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The purpose of this study was to determine the relationship between selected 

personal investment behaviors and the meaning non-select choir members attach to their 

choral experience. 

Participant observer techniques were employed over the course of a semester and 

using personal investment theory student behavior was recorded in order to describe the 

direction, intensity, continuing motivation, and persistence behaviors of students in a 

specific non-select choir. The meaning that the students attached to choir relative to 

sense of self, perceived options, and goals was determined in open-ended interviews with 

every student. Following procedures derived from content analysis, enduring meanings 

and contextual factors cited by the students were also noted. Nine reliability and validity 

procedures were performed, including observation stability (reliability .93) and coding 

dependability (reliability .85). 

It was found that students with a strong musical identity derived from family 

support, strong sense of competence, goal directedness towards choir and strong self-

reliance were observed displaying considerable positive behaviors. Weaknesses in 

aspects of these students' sense of self had unfavorable effects on their behavior. Most of 



the students had a multiple goal orientation toward choir. Stronger task goal orientation 

corresponded to more positive behavior. 

Those students whose cultural background was similar to the teacher's for the 

most part had the information they needed to accurately assess their compatibility with 

the activity of singing in this non-select choir and found it to be a highly appropriate 

action in which to engage. Those whose cultural background differed from the teacher's 

found their perceived options to be more complicated, which sometimes resulted in 

conflicts of interest. 

Other significant contextual influences on the student's behavior were the goal 

and rewards structure, roles/power structure, social expectation and ethnicity. 

It was concluded that personal investment theory can be used to formulate an in-

depth interpretation of students' behavior, thus facilitating the adoption of teacher 

strategies with which to influence that behavior. 
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CHAPTER ONE 

RATIONALE, BACKGROUND OF STUDY, PURPOSE AND PROBLEMS 

Rationale 

For many years, as a student and as a teacher, I have had the strong belief that 

music teaching should be as egalitarian as possible and also have held the growing 

concern that it is not. I began to wonder whether my concern was peculiar to my own 

experiences or more generally recognized. A perusal of music education literature does 

reveal a concern about elitist tendencies in music education (Hoffer, 1989, Gerber, 1989, 

Fowler, 1986). In Fowler's words: 

For decades, amid slogans such as 'Music for every child, every child for music' 
and 'All arts for all the children' many arts teachers have been content to reach just 
the talented, the gifted, and the already interested. Hypocrisy not-withstanding, 
music teachers who agree philosophically that music programs should serve all 
students have often in practice focused primarily on developing new generations 
of musicians and music teachers, leaving the education of the masses largely to 
chance. Music education, particularly at the secondary level, has been elitist. By 
and large, music teachers have not reached the general high school student nor 
have they wanted to. (Fowler, 1986, p. 10) 

When the "general high school student" Fowler refers to has an interest in taking a 

music class or needs to fulfill a fine arts requirement, the choices often are limited. Not 

all high schools have general music classes and many band programs are not structured to 

start beginners on the high school level. Consequently, despite having little or no 

background and a limited interest specifically in choral music and its traditions, many 

students end up in non-select choirs. As I narrowed down my research topic I was drawn 
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to the problems inherent in teaching those students who are not elite performers. This led 

me to focus on the non-select choir, a class that should be taught with an understanding 

of non-elite performing students. 

Typically, students in non-select choirs either audition and are not chosen for 

membership in their school's select groups, or opt not to audition for them at all. Some 

schools that do not allow freshmen to audition for the select groups also do not have a 

separate freshmen choir. In such cases, freshmen students, regardless of musical training 

and ability, are placed in a non-select choir. Consequently, depending on the situation, 

some non-select groups maybe only slightly less accomplished than select groups, while 

others inspire their teachers to refer to them as, "my zoo choir," or the "counselor's 

dumping ground." These variations lead to a wide range of student behaviors and 

motivations among non-select groups. In this study I seek to examine the variations in 

observed motivation behaviors exhibited in a given choir and the facets of meaning 

attached to choir by the students in one non-select high school choral group. 

Teaching the non-select group that more closely resembles a so-called "zoo choir" 

than a select group can be a curious experience. Typically, such non-select choirs are 

characterized by a wide range of student behaviors and interest levels because the "wheat 

has not been separated from the chaff," which usually happens during the audition 

process for select groups. Consequently, many challenges face the teachers of non-select 

choirs in the areas of discipline, administration, and pedagogy. Discipline management 

can be difficult because of the diversity of student behaviors. Administrative problems 

occur when trying to register and retain enough students for blend and balance. 



Pedagogical difficulties arise from dealing with a broad spectrum of abilities and interest 

levels. Selecting the music that will best develop comprehensive musicianship while 

creating and maintaining student interest can be another challenge. Directors of non-

select choirs deal with such problems daily. In the process, they make assumptions about 

why non-select choir students are enrolled in the class, what those students need to learn 

effectively, and what these students hope to get out of such a choral group. 

Students certainly have a variety of reasons for why and how they participate in 

choir. We can also assume that choral programs vary in the degree to which they are 

aligned with the self-perceptions of individuals and meet their goals. It would seem that 

these factors must be considered if we wish to understand the observed behaviors found 

in the non-select choir context. 

The behaviors teachers deal with in many non-select choirs can cause them to 

question their students' motivation and to wonder why the students are acting as they do. 

Teachers may keep these questions to themselves or, depending on the teacher, express 

them aloud. In her dealings with a particularly uncooperative student found in this study, 

the teacher (Mrs. T) was observed to say, "You don't have to be here. You can leave. If 

you don't want to sing, why are you here?" Certainly the teacher is voicing frustration, 

but it is, nevertheless, an important question to ask. 

Another kind of student may display behavior that is cooperative but lacking in 

the kind of intensity needed to achieve at a high level of capability. A perceptive teacher 

will have questions about that student's motivation as well. For example, when asked to 

name the two students in the group whose motivation concerned her the most, Mrs. T, the 



teacher observed in this study, chose one such student. She had the following to say 

about Mary: "She doesn't cause outward problems, but I don't see involvement on her 

part. Now, she's not an outward problem, its just that I don't see her really getting 

involved at this point in class." 

Another issue related to the variety of behavior found in a non-select choir was 

described by Mrs. T as follows: "I often wonder how this all affects the kids who want to 

work. I really feel sorry for them sometimes." On another occasion Mrs. T also said: 

The thing is, there are a lot of other kids in there who work hard. Like Amelia 
works very hard. They're all real quiet. They're just quiet little girls. I have to 
keep reminding myself. And that's really hard to do—you know? Because you 
can get lost in the discipline problems and the attitudes and everything, and you 
lose what the whole thing is about. I mean, and then there are just so many things 
that I just overlook because you can't spend time with everything. You can't stop 
every time you see somebody not paying attention or doing something else. And 
if I did, then we'd never get anything done. As it is, I feel so frustrated... 

The questions that frequently plagued me during my tenure as a non-select choir 

teacher were: a) Who are these students? b) Why are these students behaving this way? 

c) Why are they here? d) What do they expect to get out of this choir? Answering these 

questions about non-select choir students became my focus. Specifically, could one start 

from observed behavior and come to understand the meaning of the choral experiences to 

the students? 

Research in choral music has tended to focus on historical studies, rehearsal 

techniques and choral methods, the physiology and psychoacoustic aspects of choral 

singing, and teacher preparation (Gonzo, 1973; Hylton, 1983; Humphreys, May and 

Nelson, 1992). A review of the literature reveals no research focusing specifically on 

non-select choral performing groups. One reason for this lack of research could simply 



be relative ease of access to select performing groups as opposed to non-select groups. 

But we must not assume that studies done on select groups will be equally valid for non-

select groups, because the experience of being in a non-select group, as opposed to a 

select group, could very likely make a difference in the way that students perceive the 

choral experience. Whatever the reasons for the lack of research on non-select choirs, 

given that so many students participate in such groups, there is need to devise or find 

existing theories that will facilitate the study of the non-select choir experience. 

Personal Investment Theory 

Even though a search of the literature did not produce any studies focusing on 

non-select choirs, it did reveal a theory that addressed motivation behaviors. Personal 

investment theory is based on the proposition that the study of motivation in any context 

should begin and end with the study of behavior (Maehr, 1984, p.l 17). All behavior 

whether "good" or "bad" or "normal" is significant and is noted. Maehr suggests that 

variations in behavior reveal the variety of meanings that students attach to the class. 

Furthermore, Maehr believes that the meanings held by students determine how they will 

invest their personal resources in the class. Maehr refers to a person's investment of the 

resources of time, talent, and energy as personal investment (Maehr, 1984). 

To be able to understand and influence personal investment in the non-select choir 

would call for both the observation and the interpretation of the behavior patterns of 

students. The interpretation of personal investment behavior is accomplished through an 

in-depth examination of the meaning the students attach to choir. 



There are three facets of meaning found in personal investment theory. The first 

lies in the students' beliefs about themselves, which Maehr labels sense of self. The next 

pertains to what students think their possible options are, which Maehr labels perceived 

options. Finally, what the students want to get from participating in choral music (in 

other words, their choir-related goals) is labeled personal incentives. Maehr stresses that 

the meaning students attach to a given activity in terms of sense of self, perceived 

options, and goals is an important determinant of the extent to which they will invest 

themselves in the activity (Maehr, 1984; Maehr & Braskamp, 1986). 

Finally, personal investment theory stresses the importance of context. Maehr 

maintains that the context encourages the participants to hold certain meanings. He also 

suggests that motivation problems can occur when the environment is not compatible 

with the meanings already held by the participants (Maehr & Braskamp, 1986). 

Application of Personal Investment Theory in Music Education Research 

Although there has been substantial interest in personal investment in general 

education and physical education research, it has not been used extensively as a 

theoretical framework in music education research. Thomas (1992) reviewed music 

research in motivation and called for investigative designs that incorporate "more 

explicitly the social and developmental context in which students are making choices 

relevant to music" (Thomas, 1992, p.431). She recommended personal investment theory 

as a new direction for motivation research in music in order to determine how students go 

about calculating where to expend their "time, talent, and energy" (Maehr, 1984), and 
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more specifically for my purpose, how the pursuit of music weighs into such a formula 

(Thomas, 1992, p. 431). 

In answering the question of how students decide where to spend their "time, 

talent and energy," Maehr expressed concern for the situation of non-elite performers in 

music programs. His address to the Ann Arbor symposium (1983) pointed to a tendency 

in music education to create situations where "elite" performers and those of "regular" 

talent end up being compared to one another. He maintained that competitive events and 

even recitals seem to ensure comparison. When he analyzed these events in terms of 

personal investment theory, he found that the performing tasks are characteristically 

designed to foster ego goals because they are often associated with strong external 

evaluation and social comparisons. In Maehr's view, these events put stress on 

determining who is the best, a situation which elite performers find stimulating, but: 

The problem comes for the merely interested and merely good. As noted earlier, 
the ego goal situation is known to create an avoidance pattern in those whose 
sense of competence is ambivalent at best, negative at worst. In music, as in any 
other domain if the definition of success or the goal of performance is primarily 
one of determining who is the best among the competitors, most are doomed to 
failure and therefore also doomed to be turned off by the task. One does not 
create enduring motivational patterns by showing people that they are 
incompetent. Insofar as an activity is structured to do that, it will be a 
motivational failure for the large majority of the participants. (Maehr, 1983, p.10) 

One of the variables Hedden (1982) tested for its comparative effects on 

achievement in general music was self-concept of ability in music. Results indicated that 

the students who did the best overall in academic achievement also did well in music. 

Thomas (1992) responded to Hedden's findings by stating that: "What may be masked in 

these results is an assessment of music's place in the lives of the less good students over 
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and beyond its strictly academic value" (Thomas, 1992, p. 426). With this study, I seek 

to investigate Thomas' query by examining the meaning of choir for "less good students." 

I believe that the questions I asked as a teacher of non-select choirs "Who are 

these students? Why are they here? What do they expect to get out of choir? and "Why 

are they behaving the way they are behaving?" can be answered by examining the 

observed motivation behaviors and interviewing the students in order to determine 

aspects of the meaning of choir to them and hence the extent to which they will invest 

themselves in it. 

Background of the Study 

Personal investment theory proposes that a student brings meaning into the 

learning situation, the features of the specific learning situation affect this meaning, and 

the resulting meaning determines personal investment, which can be identified as 

observable behavior. This sequence can be viewed in Figure 1 (page 9). The three 

aspects of personal investment theory crucial to this study are: (a) the significance of 

behavioral observation in personal investment theory, (b) how the meanings a student 

brings to the non-select choir situation are constructed and how these meanings affect the 

student's motivational investment, and (c) the contextual factors that influence that 

meaning. 

Observation of Behavioral Patterns 

Maehr believes that the significant difference between personal investment theory 

and other cognitive motivation theories such as attribution theory (Weiner, 1979), self-



Observable 
Behaviors 

Direction Persistence Continuing 
Motivation 

Intensity Performance 

Personal Incentives 
task goals 
ego goals 

social goals 
extrinsic reward goals 
work avoidance goals 

Meaning 

Perceived Options Sense of Self 
identity 

self-reliance 
goal directedness 

sense of competence 

Antecedents of Meaning 

Socio-cultural context 

Personal experience 

Teaching/learning situation 
social expectation 

task design 

Information 

Age/state of development 

Context 

Context's effect on participants 

Compatibility of context with 
enduring meanings held by 

participants 

Figure 1. Factors leading to personal investment as seen in observable behaviors 
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determination (Deci, 1980), and sense of competence (Harter, 1982) is the observation of 

behavior which prompts motivational inferences: 

One does not ask about the motivation of a child to read or do arithmetic because 
one sees a need, motive, or desire. The initiating factor in prompting discussions 
about motivation obviously relates to something that is seen, to behavior. The 
question, of course, is-What is it that the child or person does that prompts 
motivational questions? (Maehr, 1984, p. 117) 

Personal investment theory calls for the observation of five behavioral patterns: 

direction, persistence, continuing motivation, intensity, and performance. These 

behavioral patterns indicate both how and to what degree individuals are investing 

themselves in a given activity. 

The first observable motivational behavioral pattern, direction, is defined by the 

choices and decisions people make when other choices are available. The second 

motivation behavioral pattern, persistence, is observed when a person pays persistent 

attention to the same task or event for a greater or lesser measure of time. Continuing 

motivation is the third behavioral pattern and here the observational focus is on the return 

to a task after an interruption of some kind. The fourth observable motivational 

behavioral pattern, intensity, is inferred from the amount of energy expended on a task 

and is tied most directly to indices of physical action (Maehr & Braskamp, 1986, p. 4). 

The final behavioral pattern is performance. Specifically, variation in performance elicits 

a motivational inference. Maehr maintains that if variation in performance cannot be 

explained in terms of variation in competence, skill, or physiological factors, then 

motivation is at play. He also cautions that "performance level is not a pure measure of 

motivation" (Maehr, 1984, p. 120). Acquired skills, ability, and a combination of choice, 
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persistence, and intensity make up the performance pattern. Maehr places variation in 

performance level in his taxonomy because it often leads to motivational inferences 

(Maehr & Braskamp, 1986). 

Duda (1989b) was one of the few researchers to study personal investment theory 

the way that it was conceived, as beginning and ending in behavior (Duda, 1988; Duda & 

Tappe, 1988). She maintained that sport and exercise programs were an excellent way to 

study the behavior of direction and persistence. Participation is voluntary and there is a 

great diversity of choice in terms of competition, social evaluation, extrinsic 

reinforcements, level and type of performance, time commitment, degree of formal 

structure, and the possibility to participate as an individual or within a group (Duda, 

1989b, p. 83). She decided to operationalize direction behavior by determining choice 

and persistence behavior by determining if the athlete continued to be involved in sport. 

The non-select choir class also is an appropriate environment in which to examine 

such a factor as the goal perspective of individual students in relation to variations in 

direction, persistence, continuing motivation, intensity and performance. Just as Duda 

pointed out in athletics, choir is not a required course in the great majority of high 

schools in this country. Students elect to participate. The difference between a select 

group and a non-select group is comparable to the athletic counterpart of sport and 

exercise programs that vary in type of activity as well as level of intensity. For example, 

a select choir can be compared to a varsity team in that both settings will usually be 

characterized by a focus on skilled performance, structured competition, and public 

evaluation. Some non-select choirs function as a type of junior varsity or training group, 
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but others function more like an exercise class, in other words a "catch all" for anyone 

interested. 

As stated above, Duda examined the behavior of direction by determining choice. 

I begin as Duda did, by determining whether the students make the choice of non-select 

choir participation, or if they are placed in non-select choir by audition, or by a counselor. 

I then take the concept of behavioral direction further by observing direction behaviors in 

the choral context. Students not only choose direction by simply being there, they also 

once there, invest themselves differently in the experience. In other words, a 

motivational inference can be drawn by observing if, for example, a student displays a 

directional behavior when tardy to choir because he or she spent too much time talking to 

a friend between periods. The tardy student had the choice of being on time or being late 

and in this case the student's social interests took priority over his or her musical 

interests. One can also observe direction by observing off-task behavior. Off-task 

behavior is "any behavior that interferes or is incompatible with previously defined 

situational expectations" (Madsen, C.H. & Madsen, C.K., 1981, p. 272). When a student 

chooses to stare out the window instead of singing, directional behavior is observed. 

One could determine persistence in choir as Duda did in athletics by noting 

student re-enrollment. However, I will observe persistence in a more detailed manner by 

analyzing a student's willingness to stay on-task, especially if it is not an easy or readily 

accessible task. Madsen and Madsen defined on-task behavior as: "behavior consistent 

with definitional classes of behavior previously defined" (1981, p. 272). If students stop 

singing whenever they feel challenged while learning a new song and then wait until the 
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teacher stops the group before joining back in, they are demonstrating a lack of 

persistence. On the other hand, if students keep singing through a difficult passage, 

dropping notes or even full measures here and there, but continuing to jump back in, they 

are showing the persistence one associates with a motivated musician. 

We can observe continuing motivation in a non-select choir by noting when a 

student goes back on task after an interruption. When a director stops a rehearsal in order 

to give directions and students begin to talk to their neighbors, thus missing instructions 

and possibly missing the next entrance, those students are not displaying continuing 

motivation. However, one must be careful in making assumptions here. When students 

ask their neighbors a question or make comments about the piece being performed, they 

could be showing an intense interest, and therefore, continuing motivation instead of lack 

of continuing motivation, would need to be inferred. 

Intensity is far more easily observed in a choir than in a math class. The act of 

singing correctly involves controlled energy. One can both see and hear intensity in a 

choral situation. Two obvious visual clues of intensity are good posture and full, 

energized breathing. A slumped appearance and the production of a lackluster tone can 

indicate a lack of intensity. 

In conclusion, the process of performing in a choir, though more subjective in 

outcome than that described by Duda of basketball, is still an observable phenomenon. 

Thus, when a student of mediocre talent performs well and a talented student who did not 

properly learn the music performs badly, we may attribute the difference in the two 

performances to motivation. 
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Facets of Meaning 

As noted previously, Maehr proposes that observable behavior patterns are an 

indication of the time, energy, and effort invested in a given activity. This investment is 

determined by the meaning one attaches to that activity. In personal investment theory 

the three facets that comprise meaning are personal incentives, perceived options and 

sense of self. (Maehr & Braskamp, 1986, p.63). 

Personal incentives or goals. The first facet of meaning according to Maehr is 

personal incentives. Personal incentives will be referred to as goals in this study. A goal 

indicates what an individual expects to receive as a result of his/her activity. Goals guide 

a person's behavior, seen as investment of time and effort in an activity. In order to 

discover what goals are salient for a student we need to ask such questions as: "What do 

you expect to get out of performing?" and, "How do you define success or failure in 

choir?" (Maehr & Braskamp, 1986). 

Maehr suggests that even though individuals do not spend very much time 

thinking about goals and purposes for the task at hand, they do operate in terms of what a 

given situation yields for them: 

They have latent knowledge of what they hope and expect from specific situations 
and, if properly cued, can state this. Moreover, these beliefs about the situation 
should and will affect their behavior in predictable ways. In short, it is possible 
simply to ask people what they hope to accomplish in a given situation with a 
realistic hope that they can provide accurate answers. (Maehr, 1984, p. 127) 

Personal investment states that there are four types of goals that are relevant to a 

school situation. They are task goals, ego goals, social goals, and extrinsic reward goals. 

Current research in goal theory has added work avoidance goals which I believe are 



15 

pertinent to research in non-select choir students, and are therefore included in this study 

(Nicholls et al., 1985; Meece et al., 1988; Meece & Holt, 1993; Nicholls et al., 1990; 

Nicholls, Patashnick, Cheung, et al., 1989; Nolen, 1988; Thorkildson, 1988). 

A student holds a task goal when he or she displays one or both of the two 

motivational patterns associated with this type of goal: enjoying the task for its own 

sake, and/or the development of personal competence. The first category of task goal 

derives from the work of Csikszentmihalyi (1975). Csikszentmihalyi describes a "flow" 

experience where the person is intrinsically interested and totally absorbed in the task. 

The person is drawn to the task because the experience itself is enjoyable. The 

gratification comes from concentrating attention and knowledge in striving to accomplish 

a challenging goal. The level of challenge and the level of knowledge must match in 

order for the powers of consciousness to be completely occupied, thus facilitating the 

flow experience (Csikszentmihalyi, 1995). Elliott (1995) describes the flow experience 

as follows: 

The doer experiences a oneness with the doing of the action itself. When we are 
thinking-in-action effectively, events follow one another so smoothly, with such a 
feeling of flow, that our actions seem effortless, or spontaneous. But as we now 
understand, enjoyable experiences only seem effortless, thoughtless, and natural. 
In fact, the enjoyment that arises from successful actions is anything but 
effortless. Consciousness is ordered and enjoyment arises through learning how 
and knowing how to deploy one's knowledge in relation to particular contexts and 
criteria of action. (Elliott, 1995, p. 117) 

The second task goal motivation pattern is to demonstrate competence, or to 

improve skill. Both the intrinsic interest and competence motivations involve internal 

incentives with little concern for external factors. 
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Holding ego goals indicates a preference for doing better than others. The ideal is 

to appear smart or talented in comparison to one's peers. A student who holds this goal 

will try at all costs to avoid appearing untalented, not smart, or unable. Holding ego 

goals has been labeled "maladaptive" (Dweck & Leggett, 1988). Ego goals have been 

associated with negative feelings about oneself and school work as the result of failure, 

lack of persistence, and attributions of success to ability (Maehr & Nicholls, 1980; 

Nicholls, 1984; Meece, Blumenfeld, & Hoyle, 1988). Ego goals also encourage a 

tendency to give up when faced with the possibility of failure (Diener & Dweck, 1980) 

and the use of surface level cognitive strategies (Meece et al., 1988). 

Task goal orientation has been found to be crucial to persistence behavior and ego 

goal orientation has been found to thwart it (Ames & Felker, 1979; Covington, 1983; 

Nicholls, 1984). Thomas (1992) notes that since students are not encouraged to study 

music because it is not perceived to lead to a secure future, it is critical that music 

teachers encourage task as opposed to ego orientations. "Thus the motive 'to do one's 

best' or 'just enjoy,' as opposed to 'being better than' the next person, may be not only 

desirable but essential to maintaining students' continuing motivation in music" (Thomas, 

1992, p.430). 

Social goals are displayed when the purpose of task engagement is to seek social 

approval and affiliation. Socialization research suggests that motivation towards school 

and schoolwork is affected by students' concerns about their social relationships with 

peers and significant adults (Fordham & Ogbu, 1986; Steinberg & Silverberg, 1986; 

Juvonen & Weiner, 1993; Phelan, Davidson, & Cao, 1991). 
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When a person engages in a task for reasons of external rewards such as awards 

and trips, that person holds extrinsic goals. The use of external rewards is common 

practice in music education and its merits have been frequently discussed among 

practitioners (e.g., Barfield, 1983; Warrener, 1985; Kennedy, 1984; Fant, 1995). 

However, goal research has found that a student holding extrinsic goals will see a task not 

as an end in itself, but a means to some other end. An extrinsic goal orientation demands 

the presence of rewards for continuing investment (Deci, 1975). Also, when a student 

holds extrinsic goals they will inevitably take few risks and will not experiment with 

skills (Maehr, 1983). 

Students holding effort avoidance goals hope to do as little work as possible and 

try to "put one over on the teacher" (Nicholls, Patashnick & Nolen, 1985). In contrast to 

task and ego goals, effort avoidance is considered to be a type of avoidant rather than 

approach goal (Meece, Blumenfeld, & Hoyle, 1988; Meece & Holt, 1993). Choir 

directors sometimes suspect that certain students have enrolled in non-select choir 

because they believe it will be an "easy A." Effort avoidance goals need to be examined 

for this reason. 

Sense of self. The second facet of meaning is sense of self. Sense of self 

encompasses a set of perceptions, beliefs, and feelings about oneself. Maehr identifies 

four facets of self: identity, self-reliance, goal-directedness and sense of competence. 

Identity refers to the reference group that a student associates with and the 

significant others that influence that student's perception of his or her identity. Self 

identity defines what is worth striving for, and how the striving should occur. "The 
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critical feature here is the perceived characteristics of individuals the person believes to 

be important in his or her life. It is presumed that what these significant others value will 

modify his or her behavior" (Maehr & Braskamp, 1986, p.59). Self-reliance is not the 

same as sense of competence. Maehr defines self-reliance as the perception of control 

one has over one's own destiny. A goal directed person is becoming something rather 

than just being something. A student who is goal directed has the ability to delay 

gratification, set performance goals, schedule him or herself, and to make plans for the 

future (Maehr & Braskamp, 1986, p.60). Sense of competence refers to the assessment a 

student makes about whether or not he or she can do something. People who believe they 

are competent will participate in an activity because it provides self-enhancement and 

people who do not believe they are competent will avoid an activity to avoid a test of 

their ability (Maehr, 1986, p.60). "Among the components of motivation, sense of 

competence looms especially important, if not absolutely primary" (Maehr, 1983, p.9). 

Perceived options. The third facet of meaning is perceived options. They are the 

possibilities one perceives as being available and/or appropriate for oneself. What is 

deemed appropriate is defined in terms of the norms and values that happen to exist for 

the student in his or her respective culture or group (Maehr, 1984, p.61). For example, a 

high school boy may have no real interest in choral singing because it is not an identity 

characteristic or an inherent part of his cultural world. If a counselor placed him in non-

select choir because it is the only elective open in a certain time slot, this may represent 

no choice on the part of the student and would not indicate a motivation to achieve in this 

situation. 
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Another example of perceived options in music concerns the limitations students 

may place on themselves because they do not have a high self-concept in music. Vispoel 

(1982) designed a study to determine what goals 2,014 ninth and twelfth graders in six 

high schools held for varied performance areas. He found a "marked similarity" in 

student's goals between the aesthetic and sports worlds. In both subject areas, students 

were found to view success as the product of individual ability and effort. Maehr (1983) 

was concerned with Vispoel's additional finding that the importance of success for many 

sport and aesthetic students lies in the sense of individual mastery and in the recognition 

one can attain. If this is the case, Maehr believes that the perceived options of non-elite 

music students will limit their participation: 

If recognition and admiration are indeed seen as the fruition of participation in the 
realm of the aesthetic, the arts do not easily become the property of the masses. 
Clearly, admiration can only go to a few. Moreover, the fact that "natural ability" 
is a primary cause of achieving success further reinforces the perceived elite 
status of the arts. If these perceptions are typical of high school students, it is not 
hard to see why music teachers regularly worry about lack of motivation or wider 
participation and support. (Maehr, 1983, p.10) 

The meanings that students hold develop from various sources. Maehr calls such 

sources antecedents of meaning. These antecedents include the sociocultural context of 

the person, personal experiences, age and stage of the person's development, the 

performance situation (i.e., teaching-learning situation), and information (Maehr, 1984). 

Context 

In order to comprehend the complete motivation picture, one not only must assess 

the behaviors observed and the meanings that mediate these behaviors, it is also crucial to 
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evaluate the qualities of contexts that may influence personal investment. Maehr put it 

this way: 

Personal investment is influenced by certain meanings that people hold, and these 
meanings, in turn, are partially determined by the nature of the situations in which 
people find themselves. The measurement problem is twofold: (1) to determine 
whether the context is likely to encourage the participants to hold certain 
meanings, and (2) to determine whether the environment is compatible with the 
enduring meanings held by the participants. (Maehr, 1986, p.74) 

Evidence indicates that the psychological environment in the classroom affects 

motivation and achievement (Ames, 1987). Teachers have been shown to influence 

student goal orientations through instructional practices and procedures (Ames & Archer, 

1988; Meece, 1991; Meece, Blumenfeld, & Hoyle, 1988). Specifically, teacher emphasis 

on the importance and meaning of various learning tasks and their stress on individual 

effort and progress have been shown to encourage task goal focus in their students. 

(Ames, 1990; Maehr & Midgley, 1991). Conversely, teachers who emphasize relative 

ability and public evaluation will influence their students to compare themselves to others 

(ego goal focus). 

There is also evidence to support a view of school as a psychological environment 

capable of influencing motivation and achievement (Maehr & Midgley, 1991; Maehr, 

1992). Different stresses within the classroom and in the school-wide context relate to 

different facets of motivation and therefore produce varied learning outcomes. 

Consequently, 

...it seems that just as one can define the environment of the classroom in goal 
theory terms (cf. Ames and Archer, 1988), so can the school be defined. Similar 
goal dimensions seem to exist for these two different "psychological 
environments." And just possibly, the psychological environment of the school is 
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different than the sum of its classroom counterparts. (Maehr & Midgley, 1991, p. 
4) 

In addition, the psychological environment of the school affects students from different 

ethnic and social backgrounds in varied ways (Maehr & Fyans, 1989). 

The effect of a learning setting on student goal orientations can be found in the 

tendency of some schools to focus on the demonstration of relative ability rather than 

progress in learning as an indication of students worth. Another important effect of 

context is the degree of freedom and independence it offers students in determining when 

and how to complete a job or task (Anderman & Maehr, 1994). 

The effect of the context on students' perception of meaning can be observed by 

examining the goal/reward structure. Is this structure competitive, cooperative or 

individual? It is also important to observe roles/power relationships and the 

evaluation/feedback patterns that are present in the context (Ames & Archer, 1988; 

Meece, 1991; Meece, Blumenfeld, & Hoyle, 1988). 

Are the incentives available in the non-select choir context a match for the goals 

brought to the situation by the students? Does the situation breed conflict and discontent? 

The teacher is not the only person with the power to influence the context and hence the 

meaning of choir. The social organization frequently develops separately from the 

formal organization of the class and is regularly devised and controlled by the students. 

This social organization also exerts a strong influence on the meaning of choir to the 

participating students. Students with a social goal orientation of wanting to be in choir to 

have fun and be with their friends could both experience and cause conflict. 
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Associated with such organization is a set of expectations for the participants, 
both collectively and individually, regarding how they should perform, behave, 
and even feel. These expectations also affect people's perceptions and definitions 
of personal incentives, action possibilities, and sense of self. If the situation, the 
peers, or both are changed, meaning and personal investment will likely also 
change. (Maehr & Braskamp, 1986 pp.63-64) 

Music education research reveals a need to examine specific contexts in music 

education situations. This need is revealed from an interpretation of the results of the 

attribution studies conducted by Asmus (1985,1986,1989). These attribution studies 

indicate that differences between contexts (schools, music programs, and music teachers) 

may be important factors in determining student persistence and enjoyment. 

In summary, personal investment theory suggests that students' observed 

motivation behavior is determined by the meaning they attach to a given task or activity. 

Meaning involves three interrelated categories of cognition: personal incentives, sense of 

self, and perceived options. Several antecedents beget the meaning a person attaches to a 

given activity: sociocultural context, personal experiences, age/stage of development, 

information, and teaching-learning situation (which is defined in terms of social 

expectations and task design). Finally, this meaning can be influenced by contextual 

factors such as goal/reward structure, roles and power relationships, evaluation/feedback 

patterns, and the match of the student and the context. 

Purpose and Problems 

The purpose of this study is to determine the relationship of selected personal 

investment behaviors to the meaning non-select choir members attach to their choral 

experience. 
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Problem 1. To describe the direction, intensity, continuing motivation, and 

persistence behaviors of selected choral students within the context of the non-select 

choral ensemble. 

Problem 2. To determine the meaning each of the selected students attaches to the 

experience relative to sense of self, perceived options, personal incentives, and other 

salient antecedents to meaning and contextual factors cited by the students. 

Definitions 

1. Personal Investment - When a person is observed making behavioral choices 

and displaying persistence, Maehr & Braskamp suggest that person is investing his or her 

personal resources of time, talent, and energy in a certain way. This investment of 

personal resources is labeled personal investment. "It is a concept that appears to 

integrate a collection of behavioral patterns, all of which reflect a degree of attraction 

toward something. But the emphasis is on something that is done that is observable, 

objective, and quantifiable" (Maehr & Braskamp, 1986, p. 9). 

2. Direction Behavior - Direction is indicated when a choice is made from among 

a set of possible actions. When students attend to one thing as opposed to another, an 

inference can be drawn that they are motivated in one way but not another. "It is the 

observation of change in direction that occasions the inference that motivation of some 

kind is involved" (Maehr & Braskamp, 1986, p. 3). This study will use the term direction 

to indicate two different choices. The first choice to be determined is whether the student 

chose to be in non-select choir class. The second directional choice is how the student 
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behaves while in the non-select choir situation. Direction behavior can be observed when 

a student chooses to be on-task or off-task.. 

3. Persistence Behavior - Persistence relates to continuous activity; it is indicated 

when the same direction of behavior is maintained. "The person repeatedly chooses the 

same (or closely similar) behavioral alternatives while simultaneously rejecting other 

alternatives" (Maehr & Braskamp, 1986, p.4). Persistence in this study will be indicated 

by observing persistent attention paid by a student to the same task or event for a greater 

or lesser measure of time. 

4. Continuing Motivation - Continuing motivation is indicated by the return to a 

task after an interruption of some kind (Maehr & Braskamp, 1986, p. 4). 

5. Intensity - Intensity refers to the amount of energy expended and is tied most 

directly to indices of physical action and activity level. "Observations of intensity might 

suggest not only direction but also the amount of investment" (Maehr & Braskamp, 

1986, p. 6). 

6. Performance - "If variation in performance cannot be explained in terms of 

variation in competence, skill, or physiological factors, then a motivational inference is 

frequently drawn. Performance level is not a pure measure of motivation. It is a product 

of acquired skills, ability, and a combination of the behavioral patterns already reviewed. 

Thus, choice, persistence, and intensity are all likely to be reflected in performance." 

(Maehr & Braskamp, 1986, p.5) 

7. Meaning - The concept of meaning in this study will also be defined as it is in 

personal investment theory. Meaning refers to a person's thoughts and perceptions and to 
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their purposes and goals. There are three interrelated facets of meaning: (a) sense of self 

which are a person's thoughts about self, (b) personal incentives or the personal goals 

associated with performing in a situation, and (c) perceived options; the options 

perceived to be available in a situation (Maehr & Braskamp, 1986, p.48). 

8. Sense of Self - The term "sense of self' is used in a general sense, defined as 

the collection of perceptions, beliefs, and feelings about who one is as seen in identity, 

self-reliance, goal directedness and sense of competence. (Maehr & Braskamp, 1986). 

9. Identity - The individual's perception of him or herself as being associated with 

specific groups and the people he or she holds to be significant. 

10. Self-Reliance - The individual's perception that he or she essentially controls 

his or her own destiny. The person is not a pawn but an originator. A self reliant person 

determines what will happen for him or herself in a given situation (deCharms, 1968; 

Deci, 1980) 

11. Goal-Directedness - A goal directed person is directed toward becoming 

something rather than just being something. A goal directed person has the ability to 

delay gratification and sets performance goals, and schedules the work needed to achieve 

these goals (Maehr & Braskamp, 1986, p.60). 

12. Sense of competence - Refers to the assessment a student makes about 

whether or not he or she can do something. 

13. Goals - Maehr uses the term personal incentives to indicate what an 

individual expects to receive as a result of his/her activity. This study will use the term 
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goals instead of personal incentives. Goals guide a person's behavior, seen as investment 

of time and effort in an activity. 

14. Task Goals - Maehr and Braskamp list two types of task goals. A task goal 

is held when the purpose for putting forth effort is to enjoy the task for its own sake 

and/or for the development of personal competence. 

15. Ego Goals - Holding ego goals indicates a preference for doing better than 

others do. Success is measured in terms of others; the goal is not only to improve one's 

own performance but also to do better than others do (Maehr & Sjorgren, 1971). 

16. Social Goals - Social goals are displayed when the purpose of task 

engagement is to seek social approval and affiliation. 

17. F.xtrinsic Reward Goals - When a person engages in a task for reasons of 

external rewards such as awards and trips, that person holds extrinsic goals. 

18. Work Avoidance Goals - Students holding work avoidance goals believe in 

doing as little work as possible and try to "fool the teacher" (Nicholls, Patashnick & 

Nolen, 1985). 

19. Perceived Options - The behavioral alternatives or action possibilities that a 

student perceives to be available to him or her in the school context. What is deemed 

appropriate is defined in terms of the norms and values that happen to exist for the 

student in their particular culture or group (Maehr, 1984, p.61). 

20. Antecedents of Meaning - Refers to the enduring meanings a student holds 

for choir or the background information needed to understand how a student's goals, 

sense of self, and perceived options are formed. This study will use the term as Maehr & 
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Braskamp (1986) did when they organized this information into five categories of 

antecedents to meaning. The antecedents of meaning are sociocultural context, personal 

experiences, age/stage of development, information, and teaching-learning situation. 

21. Sociocultural context - Refers to the sociocultural factors that influence 

students' achievement-related behaviors: gender, SES, and ethnicity 

22. Personal Experiences - Personal investment theory maintains that personal 

experiences, especially those derived from the home socialization experience will also 

affect a person's goals and their sense of self. 

23. Information - Refers to a person's knowledge about the options that are 

perceived to be available to him or her in an achievement-oriented situation. 

24. Age or Stage of Development - Personal investment theory maintains that the 

meaning a person holds is also a result of that person's age and stage of development. 

25. Teaching-learning Situation - Personal investment theory maintains that the 

way teaching and learning are occurring in a specific classroom context has two effects 

on meanings held by students: social expectation and task design. 

26. Social Expectation - Every organization of people has a set of expectations 

for the participants as a group and individually for the way that group members should 

behave. These expectations also affect people's perceptions and definitions of personal 

incentives, action possibilities, and sense of self. Maehr and Braskamp suggest that this 

social organization often develops apart from the formal organization and is frequently 

peer-initiated and peer-controlled (Maehr & Braskamp, 1986). 
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27. Task Design - The task design effect of the teaching-learning situation refers 

to the properties of the task that might affect the meanings that the task has for students. 

Maehr lists four interrelated and overlapping factors in task design that are important in 

determining which personal incentives will be held in a given situation. They are: 

inherent attractiveness, feedback, autonomy, and compensation. 

28. Inherent Attractiveness - Refers to how interesting or intrinsically motivating 

the task is to the person. An inherently attractive task has three variables: task identity, 

skill variety, and challenge (Maehr & Braskamp, 1986, p.4). 

29. Task identity - Refers to the extent to which someone can begin and complete 

an identifiable piece of work by his or her own efforts (Maehr & Braskamp, 1986, p. 64) 

30. Skill variety - Refers to the extent to which someone needs to use a number 

of different skills and talents to complete the diverse aspects of a job or task. 

31. Challenge - Refers to the difficulty of a task. (Maehr & Braskamp, 1986, 

p.64) 

32. Feedback - The evaluation of task performance: what is evaluated, how the 

evaluation is done, and what use is made of evaluation information. 

33. Autonomy - The extent to which a person has freedom and independence in 

determining when and how to complete a job or task. 

34. Compensation - When employing personal investment theory in an 

educational setting the term compensation refers to extrinsic rewards. 
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35. Context - Refers to the expectations demanded of students in the classroom 

context. These expectations, class structures, and teacher cues influence the meaning of 

the class for individual students and hence influence their behavior. 

36. Individual goal structure - Teacher emphasis on the importance and meaning 

of various learning tasks and stress on individual effort and progress 

37. Competitive goal structure - Teacher emphasis on procedures that emphasize 

relative ability such as posting grades and hanging up the best work. 

38. Cooperative goal structure - Teacher emphasis on group work and 

cooperating with other students towards the successful completion of a task. 

39. Individual reward structure - Compensation based the successful completion 

of various learning tasks, individual effort and progress. 

40. Competitive reward structure - Compensation based on a norm-based 

structure. 

41. Cooperative goal structure - Compensation based on group accomplishment 

of a shared task. 

42. Roles/Power: Teacher control/student forced obedience - Teacher behavior 

which emphasizes control of the students and all aspects of the learning situation on the 

part of the teacher and obedience to the teacher on the part of the students. 

