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ABSTRACT

The purpose of this study was to examine Japanese high school students'
motivation in band as it relates to the gender of the band director and the student. A total of
790 band students from 20 Japanese high schools (10 male and 10 female band directors)
completed a modified version of the Academic Motivation Scale (AMS). The scale is based
on Deci and Ryan's self-determination theory and was modified from the original so it
could be used with Japanese music students. It consists of 28 items describing why
students play in a band. The students indicated a level of agreement for each reason
according to 7-points on a Likert-type scale. Reasons were categorized into three types of
intrinsic motivation, three types of extrinsic motivation, and amotivation. The score of the
JAMSM was used as parametric data and analyzed using a two-way multivariate analysis of
variance (MANOVA) to find any significant {p < .05) main effects or interactions among
variables when compared by gender of the director and gender of the student.
The results of the study showed that there were no significant differences i p < .05)
by gender of band directors for all of the motivational types. This result indicates that
female band directors are as effective as male band directors in terms of motivating students
to play in a band. Additional findings include (1) male students seem to be more
extrinsically motivated than are female students, (2) friend related reasons and fondness for
music and/or instruments are important reasons for students to play in a band, (3) public
school students seem to be more intrinsically motivated than private school students
whereas private school students seem to be more extrinsically motivated than public school
students.
Implications for music education and further research are discussed.

II

Chapter I

Introduction

Researchers in psychology as well as in education believe that motivation is the
most important variable in the human learning process (Ames & Ames, 1984; Hall, 1966).
It is not surprising, therefore, that much research has been conducted to explore how
human motivation affects the learning process. More recently, researchers have examined
the effects of both student and teacher gender on the learning process. This topic
increasingly becomes interesting as typical gender roles undergo transition. This transition
is especially pronounced in a country such as Japan. Therefore, it seems timely to
investigate how motivation and gender may interact in the study of music. This dissertation
explores the effects of gender on the motivation of Japanese high school band students.
The goal of the research is to determine whether males and females are motivated
differently and how this relates to the gender of the teacher. Implications for teachers and
music education are subsequendy discussed.

Motivation
The broad nature of human motivation precludes agreement as to a single definition
of the term. Pintrich and Schunk suggest a general definition of motivation as "the process
whereby goal-directed activity is instigated and sustained"(Pintrich & Schunk, 1996). They
further note four distinguishing characteristics of motivation as follows: (1) It is a process
rather than a product; (2) It involves goals that provide impetus for and direction to action;
(3) It requires activity, either physical and/or mental; and (4) It is both instigated and
sustained.
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Motivation may be divided further into two categories: extrinsic and intrinsic
motivation. "Extrinsic motivation exists when the source of motivation lies outside the
individual and the task being performed" whereas "intrinsic motivation exists when the
source of motivation lies within the individual and task"(Ormrod, 1995). According to
Pintrich and Schunk (19%), there is no automatic relationship between intrinsic and
extrinsic motivation. The existence of one does not preclude the existence of the other.
Instead, any combination of the two may exist for any individual at a given point in time.
What determines the nature of this combination is not the activity but the individual.
Motivation can be extrinsic, intrinsic or both in any given context Further, the same
activity may be intrinsically or extrinsically motivating for different people.
Researchers have found that extrinsic motivation can promote successful learning
and productive behavior (Ormrod, 1995). Nevertheless, extrinsic reinforcement is not
necessary for learning to occur. Moreover, research has indicated that extemal rewards can
undermine children's intrinsic motivation (Lepper, Greene, & Nisbett, 1973; Lepper &
Greene, 1975). For example, children who undertake an activity expecting an extrinsic
reward will most likely show less subsequent interest in that activity. Educational theorists
(Bruner, 1962; Holt, 1964; Montessori, 1967; Rogers, 1969) suggest that humans learn
most effectively when they engage in learning for their own intrinsic reasons. Furthermore,
according to self-determination theory (Deci & Ryan, 1985; Deci & Ryan, 1990; Deci,
Vallerand, Pelletier, & Ryan, 1991), when extemal reinforcement or other controlling
strategies are employed, individual interest in pursuing the activity in one's free time
diminishes. Finally, intrinsically motivated behavior tends to coincide with greater
conceptual learning, more creativity, more positive emotional tone, and higher self-esteem
than does externally controlled behavior (Deci & Ryan, 1992). Therefore, the literature
suggests that intrinsic motivation is a more effective means of motivating students in the
long term, but also acknowledges the effectiveness of extrinsic motivation.
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Self-determination Theory
Self-determinatioii theory is an important branch of motivational theory. According
to self-determination theory, intrinsic motivation develops fn)m the innate needs of an
organism for self-determination, competence, and relatedness to others (Deci & Ryan,
1985; Deci & Ryan, 1990). Intrinsic motivation is most likely to occur when these three
conditions exist. Individuals are motivated to master challenges which satisfy their needs
for competence and self-determination (Deci & Porac, 1978). However, challenges must be
within an individual's range of ability. If challenges are too easy, individuals may become
bored and cease activity. If they are too difficult, individuals may abandon the effort. If
students are unable to exercise self-determination, the level of intrinsic motivation
experienced may be diminished. They want to feel responsible for their actions and free to
make decisions. Moreover, individuals strive to relate to and care for others, feel others
relate to them, and become involved in the social universe. According to this theory,
however, if individuals believe their actions are mandated by an outside authority, their
intrinsic motivation will suffer (Pintrich & Schunk, 1996).
According to cognitive evaluation theory (Deci, 1975; Deci & Porac, 1978), which
is a component of self-determination theory, every reward, including praise, money, or
promotion, has two aspects. These are "a controlling aspect - the aspect that controls or
regiments behavior - and an informational aspect - the aspect that conveys positive or
negative information about a person's competence and self-determination" (Deci & Porac,
1978, p. 162). Each of these two aspects has a functional significance. The informational
aspect initiates an internally perceived locus of causality and competence. As a result,
intrinsic motivation is increased. In contrast, the controlling aspect initiates an externally
perceived locus of causality which undermines intrinsic motivation while encouraging
extrinsic compliance or resistance (Deci & Ryan, 1985).
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Since intrinsic motivation seems to be one of the most effective methods of
learning, motivating students intrinsically is an important goal of school teachers. As a
result, much research has been conducted regarding how to structure instructional and
social factors to optimize intrinsic motivation. The following four factors have been
recommended as important elements in the enhancement of intrinsic motivation: challenge,
curiosity, a sense of control over one's own academic outcomes, and fantasy (Lepper &
Hodell, 1989).While these factors are presented as being universally true for every student,
recent research has suggested differences in the way males and females leara and perceive
the academic environment If it is true that males and females are perceiving the learning
environment differently, and/or if they leam differendy, it may be that they will respond
motivationally in a different manner. The latter research will be discussed in greater detail in
Chapter II.

Motivation and Gender
There is a growing body of research on the effects of gender on motivation and
learning. Some studies have found that motivation can be affected by the gender of the
learner (Asmus, 1986b; Deci, Cascio, & Krusell, 1975; McAllister, 1996; Werpy, 1995;
Zinser, Young, & King, 1982, etc.). Research shows that certain events are experienced
differently by males and females. For example, we usually expect that positive competence
feedback, such as praise, leads students to perceive themselves as more competent and to
be intrinsically motivated. However, Deci et al. found that females are more likely to
perceive praise as controlling, while males experience it as informational (Deci et al.,
1975). Deci and Ryan suggest that this difference is a result of traditional sex-role
socialization practices (Deci & Ryan, 1985).
Six years after the Deci and Ryan study, Blanck et al. conducted a follow up study
using undergraduate subjects from the same university (Blanck, Reis, & Jackson, 1984).
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This study found positive feedback enhanced the intrinsic motivation of both male and
female college student subjects. This was different from the previous result which
suggested that the informational aspect of praise was more salient for male students. Blanck
et al. argued that during that period there had been considerable change in people's beliefs
about gender roles.
Utilizing three levels of verbal rewards (none, low, and high verbal reward) with
second and third grade boys and girls, Zinser, Young and King investigated the interaction
between verbal rewards and gender (Zinser et al., 1982). They reported that as the level of
reward became higher, the boys' intrinsic motivation increased, whereas the girls' intrinsic
motivation decreased.
Thus, research may indicate that male and female students perceive verbal rewards
differentiy. However, there is evidence that these differences may be changing as social
attitudes change. It is important for teachers to be aware of these gender differences and
their continuing evolution in order to understand better how to successfully motivate all
students.
Most gender related studies in motivation focus on the gender differences of
students. Only a few studies focus on how the gender of teachers influences students.
Some of these studies show that students have different expectations regarding male and
female teachers at the college level (Basow &. Silberg, 1987; Bennett, 1982; Goodwin &
Stevens, 1993, etc.). On the basis of the few studies that have been undertaken regarding
the gender of teachers, it seems logical to suspect that gender may affect the motivation of
students.

16

Japanese Culture and Schooling
School System
The educational system in Japan has been controlled and directed by the central
government since the Meiji Restoration in 1868. The long seclusion of Japan from foreign
influences during the Edo period (1600-1868) hindered the nation's development and left it
vulnerable to external forces. The nation's modem educational system was established
during 1868 to 1885. The govermnent centralized its educational system for the purpose of
strengthening and unifying the nation in order to overcome foreign powers (Lincicome,
1991). This centralization of the educational system has continued until today, with some
modification implemented subsequent to World War II by the educational reforms under the
direction of the American Occupation.
The current school system in Japan was established under the educational reform of
1947. The school system is composed of six-year elementary schools, three-year middle
schools, three-year high schools, and four-year universities. In addition, there are
kindergartens and five-year technical colleges for graduates of middle school. Universities
include undergraduate colleges, junior colleges, and graduate schools (See Figure 1).
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Figure 1.1
The Japanese School System and the Number of Students Enrolled (Ministry of Education,
1994)

Graduate school (6-7)*
140,000**

Junior college (2)*
510,000**

Technical college (5)*
60,000**

Undergraduate college (4^)*

2,280,000**

High school (3)*
4,740,000**

Middle school (3)*
4,680,000**

Elementary school (6)*
8,580,000**

Kindergarten (1-3)*
1,850,000**

* The number of years to finish the program.
** The number of students enrolled in each organization in 1994.

Special
training
school
Miscellaneous
school (1 or more )*
1,180,000**

High school
(4 or more)*
Evening and
correspondence
270,000**
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Regardless of the type of school, education is compulsory through middle school.
Only the national and local governments and organizations that meet the requirements of
becoming a school corporation under the Private School Law are permitted to establish
schools. In Japan, the number of private schools is greater than the number of public
schools, especially at the levels of kindergarten and university. Usually, municipalities
establish kindergartens, elementary schools, middle schools and special education schools.
Prefectures establish high schools and pay the salaries of their teachers and staff as well as
those of the municipal elementary and middle schools. The national government subsidizes
local expenditures for compulsory education, usually paying about half of the costs.
Although private schools are supported by private funds, they also receive partial funding
from the national government
The Ministry of Education, Science and Culture, which is the government's central
organization of educational, science, and cultural affairs, has strong jurisdiction over the
nation's educational affairs from kindergarten through university, as well as research or
cultural organizations. This includes the establishment of public and private universities
and the authorization of textbooks used in elementary through high schools. The Ministry
also issues School Course Guidelines which include basic philosophy and the curriculum
for all schools throughout Japan.

