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Despite strong philosophical arguments supporting the inclusion of music in all students’
education, declining student participation rates in school music activities during the middle
years of schooling remain an ongoing issue for music education researchers. This paper
presents the findings of a case study examining the motivational factors influencing student
enrolment behaviour in the elective classroom music curriculum within the social context
of an independent secondary school in regional Australia. The analysis discussed in this
paper focuses on the socio-cultural contexts of school culture, peer group, family values
and student perceptions of teachers as factors shaping student academic motivational
orientations.

I n t r o d u c t i o n

The importance of music education in Australian schooling has been recognised by
Australian State, Territory and Commonwealth Ministers of Education who endorsed the
Melbourne Declaration on Educational Goals for Young Australians (MCEETYA, 2008). The
national goals for schooling require state and national curricular frameworks to include
music as a component of all students’ education through the identification of music as
an essential strand in one of the eight national key learning areas, ‘The Arts’ (MCEETYA,
2008). Statements of syllabus rationale from each of the states and territories of Australia
emphasise the role of musical engagement in all students’ education, for example, ‘music
is a unique means of expression, of knowing and communicating experience, it makes
a profound contribution to personal, social and cultural identities’ (Queensland Studies
Authority, 2004, p. 1). Such educational aims that recognise the value of music in a student’s
education for the achievement of broader educational goals are consistent with numerous
music advocacy statements (for example, International Society for Music Education:
http://www.isme.org/index.php?option=com_content&view=article&id=116&Itemid=30,
accessed 10 January 2012).

Concurrent with the strong philosophical arguments supporting the inclusion of music
in all children’s education (Swanwick, 1999; Pitts, 2000; Paynter, 2002; Reimer, 2002)
music is described as the primary leisure activity of adolescents (North et al., 2000; Boal-
Palheiros & Hargreaves, 2001; Youth Music, 2006). The prominent role of music in the
lives of adolescents has been explained from a social psychological perspective, where its
primary function is viewed as a means of development and expression of an individual’s
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sense of identity (Hargreaves et al., 2002; Tarrant et al., 2002). Despite the function and
prominence of popular music in the lives of adolescents and the value of music in a child’s
education being firmly grounded in educational theory and research, a decline in student
participation in school music activities during transition periods in school, such as that from
primary to secondary education, continues to be observed (O’Neill et al., 2002; Colley &
Comber, 2003; Marshall & Hargreaves, 2007).

The disparity between student attitudes and levels of engagement with music playing
and studying encountered in school contexts and the popularity of music listening as
a leisure activity outside of school has been identified as an issue in Australia (Rosevear,
2003) and internationally (Lamont et al., 2003; Youth Music, 2006; Lamont & Maton, 2008).
Within the Australian context, there exists ‘a general perception that Australian school
music education is approaching a state of crisis’ (DEST, 2005, p. 2). The difference between
young people’s engagement with music in school and non-school contexts, together with
a body of research revealing a concerning decline in the status and quality of music
education in Australia (for example, Stevens, 2003; DEST, 2005; Temmerman, 2005) has
contributed to renewed advocacy and action. The level of concern about music education
was reflected in the debate regarding the importance of music in the education of all young
Australians, held in Australia’s federal parliament on 10 February 2003. This debate served
as a catalyst that launched a National Review of School Music Education. The final report
of this national review described the current state of Australian music education to be at ‘a
critical turning point’ and ‘at time when action must be taken’ (DEST, 2005, p. xxvii). One
explanation for the continued decline in student engagement levels with school music is
the failure of curriculum reform efforts to consider the motivational needs of students.

The success of recent curriculum reforms in various countries in our [Asia-Pacific]
region of the world rests on the degree to which music teachers are able to recognise
the importance of basing their work on those motivational processes which have been
shown in a wide range of education research to enhance learning and teaching. . . .

teachers and educational planners need to become more cognisant of the personal
and environmental catalysts which shape children’s decisions to choose to participate
or not to participate in each arts subject. (McPherson, 2003, p. 15)

While much of the earlier work of motivational theorists focused on the individual’s
self-perceptions of ability, prior knowledge, expectancies for success, locus of control
and interests, motivational research over the past decade has recognised the role of
context in which student learning takes place (Wigfield et al., 1998; Hickey & Zuiker,
2005; Schunk et al., 2007). In their expectancy-value model of achievement motivation,
Wigfield and Eccles (2000) argue individuals’ perceptions of past experience together with a
variety of environmental and socialisation factors, influence task-specific beliefs including
perceptions of ability, task difficulty and goals, in turn, influencing individuals’ choice,
persistence and achievement. The social organisation of schools and classrooms, and
students’ interactions with peers, family members and teachers are recognised as important
environmental influences in the development of a student’s motivational orientation (Maehr
& Midgley, 1996; Davidson, 1997; Wigfield et al., 1998). Despite a growing body of
music education research literature that has explored the role of social context on student
motivation, much of this research has been focused on learning and playing musical
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instruments (Lamont & Maton, 2008) and has been organised according to clusters rather
than integrated across the different motivational and contextual factors (Bergin, 1999;
Hidi, 2000; Murphy & Alexander, 2000; Moore et al., 2003). Much less research has
investigated the factors influencing student enrolment behaviour of early adolescence
in Australian classroom music contexts. The current study provides an extension to the
existing body of music educational research by employing an integrative framework that
explores the environmental influences of school culture, peer group, family values and
student perceptions of teachers as they relate to student motivation to participate in elective
classroom music. This study has focused on the transition from mandatory classroom music
for all students to elective classroom music as this represents the first time students are given
the choice to include music as part of their school timetabled classes.

A i m a n d s e t t i n g o f t h e s t u d y

The aim of the study was to identify and provide insight into the nature of the motivational
and contextual factors that influenced student classroom music enrolment behaviour.
This study specifically examined student and parent perceptions of the influences and
motivations of Year 8 students, average age 13 years, when considering participation in
the elective Year 9 classroom music curriculum in the specific setting of a high fee-paying
independent coeducational Kindergarten to Year 12 day and boarding school in a regional
city of Australia. Music occupied an important place within the broader school community.
The classroom music curriculum was well resourced with specialised music facilities and
staffing. A co-curricular music programme operated independently of the classroom music
curriculum with student participation occurring outside of the normal school academic
timetable. The co-curricular music programme was comprised of five choirs, three concert
bands, an orchestra, stage band, brass ensemble, string quartet and woodwind quintet.
While student participation in the elective classroom music curriculum was low at 6% of
the student cohort, 47% of students in the Year 8 cohort were participating in individual
instrumental and vocal music tuition at the time of this study.