43. Roles/Power: Student autonomy and self-reliance - Teacher behavior that 

gives the students choices in what and how they are going to learn. 
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44. High level questions - Teacher's questions are considered high if they involve 

skills above the comprehension level on Bloom's Taxonomy of Educational Objectives 

(Bloom, Engelhart, Furst, Hill, & Krathwohl, 1956). 

45. Low level questions - Teacher's questions are considered low if thev involve 

skills below the comprehension level on Bloom's Taxonomy of Educational Objectives 

(Bloom et. al, 1956). 

46. High level feedback - Teacher's feedback to students is considered high if the 

teacher's comments or behaviors probed for student level of understanding. 

47. Low level feedback - Teacher's feedback to students is considered low if the 

teacher's comments or behaviors simply affirm or negate student answers. 

48. Racial Designations 

The publication manual of the American Psychological Association (1995, p. 52) 

states that either "African American" or "Black" are acceptable terms to use when 

designating a person of this ethnicity. The APA manual suggests deferring to the 

participants' choice of terms. The students in this particular context preferred to use 

"Black." 



CHAPTER TWO 

RELATED LITERATURE 

Introduction 

To understand why personal investment theory guided this study, a general 

introduction to motivation in music is necessary. In her review of research in student 

motivation and music, Thomas (1992) placed these studies into three categories: (a) The 

relationship between attitudes about music and self-esteem (Nolin, 1973; Nolin and 

Vander Ark, 1979; Vander Ark, Nolin, & Newman, 1980), (b) the self-concept of ability 

(Hedden, 1982; Greenburg 1970), and (c) attributions to success and failure as 

characterized by the work of Asmus (1985,1986a, 1986b) and Austin (1988,1991). 

Thomas summarized her review of these studies by acknowledging evidence which 

indicated that: (a) student attitudes toward music decline with age, (b) self concepts are 

related to achievement, (c) as students mature they increasingly make attributions of 

ability rather than effort. Thomas also found that all studies reviewed corroborated 

motivational behavior observed in other academic areas (Thomas, 1992, p. 428). One of 

the aspects not examined in the studies above is context, an important dimension in 

defining student goals, the cooperation that exists among students, the student-teacher 

relationship and the parent-child relationship (Thomas, 1992). 

These four aspects and their related constructs have been given careful 

consideration by cognitive motivationists as shown in Table 1. Cognitive motivationists 
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emphasize the constantly shifting interaction of the person and the environment and the 

value of the task to the individual in promoting achievement motive strength. Maehr's 

theory of personal investment is strongly situated in this school of thought (Maehr & 

Braskamp, 1986). 

Table 1 

Important Constructs Proposed bv Proponents of Cognitive Motivation 

Construct Research 

Goal Theory 

Constructive Failure 

Self Worth 

Learned Helplessness 

Developmental Changes 
and Classroom Environment 

Conceptions of Ability 

Motivational Orientations 

Achievement Choices 

Step-path Theory 

Third Generation Attribution Theory 

Ames (1981, 1984, 1987, 1990,1992) 

Clifford (1984) 

Covington (1983,1984) 

Diener and Dweck (1978,1980) 

Dweck (1986,1988) 

Eccles and Midgely (1989) 

Nicholls (1978, 1984, 1984a, 1984b) 

Nicholls & Miller (1984) 

Nicholls et al. (1989,1990) 

Nolen (1973,1988) 

Parsons (1982,1982a, 1983) 

Raynor(1983) 

Weiner (1979). 
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Meaning in Music Education Research 

Personal investment theory suggests that students' observed motivation behavior 

is determined by the meaning they attach to a given task or activity. The following 

investigations have examined what the musical experience means to those participating. 

The results of these studies on the meaning of instrumental and vocal music to the 

participants help to illuminate the complex interaction between the characteristics of 

persons and situations. Examining meaning in the context of motivation can lead to an 

understanding of what the musical experience means to music students, hence why they 

initially chose to participate in music, and more importantly for this study, why those 

who continue to participate, do so. Even though these studies were not conducted using 

personal investment theory they also explore multifaceted definitions of meaning. For 

example, Hylton defined meaning "as a psychological construct with cognitive and 

affective aspects, manifested overtly through behavior, reflecting an individual's 

evaluation and valuing of an experience" (Hylton, 1981, p. 288). Hylton's definition is 

similar to Maehr's in that in both, meaning can be observed in students' behavior. It can 

also be argued that Hylton's "an individual's evaluation and valuing" is an aspect of the 

construct Maehr refers to as personal incentives or goals. The following studies are 

helpful in understanding the meaning of the musical experience and why students chose 

to participate in music. 

Jorgensen (1974) investigated reasons to participate in band as seen through the 

perceptions of band section leaders, band directors and principals from 55 high schools. 

He created a 60 item instrument to measure motivations to participate. Results revealed 
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that select, elite students participated in band because of musical interest, social benefits, 

aesthetic needs, future playing plans, career interests and enjoyment. Students related 

that the most important benefit from band participation was the continuation and 

development of musical skills and interests, satisfying aesthetic needs, and social 

benefits. Social benefits were as important to the students as musical motivations. 

Farrell (1972) investigated the meaning of choral singing to adult singers in a 

recreational format. She also sought to determine whether singers would group 

themselves into types based upon the meanings of their experience. In addition, she 

studied the relationship between type profiles, music discrimination skills, socio-

economic background, and previous musical training. 

Farrell's investigative procedure was based on that of Gorlow and Schroeder 

(1968), who developed statements to investigate the meaning of religion. After a review 

of the literature on the meaning of music, she chose theoretical and empirical meanings 

and classified them into the following categories: integrative, spiritualistic, incidental, 

communication, music purist, social status, psychological, and collective. She then 

elicited statements of meaning from a variety of singing groups and codified them by 

factor category. A Q-sort deck of 67 statements was constructed. A Q-sort requires 

subjects to categorize statements on a like-dislike scale. The number of responses on 

each point of the scale is specified to simulate a normal distribution. 

The participants completed the Q-sort, the Indiana-Oregon Music Discrimination 

Test and an author-devised background questionnaire. 184 adult singers from the 

Harrisburg, Pennsylvania area who participated in the Harrisburg Choral Society, two 
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church choirs, The Pennsylvania State Employees Recreation Association choir, two 

Gospel singing groups, men and women barbershoppers, and the Post Office Men's 

Chorus completed these instruments. 

Factor analysis revealed discernible differences in the perception of meaning 

among the various types of singers. These meanings were clustered into integrative, 

spiritualistic, incidental, communication, music purist, social status, psychological, and 

collective categories. On the basis of type of meaning exposed, Farrell identified seven 

types of singers, including the Happy Fella, Music Missionary, Proud Groupie, Music 

Addict, Music Achiever, Earnest Musician and Music Acculturalizer. The Music 

Missionary, Proud Groupie and Earnest Musician accounted for 85% of the total variance 

of all types and 84% of the total number of singers studied. 

Meaning was related to the kind of choral group in which the singer participated. 

The Earnest Musician was discovered most often in the Choral society; the Music 

Missionary was detected most often in the church/gospel choirs and the Proud Groupie 

was found most often in the barbershoppers. The relationship between music 

discrimination skills, past music lessons and type of singer was also significant. Of 

importance to the current study is Farrell's conclusion that types of singers could be 

identified with the type of organization in which they sing. Hence, the organizational 

context helped to determine meaning for these singers. 

Hylton (1981) investigated the meaning of the high school choral experience to 

choir students. Hylton, like Farrell, based his investigative procedure on that of Gorlow 

and Schroeder. However, he did not do a Q-sort. The development of Hylton's 
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measurement instrument began by asking 189 students what the choral experience meant 

to them and what part singing played in their lives. This open-ended question generated 

420 responses, which a preliminary review reduced to 62 statements of meaning. A 

review of literature indicated a need to add ten statements of a spiritual nature and a 

Likert-type rating scale was constructed. This instrument was administered to 251 

subjects in a pilot study. Six factors remained after factor analysis. Content and 

Construct validity and factor reliabilities (r = .87-.95) were established. 

The revised Choral meaning survey was administered to 673 students in 14 

choirs. A multidimensional conceptualization of meaning was discovered. Six factors of 

the meaning of high school choral singing experience were revealed by a principal 

components factor analysis with oblique rotation. These factors were: (a) Achievement. 

represented by statements dealing with the gratification gained through music as a result 

of achievement rather than competition; (b) Spiritualistic, represented by statements 

reflecting such spiritual meanings as "to give others a message through my singing," "to 

fulfill God's call for me," and "to experience spiritual uplift;" (c) Musical-Artistic, these 

statements dealt with opportunities for musical growth and development; (d) 

Communicative, these statements expressed a concern for the sharing of ideas and 

feelings with an audience; (e) Psychological, represented by statements concerning self-

development and personal satisfaction. For example, "To find out who I am," "To relax 

and forget my problems for awhile;" (f) Integrative, these statements dealt with the social 

aspects of choral singing. Since the meaning of choral singing is a multidimensional 

concept, Hylton suggested that music educators should consider a philosophy of music 
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education that considers all the dimensions of the meaning construct. Even though 

Farrell and Hylton used different measurement techniques and different age subjects and 

Farrell grouped singers into types, while Hylton determined the constructs of the meaning 

of choral singing, the identification of factors involved in the meaning construct were 

similar. 

Seago (1993) used Hylton's Choral Meaning Survey and an investigator-

constructed questionnaire to identify motivational factors that influenced participation in 

20 (N=956) Southern Baptist church choirs in Houston, Texas. The choir member's 

responses were also analyzed for gender, ethnicity, age and total years of formal training 

and participation in church choirs. 

Hylton had set out to determine the meaning of the choral experience which he 

stated was "manifested overtly through behavior, reflecting an individual's evaluation and 

valuing of an experience" (Hylton, 1981, p. 288). Seago used the same meaning 

constructs Hylton had identified as motivational factors. This is completely in line with 

personal investment theory's assertion that the meaning students attach to a given activity 

is an important determinant of the extent to which they will invest themselves in that 

activity. 

As in Hylton's work, principal components factor analysis was used to analyze the 

choir members' responses. Oblique rotation reflected the inter-relationships among the 

identified motivational factors. The motivation factors identified were identical to the 

meaning constructs Hylton had discovered: musical-artistic, spiritualistic, achievement, 

communicative, psychological and integrative. The church choir member factor loadings 
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were compared with the scores of Hylton's high school chorus subjects and the results 

indicated almost identical loadings. Seago concluded that motivation to participate in 

volunteer choirs is cultivated when directors seriously consider and plan for aspects of 

socialization, skill development, and performance challenges. 

It was surprising to read that the motivations identified were not influenced by 

gender, age, ethnicity or years of formal training and participation in church choirs. This 

finding should be investigated further. 

The purpose of Mill's study (1988) was to determine what the meaning of the high 

school band experience was to the students participating and to investigate the 

relationship between the meanings and band activities. Mills defined meaning as "the 

total of the intended results and the by-products of the band experience as perceived and 

valued by the individual" (Mills, 1988, p.4). 

Mills constructed The Band Meaning Survey from open-ended statements 

collected from 243 band members from three high schools. The finalized instrument 

contained 71 statements of meaning rated on a five-point agree-disagree scale. It was 

given to 1,140 band members to complete. 

Two sets of Factor Analysis were run. The initial common factor analysis 

revealed ten specific dimensions of meaning: Group Accomplishment, Social 

Enrichment, Musical Performance, Recreation, Self-improvement, Musical Aesthetics, 

School Identity, Interpersonal skills, Musical Achievement, and Musical Development. 

The final oblique rotation revealed five general dimensions of meaning: Personal 
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Development, Social Enrichment, Musical Growth, Group Identity, and Recreative 

Activity. 

Band activities were examined by categorizing the participating bands into high, 

moderate, and low levels of marching activity and high, moderate, and low levels of non-

marching activity. Analysis of variance followed by a Scheffe test for significant 

differences at the .05 level revealed that there were no significant differences between 

ratings of the bands who were rated high in marching activities and those whose 

participation was low in marching activities for eight of the ten initial factors and for four 

of five final factors. In addition, both of these groups rated most dimensions of meaning 

higher than the moderate marching activity level. Mills suggested that this finding might 

be the result of high marching activity bands doing better at contest, and thus feeling 

more success, which would influence meaning differently than the moderate levels. He 

also hypothesized that the high and low activity level bands did not differ significantly 

because the low activity level bands may not have had high aspirations for contest and 

thus may not be as frustrated as a moderate activity level band. Ratings by the high non-

marching activity group were significantly higher than those of the moderate activity 

group and those by the low activity group for overall meaning and for the general 

dimensions of Musical Growth, Personal Development, and Group Identity. 

The Farrell, Hylton, and Mills studies indicate that the meaning of the musical 

performing group experience is a multifaceted one with both musical and nonmusical 

dimensions. There are also some common findings in factors, for example Hylton's Self-
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Perception dimension and Mill's Personal Development; Hylton's Musical-Artistic and 

Mill's Musical Growth. 

Mills points out an interesting difference in meaning between the band experience 

and the choral experience with the absence of the Hylton's Spiritualistic dimension in 

band members. Not one of the 243 students participating in the initial open-ended 

statement portion of Mills survey construction alluded to spiritual meaning. Mills 

suggests that singers might take meaning from the words they sing. Also, I believe it 

would be interesting to determine if more choir students participate in church choirs than 

band students. If they do, does this participation effect their interest in a spiritual 

connection with music? As Farrell's study indicates, the type of activity affects the 

meanings held by the participants. For example, the Music Missionary was found more 

often in church/gospel choirs than in the other organizations that she studied. 

Hurley (1992) studied the motivations of young string players to understand their 

reasons for beginning, continuing and discontinuing participation in their school string 

program. He analyzed the open-ended question responses of the string students with a 

framework derived from a model based on cognitive theories of achievement motivation. 

This model emphasized an individual perception of achievement, self-concept of ability, 

personal expectations, and the kind of personal values that effect such achievement 

behaviors as choice and the value of the task to the individual. 

Twenty-one students participated in taped 30-minute, private interviews. 

Interviews were transcribed for the analysis procedure, which was addressed in three 

stages. In the first stage reasons for beginning string instruction of six fourth grade 
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beginners, six continuing sixth graders, and nine students who had stopped participating, 

were analyzed. The second stage of analysis determined if there was a change in student 

motivations to study strings and if so, what factors influenced this change. The third 

stage of analysis determined the motivations for continuing or discontinuing in the string 

program. The first stage analyses revealed that cultural background played an important 

part in influencing students decision to play a string instrument. The most common factor 

found in beginning string students was the influence of a family member or friend. 

Second stage analyses noted that discontinuing students experienced a change in their 

perception of the cost of participation, such as the time taken from other valued activities. 

This changed the strength of a student's motives to continue. The changes continuing 

students experienced were the result of a growing task-oriented interest. These students 

also expressed what Maehr labels goal-directedness as demonstrated in their goals for 

future involvement in string playing. The third stage analysis found that continuing 

students derived personal satisfaction from their experience through feelings of 

accomplishment, the challenge of playing a string instrument and their enjoyment of the 

music. These factors lead to a growing commitment as expressed in long-range goals. 

Students who decided to quit playing strings did so for a variety of reasons. This was not 

a single issue phenomenon but rather a combination of factors that contributed to the 

decision to quit. These students did not find the effort of practicing worth the cost in 

terms of their personal value systems, the class was no longer fun for them, friends and/or 

siblings had dropped out and other activities, such as sports, had taken precedence. 
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One of the few studies specifically designed to answer questions about non-select 

music groups investigated college level nonselect bands (Casey, 1994). This descriptive 

study was conducted to gather information on the nonselective concert bands in 508 

NASM member institutions of which two thirds offered this class. The information 

relevant to my study is concerned with the reasons student cited for their participation. 

Casey's study confirmed the possibility of non-select music students holding 

multiple goals for their participation in a performing organization. Student members 

cited many reasons for initially enrolling and for their continued participation. But "No 

audition for membership" was the strongest influence on their original decision to enroll. 

The students revealed that the factors which most influenced their continued involvement 

were (a) enjoyment of performances and rehearsals, (b) the grade, and (c) social contacts. 

The survey revealed that grading practices in the participating band programs were 

largely attendance based. 

Looking at these results from the perspective of personal investment theory one 

sees that the most cited factor for the motivation behavior of continued motivation, the 

enjoyment of performances and rehearsals, is a task-, rather than an ability-focused issue. 

Also of interest is the grade factor, which is not a competitive grade, because most 

college level non-select band directors were shown to base grades on attendance. This 

lack of competitive grading is another indication of a structure that supports a task focus. 

It is interesting to speculate if any of the students who cited "grade" as a reason for 

continued involvement, when all one has to do to receive an A is to show up, constituted 
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in part, an goal orientation of effort avoidance. More information is needed in order to 

properly analyze this finding from a personal investment perspective. 

The third most cited reason for continued involvement, social contacts, is a 

another reason to support the use of personal investment theory to analyze performing 

groups. Many goal theory studies limit goals examined to ability-focused and task. 

Casey's data display a reason to support the existence of the social goals described in 

personal investment theory. 

Personal Investment Theory and Supporting Evidence 

Personal investment theory suggests that students' observed motivation behavior 

is determined by the meaning they attach to a given task or activity. Meaning involves 

three interrelated categories of cognition: personal incentives, sense of self, and 

perceived options. Several antecedents beget the meaning a person attaches to a given 

activity: sociocultural context, personal experiences, age/stage of development, 

information, and teaching-learning situation (which is defined in terms of social 

expectations and task design). Finally, this meaning can be influenced by context in two 

ways: the context encourages the participants to hold certain meanings, and the 

compatibility of the environment with the enduring meanings held by the participants. 

This section will present supporting evidence for the variables deemed critical in 

personal investment theory. They will be discussed in outline order as seen in Figure 2 

(page 44). 
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Outline of Personal Investment Theory 

I. Observable Behaviors 

II. Meaning 
A. Sense of Self 

1. Identity 
2. Self-reliance 
3. Goal directedness 
4. Sense of competence 

B. Goals 
1. Extrinsic goals 
2. Social goals 
3. Task goals 
4. Ego goals 
5. Work avoidance goals 

C. Perceived Options 

III. Antecedents of Meaning 
A. Socio-cultural context 

1. Gender 
2. SES 
3. Ethnicity 

B. Personal Experience 
C. Teaching-Learning Situation 

1. Social expectation 
2. Task design 

a. Inherent attractiveness 
b. Feedback 
c. Autonomy 
d. Compensation 

D. Information 
E. Age or Stage of Development 

IV. Context 
A. Effect of the Context on the Meanings Held by the Student 

2. Goal structure 
3. Reward structure 
4. Roles/power structure 
5. Teacher Questioning patterns 
6. Teacher Feedback patterns 

B. Compatibility of the Context and the Enduring Meanings Held by the Student 

Figure 2. Outline of Personal Investment Theory 
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Observable Behaviors 

Maehr believes that "the study of motivation should begin and end with the study 

of behavior" (Maehr, 1984, p. 117). He describes five observable behavioral patterns that 

can indicate students' motivation to learn. These patterns are direction, persistence, 

intensity, continuing motivation, and performance. 

Research in sport is responsible for most of the studies completed on observed 

motivation behavior. This is because participation in sport is voluntary and there is a 

great diversity of choice in terms of competition, social evaluation, extrinsic 

reinforcements, level and type of performance, time commitment, degree of formal 

structure, and the possibility to participate either as an individual or within a group 

(Duda, 1989a). 

Duda studied the relationship between task- versus ego-involved goals, and 

persistence and intensity (Duda, 1988). The subjects were 67 male and 67 female under-

graduate intramural sport participants. They were asked to complete a questionnaire that 

ascertained ego versus task involvement in sports, persistence (determined by the number 

of years of participation in sports), and intensity (determined by time spent practicing 

during the intramural season). Results indicated that students who placed more import on 

task orientation tended to have participated in the sport for a longer time and to have 

practiced the sport more in their free time. The highest average of years involved in sport 

was reported by students oriented to both task- and ego-involved goals. Duda argued that 

these individuals tended to analyze their competence in self-referenced terms and by 

using normative information. She believed that is why these athletes were less likely to 
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perceive their ability to be low. Hence, if these students were in a situation in which 

others were better, they focused on personal improvement and still felt competent. Since 

they had at least two subjective sources of success experiences to draw upon, Duda 

believed the students would likely continue their involvement in sport. 

Athletic dropouts, participants, and those who had never elected to participate in 

sports were all included as subjects in a study of the relation between goals and 

participation/persistence in sport among high school students (Duda, 1989b). Duda also 

examined the type of sport participation or task choice (recreational/interscholastic). She 

chose to do this because of the difference in the competitive nature of inter-varsity 

athletics and recreational sports. 

Eight hundred seventy-one students were placed into five categories of sport 

participation: (a) those participating in both organized and recreational sport, (b) those 

involved solely in organized sport, (c) strictly recreational sport participants, (d) sport 

dropouts, (e) those who were never regularly involved in sport. The students' preference 

for sport success and failure were determined by analyzing their response to eight 

hypothetical scenarios where an athlete was either successful or unsuccessful. These 

preferences were examined in terms of task and ego involvement, as well as team or 

individual orientation. 

The results indicated that subjects who had participated on a high level and who 

had persisted in sport showed both task mastery and ego orientations. Those students who 

had never regularly participated in either competitive or recreational sport tended not to 

stress either goal perspective. Those subjects who dropped out of sport and those who 
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had only participated in competitive sports both express a higher level of ego 

involvement than task involvement. The results of this study lead Duda to conclude that 

there was a significant relationship between goal orientation and participation/persistence 

in sport. 

Duda and Tappe (1988) applied the three dimensions of meaning in personal 

investment theory to study the exercise behaviors of 47 adults between the ages of 50 and 

81. The median age was 65.3. The purpose was to determine the relationship between 

personal exercise goals, sense of self, and perceived options and the present level of 

physical activity (intensity) and expected future level of physical activity in six months 

(persistence). 

The following procedures were enacted: (a) All subjects completed a 

questionnaire which revealed their self-reported behavioral investment in exercise, 

personal goals for exercise, sense-of-self factors, and their perceived options in the 

exercise program, (b) Physical activity level was determined by asking the subjects to 

record the frequency, duration and intensity of their exercise participation. The intensity, 

frequency, and duration were multiplied with each other for each physical activity. A 

sum of the individual physical activity scores was used to indicate the total level of 

physical activity, (c) Expected future exercise level was determined by having subjects 

rate their expected level of regular exercise six months hence. 

Multiple regression and discriminant analysis techniques revealed that goals, 

sense of self and perceived options variables significantly predicted present level of 

exercise and also predicted future exercise involvement. A task or ego orientation was not 
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important in respect to the intensity of the present physical activity among this group of 

older adults. Instead, the present level of exercise was positively related to the emphasis 

placed on the social recognition and fitness. The level of task orientation was significant 

in predicting 19% of the variance in the expected future level of physical activity. In 

addition, the recognition that the exercise program provided the opportunity (i.e. 

perceived option) for the participants to meet their health-related exercise goals 

corresponded to expected future exercise involvement (Duda & Tappe, 1988). 

An area of observable motivation behavior that has been studied outside of the 

sport context is that of the specific behavior of continuing motivation. Results of this 

research indicate that situations that elicit a feeling of personal control affect the 

continuing motivation of a student (Maehr, 1974). 

In a study conducted by Maehr and Stallings (1972), subjects performed tasks 

under two different evaluation conditions. The tasks were described to the subjects as a 

type of test. An external-evaluation condition was devised to lead subjects to believe that 

their performance would be evaluated and that their teachers would also be given the 

results. An internal-evaluation condition was also devised where the subjects were given 

to understand that their performance level was their own concern. These subjects were 

given feedback on the number of correct solutions to the various problems they 

completed. However, the researchers stressed that no one was interested in the 

correctness of their performance per se, rather the interest lay in the students' subsequent 

rating of the interest value of the tasks. The students were also told that the teacher 

would not be informed of the results and that students should have fun with the tasks. 
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External evaluation was not found to motivate students to perform at a higher 

level. This type of evaluation was instrumental in encouraging the students to 

concentrate on the tasks on which they had been successful and to avoid tasks where that 

they had experienced failure. Conversely, when students worked on tasks under the 

internal evaluation condition, they were found to avoid returning to easy tasks where they 

could be sure of continued success. Instead, these students showed continuing motivation 

in their marked preference for returning to and working on a task at which they had not 

succeeded. The researchers concluded that the students continuing motivation was 

affected by reduced external evaluation. 

Meaning 

The meaning that students attach to a given activity is an important determinant of 

the extent to which they will invest themselves in that activity (Maehr, 1984; Maehr & 

Braskamp, 1986). The meaning as seen in personal investment theory is expressed in 

Figure 3 (page 50). 

Sense of Self 

Sense of self encompasses a set of perceptions, beliefs, and feelings about oneself. 

Maehr identifies four facets of self: identity, self-reliance, goal-directedness, and sense 

of competence. 

Identity. The reference group that a student associates with and the student's 

significant others influence that student's perception of his or her identity. Self identity 

defines what is worth striving for, and how the striving should occur. Students often 
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Sense of Self 

Identity 
Self-reliance 

Goal Directedness 
Sense of Competence 

Goals 

Extrinsic goals 
Social goals 
Task goals 
Ego goals 

Work Avoidance goals 

Perceived Options 

Figure 3. Outline of Meaning 

internalize the general cultural values concerning the specific kinds of roles and mastery 

behaviors that are valued by their reference group or significant others. 

Some motivation researchers believe that an investigation of the influence of 

identity in motivation should examine the role a student plays in the group under 

investigation. There is considerable evidence indicating that an individual's particular 

position or role in a social group affects achievement motivation (Zander & Forward, 

1968; Klinger & McNelley, 1969). Zander and Forward identified subjects as high and 

low in achievement motivation. The students were then placed in a three person group-

performance situation and assigned leader and follower roles, which were rotated. 

Observations indicated that when low-achievement-motivated students took the 

leadership role they displayed the same achievement patterns as high-achievement-
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motivated subjects. Zander and Forward concluded that the motivation patterns of high-

achievement orientation were a part of low-achievement motivated student's behavioral 

repertoire when they were in a position to behave that way. Subjects recognized as high 

in achievement motivation displayed the same behavioral patterns in both leader and 

follower roles. Even though this latter finding could support the position that personality 

is more important than role, the authors did not believe the conclusion was warranted 

because of the time the subjects spent in each role. They suggested that a single 

experience in the follower role might not have been enough to reverse roles for the 

students who were identified as having a leader's concept of themselves. Had they spent 

more time in the follower role they too might have conformed to the role expectations 

(Zander & Forward, 1968). One of the conclusions of interest from this study is that 

achievement motivation patterns can reverse themselves in appropriate contexts. 

Self-reliance/goal directedness. Self-reliance as Maehr defines it is the perception 

of control one has over one's own destiny (Maehr, 1983, p.9). He is also referring to 

autonomy as opposed to control and forced obedience (Baden and Maehr, 1986). 

Autonomy is the extent to which a person has freedom and independence in determining 

when and how to complete a job or task. Autonomy is important because it allows a 

student to accept responsibility for task completion. For example, Wang and Stiles 

(1976) found that students were more likely to complete their assignments when they 

themselves were allowed to select the assignments rather then having them assigned by 

their teachers. 
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Richard deCharms (1968,1972) has argued that autonomy is an important 

motivation factor. He contends that student's actions will vary in a situation depending 

upon whether they feel they have control over their fate. DeCharms interprets 

achievement motivation in terms of originator or pawn. He suggests that people will 

work harder, more effectively and persistently when they believe they are in control of 

the situation. Maehr agreed with deCharms when Maehr stated that "classrooms or other 

situations that lead a person to believe that he is responsible for his performance should 

increase motivation" (Maehr, 1974, p.71). 

Rather than just being something a goal-directed person is becoming something 

because of the ability to delay gratification, set performance goals and schedules, and to 

make plans for the future (Maehr & Braskamp, 1986, p.60). Hurley (1992) studied the 

motivations of young string players to begin, continue, and discontinue participation in 

their school string program (discussed earlier). It is of present interest to note Hurley's 

conclusion that those students who chose to continue their participation experienced a 

growing task oriented interest and goal-directedness. This was demonstrated in the goals 

they set for themselves for their future involvement in string playing (Hurley, 1992). 

Baden and Maehr (1986) recommend that children be given an opportunity to 

develop their goal-setting skills. They maintain that a culturally diverse classroom is 

likely to contain discrepancies between what the teacher values and what various groups 

of students value. Their recommendation is that the teacher provide students with a 

choice between several task alternatives. This creates a greater sense of autonomy than no 

choice at all. 
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Sense of competence. Sense of competence has been studied since the early 

1960's (Haas & Maehr, 1965; Maehr, Mensing & Nafzger, 1962; Ludwig & Maehr, 

1967). The early studies concluded that "people tend to do what they feel competent to 

do" (Maehr, 1984, p. 126). However, later studies indicate that this conclusion was 

simplistic. Research conducted in the 1980's (Kukla, 1978; Maehr, 1983; Maehr & 

Willig, 1982) suggested that students who had a high sense of competence in a specific 

area made choices that would enable them to continue to develop their talent and ability. 

They were also likely to challenge their skill, thereby improving it. Students developed a 

sense of competence in an activity early in their acquaintance with it. This sense of 

competence guided their performance. If students were unsure of their ability they would 

need special encouragement from others in order to feel able to challenge their skills and 

therefore improve (Fyans & Maehr, 1979). 

A possible difference between a high- and a low-achieving student's sense of 

competence is their attribution of success and failure. Attributing success to ability and 

effort and attributing failure to lack of effort and/or luck tends to elevate one's sense of 

self. Attributing failure to lack of ability however, would tend to lower one's sense of 

competence (Maehr & Willig, 1982). 

In discussing the critical relationship between sense of competence and the 

classroom setting, Maehr notes that in a competitive environment success is defined in 

terms of relative position rather than task mastery. The problem with this definition of 

success is that within a classroom setting only a few children can be winners. When 

students don't have a good sense of competence, a competitive environment often 
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produces anxiety. Students try to relieve this anxiety by finding a way to avoid the 

competition. Hence, sense of competence can restrict the action possibilities perceived 

by a student. Therefore, sense of competence becomes a very important variable in 

determining personal investment in a competitive situation (Maehr, 1983,1984). 

Raynor (1983) contends that sense of competence develops in stages. The student 

displays a tendency to strive for immediate success which creates a sense of competence 

in the first stage. The need for future success becomes apparent in the second stage. 

Another characteristic of the second stage is evaluation of competency levels. The 

student realizes the importance of retaining past accomplishments, skills, and abilities 

that have defined the student's sense of self in the third stage. 

Self-concept in music. Researchers in music education have tended to investigate 

"self-concept" as opposed to the term, "sense of competence," both terms referring to the 

assessment a student makes about whether or not he or she can do something. Austin 

(1988) included self-concept in his study of the effect of solo and ensemble ratings on the 

attributions of fifth and sixth grade band students. He created an experimental design 

where he examined the effect of rated and comments only contest adjudication formats 

on the music achievement, self-concept, and achievement motivation scores of the 38 

fifth and sixth grade beginning band students who completed the study. Students were 

randomly assigned to receive either the judges comments only or comments and a 

numerical rating. Music achievement was measured with the Colwell's (1969) Music 

Achievement Test (MAT). Self-concept in music was measured with Svengalis1 (1978) 

Self-Concept in Music Scale (SCIM). Austin created a questionnaire to use as a posttest 
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measure of students' achievement motivation. This questionnaire was based on 

attribution theory and asked the students to describe why some students do well in music. 

He used the traditional 2x2 attribution design. Performance achievement was measured 

and ratings assigned using standard solo and ensemble ballots. Finally, a brief 

questionnaire assessed student attitudes toward the rated and non-rated contest formats. 

Several statistical analyses revealed that the majority of students chose effort as 

an important attribute of success. There were no attribution differences between students 

who competed for ratings and those who only received adjudicator comments. This 

collaborates with motivational development research which has found that elementary 

age children seldom see ability as limiting their activity outcomes (Covington, 1983; 

Nicholls, 1983). Sixty-six percent of the students believed that the students who 

competed for the ratings worked harder on their solos than those in the comments only 

group, but only 34% believed that rated students performed their solos better. Attitudes 

toward the rating approach were generally positive, though less so among those who had 

received comments only or a low rating. Austin concluded that the strong correlation 

between those students with high ratings and enhanced self-concepts seemed to be a 

result of the judges' feedback rather than a prediction of student achievement. Further, 

the students in this study did not seem to be disconcerted by the possibility of not doing 

well. Austin suggested that this could be the result of the novelty of the situation for the 

students, they had no prior expectations, and therefore the excitement of participating in 

the event eliminated any negative effects. He also suggested that students could be 
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exhibiting an immature developmental stage of attributional patterns as suggested by 

Nicholls (1984). 

Greenberg (1970) explored self-concept in music when he set out to improve the 

self-concept of ten out-of-tune boys who were in the fourth through sixth grade. 

Greenberg was trying to raise the boys' self-concepts in order to improve their singing. 

The ten boys chosen as subjects all wanted to be in a choir in which under normal 

circumstances only accurate singers were accepted for membership. The subjects 

completed a questionnaire designed by the investigator to assess each student's self-

concept in a variety of abilities. Greenberg reported that except for math, the boys rated 

music lower than all academic areas. He hypothesized that even though the boys' self-

concept was low they still wanted to be in choir because they liked to sing and choir 

membership was coveted for its prestige value at this particular school. The boys were 

placed in the select choir for a eleven-week period and received no additional singing 

instruction. Greenberg reported that five of the ten boys made significant progress in 

their singing and experienced positive growth in their self-concept in music as a result of 

participation in the select choir. 

Hedden (1982) examined self-concept when he explored possible predictors of 

musical achievement in fifth and sixth graders in elementary general music classes. He 

evaluated the relationship between music achievement and academic achievement, 

attitude toward music, self-concept in music, music background, and gender. Hedden 

used the Music Achievement Test, level one, (MAT) (Colwell, 1969) as the criterion 

measure and the Iowa Tests of Basic Skills as a measure of general achievement. Two 
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instruments created by Svengalis (1978) were also employed: the Self-Concept in Music 

Scale (SCIM) as a measure of self-concept, and The Music Background (MB) scale. 

Hedden created his own music attitude instrument whose reliability was measured at 

r=.903. Multiple regression analysis found two significant predictors (academic 

achievement and self-concept in music), with academic achievement being the best single 

predictor. Hedden suggested these results indicated that teachers might be able to raise 

their students' music achievement by helping their students develop positive self-concepts 

in music. 

Goals/Personal Incentives 

Students pursue goals that suit their individual needs and competencies or the 

demands of the situation. The choice of goals influences their choice of achievement 

tasks, definitions and attributions for success, and their selection of learning or problem-

solving strategies (Maehr, 1984; Elliott & Dweck, 1988; Nicholls et al., 1985). 

Extrinsic goals. Maehr believes that adding extrinsic rewards to a task that is 

already interesting to students, will cause their continuing interest in performing the task, 

without the incentive of the extrinsic rewards, to suffer. What students originally found 

to be intrinsically interesting is no longer pursued in the same way once it is done for 

extrinsic reasons. Maehr argues that "schools, through the use of gold stars, M&M's-or 

grades- may actually be subverting the intrinsic interests of children's learning. In a 

phrase, such extrinsic motivators might be turning play into work" (Maehr, 1978, p.217). 

The use of extrinsic rewards can also be detrimental to student motivation and 
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performance when students are engaged in incidental learning tasks or tasks requiring 

creativity or insight (Lepper & Hodell, 1989). 

Extrinsic rewards can be used successfully to motivate students when the task 

they are performing has no interest for them. However, problems can occur when 

extrinsic rewards are added to tasks that students already value. When this happens the 

student's behavior is redefined according to the rules of work rather than of play 

(Sorensen, 1976). Work and play are differentially dependent upon the assurance of 

receiving a reward. A student will experiment with different strategies to achieve 

learning goals in a manner suggestive of play when left to their own devices. If an 

extrinsic reward is added to the learning goal, the extrinsic reward changes the playful 

experimentation to a work situation and the surest route to successfully accomplishing the 

goal is taken. When extrinsic reasons for performing the task are minimal, students take 

advantage of a freedom to experiment and to challenge themselves. Instead of students 

preferring a sure success, uncertainty in outcome becomes attractive (Maehr, 1978). 

External evaluation is intimately related to extrinsic rewards. The results of 

several studies suggest that external evaluation in a classroom setting may have a similar 

negative effect across widely diverse cultural groups (Maehr, 1976, 1977; Kremer, 1976; 

Maehr & Stallings, 1972; Salili, Maehr, Sorensen, & Fyans, 1976). These studies 

indicate that when children were subjected to an external evaluation of their performance 

of a challenging task, they were likely to experience a reduction of continuing motivation 

to perform this task on their own without the reinforcement of the evaluative setting. 

Conversely, students experienced continuing motivation when they performed a 
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challenging task in a self-evaluation condition. A minimum of external evaluation by 

teachers and school officials enhanced such continuing motivation. 

Social goals. Personal investment theory stresses the importance of considering 

students' social goals. Social influence literature provides evidence that social concerns 

and relations with adults and peers has an effect on students' behaviors. Urdan's (1994) 

review of social influence literature presents a set of variables to consider when 

examining social goals which include social influence process, age, gender, ethnic and 

cultural differences, organization and interactions of groups exerting the influence, values 

of the members within these groups, and the role of the learning environment in shaping 

the social influence process (Urdan, 1994, p.24). Research in social influence has 

generally not been done from the perspective of personal investment theory. However 

the following findings are related to the variables found in Urdan's review and 

demonstrate the influence of social goals on the learning process. These findings indicate 

that: 

1. An analysis of a social approval goal should determine if the targeted social 

agent is a parent or teacher, a positive or negative oriented friend, or a larger social group 

(Urdan, 1994). For example, Epstein (1983) found that peers influence behaviors such as 

choices in clothing and social activities, while parents have more influence over such 

things as future college plans. 

2. When questioned, many adolescents do not believe that their peers influence 

their attitudes toward school. They often express a respect for their peer's right to hold 

whatever view of school they choose. Berndt & Keefe (1992) contend that these students 
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underestimate actual peer influence because this influence may not be on a conscious 

level. 

3. A student with positively oriented friends (friends with positive attitudes and 

achievement patterns) is more likely to develop positive attitudes and behaviors than a 

student with negatively oriented friends (Epstein, 1983; Kinderman, 1993; Ford, 1992; 

Berndt & Keef, 1992; Dodge et al. 1989; Phelan et al. 1991). 

4. It may be more important for students with a history of failure than for high-

achieving students to gain the approval of adults (Crandall, Crandall, & Katovsky, 1965; 

Harter, 1975). 

5. The degree of social goal pursuit does not significantly vary between high and 

low achieving students. The important difference is how these two types of students 

coordinate their social and academic goals (Dodge et. al. 1989). 

6. The type of group and group interaction among different groups is an 

important social influence consideration (Urdan, 1994). For example, what happens 

when a student wants to keep the approval of friends who participate in and value choir 

but is also concerned with gaining the approval of a larger peer group at school which 

does not value the choral experience? 

Since students tend to interact more with each other than with the teacher, the 

type and quality of student classroom interaction becomes an important aspect of the 

instructional process (Nelson-Le Gall & Glor-Scheib, 1987). These behaviors can assist 

instruction when student interaction contains such elements as the clarification and 

interpretation of the teacher's instructions and other types of help. 
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Wentzel (1991) explored the relationship between academic achievement and 77 

adolescents' social and academic goals. Academic achievement was measured with 

grade-point averages and goal orientation was measured with a researcher-devised 

questionnaire which asked students to rate how often they tried to achieve each of 12 

goals listed. Some examples of the goals listed in the goal measure are: being a 

successful student, making and keeping friendships, being helpful to others, and 

understanding things. The students in this study indicated that they tried to achieve each 

of the twelve goals to differing degrees. They rated "trying to make friends" and "having 

fun" the highest, but not significantly more than "trying to learn new things" and "to be 

dependable and responsible". The goals rated the lowest were "trying to be better than 

others" and "trying to get help from others". Wentzel reported that the goals most 

positively related to student grades were "to be a successful student," "be dependable and 

responsible," "learn new things," "understand things," "do your best," and "get things 

done on time." Academic achievement was negatively related to the goal "trying to have 

fun." 

Wentzel maintained that social goals have an important influence on achievement 

because academic evaluations often "reflect not only learning and mastery, but displays 

of learning and mastery in socially appropriate ways" (Wentzel, 1991, p.191). This was 

illustrated in further analysis of data done by categorizing the students in her study into 

high GPA, medium GPA, and low GPA groups. 