Motivation of Japanese Students
Lewis suggests that, based upon her observation of some Japanese elementary
schools, Japanese teachers seem to motivate their students more intrinsically than American
teachers (Lewis, 1992). She observed fifteen first grade classrooms in Tokyo public
elementary schools and she noticed that none of the teachers used motivators, such as stars,
prizes, and rewards that American teachers often use, for either behavioral or academic
achievements. As research indicates (Lepper et al., 1973), these external rewards may
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undermine children's intrinsic motivation and creativity. She suggested that, instead,
Japanese elementary school teachers emphasized not only performance but also the learning
process by stimulating and fostering children's intrinsic interest in the subject matter
(Lewis, 1992). Although Lewis observed some external regulators, such as a progress
chart of children's academic performance or behavior in classrooms, Japanese school
education seemed to focus on children's intrinsic motivation more than its American
counterparts did.
While the elementary school environment tends to foster intrinsic motivation,
curiosity, and enjoyment of the learning process, secondary school education seems to
focus more heavily on external motivations for learning. After finishing middle school,
96.5 percent of Japanese students enter some type of high school (Ministry of Education,
1994), including vocational high schools and academic high schools. Since the Japanese
high school is not a part of the compulsory educational system, all students have to take
examinations to enter either public high schools or private high schools. Some of the high
schools have higher academic standards than others, which means that entering "better"
high schools gives students an improved chance to enter "better" colleges or universities
which eventually lead them to "better" jobs. Given this circumstance, secondary school
education focuses more on external reasons for learning. For most students, the main
academic goal is to pass the entrance examinations of the school which they wish to enter.
The students are obviously extrinsically motivated to prepare for this exam.
However, this external goal is not the only motivational source for students. There
is another external source which seems to largely influence students' behavior. White
argues that Japanese children's motivation to leam derives from parents' and teachers'
expectations as well (White, 1987). For Japanese children, to do well in school, as well as
other situations, is important, but that is mostly viewed as a visible demonstration of the
ability to be a good student, which is expected by their parents and teachers. Japanese
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children have been taught that the ability to maintain harmony in human relationships is the
most important social value. This suggests a difference between Japan and America's social
expectations for children regarding school learning. White argues that Americans tend to
assign a much higher priority to the individual's skills and attributes, independence chief
among them, and to view one's interpersonal skills as more superficial, "social graces," a
means rather than an end (White, 1987). On the other hand, relationships and membership
in a group are considered to be important priorities in Japanese society.
In Japanese schools, extra-curricular activities (clubs), especially team sports and
music activities, are regarded as a good place to develop students' interpersonal skills and
responsibility as team players. Although music is taught from elementary through high
school in Japan, band activity is one of these extra-curricular activities. Insofar as the
motivation to join such clubs is driven by the social expectation/ideal of learning how to get
along with others, it is an extrinsic motivation. It is also assumed that band students have
other extrinsic reasons to be in a club, such as pursuing a prize in a competition, pleasing
friends or teachers, and making themselves comfortable being members of the group.
Although students are encouraged to join one of these club activities, joining is not a
requirement Also, the activity that a student chooses may be based on his/her enjoyment of
that activity and, thus, intrinsically motivated. Therefore, a combination of intrinsic and
extrinsic motivation may be involved in students' motivation to participate in such extra
curricular activities.

Gender Inequalities of the Teaching Profession in Secondarv Schools in Japan
According to Fujimura-Fanselow, inequalities in the educational participation of
males and females still exist, despite postwar educational reforms that abolished legal
barriers to equal educational access for females at all levels, providing greater opportunities
for women to pursue education on an equal basis with males (Fujimura-Fanselow &

21

Imamura, 1991). One aspect of gender inequality in education exists in the teaching
profession. Although teaching has been one of the most popular professions among
women, the proportion of women teachers diminishes as one moves up the educational
ladder. Fujimura-Fanselow maintains that since teachers are potential role models for
students, giris will have fewer female role models as they progress through the educational
system (Fujimura-Fanselow & Imamura, 1991).
Table 1 shows the number of schools, the number of teachers and the ratio of
female teachers from 1965 to 1994. In elementary schools, the majority of teachers were
female in 1970. By 1994, more than 60 percent of elementary school teachers were female.
Although approximately one quarter of middle school teachers were female in 1965, by
1994 almost 40 percent of teachers in middle schools were female. In both the elementary
and middle schools, the ratio of female teachers has increased gradually since 1965. On the
other hand, the ratio of female teachers in high school did not increase until 1985. It was
only after 1990 that the ratio started increasing in high schools. In the 1990s, however, the
total number of school teachers has declined due to a declining birth rate, which started in
the 1970s. Since school teachers in Japan usually are assured of tenure, it is assumed that
the difference came from the retirement of teachers, most of whom it is assumed were male
teachers. The increase in female teachers was due to new college hires and not promotion
of current teachers from elementary or middle schools, as the latter practice is not common
in Japan. Therefore, the increase in female teachers in high schools in the 1990s is not as
large as it seems in the statistical figure. However, it is true that there has been a gradual
increase of female high school teachers in the 1990s.
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Table 1.1
The Number of Schools and Teachers, and Ratio of Female to Male Teachers from 1965 to
1994 in Japan, including both Public and Private Schools (Japan Statistical Yearbook.
1965-1994)

Year School # of Schools

# of Teachers

% of Female

1965

E
M
H

25,977
12,079
4,849

347,326
248,213
224,579

48.3%
26.0%
18.4%

1970

E
M
H

24,790
11,040
4,798

369,856
235,618
232,003

50.9%
27.3%
18.2%

1975

E
M
H

24,652
10,751
4,946

417,443
246,952
258,544

54.8%
30.3%
19.3%

1980

E
M
H

24,945
10,779
5,208

467,931
251,274
243,627

56.6%
32.0%
17.9%

1985

E
M
H

25,040
11,131
5,453

461,256
285,123
266,809

56.0%
33.9%
18.7%

1990

E
M
H

24,827
11,275
5,506

444,218
286,065
286,006

58.3%
36.4%
20.5%

1992

E
M
H

24,730
11,300
5,501

440,769
282,737
284,409

59.8%
37.9%
21.3%

1994 E
M
H

24,635
11,289
5,497

434,945
273,527
282,085

60.8%
38.8%
22.5%

(E: elementary school, M: middle school, H: high school)
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Need for the Study
Much research in motivation has used gender differences among students as an
independent variable. This body of research has shown that there is a difference in the
motivation of males and females. For example, Deci and Ryan (1985) suggest that female
students tend to perceive positive feedback as controlling, whereas male students regard it
as informational. If women and men interpret the same behavior, such as praise,
differently, then it is probable that they will be motivated differently by the same behavior
or event.
Other research in motivation has used the gender differences of teachers as an
independent variable. These studies investigate whether students perceive male and female
teachers differently. Basically the research supports the assumption that students do
perceive them differently. For example, research has suggested that college students tend to
rate male professors significantly higher on clarity of presentation (Basow & Silberg, 1987;
Goodwin & Stevens, 1993; Ruzich, 1995). According to these studies, male professors
who are hard graders are likely to be viewed as powerful and effective while female
professors with the same trait are viewed negatively. Moreover, female professors tend to
be seen as warmer, more supportive, and more concerned about others (Bennett, 1982).
From the above research, it may be expected that male and female music students
will be motivated differently by very similar instructional strategies. Further, it follows that
male and female band directors may have teaching styles which are interpreted differently
by students of different genders. If it is found that males and females are motivated
differently according to the gender of their teacher, teaching methods may need to be
modified so both males and females are motivated to leara effectively. Furthermore, if
seeing fewer female role models as girls progress through the school system decreases their
motivation to leam, it will be necessary to provide more female role models.
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Purpose of the Study
The purpose of this study was to examine Japanese high school students'
motivation in band as it relates to the gender of the band director and the student. Based
upon past research into motivation, it was anticipated that there would be differences in the
types of motivation exhibited by male and female band members. It was also anticipated
that there would be differences based on the gender of the director. Although the exact
nature of these differences could not be predicted, it was felt that the differences found
would provide information that could be used to design more effective teaching strategies.

Research Questions
The following research questions are to be answered in this study:
1. Are there differences in any aspect of motivation between students taught by male band
directors and students taught by female band directors?
2. Are there differences in any aspect of motivation between male students and female
students?
3. Is there any interaction between the gender of director and the gender of student?

Limitations
This study investigates only students who have been members of concert bands in
Japanese high schools during the 1996-97 school year. Therefore, findings may not be
generalizable to other cultures or grade levels. Moreover, due to the nature of causalcomparative research, the alleged cause of an observed effect may in fact be the effect, or
there may be other variables that have caused both the identified cause and effect (Gay,
1996).
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Overview of Remaining Chapters
Related literature will be reviewed in Chapter II. Chapter III discusses the
methodology used in this study. Chapter IV presents the research results. Discussion and
recommendations for further research follow in Chapter V.
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Chapter II

Review of Related Literature

The related literature is reviewed under four categories: (1) early views of intrinsic
motivation, (2) self-determination theory, (3) gender related studies in motivation, and (4)
motivation studies in music. Studies were retrieved by utilizing the following data bases:
The Dissertation Abstract International, Psyc. Lit., ERIC, and Music Index.

Early Views of Intrinsic Motivation
The primary sources of human motivation are physical needs such as oxygen,
warmth, water, food, and sleep. Pavlov's classical conditioning (Pavlov, 1927) and
Skinner's operant conditioning (Skinner, 1953) are based on these physical components of
motivation. One early motivation theory is Hull's drive theory (Hull, 1943). Hull suggests
there are four important drives: hunger, thirst, sex, and the avoidance of pain. According to
these views, satisfaction of physical needs or drives is considered to be the primary
reward. However, later researchers, especially during the 1950s, observed that people
engaged in goal-oriented activities even though their primary needs had been satisfied. As a
result, they concluded that these physical needs are only one aspect of complex human
behavior and searched for other aspects of human motivation.
An important theory of motivation was developed by Berlyne (1960; 1963).
Berlyne suggested that the fundamental mechanism underlying exploratory and play
behaviors is the level of arousal (stimulation). He argued that an organism needs an optimal
level of arousal. If the arousal level becomes too low, then boredom sets in. Therefore,
individuals are intrinsically motivated to increase arousal by searching out novel stimuli,
but if the level becomes too high, individuals are motivated to reduce it. Berlyne suggested
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novelty, ambiguity, incongruity or surprise affect arousal. In applying Berlyne's theory to
a classroom situation,,it is useful to employ these, elements to raise thestudents' interest in
learning.
Hunt tried to explain intrinsic motivation with the psychological construct of
incongruity (Hunt, 1%3). He maintained that intrinsic motivation, which instigates
exploratory behavior and curiosity,-deri ves-from the,incongruity betweeiLprevious
experiences and new information. People draw information from the environment and
compare it with their recollections. They are.intrinsically motivated to reduce.incongruity
when their knowledge contrasts with what they draw from the environment. Hunt's
incongruity theory is similar to Berlyne's arousal theory. Hunt believed, that there is an
optimal level of incongruity as Berlyne suggested that an optimal level of arousal should be
maintained. Too much incongruity results in aa effort to reduce it Experience has
demonstrated that use of novelty, surprise, and incongruity in the classroom is a popular
method of enhancing student motivation to learn, but the idea of an optimal level is critical.
When arousal or incongruity becomes too great, the motivation is no longer intrinsic
because individuals become fmstrated and try to leave the situation or lessen the arousal in
some other way (Pintrich & Schunk, 1996).
The latter three perspectives are different from the views of early behaviorism in
that human behavior is controlled by internal processes and individual characteristics rather
than by external reinforcement Related to this idea of internal processes is the parallel
developing theory of achievement motivation which suggests that individuals are moved to
action by a need to achieve or to be successful (McClelland, Atkinson, Clark, & Lowell,
1958). Achievement theory suggests that a balance is necessary between the desire to
succeed and the need to avoid failure. However, achievement may be not only intrinsically
motivated but also extrinsically motivated because society reinforces achievement with
positive or negative reinforcements.
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Other research on intrinsic motivation focuses on interest or enjoyment
Csikszentmihalyi (1975) argued that in order to be interested and intrinsically motivated
individuals need to be optimally challenged. He proposed that intrinsically motivated
activities are ones that result in enjoyment, those for which the reward is the continuing
experience of enjoying the activity itself. Optimal challenge is the most important condition
in which these states of enjoyment emerge. When individuals engage in an optimally
challenging activity with regard to their capacities, there is a maximal possibility for taskinvolved enjoyment, or "flow." This flow state results in intrinsic motivation.
White argued that curiosity and exploratory behavior are not motivated by primary
drives, such as hunger or thirst, but are based on what he called effectance motivation
CWhite, 1959). According to his theory, human beings are inherentiy satisfied when
exercising and extending their capabilities. When people come to understand or know that
they are capable of affecting the environment, feelings of personal mastery or efficacy
occur. Such feelings of personal satisfaction act as rewards. This explains why people
enjoy such activities as filling out crossword puzzles for hours in the absence of any
extrinsic rewards. This effectance motivation is an innate energy source for human beings
and is considered to be the foundation of a child's development in school education.
Although there are many external reinforcements present in school, achievement or mastery
in art and music, compared to other subject areas, is believed to derive from effectance
motivation (Pintrich & Schunk, 1996).
DeCharms also developed a theory of efficacy as an intrinsic motivator in his
analysis of perceptions of control and motivation in the classroom (DeCharms, 1968). He
assumed that students who perceived themselves to be in control of the learning process
would experience feelings of efficacy that would motivate them to explore and learn. In
contrast, students who perceived their behavior to be conUx)lIed by external forces would
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be less likely to explore and learn. This theory offered a bridge to Deci's theory of selfdetermination.
Thus, these early views of intrinsic motivation seem to naturally lead to the idea that
intrinsic motivation occurs when individuals have control over their environment Deci and
Porac proposed that self-determination is an innate human need that begins in infants as an
undifferentiated need for competence (Deci & Porac, 1978). Deci and Ryan (Deci, 1980;
Deci & Ryan, 1985; Deci et al., 1991) subsequently elaborated upon this theory.