While this study was conceived from a personal interest in the factors influencing
student motivation to participate in the Year 9 elective classroom music curriculum within
this specific social setting, the identification of cognitive and social factors that influence
student music curriculum choice is a phenomenon that has a broad interest beyond that of
the case alone (for example, Marshall & Hargreaves, 2007; Lamont & Maton, 2008).

M e t h o d

An interpretive case study design (Stake, 1995) was employed in this investigation to
facilitate a detailed study of individual student and parent perceptions within the broader
social unit of the specific school setting. Data were examined for themes or patterns
consistent with ‘open coding’ (Strauss & Corbin, 1990) or ‘cutting and sorting’ (Ryan
& Bernard, 2003). While key themes were sorted and classified to clarify points of
convergence and divergence, the analysis strategy was primarily focused on exploring
emerging key themes according to meaning within the larger body of data. The constant
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movement between key themes and the broader context enabled an interpretive focus
(Stake, 1995) where meaning was constructed within the complexities of the case.

A multi-method approach was employed to allow the phenomenon to be viewed
from a range of perspectives while enabling findings to be assessed for consistence across
different data sources (Yin, 1994). Methodological triangulation involved the use of a
student survey (Appendix A), semi-structured individual student interviews (Appendix B)
and semi-structured pair interviews with parents (Appendix C).

The written survey was administered to the full Year 8 cohort (n = 92) with responses to
each question tallied for frequency to provide a preliminary view of the factors influencing
student elective curriculum choice. Open-ended questioning was employed in the survey
to explore each motivational category while also promoting a freedom in response that did
not preclude unanticipated data. While the survey data provided a ‘snapshot’ of the factors
influencing student music curriculum choice, in-depth interviews served as the primary
means of data generation. Individual semi-structured interviews were conducted with 15
Year 8 students to ground survey findings in personal accounts of student motivation and
provide a richness of data not available through the survey instrument. The interviews
comprised five students from each of three purposive samples. The purposive samples
encompassed all student backgrounds as they relate to previous instrumental music
experiences. To minimise response bias associated with my dual role as researcher and
teacher within the research setting, a person unknown to the students conducted all student
interviews.

Five students were invited to participate from each of the following three purposive
samples:

1 Students who had elected to participate in the classroom music curriculum of Year 9
– EMS.

2 Students participating in instrumental or vocal music tuition who had not elected to
participate in the classroom music curriculum of Year 9 – INMS.

3 Students with limited or no previous instrumental or vocal music tuition who had
elected not to participate in the elective classroom music curriculum of Year 9 – NMS.

Independent pair interviews were conducted with both parents of each interviewed
student. The parent interviews enabled data to be gathered that could not be accessed
directly, for example, social influences that may exist beyond the school context. The parent
interview data provided important multiple perspectives that served to clarify meaning and
account for possible variations within the student interview data whilst also adding breadth,
richness and depth to the inquiry.

All methods of data generation were designed around the four motivational categories
identified by Eccles and Wigfield (2002), in their review of motivational beliefs, values
and goals, The four motivational categories were based around theories focused on
expectancies of success (self-efficacy, self-concept); task values (intrinsic and utility
values, goal theory); the integration of expectancies and values (attribution theory,
expectancy-value models); and the integration of motivation and cognition (social-
cognitive theories related to contextual factors). The coherence between the designs of
the data generation methods enabled survey and interview data to be compared for
consistency and clarification. The analysis of interview data focused on the interpretation
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and co-construction of meaning with emerging themes considered in relation to the survey
findings. As part of the ethical protocol, pseudonyms are used in the reporting process to
render data untraceable to the individual or school.

F i n d i n g s

For the purposes of this paper, data analysis focuses on motivational influences related to
the environmental factors of school culture, student peer groups, family values and student
perceptions of teachers. Emerging data are grouped according to each of the environmental
factors with raw data used to illustrate the nature of these factors as perceived by the
respondents. While each context is discussed separately, it is important to acknowledge
that the ‘multiple contexts interact with each other to impact school music in myriad ways’
(Bresler, 1998, p. 2).

Schoo l cu l t u r e

The broader school culture is a significant environmental influence on the development and
expression of student motivation (Dweck & Leggett, 1988), framing the complex multiple
social interactions of the classroom climate, teacher practices, family values and peer group
influences. In this specific setting, the school culture included a compulsory co-curricular
sport programme for all students and a compulsory cadet unit for all male and female
students in Years 8 to 10. The range of available winter sporting activities was limited to
netball and hockey for girls and rugby and cross-country running for boys. Students in
Years 11 and 12 were able to participate in the additional sporting activities of aerobics for
girls and soccer for boys. Where students participated in at least three co-curricular music
ensembles, students could be granted exemption from the compulsory co-curricular sport
programme.

The limited, yet compulsory, sporting activities available to both girls and boys
represents socialised expectations of gender appropriate activities. In particular, the very
high participation rates of boys in rugby (73%), illustrates a strong cultural bias within
the school consistent with broader social expectations and gender stereotyping (Green,
1997). A perception by students of the existence of different gender social roles can readily
influence social behaviour (Snodgrass, 1992) with students less likely to participate in
activities perceived to be incongruent with prescriptions (Cramer et al., 2002). The gendered
nature of sporting activities and high cultural value placed on boys’ sport contributed to
the construction of social expectations consistent with student perceptions of a hierarchy
within sport. These social expectations were revealed in student survey responses where 13
of the 29 responses that identified sport as an area of importance within the school, referred
specifically to rugby rather than sport generally. Figure 1 summarises student survey data
identifying areas of perceived importance in the school.

The high value placed on rugby was reinforced during interview conversations.

Interviewer: What do you think the school stresses as important?

I think it is sport, football. It is a kind of a controversy because it is compulsory for males
to do football, they can’t do soccer. . . . It is so competitive, like with the debating team,
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Fig. 1 Survey question: What do you think the school sees as important for the students?

the debating team went up and won everything and we came back and nobody cared.
It was just the Firsts won football on the weekend. . . . Same with music, musicianship
awards don’t really matter. Same with art works and reading prizes. I think it is very
over balanced . . . you can sort of see what is low on their priorities it is not as if they
try to hide them. (Annie, EMS)

One consequence of the strong sporting culture within the school appeared to be a
diminished value placed on music-related activities.