This analysis revealed that patterns of goal pursuit were very different for each 

group. Some of the differences were: (a) High and medium GPA groups reported 
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"always trying to earn approval" and "trying to be dependable and responsible" more than 

students in low GPA group, (b) More high GPA students rated "trying to be better than 

others," "learn new things," "understand things," and "do their very best," than those in 

the medium and low GPA groups, (c) Fewer high GPA students rated "trying to have 

fun" than students in medium and low GPA groups. Arguably the most important finding 

was that low GPA students rated "always trying to learn" as often as the medium GPA 

students. Hence, the main difference between the medium GPA students and the low 

GPA students was that fewer low GPA students reported trying pursue social 

responsibility goals. 

Wentzel summarized her findings by suggesting that academic achievement was 

related to the students' goal orientations. Furthermore, successful students pursued both 

academic and social responsibility goals. Wentzel also suggested that some students can 

have problems coordinating multiple goals in cooperative learning situations. She 

maintained that: 

Students who are unable to coordinate the pursuit of these goals in an adaptive 
way may have trouble focusing attention on either goal and experience anxiety or 
frustration when required to do so. As a consequence, these students may 
abandon more difficult learning goals (e.g. trying to solve an algebra problem) to 
achieve more easily attainable social goals (e.g. have fun with friends). (Wentzel, 
1991, p.204) 

Even though trying to achieve multiple goals can be detrimental to some students' 

classroom learning, Wentzel suggests that the solution is not to change students' goals or 

the number of outcomes they hope to achieve. Rather, she suggests that students be 

helped to develop strategies (such as action control strategies, see Kuhl, 1985) that enable 
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students to achieve multiple goals in appropriate and complementary ways (Wentzel, 

1991). 

Kinderman (1993) examined the extent to which natural peer-group selection and 

socialization processes can be studied as contexts for the development of children's 

motivation in school. He based his work on two assumptions that are consistent with 

sociometric and friendship research. The first assumption was that there is a structure in 

the student peer context that is perceived by the students in the classroom in similar ways. 

The second assumption was that it is essential to identify the students' significant others 

and determine the characteristics they possess so that their influence on the individual can 

be assessed. 

Motivation was defined according to the intensity and quality of the students' 

involvement in the learning process and was categorized as engagement or disaffection. 

Kinderman used the term engagement to refer to sustained commitment, seen as initiating 

and completing learning activities. The term disaffection referred to the opposite of 

engagement. A disaffected child was passive, didn't try hard, and gave up easily on 

challenging tasks (Kinderman, 1993, p.971). 

The first problem was to determine whether the composition of a given child's 

peer group could be organized around students' behavioral engagement in school. In other 

words, would any individual student's motivational orientation be a better match to his or 

her own peer group than to non-peer-group classmates? Kinderman decided that group 

homogeneity would be regarded as initial evidence for peer-group formation according to 

motivational criteria. 
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The second problem addressed longitudinal changes in these relations. Were new 

peer group members also selected according to motivational criteria? The first part of the 

study was conducted at the beginning of the school year. Fourth and fifth grade students 

from four classrooms (N=109) were asked to complete self-report measures of 

motivation. Their teacher's perceptions of their engagement patterns were considered to 

be indicators of students' observable motivation behavior in the classroom. The scale 

used had an internal consistency rating of r =.87 and stability of r =.72. 

Kinderman interviewed several students from each classroom (N =57) to 

determine which students belonged to which peer-group. He then formed composite 

social maps to summarize the total group structure in each classroom. The individual 

students' nominations were consistent with the composite network as indicated by the 

reported reliability of .70. Individual student networks were determined by using 

binomial tests on conditional probabilities of conominations. The next step involved 

finding a peer group motivation score for each student. This was accomplished by 

averaging the engagement scores of the other members of a given student's peer-group, 

with the target student's score deleted. The second part of the study consisted of a 

longitudinal examination of how children and their peer groups changed. The analyses of 

group changes were based on data derived from one fourth-grade classroom at the end of 

the school year. 

The results showed that children tended to associate with classmates who shared a 

similar motivational orientation. These results were consistent with previous work in this 

field (Berndt et al., 1990). The longitudinal analyses revealed continuity in the 
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motivational composition of peer groups, even though there was a considerable change in 

individual members. Also, examination of the socialization processes indicated that self-

reports of the extent to which the members of a specific child's peer group were engaged 

at the beginning of the school year were predictive of that child's own change in 

motivation across the year. Kinderman continually emphasized that his study did not 

prove nor was it designed to prove that motivation caused peer affiliations. 

Task goals, ego goals, and work avoidance goals. Researchers have determined a 

definite link between task or ego orientation and student behavior in specific contexts 

(Nicholls, 1984). Maehr categorizes task goals into two task goal categories. The first 

category of task goal was described by Csikszentmihalyi (1989,1995). The first type of 

task goal occurs when an individual is totally absorbed in a task for its own sake and 

social comparisons are irrelevant. The second category of task goal is concerned with the 

development of personal competence. Conversely, ego goals fill the need to perform 

better than a socially defined standard, especially when that involves doing better then 

others (Maehr, 1984). Maehr maintains that the evidence accumulated in goal research 

confirms that individuals perform differently in competitive or ego-goal situations. 

Those who lack a sense of competence, not surprisingly, demonstrate avoidance 
patterns in a situation in which competence is externally evaluated and compared. 
Those who feel competent approach the situation with optimism. Not only do 
they feel that they have nothing to fear, they have something to gain: another 
chance to demonstrate how able they are. (Maehr, 1984, p. 131) 

Nicholls suggests that task orientation leads to persistence in achievement 

contexts, the development of perceived competence, and student's ability to select the 

appropriate level of task challenge. Conversely, an ego orientation combined with a low 
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self-competence perception can lead to maladaptive achievement behaviors such as 

choosing activities which are too easy or too difficult, not trying hard, and a lack of 

persistence (Nicholls, 1984). 

Elliott and Dweck (1988) performed an experiment to test the hypothesis that ego 

and task orientation set up different behavior patterns. They believed that ego-oriented 

students were very concerned with the adequacy of their ability and how it was measured. 

Conversely, task oriented students were more concerned with mastering skills and 

developing their ability over time. 

Elliott and Dweck set out to prove the following: (a) when students are ego 

oriented and perceive their ability to be high, they will display a mastery-orientation of 

effective problem-solving but will choose tasks that do not involve a risk of making an 

error, (b) Similarly, when students are ego-oriented and perceive their ability to be low, 

they tend to choose easier tasks in order to avoid displaying incompetence. These 

students also tend to exhibit a learned-helpless response and negative affect, (c) Students 

who are task oriented tend to be challenge-seeking and mastery-oriented regardless of 

their perceived ability. 

The subjects were divided into four experimental groups. Half of the students 

received feedback that their current skill level on the experimental tasks was high and the 

other half that it was low. All were told that they had the capacity to gain new 

knowledge or skill from the task. This was crossed with task instructions where the 

researcher emphasized the importance of ego orientation to one half of the students and 

task orientation to the other half. 
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The design had three dependent variables: choice of tasks, performance during 

difficulty, and spontaneous verbalizations during difficulty. All students were given the 

choice of either a learning task where there would be continuous risks of errors but the 

task would help them acquire skill; or an ego task where nothing new would be learned, 

but the student could display or avoid displaying their skills by choosing from three 

difficulty levels. The participants were 101 fifth-grade children. 

The results indicated that when students chose ego-goal orientation and believed 

that their aptitude was high, they responded in a mastery-oriented manner when faced 

with difficulty, but they passed up opportunities to gain skills on tasks that could publicly 

display their mistakes. When ego-goal students thought their ability was low they 

responded to difficulty by attributing their mistakes to lack of ability and responded with 

negative affect. They also stopped attempting to find solutions despite being told that 

they had the ability to learn. When the task goal was salient, it did not matter what the 

student's perception of their ability was, they tried to increase their mastery of the task. 

They chose challenging tasks and tried to develop new skills even when there was the 

possibility of public errors. Elliott and Dweck concluded that their experiment supported 

the theory according to which goals are significant determinants of achievement patterns 

and "specific indicators of individual differences in and situational influences on 

motivational patterns" (Elliott & Dweck, 1988, p.l 1). 

Research into the relationship of goals and behavior has shown that a variety of 

positive behaviors and beliefs are associated with holding task goals. This has caused 

researchers to label task goals as "adaptive" (Dweck & Leggett, 1988). Some of these 
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behaviors and beliefs are: persistence (Ames & Felker, 1979; Diener & Dweck, 1980), a 

belief that success is due to effort (Elliott & Dweck, 1988; Nicholls, 1984), the ability to 

work independently (Ames, 1990), improved academic achievement (Ainley, 1993; 

Meece and Holt, 1993), and use of higher-level cognitive strategies (Grahm & Golan, 

1991; Meece et al., 1988; Nolen, 1988). 

Nicholls, Patashnick and Nolen (1985) found that students' ego and social 

orientation toward school was positively related to academic alienation as seen in the 

avoidance of school work. Conversely, students' task orientation toward school was not 

related to the avoidance of school work but was positively associated with students' 

perception that success in school depended on students' interest, trying hard, seeking to 

understand rather than just memorizing, and working collaboratively. Task orientation 

was also related to beliefs that school should foster social responsibility, understanding of 

the world, and achievement motivation. 

Meece, Blumenfeld and Hoyle (1988) investigated the motivational processes that 

determine how students approach and engage in learning activities. They examined the 

effect of task, ego/social and work avoidant goal orientation on students' cognitive 

engagement patterns seen as their reported use of meta-cognitive and self-regulation 

strategies. They also explored whether characteristics of the learning situation would 

alter the effects of students' perceptions of their ability, intrinsic motivation, and subject 

matter interests on students' goal orientations and engagement patterns in the classroom. 

Fifth and sixth-grade students (N= 275) were selected from ten classrooms taught 

by five teachers. Each teacher presented the same lesson to two different classes. At the 
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beginning of the investigation students completed instruments designed to assess their 

perceived competence, intrinsic motivation and attitudes towards science. The goal 

orientations and engagement patterns were assessed following six different science 

lessons which focused on different topics, varied in whole-class/small group format and 

called for some type of worksheet, graph, chart, or report. Each lesson was coded for 

difficulty. 

Students' scores on perceived competence, intrinsic motivation, and attitudes 

toward science measures significantly correlated with the goal-orientation measures. 

There was a positive relationship to task-mastery goals and a negative relation to 

ego/social and work-avoidant goals. Student goal orientations and engagement patterns 

were also significantly related. There was a strong positive correlation between measures 

of task-mastery and active learning strategies such as regulating attention, integrating 

information and monitoring comprehension. Scores on the ego/social measure correlated 

positively with both active learning strategies and superficial learning strategies. Work-

avoidant goal orientation correlated with low level learning strategies as seen in the 

students' schemes to minimize effort such as asking others to help, guessing at answers, 

or skipping hard parts. 

The final analyses examined the effect of the structure of the learning activities on 

the relations among the individual difference variables of goal orientation and learning 

strategies. The researchers discovered that these differences were most important in 

small group activities where there was less teacher control and greater demand for 

student self-management. The researchers concluded that the structure of the learning 
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situation effected the strength of the influence of goal orientation (Meece, Blumenfeld & 

Hoyle, 1988). 

Goal perspectives and behavior in sports studies. A substantial number of studies 

examining the relationship between goal perspectives and behavior based on personal 

investment theory are found in the area of sport studies. There is a common assumption 

that participants in sport situations hold only ego goals. Several sport studies challenge 

the tendency to define success and failure in sport solely in terms of ego-involved criteria 

(Duda, 1987a; Duda, 1989b; Duda, Smart & Tappe, 1989; Spink & Roberts, 1980; 

Roberts, 1984; Roberts & Duda, 1984; Sarrazin et al., 1996). 

Roberts and Duda (1984) studied the relationship of self-assessment of 

racquetball playing ability and subjective perceptions of success and failure of 

undergraduate participants in a racquetball singles match. The subjects were 49 male and 

48 female students who were enrolled in a 16-week racquetball class. Subjects were 

asked to rate their own racquetball ability as well as their opponents' ability, their 

confidence in winning the upcoming game, and how important winning was to them 

before the match began. A postgame questionnaire was given to the subjects to 

determine their perception of satisfaction (subjective success/failure) with the game. 

According to the findings, students did not always equate success with winning 

and failure with losing. Rather, the player's perception of their competence at racquetball 

was the best predictor of post-game perceptions of success or failure. The outcome of the 

game did not significantly relate to subjective perceptions of success or failure. 
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Duda (1987b) also examined post-game predictors of subjective perceptions of 

success or failure among athletes who endorsed either task- or ego-involved goals before 

the game began. The subjects were 217 Japanese-American male and female basketball 

players who participated in a large metropolitan city's youth basketball league. Before 

the game began the athletes were asked to indicate their most important personal goal in a 

forced-choice format. Their choices were to win the game (ego involvement), to try 

their best (personal task involvement), and to have the team play well together (Duda 

classified this as team task involvement). At the conclusion of the game, the athletes 

were asked to rate both their own performance and that of their team. Duda also 

examined the player's subjective perceptions of success or failure by having the subject 

indicate their satisfaction with the game itself. The data was analyzed using separate 

stepwise multiple regression analyses to determine if the post-game predictors of 

perceived success or failure (specifically the subjects own performance rating, team 

performance rating, win/loss) varied as a function of pre-game goal. 

Results indicated that game outcome was the best predictor. It accounted for 35% 

of the variance in subjective perceptions of success or failure among those subjects 

whose pre-game goal had been to win the game. For those whose pregame goal had been 

to try their best and improve skills, personal performance satisfaction was the best 

predictor of past-game satisfaction ratings. Those athletes whose focus was on how well 

the team played together perceived success or failure as primarily related to satisfaction 

with team performance. Duda concluded that objective and subjective sport success and 
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failure were not identical unless the athlete held an ego involved goal where winning 

resulted in greater satisfaction with the game. 

Duda's conclusion was based on the goal principle of personal investment theory 

and could also be a possible analytic tool to use to respond to one of the questions posed 

in the rationale where it was asked if non-select choir students recognized not being 

chosen for select choir as a failure. Applying this principle to the non-select choir 

situation would mean assessing a student's goal structure. If a student has social 

comparison or ego-goals personal investment theory would predict a sense of failure for 

not making select choir. If a student has task goals they may or may not look at being in 

non-select choir as a failure. It would depend on if they liked the content and structure of 

the non-select choir class. 

Duda also used a qualitative approach to determining differences in goals in 

several studies (1980,1986a, 1986b). Her 1980 study examined the subjective 

perceptions of success/failure of 25 male and 20 female Navajo high school student 

athletes. These students were asked to think of someone who they believed to be a 

successful athlete and to relate why they thought this individual was a success. The same 

procedure was followed to define failure. The responses were categorized as reflecting 

behavioral criteria (process of doing an activity) or outcome criteria (consequences of 

behavior, e.g. winning or losing). As in the forced choice studies, results suggested that 

subjective success/failure were not always synonymous with the winning or losing the 

game. Moreover, the Navajo students were almost exclusively classified as behavioral or 

process-oriented. 
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Factor analytic studies have also shown that subjects define sport goals in terms 

of task or ego-involved criteria (Duda, 1988; Ewing, 1981; Gill, 1986). Ewing (1981) 

used factor analytic techniques to determine if multiple goal orientations exist in sport. 

Subjects were asked to contemplate their successful experiences in sport. They were next 

asked to rate their agreement with a series of statements indicating reasons for their 

success. An ability orientation and social approval factor emerged across success 

experiences. But a task orientation factor dealing with meeting personal standards was 

not as stable. Interestingly, a fourth factor reflecting an emphasis on novel and 

challenging tasks emerged. 

Byrne (1991) wanted to investigate the viability of Maehr's and Nicholls' theories 

by defining the relationship between goal orientations, (ability, task, social approval 

goals) and perceived ability and perceptions of the situation. The study was conducted 

over the course of a competitive season and eleven hypotheses were tested. 

The subjects consisted of 334 male soccer players age 8 to 17. A repeated 

measures design was used with subjects completing a survey three times, during 

preseason, mid-season and post season. 

Factor analysis revealed that the subjects held multiple goal orientations. 

Specifically ability, social approval and mastery orientations emerged at each of the 

testings. Contrary to expectations the mastery goal was rated higher than ego or social 

approval goals. Byrne suggested three reasons for this outcome. First, the policy of the 

soccer league investigated was that everyone should play, no child should sit the bench. 

Second, these particular coaches were reluctant to rank their players, indicating that they 
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didn't think in terms of rank order. Third, Byrne maintains that since soccer is an open 

and continuous game with 22 participants, identifying clearly and directly the reasons for 

success or failure is difficult. A number of inconsistencies occurred in the factor 

structure across assessment periods. These inconsistencies would seem to indicate 

problems with the questionnaire, and Byrne acknowledged that this might be the case, but 

he also argued that inconsistencies in the changing factor structures may be the result of 

interaction between individuals and the situation. "It could be that sporting situations 

provide confusing or imprecise information to those involved. Such information could 

elicit a variety of perceptions resulting in the adoption of multiple goal orientations or 

multiple goals" (Byrne, 1991, p.93). Byrne concluded that support was obtained for 

Maehr's and Nicholls' theories and that perceptions of the situation had an important 

effect on motivation. Contrary to common assumptions, the sport research reviewed 

suggests that ego orientation is not the sole reason for participation in the athletic domain. 

Evidence was produced which suggested that variations in goal perspectives predict 

different behavioral patterns in physical activity contexts. 

Pursuing multiple goals. Goals have been described and analyzed by some 

researchers in a way which suggests that students are only oriented toward one specific 

goal or another. For example, some designs maintain that students are either task goal or 

ego goal focused. "In reality, students may pursue multiple goals or show little 

inclination to pursue any goals in school" (Urdan, 1994, p.54). Some researchers believe 

that one should be concerned with the possibility of multiple goals when designing a 
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study (Dodge, Asher & Parkhurst, 1989; Ford & Nicholls, 1991; Maehr & Nicholls, 

1980; Wentzel, 1991). 

For example, multiple goals were incorporated into the study by Pintrich and 

Garcia (1991) who classified their sample of college students in terms of low, middle, 

and high on both intrinsic and extrinsic goal orientation. They discovered that high levels 

of intrinsic orientation coupled with low levels of extrinsic orientation produced positive 

effects on measures of self-efficacy and metacognitive strategies. Pursuing extrinsic 

goals, however, did benefit students who were low in intrinsic goal orientation. Pintrich 

and Garcia included "proving they are smarter than others" (ego goals) and "seeking 

approval of family and friends" (social goals) in their definition of extrinsic goals. 

Perceived Options 

What causes a student to decide that the pursuit of one goal as opposed to another 

is more likely to provide satisfaction? Maehr maintains that motivation is partly a 

function of perceived opportunities. As discussed previously, a student often internalizes 

the general cultural values concerning the specific kinds of goals that are valued by their 

reference group or significant others. Hence the student's reference group and significant 

others play an important role in determining what the student perceives as a possible 

option to pursue. 

Sense of competence was also discussed previously. Sense of competence plays 

an important roll in a student's perception of activities to pursue. We need to understand 

what shapes a student's notion of action possibilities and opportunities in order to 

understand student motivation. 
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Antecedents of Meaning 

Personal investment theory states that a student's observed motivation behavior is 

determined by the meaning he/she attaches to an activity. Meaning is established through 

the three interrelated categories of cognition, which are personal incentives or goals, 

sense of self, and perceived options. Important background information is need to 

understand how a student's goals, sense of self and perceived options are formed. Maehr 

and Braskamp (1986) organized this information into five categories of antecedents to 

meaning. The antecedents to meaning are sociocultural context, personal experiences, 

age/stage of development, information, and teaching-learning situation. In order to 

understand why certain students are observed displaying a lack of direction, persistence, 

continuing motivation, intensity we need to investigate how their concept of meaning is 

formed. Figure 4 (page 77) displays the relationship of antecedent to meaning variables. 

Socio-cultural context 

The first antecedent to meaning is the socio-cultural context. Socio-cultural 

context refers to the sociocultural factors that influence students' achievement-related 

behaviors. Cultural diversity exists between societies as well as within each society. 

Almost every society contains minority groups that are distinguished by their ethnicity, 

socioeconomic background, age, gender, or religion. These groups influence the 

behaviors, attitudes, and values of their members (Maehr, 1974; Maehr & Stallings, 

1975). 

Socio-cultural factors define what is acceptable behavior, what constitutes success 

and failure (Maehr & Nicholls, 1980), and the means by which success should be pursued 
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and failure avoided (Fyans, Salili, Maehr & Desai, 1983). "We have increasingly come 

to the conclusion that people in different cultures exhibit different work and achievement 

patterns simply because they understand work and achievement differently" (Maehr & 

Braskamp, 1986, p. 67). 

Maehr insists that the meaning and the purpose of motivation behavior should be 

understood in the context of a specific culture. Cultural influences contribute to 

individual responses to situational influences so motivational behavior not only varies 

from individual to individual but often varies from culture to culture (Maehr and 

Nicholls, 1980; Maehr, 1974). 

Fyans, Maehr, Salili, and Desai (1983) examined the variations found in the 

meaning of success and achievement in different cultures. They wanted to see if they 

could identify a common factor that would be recognized and relevant regardless of 

culture. They also studied the variation in the meaning of achievement. A panel of seven 

psychologists from a variety of countries was chosen. The criteria for their selection 

were their familiarity with literature on culture and achievement motivation. These 

psychologists selected 100 achievement related concepts from concepts gathered in a 

study conducted by Osgood, Miron, and May (1975). Osgood, et al. asked males 

attending secondary school (ages 15-18) from 30 different language communities to 

evaluate 620 concepts. The concepts selected were divided into three conceptual 

categories: (a) the perceived causal role of self, (b) style of achievement, and (c) ultimate 

goal of achievement. 
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A variety of statistical procedures were run resulting in a recognizable cross-

culturally generalizable achievement motivation factor. This factor stressed work, 

knowledge, and freedom. Other associated conditions were initiative and effort. The 

authors stressed the importance of understanding that even though they found a cross-

cultural factor, it may not be universally recognized or considered important. Hence, 

striving for success is likely to take different forms in different cultures. "Those who 

scored high on the cross-cultural factor in this study seem to view success in terms of 

demonstrating independent competence; those who score low seem to hold different 

goals, including, particularly, retaining social ties and enhancing interpersonal 

relationships" (Fyans et al. 1011-1012). 

Results of extensive research indicate that the socio-cultural variables of gender, 

socioeconomic status (SES), and ethnicity influence student performance in school (see 

for example, the reviews by Hess & Holloway, 1984; Scott-Jones, 1984). 

Gender. Maccoby and Jacklin (1974) reviewed and summarized the findings of 

about 1600 studies devoted to the examination of gender differences in cognitions and 

behaviors. This monumental review discussed a number of "well established" differences 

in such school-related areas as verbal, quantitative, and visual-spatial abilities. Personal 

investment theory might explain some of these differences. For example, perceived 

usefulness of math has been shown to be a factor that influences boys' and girls' 

orientation towards mathematics. Pedro, Wolleat, Fennema, and Becker (1981) found 

that boys choose to enroll in advanced math courses more frequently than girls. The girls 

in this study perceived math as less useful to them than the boys did and planned to take 
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fewer math classes in the 11th and 12th grades. The 9th and 10th grade students of both 

genders were more likely to take advanced math when they perceived it as useful to them. 

Thus personal investment theory would suggest that the meaning of math to the students 

determines whether or not they will continue to enroll in math courses. 

There are gender differences in the socialization experiences caused by differing 

child rearing practices of parents of boys and girls (see e.g. Eccles & Hoffman, 1984, 

Parsons, Adler, & Kaczala, 1982). The Parsons et al. study discovered that parents, 

especially fathers, were more likely to stress the importance of social science and 

humanities to their daughters and advanced mathematics and physical science to their 

sons. 

Gender differences have also been found to occur in student's attributions of 

success. In a study of 338 fifth- to eleventh-grade students, Parsons, Meece, Adler, and 

Kaczala (1982) found that boys perceived ability as more highly related to success than 

girls. Boys in this study were more likely than girls to attribute failure to luck, and 

success to ability. Conversely, girls were found to be more likely than boys to attribute 

poor performance to lack of ability. All in all, boys have been found to be more likely 

than girls to engage in ego-defensive attributions (see e.g., Zuckerman, 1979). 

Maehr and Nicholls (1980) agreed that these findings have been "replicated 

sufficiently often enough to make it a reasonably safe generalization. This implies that 

females are less actively achievement-oriented than males" (p. 245). However, they 

recommended caution when interpreting these results. They argued that boys often react 

differently than girls in achievement settings. Situational variables such as perceived 
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usefulness of the subject and the group composition (which will differ in competitiveness 

thus effecting attributions of success and failure) may have different meaning for boys 

and girls. Maehr and Nicholls conclude that situational variables must be taken into 

account in order to facilitate optimal performance for both genders. 

Sport research has also corroborated the importance of gender in the study of 

motivation. For example, after examining gender and goal orientation many sport 

researchers have found that males place a greater emphasis on ego-involved goals than 

females (Duda, 1986,1988a; Ewing, 1981; Gill, 1986). The purpose of a study 

conducted by Duda, (1988a) was to examine the emphasis placed on task involvement 

(mastery) and ego involvement (social comparison) in sport. Her subjects were 67 male 

and 67 female undergraduates. These students had all participated in either volleyball or 

basketball for at least one year and were presently playing on an intramural level. The 

subjects completed an 8-item questionnaire that determined if their goals were skill 

mastery and personal improvement or comparison's with others and beating others, in 

other words task or ego involvement. Subjects were classified into four groups by their 

mean scores on each of the factors (i.e., high mastery and high social comparison, high 

mastery and low social comparison, low mastery and high social comparison, and low 

mastery and low social comparison). The males in this study (74%) emphasized ego 

involvement, and the females' goals were reflected in low social comparisons. A similar 

study of intramural and intercollegiate athletes (Duda, 1986b) resulted in the same gender 

effect across both intramural and intercollegiate levels. 
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Gender has been noted in the decline in attitude toward music class during the 

elementary years. This occurs in both boys and girls, but more significantly for boys. 

(Pognowski, 1983; Svengalis, 1979; Vander Ark, Nolin & Newman, 1980; Haladyna & 

Thomas, 1979). 

Gender in choral situations. Kourajian (1982) and Castelli (1986) explored 

factors leading to nonparticipation of male high school students in choir programs. 

Castelli (1986) conducted a study to identify attitudes of choir directors and high school 

students on selected factors believed to influence male enrollment in high school vocal 

music programs. A review of literature produced factors to be investigated. The 

following factors were believed to influence male enrollment: family influence, peer 

pressure, sex role endorsement, male adolescent voice change, and future occupational 

choice. 

Castelli chose not to include the quality and interest of materials as a possible 

factor. His reason for not including materials is because Carl Strommen, a noted choral 

authority, stated that the use of popular music materials by many high school teachers 

had become prominent in the 1970's and 1980's (Castelli, 1986, p. 22). Castelli assumed 

that the quality and interest of materials would not be a relevant factor because teenagers 

like pop music, therefore they would like the music sung in choral classes. This study 

was not designed from the perspective of personal investment theory, so it can not be 

faulted for eliminating quality of the materials even though they are an important 

ingredient in the inherent attractiveness of task design and vital to the concepts of task 
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identity, skill variety and challenge. These concepts effect the task's meaning and will be 

discussed in depth shortly. 

However, much was known about socio-cultural context in 1986 and this 

perspective might well have been considered. Students from different peer groups listen 

to different types of popular music. A teacher striving to please students could have 

chosen pop music with a disco beat which would be liked by some students and not liked 

by others, or choose music by an artist such as Michael Jackson who has his own 

following but is disliked by others. That teacher might have better luck getting students 

to like a Bruckner motet than sing a type of pop music that is not in vogue in his or her 

peer group. It would be difficult to encourage task goal involvement when students 

dislike the music chosen. To presume that students will automatically like the music 

performed in choir just because high school choral directors are known to program pop 

music is erroneous. 

Even though Castelli chose to dismiss materials as a possible reason for boys not 

enrolling in choir, the results of his research are interesting in that they point out a huge 

discrepancy in the way the students in his study ranked the importance of the factors of 

family influence, peer pressure, sex role endorsement, male adolescent voice change, and 

future occupational choice, as compared to the way the vocal music teachers ranked 

them. The teachers in his sample, 35 vocal teachers from Harford County Public school 

system in Harford County, Maryland, ranked the factors in order of their responsibility in 

influencing the decline of male enrollment in secondary vocal music programs as 

follows: the most important factor was sex role endorsement followed in order by peer 
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pressure and adolescent male voice change. Family influence and occupational relevance 

both ranked last with none of the teachers choosing them. 

The opinions of all students at the chosen high school were surveyed. When 

looking at the rankings of all students, both the male and female students were identical 

in their ranking of the factors, and ranked them as follows: most influential in the decline 

of male enrollment was occupational choice, followed by peer pressure, family influence, 

and adolescent voice change. Sex role endorsement was rated as least influential. When 

examining the rankings of the boys who were not enrolled in choir it was discovered that 

they ranked adolescent voice change as the most important factor followed by 

occupational relevance, sex role endorsement, and family influence. Peer pressure 

ranked last with only 5% of the students choosing this. When one considers (as discussed 

above) the fact that boys in general make more ability attributions than girls, it is not 

surprising that the voice change, which is often accompanied by feelings of inadequacy, 

loomed so large as a reason for males not to enroll in choir. 

An interesting result of this research is that the high school students in general 

ranked occupational choice as the most significant factor effecting male enrollment in 

choir, specific males not enrolled in choir ranked this factor second, and vocal music 

teachers ranked it as the least influencing factor. Conversely, the students ranked male 

sex role endorsement as least likely to influence male enrollment and non-choral males 

ranked it second least likely while vocal teachers ranked it most likely to influence. This 

means that students have ranked factors in practically a reverse order from that of the 

music teachers. 
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Kourajian (1982) also studied why high school boys did not join choir. She 

questioned a random selection of 72 freshmen and 72 senior boys from six high schools 

in a Midwest suburban area. Kourajian did not report validity and reliability figures on 

her researcher designed questionnaire. The questionnaire was completed in a personal 

interview with each subject. First, each subject was asked to rate eight reasons for not 

joining choir, then the boys were asked to complete a set of general information questions 

presented verbally by the researcher. These questions were designed to obtain 

information about the students' musical background and attitudes about singing. It was 

hoped that these questions would jog the boys' memories because the researcher believed 

the student would think of past experiences that might be overlooked. Finally, the 

students were asked to rate the same eight reasons for not joining choir again. The 

second rating was used to determine if it was different from the first ranking. 

Kourijian's results indicated that the most important reason not to join choir for 

the boys in her study (45.1 %) was "My schedule is too full for choir". The next most 

important reason cited (33.3%) was "I feel I don't sing well enough". 

Kourijian's results were very similar to Castelli's with boys not enrolled in choir. 

Castelli's subjects ranked adolescent voice change as the primary reason and future 

occupational choice as their second choice for the reason not to enroll in choir. 

Kourijian's subjects ranked not having room in the schedule (an indication of priorities, 

arguably similar in intent to how choir would fit into future occupational choice) as the 

most important and insecurity about their singing (arguably measuring the same construct 

as Castelli's adolescent voice change concerns) as next important. 
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Recall the study discussed earlier by Pedro et al. (1981). This study found that 

boys choose to enroll in advanced math courses more frequently than girls. It was 

suggested that the meaning of math, to individual students, determined where it would fit 

into their career plans, thus their decision on whether or not to enroll in math. The same 

argument could be used here to explain boys choosing not to enroll in choir. It could be 

that music educators have failed to influence the meaning of choral singing to young men 

by not stressing how it could benefit their future. 

SES and ethnicity. The importance of SES is found in this statement by Hess: 

"To designate the social status of an individual is to identify generally the social and 

economic context in which he operates and give useful information about experiences 

that he is likely to encounter" (Hess, 1970, p. 458). 

Maehr suggests that persons at different levels of the social hierarchy can be 

physically and socially isolated. "Class is not equivalent to culture, but insofar as it 

designates a pattern of interpersonal communication and interaction and specifies persons 

are less likely to participate in civic organizations. Hess maintains that this social class 

difference influences peer relations not only of the parents but of their children too. This 

conclusion stems from the finding that participation in organized extracurricular activities 

(such as the school musical) is less likely among high school students in the lower SES 

stratas (Hess, 1970). 

Kohn (1963) believed that the most significant difference between SES influences 

is whether a person can exercise self-direction. The lifestyles and occupations of upper 

SES parents are more likely to allow for self direction than those of lower SES parents 
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who are more likely to have to follow rules others make for them. Kohn maintained that 

these values and patterns can be seen in the way parents control their children, in their 

attitudes about what characteristics are ideal and which are undesirable, and in their 

orientation toward the importance of external demands rather than inner subjective states. 

The American Psychological Association (1994) stressed the need to identify 

subject's ethnic group. They believe that since the majority of psychological research has 

been done on white middle class subjects we need the knowledge gained through the 

study of ethnic groups to fill in theoretical and empirical gaps in our knowledge. 

Phinney (1996) maintained that "simply knowing the ethnicity of an individual or 

group of individuals does little to explain specific social, emotional, cognitive, and 

mental health outcomes" (Phinney, 1996, p.918). Phinney's paper stressed the point that 

ethnicity is not a category so much as a dimension: "...the boundaries are blurred and 

flexible, and the implications of ethnicity vary widely across individuals" (Phinney, 1996, 

p.925). 

The objective of Phinney's paper was to point out three dimensions of difference 

that vary within and across ethnic groups, and to suggest that these dimensions be 

examined when ethnicity is considered. 

First, cultural norms and attitudes that may be influential in psychological 
processes need to be identified and measured to determine the extent to which 
they covary with membership in a particular group or sample and have an impact 
on specific outcomes. Second, the strength, salience, and meaning of individuals' 
ethnic identities, that is, their sense of belonging to their group, need to be 
assessed as variables that may impact psychological outcomes. Third, 
individuals' experiences as members of a minority group with lower status and 
power need to be considered, together with the ways in which individuals respond 
to and deal with such experiences. (Phinney, 1996, p.925) 
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A child experiences ethnic group attitudinal norms, as reflected in the values and 

behavior of his parents, neighbors, teachers, and minister early. Awareness of social class 

position conies later, appearing by the fifth or sixth grade of elementary school (Hess, 

1970). Hess's review indicates that: 

the awareness of elementary school children of social stratification and of the 
relative position of their families in it is emotional-experiential rather than 
cognitive-rational. Middle-and upper-class elementary school children are more 
likely than their lower-class agemates to grasp the economic notions underlying 
social stratification. Such rudimentary awareness of the social stratification and 
of the child's relative position in it should be expected to have subtle but powerful 
effects on his self-concept and self-esteem. These effects, unlike those of racial 
awareness, seem to be directly measurable only in adolescence. (Hess, 1970, p. 
483) 

SES differences in achievement-related cognitions and behaviors occur across 

ethnic groups and cultures. Bardouille-Crema, Black, and Feldhusen (1986) found that 

higher SES black children performed better than lower SES black children on Piagetian 

tasks that measured reasoning, seriation, classification, causation, and conservation. 

Good and Brophy (1986) reported that middle-class children are more competitive 

than lower-class children. They suggest that teachers of high-SES elementary age 

students have to be more concerned with overcompetitiveness among their students, than 

teachers of low-SES students. Conversely, teachers of low-SES children must be 

concerned with their student's fear of failure and general anxiety. 

Slavin (1986) and Pepitone (1985) elaborate on competition and SES by 

maintaining that from a very early age lower-class students learn to depend on their 

friends and family for support just as they themselves help these same people in return. 

This is in contrast to middle-class students who have competitive values and individual 
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accomplishment stressed from an early age. Slavin (1986) adds that this interdependent 

experience of lower-SES children apparently makes them less willing to compete and 

more interested in cooperative learning than their middle-class peers. 

Interestingly, the findings of investigations into the relationship of attitudes 

toward music and socioeconomic status have not been conclusive. For example, 

Crawford (1972), Williams (1972), and Tomcala (1977) found little or no difference 

between socioeconomic status and attitude toward music class while the results of other 

studies (Nolin, 1973; Peters, 1973; Vander Ark, Nolin, & Newman, 1980) suggest that 

attitude toward music class is a function of SES. 

The primary purpose of Little's study (1979) was to determine whether or not 

twelfth grade students from a culturally diverse community participating in a high school 

band, orchestra or chorus, develop different attitudes toward music than those students 

who did not participate in the music program. Relevant to this study was his secondary 

purpose, which was to compare differences in attitudes toward music between high 

school students of different socio-economic and musical backgrounds. Attitude was 

measured using the Edwards Attitude Toward Music Scale. 

Little's results indicated an absence of differences in attitudes toward music 

between levels of parental education and categories of parental occupation suggesting 

that the family background of surveyed students was not a strong influence in shaping of 

their attitudes toward music. Little also found cause for concern in that unlike band 

students, choral students did not differ in attitudes toward music from non-music 

students. 
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Even though the correlation between SES and attitude towards music class has not 

been effectively established. Many studies agree that there is a significant relationship 

between SES and musical achievement. They also agree that there is a close association 

between social status, home environment, and musicality (Phillips, 1976; Sergeant & 

Thatcher, 1974; Wolfe, 1969; Kirkpatrick, 1962; Jenkins, 1977; Reynolds, 1960; Shelton, 

1966). 

Gordon (1967a) investigated the relationship of students' musical background and 

their musical achievement test scores. Two hundred eleven students completed an 

interview questionnaire at the end of their second year of instrumental study. This 

questionnaire indicated practice habits, student and parental musical activities, and 

socioeconomic status. The musical progress of each student was also analyzed by 

examining adjudicator ratings of student performance, teacher rating of student progress, 

and an objective music achievement test. Correlations between the environmental factors 

and music achievement test scores were then computed. These analyses revealed a 

significant relationship (p <.05) between student achievement and 20 of the 23 factors 

surveyed. The results indicate that home environment is a significant factor that 

influences musical study. 

While investigating the effectiveness of group and individual instrumental music 

instruction, McCarthy (1980) discovered a significant relationship between academic 

reading achievement and SES to both achievement and retention in instrumental music. 

McCarthy placed 1,199 fifth and sixth grade instrumental music students in two matched 

treatment groups. After a six month instructional period the students' music reading 
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ability was tested with the Music Achievement Test (Colwell, 1969) and their 

performance achievement was determined using the Watkins-Farnum Performance 

Achievement Scale (1954). Group or individual instruction did not significantly affect 

student achievement; however, there was a significant relationship between reading level, 

SES and all measures of student achievement. 

In summary, personal experiences both at home and in school appear to be 

different for students of different levels of SES. According to personal investment 

theory, high SES students may have personal incentives and a sense of self that are 

different from those of low SES students. Also, the strength of a student's ethnic identity 

and ethnic experiences help to determine the norms and values that may be influential in 

the meaning attached to their choral experience. Hence, in investigating the motivation 

behaviors of non-select choir students the SES and ethnic identity of the students should 

be examined. 

Personal Experience 

The next antecedent to meaning is a student's personal experience. Personal 

experiences are the set of beliefs and thoughts that a person acquires about him or herself. 

Personal experience is primarily determined by previous learning and experience. The 

reviews by Hess and Holloway (1984) and Scott-Jones (1984) explain that sociocultural 

variables such as gender, ethnicity and SES affect students' personal experiences, but the 

most influential aspect of personal experience is the home socialization experience. 

Personal experiences caused by the different cultural values that are transmitted through 
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parent-child interactions can cause cross-cultural differences in the meaning of 

achievement. 

Parents are the main agents of socialization for their children (see e.g., Eccles & 

Hoffman, 1984). How parents raise their children has a significant influence on how that 

child will develop and behave both at home and at school. More importantly, the values, 

beliefs and expectations of parents about school achievement are transmitted to their 

children through daily interaction. These daily personal experiences help to define what 

Maehr calls the "meaning" of school achievement, thereby influencing their children's 

school behaviors and motivation to achieve. 

Leung (1991) decided to study personal experiences as part of the study to be 

reviewed shortly. She measured personal experiences by having her subjects indicate 

how they thought their parents would respond to the same set of measures that they were 

asked to answer for themselves. In other words, this is a self-report method where the 

subjects answered the same set of questions twice: once from their own perspective and 

once from their perception of how their parents would answer. 

Leung believes that children internalized their parents' standards and use them as 

a behavioral guide. She contends that "...children's perception of parental behaviors 

might be more important than parent's actual behaviors in determining children's own 

behaviors" (1991, p. 13). She also adds that, "parents' beliefs, emphases, preferences, 

expectations and values regarding the importance of school work for the child are not 

likely to have much effect on the child unless the child first perceives such parental 

beliefs, emphases, preferences, expectations and values" (Leung, 1991, p. 14). 
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The purpose Leung's investigation (1991) was to use the Maehr's theoretical 

framework to determine if the sociocultural background, age and self-perceived academic 

achievement of high school students made a difference in the student's own thoughts and 

their perception of their parent's thoughts and feelings on school learning and 

achievement in the following areas: the meaning of success, task preferences, preference 

for school feedback, attributions for success and failure, achievement goal orientations, 

and perceived academic achievement. 