Other Theories of Motivation
While this study focuses primarily on the motivational theory of Deci and Ryan, it
is necessary to acknowledge other important theories. This review is by no means an
exhaustive survey of motivational theories.
Maslow (1954, 1959) developed his motivational theory based on human growth
and development His hierarchy of needs still draws attention today. He categorized all
human needs into five groups which are ranked in terms of significance for human
development (see Hgure 2.1). The first four needs are called deficiency needs because they
arise out of something an individual lacks. They include physiological needs, such as food,
and safety needs, such as shelter. Only external resources can meet these needs. Once they
are satisfied, there is no desire to satisfy them further. For example, after eating, hunger is
satisfied and disappears as a need. Each lower level need should be satisfied before the
higher one; i.e., the individual seeks food and shelter before achieving self-esteem. In
contrast, self-actualization, which involves the individual's growth through the realization
of his/her full potential, is never completely satisfied. Maslow's theory was reformulated as
goal theory in current cognitive motivational theory.
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Figure 2.1
Maslow's Hierarchy of Needs

Growth Needs

5. Needs for Self-actualization

4.

Deficiency Needs

Needs for Self-esteem

3. Love and Belonging Needs

2.

I.

Safety Needs

Physiological Needs

With a basis in organizational psychology, Locke and Latham (1990) focused on
individuals' achievement behavior in the work setting. According to their goal-setting
theory, goals represent very situation specific and conscious aims or plans that an
individual pursues. They note two important aspects of goals: choice and commitment.
Goal choice involves the actual goal the individual strives to attain and the level at which
he/she aims to achieve it. In contrast, goal commitment refers to the degree of attachment to
the goal. These aspects can be influenced by many personal and environmental factors.
While Locke and Latham propose very specific task goals. Ford (1992) proposes
general goals which are much more global and psychological in nature. Ford's Motivational
Systems Theory comprises an effort to synthesize several different motivational theories
into one comprehensive system. He proposes a taxonomy of 24 general goals that
individuals can try to obtain. These goals are divided into two main categories; (1) goals
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that are intrapersonal and represent intended within-person results, and (2) goals that reflect
intended outcomes of an individual's interactions with the environment. Ford acquired
these 24 goals from empirical work with people in various settings including schools and
many other institutional settings such as work organizations and clinical settings. Since
these 24 goals can be combined in a variety of ways, individuals can pursue multiple goals
simultaneously.
Bandura (1986, 1989, 1993) views motivation as goal-directed behavior induced
and maintained by expectations regarding anticipated results of one's behavior and the
ability to perform the behavior effectively. Bandura developed this self-efficacy theory
from his original social learning theory (Bandura, 1969, 1977). Self-efficacy is the
individual's judgment of his/her capabilities to organize and execute certain behaviors
successfully. Bandura suggests that self-efficacy beliefs are related to a student's academic
achievement and performance on standardized tests as well as actual school tasks in
addition to self-reports of cognitive engagement and self-regulated learning.
Recentiy, a large volume of research has been undertaken regarding the question of
how individuals arrive at an understanding of the causes of their own behavior. Attribution
theory deals with this issue (Weiner, 1979, 1985, 1986, 1992). According to attribution
theory, individuals are motivated to understand and control their enviroimient. One result of
this goal is that they will try to understand the causes of events. As a part of this effort,
individuals attempt to discern the causes of their own successes and/or failures. An
individual's perception of these causes (their attributions) will impact the formation of their
expectancy beliefs and their behavior. Attribution theory consists of two broad avenues of
research, one focusing on the antecedents (environmental and personal) of attributions, the
other on the consequences of attributions.
Thus, motivation has been studied by many researchers who have tried to discern
how human learning is affected by motivation. One of the major current motivational
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theories is Deci and Ryan's self-determination theory (Deci, 1980; Deci & Ryan, 1985). In
this self-determination theory, Deci and Ryan propose that intrinsic motivation develops
from the innate needs of an organism for seLf-determination, competence, and relatedness
to others. Various educational theorists (Bruner, 1962; Holt, 1964; Montessori, 1967;
Rogers, 1969) believe that human beings leam most effectively when they are intrinsically
motivated. Therefore, self-determination theory, which focuses on intrinsic motivation,
was examined extensively and utilized as a theoretical base for this study.

Self-determination Theory
Deci and Ryan G^eci, 1980; Deci & Ryan, 1985) initially suggested that intrinsic
motivation develops and can be enhanced when two conditions exist: self-determination
(autonomy) and competence. According to their theory, these two conditions are primary
psychological needs of human beings. Self-determination is a sense of individuals that they
can choose and regulate the course of their lives. Individuals' feelings of competence can
lead to an increase in their interest and motivation for an activity in which they engage.
Between these two variables, however, self-determination is the more basic component,
because the achievement of competence must happen when self-determination is
experienced to be intrinsically rewarding (Deci & Ryan, 1980).
In their later work, Deci and Ryan (1990) added another psychological need, the
need for relatedness. The need for relatedness encompasses a person's strivings to relate to
and care for others, to feel that those others are relating authentically to one's self, and to
feel a satisfying and coherent involvement with the social world more generally. Thus,
human beings need to feel competent, autonomous, and connected to others (Deci & Haste,
1995).
Among individuals, intrinsic development is central to the self and is expressed by
means of movement toward integration both within and between individuals. By seeking
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optimal challenges, individuals attempt to satisfy their core needs for competence, selfdetermination (autonomy), and relatedness. Thus, when human beings interact with the
environment, they pursue experiences which make them feel competent and enable them to
express personal choice and initiative while feeling related to others in a meaningful way
(Deci & Ryan, 1990).
According to cognitive evaluation theory (Deci, 1975; Deci & Porac, 1978),
occurrences relevant to the initiation and regulation of behavior, like a reward or a deadline,
have two aspects: a controlling aspect and an informational aspect The informational aspect
initiates an internally perceived locus of causality and competence. As a result it
strengthens intrinsic motivation by promoting self-determined behavior. The controlling
aspect pressures people to behave, think, or feel in particular ways. As a result it promotes
extrinsic compliance or defiance, while subsequently undermining intrinsic motivation.
Although the relative salience of these aspects to an individual determines the
functional significance of an event Deci and Ryan found that some events are more likely
to be informational and to promote people's intrinsic motivation while other events are
more likely to be controlling and undermine people's intrinsic motivation (Deci & Ryan,
1985; Deci & Ryan, 1987). Such variables influence people's sense of self-determination
one way or the other. Examples of these events include both cognitive and behavioral
aspects, such as choices, surveillance, deadlines, threats, evaluation, feedback, imposed
goals, avoidance of unpleasant stimuli, and extrinsic rewards, etc. All of these external
reinforcements, except choices and feedback, tend to be controlling and function to
undermine intrinsic motivation. However, feedback may be perceived differendy by
different individuals. In general, positive feedback tends to be informational but negative
feedback tends to result in amotivation. Furthermore, feedback may be perceived
differently by males and females. For females, feedback may have a controlling aspect that
tends to be salient Representative examples of these events are discussed below:
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Choice
Qioice is one variable which enhances an individual's sense of self-determination.
When human beings are able to make choices within reasonable limits, they have a greater
sense of self-determination and are therefore more intrinsically motivated (Deci & Ryan,
1987; Stipek, 1988). In this regard Lewin and his colleagues' early research (Lewin,
Lippitt, & White, 1939) about the effect of adult control on children's productivity has been
cited in several writings (Ball, 1984; DeCharms, 1984; Ormrod, 1995; Stipek, 1988, etc.).
Lewin et al. divided lO-year-old boys, who were participating in after-school clubs, into
three experimental settings. In one setting, adults made every decision about the group's
activity (the autocratic group); in another setting, adults let the children do what they
pleased (the laissez-faire group); and in the third group, the adults and the children made
decisions about the activities (the democratic group). The children in both the autocratic
groups and the democratic groups were equally productive, but more productive than the
laissez-faire groups where the adult leader was present in the room. However, after the
adult leader left the room, the children in the autocratic groups decreased their productivity
whereas the democratic group and laissez-faire group did not change their attitudes. The
democratic group also showed more initiative and on-task behavior and showed less
aggressive behavior toward other children compared to the other two groups. Some other
recent research (Morgan, 1984; Stipek, 1988) has supported this result. When children are
given choices with appropriate limits for their activities, they are more likely to engage in
the activities with greater interest and deeper involvement over a longer period of time.

Surveillance and Evaluation
When individuals are aware that they are going to be evaluated on their
performance, they experience a lower sense of self-determination and, as a result, are less
intrinsically motivated (Qifford, 1990; Deci & Ryan, 1985; Deci & Ryan, 1987). Lepper et
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al. conducted research on the effects of surveillance on the intrinsic motivation of preschool
children who were to solve puzzles. To do this, the experimenters placed a television
camera near the children and told them they would be observed through the camera. Results
revealed that the surveillance led to a significant undermining of intrinsic motivation as
measured by time spent for the puzzle-solving activity (Lepper & Greene, 1975). Thus, a
seemingly neutral event, observation, had a controlling aspect to it, diminishing intrinsic
motivation.

Deadlines
Deadlines are also typical variables which affect an individual's sense of selfdetermination. Similar to surveillance, deadlines are usually perceived as controlling one's
behavior (Qifford, 1990; Deci & Ryan, 1985; Deci & Ryan, 1987). In school, for
example, deadlines are usually necessary to organize academic course work or other
activity. Imposing deadlines, however, creates a pressure that leaves one feeling like a
pawn to those forces. The result is the undermining of intrinsic motivation (Deci & Ryan,
1985). Amabile et al. supported this hypothesis with their study (Amabile, DeJong, &
Lepper, 1976). They divided college students largely into two groups. Subjects in one
group were further divided into two groups and one group was given implicit-deadlines
and another was given explicit-deadlines for the activity of working on interesting word
games. The other half of the subjects also were further divided into two control groups for
the same activity. Neither was given deadlines, but the researcher asked one group to work
as quickly as they could. The result showed that although subjects in all groups completed
the task in the allotted time, the two groups given deadlines completed the task in less time
compared to the other two control groups. However, the deadlines significantly decreased
the subjects' intrinsic motivation as measured by time spent with the task in subsequent free
time.

36

Extrinsic Reward and Feedback
Research in self-determination found that when external reinforcement or other
controlling effects are utilized, individuals no longer perceive their behavior to be selfdetermined. As a result, their interest in pursuing the activity in their free time diminishes.
Several research studies have supported the finding that extrinsic rewards undermine
children's intrinsic motivation. One of the early studies showing the detrimental effects of
rewards on intrinsic motivation was conducted by Lepper et al. (1973). The subjects were
preschool children who were instructed to draw during free play. Subjects in one group
were informed that they would be given a good-player award if they did some drawings.
For the second group, the experimenter did not mention an award, but after the children
drew, they were given the same reward. For the third group, the experimenter did not
mention the reward and did not give it to them. The first group, who expected to have the
reward, spent less time drawing. The results showed that the first group, who expected to
have the reward, subsequently spent significantly less time with the art materials than did
other groups. Furthermore, the quality of pictures drawn by children who expected the
rewards was lower than the quality of pictures by other groups.
From the viewpoint of operant conditioning, positive feedback seems to be a form
of reinforcement which increases the frequency of a desired behavior (Ormrod, 1995).
However, positive feedback is most likely to increase performance when it enhances an
individual's feelings of competence; it is unlikely to increase performance when it is
communicated in a controlling manner.
According to cognitive evaluation theory, each reward, including feedback,
contains two aspects, a controlling aspect and an informational aspect, which provide
recipients with information about their competence and self-determination. The aspect
which is dominant in relation to the others determines which process will be operative. If
the controlling aspect is more salient, it will initiate the perception of loss of control. If the
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informational aspect is more salient, the change in feelings of competence and selfdetermination will be initiated (Deci, 1975). In other words, if people perceive rewards or
feedback as controlling their behavior, they attribute their actions to agents outside of
themselves, and they lose a sense of self-determination. In such a case, once the reward
contingency is removed, there is nothing compelling them to continue at the activity, so
their interest declines. On the other hand, when individuals view rewards or feedback as
informational, their intrinsic motivation will be strengthened. Although positive feedback
has often been found to increase intrinsic motivation, some studies (Deci et al., 1975;
Zinser et al., 1982) have shown that males and females tend to perceive this feedback
differently, and, as a result, behave differently. The males seemed to perceive praise as
informational and were motivated intrinsically by it, whereas the females seemed to view it
as controlling or extrinsic.