From the school’s point of view it [music] is not a very high priority and they [peer
group] would want to be in the good books with them [school]. (Jenny, EMS)

Rugby, it frustrates the hell out of us that rugby is just paramount in the school before
music and other sports. (Annie’s father, EMS)

The high profile afforded to sport, specifically rugby, influenced the decision of some
boys not to participate in either the co-curricular ensemble music programme or the
elective classroom music programme, despite having demonstrated an interest and level
of commitment to music through private instrumental music tuition. This group of boys
had participated in instrumental music activities in primary school and did not report a
dislike towards music. Rather, the students found themselves having to overcome social
and cultural pressures if they were to elect to pursue personal interests in music.

Father: He’s good friends with Ray Timms and Ray was in the junior choir in the first
years. Ray got such a hard time. I think Ray’s pulled out of that now.

Mother: Oh the culture, Anthony said, when thinking about the soccer, he had a lot
of pressure to play rugby. . . . But I know when they had to choose whether to go into
the orchestra, he was still playing the double bass in the orchestra, or cadets, he said,
‘Mum, I can’t be a soccer player and in the orchestra.’
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Interviewer: That would be too much?

Mother: Yeah, too much ostracism and I thought, ‘Yeah, that would be a problem’.
(Anthony’s parents, INMS)

While some parents identified student participation in music as an area encouraged by
the school, it was perceived the promotion of music to be for the purpose of advertising
an ‘all round’ education. The school’s promotion of a culture supportive of an ‘all round’
education, however, was suggested to be related to the image the school was trying to
develop within the broader community and was not necessarily reflected in the concrete
operations that served to institute the goals and values of the school.

The all round education of the child, that’s what the school says. Sometimes I think
it is for the good of the school. The school really, sometimes comes, in reality, comes
before the actual good of the student. (Angus’ father, INMS)

I think it [school] encourages academic things but, I think it’s like, sometimes it is
more concerned with the image of the school. . . . Academic at the top, but sometimes
image, and like sport comes with image, you know what I mean? If it wins then the
image is [good]. (Ray, INMS)

A consequence of the school’s promotion of academic and sporting achievement above all
other activities, through school award ceremonies, publications and assemblies, was the
development of student values consistent with the school culture.

I think she would perceive it [music] as not an important subject. They seem to learn
pretty quickly, or form a view of what is important and what’s not. (Allison’s father,
NMS)

Sport’s probably [valued] higher than music because they don’t make music
compulsory.

Interviewer: If you were the Headmaster, would you change the priorities a little or
keep them the same?

Probably keep them the same. (Ben, NMS)

Allison had enjoyed the non-elective classroom music curriculum and sang in a school
choir throughout primary school and the first year of secondary school. Her low motivation
to participate in the elective classroom music curriculum of Year 9, however, reflected a
low value for music developed from her participation in the broader school culture.

I think, not that music is bad, but I think they [the school] put that last. Like I think
sport is always, if you’re in a hockey game during choir time you have to go. You can’t
not go to hockey. (Allison, NMS)

Pee r g roup

While 66% of students were aware of friends electing at least one subject common with
their own choices, the influence of a student’s peers on elective curriculum decisions
was generally reported as a secondary factor. The peer group was, however, becoming
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an increasing influence on student motivation and behaviour during the early years of
secondary schooling.

I think, as they get older they prefer to discuss that sort of thing [elective curriculum
choices] with their peers rather than their mother. She used to share a lot of things but
it is becoming less and less. (Elizabeth’s mother, NMS)

A lot [of peer influence] in these early years, I suppose in Year 9 and 10 because it’s
not fun if you don’t have a good friend with you. Yeah I was definitely, I wanted to do
it [elective curriculum area] with my friends. All of my friends wanted to do it with my
friends or me. (Anthony, INMS)

Student consideration of peer group values was found to influence, not only the nomination
of curriculum areas, but also the specific timetable grid lines in which a curriculum area
was offered. Students compared elective curriculum choices on specific timetable grid
lines to ensure members of the peer group were in the same class. Positive peer group
influences enhanced a student’s motivation to elect a curriculum area as the curriculum
area satisfied multiple student goals.

I know one thing that Commerce and Computing are on two lines each and some
people changed their lines so they were in their friends’ classes, I know that. (Tom,
INMS)

If you want to do this class and a friend is doing it as well then that’s a big bonus, and
if you were unsure about doing this class and another and you found a friend was in
the other class then you would choose the other class straight away. (Ray, INMS)

A shift in Alex’s peer group’s values in the first two years of secondary school resulted in
peer evaluations becoming an increasingly negative factor towards school music activities.
Alex’s motivation for music was evident in his continued participation in a school choir.
The shift in peer group music values towards non-school based music activities, specifically
in popular music styles, resulted in Alex being one of only two boys in a choir of 28 voices.
Increasingly, Alex needed to balance his personal interests and intrinsic motivations with
the dominant values of the social group.

I do like it [choir]. I get a bit teased or whatever about being a singer, but I still do it
because I like, not that kind of singing, but singing to songs on the radio and so I do it
to keep my voice okay. (Alex, NMS)

The social implications for possessing a high level of intrinsic interest in a curriculum area
not consistent with those of the broader student population placed those students electing to
participate in the classroom music curriculum outside the broader student social network.
Despite these social implications, the high intrinsic task values for music minimised the
negative role of the peer group for those students electing to participate in the classroom
music curriculum.

She is comfortable with that [electing classroom music] at the moment, but if she was
a child who was swayed by peer pressure or that she wasn’t getting the rewards for
the extra hassle, I guess, I think you would lose Annie from music, because you’ve
probably lost other students. . . . The kids [Annie and her two sisters] believe that it’s
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worth missing out on socialisation with their peers and that in effect is what she is
missing out on. (Annie’s mother, EMS)

I think if I was, as I am, really happy about music like really like it a lot, then I don’t
think I would be accepted in the cool group because they’re all sport oriented people
and Ag oriented and stuff. (Jenny, EMS)

Fam i l y va l ues

The role of the home environment and specifically parental values has been found to be
pivotal in a child’s musical development and interest (Brand, 1986; Chadwick, 2001;
McPherson, 2009). The home environment serves as a particular cultural setting that
transmits certain values through facilitative actions of parents in exposing, initiating,
supporting and encouraging children’s engagement in specific areas of interest (Sloboda
et al., 1996; Bugental & Johnston, 2000; Davidson & Borthwick, 2002; McPherson &
Davidson, 2002). McPherson (2009) proposes a valuable extension to the understanding
of parental goals as factors influencing student musical development and motivation in
his model for studying parent–child interactions. In this model, McPherson proposes a
feedback loop in which the characteristics of the child together with the social and
cultural contexts in which the interactions occur interact with parenting goals. The range of
motivational and contextual factors included in the feedback loop highlights the complexity
and nature of parental values on children’s musical development and motivation.