The subjects were 333 Caucasian American students attending the 8th, 10th, and 

12th grades in a Midwestern U.S. City and 375 Chinese students in the same grades in 

Hong Kong. Students were asked to complete a questionnaire designed to measure the 

thoughts and feelings on school learning and achievement first from their own 

perspective and second from how they thought their parents would answer. 

The dependent measures were taken from studies by Ames and Archer (1987, 

1988) and Russell (1982). Factor analysis, discriminant analysis, and stepwise multiple 

regression analysis showed a considerable variation in cultural differences in the 

dependent measures. Cross-cultural differences were found for the meaning of success, 

attributions of success and failure, perceived parental causal attributions of success and 

failure, and preference for school feedback. 

Age, gender, SES and self-perceived academic achievement also significantly 

effected the dependent measures. SES, grade level, and self-perceived academic 

achievement were found to be significant predictors of preference for school feedback 

and causal attributions of failure for the Americans. 
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Higher SES American students believed that their parents ascribed more 

importance to lack of effort as an important reason for their failure in school work. 

Those with lower SES, conversely, believed their parents ascribed less importance to lack 

of effort as an important reason for their schoolwork failure. 

Cultural differences were also found by Leung in task challenge preferences. The 

results of the task challenge measurement were more gender typed for the Chinese than 

for the Americans. High and low self-perceived academic achievement Chinese males 

preferred a difficult project whereas only high self-perceived academic achievement 

American students of both genders preferred difficult challenges. 

These task challenge results correlate with two other studies: Keynes (1983) and 

Ames and Archer (1988). Keynes found that Chinese adolescents in Hong Kong tended 

to hold gender values that stressed active, ambitious, persevering males and gentle, polite, 

tender females. Leung stressed the need for teachers to pay attention to male Chinese 

students with low self-perceived academic achievement so as to help them choose 

projects that are within their ability. Ames and Archer (1988), in a study of American 

students, found that self-perceived ability in a subject matter is a significant predictor of 

their school task preference. 

Another interesting finding of the Leung study was the difference between 

Chinese and American causal attributions of success and failure and perceived parental 

causal attributions of success and failure in school. Noteworthy was the cultural 

difference found between the American and Chinese student's attributions of school 

failure to poor work by the teacher. American students tended to blame their teachers 
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more for their poor performance in school as they grew older and also perceived their 

parents to attribute failure to the teacher while Chinese students tended to blame their 

teacher less for their poor performance in school as they grew older. Leung concluded 

that a student's sociocultural background, especially their cultural background, has a 

significant affect on their cognitions and feelings about school learning and achievement. 

Personal investment theory posits that personal experiences, especially those 

derived from the home socialization experience, also affect a person's goals and their 

sense of self. The application of this concept to a non-select choir student would mean 

determining the answers to questions such as: (a) Do the student's parents believe that 

the study of music is important? (b) Do they instill good work habits in their child? (c) 

Do they show interest and display high expectations for their child's musical success? If 

the answer to these questions is yes, the parents would be more likely to have a child who 

is doing well in choir. Studies which found SES and other home environment factors to 

be significant in students musical participation and achievement are Wolfe (1969), 

Sergeant & Thatcher (1974), Phillips (1976), and Klinedinst, (1989). 

Sharer (1994) explored home socialization in music when he investigated the 

effect of parents' gender, educational background, and choral participation on their beliefs 

regarding the perceived and desired outcomes of high school choral music experience. 

His purpose was to investigate parental perceptions regarding what was learned, 

and what should be learned in their children's high school choral music experiences. The 

study was organized into four areas of research: (a) the functions of music education, (b) 
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parental beliefs regarding function, (c) skill building in music education, and (d) attitudes 

toward music education. 

The population consisted of the parents of students enrolled in concert choir in 

eight randomly sampled school districts representing the six enrollment classifications of 

schools in Nebraska. Proper sampling procedures were reported and 300 questionnaires 

were returned. Data was collected using an instrument constructed by Sharer. The 

questionnaire was examined and found to be reliable using Cronbach's Coefficient alpha 

(r = .973). The questions designed to determine the effect of the parent's gender, 

educational background, and the parent's own choral experience were analyzed using a 

split-plot multivariate analysis of variance with part A and part B of the questionnaire 

serving as the dependent measures. A factor analysis of the questionnaire determined the 

number and prominence of factors that may have surfaced in the parents' responses. Two 

main factors emerged. Eighteen of 24 items showed significant correlations to factor 

one, which was labeled "Extra-musical Outcomes." Factor two, labeled "Feeling, 

Responding and Valuing," contained the remaining 6 items. Because all 24 items showed 

correlations of +.696 or greater, it was concluded that the questionnaire contained 

construct validity. Content validity was confirmed using a panel of experts. 

This study also contained a qualitative component. The purpose of the qualitative 

study was to verify the musical and extra-musical skills that were used in the 

development of the survey instrument using the method of triangulation. Open ended 

interviews were conducted, scripted, coded, and the codes were placed in categories. All 

of these procedures were verified by informants and peer review. The categories were 
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personal relations, leadership, music, personal traits, cooperation, auricular connections, 

venue, and family/parenting/spouse. The subjects all agreed that their children acquired 

general extra-musical skills that were useful in music as well as in other academic 

contexts. The transferability of these skills into real-life settings was deemed extremely 

significant. 

Descriptive statistics were used to analyze items of factor one (Extra-musical 

Outcomes). The purpose of this analysis was to determine parental beliefs regarding 

choral music outcomes. The mean score for these items was 3.8 on a five-point Likert 

scale. This score indicated that parents agreed that the eighteen "extra-musical" items 

were indeed outcomes of the choral music experience. The mean score of the belief that 

extra-musical outcomes should be learned as a result of the choral music experience was 

a 4.1. 

The following additional results were produced using ANOVA: (a) The female 

parent scores were significantly higher than the male scores which indicates that mothers 

believed more strongly than fathers that extramusical outcomes are being learned and 

should be learned in the choral context, (b) There was no significant difference in how 

parents of different educational backgrounds (high school; college; graduate study) 

responded to the questionnaire. "Should be learned" scores were significantly higher 

than the "is learned" scores for all three educational backgrounds at the .05 level of 

significance, (c) The number of years that the parents sang in choir (0-2; 3-4) did not 

make a significant difference in their scores. 
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This study demonstrates that parents believe extra-musical outcomes result from 

their children's participation in the high school choral music experience. They believe 

that singing in choir enhances their child's self-esteem, develops their confidence, helps 

to make them good citizens, and facilitates the tolerating of other's strengths and 

weaknesses. 

Brand (1986) constructed the Home Musical Environmental Scale (HOMES) to 

study the home musical environment of 116 students. This scale was designed to 

determine the parent's attitude toward music and their musical involvement with their 

child, the parent's musical activities, and the musical activities found within the home. 

Parents of the students were asked to complete the survey and the students musical 

aptitude was measured using Gordon's Primary Measures of Music Audiation (1979). 

The students' teachers rated their musical achievement. This rating was based on the 

students' musical knowledge, music reading performance skill, interest, and motivation. 

A series of multiple regression analyses revealed that the HOMES scores accounted for 

20% of the variance in musical achievement scores. 

Teaching-learning Situation 

The third antecedent to meaning is the teaching-learning situation, which has two 

effects on meanings held by students: social expectation and task design. 

Social expectation. The effect of social expectation can be seen in any social 

group. A social organization emerges, norms and roles develop, and a status structure 

evolves. Maehr suggests that this social organization often develops apart from the 

formal organization and is frequently peer-initiated and peer-controlled. 
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Associated with such organization is a set of expectations for the participants, 
both collectively and individually, regarding how they should perform, behave, 
and even feel. These expectations also affect people's perceptions and definitions 
of personal incentives, action possibilities, and sense of self. If the situation, the 
peers, or both are changed, meaning and personal investment will likely also 
change. (Maehr & Braskamp, 1986 pp.63-64) 

Choir directors have often noted the difference certain individuals make in the 

social structure of their groups. For example, the addition of a popular student can be an 

"enrollment draw." 

Task design. The task design effect of the teaching-learning situation takes into 

account the nature of the task and the social-psychological conditions under which the 

task is performed. Various features of a task might affect the meanings that the task has 

for students. Maehr lists four interrelated and overlapping factors in task design that are 

important in determining which personal incentives will be held in a given situation. 

They are: inherent attractiveness, feedback, autonomy, and compensation. 

Inherent attractiveness. Inherent attractiveness refers to how interesting, or 

intrinsically motivating the task is to the person. An inherently attractive task has three 

variables: task identity, skill variety, and challenge. Task identity refers to the extent 

that students can begin and complete a task by their own efforts. Skill variety refers to 

the extent that students can employ different skills and talents to complete the different 

aspects of a task. Challenge refers to the difficulty of a task. The task should not be too 

difficult or too easy for the student. Personal investment theory posits that not all tasks 

have a strong identity or provide challenge and variety. In these cases additional 

incentives must be present in order to garner investment. 
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Reference to the three elements of inherent attractiveness as applied to a music 

situation can be found in Elliot (1995). Elliot maintains that self-growth, self-knowledge, 

and musical enjoyment should be the fundamental aim of music education and should be 

the chief goal of each and every music teaching-learning situation. Task identity, skill 

variety and challenge are important aspects of his definition of musical enjoyment, which 

he believes occurs when students "meet the demands of something that they themselves 

deem a challenge" (Elliott, 1995, p. 115). 

Task design was an important factor in Zoschke's (1991) study. The purpose of 

this study was to compare the musical choices of church choir members of different 

levels of experience and training before and after a ten-week rehearsal period which 

included instruction designed to foster mastery of intervals and rhythm patterns. The 

main basis of the literature selected was challenge. The three pieces chosen were of 

varying degrees of difficulty, but all three contained some element of challenge. The 

subjects sang the pieces at the beginning of the study and responded to questions 

concerning their ability to learn the piece and their desire to learn it. At the end of the 

training period the subjects were surveyed again to determine which selection they 

believed would be the greatest challenge and which one they would choose to sing again. 

A chi-square analysis produced no statistically significant results. However, Zoschke 

observed that choir members were not motivated to learn the most difficult piece because 

they didn't believe they could learn this piece in the given time frame. The moderately 

difficult piece was selected most often as the anthem they would like to sing again. 

Interval and rhythm pattern training did not effect literature choice. Zoschke's 
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observations confirm Maehr's contention that a task's attractiveness is enhanced when the 

proper level of challenge is present. 

Feedback. Feedback is the second factor that affects task design. Feedback 

defines the task in three ways: (a) it illuminates what is expected of the task performance 

and the importance of the task performance to the overall goals of the teaching-learning 

situation. "If the task performance is not carefully evaluated, that may imply that it is 

unimportant-that is really makes no difference to others how or whether it is done" 

(Maehr & Braskamp, 1986, p. 65). (b) Feedback also defines a student's role in 

relationship to the task. "Feedback that involves the person to the greatest degree is most 

likely to foster task personal incentives" (Maehr & Braskamp, 1986, p. 65). (c) Feedback 

allows an organization to define itself. It suggests what a student can expect to get out of 

being in a organization. 

In terms of personal investment theory, feedback in the form of evaluation 

determines the meaning that a student attaches to a learning or performance situation. 

The way a task performance is evaluated can affect the adoption of goal structures and 

reinforces power and role relationships. Evaluation can encourage ability comparisons 

and make some students feel like failures or it can communicate progress toward personal 

goals. Evaluation is a critical factor in establishing or reinforcing a given goal/reward 

structure. "Evaluation can reinforce the power of the teacher and the dependency of 

student to a greater or lesser degree. Thus, it can reinforce the pawn status or encourage 

the student to think for himself or herself as an original." (Baden and Maehr, 1986, 

p.302). 
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Therefore, evaluation can affect the willingness of students to take responsibility 

for their own learning, to proceed independently, and to exhibit a continuing motivation 

in learning beyond the immediate context. Evaluation is also a crucial factor in 

establishing the goals that a person holds in performing a task (Maehr, 1983,1984; 

Maehr & Nicholls, 1980). 

A cross-cultural study conducted by Fyans et al. (1981), found the influences of 

external as opposed to internal evaluation processes were similar in the school contexts of 

such contrasting cultures as that of Iran and the United States. The researchers concluded 

that evaluation has powerful effects in creating a culture that is specific to the situation 

and which supersedes other sociocultural inputs. 

Rewards are an important source of feedback. The reward distribution system a 

teacher develops effects student interactions and goal adoption. The three goal structures 

discussed in the research literature are the competitive structure, the cooperative 

structure, and the individual structure (Ames, 1984; Nicholls, 1984). Rewards are 

distributed within these structures on the basis of the comparative performance between 

individuals, group accomplishment of a shared task, and the quality of the individual's 

task performance. Baden & Maehr (1986) contend that these structures have different 

effects on the behavioral and cognitive patterns of the students. Different structures 

prompt the development of divergent attributional patterns and strategy development 

(Ames, 1981; Diener & Dweck, 1978). These structures also have varied effects on the 

students' feelings toward school, self-concept and performance (Aronson et al., 1978; 
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Johnson & Johnson, 1981). Moreover, these structures can effect the anxiety levels of 

students in varied ways (Hill, 1984). 

Students' performances are valued by their position in relation to others in a 

competitive environment. Beneficially displaying one's skill and winning or "coming out 

on top" are deemed a priority. Also, the opportunity to attain one's goal or to receive the 

reward is reduced when other students are successful. Students in these competitive 

situations will not voluntarily pursue challenges that place their classroom status at risk. 

As was mentioned in the discussion of sense of competence, students tend to 

compete only when they feel competent. In a competitive environment, which limits the 

number of potential successes, a student who has experienced failure, and does not feel 

competent in the subject at hand may become anxious and try to avoid competing. 

Some researchers have found that failure in competitive settings has more 

negative consequences for students' self-esteem than failure in noncompetitive settings 

(Ames et al., 1977; Roberts, Kleiber, & Duda, 1981). For example, children have 

recounted significantly lower levels of satisfaction following a failure in competitive 

situations and evaluate the poor performances of others as least satisfying when they 

involve a competitive loss. Ames (1984) has found that losing in competitive settings 

magnifies negative affect more than winning enhances positive affect. 

While winning evokes self-aggrandizing motives, the findings are strong that 
failing in competitive structures elicits feelings of nondeservingness and 
dissatisfaction; and because competition engenders a situation of many losers and 
few winners, an esteem rating for this structure must necessarily be low. (Ames, 
1984, pp. 184-185) 
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A cooperative structure is characterized by students participating in groups where 

rewards or punishments are shared as a function of their combined performance. This 

goal/reward structure can be useful in integrating students of varying sociocultural 

backgrounds (Johnson et al., 1981). When a cooperative learning structure is well 

organized all students take responsibility for the completion of the task. The avoidance 

behaviors of students with low sense of competence are reduced when accomplishment of 

a task, rather than social comparison determines success on task. "Through their 

participation in a cooperative task, low-achieving children increase their chances of 

actually learning the skills they may be lacking" (Baden & Maehr, 1986, p.299). 

The third goal/reward structure is the individual. The participating students are 

independent of each other and everyone shares the same possibility of rewards that are 

distributed for individual improvement of performance. The difference between an 

individual structure and a competitive one is the emphasis on outcome and social 

comparison that is found in the competitive environment. Tasks are more likely to match 

a child's own competence level in the individualized setting than in either the cooperative 

or the competitive structure. Individual effort and progress toward task mastery are 

emphasized and performance comparisons are minimized (Baden & Maehr, 1986). 

When both individualized contexts and competitive contexts have been evaluated, 

only individualized contexts have been shown to encourage student's utilization of their 

past performance in evaluating their present performance (Ames, 1984). This strategy 

has been shown to support the development of a task mastery orientation (Covington, 

1984; Nicholls, 1979). 
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Nicholls asserts that the individual task involvement structure produces the most 

desirable outcomes, especially when trying to develop achievement in culturally diverse 

students (Nicholls, 1984). This structure also fosters challenge seeking (Nicholls, 1984) 

and continuing motivation (Maehr, 1976). 

Ames (1984) views cooperation and competition as situational factors that 

influence a student's motivation. She maintains that "a competitive structure promotes an 

egoistic or social combative orientation, a cooperative structure elicits a moral 

orientation, and an individualistic structure evokes an achievement-mastery 

orientation" (Ames, 1984, p. 189). 

The sharing of goals, rewards, and effort as well as a positive interdependence 

among students are characteristics of the cooperative structures. Elements of the 

cooperative structure are seen in many non-select performing groups. The performance 

goal is shared by everyone. Rewards in the form of grades are shared for example, in 

Casey's (1994) study of non-select bands the majority of directors reported that they gave 

an A to non-select band students solely on the basis of effort as measured by attendance 

with no individual mastery required. 

Ames (1984) contends that when a cooperative situation elicits norms for helping, 

aspects of a moral situation are present. She elaborates by stating that moral situations 

are essentially intent-oriented systems, behavior is judged by the students' willingness to 

put forth effort. Effort in a cooperative situation is not however, the individualistic 

conception of effort, in other words, working for one's own profit. Rather, the 
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cooperative effort serves group goals and demonstrates social responsibility (Ames, 

1984). 

Ames (1984) also reports that students are often perceived as similar in ability and 

deserving of reward in a cooperative situation even when their performances vary in 

achievement level. The group dynamic creates a perception of equality; and equality, 

more than equity, governs the distribution of rewards. "Thus whereas competitive 

situations foster perceptions of differences, cooperative structures contribute to 

perceptions of similarity" (Ames 1984, p. 196). 

Ames cautions that such positive consequences as heightened self-esteem that are 

attributed to cooperative structures may be a result of group outcome rather than the 

cooperative structure itself. In a statement that could be important to many non-select 

performance group situations Ames maintained that: 

The potential impact of unsuccessful groups has been a much neglected factor in 
the research on cooperative structures, then, group outcome or productiveness 
appears to be a critical factor for the study of motivation. We cannot predict self-
evaluations solely by looking at individual achievements; children attend to group 
outcome information and the effect of negative outcomes deserve special attention 
in future research on cooperation." (Ames, 1984, p.187) 

Ames describes the evaluation system in the moral domain as based on blame, 

rather than reward. Individuals are punished for not following social norms rather than 

rewarded for upholding them. Sometimes low achievers are targeted for blame when 

group members feel that they have failed to exercise proper commitment to the group. 

Ames research has determined that individual failure becomes most notable when the 

group fails. For example, Ames found that when group members were asked to distribute 

rewards, the low performer was given less reward when the group failed to accomplish its 
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task than when it has been successful (Ames, 1981). The blame phenomena in 

cooperative structures only exists when the group fails, successful groups do not 

engender this reaction (Ames, 1984). 

Autonomy. The third task design variable is autonomy. Roles and power 

relationships govern behavior in a classroom. There are a variety of roles found within 

the classroom. Autonomy is applicable to the role of the teacher-pupil relationship and is 

established by the type of role the teacher chooses in the learning/instructing relationship. 

This dimension refers to elements of autonomy and self-reliance as opposed to elements 

of control and forced obedience (Baden & Maehr, 1986). To be precise, autonomy is the 

extent to which a person has freedom and independence in determining when and how to 

complete a job or task. Autonomy is important because it allows a student to accept 

responsibility for task completion. Wang and Stiles (1976) found that students were 

more likely to complete their assignments when they were allowed to select them than 

when the assignments were assigned to them by their teachers. 

Richard deCharms (1968,1972) has argued that autonomy is an important 

motivation factor. He contends that a person's actions may vary in a situation depending 

upon whether or not they feel that they have control over their fate. DeCharms interprets 

achievement motivation in terms of originator or pawn. He suggests that people will 

work harder, more effectively and persistently when they believe they are in control of 

the situation. Maehr agreed with deCharms when he stated that "classrooms or other 

situations that lead a person to believe that he is responsible for his performance should 

increase motivation" (Maehr, 1974, p.71). 
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Baden and Maehr (1986) recommend that children be given an opportunity to 

develop their goal-setting skills. They maintain that a culturally diverse classroom is 

likely to contain discrepancies between what the teacher values and what the various 

groups of students value. Their recommendation is that the teacher provide students with 

a choice between several task alternatives. This creates more of a sense of autonomy 

than no choice at all. 

Compensation. The fourth variable of task design is compensation. 

Compensation in the form of pay is not relevant to an educational setting, but 

compensation in the form of external rewards is relevant. Maehr & Braskamp (1986) 

caution against assuming that external rewards only serve as a means of external control. 

They maintain that extrinsic rewards can also serve an informational function, which 

provides feedback on competence, social acceptance, and personal achievement. 

When a teacher chooses to exercise substantial control the meaning that the task 

is done for its own sake is minimized. Task completion becomes a job; something the 

person should be paid for, something to be done for someone else. "When a task is not 

valued for its own sake, people are less likely to work on it on their own or to return to it 

on their own time and for their own reasons. In other words, such a view does not 

encourage what has been called Continuing Motivation" (Baden & Maehr, 1986, p.295). 

Information 

The fourth antecedent to meaning is information. Information refers to a person's 

knowledge about the options that are perceived to be available to him or her in an 

achievement-oriented situation. Maehr maintains that information is important to all 
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facets of meaning but is most relevant to perceived options. "Individuals choose on the 

basis of perceived options, and these options are determined, in part, by the information 

available" (Maehr & Braskamp, 1984, p.67). We need to determine what information 

non-select choir students are privy to in order to analyze their observed behavior. 

Age or Stage of Development 

The final antecedent to meaning is the student's age or stage of development. 

Meaning is a result of cognitive development. Young children do not have clear 

conceptions of the nature of ability and effort; adolescents increasingly differentiate 

personal investment possibilities; and adults define success and failure differently with 

age and life stage (Maehr & Braskamp, 1986). The following discussion will illustrate 

how meaning changes as a result of age or stage of development and how this change of 

meaning may affect motivation. 

Children become increasingly able to perceive the difference between effort and 

ability during late childhood and early adolescence. As students approach adolescence, 

they are more likely to view ability as capacity (e.g., Dweck & Leggett, 1988; Nicholls, 

1986, 1989). Many adolescents begin to feel incompetent when they put forth effort and 

fail (Covington, 1992; Nicholls, 1989). Consequently, displaying effort in the attempt to 

complete school tasks can be risky to a student's self-esteem (Anderman & Maehr, 1994). 

Putting one's ability on the line is difficult to avoid in many middle school/classrooms 

contexts (Eccles & Midgley, 1989). Furthermore, the middle school context has been 

found to stress the importance of relative ability more than the grade school context (e.g., 

Eccles & Midgely, 1989; Oakes, 1992; Anderman & Maehr, 1994). 
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Ritcher (1989) explored fourth, fifth and sixth graders reasoning about ability and 

its relationship to their achievement in general music, perceived ability in general music, 

motivation toward general music and reasoning about intellectual ability. Two stratified 

random samples were drawn and subjects in the second sample were classified by 

whether they were immature, transitional or mature in their level of their reasoning about 

intellectual ability (n=36). This classification was accomplished with the critical 

exploration interview developed by Nicholls (1978). Subjects in the first sample (n=108) 

were classified in the same manner by their reasoning about their musical ability using 

Ritcher's adaptation of Nicholls procedure. Seventeen subjects received both interviews. 

The subjects who participated in both interviews demonstrated that their level of 

reasoning about musical ability was significantly related to their level of reasoning about 

intellectual ability. The level of reasoning increased with each grade level for both 

measures. 

Data was also gathered on the musical achievement, perceived ability and 

motivation of the students in sample one. Their general music teachers rated these 

students' effort, attentiveness, participation, and achievement on the instructional 

objectives for the previous nine-weeks. The students' recorder playing was evaluated by 

experts. Students attitudes were measured with adaptations of "The Treat" which is a 

school attitude test (Haladyna & Shaughnessy, 1982). Instruments designed by Ritcher to 

measure perceived music competence, perceived general music achievement, perceived 

recorder playing achievement, and perceived difficulty of general music class, were also 

completed by the students. Sufficient reliability measures were reported. 
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Data analysis revealed that a positive correlation was found between perceived 

ability and motivation. This relationship was stronger for mature subjects than for 

immature subjects. The younger students who as yet did not perceive ability as capacity 

were more positive in their attitude toward both general music and recorder playing then 

the mature and transitional students. Immature students were also less accurate in their 

perception of ability than mature subjects and lower in achievement. 

The weakest correlations between perceived musical ability and achievement 

were found in the transitional students. However, the attitudes towards music were more 

positive than the immature and mature groups. 

An unexpected finding was the higher effort rating received by the mature 

subjects. This may have been due to strong teacher expectations. This method of 

determining effort may need to be evaluated. 

Multiple regression analysis confirmed that the level of reasoning about musical 

ability contributed significantly to attitude scores even when entered in the equation after 

grade level. Ritcher concluded that there are developmental patterns of reasoning about 

musical ability and attitude that cannot be explained entirely in terms of simple 

maturation. He suggested that teachers develop strategies to reduce the emphasis on 

ability in order to keep students interested in the music program. 

The relevance of age or stage of development is noted in a number of studies 

describing the music attitudes of students. These studies indicate that a positive attitude 

toward musical activities declines with each advancing grade level (Haladyna & Thomas, 

1979; Sherman, VanderArk, Wallace, Nolin & Newman, 1980; Crawford, 1972; Vander 
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Ark, Nolin, & Newman, 1980). This decline is most prominent between grades five and 

six (Broquist, 1961; Haladyna & Thomas, 1979; Svengalis, 1979). 

Attribution Theory and Music Education Studies 

Personal investment theory maintains that meaning changes as a result of age or 

stage of development and this change of meaning may effect motivation. This concept 

has been studied extensively through attribution theory. Also, issues concerning ability 

and effort are important to a student's sense of competence and therefore the information 

learned through studying the results of attribution theory studies can lead to a greater 

understanding of personal investment theory. This examination was undertaken with the 

idea of noting the contribution attribution theory has made to our knowledge of 

motivation in music education in order to ascertain how personal investment theory might 

help teachers further understand how to answer motivation questions. Another reason 

why these studies are important to this study is their results indicate the importance of 

specific contextual factors. Qualitative methods will be used to examine the contextual 

factors deemed to be critical by the Asmus studies in this study. 

Attribution theory contends that students are motivated to work at tasks in which 

they believe they will do well and avoid those tasks in which they believe they will do 

poorly. Therefore, student's self-evaluation of their ability determines their motivational 

investment. Hence, it is the students' perceptions, not the facts of the situation, which 

will influence behavior (Ritcher, 1989; Covington, 1984; Kukla, 1978; Nicholls and 

Miller, 1984; Wiener, 1974). 
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According to attribution theory an individual student's motivational behavior is 

affected by the cause they ascribe to the outcome of a task. This cause influences the 

student's motivational behavior because it affects their feelings about the outcome and 

therefore their expectations for future success (Wiener, 1972). 

Asmus adapted attribution theory for the study of student motivation in music. 

His initial study in 1985 employed the traditional two dimensional model where success 

is attributed to either the internal causes of ability and effort, or the external causes of 

task difficulty and luck. The 1985 study used an open-ended questionnaire that asked 

118 sixth grade general music students to give five reasons why some students do well in 

music and five reasons why students do not do well. These responses were then 

classified according to the two dimensional model of attribution theory. A MANOVA 

analysis of the data indicated that students primarily attributed success and failure to 

ability and effort. The results varied by school, a finding that reoccurs in Asmus's 

research. In this case he attributed the school differences he found to variation in socio-

economics, locus of control, and achievement needs of the students. 

Asmus continued to use the two dimensional attribution model in his 1986a and 

1986b studies. His 1986a study was concerned with the self-perceptions of success and 

failure of college level music students. This study found that subjects attributed the cause 

of success and failure differently when the attributions were for their own outcomes then 

when the attributions were made for the outcomes of others. Task difficulty was found to 

be the primary cause for success and failure in their personal ratings. However, when 

rating others, effort was attributed most often. Asmus concluded that ascribing effort to 
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others is the result of the persistence of teachers in promoting effort, because ability and 

luck attributions do not lend themselves to a need for systematic learning. Conversely, 

ascribing success or failure to task difficulty appears to protect a student's previously held 

self-concepts (Asmus, 1986a). 

Asmus again used the two dimension attribution model when he studied the 

effects of gender, grade level, school, and the success or failure setting, on the open 

ended attributions of 589 students in grades 4 through 12 (1986b). Once again, results 

indicated a difference attributable by school that occurred in all attribution categories. 

Another finding that corroborated other studies in general education research was the 

gradual shift in attributions of success from effort to ability, which occurred with the 

increased age of the subjects. However, there were unexpected gender differences. Girls 

made more attributions of ability than boys. 

Thomas, in reference to this gender finding, stated that: "No interpretation of the 

sex difference finding was proposed"(1992, p.427). She chose to disregard the following 

observation by Asmus as an interpretation of this finding. Asmus suggested that this 

gender finding may be attributable to "the generally feminine view society places upon 

music. Students may learn that it is all right to have musical ability, an internal-stable 

cause, if you are female, but not if you are male" (Asmus, 1986b, p.271). 

Looking at this from the perspective of personal investment theory would allow 

one to expand on Asmus1 observation by discussing aspects of "Sense of Self." Students' 

identity concerning music is influenced by their reference groups and significant others. 

Therefore, male identity could be quite different from female identity depending upon the 
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culture involved. Also, the student's sense of competence comes into play here. Asmus 

did not report how many males in his sample were from general music, choir, and band. 

The students in the ensembles would probably have a good sense of competency in 

music, but the boys in the general music classes might not. Since both identity and sense 

of competency are aspects of sense of self and sense of self has been shown to be affected 

by context (Maehr, 1983, 1984) an analysis of this finding from the perspective of 

personal investment theory could corroborate the one that Asmus gave. 

The next step Asmus took in his research was to create an instrument to measure 

attributions from the 5,092 original statements collected in the previous study. Five 

hundred four students rated the 125 most representative statements and factor analysis 

revealed five significant factors to characterize success and failure in music. These 

factors were effort, musical ability, musical background, classroom environment and 

affect for music. Asmus reported reliability estimates ranging from .69 for affect for 

music to .82 for effort. The music specific model Asmus devised is a departure from the 

traditional four factor attribution model and proved itself to be an invaluable tool for 

analyzing specific musical concerns. 

Asmus used this new attribution model in his 1987 study of the effect of grade 

level and the magnitude for motivation on high school choral and instrumental students' 

attributions for success in music. The results revealed that even with the addition of the 

music specific factors in the model, ability and effort were still chosen as the 

predominant reasons for the causes of success in music. Asmus also found that highly 

motivated students placed greater importance on effort leading to success while student 
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with less motivation felt that ability lead to success. However, 37.7 percent of the 

magnitude of motivation variance was accounted for by affect for music, effort and 

classroom environment. The relationship between the independent and dependent 

variables differed by teacher except for musical background. Asmus characterized 

musical background with items dealing with family influence and non-school musical 

opportunities, situations that are not under the control of the teacher. This once again 

points to the importance of specific contextual factors which personal investment theory 

will address. 

The purpose of Asmus's 1989 study was to explore the influence of the music 

teacher on students' achievement motivation. The subjects were the 498 ninth through 

twelfth grade band and choir students who participated in the major ensembles of the two 

music teachers at the same school. 

Two measures were employed in this study. A 35 item instrument was used to 

assess attributions for success and failure in music. This instrument was based on the 

music attribution model where effort, background, classroom environment, musical 

ability, and affect for music are used to classify attributions. The second instrument 

measured aspects of the motivation magnitude through ratings of items such as "music is 

a very important part of my life." Strong reliabilities were reported for both measures. 

Effort and ability were once again the primary reasons students cited for success 

and failure in music. A multivariate analysis of variance revealed significant teacher 

effects on both student attribution and magnitude of motivation. As in the 1987 study the 

only variable that was not significantly influenced by the teacher was background. 
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Asmus (1990) next sought to determine the relationship between motivation for 

music and musical aptitude. One hundred eighty-seven college-level, non-music majors 

enrolled in a music appreciation course completed the college version of the Musical 

Aptitude Profile, and two motivation measures. The motivation instruments measured 

attributions for success and failure (based on the five factor music model) and magnitude 

of motivation for music. No significant relationship was found between the motivation 

measures and musical aptitude. 

Another important body of music motivation research using attribution theory has 

been undertaken by Austin (1988, 1991,1993,1995). Austin (1991) studied the effects 

of competitive and non-competitive goal structures, level of music self-esteem, and pre-

post administration on dependent measures of student achievement and motivation in 

music. Forty-eight 5th and 6th grade band students were randomly assigned to one of 

two goal structures. These goal structures were operationalized as solo contest settings. 

The goal structures were either competitive, where rewards were based on absolute 

standards, or non-competitive, where all participants were rewarded for trying their best. 

Pre-test and post-test data were obtained for two tests of music achievement 

(MAT2, Part 3, Colwell, 1968; and performance) and for two measures of music 

motivation. The measures of music motivation used were the Music Attribution 

Orientation Scale (MAOS), and the Intrinsic Interest in Music Scale (IIMS). Other 

instruments used to obtain subject data were a questionnaire devised by Austin to gather 

background information, the Self-Esteem of Music Ability Scale (SEMA) and a post-
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performance questionnaire. Reliability and validity measures were reported for all 

measures. 

Data analysis consisting of split-plot analyses of variance (ANOVA) and analysis 

of covariance (ANCOVA) revealed no significant goal structure effects. However, music 

self-esteem did have significant effects on motivation outcomes, but not on achievement. 

Likewise, there were significant pre-test/post-test differences for motivation but not for 

achievement. Non-competitors' performances were judged equal to their competing peers 

and the students felt equally successful afterwards. This finding corroborates the results 

of similar studies in general education research (Ames, 1984; Covington, 1984; and 

Dweck, 1986). 

In addition, student's preferences for competitive or non-competitive goal 

structures were significantly related to the type of goal structure they experienced in 

Austin's study. Austin also found that although music self-esteem had no significant 

effect on this decision, students with low self-esteem in music tended to favor "no 

competition" whereas those with high music self-esteem preferred competition against 

standards (only one student selected interpersonal competition). 

The purpose of Vispoel & Austin's (1993) study was to investigate how students 

coped with failure in a junior high general music class. They examined the effects of 

attribution feedback for failure (ability, effort, strategy) and classroom goal structure 

(individualized-progress, individualized-standards, competitive) on motivational response 

and decision making. This study was based on three theoretical positions: constructive 
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failure (Clifford, 1984), attribution theory (Weiner, 1974) and classroom goal structures 

(Ames, 1984; Dweck, 1986). 

The subjects were 60 boys and 60 girls in grades seven and eight enrolled in a 

required general music course. These students were randomly assigned to treatment 

conditions that represented competitive, standards and progress goal structures and 

ability, effort and strategy attribution feedback. The students were given a hypothetical 

scenario that described a failure experience of a general music student and manipulated 

goal structure x attribution feedback. After reading through the scenario they were asked 

to complete a questionnaire to indicate levels of agreement and disagreement. The 

questionnaire was subjected to rigorous reliability (ranging from .72-.84) and validity 

checks and it was found to be both reliable and valid. 

Some of the more interesting findings follow: (a) Regression analysis indicated 

that students who attributed failure in music to effort and strategy had higher expectations 

for improved performance than those with ability attributions, (b) Effort attributions 

produced more guilt than ability and strategy combined and strategy elicited more guilt 

than ability, (c) Effort attributions produced more embarrassment than strategy. No 

significant results were found for classroom goal structures. 

In their discussion of why no classroom goal structure effects were found Vispoel 

and Austin suggested: (a) progress goal structures may have been difficult for students to 

understand since they are rarely implemented in music classroom settings, (b) Students 

may have to personally experience failure within the various goal structure conditions 

before responding in a manner consistent with goal structure theory, (c) Failure was 
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considered as receiving a B- grade. Vispoel and Austin suggested that a C- versus an A 

may have been more effective in eliciting the expected goal structure differences, (d) 

Classroom goal structures may have more limited effects on behavioral and affective 

responses to failure in general music than in other subjects. The authors felt that these 

results raised more questions than they answered and highly recommended more research 

in this area. 

Vispoel and Austin concluded that teachers should de-emphasize the importance 

of ability differences. In addition, they shouldn't simply tell students to try hard; rather 

they should show students how to study or practice and monitor their own performance, 

and how to develop alternative learning strategies when necessary. 

Austin (1995) also investigated the effects of music fundamentals class 

experience on future elementary classroom teachers' self-perceptions of ability and 

attributional responses to failure in music. He gave a 54-item questionnaire designed to 

assess failure attributions, ability self-perceptions, music background and other 

demographic information to 360 elementary education majors in the first week of the 

semester. Some of them had just completed the fundamentals class and were enrolled in 

the second semester methods class and others were just beginning in fundamentals. Their 

results were analyzed as intact groups in a static-group comparison design. The results of 

this portion of the study indicated that the subjects rated themselves highest in their 

ability to move to music and lowest in their ability to compose music. The overall rating 

of music ability was not very high, with the sample means falling below the scale 

midpoint. 
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To determine if having completed the fundamentals class effected ability self-

perceptions, data were analyzed using a one-way multivariate analysis of covariance 

(MANCOVA). The results revealed a significant difference for singing ability self-

perceptions with the those who had completed the Fundamentals class having 

significantly lower singing ability perceptions than those who had not taken the class yet. 

In response to items asking them to identify their failure experiences in music, 

35% of the subjects cited "playing a musical instrument", 26% cited "singing" and 22% 

cited "reading music." A chi-square analysis was used to determine if having completed 

music fundamentals class effected the music failures recalled. Results suggested that 

those who had not completed the class recalled most of their failure experiences to be in 

Junior High whereas those who had completed fundamentals recalled a larger number of 

college level failures in music. Task difficulty and ability were the two attributions most 

frequently endorsed and there was a strong negative relationship between subjects' 

endorsement of ability attributions and their mean scores for self-perception and 

achievement items. Interpretations of these results must be taken with care since these 

were two intact populations from one university. 

The purpose of the Chandler, Chiarella and Auria (1987) study was to investigate 

motivation in music. These researchers found it difficult to obtain measures of 

motivation so they decided to devise their own music-specific, operational definition of 

motivation that was based on chair auditions. They argued that since high school band 

members typically use chair challenges, this could be used as an operational definition of 

motivation: 
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In such a way one could test the motivation of band members by asking them if 
they had ever challenged and how frequently. It is through the challenge 
incentive or threat that some band members may or may not progress. Others, 
less externally inhibited, may increase their competence through effort and the 
satisfaction resulting from reaching a certain level of competence. It is important 
for band directors to understand this distinction among their students so that they 
can know with which students to emphasize effort. (Chandler, Chiarella & Auria, 
1987, p.250) 

Two hypotheses were tested in this study. The first hypothesis was that if 

students believed they were successful and were satisfied with their current level of 

performance they would challenge more and attribute their success to such internal 

factors as effort, musical ability and technical knowledge of the instrument. Conversely, 

if students believed they were a failure and lacked satisfaction with their current level of 

performance they would challenge less and make external attributions. 

The second hypothesis was that the students perception of the value or importance 

of their instrument should effect their perceived success or failure. They based the need 

for this second hypothesis on the suggestion by Leftcourt, Hogg, and Holmes (1975) that 

students' causal attributions of success and failure were not likely to be valid if the tasks 

that lead to the outcomes were not meaningful to the students. 

Two hundred thirty-four students participating in 3 bands representing urban, 

suburban and rural areas completed a questionnaire. This instrument, written in a 7-point 

Likert format, consisted of items specifically selected to correlate demographic factors to 

satisfaction, expectancy and perceived success or failure. Sixteen items were designed to 

elicit demographic information consisting of what instrument the student played, attitudes 

toward the instrument, chair placement, number of years the student has played, how 

many times the student has challenged, chair aspirations, degree of satisfaction with 
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current level of performance, degree of success, and degree of enjoyment. Seven more 

items were designed to assess attributions influencing the students performance. These 

items consisted of technical knowledge of the instrument, effort, natural musical ability, 

difficulty level of the instrument, help from the director, help from others, and luck. 

Results from the attribution factors indicated that students who perceived success 

and satisfaction attributed success to internal causes of ability, effort or technical 

knowledge of the instrument. Students who perceived failure and lacked satisfaction 

more frequently attributed failure to external causes. 

Significant correlations were found for: (a) those students who expressed 

satisfaction with their current level of performance and those who would choose the same 

instrument again, (b) amount of hours practiced and the following factors: number of 

times a student challenged for a chair, how much they enjoyed playing their instrument, 

the perceived importance of technical knowledge, effort, natural musical ability, and help 

from the director in influencing their current performance. 