Internalization and Components of Extrinsic Motivation
As previously discussed, according to self-determination theory, intrinsically
motivated behaviors are considered to be self-determined. Deci and Ryan (1985),
furthermore, suggest that extrinsically motivated behaviors can also be self-determined in
varying degrees. If extrinsically motivated behaviors are fully endorsed by and congruent
with one's sense of identity, they can be considered self-determined. However, if they are
coerced or pressured by an external contingency or by an internal self-esteem relevant
contingency, then they are not self-determined. Extrinsic motivation becomes selfdetermined by means of the developmental process of internalization (Rigby, Deci, Patrick,
& Ryan, 1992).
Internalization is considered to be the process by which a person acquires an
external attitude, belief, or behavioral regulation and progressively changes it into a
personal value, goal, or organization. It is the developmental process through which a child

38

assimilates the demands and values of the socializing environment (Deci & Ryan, 1985).
For instance, if students are not interested in learning a certain subject, they may need to be
extrinsically motivated by such reinforcements as praise. The students may leam through
the social context that certain learning behavior is valued in the society. Even though they
were first externally reinforced, they begin to reinforce themselves gradually by feeling
proud of themselves for working hard or feeling guilty for not working hard.
Internalization is the means by which the regulation of the students' learning no longer
requires external circumstances to reinforce it.
Thus, some extrinsic motivation involves a progression from behaviors that
originally were extrinsically motivated but have become internalized and now are selfdetermined. The first level begins with external regulation. For example, students initially
may not want to work on math but do so to obtain teacher rewards (good grades) and avoid
punishment (failure). At this point, there is little self-determination in this case.
At the next level, students may engage in a task because they think they should and
may feel guilty if they do not do the task. The student feels anxious knowing he/she should
do the math homework. Deci, et al. call this introjected regulation because the source of
motivation is internal to the person but not self-determined, since these feelings were
initiated by an external factor.
The third level is called identified regulation-, at this point, individuals engage in the
activity because it is personally important to them. For example, the student may study for
hours for math tests in order to get good grades to be accepted into college. This behavior
represents the student's own goal, although the goal has more utility value than intrinsic
value, such as learning.
The final level of extrinsic motivation is integrated regulation, whereby individuals
can integrate various internal and external sources of information into their own selfschema and engage in behavior because of its importance to their sense of self. For
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example, the student feels "I am intelligent and I can do math problems." This final level is
still instrumental, rather than autotelic as in intrinsic motivation, but integrated regulation
does represent a form of self-determination and autonomy.

Gender Related Studies in Motivation
Gender related studies in motivation can be organized according to two categories.
The first group of studies focuses on how male and female students are motivated
differently. The studies relating to self-determination theory have found that there are
significant differences between male and female students in the following motivational
aspects: (I) Male and female students perceive feedback differently; (2) Male and female
students perceive competition differently, and (3) Male and female students exhibit selfdetermination differently. The second group of studies examines how the gender of
teachers influences students. These studies have indicated that students tend to view male
and female teachers differently. From these studies, it might be inferred that since teachers
affect students' motivation, students will be affected by the gender of their teachers.
Some gender related research (Deci et al., 1975; Zinser et al., 1982) shows that
female students tend to interpret positive feedback as a controlling factor, whereas male
students tend to perceive the same event as an informational factor. Because praise is
positive feedback, it may be expected to increase a students' sense of competence and,
thus, their intrinsic motivation. It seemed to have this effect for the male students who
viewed it as informational. However, it did not function this way for the female students,
who viewed it as controlling.
Although Deci expected that people who received evidence of their own competence
by being praised would subsequently be more intrinsically motivated than those who
received evidence of relative incompetence, after reviewing such research testing the effect
of praise during the 1970s, he concluded that praising males enhanced their intrinsic
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motivation, but praising females diminished their intrinsic motivation because females
viewed it as an extrinsic reward (Deci et al., 1975).
Deci attempted to explain this result by hypothesizing that men and women had
been socialized differently throughout childhood. In general, for example, boys were
expected to be more adventurous and be focused on success, whereas girls were expected
to be less adventurous and more interpersonally sensitive. Through such social messages,
women were taught that being competent at various tasks was not as important for them as
for men, and simultaneously, they were developing a kind of hypersensitivity to praise
because they had been taught to make praise a more central aspect of their interaction with
others. This hypersensitivity apparently led the women in the study to experience the praise
as a control, and they quickly leamed to see their activity as a method of obtaining praise
rather than something that provided its own intrinsic pleasure (Deci & Haste, 1995). While
men probably also perceive praise as a control at times, according to Deci and Ryan (Deci
& Ryan, 1985), females seem to have a greater tendency to experience praise as controlling
than do males.
Farabee et al. (Farabee, Cole, & Mason, 1990) found that males and females were
motivated differentiy by winning and losing in a competitive situation. Twenty male and
twenty female college students were given a puzzle-solving task in which the outcome was
manipulated. There were no significant differences related to gender in the interpretation of
the situation, which both viewed as competitive. Moreover, both males and females said
they felt competent after winning and incompetent after losing. However, males indicated
more interest in the task initially. The results were that males who lost and females who
won both persisted at a similar task longer subsequently than did males who won and
females who lost This study replicated Deci and Ryan's persistence data for both genders
in an interactive competitive situation. These findings again suggest that males and females
may be motivated differently.
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Karsenti and Thibert (1994) utilized the original French version of the Academic
Motivation Scale to measure the motivation of 2,434 Canadian junior college students to
study. They found that the female students exhibited more self-determination and were less
externally regulated and amotivated toward academic activities than were the male students.
Moreover, students' intrinsic motivation appeared to decline more rapidly for males than
females over a period of three months. Also, the least self-determined types of motivation
(external regulation and amotivation) tended to increase for male students whereas they
remained stable for female students over the same period of time.
Thus, some research indicates that males and females perceive feedback or a
competitive environment differently and exhibit self-determination differentiy. Other
research shows that students seem to view male and female teachers differently. Basow and
Silberg's research is an example. They examined over ICXX) male and female college
students on how they evaluate their instructors regarding teaching effectiveness and gendertyped characteristics (Basow & Silberg, 1987). They discovered that male students
assigned female professors significantly poorer ratings than they gave male professors.
Furthermore, male ratings of female professors were poorer than those that the female
students assigned them. However, female students also evaluated their female instructors
less favorably than male instructors. Thus, gender of instructor had an effect on the
students' perceptions.

Motivation Studies in Music
Methods of motivating students to leam have been a major focus of research in
music education. However, most of these studies have not examined the students' internal
motivation. Rather, they studied how to impose external factors that stimulate motivation to
leam. An emphasis on behavioral modification theories in the 1970's is an example of this
(e.g., Madsen, Greer & Madsen, 1975; Yarbrough, 1975).
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Motivation research based on cognitive theory has not been a major part of research
in music education. Deci and Ryan's self-determination theory (Deci & Ryan, 1985; Deci &
Ryan, 1990) has not been utilized in music education research until recentiy (McAllister,
1995). Most motivational research in music is based on achievement motivation theory
(Weiner, 1974). Among this research, probably the most extensive studies have been
conducted by Edward Asmus. He has utilized achievement motivation as a predictor of
musical success (Asmus, 1985; Asmus, 1986a; Asmus, 1986b).
One method of describing the achievement motivation of a human being is offered
by attribution theory (Asmus, 1986a). According to attribution theory, the way in which
people interpret reinforcement effects the long-term outcome that reinforcement is likely to
produce. The individual's beliefs about what causes success or failure are attributions.
According to Ormrod, it is believed that attribution has a major role in the choice of
individuals and their consequent behavior (Ormrod, 1995). Thus, attribution theory
focuses on an individual's perceived causes of success and failure for achievement
motivated tasks in order to measure his/her motivational characteristics.
Weiner suggests that there are four basic perceived causes of success and failure at
achievement tasks. These are ability, effort, task difficulty, and luck. The categories of
ability and effort are classified as internal because they originate within the individual. In
contrast, task difficulty and luck are categorized as extemal due to the belief that they are
caused by factors over which the individual has no control. Ability and task difficulty are
categorized as stable because they do not change over time. Conversely, since luck and
effort are believed to change over time, they are classified as unstable (Asmus, 1986a).
Asmus investigated attributions of 118 sixth-grade music students enrolled in
general music classes (Asmus, 1985). He asked the children why some students succeed in
music class and why some do not. The study made use of attribution theory (Weiner,
1974), utilizing four attribution models: ability, task difficulty, luck, and effort. The results
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of the study indicated that students' attribution for success and failure were the internal
categories of ability and effort.
Asmus used the same format again, this time for 589 students in grades 4 through
12 (Asmus, 1986b). Results of the study (Asmus, 1986b) revealed that eighty percent of
the attributions for success and failure in music were ability and effort, which were
categorized as internal in nature. Furthermore, Asmus discovered a significant gender
difference in the internal-stable attribution category. Females made more internal-stable
attributions than the males did. Although Asmus discussed some other research
contradicting these findings, he supported his finding among music students, arguing that
society places the generally feminine view upon music. That is, female students feel
comfortable having musical ability, which is an internal-stable cause, whereas male
students may not (Asmus, 1986b).
Furthermore, Asmus investigated college students' achievement motivation and
self-perceptions of success utilizing attribution theory (Asmus, 1986a). The subjects of the
study were 143 undergraduate and graduate students enrolled in music education and/or
music therapy in six different institutions (Asmus, 1986a). The students' response
regarding the attribution for the success and failure of others was effort, whereas the
attribution of their own success and failure was task difficulty. In this study, however, no
significant difference between male and female students was found.
An additional study by Asmus (1989) employed five characteristics of attribution
necessary for success or failure in music, including effort, musical ability, classroom
environment, background, and affect for music. He studied five hundred high school
students. Results showed that the main attribution for success or failure in music study was
effort and musical ability, both of which were considered to be internal.
Schmidt (Schmidt, 1995) examined 120 secondary school choral students'
perception of teacher approval and disapproval as a ftmction of student attributions of
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success. He found that junior and senior high choral students were more likely to attribute
their success to internal than external factors. Specifically, slightly higher frequeiMHes were
noted for attributions of effort, followed by ability. Further, there were no significant
differeaces^iivat^butioBS-t^ grade level. However, gender d^ereaces-occuned in
students' perceptions of four out of six approval categories. In each case, female ratings
were signifieMrtly highepthan-male-Fa§»gs. The-girls seemed mofe-respensfvete^be^pi^ise
of adults than that of peers. The opposite was true for boys. In contrast, the males rated
teaeher feapproval-higher than did the girisr Thus, iatemal/exterBat-attribution was not
important in perceptions of approval and disapproval behaviors. However, student gender
was-ftHKKtte be variabk that mediates-the peFception-of teacher feedback.
Another motivational research study in music was conducted by Austin (1988). In
his^ experimental research u^ng 44-fifith~ and-sixth- grade band students, be repotted that
effort was the most important attribution for success in music, followed by ability, luck,
and tasltdifficulty respectively.
Thus^ existing research^ based oft at&ibution theory suggests-thatstudents^attribute
their success or failure to internal components, such as their own ability to achieve a task or
effort to accomplish it.
Additionatresearehsuggests^thatthe content of music itself may be intrinsically
reinforcing (Forsythe, 1975). Forsythe discovered that the verbal behavior of teachers
affected student behavior differently in music classes than^ in regular classes. Regardless of
approval, disapproval or error rates of the teachers, the same students were more on-task in
music class^than in regular classes.
There is some recent research in music relating to Deci and Ryan's selfdetermination theory (Deci & Ryan, 1985; Deci & Ryan, 1990). McAllister (1995)
conducted an experimental study in music based on Deci and Ryan's cognitive evaluation
theory, which is a component of their self-determination theory. He examined the
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differential effects of controlling versus informational situations for the motivation of
college music students. The researcher randomly assigned 90 undergraduate music majors
to one of three treatment groups (controlling, informational, and no-treatment) to be
measured by the Academic Motivation Scale (Vallerand et al., 1992) as well as his own
original Intrinsic Motivation Measure. Although the result showed no significant effects
among the groups, significant main effects were discovered for gender. Female students
were significantiy more motivated than male students in some aspects of motivation.
More recentiy, Lind and Miyamoto G-ind & Miyamoto, in print) conducted a study
examining the motivation of 110 college non-music majors to study music based on selfdetermination theory. The study specifically examined motivational differences among
students who enrolled in fundamentals of music classes because of university
requirements, professional needs, or personal interest. In order to discover motivational
differences, the students were asked to complete the Academic Motivation Scale (Music
Version), which was based on Vallerand's Academic Motivation Scale (Vallerand et al.,
1992). The results of the study showed that students who enrolled in music classes because
of personal interest scored significantiy lower for certain aspects of extrinsic motivation.
The results also indicated that female students seemed to be more motivated to study music
both intrinsically and extrinsically than male students. Furthermore, the results showed that
all students were more intrinsically motivated than extrinsically motivated to study music in
these classes.

Summary of the Chapter
The above research review has examined intrinsic vs. extrinsic motivation in the
context of self-determination theory and the effect of gender on motivation. The latter
studies indicated differences in male and female students' perceptions of motivational
behaviors. Several motivation studies in music were also reviewed. Self-determination
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theory is not the prevailing theory utilized in music research. However, since intrinsic
motivation appears to be more effective in motivating students to leam, this theory may be
valuable for music educators to successfully motivate their students. Therefore, the present
study will examine the interaction of gender and motivational types for Japanese high
school band students.