A large proportion of the parent population was supportive of music-related activities
through the provision of opportunities and resources for students to engage in instrumental
or vocal music tuition at an additional cost to the school fees. Despite 47% of families in
Year 8 demonstrating favourable attitudes towards music education through the provision
of musical opportunities and resources for their child to participate in instrumental and
vocal music tuition, parental values for music were often limited to intrinsic task values
that may be satisfied through the co-curricular ensemble programme.

In choosing to enrol their children in a school that valued academic achievement,
parents had selected a model of education that was consistent with their own educational
values. This group of parents promoted elective curriculum areas that were perceived
to offer a utility value or provide ‘academic rigour’. Of the 34 students who discussed
curriculum choices with their parents, only three parents encouraged their child to
elect curriculum areas that satisfied intrinsic task vales. Figure 2 summarises the nature
of parental influence on elective curriculum choices, highlighting the importance of
parents’ perceptions of utility values as a factor influencing student elective curriculum
choices.

The perception that elective classroom music is a subject that has high intrinsic task
values but limited utility value in terms of future education and career opportunities is a
commonly held view in families (McPherson, 2006). This view, together with a perception
that elective classroom music was not an academically orientated curriculum area, served
as a negative factor in a number of parent and student decisions to participate in classroom
music.
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Fig. 2 Survey question: Why do you think your parents wanted you to study these subjects
rather than some of the others available?

He knew that I wouldn’t approve [of elective classroom music] . . . There wouldn’t be
anything new there for him, and he is quite academic and I wanted him to push in
academics. (Alex’s mother, NMS)

Curriculum areas perceived to offer higher utility value featured most frequently as a
parental influence on student elective curriculum choice.

And my parents, the main reason they would make me do it [Latin] is that because I’m
really solid at maths and science but English, I’m still in A1 but I’m at the very bottom
of the class and Mum and Dad would really like me to go well in English and that’s
my bad spot. And like my sister and brother are very good at English, I’m not good at
it so that’s why they want me to do Latin because it’s . . .

Interviewer: They think it might help?

Yeah, they think it’s the base language of all languages (Tom, INMS)

Parents’ desire for students to nominate elective curriculum areas that satisfied utility task
values served to heighten awareness of the co-curricular music ensemble programme as
an alternative means for the satisfaction of intrinsic task values related to interest and
enjoyment of music.

Quite a few of my friends play instruments but that is enough for them. They don’t
want to become, like, play in the Sydney Symphony Orchestra or anything like that. It
is enough for them to just be able to play an instrument. (Anthony, INMS)

If you don’t want to become a musician there is music at the school that they can
do through all the other ways of doing music, so encouraging music as part of their
lives not necessarily as a career choice. . . . And with music, our background thing is,
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‘You’re probably not going to end up as a musician and if you are you are going to be
poor’. What we know is if you’re totally arts based you are going to have a tough life.
(Ray’s mother, INMS)

While 68% of the Year 8 cohort indicated on the student survey that music satisfied the
intrinsically orientated constructs of interest and enjoyment, these positive intrinsic task
values were based on practical music-making activities.

Anthony liked, I think in one of the tasks someone set him, in film music . . . he had to
compose something with the organ and he enjoyed it and spent a lot of time doing it
. . . and sings, he sings all the time. (Anthony’s mother, INMS)

The practical, like with the TV music it was, that was good with the jingles. We did a
lot of prac. and generally I found it a lot more enjoyable than just doing straight theory
from our books. (Ray, INMS)

The identification of practical music-making activities as the source of intrinsically
orientated constructs for classroom music highlighted the potential role of instrumental
and vocal music tuition and the co-curricular music programme as alternative means
for the satisfaction of intrinsic music task values. The existence of the alternative music
programmes weakened the role of the classroom music curriculum as a means for the
satisfaction of intrinsic task values. Shah and Kruglanski (2000) refer to this phenomenon
as means dissociation, where a ‘goal’s association with a single means is weakened by the
presence of other available means’ (p. 111). The non-elective classroom music curriculum
of Year 7 and Year 8 provided only limited opportunities for performance-based experiences
as the course was evenly divided between performing, composing and listening with a
limited time allocation of three, 40-minute lessons per fortnight.

The cultural setting within the family environment had been influential in the
development of student interests and areas of engagement. This was a common feature with
students electing to participate in the classroom music curriculum. The family’s provision
of musical opportunities for their children from an early age was found with four of the five
interviewed students experiencing music making both in the home and through structured
group music classes with local music education providers before attending primary school.
The facilitative actions of the parents in exposing and encouraging participation in music
experiences before attending school reflected the value music enjoyed in the home
environment.

I took them, oh they used to call it Kodaly. When they were three, I took them to
those . . . they were group lessons and they were fun. They used to sing and just move.
(David’s mother, EMS)

We did take them to a lot of music stuff. I took them to all the Play School and all the
little kid things and stuff at the Opera House and we did go to a group music class.
(Jenny’s mother, EMS)

The motivation for parents to provide and encourage their children’s involvement in
classroom music originated from at least one parent in each family having enjoyed previous
positive music experiences. While this group of parents shared their positive intrinsic task
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values for music making with their child, parents’ support for participation in the classroom
music curriculum was heightened by a sense of regret in their own school music education.

I wanted to do music. I’d actually applied to do music when I was in Year 8 or
something and the music teacher had rung six of us up and said, ‘Don’t do it’. It was
a great help. ‘Don’t do it because the class has too much variation in the standard
and you girls have all done Grade 6 piano or something and so you’ll be bored’ and I
think it was the worst mistake I ever made actually. . . . and I now regret that because I
was really, I’m really ignorant on the breadth of music, I don’t understand music, how
something is put together. Doing piano to Grade 7 didn’t really teach me very much.
(Jenny’s mother, EMS)

With the level of parent interest and positive task values for music being significant in
the provision of musical opportunities (Howe & Sloboda, 1991), parents with limited or
negative experiences of music at school were less likely to promote classroom music as an
elective curriculum area for Year 9.