The correlations in this study were significant but very low. The authors 

recommend caution in interpreting the data. The researchers concluded that since those 

subjects who perceived success and satisfaction challenged and attributed success to 

internal factors they were justified in their operational definition of motivation. 

Chandler. Chiarella & Auria interpreted from the perspective of personal 

investment theory. Interpreting the construction and results of the Chandler, Chiarella & 

Auria study from the perspective of personal investment theory indicates a problem 

which teachers trying to increase their understanding of motivation should note. The fact 
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that Chandler, Chiarella, and Auria operationally defined motivation with chair 

challenges is indicative of a view of music education based on an ego-goal orientation. 

Personal investment theory maintains that ego-goal orientation can lead to 

maladaptive achievement behaviors and a lack of continuing motivation. This study is a 

good example of how the construction of ego-goal contexts can be an unquestioned 

practice amongst music educators. One of things Maehr discussed in his 1983 address to 

the Ann Arbor symposium on motivation in music was how music teachers can either 

create ego-goal instructional situations that are designed to emphasize social comparisons 

and competition with the performance of others or task goal situations designed to stress 

the inherent value of the task to the individual. Maehr maintained that these two goal 

situations can have very different effects on motivation and performance. 

The first hypothesis of the Chandler, Chiarella & Auria study described students 

who believed they were successful and were satisfied with their current level of 

performance. Chandler, Chiarella & Auria hypothesized that these students would 

challenge more and attribute their success to such internal factors as effort, musical 

ability, and technical knowledge of the instrument. Maehr would describe these students 

as having a good sense of self-competence. Cognitive motivation researchers would not 

be surprised by the result of this study because motivation theory has found that it is 

precisely these kind of students who have the confidence to do well in competitive 

situations (Nicholls, 1984). 

Maehr explained that performers with a low sense of competence often have their 

motivation destroyed by an ego situation such as a chair challenge. This is because this 
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type of situation reinforces all of this type of person's worst fears about their 

performance. Maehr put it like this: "Under task goal situations, all are encouraged to go 

beyond the realm of certainty and explore new possibilities. Under the ego goal situation, 

only the confident will confront challenge by choice" (Maehr, 1983, p.8). Chandler, 

Chiarella, and Auria acknowledge this to a certain extent when they maintained that band 

directors should identify those who are too inhibited to challenge so that they can 

"emphasize effort" with these students. However, believing that an emphasis on effort 

will help these kinds of students is likely to be very frustrating for both teacher and 

student. Cognitive motivation theory has found that students with a low sense of self-

competence often hesitate to put forth effort, because to put forth effort and then to fail 

will display a lack of ability which leads to humiliation. 

Maehr carefully emphasized three points in his 1983 address: "that elite 

performers are indeed different, that they should not establish the norm, and that the norm 

should not restrain the elite" (Maehr, 1983, p. 8). In discussing what makes elite 

performers different he maintained that the single most important characteristic of elite 

performers was their sense of competence. This is established at an early stage of 

participation in an activity. 

He elaborated on his point that elite performers should not establish the norm as 
follows: 

There is a tendency in music education to place elites and regulars on the same 
track, designing the system in such a way that most will inevitably fall by the 
wayside with only the cream of the crop surviving. Competitions, contests, and 
even recitals all seem to revolve around that end. In terms of personal investment 
theory, learning and performing tasks are characteristically designed to foster ego 
goals. They emphasize not only strong external evaluation but also social 
comparisons. The stress is on who is the best. 
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This is all fine for the elite. The problem comes for the merely interested 
and merely good. As noted earlier, the ego goal situation is known to create an 
avoidance pattern in those whose sense of competence is ambivalent at best, 
negative at worst. In music, as in any other domain, if the definition of success or 
the goal of performance is primarily one of determining who is the best among the 
competitors, most are doomed to failure and therefore also doomed to be turned 
off by the task. One does not create enduring motivational patterns by showing 
people that they are incompetent. Insofar as an activity is structured to do that, it 
will be a motivational failure for the large majority of the participants. (Maehr, 
1983 p. 10) 

In making the final point of his address, that the norm should not constrain the 

elite, Maehr contends that research has proven that emphasizing task goals not only 

clearly helps those who lack a sense of competence to perform their best, but neither are 

elite performers harmed by this approach because they perform well under either task or 

ego goal conditions. Maehr does caution that the special needs of elites should not be 

ignored. Elites need to learn how to cope with competition. Maehr believes that ideally, 

teachers would coach elite performers to handle competition as needed, while focusing 

increasingly on the process of performing for its own sake and attaining personal goals. 

Summary. Studies of motivation in music using attribution theory are important 

to this study because their results indicate the importance of specific contextual factors. 

Time and again Asmus' research found that results varied by school. He attributed the 

school differences he found to such factors as socio-economics, locus of control, family 

influence, achievement needs of the students, and various situations which are not under 

the control of the teacher, all of which will be observed in this study. Qualitative 

methods will be used to examine the contextual factors deemed to be critical by the 

Asmus studies in this study. 
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Thomas' (1992) review of attribution theory studies concluded with an emphasis 

on the importance of exploring the relationship between students' achievement and 

teachers' practices. She also suggested that we need a better understanding of what 

teachers can do to foster students' continuing motivation (Thomas, 1992, p.428). The 

importance of teacher's practices in influencing the kind of student goal adoption which 

leads to continuing motivation is discussed at length in the teaching/learning and context 

influences aspects of personal investment theory. 

Context 

Personal investment theory maintains that while individuals bring their sense of 

self, perceived options, personal incentives, and all the personal experiences covered in 

antecedents to meaning to a given situation (in other words, their entering biases), the 

characteristics of the situation will also be very important in determining what goals will 

be adopted (Maehr, 1991), which in turn influences the observed behaviors. There are 

fairly explicit expectations demanded of students in the classroom context. These 

expectations, along with class structures, and teacher cues influence individual student 

behavior (Ames & Archer, 1988; Anderson & Young, 1993). "The situational demands 

and constraints of these settings can override individual differences in behavioral 

patterns, rendering them less powerful and influential" (Meece, Blumenfeld, & Hoyle, 

1988, p.516). For example, if a teacher favors procedures and activities that emphasize 

relative ability such as posting grades and hanging up the best work, the students 

involved will tend to adopt ego goals. Likewise, teachers who emphasize improvement, 

effort, and other such task mastery goals will have students who are more likely to be 
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task oriented. There are indications that students adopt different goals in different 

classrooms depending upon instructional practices such as grouping and evaluation 

(Ames & Archer 1988; Meece, Blumenfeld & Hoyle, 1988; Powell, 1990). 

Baden and Maehr (1986) maintained that contextual concerns affect the reasons 

why a student is not motivated to perform well in school. 

The situation or context is just not attracting his or her investment of time and 
energy.... The burden for change is placed especially on the situation. More 
particularly, the focus is placed on the meaning of the situation to the person. 
(Baden and Maehr, 1986 p.294) 

A qualitative study of classroom context and students' motivational goals was 

conducted by Meece (1991). The purpose of her study was to identify features of the 

classroom that enhance children's mastery-oriented (task goal) patterns. Her study was 

designed in response to previous research that focused on single features of the 

classroom, such as evaluation or grouping practices. Instead, she described how various 

classroom dimensions can combine to shape students goal orientations. 

The sample consisted of 275 fifth- and sixth-grade students in 10 science 

classrooms taught by five teachers. The research team observed a total of 15 lessons in 

each science classroom. Teachers taught the same lesson to each of their two classes. A 

questionnaire, which included 15 goal assessment items, was administered to students at 

the end of six different activities. The six activities included whole class and small group 

formats and varied in terms of cognitive difficulty, procedural complexity, and use of 

manipulative materials. A written transcription of field notes and audiotape of each of 

the 15 lessons described the (a) instructional presentations, (b) teacher and student 
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questioning patterns, (c) feedback patterns, (d) grouping arrangements, (e) evaluation 

practices, and (f) motivational strategies. 

Coding schemes were devised for written assignments to categorize cognitive 

difficulty and for categorizing teacher question and feedback patterns. Lesson transcripts 

were analyzed for the salience of evaluation, students' involvement in learning activities, 

and organizational features of the classroom. Finally, the goal measures were analyzed to 

categorize the teachers according to the task mastery, ego-oriented or work-avoidant 

goals held by their students. 

The results revealed the need to examine the types of interactions that occur 

within a variety of learning structures because there was very little variation in: the 

cognitive level of learning activities, teacher questioning patterns, and cooperative 

learning opportunities. 

Meece reported that the difference between classroom situations that inspired high 

or low task involvement was the degree to which teachers: (a) promoted meaningful 

learning. For example, teachers who inspired task goal orientation in their students used 

concrete illustrations of scientific laws and principles in their class presentations and 

related unfamiliar information to the students personal knowledge, (b) Adapted 

instruction to the developmental levels and personal interests of their students, (c) 

Established learning structures supportive of student autonomy and peer collaboration. 

For example, Meece reported that all the teachers in her study used heterogeneous 

grouping practices and whole class lessons as the primary mode of instruction. Little task 

differentiation was found within the different classes. But the high task-goal teachers 
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allowed students more choice in how to do assignments, (d) Emphasized the intrinsic 

value of learning. For example, teachers whose students had a low task goal orientation 

used questioning tactics that lead to attention being drawn to students abilities. Practices 

such as sending slower students out of class to complete assignments may also have 

increased the students ability comparisons. Also, tests and grades were important 

features of the low task oriented classes, which contrasted with high task oriented classes 

where grades and evaluation were not as significant. The high task oriented teachers 

commented on but did not grade daily work, used quizzes only for review, and allowed 

students to retake tests if they did not do well (Meece, 1991). 

The role of context has received special attention in investigations of student 

transition to middle or junior high school. Various studies have suggested that middle 

schools focus more on ability, comparisons, and performances than elementary schools 

(Carnegie, 1989; Eccles & Midgley, 1989). Anderman (1991) studied the changes in 

goals and learning that occur after the transition. The results of two studies were 

presented in a multiple manuscript format. The first study examined the changes in 341 

students' task, relative ability (ego), and extrinsic goal orientations. Also examined were 

self efficacy, changes in student perceptions of classroom goal stress in English and math 

classes, and teacher reports of the types of strategies they used to motivate individual 

students. The students were given scales from The Patterns of Adaptive Learning Survey 

(constructed by Midgley, Maehr, & Urdan in 1993) during the spring of their fifth grade 

year and again after the transition to middle school in the spring of their sixth-grade year. 

The teacher sample consisted of 21 fifth grade self-contained, 17 middle school English, 
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and 17 middle school math teachers. Teachers completed the TSI (Teacher Survey 

Individual) for each student participating in the study. The TSI consisted of 15 items 

designed to indicate how often teachers used various instructional and motivational 

strategies with each student. 

Multiple regressions were run within each domain before and after the transition 

to examine changes in patterns of prediction. The dependent variables analyzed were self 

efficacy, deep strategy usage, and end of the year grades. Background variables used in 

each regression were the student's gender, ethnicity, Comprehensive Test of Basic Skills 

(CTBS), percentile score, reported use of task goals, relative ability goals, extrinsic goals, 

and perceived goal stresses of their English and math classes. Also included were teacher 

data from TSI, which consisted of task- and ability-focused strategies and how much the 

teacher tried to nurture a warm relationship with each individual student. All predictors 

were measured in both fifth and sixth grade administrations. 

While this study does not include measures of the school environment, the results 

demonstrate that both personal task goals and perceptions of math and English classroom 

goal stresses decreased over the transition. Also, students were more extrinsic goal 

oriented and perceived their English classrooms as more ability focused after the 

transition. Anderman also found that the English teachers reported less warm 

relationships and less use of performance strategies after the transition. 

Anderman's second study examined classroom qualities that influence students 

task goal orientation. The sample included 678 students who were evenly divided by 

gender (51% male, 49% female) and 24 science teachers. Student measures included end 
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of the year grades, CTBS scores, scales from the Patterns of Adaptive Learning Survey 

(PALS). All items were on a Likert scale and were formed using factor analysis. The 

teachers completed a teacher version of PALS of which the ability-focused instructional 

practices (alpha=.73) was used. 

Hierarchical linear modeling was used as an analysis technique to estimate the 

between classroom variation in constructs. Even after background characteristics of 

gender, achievement, and grade level were controlled, the results suggested that students 

of science teachers who used ability-focused instructional practices such as posting the 

work of the highest achieving students, granting special privileges to those who earned 

the best grades, and using high achieving students as models for others, tended to be less 

task-oriented. These students also tended to have a negligible relationship between their 

self-concept of science ability and being task goal oriented. This was correlational data, 

but the findings do suggest that ability-focused teaching practices may be related to less 

advantageous goal orientations in students. These findings cooperate those of Ames and 

Archer (1988). Another interesting finding of this study was that once classroom level 

factors were accounted for in a multilevel framework, grade level was unrelated to being 

task focused in science. Anderman failed to find the expected decline in motivation 

between grades six and seven that has been found in other studies (e.g., Wigfield, Eccles, 

Maclver, Reuman, & Midgley, 1991). 

The school as a whole can also influence student goal orientation (Maehr & Fyans, 1989; 

Maehr & Midgley, 1991; Maehr, Midgley, & Urdan, 1992). The stress schools place on 

accomplishment, power, recognition, and affiliation can influence student goal adoption. 
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Even such a simple activity as displaying the honor roll says that this school values 

grades. A school-wide practice that stresses ability-focused goals such as grades, 

competition, and rewards interferes with classroom-level practices that seek to foster 

effort and progress, hence task goal orientation (Maehr & Midgely, 1991). 

Summary 

Chapter two began by presenting a brief historical categorization of the work done 

thus far in motivation research in music education. This was followed by a discussion of 

studies designed to explore what the musical experience means to performers. These 

studies agreed that the meaning performers attach to their musical experiences is multi-

faceted. 

Literature supporting personal investment theory stresses the importance of 

meaning incorporating beliefs about self, task, ego, social and extrinsic goals and the 

perception of action possibilities as the basis of how students will invest their efforts. 

Literature discussing the antecedents to meaning predicts that such elements as gender, 

SES, and task identity will effect student meanings. The literature also supports Maehr's 

proposition that the social and developmental context is an important consideration when 

exploring the meaning a student attaches to any given subject. 

The literature stresses the importance of observable behavior patterns and 

supports my decision to use personal investment theory in this investigation. Curiosity 

about the variety of motivation behaviors I have observed in my own non-select choirs 

instigated this project and I believe that personal investment theory gives me the best tool 

to answer my questions about these behaviors. 
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According to personal investment theory the meaning attached to motivation 

behavior patterns is complex, encompassing most aspects of a student's background, self 

concept, personal values, and goals. I attempt to describe this complexity in specific 

students in a particular situation. The importance of qualitative research is not in its 

generalization to a broad population of non-select choir students, but in its in-depth 

description of events in a particular situation. 

The qualitative methodology employed in this study for the observation and 

analysis of classroom behaviors and contextual variables is in part inspired by the study 

conducted by Meece (1991) who described how various classroom dimensions can be 

combined to shape students goal orientations. 

Hurley (1992) interviewed students using an open-ended question format placed 

within a framework derived from cognitive theories. Likewise, I will determine the 

meaning students attach to the choral experience using open ended questions in a 

personal investment theory framework. This discourse approach acknowledges the 

complex interactions between a pupil and his/her environment that are so important in 

personal investment theory. When interviewees describe themselves or tell one of their 

own stories they will inevitably describe the context of the events that might be 

overlooked in a multiple choice question format (Hurley, 1992; Bogdan & Biklen, 1992). 



CHAPTER THREE 

PILOT STUDY AND RESEARCH PROCEDURES 

In this study I sought to determine the relationship of selected observed 

motivation behaviors to the meaning that non-select choir students attach to choir as seen 

in their sense of self, perceived options and personal incentives. Before I began this 

study I conducted a pilot study that included participant observer techniques and 

interviews in order to: 1) gain access to the participants, 2) determine the equipment 

necessary to accurately record class sessions and interviews and learn how to use it 

properly, 3) establish the kind of rapport with the students and teacher necessary to obtain 

the information I needed in the interviews, and 4) determine the level of participant 

observer that would best suit this study. 

Pilot Study 

I contacted the choir director at the selected school several months before I 

planned to begin the study. We discussed the intent of the study along with the questions, 

the proposed methods, and the time frame for data gathering. The principal of the school 

was also contacted and permission was granted to conduct the study. Both the director 

and principal were assured that the participants, school, school district, and community 

would be reported anonymously. A University of North Texas human subjects form was 

filed and student informed consent was obtained for each participant. The study began in 

the second week of December and concluded in May. 

135 
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The non-select choir examined in this study was a mixed chorus with a wide 

range of student behaviors. The school is in an upper-middle-class suburb of a large 

midwestern city. Over 15 years ago a federal court ordered the busing of inner city Black 

students to the wealthy county schools in this area. Even though white students are the 

majority ethnic group in the school, the ethnic makeup of this particular class was 50% 

Black and 50% white. This mixed chorus consisted mostly of freshmen students along 

with several others who had not auditioned for select groups. Some of the students were 

very serious choir students and had lofty musical aspirations, whereas others were in 

choir "just for fun." 

The teacher has taught for 25 years in this district. Her choirs have a reputation 

for successful performances in contests and festivals. She has 65 students participating in 

her select choir who are, for the most part, models of achievement motivation. Even 

though this teacher (who is considered a strict disciplinarian by colleagues and students 

alike) manages to control her class, there were several students who constantly tested 

class rules and displayed only sporadic interest in singing. 

I began by setting up two video cameras and audio equipment to record class 

sessions and interviews. All mixed chorus classes were recorded on both audio and video 

tape. The purpose of taping was to preserve an objective record of each rehearsal. I put a 

Sony M-425 microcassette recorder in my pocket when I sat in the choir and sang. When 

I played piano or observed it was sitting on the teacher's desk which was my observation 

post. The class was videotaped in to ensure the descriptive validity of my observations. 
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Two video cameras were used to record the behavior of the students. Each 

camera's range accurately recorded all but 3 students hence two cameras were needed in 

order to record every student A Quasar X8 CCD video camera was placed on a tripod on 

the teacher's right, in the corner of the room in front of the choir, approximately 12 feet 

from the nearest student. A Panasonic X20 camera was placed on a tripod in the left 

front corner, approximately 12 feet from the nearest student. The cameras were set up for 

two days before any footage was examined in order to make sure the students did not 

change their behavior because of being taped. 

I sought to establish rapport by offering to assist the director with her 65 member 

concert choir as a way to thank her and give something back to her choir program. I 

accompanied the concert choir, conducted sectionals, coached solos and small ensembles, 

made practice tapes and photocopies, and in general helped in any way I could. By doing 

this I believe the teacher began to see me as someone who was "in it together with her," 

as opposed to an outsider who was observing her. 

The next step was to determine the optimum level of participant observer. 

Spradley (1980) suggests five types of participation observer research: nonparticipation, 

passive, moderate, active, and complete. He categorized these types of participation 

according to the degree of the observer's involvement, "both with people and in the 

activities they observe" (Spradley, 1980, p.58). 

The nonparticipant observer has no involvement with the people or activities 

studied. The passive participant observer is present at the scene of the action but does not 

participate or interact with other people to any great extent. The moderate participant 
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observer tries to maintain a balance between being an insider and an outsider, between 

participation and observation. The active participant observer does what others are doing, 

not only to be accepted but also to learn the cultural rules for behavior. The complete 

participant observes a situation as an already actively engaged participant (Spradley, 

1980). 

I decided to conduct this study as a moderate participant observer. I have many 

years of experience as a high school choir director and know that role intimately. The 

observing and interviewing which occurred during pilot phase of this study helped me to 

determine that I would get the best results by trying to assume the role of a friendly, non-

judgmental adult who cares about what the students think and feel. As an active 

participant observer, i.e. assuming an active teaching role, it would have been harder to 

get students to be open and honest with me during the interview process. For example, in 

the course of an interview with Celeste, she revealed that she didn't know why she wasn't 

passing choir: 

Celeste: Why, I don't know, 'cause I be here every day, when I sing, I sing. 
Mrs. B: So you don't understand why you're not passing? 
Celeste: [She shrugged her shoulders with a perplexed expression on her face] 
Mrs. B: I see. Have you talked to Mrs. T? 
Celeste: I don't like her. 
Mrs. B: So you don't want to ask her what you need to do to pass? 

Celeste: I don't want to talk to her. [This was stated very emphatically] 

The interview continued to uncover why the student did not like the teacher. The 

main reasons were the teacher's choice of materials and the type of vocal style the teacher 

was teaching: the traditional European art vocal style. If I were to become this director's 

assistant and step into the teaching role, I would have had to teach this traditional vocal 
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style to fit into her program and I would have thus inherited the same differences of 

opinion and maybe the same lack of communication with this student and the others in 

the class like her. 

In my role as a moderate participant observer, I was an insider to the extent that I 

knew the student's names, tried to be friendly, and talked to them as they entered and left 

the classroom. I also participated as an insider when I occasionally joined in singing 

when it seemed appropriate and accompanied the class on the piano when needed. 

However, the balance of insider/outsider was maintained by taking up an observation 

post at the teacher's desk to record data while trying to maintain an objective distance 

from both students and teacher during class time. I didn't want the students to see me as 

belonging to either the teacher or the student camp. 

As a result of the pilot phase of this study I gained access to the participants, 

determined the best set up of recording equipment, established rapport with both the 

teacher and students and determined that the moderate participant observer was the 

optimum level of participant observation for this study. 

Research Procedures 

The procedures are reported in the sequence I followed to answer the research 

problems. The initial phase for problem one: to describe the direction, intensity, 

continuing motivation, and persistence behaviors of the choral students within the context 

of a non-select choral ensemble, was the observation and recording of the students' 

motivation behavior and the classroom context. In this phase the choir as a whole was 

observed for direction, intensity, continuing motivation, and persistence. In the process 
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of observing such behaviors, contextual influences on student personal investment such 

as the teacher's reward structure were also analyzed. 

The initial phase for problem two: to determine the meaning each choir member 

attaches to the experience relative to sense of self, perceived options, personal incentives, 

and other salient antecedents to meaning and contextual factors perceived by the students, 

involved small group interviews. Students were interviewed using open-ended 

questioning to encourage them to reveal the meanings that they attached to choir and give 

them the opportunity to bring up contextual factors that they found to be important to 

them. 

The final phase, the analysis of the relationship between observed behavior and 

interview-revealed meaning, directly addresses the purpose of this study: to determine 

the relationship of selected personal investment behaviors to the meaning non-select 

choir members attach to their choral experience. Three students were selected to be 

profiled because their behavior was representative of the behaviors I observed in this 

context and three where chosen because their behavior was noticeably different. 

Observation. Recording, and Coding of Student Behaviors in the Classroom Context 

During class sessions I observed students individually for personal investment 

behaviors and the class as a whole for the contextual influences on student personal 

investment, such as the teacher's reward structure. I made field notes while observing 

classes. Everything that was said by the teacher and students during these classes was 

recorded in the transcripts. 
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Transcriptions 

Transcriptions of class sessions were made as a verbatim record of what 

occurred during each lesson. They were created in the following manner: first, I listened 

to the audiotape and transcribed exactly what was recorded. This entailed many repeated 

sessions with each audiotape. Next, I edited these transcriptions, changed names, and 

verified my observations of student behavior and context by viewing the videotapes. 

Every lesson was videotaped using two cameras in order to assure that every student was 

recorded, hence I viewed both tapes in the verification process. This means that I 

initially observed and recorded student behaviors during each lesson in person, listened to 

audio-tapes of the lesson repeatedly in order to transcribe verbatim what occurred, and 

then viewed each lesson on video tape a minimum of two times. The following is an 

excerpt of one of the transcriptions this process produced. 

Table 2 

Excerpted Transcript for Tuesday. March 11 

(Beginning of Class through Warmups) 

Transcript Commentary 

Absent: Laverne, Celeste, Peggy, Lee Ann, Tamra Class starts and there are only 10 students 
present. There is a Renaissance breakfast 
and she expects the rest of the class to be 
late. The following bring helium balloons 
with them: Bobbi, Margaret, Sharon, and 
Sheri. 

Teacher: Alriehtv I euess everybody's here who's 
going to be here so lets all stand up. 
Everybody stretch a little bit. Ladies hello, up, up, 
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Table 2, continued 

Excerpted Transcript for Tuesday. March 11 

Transcript Commentary 

up [to Sharon, Regina, and Tona] 

Teacher: Evervbodv sing, [demonstrates] Warmup 

TRIAL [Ha interchanged with He sung on do so, 
mi, do] 
[demonstrates] [fa la, and fi, li sung on so, mi, fa, 
re, mi, do , ti, re, do] 
TRIAL [fa la, and fi, li sung on so, mi, fa, re, mi, 
do , ti, re, do] 
Teacher: [calls out over the singing] Girls, please 
stop playing with the balloons! 
[demonstrates] [zingarelli zing, howdie doodie, and 
macaroni, on do, mi, re, fa, mi, so, fa, re, mi, do, re, 
ti, do] 
TRIAL [zingarelli zing, howdie doodie, and 
macaroni, on do, mi, re, fa, mi, so, fa, re, mi, do, re, 
ti, do] 
Teacher: [calls out over singing] "Open vour 
mouth!" 
Teacher: Are you exaggerating? [demonstrates 
Exaggerating the diction, she made the normal 
movements of her mouth and surrounding muscles 
much larger than normal.] With your mouth! 
Ready! 
TRIAL [same as above, 3 more times] 
Teacher: Stop. I want vou to take a breath for me. 
Ready, no I don't want any of this incredible Hulk 
breath OK, the breath comes from down here. I'm 
not seeing a lot of proper breathing here instead I'm 
seeing [demonstrates] I don't see [demonstrates 
proper breath] the shoulders don't rise, your chin 
doesn't rise, this does the action down here. Girls 
could you put the balloons out of the way? Bobbi 
move the balloon. I feel like I'm at Chucky Cheese 
or something. Thank you. OK OK breath with me 
everybody inhale. Inhale with your arms crossed, 
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Table 2, continued 

Excerpted Transcript for Tuesday. March 11 

Transcript Commentarv 

exhale [about half the class does arm movements 
with her other half doesn't. They do this 4 times] 
Now see how many howdie doodies you can do on 
one breath ready? Inhale. 
TRIAL [they sequence up 4x] 
Teacher: Yeah, but don't breathe in between. See 
how many you can do. 
TRIAL [she played 4 sequencing down] 
Teacher: OK. how manv got 3? [a few scattered 
hands] try to get that deep breath so you don't have 
to breathe every time. OK where going to go right 
to your blue book. 

Field Notes 

The field notes contain the written record of student personal investment 

behaviors and context variables I observed during the class sessions. Context variables 

were addressed when I made descriptive notes on the setting, people in the setting, 

teacher/student interaction, teacher evaluation practices, and student/student interaction. 

Personal investment behaviors were notated using codes provided by personal investment 

theory. The field notes were completed immediately after every session. As stated 

above, the accuracy of notes taken were verified by watching two videotapes of every 

class session. 

The field notes represent my observations of and reactions to each lesson as I 

experienced it. I recorded personal investment behaviors and contextual events in detail 

that struck me as significant and glossed over others that I deemed routine. The field 
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notes are essential in that they are the record of my perceptions as participant observer, a 

role that is vital to qualitative research. Both the transcripts and the field notes were 

coded for personal investment behaviors and context variables. The following field note 

excerpt is presented in a table format so the reader can compare my observations and 

commentary to the class transcript. 

Table 3 

Excerpted Field Notes from March 11 

Transcript Field Notes Comments 

Absent: Laverne, Celeste, 
Peggy, Lee Ann, Tamra 

Absent: Laura, Celeste, Peggy, 
LeeAnn, Tamra, Natalie 
It is a beautiful early spring like 
day. The sun is out after a week 
of cold gray days. Tona and 
Celine come into class singing. 
As the bell rings there are only 10 
students present. Mrs. T 
mentions a Renaissance breakfast 
(I'll have to find out what that is) 
and she expects the rest of the 
freshmen to be late. 
Tona comes to class in a chipper 
mood. I overhear her predicting 
that Mrs. T will have time to 
work with her contest ensemble 
today. However, as it turns out, 
the rest of the class comes in 
sooner then expected and we start 
class without Tona's ensemble 
getting a chance to rehearse. 

Continuing motivation 

The following students come in 
the door bringing helium filled 
balloons in with them: Bobbi, 
Margaret, Sharon, and Sheri. 
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Table 3, continued 

Excerpted Field Notes from March 11 

Transcript Field Notes Comments 

Tona and Celine sing church and 
pop songs as they wait for class to 
begin. 

Teacher: Alriehtv I guess 
everybody's here who's 
going to be here so lets all 
stand up. 
Everybody stretch a little bit. 

Teacher begins class with 
"Alrighty I guess everybody's 
here who's going to be here so 
lets all stand up. Everybody 
stretch a little bit. Ladies hello, 

Class begins 

Ladies hello, up, up, up [to 
Sharon, Regina, and Tona] 

up, up, up! [addressed to Sharon, 
Regina and Tona] They stood up 
after being specifically asked. 

Teacher: Evervbodv sing, 
[demonstrates] 

Teacher demonstrates exercise Warmup 

TRIAL [Ha interchanged 
with He sung on do so, mi, 
dol 
[demonstrates] [fa la, and fi, 
li sung on so, mi, fa, re, mi, 
do , ti, re, do] 

Teacher demonstrates exercise 

TRIAL [fa la, and fi, li sung 
on so, mi, fa, re, mi, do , ti, 
re, do] 

Teacher: [calls out over the 
singing] Girls, please stop 
playing with the balloons! 

Teacher calls out over the 
singing, "Girls please stop 
playing with the balloons." 

Singing continues as 
teacher makes disciplinary 
comment 

[demonstrates] [zingarelli 
zing, howdie doodie, and 
macaroni, on do, mi, re, fa, 
mi, so, fa, re, mi, do, re, ti, 
do] 

Teacher demonstrates exercise 

TRIAL [zingarelli zing, 
howdie doodie, and 
macaroni, on do, mi, re, fa, 
mi, so, fa, re, mi, do, re, ti, 
dol 

Regina's posture is slumped Low intensity behavior 

Teacher: [calls out over 
singing] "Open your mouth!" 
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Table 3, continued 

Excerpted Field Notes from March 11 

Transcript Field Notes Comments 

Teacher: Are you 
exaggerating? [demonstrates 
exaggerating the diction, she 
made the normal movements 
of her mouth and 
surrounding muscles much 
larger than normal.] With 
your mouth! Ready! 
TRIAL [same as above, 3 
more times] 

The students seemed to like this 
one. They were smiling and the 
first row sopranos looked as if 
they would burst out giggling, but 
they didn't. 

Teacher: Stop. I want you 
to take a breath for me. 
Ready, no I don't want any 
of this incredible Hulk 
breath. OK, the breath comes 
from down here. I'm not 
seeing a lot of proper 
breathing here instead I'm 
seeing [demonstrates] I don't 
see [demonstrates proper 
breath] the shoulders don't 
rise, your chin doesn't rise, 
this does the action down 
here. Girls could you put the 
balloons out of the way? 
Bobbi move the balloon. I 
feel like I'm at Chucky 
Cheese or something. Thank 
you. 

Teacher asks the following, "Girls 
could you put the balloons out of 
the way? Bobbi move the 
balloon. I feel like I'm at Chucky 
Cheese or something. Thank 
you." 

I thought this was restrained and 
patient of her since 4 yellow 
balloons were getting bumped 
every time one of the four 
students moved. Even though it 
was pretty, it was also quite 
distracting. The students 
reattached the balloons to empty 
chairs close to them. 

OK, OK. Breathe with me. 
Everybody inhale. Inhale 
with your arms crossed, 
exhale. Now see how many 
howdie doodies you can do 
on one breath ready? Inhale. 

They do a breathing exercise. All 
participate though Natalie, Jan, 
and Janet do not move their arms 
as the teacher is demonstrating 

Since all three are 
concentrating and 
breathing along with her, I 
am not scoring it as off-
task, but I am scoring it as 
low intensity behavior 
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Table 3, continued 

Excerpted Field Notes from March 11 

Transcript Field Notes Comments 

TRIAL [they sequence up 
4x] 
Teacher: Yeah, but don't 
breathe in between. See how 
many you can do. 
TRIAL [she played 4 
sequencing down] 
Teacher: OK. how many 
got 3? [a few scattered 
hands] try to get that deep 
breath so you don't have to 
breathe every time. OK, 
we're going to go right to 
your blue book. 

Everybody sang every warm-up 
today! 

Stability and consistency of observations. I addressed the stability of my 

observations of personal investment behaviors by performing my observations over an 

entire semester. This was an important safeguard in this investigation because I was able 

to document behavioral changes in three students, which would have been impossible if I 

had only observed these students for a month. Charts II, 12, and 13 found in Appendix I 

describe these behavior changes. The reasons for these changes will be discussed in 

chapter four. 

The consistency of my observation of personal investment behaviors was 

addressed by a consistency check. The dates to be audited were chosen by a simple 

random selection process. Each date I observed and taped was written on a 3-inch square 

piece of paper and placed in a bowl. I drew three dates which was 10% of the total. I 
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then taught an external observer how to observe and record personal investment 

behaviors. Then this person observed the videotapes and scored them for personal 

investment behaviors. The interobserver reliability for observing behaviors was figured 

by dividing the number of agreements by the number of disagreements and agreements 

added together. This process resulted in an interobserver reliability of .93. 

Follow-up questions. Follow-up questions were used to answer any questions 

generated by a behavior or comment made by a student or teacher during a particular 

class session. As an example, one day Patty sat slumped in her chair and scowled at the 

director throughout an entire rehearsal without participating. She had no music and I 

recalled that she was absent the day before when several of the pieces being sung that day 

were distributed. I wondered if she was too shy to ask for the music from the previous 

day or she looked angry because the director did not notice that she didn't have music. I 

also wondered why the teacher didn't address her lack of participation when she 

disciplined other students who participated far more than this student did. 

After class, I asked the student if the reason she didn't sing was because she didn't 

have the music that was passed out yesterday and she replied, "No, I didn't sing because I 

left my folder in my locker on purpose cause I didn't feel like singing today." Because I 

was standing right in front of her I was able to see what I missed from my observation 

post. The big coat she always wore disguised her advanced stage of pregnancy. 

Later, I asked the teacher about the school's policy on pregnant students. I was 

wondering what kind of information the teacher would volunteer about Patty and how 

much longer the student would be in class. The teacher replied, "Oh, you noticed Patty. 
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She's about seven and a half or eight months along now. You know, it's strange, but we 

don't have a policy concerning pregnant students. They can attend right up to delivery 

and come back the next day if they want to. There is no special program to help them. I 

guess you noticed she didn't sing much today? [I nodded] I can hardly believe anyone 

that pregnant finds the energy to come to school, let alone sing, so I don't make a deal out 

of the days when she doesn't feel like participating." By asking a follow-up question of 

both the student and the teacher I had a much better understanding of the dynamics of this 

particular situation. The answer I got from this particular follow up question did not alter 

the directional coding of Patty's personal investment behaviors for that day because she 

was off task no matter what her circumstance was. However, it did tell me why the 

teacher did not engage in a power struggle with Patty over her lack of participation as she 

did with other students. 

Feedback test. The feedback test involves soliciting feedback from a variety of 

people in order to identify theoretical threats, researcher biases and assumptions, and 

flaws in researcher logic or methods. I solicited feedback regularly from two other music 

teachers on this high school's music faculty and from the district's music coordinator. 

This feedback helped me to identify assumptions and possible bias in the following case: 

I initially had assumed the relationship between the school's finances and the 

quality of training the students received would be a direct one. Since this high school is 

located in an upper middle class suburb, these students would have all the advantages in 

training one would expect from a fairly wealthy school district. This assumption turned 

out to be true concerning the string program, which is superb from the beginners program 
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through high school. However, Mrs. T informed me, and the other teachers confirmed 

that this assumption was false when it came to the vocal program. The junior high 

program is a weak link because the junior high vocal teacher does not teach music 

literacy and consequently the choral students arrive in high school with very little sight 

reading ability. This situation will be described in detail later. It is, however, a good 

example of the need to seek feedback. 

Racial Designations 

Selecting the proper term to assign to ethnic groups is a very sensitive and 

important issue. The publication manual of the American Psychological Association 

(1995, p. 52) states that either "African American" or "Black" are acceptable terms to use 

when designating a person of this ethnicity. The APA manual further suggests deferring 

to the participants' choice of terms. The students in this particular context 

overwhelmingly preferred to use the term "Black." when making any racially specific 

comment. Consequently that is the term used in this study. 

Coding Personal Investment Behaviors and Context Effects 

Codes are used to reduce the data from observed behaviors into an analysis of 

direction, intensity, continuing motivation, and persistence, along with an analysis of 

context and the antecedents to meaning which affect the context. Codes are also used to 

reduce the data from interviews into an analysis of sense of self, goal orientation, 

perceived options, context effects, and antecedents to meaning cited by the students. The 

use of codes in relation to interview data will be discussed later. These codes are derived 
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from personal investment theory and can be seen in Tables 1, 2, 3, and 4 in Appendix C. 

Code labels will be used to code the data and can also be found in Appendix C. 

Dependability of the coding scheme was examined by a coding check (Miles & 

Huberman, 1994). I taught an external coder the codes, their definitions and labels and 

each of us independently coded pages of transcribed data and then reviewed the coding to 

assess reliability. I used the same dates that were randomly sampled for the observation 

consistency check for the coding check. The interobserver reliability for coding was 

figured by dividing the number of agreements by the number of disagreements and 

agreements added together. This process lead to an inter-rater reliability of .85. 

Coding personal investment behaviors. In the excerpted field notes above, the 

first personal investment behavior I observed was Tona's comment about her plans to 

work with her contest ensemble. I notated this as continuing motivation. The next 

personal investment behavior was Regina's slumped posture during the warmups, which I 

coded as low intensity. The only other personal investment behavior contained in this 

except came later, during a breathing exercise when I noticed that three students were not 

moving their arms as the teacher instructed. Since they were breathing and paying 

attention I did not consider it off-task behavior, but I did notate it as another example of 

low intensity behavior. Later in the lesson excerpted above and in all other lessons, low 

intensity as well as the other personal investment behaviors were observed and notated in 

similar fashion. The criteria I used for coding the behaviors I observed are described in 

detail below. Table CI (found in Appendix C) displays all of the behavior codes used in 

the field notes. 
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Low intensity behavior was notated for students when low intensity behavior was 

observed as described above. Typically, a student would participate with low intensity 

for an entire class session. When my overall impression of a student was a lack of 

intensity for the entire class, that student was given a single low intensity score. The 

students in this particular class were scored in this fashion because they were not a 

particularly enthusiastic group and for the most part tended to demonstrate the same 

"normal" intensity behavior for a class session. Often, either the student felt like singing 

that day and so maintained correct singing posture and took hardy breaths (as the teacher 

often reminded them to do), or their posture was poor, breathing shallow, and they hardly 

bothered to sing at all. The only exceptions to this "all or nothing" intensity pattern 

occurred when a student got upset by something that happened during the class, for 

instance something another student or the teacher said, and changed their level of 

participation and consequently received a different intensity score at some point during 

the class. 

Normal intensity behavior was not scored, just as on-task behavior was not 

scored. Since the students are expected to be on task and participate with normal 

intensity the reader should assume that a student was on task and their intensity level was 

normal unless scored otherwise. 

High intensity was scored for specific instances of behavior. For example, when 

students volunteered comments or answers to the director's questions, or when the 

students appeared enthusiastic and eager in choir high intensity behavior was notated. 



153 

Direction was notated by scoring off task behavior for each episode of the lesson. 

An episode represents a discrete segment of the lesson defined by the teacher's behavior 

and her expectations for the class. For example, when the teacher called the class to 

order an episode began and she expected the students to give her their attention for 

instructions. When she began the warm-ups, another episode started and the students 

were expected to sing. As soon as a cutoff was given and the teacher began to instruct 

her students on a topic such as range, a new episode began and the direction of the 

student's behavior should have changed from singing to listening to the teacher's 

instruction. Every time an episode began a change in behavioral direction was required 

and off task behavior was notated accordingly. 

Lack of persistence was noted when students stopped singing when their peers 

forged ahead, during difficult passages in new music and during the sight reading 

exercises. High persistence was noted when students continued to sing when people 

around them were dropping out during difficult passages and during the sight reading 

exercises. Continuing motivation was observed when the student took the opportunity to 

study the music or softly hum their own part when the director was rehearsing a different 

section. Another aspect of continuing motivation taken into consideration was the 

student's participation in musical activities beyond course requirements such as contests 

and festivals, the school musical and voice lessons. 