47

Chapter III

Methodology

The purpose of this study was to examine Japanese high school students'
motivation in band as it relates to the gender of the band director and the student. Based
upon past research into motivation, it was anticipated that there would be differences in the
types of motivation exhibited by male and female band members. It was also anticipated
that there would be differences based on the gender of the director. Although the exact
nature of these differences could not be predicted, it was felt that the differences found
would provide information that could be used to design more effective teaching strategies.

Subject
Subjects for this study comprised 790 high school band students who were enrolled
in either 10 high school bands taught by male band directors or 10 high school bands
taught by female band directors. These high schools were distributed as shown in Table
3.1.
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Table 3.1
Distribution of the High Schools

Male Band Director

Female Band Director

Public School in Urban/suburban Area

2

3

Public School in Rural Area

3

3

Private School in Urban/suburban Area

3

2

Private School in Rural Area

2

2

10

10

Total Number of High Schools

Selection of Schools
Japan has a less wide ranging distribution of wealth among people compared to
other industrialized countries. Since the public school budgets are provided equally by the
government throughout Japan, there is little difference in the amount of money used for
each student among schools. As a result, socioeconomic status (SES) is not as important a
factor in Japan as it is, say in the United States, where school funding is dependent on the
local tax base.
Since public school teachers in Japan are assured of tenure and salary increases
according to their age, they are not distracted from teaching by fears regarding job security
or income as many American teachers are. Moreover, their socioeconomic status may be
considered middle class due to education and income level. Although there is a little
difference between schools located in urban prefectures and schools in rural prefectures,
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teachers are basically treated equally. Male and female teachers are also paid according to
the same salary scale.
Private schools are run based on student tuition. However, the government
subsidizes a portion of private school budgets, and salaries of the teachers are usually
comparable to or sometimes better than those of public schools. Although there are some
prestigious private schools, usually located in urban areas, with tuitions that are quite high
compared to other private schools, most private school tuitions are affordable for even
average income families.
In Japanese schools, band activities are considered to be club activities. Therefore,
bands rehearse before or after regular class hours and on weekends. Since the band
program is an extra-curricular activity, band teachers are volunteers and are not paid an
additional salary. Therefore, it is assumed that the teachers are intrinsically motivated to
perform their activity. Moreover, even though the band program is an extra-curricular
activity, it is considered an important part of the students' education, and students are
encouraged to participate. Such programs are supported by the school as far as costs of
instruments, music, etc.
Although some band directors in Japan are non-music teachers, the subjects for this
study are all taught by music teachers who hold a degree in music, majoring in wind
instruments or percussion. These bands perform on such occasions as sports or cultural
events of the school, graduation ceremonies, and band competitions.
With these concerns in mind, the schools for this study were selected to evenly
represent regional, SES, and gender differences that appear in the music educational system
of Japan as a whole.
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Dependent Variable
The dependent variables for this study are the types of student motivations which
are measured by a Japanese translation of the Academic Motivation Scale (AMS) (Vallerand
et al., 1992). The AMS was translated by Vallerand et al. from the original French version
of Echelle de Motivation en Education (EME) which is based on the tenets of selfdetermination theory (Deci & Ryan, 1985) and is composed of 28 items subdivided into
seven sub-scales assessing three types of intrinsic motivation (intrinsic motivation to know,
to accomplish things, and to experience stimulation), three types of extrinsic motivation
(external regulation, introjected regulation, and identified), and amotivation.
Three types of intrinsic motivation are defined by Vallerand et al. as follows:
Intrinsic Motivation to Know {IM-to know) is "the fact of performing an activity for the
pleasure and the satisfaction that one experiences while learning, exploring, or trying to
understand something new" (Vallerand et al., 1992 p. 1005). Intrinsic Motivation toward
Accomplishments (IM-to accomplish) is "the fact of engaging in an activity for the pleasure
and satisfaction experienced when one attempts to accomplish or create something"
(Vallerand et al., 1992, p. 1005). Intrinsic Motivation to Experience Stimulation {IM-to
experience) occurs when one engages in an activity in order to experience stimulating
sensations such as sensory pleasure, aesthetic experiences, or amusement and excitement
which are derived ftom participation in the activity itself (Vallerand et al., 1992).
Extrinsic motivation is measured via Vallerand et al.'s adoption of Deci and Ryan's
three levels of extrinsic motivation as arranged along a self-determination continuum (Deci
& Ryan, 1985; Deci et al., 1991). Ranging from lower to higher levels of selfdetermination, these are; (1) Extrinsic Motivation - External Regulation (EM-extemal
regulation), (2) Extrinsic Motivation - Introjected Regulation (EM-introjected regulation),
and (3) Extrinsic Motivation - Identification {EM-identification). External regulation is
motivation which is "regulated through external means such as rewards and
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constraints"(Vallerand et al., 1992, p. 1006). Introjected regulation occurs when "the
individual begins to internalize the reasons for his or her actions"(Vallerand et al., 1992, p.
1006). Although this form of internalization is intrinsic to the individual, it is not truly selfdetermined because it is limited to the internalization of past external constraints or rewards.
However, when an individual comes to perceive his/her behavior as valuable and important
and freely chosen, then the internalization of extrinsic motivation is regulated by means of
identification (Vallerand et al., 1992).
Deci and Ryan (1985) have also suggested integrated regulation as an another type
of extrinsic motivation. However, integrated regulation was not included in the original
French version of EME because (1) It did not appear in pilot data as a perceived reason for
participating in educational activities, and (2) It did not distinguish itself from identified
regulation in factor analysis of the initial form (Vallerand et al., 1992).
Amotivation is a third motivational category proposed by Deci and Ryan (Deci &
Ryan, 1985). It is operational when an individual experiences neither intrinsic or extrinsic
motivation. The individual does not perceive outcomes related to the activity performed.
When amotivated students experience incompetence and lack of control, they eventually
cease participating in academic activities (Vallerand et al., 1992).
The AMS was designed to measure students' motivation for going to school.
Therefore, the initial question asked in the AMS is "Why do you go to school?" Since this
study is to discern students' motivation to play in a band, the original AMS was slightly
revised in order to make it an appropriate measurement for this study. However, only a
minimum revision was made (see Appendix A).
The twenty eight questions addressed in the AMS are divided into seven categories:
(1) IM to know, (2) IMto accomplish; (3) IMto experience; (4) EM-identification; (5) EMintrojected regulation; (6) EM-extemal regulation; and (7) Amotivation. Four questions are
made for each category. All original questions were considered to be appropriate questions
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with minimum revision except four questions which are in the category of EM-extemal
regulation. Four of the original questions are money related questions; these were replaced
by questions relating to external regulation other than money.
For this study, the revised version of the AMS was translated into the Japanese
language (named as The Japanese Academic Motivation Scale - Music Version: JAMSM)
with a back-translation procedure (Brislin, 1986) (see Appendix B). This translation
procedure first starts with translating the original version to the target language by a
bilingual individual. Without reference to the original version, another person then
translates this version back to the original language. Finally, these two translations are
compared in order to revise the original translation.
The JAMSM consists of 28 possible reasons why students are in band. Each
possible reason relates to one of seven motivational types, which are dependent variables of
this study, so that there are 4 items for each motivational type. These items are spread
throughout the questionnaire. Besides 28 items to indicate a level of agreement of why they
are in the band, the students were asked to write any additional reasons they had that were
not included in the questionnaire.

Independent Variable
The independent variables for this study are (1) the gender of band directors, and
(2) the gender of students. These will be self reported by the subjects.

Reliability and Validity of the Measurement
Vallerand et al. have found that the AMS is a reliable and valid tool in assessing
student motivation (Vallerand et al., 1992; Vallerand et al., 1993). Using 745 university
students, Vallerand et al. found that test-retest reliability varied between .71 to .83 for the
seven categories, while the internal consistency varied between .83 to .85 with the
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exception of extrinsic motivation - identification which had a value of .62 (Vallerand et al.,
1992).
The concurrent and construct validity of AMS was assessed utilizing 217 juniorcollege students (Vallerand et al., 1993). The following four sets of correlations were
assessed for concurrent validity and construct validity: (1) the AMS subscales and other
motivational scales, (2) the AMS subscales among themselves, (3) the AMS subscales and
motivational antecedents, and (4) the AMS subscales and motivational consequences. The
latter group of scales were assessed on a 7-point scale. The first set of correlations
provided assessment of concurrent validity, whereas the last three sets of correlations
offered assessment of the construct validity of the AMS.

(1) Correlations between the AMS and Other Motivational Scales
Assessment of concurrent validity was conducted using Gottfried's Children's
Academic Intrinsic Motivation Inventoiy (CAIMI), and two subscales from Nicholls'
Personal Goals in School Scale: Work Avoidance and Task Orientation.
The CAIMI basically assesses intrinsic interest in learning. Therefore, a positive
correlation with the three intrinsic motivation subscales, especially the Intrinsic Motivation
to Know, was predicted, while a negative correlation was predicted with the Amotivation
subscale. These predictions were upheld (see Table 3.2).
The Task Orientation scale is basically designed to assess the value one places on
learning something interesting. Therefore, using the intrinsic motivation subscales, its
highest correlations should be obtained, particularly, with the Intrinsic Motivation to Know
subscale. Moreover, with the Introjection and Identification subscales, moderate
correlations were predicted since the Task Orientation scale not only captures interest but
also involvement in educational work. As seen in Table 3.2, the predictions were upheld.
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The Work Avoidance scale was predicted to correlate positively with the
Amotivation subscale, and correlate negatively with the intrinsic motivation subscaies since
the scale assesses passivity in the classroom. As seen in Table 3.2, this hypothesis was
supported.

Table 3.2
Correlations Among the Seven Subscaies of the AMS with Motivational Variables.
(Yallerand etal.. 1993)

CAIMI

Task

Work

Orientation

Avoidance

IM to Know

.67

.50

-.15

IM to Accomplish

.53

.47

-.07

IM to Stimulate

.39

.31

-.19

EM Identified

.17

.28

1
b
00

AMS Subscaies

EM Introjected

.21

.28

-.03

EM External Regulation

-.01

.01

.03

Amotivation

-.46

-.39

.26

[M = Intrinsic motivation, EM = Extrinsic Motivation

(2) Correlations among the Seven AMS Subscaies
It was predicted that there would be positive correlations among the three types of
Intrinsic motivation. Since they all assess a related concept, they should exhibit high levels
of association. The depiction of a pattern where adjacent subscaies have strong positive
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correlations and ttie subscales at the opposite ends of the continuum have the highest
negative correlations would uphold the self-determination continuum. Vallerand et al.
(1993) reported the following points from the results described in Table 3.3: (1) The three
IM displayed the highest positive correlations among themselves. This result revealed that
the three subscales measure a similar but not identical concept; (2) Correlations among the
7 subscales generally exhibited a simple pattern. The hypotheses were supported in
general.

Table 3.3
Correlations Among the Seven Subscales of the AMS. (Vallerand et al.. 1993)

AMS Subscales

Amotivation {1}
EM Extemal Regulation {2}
EM Introjected {3}

{1}

{2}

{3}

{4>

{5}

{6}

{7}

-.16

-.22

-.36

-.43

-.41

-.22

.29

.48

.16

.27

.07

.44

.34

.59

.40

.47

.42

.31

.58

.59

EM Identified {4}
IM to Know {5}
IM to Accomplish {6}

.62

IM to Stimulate {7}

IM = Intrinsic motivation, EM = Extrinsic Motivation

(3) Correlations between the AMS Subscales and Motivational Antecedents
This assessment used the following scales, which are generally hypothesized to be
motivational antecedents: the Perceived Competence, three subscales assessing perceived
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climate in the classroom, the Informational Climate, the Autonomy Supportive Climate, the
Impersonal Qimate, Education Optimism Scale, and the Autonomy subscale from the SelfActualization Scale.
The perceived competence scale, which represents an important determinant of
intrinsic motivation and other self-determined forms of motivation, was predicted to
correlate positively and significantly with Identification, especially with the three forms of
intrinsic motivation. However, it was predicted to correlate negatively with the Amotivation
subscale. The classroom climate represents an important cause of motivation. An
informational climate provides examples of competence, and facilitates self-determined
forms of motivation while undermining amotivation. Similar results have been found for an
autonomy supportive climate in which the student's perception of autonomy and selfinitiation are increased. An impersonal climate in which teachers do not care for students
weakens intrinsic motivation and identification while encouraging amotivation. Vallerand et
al. (1993) reported that although the correlations were not very strong, it was evident that
the predictions were generally upheld (see Table 3.4).
Optimism is another important motivational determinant. Having an optimistic
orientation or positive future expectancies provide a strong motivational force. It is
therefore predicted that optimistic expectancies are positively related to all forms of
motivation, especially self-determined subscales as the Identification and IM subscales. As
seen in Table 3.4, this hypothesis was supported.
Moreover, it is a widely held belief that individuals who are high self-actuaiizers
will engage fiilly in the activities they chose. It is predicted that these individuals will find
learning fiin and become intrinsically motivated to learn. Therefore, a positive correlation is
predicted to obtained with intrinsic motivation subscales and to a lesser extent the
Identification subscales. As seen in Table 3.4, these hypotheses were generally upheld.
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Table 3.4
Correlations with the AMS Subscales and Motivational Antecedents (Vallerand et al. 1993^

AMS
Subscales

Oassroom climate
Perceived
Informa- Autonomy Imper Optimism SelfCompetence tional
Supportive sonal
Actualization
-.31

-.22

-.11

.25

-.54

-.32

EM Ex. Regulation .01

.07

.05

.12

.36

-.00

EM Introjected

-.01

.11

.14

.02

.18

-.04

EM Identified

.11

.20

.21

-.06

.53

.27

IM to Know

.25

.19

.25

-.14

.57

.32

IM to Accomplish

.20

.21

.16

-.09

.57

.24

IM to Stimulate

.01

.09

.17

-.08

.37

.03

Amotivation

IM = Intrinsic motivation, EM = Extrinsic Motivation

(4) Correlations between the AMS and Motivational Consequences
Correlations between the AMS subscales and variables of motivational
consequences were obtained using the following motivational consequences: concentration
in the classroom, positive emotions in the classroom, academic satisfaction, schooling
intentions, and reported grades.
These consequences were subdivided into four types: (1) cognitive consequences:
concentration in the classroom, (2) affective consequences: positive emotions in the
classroom, and academic satisfaction, (3) behavioral consequences: behavioral intentions of
continuing schooling, and (4) academic performance: self-reported cumulative grades.
Since the self-determination continuum ranges from amotivation to intrinsic motivation, and
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because higher levels of self-determinatioa are associated with better psychological
functioning, it was predicted that the various consequences would be progressively and
positively associated as one moved from amotivation to intrinsic motivation. As seen in
Table 3.5, these hypotheses were largely upheld.