I don’t think it’s [music] important . . . She did comment on taking up the flute but as
I said, extra money. . . . There’s no use putting myself in debt. I mean, she can always
take it up later. (Sophie’s mother, NMS)

I did learn guitar for a while but I hated it. . . . I could never play it anyway, and I think
that’s why I hate the guitar so much, I can’t bear the sound of it. . . . He [Alex] has said
yeah, he wishes he could play the guitar, which fell on deaf ears. (Alex’s mother, NMS)

The cultural setting of the home environment provided opportunities for the stimulation
and development of student intrinsic task values through the support and provision of
opportunities for participation in areas consistent with the interests and task values of
parents. While 47% of parents demonstrated favourable attitudes towards music education
through the provision of musical opportunities and resources, parental values for music
were often limited to the co-curricular ensemble programme. Parental curriculum values
were generally consistent with the school academic culture that promoted academic
achievement in ‘core’ curriculum areas. The perception that elective classroom music
was not an academically orientated curriculum area and offered little utility value served
as a negative factor in student decisions to participate in classroom music.

S tuden t pe r cep t i ons o f t eache r s

Positive perceptions of teachers were reported to enhance existing student motivation to
participate in the respective curriculum areas. The nature of the positive influence was
described through the teacher’s role in establishing a learning environment that stimulated
interest and promoted enjoyment, enhancing student intrinsic task values.

Year 8 was a lot of fun because we had Mrs J., Mrs Jorgensen [English teacher] and that
was a lot of fun. . . . I love listening to music but all the theory work you have to do, it
didn’t interest me so much. It was more the classes with Mr Burton were so fun. . . . I
loved music with Mr Burton . . . it was an awful lot of fun, music in Year 8. (Anthony,
INMS)
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If you have a teacher who makes you like it and gives you a passion for it then you’ll
almost begin to like it and then if you like it and you like the teacher and you like the
work they’re doing you almost look forward to it. (Annie, EMS)

Despite a high level of congruence with 67% of students having elected at least one
curriculum area that was to be taught by a teacher with whom a rapport had been
developed, positive student–teacher relationships were described to be contributing factors
and not primary determinants in a student’s motivation to elect particular curriculum areas.

Interviewer: Would she take it [elective subject] if she really liked the teacher?

Not necessarily . . . it’s a bonus if the teacher’s really nice. (Sophie’s mother, NMS)

It [teacher] probably came into it but not strongly, not as much as his friends. (Alex’s
mother, NMS)

Negative perceptions of teachers were, however, reported to be more influential as factors
in student elective curriculum choice with those teachers perceived to be less popular
featuring in decisions not to participate in respective curriculum areas.

Languages, he was turned off by staff, because that’s the way Mitchell is. He’s very
much a people person. . . . if the personal student–teacher relationship is poor you’ve
lost him for the subject. (Mitchell’s father, EMS)

I think some people didn’t like Mr Wood, didn’t like the way he teached [sic], but that
sort of influenced everyone. ‘Music, oh I’m not doing music. I don’t want to end up
with Mr Wood’. (Sophie, NMS)

With a number of elective curriculum areas experiencing declining student enrolments,
there was some effort made on the part of teachers in the languages department to promote
French, Latin and Japanese during the elective choice process. While this had only a
limited influence on student elective curriculum decisions, it was a consideration for some
students.

He was also very sensitive to the fact that a teacher had said, ‘Look if you’re in the A1
stream you ought to be taking a language as a 9 and 10 elective’. . . . And so being
only little and under the influence of teachers he thought perhaps he ought to consider
Latin and French. (Scott’s mother, INMS)

He was actively pursued by the French department. . . . she [teacher] really wanted
him to keep going with French. (Ray’s mother, INMS)

Congruence between student elective curriculum choice and teachers with whom a rapport
had been developed appeared consistently throughout the three interview samples. Despite
this congruence, positive student–teacher relationships were insufficient motivating factors
alone to influence student participation in the respective curriculum areas. Teachers were,
however, frequently described as having a negative influence in elective curriculum choice
with those teachers perceived to be less popular featuring in decisions not to participate in
respective curriculum areas.

The following discussion provides a summary of the findings related to the contextual
factors of school culture, peer group influences, family values and student perceptions
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of teachers as factors influencing student elective curriculum choice within this specific
setting. The discussion concludes with some suggestions for future research directions.

D i s c u s s i o n

High values for academic and sporting achievement, for the purpose of enhancing market
value, underpinned the school’s reward system and were found to cultivate peer group
values consistent with salient school values. Where student intrinsic task values did not
reflect the socialisation processes evident in the dominant values of the school culture
and peer group, students reported the need to consider the social relevance of possible
and preferred areas of engagement. This was particularly evident with a group of boys
who had been participating in instrumental music and elected not to participate in the
classroom music curriculum. This group of boys elected to cease participating in school
music activities to maintain peer approval and membership of a social group that shared
the dominant school cultural values of sport and academic achievement. This negative,
and presumably unintended, consequence of the school reward system cultivated peer
group values that diminished student motivation to participate in the elective classroom
music curriculum. The level of influence of peer group values was found to override
positive parental influences for the elective classroom music curriculum, confirming the
development of individual interests in adolescence to increasingly reflect peer group values
and gender-typical stereotypes (Renninger, 2000; Harrison, 2007).

Family values were evident in both the development of student intrinsic task values,
through the provision of opportunities and support for musical engagement, and in the
choice of school for their child’s education. The type of school was found to be an indication
of implicit family values for academic and sporting achievement. Parent perceptions of the
classroom music curriculum were generally less positive as the curriculum was perceived
to offer limited academic rigour and relevance to future applications. Positive parental
influence for school music was generally limited to performance-based music experiences
outside of the classroom music curriculum. Where parental interests, perceptions and
values were strong and inconsistent with their child’s task values, parents directed student
elective curriculum choice through suggested goals and interventions.

Parent perceptions of the classroom music curriculum offering limited academic rigour
demonstrate a misunderstanding of the nature of the classroom music curriculum and the
benefits of a classroom music education in students’ lives generally. McPherson (2005)
identifies similar community misunderstandings in the nature of the musical experience
and calls for advocacy efforts to relate the goals of music education with those of education
generally. Advocacy messages that support the existing perceptions of music’s limited utility
value by promoting the intrinsic task values of enjoyment and interest as the primary
benefits of a music education are unlikely to contribute to changes in student classroom
music enrolment behaviour. Strategies aimed at developing understandings of the nature of
the classroom music curriculum and the associated benefits in education generally would
serve to diminish the negative mediating influence of the cultural milieu on positive student
intrinsic task values for music. Such strategies need to highlight the inherent differences
between the nature and benefits of the range of school music experiences available.
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Data in this study have demonstrated student motivation to be differentiated according
to contextual interventions that promoted salient cultural values. These contextual
interventions included the balancing of personal interests and intrinsic motivations with the
dominant cultural values of the individual’s social group, parental values and practices, and
student perceptions of teachers enhancing or diminishing intrinsic task values according
to positive or negative student perceptions. Caution needs to be exercised, however, when
generalising about student motivation to participate in classroom music programmes in
broader school contexts as the findings of this study are limited by a focus on a set of
selected contextual factors for a group of individual Year 8 students in an independent
co-educational school in regional Australia. Despite limitations related to a set of factors
within a single site, the data revealed a number of contrasting motivational orientations
that offer several positive research directions.