Three students in the school district's special needs class were being 

mainstreamed into choir, the only regular class that these students took. Laura and 

Jeanette participated in class hence their behavior was observed, scored, and its effect on 
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the context noted. The teacher removed Jeanette from the class in February and Laura in 

March because their behavior disrupted class. Angel's behavior was observed. The 

effect of her behavior on other students and the teacher will be described because some of 

the students and the teacher brought her up in their interviews, but I did not score her 

behavior because she never participated. 

Coding context variables and the effect of antecedents of meaning on the context. 

The criteria I used for coding the effects of the context and antecedents of meaning are 

derived from personal investment theory and described in detail with examples below. 

The codes and operational definitions for antecedents to meaning and context can be 

found in tables C4 and C5 in Appendix C. 

The context effects coded for this study were goal and reward structures, grade 

comparisons, salience of evaluation, teacher questioning and feedback patterns, 

evaluation standards and practices, instruction support, and roles/power relationships. 

Goal structure is created by the teacher and coded by noting teacher and student 

comments indicating that successful completion of a task depends on doing better than 

other students, cooperating with other students towards a common goal, or individual 

student gains in task mastery. The reward structure is also created by the teacher and 

coded by noting teacher and student comments indicating a norm-based reward structure, 

a group accomplishment of a shared task reward structure or an individual gain in task 

performance reward structure. 
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Grade comparison is coded by noting teacher comments about student ability-

related evaluation. Salience of evaluation is coded by noting teacher comments that refer 

to the importance of grades and tests. 

Roles/power relationships that emphasize student autonomy and self-reliance are 

coded by noting teacher or student comments indicating the importance of student 

autonomy and self-reliance. Role/power relationships that emphasize teacher control and 

forced obedience by the students are coded by noting teacher comments/behavior or 

student comments concerning the teacher's choice of a controlled and forced obedience 

role in managing the learning structure as opposed to giving the students autonomy by 

giving them choices in what and how they are going to learn. 

The teacher's questioning patterns are coded high if the questions involve skills 

above the comprehension level on Bloom's Taxonomy of Educational Objecti ves 

(Bloom, Englehart, Furst, Hill, & Krathwohl, 1956) or low if they involved skills below 

the comprehension level. 

Teacher feedback was coded low if the teacher's comments or behaviors simply 

affirmed or negated student answers and high if the teacher's comments or behaviors 

probed for student level of understanding. 

Evaluation: standard of achievement was coded when the teacher's comment or 

behavior reinforced achievement. Instruction support was coded when I noted a teacher 

comment or behavior designed to keep students involved and motivated to achieve. 

The following codes were added to the codes derived from personal investment 

theory because they helped me to record and analyze the importance of various aspects of 



156 

this specific context. For example, the amount of time spent and the tactics employed by 

this teacher in disciplining students had a serious effect on the meaning that the students 

in this class expressed about choir. The relative intensity of teacher/student conflicts 

were coded as follows: I labeled a conflict as "disagreement" if it seemed minor and did 

not totally disrupt the class and "conflict" if it totally disrupted the class. I also coded the 

strategies the teacher employed to control the behavior of the students in this situation as 

"discipline comments" if the teacher simply verbally corrected the student(s) and 

"behavior control strategy" if she employed another method of control. 

In response to various issues raised in student interviews, I also saw the need to 

tally the instructional methods the teacher employed. I label these verbal instruction, 

visual instruction, demo, trial, and drill. Demo was used to code instruction that occurred 

through the teacher vocally or physically demonstrating the point she was making. Trial 

was used to indicate students' singing, and drill was used to indicate several trials in a 

row with very little or no instruction from the teacher in between. 

The following table displays examples of the coding of observed context effects. 

The coding of observed antecedents of meaning was done in the same fashion and can be 

found in Appendix C. 

Table 4 

Examples of Coding Context Effects 

Context Effects Code Example 

Goal Structure: Cooperative January 4th 

Mrs. T: Shh. It's very rude to be talking and 
giggling and laughing when someone's 
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Table 4, continued 

Examples of Coding Context Effects 

Context Effects Code Example 

working. Your turn's coming up soon. 
Group Reward Structure 

Group Reward Structure, continued 

January 4th 

Mrs. T addresses the class as a whole: "Good, 
OK. Good job. You guys have done very 
well." 

February 4 th 

Mrs. T addresses the class as a whole: OK 
Good. You know when I look out and I see 
you not singing that tells me that you're 
making no effort and that's a 0. Why would 
you do that? How can you win a race if you 
don't run? If you don't sing you're not going to 
learn how to do it. You'll be a less than 
average singer and you can all be much better 
than that. We're going to do number 2 again, 
ready, go. 

Teacher Incentive January 4th 

Mrs. T: Ah see, they're not just giving you a 
note to hold forever like you don't have a brain 
in your head, you're getting other notes (she 
sings the short countermelody in question) 
Look, it makes it interesting. 
January 29th 

Mrs. T: When you sing "me" I want you to 
look right down here and look me in the eye. 
[she then demonstrates the focus she wants.] 
Mrs. T: I want you to look right in my eyes 
OK? To many of you are doing this, 
[she then demonstrates an unsupported, 
unfocussed version] 
Mrs. T: What are you talking about? You're 
talking about me! Right? You! You are 
important. Make me look at you. 

Student/Teacher Conflict February 24 
Mrs. T: Celeste do you want to get in the front 
row where you belong or do I have to tell you 
to? 
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Table 4, continued 

Examples of Coding Context Effects 

Context Effects Code Example 

[Celeste groans extremely loudly, loud enough 
to hear her through a closed door. At the same 
time she also made a huge gesture with her 
entire body that looks like she is collapsing] 
Mrs. T: You guys look at how much time you 
are wasting! Just look at it. 
Celeste: [Shouted loudly] I don't give a damn. 
I'm back here singing. 
Mrs. T: [responds by glaring at her] 
Celeste: I don't want to be in the front row. I 
don't want to be in the front row. Don't worry 
about it here I come. 
Mrs. T: Celeste change your attitude. You're 
close to having to leave. 
Celeste: I don't care anyway. I don't care what 
happens [she is red in the face mad]. 

Student/Student Conflict January 9 th 

Bonita: I got it right! 
Jan: Shut up! 
Teacher: Jan keep your comments to yourself 
Bonita: Yeah, that's rude. 
Jan: I don't care. 

Teacher/Student Disagreement January 9 th 
Mrs. T: Ginny you're going to have to be 
quiet. You need to get rid of your gum too. 
Ginny: [Emits a very loud groan] 
Mrs. T: don't make a scene about this 
everyday. You shouldn't have it you know. 

Teacher Control Strategy January 9th 
[Jan interrupts the teacher by laughing out 
loud] 

Teacher Control Strategy teacher: Jan go stand out in the hall, OK? 
You're being silly and the rest of us don't have 
to put up with your nonsense. 
[Jan leaves without an argument] 
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Table 4, continued 

Examples of Coding Context Effects 

Context Effects Code Example 

January 29 
[The class has just finish sight reading through 
a Brahms folk song.] 
Bonita: Will we be singing this to an 
audience? [this comment was accompanied by 
a theatrical facial expression that expressed 
intense dislike] 
[The teacher responded by giving her a stern 
look which Bonita correctly interpreted and 
dropped the subject.] 

Evaluation: Standard of Achievement January 9th 
Teacher: Now girls, you're capable of doing 
better than that, there's a dotted line in your 
music after Lord, right? And you see that's the 
way I sang it.... 

Low Level Question February 6 th 
Teacher: OK page 32, look at number one, key 
of C major. How many sharps and how many 
flats do we have? 

High Level Feedback Feb 3rd 
Mrs. T: What is the rule? Altos what is the 
rule when you hold out a note ? What do you 
do? 
Stacy: Hold it? 
Mrs. T: How do you hold it and breathe at the 
same time? 
Celeste: You breathe when the person near 
you don't. 
Mrs. T: What do you do when you hold out a 
note? 
Emily: First you breathe out and then? 
Mrs. T: No, no we're not talking about 
breathing, you're holding a note. 
Emily: You push from the bottom 
Mrs. T: OK, You push from the bottom. 
What's going to happen then? Hopefully it's 
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Table 4, continued 

Examples of Coding Context Effects 

Context Effects Code Example 

not going to stay the same. 
Jim: Get louder 
Mrs. T: Get louder. OK. So sopranos we 
need to have from you (She demonstrates the 
last phrase, emphasizing the support and 
crescendos on the long notes.) 

Low Level Feedback February 5 
TRIAL 
[the choir finishes the song, 5 seconds of 
absolute quiet occurs with the students looking 
expectantly at the teacher] 
Mrs. T: OK Have a seat. Nice. 

Roles/Power: Control/obedience February 6 
Celeste: Can we switch places with the 
sopranos for a day? 
Mrs. T: Can we switch places for a dime? 
Jim: For a day 
Mrs. T: For a day? No. 

Task Attractiveness [the class is sight-reading] 
Mrs. T: OK, one more just for fun. 
Bonita: Nothing in here is fun! [she is 
referring to their sight reading book] 

Discipline Comment February 18th 

Mrs. T: OK Casey I need you to participate in 
this not sit and look at us. 

Table 5 

Excerpted Coded Transcript and Field Notes from March 11 

Transcript Field Notes Codes 

Absent: Laverne, Celeste, 
Peggy, Lee Ann, Tamra 

Absent: Laura, Celeste, Peggy, 
LeeAnn, Tamra, Natalie 
- It is a beautiful early spring 

like day. The sun is out after 
a week of cold gray days. 
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Excerpted Coded Transcript and Field Notes from March 11 

161 

Transcript Field Notes Codes 

Tona and Celine come into class 
singing. As the bell rings there 
are only 10 students present. 
Mrs. T mentions a Renaissance 
breakfast (I'll have to find out 
what that is) and she expects the 
rest of the freshmen to be late. 

Tona comes to class in a 
chipper mood. I overhear her 
predicting that Mrs. T will 
have time to work with her 

Continuing motivation 

- contest ensemble today. 
However, as it turns out, the 
rest of the class comes in 
sooner then expected and we 
start class without Tona's 
ensemble getting a chance to 
rehearse. 

- The following students come 
in the door bringing helium 
filled balloons in with them: 
Bobbi, Margaret, Sharon, and 
Sheri. 

Tona and Celine sing church and 
pop songs as they wait for class to 
begin. 

Teacher: Alrighty I guess 
everybody's here who's 
going to be here so lets all 
stand up. 
Everybody stretch a little bit. 
Ladies hello, up, up, up [to 
Sharon, Regina, and Tona] 

Teacher begins class with 
"Alrighty I guess everybody's 
here who's going to be here so 
lets all stand up. Everybody 
stretch a little bit. Ladies hello, 
up, up, up! [addressed to Sharon, 
Regina and Tona] They stood up 
after being specifically asked. 

Class begins 
Verbal instruction 
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Table 5, continued 

Excerpted Coded Transcript and Field Notes from March 11 

Transcript Field Notes Codes 

Teacher: Evervbodv sine, 
[demonstrates] 

Teacher demonstrates exercise Warmup 
Demo 

TRIAL [Ha interchanged Trial 
with He sung on do so, mi, 
dol 
[demonstrates] [fa la, and fi, 
li sung on so, mi, fa, re, mi, 
do , ti, re, do] 

Teacher demonstrates exercise Demo 

TRIAL [fa la, and fi, li sung 
on so, mi, fa, re, mi, do , ti, 
re, do] 

Trial 

Teacher: [calls out over the 
singing] Girls, please stop 
playing with the balloons! 

Teacher calls out over the 
singing, "Girls please stop 
playing with the balloons." 

Singing continues as 
teacher makes disciplinary 
comment 

[demonstrates] [zingarelli Teacher demonstrates exercise Demo 
zing, howdie doodie, and 
macaroni, on do, mi, re, fa, 
mi, so, fa, re, mi, do, re, ti, 
do] 
TRIAL [zingarelli zing, 
howdie doodie, and 
macaroni, on do, mi, re, fa, 
mi, so, fa, re, mi, do, re, ti, 
do] 

Regina's posture is slumped Low intensity behavior 

Teacher: [calls out over 
singing] "Open your mouth!" 

Verbal instruction 

Teacher: Are vou 
exaggerating? [demonstrates 
exaggerating the diction, she 
made the normal movements 

Demo 

of her mouth and 
surrounding muscles much 
larger than normal.] With 
your mouth! Ready! 
TRIAL [same as above, 3 
more times] 

The students seemed to like this 
one. They were smiling and the 
first row sopranos looked as if 

Trial 
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Table 5, continued 

Excerpted Coded Transcript and Field Notes from March 11 

Transcript Field Notes Codes 

they would burst out giggling, but 
they didn't. 

Teacher: Stop. Iwantvou 
to take a breath for me. 
Ready, no I don't want any 
of this incredible Hulk 
breath. OK, the breath comes 
from down here. I'm not 
seeing a lot of proper 
breathing here instead I'm 
seeing [demonstrates] I don't 
see [demonstrates proper 
breath] the shoulders don't 
rise, your chin doesn't rise, 
this does the action down 
here. Girls could you put the 
balloons out of the way? 
Bobbi move the balloon. I 
feel like I'm at Chucky 
Cheese or something. Thank 
you. 

Teacher asks the following, "Girls 
could you put the balloons out of 
the way? Bobbi move the 
balloon. I feel like I'm at Chucky 
Cheese or something. Thank 
you." 

I thought this was restrained and 
patient of her since 4 yellow 
balloons were getting bumped 
every time one of the four 
students moved. Even though it 
was pretty, it was also quite 
distracting. The students 
reattached the balloons to empty 
chairs close to them. 

Teacher control strategy 

Demo 

OK, OK. Breathe with me. 
Everybody inhale. Inhale 
with your arms crossed, 
exhale. Now see how many 
howdie doodies you can do 
on one breath ready? Inhale. 

They do a breathing exercise. All 
participate though Natalie, Jan, 
and Janet do not move their arms 
as the teacher is demonstrating 

Since all three are 
concentrating and 
breathing along with her, I 
am not scoring it as off-
task, but I am scoring it as 
low intensity behavior 

TRIAL [they sequence up 
4x1 

Trial 

Teacher: Yeah, but don't 
breathe in between. See how 
many you can do. 

Verbal instruction 

TRIAL [she played 4 
sequencing down] 

Trial 

Teacher: OK. how manv 
got 3? [a few scattered 
hands] try to get that deep 

Everybody sang every warm-up 
today! 

Verbal instruction 
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Table 5, continued 

Excerpted Coded Transcript and Field Notes from March 11 

Transcript Field Notes Codes 

breath so you don't have to 
breathe every time. OK, 
we're going to go right to 
your blue book. 

Recording and Coding of Student Interviews 

The following procedures address research problem number two: to determine 

the meaning of each student's behavior in terms of sense of self, goals, and perceived 

options. Small group interviews similar to focus groups took place in a practice room 

located off of the hall outside of the choir room. All interviews were recorded using a 

Sony M-425 microcassette recorder and I took notes in case there was a tape malfunction. 

After school and immediately after I arrived home, I transcribed the interviews. 

I asked the students to find one or two other students with whom they felt 

comfortable talking about choir. In two instances, when a student didn't have anybody in 

mind, I suggested someone and they both agreed. In every case except one, the students 

picked someone of their own race and gender with whom to be interviewed. The one 

exception occurred when Mick, who is White, and Malcom, who is Black, decided to be 

interviewed together. However, there were only four boys in this class, three White and 

one Black. Hence, if Malcom wanted to be interviewed with another boy, he would have 

to go with a white boy. 
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Another time, Ellen, who is very shy, had not secured an interview partner. 

Though she expressed interest in being interviewed, she was hesitant to ask someone to 

go with her. I asked her if she would like to go by herself or with someone else and she 

said, "I want to go with somebody. I just don't know who." I asked the foreign 

exchange student from Albania to go with her. She was a very mature student who 

seemed more than happy to do this. 

The other time I put two students together was on a day when the freshmen had an 

assembly, the teacher was absent, and there were only six sophomores present. I had 

already interviewed five of those present so I asked Tamra, who was Black and hadn't 

been interviewed yet, if she would mind going with Jim, who was white and had already 

been briefly interviewed. Jim's previous interview had been cut short by the bell and not 

concluded. These were both very mature students and I was curious to see if Jim would 

react differently from the previous time when I spoke to him when he was with another 

white boy and I also wanted to see how Tamra would respond under these circumstances. 

In this particular case Jim's responses were practically identical. It turned out that all of 

his best friends were girls, and he had no trouble expressing himself around girls, Black 

or white. Tamra also had no trouble articulating her responses and the presence of a boy 

did not seem to affect her. 

The questions posed in the interviews were open-ended and based on personal 

investment theory. The questions can be found in Appendix B. They were designed to 

determine each student's sense of self, goals, and perceived options. 
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Confirming Findings 

Several strategies were employed throughout the data gathering process to 

confirm the validity of my findings as suggested by Maxwell, (Maxwell, 1996). I have 

already discussed coding checks and follow up questions while addressing research 

procedures for problem one. Verification questions, and member checks will be 

addressed below. 

Verification questions. Verification questions were used to verify any comment 

the students made about noteworthy situations that occurred when I was not present. For 

example, during interviews several students talked about their middle school choral 

training. This was important because it set up their expectations for what choir would be 

like in high school. The following is an excerpt from Nanette and Jan's interview and the 

verification I received from Mrs. T: 

Nanette: ...and I was in choir in choir in 6,7, and 8th grade. In 9th grade I wasn't. 
I just started again this year because it was on my schedule from 8th 
grade, so I decided to take choir to see if it was the same as it was in 
middle school. I found out its not. 

Mrs. B: It's not? 
Jan: No 
Nanette: Not at all. 
Mrs. B: What's the difference? 
Nanette: You don't have to like, I mean you have altos, sopranos well basses, I 

don't remember any basses cause we didn't have any boys in our class. 
We didn't have to read the notes off, we didn't have to take hard tests, 
most of the time we just sing like you know, in elementary school we 
just sing like from memory? And we had watched a lot of movies and 
usually we just had fun in the class. Cause all the classes used to 
combine and we would just sing at the same time. 

Mrs. B: I see, you did a lot of unison singing? 
Nanette: Uh huh. 
Mrs. B: And you weren't really learning how to be musicians like you are in 

this class. 
Jan: Yeah, it was a lot easier. 
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The following interview excerpt with Mrs. T verified the students' description of their 

middle school training. 

Mrs. B: I notice when the kids talk about their middle school experience it 
doesn't sound like they get very much sight reading there. Is that just 
kids forgetting or is that... 

Mrs. T: They don't do much. 
Mrs. B: Can you tell me about this, I would think this would be a source of 

conflict. 
Mrs. T: Yeah, (a short pause) Basically in middle school our middle school 

has a 7th and 8th grade choir. It's not select. And its just whoever 
wants to sign up or whoever gets kicked out of band or orchestra and 
they put them into choir or general music and uh, the director their 
doesn't do very much sight reading they do a lot rote. I know they 
work on 3 part music but when they do a concert they perform in 
unison. 

Mrs. B: That's exactly what the kids are telling me. I just thought, well have 
you had meetings with him? 

Mrs. T: Yeah, and I've recommended books that he could get, cause at that age 
I used the Kodaly 333 and I said this is something you could use 5 
minutes a day, just 5 minutes a day would develop their sight reading 
skills. I think he bought it but he doesn't use it. 

Mrs. B: I was surprised, and is he an experienced teacher and all that? 
Mrs. T: Yeah, yeah 
Mrs. B: From the way the kids describe it sounds like it's an entertainment 

class. 
Mrs. T: Yeah and I, you know several times I have tried to talk to him about 

getting a select choir you know like the band meets every day and 
getting a select choir that meets everyday. And he doesn't want to do 
that. He thinks that anybody that wants to should be able to take choir. 
And so they meet every other day opposite PE. And they meet in 3 
sections.... They come in the fall and they want to sing but they have 
no skills, no knowledge and I so go through the struggle with them of 
who's going to decide what we are going to sing and you have to sing 
the alto part and everybody wants to sing the melody or they, its like 
training. It sometimes seems like I need a whip and a chair to get their 
attention to get them all focused together. 

Member checks. Maxwell (1996) recommends caution in accepting the validity 

of the subject's pronouncements, stating that their pronouncements should be taken as 
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evidence of the validity of the researcher's account. Member checks were completed to 

make sure that the information gathered to determine the meaning of choir to the students 

accurately fit the students' perception of the situation. Transcripts of the interviews and 

member check forms were presented to the students. The member check form has space 

for the students to respond to these statements by writing an "A" if they agree, a "D" if 

they disagree, and an "Add" if they agree but want to add something to the statement. 

The students seemed impressed at seeing their interviews formally presented in print and 

the member check forms indicated that no one had any corrections other than spelling of 

names. 

Coding Interviews 

Codes are used to reduce the data from interviews into an analysis of the three 

aspects of meaning as seen in personal investment theory: sense of self, goal orientation, 

and perceived options, plus context effects and antecedents to meaning cited by the 

students. These codes are derived from personal investment theory and can be seen in 

Tables 2, 3, and 4 in Appendix C. Code labels will be used to code the data and can also 

be found in Appendix C. The criteria I used for coding the interviews are described in 

detail below. 

The interviews addressed four facets of the students' sense of self as prescribed 

by personal investment theory: sense of competence, identity, self-reliance and goal 

directedness. Sense of competence referred to any student self-assessment of their ability 

to function in choir. The questions were designed both to probe the personal experiences 
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that affected students' perception of their ability and how well they thought they were 

doing in choir. 

The open-ended questioning allows a more complex insight into a student's 

perception of themselves than would a multiple choice format. For example, in the case 

of sense of competence, a student might feel that they sing very well everywhere except 

in choir. Another possibility is that a student might be sufficiently self critical that while 

sounding good in comparison to their peers, they find their own abilities to be lacking. 

Any answer ranging from a student's belief that they have no talent whatsoever to their 

view that they're the best student in choir is possible. 

Identity was addressed by questions designed to elicit student comments that 

reveal whether their friends or significant others influenced the meaning of choir for 

them. Possible responses to this questioning range from the student having a large 

amount of peer or family support for their participation in choir to no support whatsoever, 

or even a negative influence. 

Self-reliance is addressed by student comments that reveal their perception of 

their ability to learn what they want to learn in choir. This line of questioning is designed 

to show where the student falls on a spectrum ranging from feeling no control over their 

learning in choir to having a sense of certainty about the choral learning experience. 

The final facet of the sense of self is goal directedness. These questions are 

designed to get the students to express whether or not they have plans for future 

involvement in choir and what those plans might be. This line of questioning thus allows 
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for a range of responses from a simple yes or no, to a student's detailed plan for their 

musical education. 

The next aspect of meaning, goal orientation, is addressed by questioning 

designed to elicit from students what kind of goals they have for choir. The line of 

questioning explores whether students are motivated by the goals delineated by personal 

investment theory: task, ego, social, extrinsic reward, or work avoidance. Possible 

responses can reveal varying intensity of orientation towards any one goal or a multiple 

orientation with a mixture of intensities. 

The third aspect of meaning is perceived options and the questions were designed 

to reveal how and why the student ended up in non-select choir. Student responses could 

range from involuntary enrollment to it being the most important class in their schedule. 

Questions were not asked to specifically explore context effects and antecedents 

of meaning. Context and antecedents of meaning were only addressed when cited by 

students as significant and were coded in a similar fashion to the transcribed field notes 

discussed above. 

Table 6 

Excerpted Coded Interview Transcription for May 8: Janet and Kim 

Transcript Code/Comment 
Mrs. B: OK, now, you both made A 

cappella for next year right? 
[they nod and smile] 
Congratulations on that. OK, If 
you were going to rank all the 
students in mixed choir and 50 
was the best student and 1 was 
the least good student where 

Sense of competence 
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Table 6, continued 

Excerpted Coded Interview Transcription for Mav 8: Janet and Kim 

Transcript Code/Comment 
would you put yourself? How 
would you rank yourself? 

Kim: Probably 48 to 45 

Mrs. B: And Janet? 

Janet: I'd say the same 48 to 45. 

Mrs. B: OK, when I asked you to rank 
everybody what criteria did you 
use? What was the factor that 
you judged? 

Kim: I looked at the people that I think 
that are much better than I am. 

Comparative measure suggesting ego goal 
orientation. 

Mrs. B: In what way? 

Kim: In loudness and tone quality 

Mrs. B: OK, so you were comparing 
yourself to other people in the 
room on the factors of loudness 
and tone quality. How about you 
Janet? 

Janet: I ranked on if they try. Comment suggesting task goal orientation 

Mrs. B: So effort was the criteria you 
chose. 

Janet: Yeah 

Mrs. B: So you both ranked yourself in 
the top 5 to top 2 people in the 
class and Kim you based your 
ranking on tone quality and 
loudness and Janet you based 
your ranking on effort. Did I get 
what you want to say right? 
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Table 6, continued 

Excerpted Coded Interview Transcription for Mav 8: Janet and Kim 

Transcript Code/Comment 
Janet: And how well [long pause] if 

they're not conceited. Like some 
people think they can sing really 
well and they try to sing really 
loud and others they try to fit in 
and sing the music. 

Mrs. B: Some people try to dominate the 
choir with their voice-

Janet: Yeah 

Mrs. B: And it's not a musical 
expression to you then because 
it's more about their ego than the 
group performing? 

Janet: That's it. 
Mrs. B: OK, OK, thank you. And 

compared to other classes how 
good are you in choir? 

Sense of competence 

Kim: Tied for first 

Mrs. B: What's your other good subject? 

Kim: English 

Mrs. B: How about you, Janet? 

Janet: Tied for first with band. 
Mrs. B: OK. What are your choir related 

plans, Kim? 
Goal directedness 

Kim: I plan to be in choir throughout 
high school and I'll see what else 
I enjoy but I don't really want to 
single out just choir too early to 
major in but if that's what I have 
to do then I guess I'll do it. 
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Table 6, continued 

Excerpted Coded Interview Transcription for Mav 8: Janet and Kim 

Transcript Code/Comment 
Mrs. B: If that's what you have to do? 
Kim: I don't really like any other 

subjects and I'm good at this. 
And I get into choir. So... 

[Sense of competence] 

Mrs. B: So what you are saying is right 
now if things don't change that's 
where you see your future but 
you almost hope things change? 

Goal directedness, continued 

Kim: Kinda. Cause some people 
can't really get a career in music 

and stuff and I don't really want to be a 
music teacher like Mrs. T. 

Mrs. B: Ah! You want to sing but you 
don't want to teach singing. 

Kim: I wouldn't mind teaching voice 
but not teaching school. 

Mrs. B: Let's see if I have this, you want 
to sing professionally, teach 
privately and you wish that there 
was something more secure to 
plan for? 

Kim: Yeah 

Mrs. B: I understand. How about you 
Janet? 

Janet: I want to continue with choir 
throughout high school and I 
want to pursue a career in music. 
I don't know if it'll be just 
singing or what. 

Mrs. B: Well you are jack-of-all-trades 
musically: piano, flute, trumpet, 
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Table 6, continued 

Excerpted Coded Interview Transcription for Mav 8: Janet and Kim 

Transcript Code/Comment 
voice. Are you thinking you 
want to be a teacher or-

Janet: I have no idea yet. 

Mrs. B: Fair enough, just pursue it and 
see where it goes. 

Organization of Data 

The three aspects of personal investment theory crucial to this study are: (a) the 

significance of behavioral observation in personal investment theory, (b) how the 

meanings a student brings to the non-select choir situation are constructed and how these 

meanings affect the student's motivational investment, and (c) the contextual factors that 

influence that meaning. 

Research procedures discussed thus far are the collecting and coding the 

transcripts, fieldnotes, and interview data. The next step was to determine the 

relationship between the observed student behavior in this specific context and the 

student's sense of self, perceived options, and personal incentives. In order to do this the 

coded data had to be organized into data displays to facilitate the drawing of conclusions 

about observed behaviors, salient context and antecedents to meaning variables, and the 

meaning that non-select choir students attach to choir as seen in their sense of self, 

perceived options and personal incentives in the interviews. 
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Data Reduction. Display, and Preliminary Findings 

This study uses tables, figures, charts, graphs, followed by written summaries to 

display individual student behaviors, behaviors of the class as a whole, and the meanings 

held by individual students. The displays arrange and condense the data in a way that 

makes it possible to see such information all in one place and facilitated drawing of 

conclusions. 

Presenting context findings. My observations of context in Chapter Four are 

described in the following order: a) the physical setting, b) a typical day's procedure, 

and c) the predominant features of the context in terms of personal investment theory. 

The observations are triangulated with student and teacher comments. 

This order of data presentation was chosen because the reader needs to be 

informed of the dynamics in this particular non-select choir context in order to 

understand the influence of the context on the meaning students attach to their choir 

experience. 

A summary of behaviors and context variables observed on March 11th is shown 

in Table 7. This data display was created for every observation date and is one of the 

ways I present the universe of student behaviors in this class. Table 8, Observed 

Contextual Influences contains the accumulation of data gathered from all of the 

summary charts of behaviors and context variables. 
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Table 7 

Summary of Motivation Behaviors and Context Variables for the Class 

Observed on March 11 

Motivation Behaviors Students (incidents observed) 
Direction 
(disturbing class with talking etc.) 

Tona (4) 
Sharon (4) 
Emily (2) 
Emily (2) 
Regina (2) 

Direction 
(off task, not participating as directed) 

Sharon (2) 
Regina (2) 
Tona (2) 

Direction 
(not having materials) 

Regina (1) 
Sharon (1) 

Continuing Motivation Celine (1) 
Tona (1) 

Low Persistence Ellen (1) 

Low Intensity Natalie 
Jan 
Janet 
Regina 
Crystal 
[These students were scored low intensity 
for the entire class session.] 

High Intensity Jean (2) 
Mic (1) 
Emily (1) 
Sharon (1) 
Regina (1)* 
*Regina scored low intensity because of 
her extremely poor posture throughout the 
lesson, and not fully participating in the 
breathing exercises by moving her arms. 
However she briefly showed high intensity 
on the fourth page of the field notes. 
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Table 8 

Observed Contextual Influences 

Context Incidents Observed 
Teacher distractions 2 

[Students coming in late from assembly; 
students bringing balloons given to them in 
the assembly] 

Discipline comments 7 

Demonstrations 16 

Verbal instruction 6 

Drill 3 

Teacher control strateev 2 

Student seeking feedback 3 
[all from Bonita] 

Teacher motivation problem 4 

Low level questions 1 

Low level feedback 3 

Evaluation: standard of achievement 2 

Teacher Praise 1 

Roles/Power relationship: teacher 
control/student forced obedience 

2 
[one concerned the movement issue the 
student's frequently bring up in their 
interviews] 

Observer 2 
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Presenting individual student profiles. Chapter Five contains individual student 

profiles in which I sought to determine the relationship between observed behavior and 

the meaning that six selected students attached to choir. 

Personal investment theory is based on the proposition that the study of 

motivation in any context should begin and end with the study of behavior. All behavior 

whether "good" or "bad" or "normal" is significant and is noted (Maehr, 1984, p.l 17). I 

began this study by observing the behavior I wanted to interpret, therefore, I have decided 

to select the individual students for profiling on the basis of how well they represent the 

behaviors I observed. 

The students selected to be profiled were chosen according to the following process. 

1) The first step was to create an Individual Student Behavior Summary table 

(see example in Appendix G, Table Gl) for each student, broken down day by day and 

showing totals for all days observed. 

2) Step 2 was the creation of Observed Behavior tables (Appendix G, Tables G2-

G6) for each individual behavior showing every student's total score for that behavior 

and their deviation from the mean for that behavior. 

3) Next, an Observed Student Behavior Summary table for the entire class was 

created showing totals for each student for each behavior, and the following descriptive 

statistics for each behavior: median, mode, mean, average deviation, variance, and 

standard deviation (Appendix G, Table G7). 

4) An Observed Behavior Summary table (Appendix G, Table G8) was then 

created showing deviations from the mean for every student on every behavior. In this 
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table, the behaviors are grouped as either "Desirable" or "Undesirable." I then derived 

Combined Deviation Scores for both desirable behaviors and undesirable behaviors for 

each student by summing the scores for individual behaviors in each category. Using 

these combined scores, a Composite Behavior Score for each student was derived by 

subtracting the Undesirable Behavior Combined Deviation Score from the Desirable 

Behavior Combined Deviation Score. Higher scores on this Composite Behavior Score 

indicate the students who demonstrated a low incidence of undesirable behaviors with a 

high incidence of desirable ones relative to the mean. Lower numbers (i.e., negative 

numbers) on the Composite Behavior Score indicate a high incidence of undesirable 

behaviors and a low incidence of desirable behaviors relative to the mean. Average 

students are those who demonstrated a comparable number of positive and negative 

behaviors relative to the mean. Students demonstrating anomalous behavior, e.g. 

extremely high and/or low scores in both a positive and a negative category are not 

effectively revealed by this method. 

5) Using the Composite Behavior Score above, every student in the class was 

ranked from "best" (highest score) to "worst" (lowest score) in the Students Ranked by 

Behavior Deviation table (Appendix G, Table G9). Using the mean for the Composite 

Behavior Score plus/minus its average deviation, I determined the average range of 

scores and from that, the above and below average ranges. Using these ranges, the 

students were divided accordingly into three categories: above average (7 students, 

22.6% of the class), average (17 students, 54.8% of the class), and below average (7 

students, 22.6% of the class). 
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The final selection process was based upon both random selection, using the 

descriptive statistics above, and upon noticeably anomalous behavior drawn from my 

observations, because that provides the most comprehensive cross section of students 

from the class. To implement this process, a student from each category was selected at 

random. From above average: Jean, average: Margaret, below average: Tona. 

Three additional students were chosen on the basis of their anomalous behavior 

observed over the course of the entire observation period. Each of these anomalous 

students is briefly discussed below. 

Emily was, in both my and Mrs. T's opinion, the most talented student in the 

class. She made the Freshmen All-District Choir and has worked professionally in 

Equity-based theater productions. Emily's behavior was noticeable because her direction 

total was high due to her social talking. The descriptive statistics place her in the average 

category, which does not adequately describe Emily's behavior. First, the performance 

variable of personal investment theory has been excluded from this study, and second, 

Mrs. T did not discipline Emily for talking in the way she did other students—a situation 

unique to Emily. 

Both Bonita (average category) and Celeste (below average) had unusual profiles 

(for this class) in that they had high scores in both desirable and undesirable behaviors, 

and they both had multiple confrontations with the teacher (three apiece, the highest 

number in the class). 

The student profiles begin with a description of the individual student's behavior 

presented in an individual behavior table followed by a written summary of the student's 
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behavior. Next comes a table summarizing the individual student's interview. Each 

interview summary table is followed by an interpretation of the meaning revealed in that 

interview. All profiles culminate with a personal investment theory interpretation of the 

relationship between the behavior observed and the meaning revealed in the interview. 

An example of this process follows for Janet. 

Janet scored 5 direction behaviors over the entire observation period; two for 

chewing gum and three for talking to her neighbor when she should have been listening 

to the teacher. This is well below the median and average in this class, making her one 

of the most on-task students. Her high intensity and continuing motivation scores also 

rate her very high in comparison to her classmates. Janet also displayed continuing 

motivation which was not observed in class when she learned the flute part for one of the 

pieces the class performed and when she auditioned for and was selected to participate 

fh 

in the district level choir for 9 graders. She was involved in no confrontations or 

disagreements with either the teacher or her fellow students. 

Janet is a very well behaved student who approaches her music with the intensity 

needed to do what is asked of her correctly. In this particular non-select choir she was 

noticeable for her continuing motivation and her consistent effort to sing correctly and 

stay on task. 

Interpretation 

Sense of competence. Janet has been in bands and choir since grade school and 

has a solid basis on which to evaluate her accomplishments in choir. She answered yes 

that she feels good about her singing, but qualifies this affirmation with a desire to 
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study privately because she is concerned about her tone quality. As can be seen in her 

ranking of 48 to 45 she considers herself one of the top 2-5 students in class based on 

the criteria of effort. She ranks choir first (along with band) as her best subject. 

Based on this information Janet can be characterized as having a healthy, realistic 

sense of competence in choir. Her sense of competence allows her to participate fully in 

choir and be objective as to her strengths and weaknesses. 

Identity. Janet's identity in choir comes from her friends and her teacher. Her 

family does not sing. Her friends are mostly band musicians who have a sense of goal 

directedness and practice to achieve their goals. Janet's identity gives her a strong support 

system for her musical goals. 

Self Reliance. Janet's sense of competence, and goal directedness lead to her self-

sufficient attitude toward choir. She recognizes that the class does not do an adequate job 

of helping her improve her technique and she augments what the class does not provide 

with private study. 

Goal Directedness. Janet is strongly goal directed in her music classes. She plays 

piano, flute, trumpet and sings. She has "no idea yet" what path she will choose to pursue 

in music but she does know that she wants a career in music. She is vigorously pursuing 

her music education by studying privately, as well as auditioning and being accepted into 

the select instrumental and vocal performing groups. 

Goal Orientation. The 19/J/13 and 19/J/14 statements were coded as "ego goal" 

because Janet was comparing herself to others. 
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Janet's Profile 

Table 9 

Observed Behavior for Janet 
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1/4 1 

1/9 2 

1/2 9 1 

2/3 1 1 2 

2/4 

2/5 

2/6 

2/1 8 1 

2/1 9 

2/2 0 1 1 

2 /24 

3/3 

3/4 

3/5 

3/6 1 

3/1 1 1 

3/1 3 

3 /14 

3/1 7 

3/18 

3/1 8c 

3/1 9 1 

4/1 1 1 

4/3 

4/8 

4/1 7 1 1 

4/2 4 

5/1 2 

5/1 4 1 

To ta l s 2 3 5 6 1 2 
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Table 10 

Individual Student Preliminary Interview Findings: Janet 

Citation 
# 

Interview Reference 

Sense of Competence 

19/J/l Singing is important to Janet. She says it is "like a quarter of her life." "I 
think I use it to express myself. I sing with my CD player whenever I'm 
feeling bored or something." She also sings at church and school. 

19/J/3 Janet feels good about her singing but wants to study private voice in order 
to improve her tone quality. 

19/J/4 When asked to rank herself with 1 being the least good student and 50 being 
the best student in class she ranked herself 48-45. Her criteria for ranking 
was effort and "how well [long pause] if they're not conceited. Like some 
people think they can sing really well and they try to sing really loud and 
others they try to fit in and sing the music." 

19/J/7 When asked to compare how good she is in choir to how good she is in her 
other classes she replied, "Tied for first with band". 

Identitv 

19/J/2 She does not sing with family, no one else in her family sings. 

19/J/l 0 The significant other she wants to impress is Mrs. T. (The majority of the 
students in this class picked a close relative) 

10/J/13 When asked if Mrs. T was impressed with her accomplishments in choir 
Janet replied," To some extent, there are others she's more impressed with 
like Jean and Emily." 

19/J/l 5 Most of her friends are in band and they socialize by doing things like going 
to the mall and watching movies at each other's houses. She feels more 
comfortable with the kids in band than the kids in choir because she's 
known them longer. 
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Table 10, continued 

Individual Student Preliminary Interview Findings: Janet 

Citation 
# 

Interview Reference 

19/J/16 Her friends think its cool to be good at band and sports and they practice 
towards that goal. 

Self Reliance 

19/J/17 Janet would like to improve her tone quality and range. 

19/J/18 When asked if she felt able to learn how to improve her tone quality and 
range in choir she replied, "It depends on the songs we sing. Like if, well 
altos singing high is rare." When I asked if the warm-ups sung at the 
beginning of class were considered in her thought process about this, she 
replied, "They help, yeah." 

Goal Directedness 

19/J/4 Janet has arranged to study voice and trumpet privately for the summer. 

19/J/9 Janet auditioned and was placed in the school's select choir for the 
following year and plans to take choir all 4 years in high school. She also 
states that" I want to pursue a career in music. I don't know if it'll be just 
singing or what." 

Goal Orientation 

19/J/10 
Social 

While establishing identity I asked Janet whom she would like to impress 
and she responded Mrs. T. Her reasoning was extrinsic and went as 
follows: "Because she has favorites and like if you can impress her you can 
get something real good." 

19/J/13 
Ego 

Janet named Mrs. T. as a significant other that she wanted to impress. When 
asked if she thought Mrs. T was impressed with her accomplishments in 
choir she replied, "To some extent. There are others that she's more 
impressed with like Jean and Emily. 

19/J/14 
Ego 

She elaborated on the statement above with, "...next year when I'm in A 
cappella she won't be as impressed with me because there are so many 
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Table 10, continued 

Individual Student Preliminary Interview Findings: Janet 

Citation 
# 

Interview Reference 

more people, and people who work. 
19/J/19 

Task and 
Social 

When asked to imagine feeling successful in mixed choir, what has just 
happen, or what have you done? She replied, "It would be being asked to 
do a solo(task) or being asked to help someone who needs help.(social)" 

19/J/22 
Task 

When asked what she likes best about choir, Janet replied, "Developing my 
musical skills." 