Table 3.5
Correlations with the AMS Subscales and Motivational Consequences (Vallerand et al..
1993)

AMS
Subscales

ConcentPositive Academic
ration in class emotions satisfaction
in class

Schooling
intentions

Reported
grades

Amotivation

-.33

-.33

-.29

-.25

-.33

EM Ex. Regulation

-.04

.15

.02

.11

.05

EM Introjected

.15

.20

.11

-.04

.14

EM Identified

.17

.31

.21

.18

.21

IM to Know

.34

.33

.25

.24

.23

IM to Accomplish

.31

.30

.32

.13

.22

IM to Stimulate

.27

.24

.23

-.01

.12

IM = Intrinsic motivation, EM = Extrinsic Motivation

Thus, this study of Vallerand et al. (1993) showed that the AMS has adequate
levels of concurrent and construct validity. Although the subjects of these two studies were
college students, the original French version of AMS has been used successfully for
students as young as 9th graders (Fortier, Vallerand, & Guay, 1995).
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Null Hypotheses
The following 28 null hypotheses are stated for the study:

1. There will be no significant main effect nor interactions among intrinsic motivation to
know scores when compared by director and student gender.
1-a There will be no main effect for gender of director.
1 - b There will be no main effect for gender of student.
1-c There will be no interaction between director's gender and student's gender.
2. There will be no significant main effect nor interactions among intrinsic motivation to
accomplish things scores when compared by director and student gender.
2-a There will be no main effect for gender of director.
2-b There will be no main effect for gender of student.
2-c There will be no interaction between director's gender and student's gender.
3. There will be no significant main effect nor interactions among intrinsic motivation to
experience stimulation scores when compared by director and student gender.
3-a There will be no main effect for gender of director.
3-b There will be no main effect for gender of student
3-c There will be no interaction between director's gender and student's gender.
4. There will be no significant main effect nor interactions among extrinsic motivation identification scores when compared by director and student gender.
4-a There will be no main effect for gender of director.
4-b There will be no main effect for gender of student
4-c There will be no interaction between director's gender and student's gender.
5. There will be no significant main effect nor interactions among extrinsic motivation introjected regulation scores when compared by director and student gender.
5-a There will be no main effect for gender of director.
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5-b There will be no main effect for gender of student
5-c There will be no interaction between director's gender and student's gender.
6. There will be no significant main effect nor interactions among extrinsic motivation external regulation scores when compared by director and student gender.
6-a There will be no main effect for gender of director.
6 - b There will be no main effect for gender of student
6-c There will be no interaction between director's gender and student's gender.
7. There will be no significant main effect nor interactions among amotivation scores
when compared by director and student gender.
7-a There will be no main effect for gender of director.
7-b There will be no main effect for gender of student.
7-c There will be no interaction between director's gender and student's gender.

Analysis
The Japanese translation of the AMSM (Academic Motivation Scale - Music
Version) was administered to 790 band students at 20 Japanese high schools. This
translation (Japanese Academic Motivation Scale - Music Version: JAMSM) was designed
to use a seven point Likert type scale. The score of the JAMSM was used as parametric
data and a level of each motivational type was indicated as an average score of the 4 items
relating to the corresponding motivational type. The data was analyzed using a two-way
multivariate analysis of variance (MANOVA) to determine whether any significant (p <
.05) differences exist among variables.

Pilot Study
The questionnaire was pilot tested (N=42) in October 1996 with band members at a
high school located in the northern part of Japan. The members were requested to complete
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the questionnaire and report to their teacher regarding the clarity of the questionnaire item
statements. Furthermore, additional reasons for students to be in the band were solicited.
After reviewing completed questionnaires and a report made by the teacher, modifications
were made to the questionnaire. It was reported that most students completed the
questionnaire within 10 minutes.

Time Table
In October, 1996, 20 Japanese high school band directors, 10 males and 10
females, were contacted and asked to administer the Japanese Academic Motivation Scale Music Version (JAMSM) to their students. The JAMSM was delivered for the students'
response in November, 1996. The results were computed and analyzed by the researcher in
December, 1996.

Summary of Chapter
This study examined Japanese high school students' motivation in band as it relates
to the gender of the band director and the student. Twenty Japanese high school band
directors, consisting of 10 males and 10 females, were recruited from both private and
public schools. Half of these schools were located in urban/suburban areas and the other
half were located in rural areas. The Japanese Academic Motivation Scale - Music Version
(JAMSM) was administered to a total of 790 band students at the above 20 high schools in
November, 1996.
The JAMSM was used to measure the seven types of student motivation to play in a
band which comprise the dependent variables of this study. These variables are (1) Intrinsic
Motivation to Know, (2) Intrinsic Motivation Toward Accomplishments, (3) Intrinsic
Motivation to Experience Stimulation, (4) Extrinsic Motivation - Identification, (5)
Extrinsic Motivation - Introjected Regulation, (6) Extrinsic Motivation - External
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Regulation, and (7) Amotivation. The two independent variables, the gender of band
directors and the gender of students, were designed for this study.
The score of the JAMSM was used as parametric data and analyzed using a twoway multivariate analysis of variance (MANOVA) to discover any significant (p < .05)
main effects or interactions among variables when compared by gender of the director and
gender of the student.
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Chapter IV

Results

The purpose of this study was to examine Japanese high school students'
motivation in band as it relates to the gender of the band director and the student. This
chapter presents the results of the statistical analyses and an evaluation of the research
questions.
Initially, a total of 790 band students from 20 Japanese high schools participated in
this study. All students filled out the Japanese Academic Motivation Scale - Music Version
(JAMSM). The JAMSM consists of 28 possible reasons why subjects may be in band.
Each possible reason relates to one of seven motivational types which are dependent
variables of this study. The students were asked to indicate a level of agreement for each
item based on a 7-point Likert-type scale. The results were treated as parametric data and a
level of each motivational type was indicated as an average score of the 4 items relating to
the corresponding motivational type.
Ten students out of 790 students failed to indicate their gender. Furthermore, in 72
questionnaires out of the remaining 780 questionnaires, one or two items out of a total of
28 items were not answered. As a result, only the remaining 708 questionnaires (173 males
and 535 females) were analyzed for this study.
In order to obtain an overall picture of the motivational types, the mean scores,
standard deviations, and the number of subjects by the gender of director, the gender of
students and interaction are presented in Tables 4.1,4.2,4.3 and 4.4. The mean scores of
each of the seven motivational types indicate that students reported higher intrinsic
motivation than extrinsic motivation with amotivation the least present

64

Table 4.1
Student Means and Standard Deviations bv the Gender of the Director
Male Directors (N=10)
N = 427 Students
Mean

SD

Female Directors (N=10)
N = 281 Students
Mean

SD

Intrinsic; to Know

5.20

.96

5.07

.98

Intrinsic: to Accomplish

5.40

.93

5.38

.92

Intrinsic: to Experience

5.67

.96

5.48

.90

Identification

3.67

1.40

3.63

1.34

Introjected Regulation

4.00

1.12

3.85

1.06

External Regulation

3.73

1.09

3.88

1.00

Amotivation

2.40

1.13

2.59

1.26
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Figure 4.1
Student Means bv the Gender of the Director
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Female Director
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Table 4.2
Student Means and Standard Deviations bv the Gender of the Student

Male Students
N = 173

Female Students
N = 535

Mean

SD

Mean

Intrinsic: to Know

5.25

LOO

5.11

.96

Intrinsic: to Accomplish

5.47

.88

5.37

.94

Intrinsic: to Experience

5.63

1.00

5.59

.92

Identification

3.79

1.32

3.61

1.39

Introjected Regulation

4.21*

1.12

3.85*

1.08

External Regulation

3.78

1.04

3.80

1.06

Amotivation

2.24**

1.19

2.55**

1.18

* male scored significantly higher (p = .05) than female
** female scored significantly higher (p = .05) than male.

SD
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Figure 4.2
Student Means bv the Gender of the Student
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Table 4.3
Student Means bv the Gender of the Director and the Student

Gender of Director

Male

Male

Female

Female

Gender of Student

Male
N= 130

Female
N = 297

Male
N = 43

Female
N=238

Intrinsic: to Know

5.23

5.18

5.33

5.03

Intrinsic: to Accomplish

5.41

5.39

5.63

5.34

Intrinsic: to Experience

5.67

5.68

5.52

5.48

Identification

3.77

3.63

3.87

3.59

Introjected Regulation

4.25

3.89

4.08

3.81

External Regulation

3.80

3.71

3.73

3.91

Amotivation

2.30

2.44

2.09

2.68

Table 4.4
Student Standard Deviations bv the Gender of the Director and the Student
Gender of Director

Male

Male

Female

Female

Gender of Student

Male
N= 130

Female
N = 297

Male
N = 43

Female
N = 238

Intrinsic: to Know

.99

.95

1.06

.96

Intrinsic: to Accomplish

.90

.94

.79

.93

Intrinsic: to Experience

.97

.96

1.09

.86

Identification

1.30

1.44

1.40

1.33

Introjected Regulation

1.09

1.12

1.20

1.03

External Regulation

1.00

1.12

1.16

.97

Amotivation

1.21

1.09

1.11

1.27
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Gender Differences in Intrinsic Motivation to Know
The first set of null hypotheses states that there will be no significant {p < .05) main
effect nor interactions among intrinsic motivation to know scores and gender of student,
gender of director, or between gender of students and gender of director. To test these null
hypotheses, a two way multivariate analysis of variance (MANOVA), using director and
student gender as the independent variable and intrinsic motivation as the dependent
variable score, was conducted. The result of this analysis is presented in Table 4.5. These
results show that there are no significant main effect nor interactive differences among
intrinsic motivation to know scores and gender of director, gender of student, or between
gender of students and gender of director. Based on these results, the first set of null
hypotheses failed to be rejected.

Table 4.5
Two-wav Multivariate Analysis of Variance (MANOVA): Intrinsic Motivation to Know

Independent

MeanSqr

MeanSqr

f(dfl,2)

Variable

Effect

Error

1,704

p-level

Main Effect Gender of Director

.07

.93

.07

.79

Main Effect: Gender of Student

3.10

.93

3.32

.07

Interaction

1.76

.93

1.88

.17
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Gender Difference in Intrinsic Motivation to Accomplisti Things
The second set of null hypotheses states that there will be no significant (p < .05)
main effect nor interactions among intrinsic motivation to accomplish things scores and
gender of director, gender of student, or between gender of director and gender of
students. To test these null hypotheses, a two way multivariate analysis of variance
(MANOVA), using director and student gender as the independent variable and intrinsic
motivation as the dependent variable score, was conducted. The result of this analysis is
presented in Table 4.6. These results show that there are no significant main effect nor
interactive differences among intrinsic motivation to accomplish scores and gender of
director, gender of student, or between gender of students and gender of director. Based on
these results, the second set of null hypotheses failed to be rejected.