C o n c l u d i n g t h o u g h t s

To gain a fuller understanding of student motivation to participate in a classroom music
curriculum, research is needed that examines the interacting relationships between the
various contextual and motivational factors to verify that the findings of this study can be
sustained in broader school contexts. Investigations with larger and more diverse student
samples across a range of age, gender, socio-cultural and socio-economic contexts may
contribute to the development of a broader conceptual framework of student motivation
to participate in school music curricular.

Educational interventions aimed at promoting student participation in classroom music
curricular require future research efforts to explore student perceptions of specific elements
and expectations of learning tasks in the elective classroom music curriculum. To this end,
research that identifies the effects of specific interventions at individual, class and school
levels is needed. This includes an examination of the nature of music curricular and
specific classroom music strategies to identify effects on student motivation according to
student gender and identity within specific social and cultural contexts to identify any
concomitant effects on student motivation. The identification of specific strategies that
enhance student motivation to participate in elective classroom music offers significant
practical and theoretical interest.

While there exist numerous compelling arguments articulating the value and
importance of music education for all students, music education in Australian secondary
schools continues to experience low student participation rates. This study provides an
insight into the nature of the motivational and contextual factors at play within this
specific setting and highlights that an understanding of student motivation to participate in
classroom music requires an understanding of the complexities of the relationships between
the individual’s multiple goal orientations.

R e f e r e n c e s

BERGIN, D. A. (1999) Influences on classroom interest. Educational Psychologist, 1, 87–98.
BOAL-PALHEIROS, G. M. & HARGREAVES, D. J. (2001) Listening to music at home and at school. British

Journal of Music Education, 18, 103–118.

117

https://doi.org/10.1017/S026505171200023X Published online by Cambridge University Press

https://doi.org/10.1017/S026505171200023X


Rob M cEwan

BRAND, M. (1986) Relationship between home musical environment and selected musical attributes of
second-grade children. Journal of Research in Music Education, 34, 111–120.

BRESLER, L. (1998) The genre of school music and its shaping by meso, micro, and macro contexts. Research
Studies in Music Education, 11, 2–18.

BUGENTAL, D. B. & JOHNSTON, C. (2000) Parental and child cognitions in the context of the family.
Annual Review of Psychology, 51, 315–344.

CHADWICK, F. (2001) The Origins of Musical Interests – the Influence of Persons. Paper presented at ASME
XIII National Conference, Adelaide, 2001.

COLLEY, A. & COMBER, C. (2003) School subject preferences: age and gender differences revisited.
Educational Studies, 29, 59–67.

CRAMER, K. M., MILLION, E. & PERREAULT, L. A. (2002) Perceptions of musicians: Gender stereotypes
and social role theory. Psychology of Music, 30, 164–174.

DAVIDSON, J. W. (1997) The social in musical performance. In D. J. Hargreaves & A. C. North (Eds.), The
Social Psychology of Music (pp. 209–228). Oxford: Oxford University Press.

DAVIDSON, J. W. & BORTHWICK, S. (2002) Family dynamics and family scripts: a case study of musical
development. Psychology of Music, 30, 121–136.

DEST, COMMONWEALTH OF AUSTRALIA (2005) National Review of School Music Education. Canberra:
Department of Education, Science and Training.

DWECK, C. S. & LEGGETT, E. L. (1988) A social cognitive approach to motivation and personality.
Psychological Review, 95, 256–273.

ECCLES, J. S. & WIGFIELD, A. (2002) Motivational beliefs, values, and goals. Annual Review of Psychology,
53, 109–132.

GREEN, L. (1997) Music Gender Education. Cambridge: Cambridge University Press.
HARGREAVES, D. J., MIELL, D. & MACDONALD, R. (2002) What are musical identities, and why are they

important? In R. MacDonald, D. Hargreaves & D. Miell (Eds.), Musical Identity (pp. 1–20). Oxford:
Oxford University Press.

HARRISON, S. D. (2007) A perennial problem in gendered participation in music: what’s happening to the
boys? British Journal of Music Education, 24, 267–280.

HICKEY, D. T. & ZUIKER, S. J. (2005) Engaged participation: a sociocultural model for motivation with
implications for educational assessment. Educational Assessment, 10, 277–305.

HIDI, S. (2000) An interest researcher’s perspective: the effects of extrinsic and intrinsic factors on motivation.
In C. Sansone & J. Harackiewicz (Eds.), Intrinsic and Extrinsic Motivation: The Search for Optimal
Motivation and Performance (pp. 311–339). San Diego, CA: Academic Press.

HOWE, M. J. A. & SLOBODA, J. A. (1991) Young musicians’ accounts of significant influences in their
early lives 1. The family and the musical background. British Journal of Music Education, 8, 39–52.

LAMONT, A., HARGREAVES, D. J., MARSHALL, N. A. & TARRANT, M. (2003) Young people’s music in
and out of school. British Journal of Music Education, 20, 229–241.

LAMONT, A. & MATON, K. (2008) Choosing music: exploratory studies into the low uptake of music GCSE.
British Journal of Music Education, 25, 267–282.

MAEHR, L. M. & MIDGLEY, C. (1996). Transforming School Culture. Boulder, CO: Westview Press.
MARSHALL, N. A. & HARGREAVES, D. J. (2007) Crossing the hump-back bridge: Primary–secondary school

transition in music education. Music Education Research, 9, 65–80.
MCPHERSON, G. E. (2003) The role and importance of personal beliefs in music teaching and learning.

In R. Yip, C. Leung & W. T. Lau (Eds.), Curriculum Innovations in Music: Proceedings of the 4th Asia
Pacific Symposium on Music Education. Hong Kong: Institute of Education, Creative Arts Department.

MCPHERSON, G. E. (2005) Born, rather than made? Music in Action, 2 (4), 17–21.
MCPHERSON, G. E. (2006) What Research tells us about the Meaning of Music Making. Paper presented

at the Beijing International Forum on Music Education 2006: A Dialogue on Research and Policy
Development, Beijing, 2006.