19/J/23 
Task 

When asked what her favorite activity in choir is she replied, "New music. 
I like learning new music that we have never sang before. 

19/J/24 
Task and 

Social 
Approval 

When asked what is the main reason you do what you are supposed to do in 
choir? Janet replied, "It's the right thing to do, and it's easier to do the right 
thing than to try to goof off. And since Mrs. T likes that, it's more fun to be 
good. 

Perceived Options 

19/J/25 When asked why she decided to enroll in choir Janet indicated that she 
loved to sing. 

Context Effects 

19/J/lO 
19/J/ll 
19/K/ll 

Student 
reaction to 
teacher 
reward 
structure 

Kim: "Most of the class does not participate. So, we're 
like the four who do. And she thinks it's all our faults, for, 
something like that, I don't know. Janet: We should be 
covering up the other people." When I asked, "Is this just a 
feeling or has she (Mrs. T) ever said something that you 
inferred that or has she just come out and said something to 
that effect?" Janet replied, "I just know she means that." 
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Table 10, continued 

Individual Student Preliminary Interview Findings: Janet 

Citation 
# 

Interview Reference 

19/J/ll Student 
reaction to 
teacher 
reward 
structure 

Janet and Kim list the teacher's favorites. 

19/J/20 Social 
Expectation 

Janet is bothered by her fellow altos who don't care about 
learning their part. 

Note. Notations on the left of each entry refer to marginal references found in the 

interview transcripts (Appendix K). The first number refers to the interview number in 

Appendix K. The letter refers to the student's name (see abbreviation key in Appendix 

K). The final number indicates the citation location in the interview transcript. 

The second part of 19/J/19 was coded "social" because she was seeking approval 

by being asked to help. The key words here are "being asked." This would have been a 

task goal if she had replied that she just helped someone (without being asked). 

19/J/24 was coded both Task and Social because the first part of her statement 

referred to it being easier to stay on task than off task, and the second part of her 

statement indicates a desire to please Mrs. T. 

Janet has a multiple goal orientation. She displays a strong task orientation that is 

tempered by ego, and social goals. 
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Her social goal was revealed in her desire for the approval her teacher, rather than 

desire for approval of her classmates (a positive behavioral force and a distinction which 

Urdan (1991) recommended making). 

Her ego goals could have been developed as a result of her participation in her 

school band program where her director had an individual reward system of monthly 

chair challenges which inspired ego goal orientation in the band students. Even with this 

band experience, she displayed a minimal concern with competition in choir and the 

concern she evidenced did stimulate rather than retract from her pursuit of her task goals. 

The examination of Janet's goal orientation supports those researchers who 

believe that one should be concerned with the possibility of multiple goals when 

designing a study (Dodge, Asher & Parkhurst, 1989; Ford & Nicholls, 1991; Maehr & 

Nicholls, 1980; Wentzel, 1991). 

Perceived Options. Janet's love of singing, her reference group and significant 

other being musicians, and her substantial personal experience in music made signing up 

for choir an obvious option. 

Context Effects. In the overall context summary in chapter four I conclude that 

Mrs. T uses group task reward structure almost exclusively. This reward structure has a 

positive effect in that ego goal orientation is not encouraged. However, since she rarely 

compliments or makes musical corrections to individuals and provides very little 

feedback, Janet and Kim are left believing that the teacher was admonishing them 

personally when the class did not sing up to specification. 
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I examined the tapes very carefully and sat in the sections following this 

revelation and looked for anything said by the teacher, or revealed by eye contact, etc. to 

confirm the students inference. I saw and heard nothing to justify it. The teacher 

expressed no such belief in her interviews. I conclude that since the teacher's reward 

structure does not supply individual feedback, these very conscientious and responsible 

students are taking the teachers admonishments personally because they aren't sure who 

the teacher is blaming. 

This interview provides an interesting glimpse into a student's view of the 

classroom hierarchy. Janet and Kim also provide an interesting student reaction to the 

teacher's reward structure by listing the students they consider to be the teachers 

favorites. Since this teacher maintains a group reward structure these "favorites" are the 

students the teacher rewards by choosing them to sing solos and run errands. 

Janet refers to a contextual effect in 19/J/20 where she states that it is "hard to 

sing the alto part when only a couple of the altos sing it. Like, most the altos don't care to 

learn it. They sing the soprano part. And its not cause then the music doesn't sound right 

when the notes aren't all there, the harmony is missing. ...I think some of them try to hear 

it but most don't care. They like the soprano part, so they sing it." 

In summary, Janet revealed a need for more personal feedback from this teacher. 

She also expressed the difficulty of singing in a section where the majority of the students 

do not care if they sing the right part or not. In personal investment terms, her fellow 

altos do not share her task goal orientation. 
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Interpretation of Janet's Personal Investment Behavior 

The interpretation of personal investment behavior is accomplished through 

examination of the meaning the students attach to choir. Janet's sense of self contained 

elements of a realistic sense of competence, a strong identity and a support structure, 

which gave her the confidence that she could achieve her goals. Therefore one would 

expect to see the positive behaviors which were observed rather than avoidance 

behaviors. Janet's task goal orientation was a reflection of her love of and serious 

intentions about performing music. Her task orientation was tempered with ego and 

social goals , which I believe came from her personal experience in band (ego) and her 

desire to please her teacher (social approval). This weighting of goals in a multiple goal 

orientation can have beneficial results (Wentzel, 1991) and can be seen in Janet's 

positive behavior. Janet's identity, and personal experience in music made signing up for 

choir a well-chosen option for her. There were no serious conflicts between Janet's sense 

of self, goals, and perceived options and the context as established by Mrs. T. But the 

class was made more difficult for her because of her need for personal feedback from the 

teacher and her annoyance with her perception of her peers' lack of effort. I believe that I 

might have observed more high intensity behaviors from Janet had the context not made 

her goals more difficult for her to achieve. 

Trustworthiness 

This study will allow the reader to follow the process of data collection and 

analysis from the transcripts through the coding process, to the summary profiles, and 

ultimately, to my conclusions. It will also enable the reader to evaluate my thought 
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processes, biases, and conscientiousness and decide whether or not to agree with my 

findings and conclusions. 



CHAPTER FOUR 

CONTEXT 

My observations are described in the following order: a) the physical setting, 

b) a typical day's procedure, and c) the predominant features of the context in terms of 

personal investment theory. The observations are triangulated with student and teacher 

comments. 

The open-ended interview style I used encouraged the students to respond freely 

and frankly to my questions and to describe events with their own emphasis. As a result, 

students gave a vivid description of the contextual features that were important to them. 

This was critical in my interpretation of how the many contextual features impacted upon 

the meaning of choir for these students. 

Description of the Setting 

There is only one high school in this district, which I will refer to as Midwest 

High. The music faculty at the high school consists of two band directors (one who also 

teaches part time at the junior high), a full time orchestra director, two choir directors 

(one who also teaches elementary strings and helps with beginning instrument classes). 

In addition, the district employs a junior high band and orchestra director and a full-time 

junior high choir director. There further are an elementary music specialist and a music 

supervisor. The latter pitches in and helps with beginning instrumentalists. 

192 
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The chorus room is located in the performing arts building, which also contains 

the theater, band room, orchestra room, practice rooms, and the office the performing arts 

teachers share. One enters the chorus room through a set of double doors, which are 

positioned on the front wall, adjacent to the left wall of the classroom. The students sit 

on Wenger posture chairs that are placed on built-in risers facing the teacher, blackboard, 

and piano. It is a large room capable of seating 75 or more students. There are two doors 

placed along the left wall that lead into a room where the choir robes are stored. 

The main room is painted a dull tan and there are four large ceiling-to-floor length 

gray acoustical panels hung on three of the four walls. The front wall holds the 

blackboard over which hangs a display of T-shirts that represent the various choirs 

participating in the Spring Pops Concert during the past five years. On the acoustical 

panels are pictures of the Strolling Strings (who also rehearse in this room), the school's 

show choir (called "Madrigal Singers"), and past musical casts. In the right front corner 

are a row of file cabinets and the teacher's desk. The stereo and TV are on a cart, which 

is generally left in front of the file cabinets. 

The teacher's desk and every available surface are covered with stacks of music, 

files and miscellaneous papers. The general impression is not that of a neatly kept room. 

Even though Mrs. T is the main occupant, there are four different teachers who use this 

classroom at various times and the fact that these teachers don't have a classroom or an 

office solely to themselves is a likely reason for the clutter. The situation got so bad in 

the music classrooms, practice rooms, and the room where the music libraries of the 

ensembles are kept, that the superintendent, who happened to pass by one day, sent a 
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message that he expected to have the department cleaned up by the beginning of the 

following week. This meant that a couple of the music teachers ended up coming in over 

the weekend to clean up, about which they were not at all happy. 

The clutter did not directly effect the students in any way that I observed and none 

of the students mentioned it in the interviews. However, I do think it was indicative of a 

faculty that was overworked, in conditions that made teaching more stressful because 

there was not adequate space for everything to have a place. For example, during much 

of the semester, the freshman band met in the room immediately before the mixed chorus 

class that I observed. This meant that a lot of the percussion instruments and all of the 

music stands were stored in the back of the room in front of the choir folder rack, making 

it awkward for the choir students to get their folders at the beginning of class. This in 

turn increased Mrs. T's stress, which can be seen in her frequent references at the 

beginning of class periods to the problems caused by the band being in the room. 

There were 39 students when I began the pilot study portion of this study in 

December and 31 remained by the month of May. Patty, Marko and Claire failed to pass 

first semester and were removed when the second semester began on January 9th. Stacey 

and Casey were expelled from school in an incident involving weapon possession not 

related to choir. Belle was a foreign exchange student from Albania. The teacher 

decided she would more appropriately spend her time in the select group and moved her 

on January 9th. Two other students were removed from class because of their disruptive 

behavior: Ginny was removed on February 4th and Laverne on March 6th. 
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Seven of the eight students removed from class were Black girls and one was a 

Black boy. Of the 31 students who finished the year in this mixed chorus, 15 were White 

(12 girls and 3 boys) and 16 were Black (15 girls and 1 boy) who were bused from inner 

city neighborhoods into this county school district. This balanced ethnicity did not match 

the school as a whole. Black students accounted for 20% of the school's student body, 

95% of these Black students were bussed from the inner city. 

The teacher in this class, Mrs. T (ethnicity: White), has a Masters degree in 

Music Education and 30 years of experience teaching, 25 of which have been in this 

district. Her choir program has a good reputation in the area with her select choirs 

typically receiving first place ratings at contest and various festivals. 

Description of a Typical Class Session 

The class met every day from 8:30 a.m. to 9:15 a.m. The educational goal most 

evident on a daily basis was the learning and perfection of choral literature for a 

"Classical" music concert on March 18th, in which each performing group at the school 

presented a five to ten minute performance, and a Spring "Pops" choral concert. 

The class session always started with the teacher taking roll. It would frequently 

take Mrs. T five minutes to get roll taken and the students tended to socialize with each 

other to fill in this time. The students in this class were not particularly punctual and on a 

typical day one to three students were tardy. As long as students got into their seats 

before Mrs. T finished roll, she rarely commented on tardiness. 

After taking roll, the teacher discussed pertinent class-related business, such as 

concert information. Besides preparing for the three concerts as described above, Mrs. T 
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also took this class on two field trips. In April they went to a concert at the symphony 

hall and in May they sang at an amusement park. When the teacher finished with class 

business, warm-ups began, which lasted anywhere from 2 to 10 minutes. 

Warm-ups were designed to cover breathing, resonance, range, and flexibility. 

The students willingly participated and, for the most part, enjoyed the warm-ups. Several 

students told me they thought the vocalises were beneficial. Mrs. T conducted her warm-

ups as follows: first she demonstrated an exercise, then the class would imitate her, and 

finally they would together modulate up or down depending on the purpose of the 

exercise. Mrs. T limited the warm-up exercises to simple vocalises built on major scales 

and arpeggios. In my opinion, Mrs. T's greatest strength as a teacher was her beautiful 

voice and her ability to model good tone quality and diction and to reinforce and cajole 

her students until they imitated her. This group sang with a lovely sound due to her 

tireless efforts. 

Warm-ups were followed either by interval drill and/or sight-reading in 5 of the 

30 class sessions I observed. No classes after March 6th included sight reading. When 

the class did sight read, they used solfege and the teacher both sang and played their parts 

along with the students. When the teacher stopped playing, the students almost always 

stopped singing with Jean and Mic being the only exceptions. Persistence was extremely 

low for the class as a whole. The low persistence observed during formal sight singing 

exercises also occurred when the class was learning a new piece of literature. It seemed 

clear that they did not practice sight singing often enough to feel comfortable with the 

skill. Also, for most of the students this class was their first exposure to sight singing, as 
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there had been no training in it at the junior high level. When they were asked to sight 

sing, the students grumbled, and discipline problems increased. The only students who 

sight sang well were students who played piano or some other instrument. Hence, 

musical literacy in the strictest sense, was not a strength of this class. 

Most of the time, warm-ups were directly followed by repertoire rehearsal. Music 

history/appreciation was sparsely addressed, although Mrs. T did show videos on Bach 

and Beethoven. She also talked about Brahms and invited the students to write and read 

to the class an extra-credit report on Brahms, which only Tona decided to do. Mrs. T's 

priority was developing her students' vocal technique and teaching the performance of 

choral literature. 

Literature was learned mostly by rote with Mrs. T using a master/apprentice 

model in her teaching. With her lovely voice she consistently demonstrated the way she 

wanted her students to sing the music, and they imitated her. 

Once the class began rehearsing literature, the demonstration/imitation format was 

followed until one or more of the students drifted off-task and either sat there not singing 

or began to hinder the instruction in some way. The teacher dealt with most off-task 

behavior with a verbal reprimand and most of the time it was sufficient to get the class 

back on track. However, sometimes the situation escalated when the student chose to 

disagree with the teacher's assessment of behavior. Disagreements and full-fledged 

confrontations were not rare. I witnessed 14 teacher/student disagreements and 16 

teacher/student confrontations during the 29 class periods and 2 concerts I observed over 

the semester. 
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There were also two serious confrontations that took place on a day I was not 

observing. Mrs. T and Celeste described these confrontations in subsequent interviews 

(see Appendix F). Typically, when a disagreement or confrontation occurred, Mrs. T 

stood her ground and if the student did not back down, he or she was asked to leave the 

classroom. In such instances, Mrs. T followed up with the disciplinary procedure 

recommended by the school and sent paperwork to the assistant principal. Two students, 

Ginny and Laverne, were permanently removed from class during the semester I 

observed due to confrontations with the teacher. Bonita, Celeste, and Jan were asked to 

leave class due to confrontations but were allowed to remain in the choir after 

consultation with the administration. 

The only variations to the above routine happened: a) when Mrs. T showed 

videos; b) on two occasions, when she had the students stand in a circle and sing (the 

students really enjoyed this); c) when rehearsing "American Dance Party," which had 

choreography; and d) when the students rehearsed on risers in the auditorium the day of 

the classical music concert (March 18th) as well as for three days prior to the pops 

concert. 

Mrs. T did not have an accompanist, so she conducted most of the class from 

behind the piano. Besides its obvious musical function, the piano unfortunately seemed 

also to act as a physical manifestation of a psychological barrier between Mrs. T and the 

students. This did not aid her in establishing a "we're in this together"-relationship with 

her students. She occasionally came out in front of the piano to demonstrate something 

and when she did, it always got the students' attention. As Jean and Jane stated, they 
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thought Mrs. T's characteristic position at the piano emphasized the difference between 

teacher and student roles: 

Jean: Really! She doesn't have a lot of contact with her class. I mean, it's just, 
"I'm up here." There's like a big barrier. 
Jane: Yeah! 
Jean: "I'm up here, and you're back there and we do not mix." 
Jane: Exactly. [13/Jean/27] 

Predominant Features of the Context in Terms of Personal Investment Theory 

In this section I will describe my observations of the personal investment theory 

contextual features (as seen in Table 6, page 196): goal and reward structure, 

instructional modes, teacher questioning and feedback patterns and roles/power structure. 

All of the consequential features in this context are substantiated by pertinent student and 

teacher interview excerpts. 

Goal and Reward Structures 

The first three columns of Table 6 display tallies of my observations of teacher 

comments and behaviors indicating goal and reward structures. Goal and reward 

structures are created by the teacher and are best determined by analyzing which of the 

following the teacher emphasizes: doing better than other students (competitive goal 

structure), cooperating with other students toward a common goal (cooperative goal 

structure), or individual students mastering tasks (individual goal structure). Reward 

structures are also created by the teacher and can emphasize: a norm-based reward 

structure (comparative reward structure), a group accomplishment of a shared task reward 

structure (group accomplishment reward structure) or individual students mastering tasks 

reward structure (individual gains reward structure). 
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Mrs. T's instructional goal for this class was to teach them how to sing and 

perform western European choral music in the traditional manner and style. She 

concentrated her efforts on coercing the students to work together toward securing a 

group sound and group results. She most frequently addressed the students as a group, 

not as a collection of individual singers. The following quote illustrates the emphasis she 

put on group rather than individual processes. 

Mrs. T: Now, does everybody else want to sing, is that what you're here for? 
OK, then we need to do it together and do it right. Then it won't take up so much 
time. 

Mrs. T never singled out individual students to praise or to correct their work. 

She never made comparisons between students. Nor did she, for example, ever suggest 

that a student serve as a vocal or behavioral model for others. She did not appoint section 

leaders and she didn't post or announce grades. Solo singing was almost absent. One 

time a solo appeared in a song they were sight singing and she asked for a volunteer to 

sing it rather than appoint someone herself. 

Student and Teacher Comments on Goal and Reward Structure 

The next four interview excerpts reveal students' observations of Mrs. T's 

emphasis on group processes and results. The first excerpt demonstrates Jane and Jean's 

chagrin when their classroom performance was perceived as similar to others in the group 

and equally deserving of reward even when their performances varied in quality: 

Mrs. B: Could you give me an example of what you mean by "things she beats 
into you?" 
Jean: "Move your mouth"...everything. I mean, everything. 
Jane: "Stand up straight." 
Jean: And she goes about crazy it. And I understand it because a lot of people 
don't do it. There's got to be some reason, something she can do besides... 
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Observed Contextual Influences 
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1/3 1 8 8 1 2 1 
1/4 1 1 8 1 8 2 6 5 
1/9 1 2 1 4 1 

1/29 1 2 2 3 2 
2/3 1 3 12 3 4 1 1 
2/4 1 1 6 6 1 7 7 
2/5 1 9 3 3 1 2 3 
2/6 1 1 6 3 4 1 2 1 
2/18 9 7 3 4 4 
2/19 23 6 7 5 
2/20 1 29 11 5 1 
2/24 1 10 2 3 5 5 
3/3 1 3 1 
3/4 30 6 5 1 2 
3/5 
3/6 1 13 10 8 7 7 
3/11 16 3 6 3 1 
3/13 25 9 10 2 1 
3/14 1 3 9 5 2 1 1 
3/17 1 5 5 7 1 
3/18 1 3 3 1 

3/18 C 
3/19 1 1 13 
4/1 1 1 28 16 8 2 5 6 
4/3 28 11 8 1 1 
4/8 15 9 3 1 1 

4/17 15 14 2 1 
4/24 24 17 2 2 
5/12 2 11 9 7 3 2 
5/14 4 5 1 1 1 

Total g 5 15 344 166 143 19 53 5 50 2 
Mean 1.0 1.3 1.4 13.8 6.6 5.3 1.6 2.9 1.7 2.9 1.0 
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Table 11, continued 

Observed Contextual Influences 
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Total 87 224 31 1 12 15 12 6 
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Jane: (interrupts)Yell at the whole class... 
Jean: Yell at all of us. You know, I mean, I'm sure she's probably tried to think of 
something, but, to correct these people, but don't correct me in the mean time, I'm 
sorry, it's infuriating! [13/Jean/26] 

In the next excerpt Bobbi reiterates Jean and Jane's observation that Mrs. T 

treated all of the students equally, even when they behaved differently. 

Mrs. B: How about you Bobbi? 
Bobbi: Um, I guess because of my experiences this year I'd have to say I won't be 
in choir again. 
Mrs. B: Have you looked at A Cappella? Would it be more of the same? 
Bobbi: I don't know if it would be the same but the teacher would be. And I 
really don't like how she treats everyone. Some people might deserve it but other 
people don't. [16/B/13] 

Jean and Jane also described how the individuals in this class were not 

individually rewarded for their efforts to get along and do what they are supposed to do. 

Jean:... but she stereotypes all of us. I think that's what she kinda does in her 
mind and I sympathize with her. But she has to know who wants it and who 
doesn't. 
Jane: Exactly. You can tell by the way people sing, by the way people... I mean 
I want to be there, I want to be there. I mean, you can tell by the way I sing. 
Maybe not by the way I talk to her, or the way I look at her, but by the way I sing. 
Jean: She always does it, she always stands up, sings, does what Mrs. T asks of 
her and 20 times more, and got kicked out. She really does. I think a lot of us do, 
cause I will say, yes, I have tried so hard to please this woman. I think I've done a 
lot more than most people would, so I hope she sees that, I really do. [13/Jean/30] 

The following excerpt is an example of the numerous comments the students 

made in their interviews on how Mrs. T punished them for not following her rules of 

behavior. I did not observe the teacher rewarding students for upholding these same rules 

of behavior and not one student mentioned being so rewarded. 

Mrs. B: What you are saying is she doesn't tolerate mistakes you make in 
behavior, but she doesn't make you feel bad about musical mistakes. 
Sheri: That's not bad. 
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Sharon: No, that's not bad. She just sits on the mistakes on things that we do 
wrong, but not the mistakes we make in singing. Like things that people do in 
class she just dwells... 
Sheri: She just picks on them. Just like that thing with Jane, she just sits on them 
and then she'll never let it go until something else comes along. 
Mrs. B: So you don't feel afraid of singing a wrong note. Because she's not 
going to pick on you for that. 

Sheri: No. She'll just jump down your throat for something behavioral wise. 

The first sentence of the next excerpt verifies my observation that the teacher did 

not single out individual students to compliment. This excerpt also gives Emily and 

Katherine's response to the single incident when a solo occurred in the music the class 

was sight singing and Mrs. T asked for a volunteer to try it. Emily volunteered to sing 

the solo and enjoyed the experience. She was also struck with the insight that the 

opportunity she took advantage of would also benefit other students in the class. 

Emilv: She never compliments anybody. She compliments us as a whole and 
um, I liked it when she had us do a solo, remember when she did that with that 
one spiritual? 
Katherine: Yeah. 
Emilv: I thought that was a wonderful idea because it made their chance to shine. 
Because it seems to me, a lot of people don't get a chance to be in plays or get that 
feeling of "I did good" all the time. So if people got a chance to do a solo and say 
"Hey you did a good job today, would you do this solo today?" And that would 
make people think "Wow, she really did hear my voice so now I can stand up and 
show the rest of the class what she's talking about" and that's something where 
they could get a feeling of I did good, you know? [18/E/ 7] 

When, in an interview with Mrs. T on February 6 (see Appendix J), I commented 

on the her lack of preferential treatment of her students, her initial response was, "They 

probably think I hate them all equally." She then elaborated as follows: 

Mrs. T: I don't know. I'm glad that I don't. I guess I work at not trying to favor 
one over the other. Down through the years I've had.. .probably I guess it was 8 
or 10 years ago? I had a student from the city, who.. .she didn't make A Cappella 
her first.. .you know, her sophomore year and then the next year she got into A 
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Cappella, but she didn't make the show choir. And, uh, she accused me of being a 
racist and you know because she didn't make it. 

And so she kinda like rallied her little friends around her and it was a real 
mess. Her mother worked for Congressman Smith on the north side. And I never 
did talk to the mother. Her mother never called. And never returned my calls and 
they got the ACLU or the NAACP—I honestly don't remember which one now. 
But, anyway they sent a representative to investigate me for discrimination. And 
it was horrible. I felt like, you know, that I was like under the glass every 
moment. 

And I guess that's when I started examining myself, saying maybe I am 
doing this, maybe I don't know I'm doing it maybe. And it really wasn't that she 
just didn't sing as well. And she had a lousy attitude and that was the reason she 
didn't make it. And it really makes you stop and examine yourself. And after 
they sent their representative out, you know, and they saw how I auditioned kids 
and their rankings and stuff. You know this is why and of course its still 
subjective. Anytime you're talking about singing, you don't sing on pitch or in 
tune, or you didn't sight read that as well as somebody else. 

And for awhile I thought, well maybe I should get somebody else in to 
help with auditions. Of course that's a pain too because it's adding a whole new 
level to everything. But that was a really hard thing to go through. 
Mrs. B: My goodness, yes. 
Mrs. T: And it drug on for about 6 months. 

Mrs. T's emphasis on cooperating with other students toward a common 

performance goal and her inclination to only give rewards (compliments) to the group as 

a whole for group accomplishments of the shared task of performance lead me to classify 

the goal and reward structure observed in this context as cooperative goal and group 

reward structures. 

As Ames (1984) suggests, one would expect to see the following in a class run 

with cooperative goal and group reward structures: a) the students will be perceived as 

similar in ability and deserving of reward even when their performances vary in quality; 

b) the students behavior is judged by their willingness to put forth effort, but not an 

individualistic concept of effort, rather a cooperative effort serving the group goals; and 

c) blame is a noticeable feature in that individuals are punished for not following social 
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norms rather than rewarded for upholding them. All of the features Ames described were 

prominently featured in this particular context and were verified by the students in the 

excerpts above. 

A positive aspect of the first feature that Ames described above (the students will 

be perceived as similar in ability and deserving of reward even when their performances 

vary in quality) was a classroom with a very high percentage of students who felt good 

about their ability to sing. I asked the students to rate themselves from 1 to 50, with 50 

being the best student in the class and 1 being the least good student. The responses of 

the 31 students who finished the semester responded to this question are shown below: 

Table 12 

Student Self-Assessment on a Scale of 1-50 

Natalie 35 
*Nan 40 
Cissie 25 or 30 average 27.5 
Margaret 35 or 40 average 37.5 
Bonita on both ends (1 or 50) average 25.5 
Regina 35 
Kim 45-48 average 46.5 
Jan 30 
Ellen 29 
Celine 47 
Mary 41 or 42 average 41.5 
Paula 39 or 40 average 39.5 
Amelia 40's average 45 
Bobbi 30 
Celeste 45 
*Crystal 40 
Emily 45 
Jack 42 
Jane 40 
*Jim 40 
Katherine 40 
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Table 12, continued 

Student Self-Assessment on a Scale of 1-50 

LeeAnn 
Malcom 
Mic 
Sheri 
*Tamra 
Tona 
Sharon 
Jean 
Janet 
*Nancy 

47 or 48 
35-38 
42-50 
40 

45 
40-50 
45 
47 
45-48 
47.5 

average 47.5 
average 36.5 
average 46 

average 45 

average 46.5 

sophomore 

The average rating the students gave themselves was 40. My initial response was 

surprise, because this class did not respond the way I thought a non-select choir would. I 

expected the fact that these students were not in the school's select group would color 

their sense of competence. However, since the majority of students in this class were 

freshmen who had yet to try out for a select ensemble, they did not have a negative 

experience to tarnish their evaluation of their singing. 

Some of the students did however experience problems with the cooperative 

goal structure because they needed more personal feedback about their singing. For 

example, I observed Bonita requesting feedback from Mrs. T 16 times during the course 

of the observation period. Other students like Jean and Jane quoted above, resented being 

lumped into the group and having to listen to the teacher discipline others when they 

themselves were not off task. Also Janet and Kim began to feel personally responsible 
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when the example they tried to set for their classmates did not alter the class dynamic and 

thus felt bad when a class session did not go as it should have. 

Exceptions to the cooperative goal and group reward structure. The exceptions to 

Mrs. T's predominantly cooperative goal and group reward structure were: a) when she 

told the students to sing their very best on their first semester performance final because 

it was also their audition for the select group, b) when she announced and praised the 

efforts of the students who made the district choir, c) when (in May) she held auditions in 

class for the two solos written in the music the students were performing for the spring 

pops concert, and d) when she failed to discipline Emily with the same frequency as she 

did other students who talked and when she asked Emily (who sat directly in front of her) 

to run an errand for her (twice). All four of these deviations from the cooperative 

structure she typically maintained were competitive in nature. 

Student goal citations not expected in a cooperative goal structure. One would 

not expect to see much ego goal orientation in the students in this class because there was 

no emphasis placed on students doing better than their classmates (competitive goal 

structure). The ego goal citations were indeed extremely low and were found mainly 

among students active in other competitive activities. For example, the following excerpt 

shows Kim and Janet's reaction to Mrs. T's treatment of Emily: 

Mrs. B: Who would you most like to impress of all the people you know? 
Kim: Probably the directors at church and Emily. Because she tries out for 
everything and makes everything. 
Mrs. B: OK, your directors at church and Emily. How about you, Janet? 
Janet: Mrs. T. Because she has favorites and like if you can impress her you can 
get something really good. 
Mrs. B: When you say she has favorites... 
Janet: Like most teachers have favorites, kids they treat good. 
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Mrs. B: What does she do that you think she has favorites, who are her favorites? 
Janet and Kim: Emily 
Janet: And Jack... 'cause they're good. 
Mrs. B: How do you know they are her favorites what does she do to indicate 
this? 
Janet: I don't know, I guess it's 'cause Emily gets to do a lot of stuff. 
Mrs. B: Mrs. T picks her to do stuff? 
Janet: Yeah. 
Mrs. B: Like what? 
Janet: Like solos and stuff. 
Mrs. B: Kim you nodded when Janet mentioned favorites. What do you think? 
Kim: In the other choirs I know from my sister that it is [name withheld] and 
[name withheld]. 
Mrs. B: And do they get special treatment or privileges? 
Kim: When it comes to the musical they get leads. So if you're not a lead you 
don't get anything so if you're not one of her favorites, you don't get anything. 

[19/K/ll] 

The focus of the excerpt above seems to be Janet and Kim's accusation that Mrs. 

T plays favorites in her selection of students to sing solos and have leads in the musical, 

an extracurricular activity. At the time of this interview, no solos appeared in the 

literature sung in class. Hence, there was no reason in this context for them to say that 

Emily got to do solos. Emily did, however, get a slightly bigger role than Kim in the 

musical. So, even though they did not specifically mention the in-class behavior that I 

considered to be a minor indication of favoritism (Mrs. T ignoring Emily's social 

talking), Kim and Janet still perceived an inequality in Mrs. T's behavior towards Emily. 

This situation is a good example of how the total school environment can affect 

the context within a particular class. A school-wide practice that stresses ability-focused 

goals, such as grades, or competitions and rewards which foster ego goals can interfere 

with classroom-level practices that seek to foster task goals (Maehr & Fyans, 1989; 

Maehr, Midgley, & Urdan, 1992). Kim was immersed in the school's theater program 
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where she frequently competed for roles and Janet was a serious band student whose 

director maintained a very competitive environment with such practices as monthly chair 

challenges performed in class. The influence of these competitive practices could very 

well have encouraged Janet and Kim to have ego goals in chorus. 

Because ego goals predispose students to make ability comparisons, it did not 

surprise me that Janet and Kim were the only two students to comment in any fashion on 

Emily's ability or the minor deviation from a group reward structure seen in Mrs. T's 

behavior towards Emily. Further, it is apparent from Emily, Janet, and Kim's interviews 

that there was some rivalry among them for Mrs. T's favor. 

Influential Teacher Behaviors 

Instructional modes 

The next four columns on Table 6, Observed Contextual Influences (p. @), 

display the tally of my observations of Mrs. T's use of demonstration, long drill, verbal 

instruction, and visual instruction. Mrs. T's primary instructional mode was 

demonstration. She also made substantial use of long drills (when she would string 

together repeated drills of section of music with little verbal comment in between), and 

verbal instruction. 

The following excerpt from the February 10th class is typical of the way that Mrs. 

T taught her class. If a visitor happened to walk into class, chances are this is the type of 

exchange they would have heard: 

Mrs. T: OK, meanwhile back at the dotted quarter note. See, it's longer, so ladies 
when you sing [demonstrates].. .hear that? [Demonstrates two more times.] OK, 
can you get that spot? Bottom of 22, here we go, let's try again. Now I know 
these books are not the most convenient things, but they'll be a whole lot easier to 
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hold if you [comes around front of the piano] put your hand on the spine of the 
book [demonstrates]. Get your back straight and sit up. And they're not that 
awkward if you're not trying to hold like this, bent over in the middle 
[demonstrates]. OK, from the beginning. 
TRIAL [teacher counts the introduction out loud again] 
Mrs. T: OK, most of you got it. Men, I'm sorry I had to stop because I was 
watching you and this is what I saw: [demonstrates an unsupported, unfocussed 
sound]. Look where my mouth is, how can you sing like that? Gentlemen, Hello. 
[Demonstrates correct tone.] 'Manly men' sound. OK, guys sit up please and 
hold your books up. 
TRIAL [this went much better, the girls pick up on the improved tone too] 
Mrs. T: OK, I want to get that little harmony there because it's so pretty. Men 
you're going to stay on the same note [demonstrates]. OK, you see that's the same 
note. And ladies go down. Here we go... 
TRIAL [Only lasts 4 measures] 
Mrs. T: OK ladies do you know what you did? You took the guys part, you need 
to be [demonstrates]. OK, you are the only ones that have [demonstrates]. OK 
one more time... 

TRIAL 

Teacher Questioning and Feedback Patterns 

The next four columns of Table 6, Observed Contextual Influences (p. @), 

display a tally of my observations of teacher questioning and feedback patterns. I 

observed 50 instances of low level questioning and two instances of high level 

questioning. An example of Mrs. T's typical low level question is, "What key are we in 

when there are no sharps and no flats in the key signature?" Questions were considered 

low if they involved skills below the comprehension level on Bloom's Taxonomy of 

Educational Objectives (Bloom, Englehart, Furst, Hill, & Krathwohl, 1956). 

Student reactions to teacher questioning patterns. The next four interview 

excerpts where chosen because they were typical of the type of answer I received from 

students in this class when I asked them how they felt about answering their teacher's 

questions 
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Mrs. B: How do you feel about answering her questions in class? 
Jean: She doesn't ask a lot of questions, she really doesn't. 
Jane: She doesn't ask about the music. [Spoken at the same time as Janelle's next 
line.] 
Jean: Just to identify intervals, stuff like that. [ #13/Jane/25] 

Mrs. B: How do you feel about answering your teacher's questions in class? 
Mic: Such as? 
Mrs. B: You tell me. 
Mic: You mean her puny questions? Questions that I've known the answer to 
since first grade? I try to make myself answer them, but sometimes I'm so 
bored.. .[1 l/Mic/17] 

Mrs. B: OK, How do you feel about answering Mrs. T's questions in choir? 
Sheri: What questions? [sarcastic tone] 
Mrs. B: What questions? She doesn't ask questions very much? 
Sheri: What is this interval? [Spoken in a low, dull voice. She is being sarcastic. 
They laugh] That's the main one we have, what is this interval? She doesn't really 
ask any questions. 
Sharon: Well, there's "Why are you doing this?" 
Sheri: "Why aren't you breathing like you're suppose to breathe?" 
Sharon: "Why aren't you standing up?" Or, "Why aren't you sitting down?" or 
"Why aren't you in your seat?" I mean, "why aren't you, why aren't you!" 
Sheri: But that's not really asking learning questions. 
Mrs. B: Do you agree with that too? [Addressed to Sharon since she had joined 
in.] 
Sharon: She doesn't ask those kind, just to mess with people. [12/Or/17] 

Mrs. B: How about you Margaret, how do you feel about answering Mrs. T's 
questions? 
Margaret: Well like when she asks about intervals? Cause that's basically her 
only questions or just reviewing. Usually I, I don't want to answer them. 
[14/M/16] 

Mrs. B: How do you feel about answering Mrs. T's questions? 
Jan: Really she doesn't ask questions. When she tell you to do something you do 

it. [22/J/9] 

Low level questioning gives the students less input and therefore less opportunity 

to challenge the teacher's authority. Conversely, high level questioning patterns are 

designed for maximum student input and are expected to be conducive to task goal 
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orientation (Maehr & Braskamp, 1986). I concluded that Mrs. T's use of low level 

questioning was a means to maintain the teacher control/student obedience roles/power 

structure. The following excerpt of an interview with Mrs. T verifies my interpretation of 

her choice of questioning patterns. 

Mrs. B: The one thing I noticed with your teaching style other than the things you 
said, when I watched you in the Pop Music class and in A Cappella: you seem to 
be asking more questions—not so much just presenting material as questioning. 
You ask a lot more questions of the kids in Pop Music and A Cappella than you 
do in mixed choir. My first impression was that you were very much an 
authoritarian type of teacher who believes she knows what knowledge is best for 
her students, a lecture type of teacher. Then I watch you in A Cappella and the 
Pop Music class and I see that you are asking for opinions and pulling things out 
of them and this is not happening in mixed chorus. 

The verification of this observation comes from the kids. One of the 
questions I asked the kids was, "How do you feel about answering Mrs. T's 
questions in choir?" And a lot of kids responded with, "What questions? She 
doesn't really ask questions." And I thought maybe the reason for this difference 
of teaching styles came from you having to establish a new "choral" frame of 
reference which you decided worked better from the top down. And maybe that 
you felt like, well my goal with this is to give them the knowledge they need to 
have in choir and then you developed the top down approach to that in response to 
their behavior. Are my observations correct and am I on the right track for my 
analysis of why this is? 
Mrs. T: Yes. I think you're probably right. Ah, I think too there's kinda a 
situation there was for a long time in that class of, um, if I would ask a question I 
got kids talking out, not raising their hands you know and just inappropriate 
responses, stuff like that. And probably I back away from that. Instead of having 
to tie them down it was easier to just not have quite as much interaction. It was 
necessary just to get order. 

One of the things I find with mixed choir this year, especially since I had 
such a large number of Black kids, who have not been exposed to what we 
consider a typical concert, you know, and just like at our Christmas Concert I had 
a number of them who either first of all, did not show up, or they left 
immediately, even though I made it really clear that you are suppose to stay for 
the whole concert they left immediately. Um, so they didn't even see what the 
other choirs do so they have no real idea of what is a choir concert. The other 
thing that I've noticed over the last six to eight years, maybe as I've gotten more 
and more city kids in here, a cultural difference as to what is an appropriate 
response. We're used to, um, well you know, and the Black experience, in their 
churches even, is to respond to what's going on, and say "Yeah," "That's right," 
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"Go for it!" and that's totally different from what I've always considered what is 
appropriate behavior at a concert. 

So there is a cultural difference to get over there and it took me a while to 
figure, you know, out 'cause when they talk out they are not being disrespectful, 
they are doing what they are used to doing. You know, so that's something we 
have to get across too: "you know I'm glad you're involved and interested and 
you want to say something but you need to raise your hand" .. .and I just had a 
number of kids this year that never got it [we laugh]. They never got it. But I 
think you can probably see from when you came in January... 
Mrs. B: Oh yeah... 
Mrs. T: .. .until the end of the year and really it was when we got rid of those 12 
who just refused to cooperate. And things changed a lot. Especially, Ginny...her 
dropping out really made a big difference. 

Feedback and Evaluation 

In terms of personal investment theory, feedback informs the students what is 

expected of them, what they can get out of choir, and what is important to learn. I 

observed 53 instances of low level feedback (for example, brief responses after a long 

section of singing such as "OK", "Not bad", or "Do it again"). Some of the students in 

this class (especially Bonita) eventually became frustrated with this low level of 

feedback, and I observed 16 instances of students asking the teacher for feedback. 