Table 4.6
MANOVA: Intrinsic Motivation to Accomplish

Independent

MeanSqr

MeanSqr

f(dfl,2)

Variable

Effect

Error

1,704

p-level

Main Effect: Gender of Director

.78

.85

.91

.34

Main Effect: Gender of Student

2.55

.85

3.00

.08

Interaction

1.97

.85

2.32

.13
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Gender Difference in Intrinsic Motivation to Experience Stimulation
The third set of null hypotheses states that there will be no significant (p < .05)
main effect nor interactions among intrinsic motivation to experience stimulation scores and
gender of director, gender of student, or between gender of director and gender of
students. To test these null hypotheses, a two way multivariate analysis of variance
(MANOVA), using director and student gender as the independent variable and intrinsic
motivation as the dependent variable score, was conducted. The result of this analysis is
presented in Table 4.7. These results show that there are no significant main effect nor
interactive differences among intrinsic motivation to experience stimulation scores and
gender of director, gender of student, or between gender of director and gender of
students. However, there is a tendency ip = .055) towards significance of the gender of the
director. Students taught by male directors scored slightly higher than students taught by
female directors in this category. Nevertheless, based on these results, the third set of null
hypotheses failed to be rejected.

Table 4.7
MANOVA: Intrinsic Motivation to Experience

Independent

MeanSqr

MeanSqr

f(dfl,2)

p-level

Variable

Effect

Error

1,704

Main Effect: Gender of Director

3.25

.88

3.70

.055

Main Effect: Gender of Student

.04

.88

.04

.83

Interaction

.05

.88

.05

.82
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Gender Difference in Extrinsic Motivation - Identiflcation
The fourth set of null hypotheses states that there will be no significant {p < .05)
main effect or interactions among extrinsic motivation - identification scores and gender of
student, gender of director, nor between gender of director and gender of students. To test
these null hypotheses, a two way multivariate analysis of variance (MANOVA), using
director and student gender as the independent variable and intrinsic motivation as the
dependent variable score, was conducted. The result of this analysis is presented in Table
4.8. These results show that there are no significant main effect nor interactive differences
among extrinsic motivation - identification scores and gender of director, gender of student,
or between gender of director and gender of students. Based on these results, the fourth set
of null hypotheses failed to be rejected.

Table 4.8
MANOVA: Extrinsic Motivation - Identification

MeanSqr

Mean Sqr

f(dfl,2)

Variable

Effect

Error

1,704

Main Effect: Gender of Director

.09

1.89

.05

Main Effect: Gender of Student

4.44

1.89

2.35

.13

.50

1.89

.26

.61

Interaction

p-level

bo

Independent
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Gender Difference in Extrinsic Motivation - Introjected Regulation
The fifth set of null hypotheses states that there will be no significant (p < .05) main
effect or interactions among extrinsic motivation - introjection scores and gender of student,
gender of director, nor between gender of director and gender of students. To test these
null hypotheses, a two way multivariate analysis of variance (MANOVA), using director
and student gender as the independent variable and intrinsic motivation as the dependent
variable score, was conducted. The result of this analysis is presented in Table 4.9. These
results show that there is no significant main effect by gender of director or interactions
among extrinsic motivation - introjection scores and gender of director, gender of student,
or between gender of students and gender of director. However, there is a significant main
effect for gender of student. Based on these results, the first and third sub null hypotheses
failed to be rejected, and the second sub null hypothesis was rejected.

Table 4.9
MANOVA: Extrinsic Motivation - Introiected Regulation

Independent

Mean Sqr

Mean Sqr

f(dfl,2)

Variable

Effect

Error

1,704

Main Effect: Gender of Director

1.52

1.19

1.28

.26

Main Effect: Gender of Student

10.37

1.19

8.73

.003*

.24

1.19

.20

Interaction

* p< .05

p-level

.66
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Gender Difference in Extrinsic Motivation - External Regulation
The sixth set of null hypotheses states that there will be no significant (p< .05)
main effect nor interactions among extrinsic motivation - external regulation scores and
gender of director, gender of student, or between gender of director and gender of
students. To test these null hypotheses, a two way multivariate analysis of variance
(MANOVA), using director and student gender as the independent variable and intrinsic
motivation as the dependent variable score, was conducted. The result of this analysis is
presented in Table 4.10. These results show that there are no significant main effect nor
interactive differences among extrinsic motivation - external regulation scores and gender of
director, gender of student, or between gender of director and gender of students. Based on
these results, the sixth set of null hypotheses failed to be rejected.

Table 4.10
MANOVA: Extrinsic Motivation - External Regulation

Dependent

Mean Sqr

Mean Sqr

f(dfl,2)

Variable

Effect

Error

1,704

Main Effect: Gender of Director

.47

1.11

.42

.52

Main effect Gender of Student

.17

1.11

.15

.69

1.88

l.ll

1.69

.19

Interaction

p-level
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Gender Diff'erence in Amotivation
The seventh set of null hypotheses states that there will be no significant (p< .05)
main effect nor interactions among amotivation scores and gender of director, gender of
student, or between gender of director and gender of students. To test these null
hypotheses, a two way multivariate analysis of variance (MANOVA), using director and
student gender as the independent variable and intrinsic motivation as the dependent
variable score was conducted. The result of this analysis is presented in Table 4. II. These
results show that there is no significant main effect by gender of director or interactions
among extrinsic motivation - introjection scores and gender of director, gender of student,
or between gender of director and gender of students. However, the p value for the
interaction is very close to the significant level. The graph presented in Figure 4.3 describes
this tendency. Furthermore, again, there is a significant main effect for gender of student.
Based on these results the first and third sub null hypotheses failed to be rejected, and the
second sub null hypothesis was rejected.
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Table 4.11
MANOVA: Amotivation

Dependent

MeanSqr

MeanSqr

f(dfl,2)

Variable

Effect

Error

1,704

Main Effect: Gender of Director
Main Effect: Gender of Student
Interaction

.016

1.39

.012

1.39

10.23

.001*

5.10

1.39

3.67

.056

Figure 4.3
Student Means bv the Gender of the Director and the Student: Amotivation

T

2.5
2 - -

-Male Students
-Female Students

1.5 -1 - -

0.5 -0

Male
Directors

.91

14.20

* p< .05

3

p-level

Female
Directors
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Related Findings
An unanticipated finding which is not directly related to the original research
questions may be significant for future research. An analysis of variance (ANOVA), using
the type of school (private school vs. public school) as the independent variable and all
seven motivational types as the dependent variable score was conducted. The result of this
analysis showed that students in the private schools scored significantly higher on intrinsic
motivation - to experience, introjected regulation, and external regulation than did students
in public schools (see Table 4.13 and 4.14).

Table 4.12
Student Means and Standard Deviation bv the Tvpe of School

Private School

Public School
N = 331

N = 337
Mean

SD

Mean

SD

Intrinsic: to Know

5.08

.97

5.21

.96

Intrinsic: to Accomplish

5.43

.93

5.36

.92

Intrinsic: to Experience

5.51*

.97

5.67*

.91

Identification

3.69

1.33

3.62

1.41

Introjected Regulation

4.04**

1.14

3.85**

1.06

External Regulation

4.05**

1.07

3.56**

.99

Amotivation

2.47

1.19

2.48

1.19

* Students in public schools scored significantly higher (p <.05) than students in private
school.
** Students in private schools scored significantly higher (p <.05) than students in public
schools.
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Table 4.13

ANOVA: Main Effect bv the Tvoe of School

Mean Sqr

Mean Sqr

f(dfl,2)

Variable

Effect

Error

1,704

p-level

Intrinsic: to Know

2.83

.94

3.02

.08

Intrinsic: to Accomplish

.93

.85

1.09

.30

*

4.50

.88

5.13

Identification

.84

1.89

.44

*

6.11

1.20

5.09

41.01

1.06

38.74

.01

1.41

.01

Intrinsic: to Experience

External Regulation
Amotivation

.51
O

Introjected Regulation

o

Dependent

.00*
.95

Additional Reasons for Playing in a Band
Besides the 28 items to indicate a level of agreement of why they are in the band,
the students were asked to write any additional reasons they had that were not included in
the questionnaire. Out of 708 students, 154 students (19.9%: 44 males, 110 females)
indicated additional reasons why they are in band. Seventeen comments overlapped with
the reasons given on the questionnaire. The other 137 comments can be organized into the
following five categories: 1) friend related reasons (59 students: 11 males and 48 females),
2) fondness for music or their own instruments in general (39 students: 15 males and 24
females), 3) enhancing own personality or abilities/skills (11 students: 2 males and 9
females), and 4) miscellaneous reasons (28 students: 10 males and 18 females) (see Figure
4.4).
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Figure 4 A
Additional Reasons Why Students Plav in a Band

Miscellaneous

20.5%
Friend related
reasons

Enhancing
ability 8.0%

43.0%

Fondness for
music or
instrument

28.5%

Summary
A total of 790 band students from 20 Japanese high schools completed the Japanese
Academic Motivation Scale - Music Version (JAMSM) which consists of 28 items
describing why they are in band. The students indicated a level of agreement for each
reason. Reasons were categorized into seven motivational types: three intrinsic motivations
(to know, to accomplish, to experience), three extrinsic motivations (identified, introjected
regulation, external regulation), and amotivation.
The results indicated that there were no significant differences by gender of band
directors for all of the motivational types. However, the following differences by the
gender of the students were revealed:

80

1. Male students scored significantly higher in extrinsic motivation - introjected
regulation than did female students.
2. Female students scored significantly higher in amotivation than did male
students.

There were no significant differences by the gender of the director or interaction
between director and student gender. However, tendencies were evident as follows:
1. There was a tendency for students taught by male band directors to be more
intrinsically motivated (to experience) than students taught by female band
directors.
2. There was a tendency for female students taught by female band directors to be
more amotivated than male students taught by female band directors.

Finally, additional comments suggest that friend related reasons and fondness for
music and instruments were important categories.
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Chapter V

Discussion and Conclusions

Motivation has long been recognized as one of the most important factors
influencing students' learning. Therefore, teachers are using various methods to stimulate
students' motivation in the classroom. Deci and Ryan (1992) have suggested that intrinsic
motivation may be a more effective means of motivating students because intrinsically
motivated behavior tends to produce greater conceptual learning, more creativity, and
higher self-esteem than does externally controlled behavior.
As traditional gender roles have changed over the last few decades, gender
differences have become the focus of motivational research. If motivation is affected by
gender, it is important for teachers to know how and in what way they should change their
teaching strategies in order to elicit an optimal level of educational outcomes from students
of both genders, tf motivation is not affected by gender, this finding contradicts any social
prejudice that may exist regarding the efficacy of female teachers. Female teachers are as
effective as male teachers in motivating students to leam. Since the country has experienced
a rapid transition from traditional gender roles to more opportunities for females, especially
in recent years, this study was conducted in Japan.
The purpose of the present study was to examine Japanese high school students'
motivation in band as it relates to the gender of the band director and the student. In order
to examine motivational differences by gender, specific research questions were addressed.
In this section, the results of the study are discussed according to each research question.
Related findings are also discussed. This is followed by conclusions, implications for
education, and implications for future research.
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Motivational Differences by the Gender of Band Director
The first research question was stated as follows: Are there differences in any
aspect of motivation between students taught by male band directors and students taught by
female band directors?
The results of the study revealed that there were no significant main effects between
students taught by male band directors and students taught by female band directors in all
seven aspects of motivation. This was an unexpected finding. Since some studies (Basow
& Silberg, 1987; Goodwin & Stevens, 1993; Ruzich, 1995) have shown that students
perceive male and female teachers differently, it was hypothesized that male and female
band directors would motivate their students differently. However, this does not seem to be
the case among Japanese high school band students. The results of this study suggest that
for most of the motivational types, gender of teacher is not a significant factor.
However, a tendency was evident for students taught by male band directors to be
more motivated in the category of intrinsic motivation to experience stimulation than
students taught by female band directors. This tendency is an interesting finding. The
students taught by male band directors seem to be more motivated to play in the band for
aesthetic experience or amusement and excitement than students taught by female band
directors. The exact reasons for these results are unknown. Further investigation is
required.
It is important to emphasize that both students taught by male teachers and students
taught by female teachers score much higher in ail three categories of intrinsic motivation
than any of the categories of extrinsic motivation or amotivation (see Table 4.1). This result
may not be surprising since band is not a required activity and all of the students join of
their own free will. Even though it can be recognized that external factors (e.g. pressure
from peers, teachers, or parents) may be involved in students' decisions to participate in the
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band, the students seem to join because they enjoy playing in the band. Moreover, as
Forsythe (1975) suggests, music itself may be intrinsically motivating.
If students are more intrinsically motivated than extrinsically, students' motivation
may be less influenced by outside factors, including their teachers. However, according to
self-determination theory (Deci & Ryan, 1985), intrinsic motivation can be enhanced by the
e.xistence of conditions such as autonomy or competence. These conditions are greatly
influenced by an instructor's teaching style. Furthermore, as Lepper et al. (1973) suggest,
external rewards can undermine an individual's intrinsic motivation. Thus, even students'
intrinsic motivation can be influenced by outside factors such as peers, parents, and
teachers.

