to suffer
from problems assoc::z.ated with amd.ety and low confidence. '.[‘hey axe dalz.ght-*
ful hems and cockeyed optimists. i'd take advantage of this and start

them learning music while they are young.
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Figure Caption

Figure 1. General model of academic choice.
{Adapted from Parsons, J. E., Adler, T. F.

ett al., in press.)
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