118

https://doi.org/10.1017/S026505171200023X Published online by Cambridge University Press

https://doi.org/10.1017/S026505171200023X


Seconda r y s t uden t mo t i v a t i on

MCPHERSON, G. E. (2009) The role of parents in children’s musical development. Psychology of Music,
37, 91–110.

MCPHERSON, G. E. & DAVIDSON, J. W. (2002) Musical practice: mother and child interactions during the
first year of learning an instrument. Music Education Research, 4, 141–156.

MCEETYA (Ministerial Council on Education, Employment, Training and Youth Affairs). (2008)
Melbourne Declaration of Educational Goals for Young Australians. Melbourne, Victoria: Curriculum
Corporation.

MOORE, D. G., BURLAND, K., & DAVIDSON, J. W. (2003) The social context of musical success: A
developmental account. British Journal of Psychology, 94, 529–549.

MURPHY, P. K. & ALEXANDER, P. A. (2000) A motivated exploration of motivation terminology.
Contemporary Educational Psychology, 25, 3–53.

NORTH, A. C., HARGREAVES, D. J. & O’NEILL, S. A. (2000) The importance of music to adolescents. British
Journal of Educational Psychology, 70, 255–272.

O’NEILL, S., SLOBODA, J., BOULTON, M. & RYAN, K. (2002) Young People and Music Participation
Project: Practitioner Report and Summary of Findings. University of Keele. http://www.keele.ac.uk/
depts/ps/ESRC [accessed 10 November 2005].

PAYNTER, J. (2002) Music in the school curriculum: why bother? British Journal of Music Education, 19,
215–226.

PITTS, S. (2000) Reasons to teach music: establishing a place in the contemporary curriculum. British Journal
of Music Education, 17, 33–42.

QUEENSLAND STUDIES AUTHORITY (2004) Music Senior Syllabus. Spring Hill: Queensland Studies
Authority.

REIMER, B. (2002) A Philosophy of Music Education: Advancing the Vision. Englewood Cliffs, NJ: Prentice-
Hall.

RENNINGER, K. A. (2000) Interest and its implications for understanding intrinsic motivation. In C. Sansone
& J. Harackiewicz (Eds.), Intrinsic and Extrinsic Motivation: The Search for Optimal Motivation and
Performance (pp. 373–404). San Diego: Academic Press.

ROSEVEAR, J. (2003) An overview of the musical experiences of adolescents, both at school and outside
of school. Artistic Practice as Research: Proceedings of the XXVth Annual Conference, Australian
Association for Research in Music Education. Melbourne: AARME.

RYAN, G. W. & BERNARD, H. R. (2003) Techniques to identify themes. Field Methods, 15, 85–109.
SCHUNK, D., PINTRICH, P. & MEECE, J. (2007) Motivation in Education: Theory, Research and Application.

3rd Edition. Upper Saddle River, NJ: Prentice-Hall.
SHAH, J. Y. & KRUGLANSKI, A. W. (2000) The structure and substance of intrinsic motivation. In C. Sansone

& J. M. Harackiewicz (Eds.), Intrinsic and Extrinsic Motivation: The Search for Optimal Motivation and
Performance (pp. 106–130). San Diego, CA: Academic Press.

SLOBODA, J., DAVIDSON, J., HOWE, J. A. & MOORE, D. G. (1996) The role of practice in the development
of performing musicians. British Journal of Psychology, 87, 287–309.

SNODGRASS, S. E. (1992) Further effects of role versus gender on interpersonal sensitivity. Journal of
Personality and Social Psychology, 62, 154–158.

STAKE, R. E. (1995) The Art of Case Study Research. Thousand Oaks, CA: Sage.
STEVENS, R. S. (Ed.) (2003) National Report of Trends in School Music Education Provision in Australia.

Sydney: Music Council of Australia.
STRAUSS, A. & CORBIN, J. (1990) Basics of Qualitative Research. Newbury Park, CA: Sage.
SWANWICK, K. (1999) Teaching Music Musically. London: Routledge.
TARRANT, M., NORTH, A. C. & HARGREAVES, D. J. (2002) Youth identity and music. In R. MacDonald,

D. Hargreaves & D. Miell (Eds.), Musical Identity (pp. 134–150). Oxford: Oxford University Press.
TEMMERMAN, N. (2005) Children’s participation in music: connecting the cultural contexts – an Australian

perspective. British Journal of Music Education, 22, 113–123.

119

https://doi.org/10.1017/S026505171200023X Published online by Cambridge University Press

https://doi.org/10.1017/S026505171200023X


Rob M cEwan

WIGFIELD, A. & ECCLES, J. S. (2000) Expectancy-value theory of achievement motivation. Contemporary
Educational Psychology, 25, 68–81.

WIGFIELD, A., ECCLES, J. S. & RODRIGUEZ, D. (1998) The development of children’s motivation in school
contexts. Review of Research in Education, 23, 73–118.

YIN, R. K. (1994) Case study research design and methods. Applied Research Methods Series, 5. San
Francisco, CA: Sage.

YOUTH MUSIC (2006) Our Music: Musical Engagement of Young People aged 7–19 in the UK. Omnibus
survey, May 2006. London: Youth Music.

A p p e n d i x A

Student survey questions grouped according to motivational categories

Motivational
categories Survey questions

Expectancies
of success

What subjects do you enjoy at school and why do you enjoy these
subjects more than some of the others?

What school subjects do you think you are good at?
Why do you think you are better at these subjects compared with the

other subjects you study?
Are there any subjects that you find difficult or that you think you are not

very good at? If ‘Yes’ what subjects do you find difficult?
Task values Which two elective subjects did you choose for Year 9?

What were your reasons for choosing these two elective subjects?
Reasons for choosing your first elective subject
Reason for choosing your second elective subject

Were there any other subjects you would like to have studied if you could
have had more choices?
If ‘Yes’ what other subjects would you like to have studied in Year 9?

Was there anything that you did not enjoy about Music in Year 8?
If ‘Yes’ what did you dislike about Music in Year 8?

Was there anything that you enjoyed about Music in Year 8?
If ‘Yes’, what did you enjoy about Music in Year 8?

Contextual
factors:
Teacher Who were your favourite teachers in Year 8?

Peer group What are some of the elective subjects your friends are doing?
Did your parents help you to choose your elective subjects?

If ‘Yes’, which subjects did your parents think would be good to study?
Why do you think your parents wanted you to study these subjects rather

than some of the others available?
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School culture What do you think the school sees as important for the students?
Why do you think the school sees this as being more important than other

things that occur in the school?
Family values Does anyone in your family play a musical instrument?

If ‘Yes’ who and what instrument do they play?
Do you listen to music at home?