Motivational Differences by the Gender of Student
The second research question was: Are there differences in any aspect of motivation
between male students and female students?
The results of the study showed that there are differences in two aspects of
motivation between male students and female students. Male students scored significantly
higher in extrinsic motivation - introjected regulation, than did female students. This type
of motivation occurs when an individual internalizes the reasons for his/her behavior. In
other words, male students engage in the activity because they feel guilty if they do not do
so, or because they think this is what good students/musicians do. Female students scored
significantly higher in amotivation than did male students. Individuals are amotivated when
they do not know why they are participating in an activity. Perhaps, this is a result of
traditional gender roles in Japan, with females tending to be followers. As a result, they
may be unsure as to why they are engaging in an activity. However, the specific reasons
for these results are unknown.
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These differences in two aspects of motivation (introjected regulation and
amotivation) that occurred seem to contradict previous studies examining college students'
motivation G-ind & Miyamoto, in print; McAllister, 1995). Examining college music
majors, McAllister reported that female students were significantly more motivated than
male students in two aspects of motivation: intrinsic motivation to accomplish and extrinsic
motivation - introjected. Examining college non-music majors, Lind and Miyamoto (in
print) reported that female students scored significantly higher than male students in five
aspects of motivation: intrinsic motivation to know, intrinsic motivation to accomplish,
extrinsic motivation - identification, extrinsic motivation - external regulation, and
amotivation.
Perhaps, the reason that the results of the above studies differ from the present
study is that their subjects were of college age. Also, their studies dealt with motivation to
study the more academic side of music while this one dealt with an extracurricular
performance activity. It may also indicate that males are more motivated to participate in
extracurricular activities than are females while the latter are more motivated to participate in
academic activities. Finally, since all of the cited studies were conducted with American
students, cultural factors may have some effect. This study did not address these factors.
Still, it is suggested that future research consider both age and cultural differences among
music students.
Once again, it is important to note that both male and female students scored much
higher in all three categories of intrinsic motivation than any of the categories in extrinsic
motivation or amotivation (see Table 4.2). This tendency is also seen in the results of other
studies utilizing the Academic Motivation Scale (Lind & Miyamoto,). Lind and
Miyamoto's study, utilizing 110 college students enrolled in fundamentals of music
classes, showed that all students scored higher in the category of intrinsic motivation
compared to scores of extrinsic motivation or amotivation. However, this tendency is
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somewhat different from the one shown in McAllister's study (McAllister, 1995). In his
study examining 90 college music majors, the students scored as high on one category of
extrinsic motivation (identification) as on two other categories of intrinsic motivation
(intrinsic motivation to know and intrinsic motivation to accomplish). This difference may
have occurred because students majoring in music may have more specific reasons to study
music related to their future career goals as compared to non-music majors or high school
students playing in the band for the sake of enjoyment

Interaction between the Gender of Director and the Gender of Student
The third research question was: Is there any interaction between the gender of
director and gender of students?
The results of the study showed that there were no interactions between the gender
of students and the gender of their teachers. However, there was a tendency for male
students taught by female band directors to be less amotivated than female students taught
by female band directors. Indeed, male students taught by the female teacher were the least
amotivated group and female students taught by the female teacher were the most
amotivated group.
This tendency is surprising in light of the research by Basow and Silberg (1987)
who found that male students assigned female professors significantly poorer ratings than
male professors. Furthermore, male ratings of female professors were poorer than those
that the female students assigned them. These findings do not seem to hold true for
Japanese high school students vis-i-vis their band directors.

Motivational Differences by the Type of School
Of the 20 high school bands participating in this study, 9 were chosen from private
schools and the other 11 were chosen from public schools. This is because the subjects
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needed to be as close to the general population as possible. Since the main focus of this
study was gender differences in motivation, types of schools were not initially considered
as an independent variable. However, the results of the study showed that students in the
public schools scored significantly higher on intrinsic motivation (/Af to experience) than
did students in the private schools whereas students in the private schools scored
significantly higher on extrinsic motivation (EM-introjected regulation and EM-extemal
regulation) than did students in the public schools (see Tables 4.13 and 4.14).
Public school students seem to be more motivated to play in the band for excitement
or amusement than students in private schools. On the other hand, private school students
seem to be more extrinsically motivated than their counterparts in public schools, even
though they are also intrinsically motivated. Possibly, their parents, as well as the school
itself, pressure them to participate in extracurricular activities, such as band.

Additional Reasons Indicated by Students
Out of 708 students who filled out the questionnaire, 154 students indicated
additional reasons why they are in band. Of these, 137 comments do not seem to fit any of
the items indicated in the questionnaire. After examining these additional comments, two
significant reasons were identified. Thirty nine students (15 males and 24 females) gave
reasons indicating fondness for music or their instruments in general. This seems to be an
intrinsic reason.
Most importantly, 59 students (11 males and 48 females) indicated friend related
reasons, which may be categorized as social reasons. These social reasons, which are
actually extrinsic, seem to significantiy affect students' decisions to play in a band.
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Conclusions
This study indicates the following:
1. For all of the motivational types, gender of teacher is not a significant factor.
2. There was a tendency for students of both genders to be more intrinsically motivated (to
experience stimulation) by male band directors than by female band directors.
3. Male students scored significantly higher in extrinsic motivation - introjected regulation
than did female students.
4. Female students scored significantly higher in amotivation than did male students.
5. There were no interactions between the gender of students and the gender of their
teachers.
6. There was a tendency for male students taught by female band directors to be less
amotivated than female students taught by female band directors.
7. Public school students scored higher on intrinsic motivation (/M to experience) than
private school students whereas private school students scored higher on extrinsic
motivation (EM-introjected regulation and EM-extemal regulation) than public school
students.
8. Additional comments suggested that friend related reasons and fondness for music or
their instruments were important reasons for students to play in a band.

Implications for Education
Traditionally, the position of band director was considered to be a male job. This
may be partly because the band was influenced by a military tradition as well as European
orchestral tradition where most directors were male. As the leader of a group, the conductor
was expected to have not only musical knowledge and abilities but also some other skills,
such as leadership, which may have been traditionally considered male abilities.
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As social expectations have changed regarding gender roles in Japan, females have
undertaken what were traditionally considered male dominated professions. As a result, the
ratio of female school teachers at a secondary level is gradually increasing. Although the
number of female band directors is still small, especially at the high school or college level,
it is expected to increase in the future.
The present study indicates that students seem to be motivated similarly by both
male and female band directors. This result may suggest female band directors can be as
effective as male band directors in terms of motivating students. Therefore, there is no
motivational reason to keep them from being band directors.
Both male and female students scored much higher in all three categories of intrinsic
motivation regardless of gender of student or director. This is significant because intrinsic
motivation may stimulate greater conceptual learning, more creativity, with longer lasting
effects. This study implies that directors are able to maintain the intrinsic motivation of their
students. It is beneficial to know that gender will not interfere with this motivation. Of
course, a certain level of extrinsic motivation is always necessary in education because
extrinsic motivation is an effective way to keep students focused on a task. Perhaps, this is
an ideal balance - high intrinsic motivation with a slightly lower extrinsic motivation - in an
educational setting.
The results of the study indicate that there are differences in some aspects of
motivation between male students and female students. Male students seem to be
significantly more motivated in an aspect of Introjected Regulation than are female students.
Female students seem to be significantly more amotivated than are male students.
Additional investigation is necessary to determine if this difference is constant If it is, we
need to know why and what methods will reduce the amotivation.
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Implications for Future Research
Future research is required to investigate some questions raised by this study.
Replication may be necessary to see if the tendency of students taught by male directors to
score higher on intrinsic motivation to experience is significant Also, the tendency for male
students taught by female band directors to be less amotivated than female students taught
by female band directors needs to be investigated. If the finding that female students are
more amotivated than males is replicated, it is necessary to find out why this is so. Then
educators can make changes with the goal of motivating these students.
Furthermore, the number of students commenting that they joined the band for
social reasons suggests this is a category to be included in future surveys. If it is indeed a
significant motivator for students, maybe socializing can be incorporated into learning
activities. In this regard, it is important to identify the differences between the motivations
for participating in extracurricular activities like band and the motivations for participating
in a class, choosing a major, etc.
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Appendix A

Statements used in
the Japanese Academic Motivation Scale - Music Version
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Japanese Academic Motivation Scale - Music Version
Based on AMS - High School Version
Categorized according to each motivation type
(Italicized sentences are from the original AMS. Bold words are changed from the original
by the researcher.)

Why do you play in a band?
Why do you go to school?
1.

Intrinsic Motivation to know (2, 9, 16, 23)

2. Because I experience pleasure and satisfaction while learning new music. (IM to know)
Because I experience pleasure and satisfaction while learning new things.
9. For the pleasure I experience when I play new music never played before. (IM to
know)
For the pleasure / experience when I discover new things never seen before.
16. For the pleasure that I experience in broadening my knowledge about music which
appeals to me. (IM to know)
For the pleasure that I experience in broadening my knowledge about subjects which appeal
to me.
23. Because my participation in a band allows me to continue to learn about many
things that interest me. (IM to know)
Because my studies allow me to continue to learn about many things that interest me.
II.

Intrinsic Motivation toward accomplishment (6, 13, 20, 27)

6. For the pleasure I experience while surpassing myself in my playing. (IM toward
accomplishment)
For the pleasure I experience while surpassing myself in my studies.
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13. For the pleasure that I experience while 1 am surpassing myself in one of my personal
accomplishments. (IM toward accomplishment)
For the pleasure that / experience while I am surpassing myself in one of my personal
accomplishments.
20. For the satisfaction I feel when 1 am in the process of accomplishing difficult pieces.
(IM toward accomplishment)
For the satisfaction Ifeel when I am in the process of accomplishing difficult academic
activities.
27. Because band activities allow me to experience a personal satisfaction in my quest
for excellence in my playing. (IM toward accomplishment)
Because high school allows me to experience a personal satisfaction in my quest for
excellence in my studies.
III.

Intrinsic Motivation to experience stimulation (4, II, 18, 25)

4. Because 1 really liice playing in a band. (IM to experience stimulation)
Because I really like going to school.
11. Because for me, band is fun. (IM to experience stimulation)
Because for me, school is fun.
18. For the pleasure that I experience when I work with an interesting director.
(IM to experience stimulation)
For the pleasure that I experience when I am taken by discussions with interesting teachers.
25. For the "high" feeling that I experience while playing various interesting pieces. (IM
to experience stimulation)
For the "high" feeling that I experience while reading about various interesting subjects.
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IV.

Extrinsic Motivation - identified (3, 10, 17, 24)

3. Because 1 think that a band activities will help me better prepare for the career 1 have
chosen. (EM identified)
Because I think that a high-school education will help me better prepare for the career I
have chosen.]
10. Because eventually it will enable me to enter the job market in a field that 1 like. (EM
identified)
Because eventually it will enable me to enter the job market in a field that I like.
17. Because this will help me make a better choice regarding my career orientation. (EM
identified)
Because this will help me make a better choice regarding my career orientation.
24. Because I believe that my band activities will improve my competence as a worker.
(EM identified)
Because / believe that my high school education will improve my competence as a worker.
V.

Extrinsic Motivation - Introjected (7, 14, 21, 28)

7. To prove to myself that I am capable of successfully performing in a band. (EM
introjected)
To prove to myself that I am capable of completing my high-school degree.
14. Because of the fact that when I succeed in band performances 1 feel important. (EM
introjected)
Because of the fact that when I succeed in school I feel important.
21. To show myself that 1 am talented. (EM introjected)
To show myself that I am an intelligent person.
28. Because 1 want to show myself that 1 can succeed in my performance. (EM
introjected)

94

Because I want to show myself that I can succeed in my studies.
VI.
1.

Extrinsic Motivation - External Regulation (1, 8, 15, 22)

Participating in clubs (band) in high school will give me an advantage

when I apply to college or look for a job. (EM external regulation)
Because I need at least a high-school degree in order to find a high-paying job later on.
8. In order to place higher in a band competition. (EM external regulation)
In order to obtain a more prestigious job later on.
15. Because others (friends, etc.) think I am cool. (EM external regulation)
Because I want to have "the good life" later on.
22. To please others (teachers, upperclassmen, family, etc.). (EM external
regulation)
In order to have a better salary later on.
VII.

Amotivation (5, 12, 19, 26)

5. Honestly, I don't know, I really feel that I am wasting my time in band. (Amotivation)
Honestly, I don't know; I really feel that I am wasting my time in school.
12.1 once had good reasons for playing in a band; however, now I wonder whether I
should continue. (Amotivation)
/ once had good reasons for going to school; however, now I wonder whether I should
continue.
19.1 can't see why I play in a band and frankly I couldn't care less. (Amotivation)
I can't see why I go to school and frankly, I couldn 't care less.
26.1 don't know; I can't understand what I am doing in a band. (Amotivation)
/ don't know; I can 7 understand what I am doing in school.
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Appendix B

The Japanese Academic Motivation Scale - Music Version
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