If ‘Yes’, what type of music do you like listen to? You can give examples
of bands, composers or a radio station that you like to listen to if you
would like.

What styles or types of music do your parents listen to? Give an example
of a band or radio station if this helps.

Have you ever had lessons on a musical instrument?
If ‘Yes’, what instrument and how long did you take lessons for?

Instrument . . .. . .. . .. . .. . .

Number of years you took lessons. . .. . .. . .. . .
If ‘No’, would you like to be able to play a musical instrument?
If ‘Yes’, what instrument would you play?

Have you had the opportunity to play a musical instrument but chosen
not to?

A p p e n d i x B

Student Interview Schedule. Interview questions grouped according to motivational
categories

Content
categories Student interview questions

Opening
questions

What elective subjects are you doing in Year 9?
Were there any other subjects that you would like to have done but

could not fit in?
(What were they?)
Why would you like to have studied these subjects?
Did anyone help you decide which elective subjects to pick? (Who?)
What subjects did they think would be good to choose or at least

consider?
Why do you think they suggested these subjects?

Expectancies
for success

Which subjects do you think you were good at in Years 7 and 8?
What were some of the subjects that you found difficult in Years 7

and 8?
Do you think you were good at classroom music? (Why?)
What do you think it takes to be good at classroom music? (effort,

ability, luck) (Why?)
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Task values Do you have any ideas about what career you would like to follow
when you finish school? (What? Why?)

What skills or subjects are important in this career?
How would you describe music in Years Seven and Eight? (Why?)
Which year did you enjoy more in music? Year 7 or 8?
(Why do you think this year was better?)
What were some of the things that you liked about music, was there

anything you enjoyed?
Were there any activities that you did not like about music in Year 7

or 8?
What did you think would be included in the Year 9 elective music

course?
Contextual

factors
Teacher

Which teachers did you enjoy most in Year 8?
Why do you like these particular teachers?
If the same teacher(s) as elective subject area: Did this teacher help

you decide to choose this subject?
If not a teacher of one of the elected subjects for Year 9: Were you

tempted to choose (subject) so that you could stay in their class for
Year 9?

Were there any classes where the teacher motivated you to work
harder and encouraged you to do your best? (Which classes and
teachers?)

How did the teacher motivate you?
Peer group Who were some of your good friends in Year 8?

Do you know what elective subjects they have chosen for Year 9?
Why do you think some of your friends chose their subjects?
Do you think any of your friends chose their subjects together?
Did your friends help you make your decision? (How?)
Do any of your friends play a musical instrument?

School culture This school has a wide range of activities available for the students.
Do you think the school sees some of these activities as being

more important than some of the other activities that are
available? (What? Why?)

Do you think these same things are important? (If no: What do you
think is important and why?)

Family values Have you ever taken lessons on a musical instrument? (If yes: what
and how long?)

If you could play any instrument you wanted, what would you play?
(Why?)

What types of music do you like listening to?
What types of music do your parents listen to?
What types of music do you think would be good to study as part of

the Year 8 music course?
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A p p e n d i x C

Parent interview schedule. Interview questions grouped according to motivational
categories

Content
categories Parent interview questions

Opening
questions

How much discussion did you have with [child’s name] when s/he was
deciding on the elective subjects to choose for Year 9?

What things did you discuss?
What did you think were important considerations in choosing the

elective subjects?
Were there any other subjects that [child’s name] would like to have

done but could not fit in? (What were they?)
Why do you think [child’s name] was interested in studying these

subjects?
What other things do you think helped [child’s name] decide to study

elective one?
What about elective two? What do you think helped [child’s name]

decide to choose this subject?
What subjects did you think would be good to choose or at least

consider? (Why?)
Was there anyone else that [child’s name] may have discussed his/her

choices with? (Who and why?)
Do you think [child’s name] was influenced in any way by his/her

friends, teachers. What other influences?
Expectancies

for success
What were some of the subjects that [child’s name] found difficult in

Years 7 and 8?
Why do you think [child’s name] has difficulty with these subjects?
Which subjects do you think [child’s name] is, or could be, good at?

(Why?)
Do you think [child’s name] was influenced in his/her choice by the

results in Year 8?
Task values Do you have any ideas, or preferences, for [child’s name]’s career when

s/he finishes school? (If so: What and why?)
Did [child’s name] ever say anything about how s/he felt about the music

class or music teacher in Year 8? (What were some of the comments?)
Contextual

factors:
Teacher

Which teachers did [child’s name] seem to enjoy most in Year 8?
Why did s/he enjoy these particular teachers?
Do you think [child’s name] was at all influenced, or could have possibly

been influenced, by teachers likely to take particular elective subjects?
Peer Group Are [child’s name]’s friends in any of his/her elective classes?

Do you think any of [child’s name]’s friends chose their elective subjects
together? (After discussing them with each other)
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School culture From your perspective, as a parent, what activities do you think the
school values in the students?

Do you think some activities are valued more by the school than others?
(What and why?)

How important are these activities in your child’s education?
Do you value these activities as much as the school? (Why?)
If no: What do you think is important and why?

Family values What activities or features of the school influenced you in deciding to
send [child’s name] to this school?

Did you ever take lessons on a musical instrument?
(If yes: What and how long? If no: Would you like to have learned a

musical instrument and what instrument and why this instrument?)
How would you describe music when you went to school?
Would you like to have studied music at a higher level?
What types of music do you like listening to?
Do you think it is relevant to have all students in Years 7 and 8 to study

music as a compulsory subject?
Do you think it is important for students generally to learn a musical

instrument while at school? (Why?)
Students who are learning a musical instrument:

How important is it for you that [child’s name] learns a musical
instrument? (Why?)

How was [child’s name] introduced to instrumental lessons, who
encouraged them and how did they choose which instrument to
learn?

Is s/he enjoying learning the [instrument]?
How long has s/he been learning?
Has [child’s name] ever asked to change instruments or stop lessons?

Students not learning a musical instrument:
Would you have liked [child’s name] to learn a musical instrument

while at school?
(What reasons are there for not learning a musical instrument?)
Has [child’s name] ever suggested an interest in music?

How would you evaluate the music course in Year 8 based on what you
know from [child’s name] or that you understand from school
brochures, etc?

What expectations do you have for the music course in Years 7 and 8?
(Do you have topics or styles of music that you think should be covered
or activities like performance, composition or book work that should be
included?)

124

https://doi.org/10.1017/S026505171200023X Published online by Cambridge University Press

https://doi.org/10.1017/S026505171200023X