The only time Mrs. T deviated from this pattern of feedback was the day after the 

March concert when she allowed the students to watch a video of their performance and 

evaluate it. This instance engendered a positive response from the students as can be 

seen in the next excerpt: 

Mrs. B: Katherine, What makes you feel successful in choir? 
Katherine: I don't know, it's like when the teacher tells you that everybody 
sounds good because most of the time they don't really. They don't say you're 
bad, but they criticize, like tell you the things you need to work on.. Like after the 
concert Mrs. T said we did a good job. 
Emily: You could get a choir to the point were there's nothing left for a choir to 
feel comfortable with so you've like taken everybody out, they're like, they don't 
want to be there anymore, they just like singing, you know, they're alienated. 
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Well like every teacher has to criticize, otherwise we won't get better, and that 
helps a lot, but after a concert when you have already practiced all you can, 
instead of criticizing you just say, good job you guys, you deserve a break today, 
good job, now lets watch each other [they watched a video tape of the concert, the 
following day] and let yourself criticize. So we watched TV all at once and said, 
hey look! That person was yelling at that other person, this person was talking, 
that looks stupid, and that person doesn't get mad at you but they're embarrassed, 
so they won't ever do it again. [18/K/3] 

Several students indicated that they did not understand how they were being 

evaluated. The following excerpt was chosen because it is succinct and reveals the 

confusion that some students expressed about Mrs. T's evaluation procedures. Even 

though it turned out that Celeste did not fail first semester, she obviously did not 

understand how she was being graded: 

Mrs. B: Imagine feeling successful in choir. What's happening or what have you 
done? 
Claire: [Incredulously] In choir? 
Mrs. B: Uh-huh 
Claire: As far as I can think it would be possibly passing this class cause I ain't 
even passing. So that's my success, passing this mother. 
Mrs. B: You're having trouble passing it? 
Claire: Uh-huh, I'm absent a lot. [Pause] You got to be there, it's not like there's 
homework.. 
Mrs. B: How about you, Celeste? 
Celeste: I'll feel successful when I pass 'cause I'm not passing either. [The next is 
said loud.] Why, I don't know 'cause I be here every day, when I sing, I sing 
Claire [interrupts]: She don't want to hear this. 
Mrs. B: Yes I do, I want to hear everything. 
Celeste: And this girl behind me... she don't ever, ever, ever do nothin' [each ever 
was emphasized, getting progressively louder]. She better have an F too. 
Mrs. B: So you don't understand why you're not passing? 
Celeste: [Shrugs] [l/C/4] 

Mrs. T's use of low level feedback and her minimal explanation of her evaluation 

process, like her low level questioning patterns, kept student input minimal and in 
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personal investment theory terms reinforced her choice of a teacher control/student 

forced obedience roles/power relationship. 

Roles/Power Relationship 

The next several columns of Table 6, Observed Contextual Influences, display my 

tallies of observations concerning the various aspects of the roles and power relationships 

I observed. The relationship between roles and power in the classroom is determined by 

teacher behavior. The teacher can adopt a role that emphasizes teacher control and 

forced obedience for the students or a role that emphasizes student autonomy by giving 

students choices in what, how, and when they are going to learn. 

One of the most prominent contextual features of this class for the students was 

the roles/power relationship Mrs. T maintained of teacher control: student forced 

obedience. Fifteen of the 31 students who finished the semester considered Mrs. T's 

authoritarian approach to be a problem, one mentioned it but said it didn't bother her, and 

one thought it was a positive aspect of the class. Of the 15 students who considered it to 

be a problem, ten were Black and five were White. 

The following excerpts were chosen because they exemplify the types of reactions 

to the roles/power structure that the students expressed in their interviews. In the first 

excerpt Claire and Celeste reveal their frustration about Mrs. T's refusal to listen to their 

suggestions on repertoire. 

Claire: I don't even like choir for real. 
Mrs. B: Why? 
Claire: If they had something like they do in Minority Achievement.. .it's like a 
Black prom that they have where you get up and sing R& B or something like that 
I'd like it more, but these songs, the songs she be picking it's like, why are we 
singing this? 
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Celeste: Sing somethin' we know! She doesn't ever take a suggestion from 
nobody. Somebody be like, let's sing this, and she'll be like, No! We're going to 
sing what I want to sing. Like Cantate Domino. What is that? I mean! I know 
it's about God and our love for him and all, but couldn't we sing it in our 
language? 
Claire: Oh Celeste, Thank you! 
Celeste: [gets louder] And we speak English! 
Claire: And I want to know, I don't want to learn any of this stuff. 
Celeste: She worked hard on us to learn this stuff and for what purpose? Are we 
going to use this stuff later on in life? I think I ain't. Whole different language 
and I never even heard of... [l/C/8] 

Mrs. T's roles/power structure tended to stimulate a combative response from Jan 

that she struggled to keep under control. The next two excerpts reveal Jan's struggle to 

not engage in confrontations with Mrs. T., especially when she had to sing something she 

didn't like. 

Mrs. B: Oh, OK, If you were going to rank all the students in mixed chorus. One 
being the least good student and 50 being the best student. Where would you rank 
yourself? 
Jan: 30...I don't even know, It's hard. Ooh, 'cause you just want to fight her so 
bad! 'Cause you know she's right a lot of times a lot of times and you just don't 
want to let her know she's right. And I be like ooh, ooh, cause I want to fight 
against her all the time. [2/J/l 1] 

Mrs. B: The last question I asked you all yesterday was to rank yourself in choir 
and Jan you said 30 and Nannette you said 40. And my next question is what 
criteria did you use to come up with your number? What did you judge? 
Jam: I guess it's my attitude. I'm hard to deal with if I sing something I don't like. 
I know, I've been in church choirs and I just argue and argue and argue. So that's 
how I rated it. [2/J/l2] 

In the next excerpt Ginny and Tona express their reservations about their lack of 

choice in vocal style. They feel like they are being forced to sing in a standard trained 

vocal style as opposed to the R & B style they enjoy singing in. 

Ginnv: Like I want to be a choir teacher when I grow up but I want to teach the 
students how they want to sing I'm not going to create nobody's voice to sound 
just like mine. You know, she makes us like we opera singers or somethin', but 
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you know but when we put our sound to it she's like, no, no, that doesn't sound 
right, but we be sounding good to other people. 
Tona: You know when we came to this class we were looking for it to be fun. Its 
like, I want to be a singer, and I don't think that the way she's teaching us to sing 
is necessarily the right way. Its like, OK she can teach us to sing that way, but 
teach us to sing another way too where we gonna have fun as well as sing. Enjoy 
yourself more. [3/G/5] 

The next excerpt succinctly demonstrates Sheri and Sharon's cognizance of the 

roles/power structure that Mrs. T employs. 

Sheri: I think she likes to show the class that she's the teacher and she has the 
power. 
Sharon: Yes, she wants you to know that she has the power. 
Sharon: I mean, like one time, we get up everyday when the bell rings. 
Sheri: When the bell rings, that means class is over and she started yelling at 
Crystal. 
Sharon: She yells at Crystal and she says, "Sit down. This is my class. I will tell 
you when to leave..." [12/Sheri/20] 

The next excerpt reveals the effect Mrs. T's roles/power structure has on Jane's 

analysis of her ability to learn what she wants to learn in choir. 

Mrs. B: OK. Are you able to learn what you want to learn in choir? 
Jane: In this class? 
Mrs. B: Uh-huh [affirmative]. 
Jane: No, not really. 
Mrs. B: Can you elaborate? 
Jane: I'm sure I could. 
Mrs. B: [laughs] Would you? 
Jane: Yeah. 
Mrs. B: Thank you. 
Jane: I mean, you know, I'm just like: I've given up so many times it's like, fine, 
I'll quit talking. I'll not give you attitude. I'll just do what you want and get out of 
here in an hour. You know, and so that's basically what I'm doing now. Get 
through it. Learn what I want to learn. If I have to do it on my own, then I guess 
I'll do it on my own, but I will. 
Mrs. B: So what you are saying is that the confrontation you had with Mrs. T has 
to a certain extent created a block for you to learn what you want to learn? 
Jane: Yeah, because I mean you know it's like, I'm always thinking was I paying 
attention to like every little move, because she doesn't like me to get ignorant to 
her, and I really don't want her to get ignorant with me. So I'm really careful 
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about it and you know it just tortures me, her teaching style. But you know, 
they're like, [she is referring to her parents] "then leave choir" and I'm like, "no, I 
don't want to." I want to sing. I don't want to leave choir. And they're like, "well 
are you going to be in choir next year?" And I'm like, yeah. And they're like, 
"well you're silly!" And I'm like, no... 
Jean: We just love to sing. 
Jane: I know, that's what I tell everybody. I want to be in choir next year. I love 
to sing. 
Jean: If you have a love for something, no matter what it is you'll do it. You'll 
find a way to take it. 
Jane: That's why I'm still here even after all the problems I've had with her. 
After everything. It's not going to keep me from doing it anyway. [#13/Jane/15] 

The next two excerpts deal with the students' lack of opportunity for input in to 

their choral experience and demonstrate the students reaction to not having their 

suggestions considered by Mrs. T. 

Marv : ...and then when you ask her a question like nice, or say nicely "Oh Mrs. T 
you should put a person on each side of the stands to do the sign language for 
"Love in Any Language" cause it look nasty cause everybody doing something all 
at different times and she was like, "Well that's the way we're going to do it and if 
you don't like it you don't have to come to [the amusement park] with us." And 
you know, just go off for no reason and stuff. 
Celine: Why can't we make suggestions? 
Tona: I know 
Mrs. B: You don't feel like you can make suggestions? 
Marv: And then she asks us if we have any questions and when we start asking 
them she get a little attitude and start going off on people for no reason. Then 
when they say something back to her she want to send them to the office or put 
them out of her class and stuff. 
Celine: I think Mrs. T be pushing us too hard. She doesn't think we do the best 
we can. [24/M/17] 

Celine: Well something I would say to choir teachers is let your kids have a voice 
of opinion because sometimes the kids can help you more than you know. And if 
they have a suggestion you should be open-minded. 
Marv: You can't tell Mrs. T anything. But you know remember when we was 
talking to that girl in Madrigals and she was like, uh, when she was a freshman 
she was saying when she was a freshman in mixed chorus she and Mrs. T didn't 
get along for nothing but all of a sudden when she got into A Cappella and 
Madrigal and stuff, Mrs. T was a whole different person. When you walk in there 
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she be smiling and stuff but when she was in this class Mrs. T was always hard on 
her and stuff. I was like, huh. [24/T/22] 

Nanette (below) refers to the teacher control/student obedience structure when she 

states "It doesn't matter how the teacher acts. You know, 'cause all teachers are going to 

act the way they want anyway." However, because she felt like she was "learning a lot 

of stuff," it did not effect the meaning of choir for her. 

Mrs. B: This helps me understand what your expectations were when you 
enrolled here. 
Nannette: I just wanted tp see what kind of a class it was, if it was a class I liked 
or if I thought it was boring or if it wasn't up to my standards as a choir class I 
was going to drop it at the end of the semester. But I see now, I guess I can stick 
with it for a while. It's kind of fun. It's not like, I see I'm learning something. 
That's why I'm staying in it. It doesn't matter how the teacher acts. You know, 
'cause all teachers are going to act the way they want anyway. But you know 
you're learning something out of it. 'Cause I think I'm learning a lot of stuff out 
of Mrs. T's class. Even though she can be the type person that she wants at times, 
but she's a good teacher. And that's all, and even though people complain about 
her, but really don't know, they don't think about it, but they're really learning 
something out of this. So they shouldn't complain how the teacher is, 'cause 
you're here for your work, and you know and all that. But basically I think 
everybody's learning a whole lot in choir class and I think I've learned more in 
this class than I ever did back there in middle school. That's because it's way 
different. [2/Nan/3] 

Tamra (below) likes it when the teacher is "being hard on you". 

Tamra: Well, Mrs. T she's a good teacher 'cause like she like teaches you how to 
be like.. .oh what was she was saying? Be neat and stuff. Because you show how 
you are, that's something like what she was saying. But I like her because she be 
hard on you. And I like teachers like that. 
Mrs. B: I didn't understand the first part of what you said. 
Tamra: She show you like how to represent yourself. 
Mrs. B: Oh. 
Tamra: Like when you singing if you be lookin' all sloppy then you might sound 
sloppy. 

In personal investment theory terms, Mrs. T adopted a roles/power relationship of 

teacher control/student forced obedience that did not include student autonomy. Baden & 
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Maehr (1986) and deCharms (1968,1972) contend, however, that autonomy is an 

important motivation factor. They argue that people's actions vary in a situation 

depending upon whether they feel they have control over their fate. This was a culturally 

diverse classroom with half of the students being White and living in a prosperous suburb 

and half being Black and living in the inner city and bused to Midwest High. Baden & 

Maehr (1986) maintain that a culturally diverse classroom is likely to contain 

discrepancies between what the teacher values and what the various groups of students 

value. This was certainly true in this context. Baden and Maehr's recommendation for a 

situation like this is for the teacher to provide students with autonomy by giving them a 

choice between several task alternatives. The opportunity to choose between task 

alternatives was not a feature of this class. Mrs. T kept input from students to a minimum 

by maintaining a low level question and feedback pattern. She also refused to consider 

suggestions from students on literature, vocal style, or their preferences for how to learn a 

piece. 

When viewed in light of Baden and Maehr's recommendation for a culturally 

diverse classroom, one would expect to observe problems and I did. I witnessed 31 

incidents where the teacher outwardly enforced her control and the students' obedience 

and only one incident that could be classified as autonomy when she allowed the students 

to evaluate and comment on their March 18th performance the next day. Many of the 

students' personal experience in music was culturally vastly different than the teacher's 

and they objected to the music chosen for performance, the style in which they were 
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being taught to sing, the way in which they were supposed to learn the songs (by reading 

music), and being forbidden to move while they were singing. 

The result of these differences in opinion between many of the students and the 

teacher led initially to disillusionment on the part of the students and then in some cases 

to avoidance behavior that at times turned disruptive and argumentative. Also, in a class 

of 31 students I observed only 45 continuing motivation behaviors in the course of 30 

observations. 

Mrs. T attributed her teacher control/student forced obedience behavior to the necessity 

of forcing a large group of students coming from a junior high program, whose main aim 

seemed to be the entertainment of the students, to learn the skills, what to expect, and 

how to act in a traditional high school choral setting. 

Mrs. B: Can you tell me about this [the junior high choir situation], I would think 
this would be a source of conflict. 
Mrs. T: Yeah. [A short pause.] Basically in middle school our middle school has 
a 7th and 8th grade choir. It's not select. And it's just whoever wants to sign up 
or whoever gets kicked out of band or orchestra and they put them into choir or 
general music and, uh, the director there doesn't do very much sight reading. 
They do a lot by rote. I know they work on 3-part music but when they do a 
concert they perform in unison. 
Mrs. T: That's exactly what the kids are telling me. I just thought, well have you 
had meetings with him? 
Mrs. T: Yeah, and I've recommended books that he get, 'cause at that age I used 
the Kodaly 333 and I said, this is something you could use 5 minutes a day, just 5 
minutes a day would develop their sight reading skills. I think he bought it but he 
doesn't use it. 
Mrs. B: So basically when you get the freshmen you have to do the whole this is 
the treble clef, this is a quarter note, start them at the beginning routine. 
Mrs. T: Yeah. 
Mrs. B: And you are competing against other schools that have real elementary 
programs. 
Mrs. T: Yeah, others that are doing Bach cantatas in 8th and 9th grade. Yeah it's 
very frustrating, very frustrating. Yeah, and there ought to be something going 
on. When I taught at the middle school...I know it can be done. We did Britten's 
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Ceremony of Carols with 8th graders and we were doing tough music.. .Palestrina 
and all that and, uh, now basically all they do is feel good music, that's all they 
do. They don't do any quality music because they don't have any skills they aren't 
taught the skills. They come in the Fall and they want to sing but they have no 
skills, no knowledge and I so go through the struggle with them of who's going to 
decide what we are going to sing and you have to sing the alto part and everybody 
wants to sing the melody or they.. .it's like training... It sometimes seems like I 
need a whip and a chair to get their attention to get them all focused together. 

Teaching-Learning Situation 

There are two aspects of the teaching-learning situation that are important in 

personal investment theory. Maehr refers to them as social expectation and task design. 

Social expectations 

Social expectations are the student-held expectations of how they should perform, 

behave, and feel about various aspects of singing in choir. These expectations are 

important because they affect the student's sense of self, goals, and perceived options. "If 

the situation, the peers, or both are changed, meaning and personal investment will likely 

also change" (Maehr & Braskamp, 1986, pp. 63-64). 

The difference between Mrs. T's expectations for correct behavior in a choral 

situation and the expectations that a significant number of her students held was quite 

large. Table 11 (beginning on page 201) shows that I observed the teacher making 224 

discipline comments and employing control strategies aimed at minimizing or controlling 

off-task behavior 87 times in the 30 sessions I observed and recorded. This means there 

was an average of ten times per session that the teacher had to concern herself with off-

task behavior. These frequent interruptions were a very noticeable feature of the class 

dynamic and are an indication of how far the social expectations held by the students in 

this class diverged from the teacher's expectation of ideal choir student behavior. 
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Another prominent feature of this context and one that has a significant impact on 

the social expectations and task design effects on the group, is the socio-cultural makeup 

of the students. The socio-cultural makeup of this class consisted of half White students 

who resided in an affluent suburb, and half Black students who resided in the inner city 

and were bussed to school each day. Under these circumstances, it is not possible to 

address task design issues and the social expectation of the students without considering 

socio-cultural issues. In the excerpts that follow the student's frequently attribute issues 

of social expectation to ethnicity. Consequently, while I am presenting excerpts of 

students' comments on social expectation and task design, I will mention the students' 

race. 

Student comments on social expectation. The first five excerpts are included here 

because they succinctly describe the feelings of the students in the class whose 

expectations were similar to Mrs. T's and were disturbed by the segment of the class who 

disrupted the learning process and displayed a lack of effort. 

14/C/13 [ethnicity: White] 
Mrs. B: Do you work hard in choir? 
Cissie: Well, I don't know, I mean there's so many people that don't really care. I 
mean, why should I try my very best when they're not? Well, then I do try like in 
class, but I don't like go home and practice. 

ll/Malcom/8 [Malcom, ethnicity: Black; Mic, ethnicity: White] 
Mrs. B: How about you Malcom, are you able to learn what you want to learn in 
there? 
Malcom: To a point, I mean, I didn't know how to do very much, I want to learn 
more but it's just kinda a hassle, you know the interruptions and all that. 
Mrs. B: OK, what kind of interruptions are bothering you? 
Malcom: Other people in choir not coping and not doing what she's telling them 
to do. We have wasted a lot of time in there with that. We could do more than 
we're doing but it's just those constant interruptions that are holding us back. 
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Mic: I agree with Malcom. I think we could have a better choir structure. Mrs. 
T's doing a great job. She's doing the best she can with our group. Like being in 
the 9th and 10th honors choir I saw what you can do with a really good director, 
but she's pretty great and she's doing the best that she can. 

10/Jim/3 [ethnicity: Jim and Jack are both White] 
Jack: It's hard to be enthusiastic when you don't have a very good choir. 
Mrs. B: You don't think this is a good choir? 
Jack: Well, no, not really, I don't really like the choir. But, maybe things will 
change. 
Mrs. B: What don't you like? 
Jack: The kids in this choir, they're not really obedient 
Jim interrupts: Yeah! 
Jack: They don't do what the teacher says. They just do whatever they want to. 
That really makes for a bad choir to me cause you kinda like have to be told when 
to do stuff and know when to come in and.. .[voice dies away, shakes his head]. 

12/S/l 1 [ethnicity: Black] 
Mrs. B: You don't feel like you're learning how to sight read? 
Sheri: Yeah. And plus its such a big class that's something else you've got to 
cope with. 'Cause one person can be doing like, and five people over there can be 
doing something else, doing their own thing over there and you just have to wait 
for everybody to stop talking or whatever. You're trying, but you don't get to do 
what she has planned for us to do. 

18/E/6 (ethnicity: White) 
Emilv: It's kinda funny, it kinda bothers me because they're always talking about 
how this world is suppose to be all equal and everything like that and but yet, the 
African-Americans are always pointing the finger at us and making fun of us. But 
when we do that, it's wrong. So in singing it's kinda difficult, because they point 
the finger at us for being wrong all the time, but yet they'll sit there and goof off. 
They don't take the time to be serious, you know? 

One of the aspects of social expectation that bothered some of the students, 

especially Janet and Bonita, was the way several of the girls in the alto section would 

often sing the soprano part. When asked what she considered to be hard work in choir, 

Janet had the following to say about this behavior: 

19/J/20 [ethnicity: White] 
Janet: Trying to sing the alto part when only a couple of the altos sing it. Like 
most of the altos don't care to learn it. They sing the soprano part. And it's not... 
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'cause then the music doesn't sound right when the notes aren't all there, the 
harmony is missing. 

Here is the same behavior described from the point of view of altos who sing 

soprano: 

24/M/4 [Mary, ethnicity: Black; Tona, ethnicity: Black] 
Mary: I think I'd be a good soprano, cause alto... 
Tona: They be doing some low notes. 
Marv: Yeah. 
Tona: And I be like, ugh! 
Mary: And that sound ugly, but I be singing you all parts. And Bonita'll be 
saying, "You singing soprano." I'll be like, I'll keep on going. 
Celine: I can do.. .1 can do both soprano and alto 
Marv: And then—oh I didn't mean to cut you off—but like when we be singing 
low notes and the boys be singing their parts I'll be like, "dad gum!" I'll be 
singing this low and try to hear myself making that low sound. 
Mrs. B: So you sometimes end up singing soprano but you don't do it on 
purpose? 
Marv: Yeah. 
Tona: That's like me. I'll be singing first soprano, but I'll be trying too. But then 
they'll be drowning us out so I'll be like oh well. 
Marv: Yeah. 

The students who referred to their classmate's behavior as being detrimental to 

their own choral experience were concerned about the amount of off task behavior both 

in terms of disturbing the learning process by talking, etc. and of the lack of effort some 

of the students expended to participate as the teacher required. Those students (both 

Black and White) who were disturbed by their peers' behavior were, by and large, task 

goal oriented and/or accepted the cooperative goal structure the teacher established and 

became annoyed when their peers did not put forth cooperative effort serving the group 

goals. 

My observations and discussions with the students lead me to conclude that the 

seating chart the teacher established (see Appendix D) affected the students social 
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interactions. The second chart was employed for the bulk of the observation period and it 

is interesting to note (as Emily does in the excerpt below) that the ethnic separation was 

reinforced by this seating arrangement. 

18/E/5 (ethnicity: White) 

Emilv: It's kinda frustrating because we're all trying to work together, yet we 
don't really know each other very well. So it's like you stay in your clique and 
that's it. I mean I would die.. .did you notice her (Mrs. T) room the way it's set 
up? 
Mrs. B: [I nod] 
Emilv: I noticed it as soon as she put us in that seating chart. All of them 
(referring to the Black students) are in the back and all the White people are in the 
front. 
Mrs. B: Why do you suppose that it's like that? 
Emilv: Because she knows who gets along with who. She knows if she would 
put me in the middle of all of them that I wouldn't talk to anybody. I mean if she 
wanted to punish me for talking.. .and I talk all the time, I talk all the time and she 
doesn't move me. I don't understand. Everytime, the one time when she said, OK 
we're moving, I'm thinking, great, now I get in trouble for talking. 
Katherine: [interrupts] I'm thinking the same thing. 
Emilv: And it's pretty obvious what she's doing and it's not by voice at all 
because usually people who have a loud singing voice are in the middle... 
Katherine: [interrupts] .. .or in the back and I'm in the front and all of them are in 
the back... 
Emilv: ...I don't understand why she doesn't put them in front because then 
maybe they could click and learn so then maybe we could be mixed together and 
everything would be cool. I don't know why she doesn't do that either. That's 
just, it's kinda weird, I just noticed that right away when she did that and I'm 
kinda like.. .OK... 

Since singing in a choir is essentially a cooperative activity, it is easier to expend 

the energy to participate when those around you are also participating. Regina's behavior 

changed during the course of the observation period, as seen in the chart in Appendix I. 

Her response (below) verifies my speculation that her change of position on the seating 

chart affected her behavior. 
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Mrs. B: I'd also like to talk about the change I saw in your behavior. What I've 
observed is, early on in the semester there were several days when you wouldn't 
be singing and you looked kind of sullen and disinterested and then when you 
moved down to the 2nd row I noticed you started to sing almost all the time and 
you started to talk more to the people sitting around you.. .like getting more 
involved with the people around you. Is that an accurate observation? 
Reeina: Yes 
Mrs. B: OK, can you tell me what was behind that behavior change? 
Reeina: At first, well, I really didn't like choir and I wanted to get out of it but 
then I guess I just started to get more into it. 
Mrs. B: You started to get more in to it. Here are some of the things I noticed 
happening around you.. .did any of these effect you? There was a slight change in 
the music being sung and then with your new change of position to the 2nd row 
from the 3rd row you were sitting by different people. Did any of these things 
make a difference? 
Regina: The people I got moved by liked singing and it got me to like to sing 
more than I was doing at first. [22/R/13] 

The following excerpts are from students who noted ethnic disparities in the 

social expectations of the class: 

12/S/21 [ethnicity: Black] 
Sheri: Pretty much the Black people get along, most of the Black people get 
along with each other and then the White ones have their group. I get along with 
everybody in there. I talk to everybody. I be sitting with all sopranos around me a 
[most of the soprano's are White] and I be talking to them, I don't care what 
anybody thinks. If they're my friends, they're my friends. I talk to anybody I 
want to talk to the only person I refuse to be friends with is Patty [ethnicity: 
Black], 

24/C/14 [ethnicity: both are Black] 
Mrs. B: OK...Do you work hard in choir Tona? 
Tona: Oh, yes. I give it all I have. 
Celine: Why do you always tell me to shut up? 
Tona: Who? They tell me to be quiet too. Like... 
Celine: Jane and all them (referring to the White sopranos). 
Tona: 'Cause when we be doing our notes and we're loud with our notes and 
they're like, ssh! 
Celine: Because we talk. See I go to church and I'm usually loud. I probably be 
the loud alto. They want me to sing loud in church but when I get to school I be 
singing loud too and they be singing all low and stuff. 
Mary: But that's how Mrs. T wants it. 
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Mrs. B: So what you're saying is when you sing the way you do at church then 
the other kids in the section tell you you're singing too loud? 
Celine: Yeah. I don't know how to be low. 

23/C/12 [ethnicity: both are Black] 
Mrs. B: Does the school's Black/White problem [de facto social segregation at 
lunch, etc.] affect choir? 
Celine: It don't bother me 'cause like I mean it's like cool people in this 
classroom. I mean it's like the fact that you gotta get to know people. But it's 
like the White people in this class they kinda scared of the Black people in here 
cause we're so loud. I mean, I will say we are loud. And like Ginny she's very 
loud and she'll speak her mind in a minute. 
Marv: Yeah. 
Celine: And, uh, she's real loud and I'm kinda loud too. And like, they be kinda 
like, the Black people be talking and they [referring to the White students] get all 
kinda [she makes an exaggerated shy, withdrawn into oneself gesture]. They ain't 
moving...they be all [mimics another, shy, frightened person]. 
Marv: Especially the ones in the front [referring to White kids]. 
Celine: But some of them they be real cool-like...this girl in class, her name's 
Jean...she be all kinda perky, exciting and stuff, but they be like real cooperative. 

In summarizing the social expectations I observed in this class, ten of the 16 

Black students in this class expressed frustration with Mrs. T's roles/power structure as 

seen in her enforcement of her behavioral expectations, choice of literature and the 

manner of performance. This frustration led to rebellious behavior as seen in their off-

task behavior. An even bigger majority of the White students (13 of 15), plus three 

Black students, mentioned the negative effect on the meaning of choir to them because of 

the social expectation of the students who frequently engaged in off-task behavior. The 

students whose social expectations more closely mirrored Mrs. T's, felt that the behavior 

of their peers prevented them from learning what they wanted to learn in this context. 

The breakdown of direction and low intensity behavior by ethnicity found in 

Charts 1 and 2 is indicative of the impact of socio-cultural background on this teaching-

learning situation. These charts show a difference in the behavior of the White and Black 



230 

students in this class, with the Black students having a much larger undesirable behavior 

tally. Evidently, the social expectation for the majority of Black students raised in the 

inner city was different than that of the White students raised in the wealthy county. 
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Note. Key to Charts 1 and 2 listing students by number. 

White Students Black Students 

1 Amelia 6 Emily 11 Jim 1 Bonita 6 Malcom 11 Regina 

2 Bobbi 7 Jack 12 Katherine 2 Celeste 7 Mary 12 Sharon 

3 Cissie 8 Jane 13 Kim 3 Celine 8 Nancy 13 Sheri 

4 Crystal 9 Janet 14 Margaret 4 Jan 9 Nannette 14 Tamra 

5 Ellen 10 Jean 15 Mick 5 Lee Ann 10 Natalie 15 Tona 

16 Peggy 

Mrs. T had the following to say about the impact of the ethnic makeup of this 

class on the diverse social expectations that they held: 

Mrs. B: When you look at the kids in mixed chorus you have a high percentage 
of Black students—over 50% are Black. And then you look at the percentage of 
Black kids in A Cappella, it's a much smaller percentage [5 Blacks out of 65]. 
How do you account for this? 
Mrs. T: Well, this year is unusual though. I've never had that many city kids in 
my mixed choir, never. So I don't know what happened this year. I don't know 
how it happened or how they appeared there. I have no idea. 
Mrs. B: So what you're saying is, usually the "city kids" don't come out for choir 
at all, they're not even in mixed chorus? 
Mrs. T: No. Uh-uh [negative]. Usually uh, if they're in... Now some of these 
kids weren't even in choir in middle school. So I don't know how they got here 
because they weren't on the list that I got from the middle school teacher. But 
they signed up for it. Maybe because their friends did, you know so they just put 
it down. But the list that I got from him, course I had no idea who's Black and 
who's White... But, uh, this is an unusual year for the percentage of kids who are 
in there. 
Mrs. B: I was thinking they dropped out because they felt that it just wasn't their 
kind of music. 
Mrs. T: That's partly it. We have a Black principal who started a gospel choir a 
couple of years ago. The first year she was here she came to me and said, "These 
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kids don't want to sing your kind of music, they want to sing gospel music. Can 
you do a choir with them after school?" And I said, "No I can't. I would love to 
but I don't have time to do anything else after school. I can't do it. Because I 
have musical for two months and I have all the others." 
Mrs. B: Sure 
Mrs. T: Then I said, "The other reason is I am not an expert on gospel music and 
I wouldn't be able to walk in and just start playing the songs that they all know. I 
mean it's not my background, and I wouldn't be able to do it." And she didn't 
understand that. She was like, "Well you ought to, you're a music teacher. You 
ought to be able to do that." And I told her, "You know, nobody taught me gospel 
music, and that's a whole other realm of music. And it's a deficiency that I have." 
Mrs. B: You along with almost every white choral music ed major. 
Mrs. T: Yes, because there used to never be a need for that in public schools. And 
I said, "The other thing is, I not sure that we can have a gospel choir in a public 
school" because she had said, "What if we put it in the curriculum?" And I really 
don't think you could do that with as much problems as we have with doing 
religious music in school anyway. 
Mrs. B: I noticed that you do program spirituals in all of your groups. 
Mrs. T: And that's what I told her. If they don't like the kind of music we do... I 
try to do a variety of music, a little bit of everything. But they don't want to do a 
specific arrangement. They want to do free improvisation and everything. I just 
can't do that. I don't know how to play the piano that way, I can't just improvise, 
and I don't know the music. That would be like saying to her, you come in and do 
a Baroque Choir. 

Task Design 

Basically, the students in this class were asked to participate in singing warm ups, 

sight singing (as mentioned above, this did not occur often second semester) and singing 

literature. The literature performed at the "Classical" music concert was "I'd Enter Your 

Garden" by Brahms, "Kumbaya," a traditional spiritual arranged by Sjolund, "Come 

Follow Me" by Besig, and "Make Tomorrow Memories Now" by Kasha and Hirschorn 

arranged by Lojeski. The repertoire performed at the Spring "Pops" concert was "And I 

Came Alive" by Snyder, "Homeward Bound" by Olson, "Love In Any Language" 

arranged by Higgins, and "American Dance Party" arranged by Emerson. 
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Student Comments on Task Design. 

The aspects of task design that the students in this study were concerned with 

were the attractiveness, variety, and challenge of the music. Lee Ann and Natalie believe 

that there is insufficient variety in the music performed. 

6/L/6 [ethnicity: both are Black] 

Mrs. B: How about you Lee Ann, when do you feel successful in choir? 
Lee Ann: It's when I improve. I like to improve my singing. I thought choir was 
going to be different than it turned out. It's like we sing the same things. We just 
keep singing the same things. 
Natalie: Yeah, we sing a lot of classical music, and that's OK cause it gives you 
diversity, a better culture than just singing Mariah Carey. But we don't have 
enough variety. We sing the same things over and over. 

Tona and Celine do not find the task design attractive. 

30/T/l [ethnicity: both are Black] 
Tona: It's some of the songs we be singing they be all corny to me. 
Celine: Like the one we did at the concert. "I'd Enter Your Garden." I didn't like 
that song. 
Tona: It's stupid. 
Celine: It's kind of booty. 
Tona: It's like boring. It makes me want to go to sleep. 
Celine: Yeah, when I sing it I don't like singing it cause I can't hold my notes out 
that long. You know all of us sopranos. 

Jan is concerned that the music being performed is not varied enough to include 

music to which Black students can relate. 

2/J/19 [ethnicity: Black] 
Jan: Well, I'm learning everything I need to learn. Um, I guess... [five second 
silence] .. .really, I just want to see if she gets around to doing our kind of music. 
Mrs. B: You want to see if she gets around to doing your kind of music? 
Jan: Uh-huh.. .[about 5 more seconds of silence] Gospel, she really doesn't have 
to.. .well, just Black. 

Three students mentioned being bored by a lack of challenge; Mic put it the most 

succinctly: 
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ll/Mic/6 [ethnicity: White] 
Mic: ...and being bored to death when she tries to teach people who haven't seen 
two notes, that one is higher than the other. 

The next two excerpts are included as examples of students who found aspects of 

the task design to be attractive: 

6/N/7 [ethnicity: Black] 
Mrs. B: What about you Natalie, what do you like best about being in choir? 
Natalie: The opportunity to sing all the time. We sing all the time and I like that. 
I also like the exercises that help you to hold notes longer. 

13/Jean/32 [ethnicity: White] 
Jean: But I like the music she picks. I think a lot of people do because like on 
our bus yesterday the girls in the back were singing "Homeward Bound" and stuff 
like that, a lot of the music she picks gets you in your heart you know? I think 
she picks the songs real well. And then of course there's the fun light ones. She 
has a fun variety...She has a way of showing us all our different sides. 

Movement, or more specifically the prohibition of movement, was significant 

because it substantially affected the inherent attractiveness of the task for several of the 

students. 

18/K/17 [ethnicity: both White] 
Mrs. B: Katherine what do you consider hard work in there? 
Katherine: Hard work, I don't like standing. You know how you get all these 
nasty varicose veins when you get older? 
Mrs. B: [I laugh] So what you consider hard work is the standing? 
Katherine: Yeah, I hate standing up sometimes. Well, most of the time it's OK, 
and then she'll move on to the sopranos or something and we're just standing there 
like, OK. And then like, I don't know, I'll become like dazed and I'll start 
daydreaming or something and then she'll come up and like hit me on my side or 
something [she's referring to Emily, they stand by each other in class] and I'll just 
fall over because I've been standing there for so long (they laugh) 
Mrs. B: OK, So the hard work for you is the standing around. Especially when 
other parts are singing. 
Katherine: Yeah, that's hard work to stand up that long. 
[As far as researcher effects go, I can't help myself. I probably have an 
incredulous look on my face because Katherine laughs] 
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Mrs. B: OK, here's my confusion. You are a very physically active person. You 
dance, you do cheerleading, you do all of these physically active things. It's a 
puzzlement to me why standing up is hard for you. 
[Katherine and Emily laugh] 
Katherine: Because when I'm doing everything else I'm moving, but just standing 
there, I got to move! I'm just like... 
Mrs. B: Got ya, cause you feel restricted 'cause you can't move? 
Katherine: Yeah, exactly! I'm just standing there and I can't move and I want to 
start like, feeling the groove of the music or something. 
Emilv: That's why everybody sways, that's why people sway when we're not 
suppose to in choir. You get antsy. You can't just stand there straight for more 
than ten minutes. 
Katherine: Especially me, you're talking about the person who always has to 
fiddle with something. I mean I'm always like... 
Emilv: And then she starts to get angry. "Stop moving guys, stop moving!" But 
if you make us stand up for a straight 20 minutes of course we're going to start 
moving because our bodies are aching. You know you've got to kind of stretch 
your body out, you know? 

30/C/2 [ethnicity: Black] 
Celine: 'Cause Mrs. T she picks these old ugly songs and I don't like singing 
these songs. But I guess, guess that's the way it comes. 
Mrs. B: Yeah, there are so many different styles, as many different styles as there 
are people. 
Celine: Yeah, and like this song "Come By Here" that I was talking about it got 
different parts it got bass, alto, and soprano parts to the song and they sing by 
themselves. But Mrs. T don't do any like that. 
Tona: Yeah, she picks all the songs that mix all the parts. Sometimes you got to 
separate the different voices. 
Celine: Now if I was directing a choir... 
Mrs. B: If you were? 
Celine: Like last year everybody was telling me to direct the choir but I was 
scared to get up there. I don't like people staring at me anyway. I don't like 
people just staring at me. 
Tona: Like Mrs. T, she's a boring director. She just be like this [demonstrates 
normal looking "classical" choral style directing]. You see at church when you 
direct the choir they just be singing the words and they do like this or like that or 
something [demonstrates what looks like Whoopi Goldberg in "Sister Act" style 
of gospel choir conducting]. And stuff like that. They don't do this [demonstrates 
classical style again]. They be making us move and teaching us how to move and 
everything. 
Celine: And we don't get to clap! Oh my God! I just I mean...! 
Tona: Thank you. That's what makes you really into the song. 



236 

Celine: I'm not trying to be in favor of Black people but.. .but they move and they 
clap. And that's for real they always clap. They clap about everything! 
[They laugh. I smile.] 
Celine: They clap at the announcements at church, they clap about everything. 
But I like clapping anyway. 
Mrs. B: You mean like clapping in the songs, clapping along with the music. 
Celine: Yeah. 
Celine: She probably doesn't think she can do it, feels funny and thinks to herself 
I don't want to do that because I ain't got no rhythm. But Mrs. Bell my director 
she ain't got no rhythm either but she still be doing like exercise, looking all silly. 
Tona: I don't know sometimes you've just got to try, do something. 
Celine: I'd rather clap than just stand there and be still. 
Tona: 'Cause when you being still you be having to be all dead like 
[demonstrates a deadpan expression] instead if you move you be all [demonstrates 
enthusiastic clapping and moving]. 
Tona: I'm serious, the way she say we should sing we be like [demonstrates the 
deadpan look again]. But when you be moving you be happy she don't have to 
stop you and say you know, make a happy face or something. 
Celine: That's a good point though 'cause like when I ain't moving I be looking 
serious and I probably will make a mean face when I sing because I won't be 
paying attention. 

Only three students mentioned task challenge. Crystal, Jean and Mic all had quite 

a bit of previous musical training and found many of the tasks under-challenging. 

Socio-cultural background seemed to be a factor in the student's concerns about 

task design. Twelve of the 16 Black students and one White student voiced strong 

objections to the selection of the music (specifically the lack of variety) being performed. 

On the other hand, four Black students and twelve White students did not mention the 

songs and two White students discussed the literature because they found it particularly 

attractive. 

Socio-cultural background did not seem to affect the students concerns about 

being allowed to move to the music. Four White students and five Black students 
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mentioned that they found the tasks less attractive because they were restricted from 

moving to the music. 

Summary 

The contextual features that the students discussed as affecting the meaning of 

choir were the cooperative goal and group reward structure, the teacher control: student 

forced obedience relationship, teacher task design, and social expectations. 

Many students discussed their concerns about Mrs. T's cooperative goal and 

group reward structure in their interviews. As Ames (1984) posited for such settings, the 

students expressed concern that a) they were perceived as similar in ability and deserving 

of reward even when their performances varied in quality; b) their behavior was judged 

by their willingness to put forth effort, but not an individualistic concept of effort, rather 

a cooperative effort serving the group goals; and c) blame was a noticeable feature in that 

individuals were punished for not following social norms rather than rewarded for 

upholding them. 

A positive aspect of the first feature that Ames described above (the students will 

be perceived as similar in ability and deserving of reward even when their performances 

vary in quality) was a classroom with a very high percentage of students who felt good 

about their ability to sing. 

One of the most prominent contextual features of this class for the students was 

that Mrs. T maintained teacher control thus forcing student obedience. Mrs. T allowed 

for almost no student autonomy. In other words, the opportunity for students to choose 

between task alternatives was not a feature of this class. Mrs. T kept the students' 
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opportunity for input in to their choral experience to a minimum by: a) refusing to listen 

to student suggestions on repertoire and vocal style and preferences for how they wanted 

to learn, and b) by maintaining a low level question and feedback pattern. 

Baden and Maehr suggested that a culturally diverse classroom such as this one 

should support student autonomy by allowing the students the opportunity to choose 

between several alternatives. Many of the students' personal experience in music was 

culturally vastly different than the teacher's and they objected to the music chosen for 

performance, the style in which they were being taught to sing, the way in which they 

were supposed to learn the songs (by reading music), and being forbidden to move while 

they were singing. 

The result of these differences in opinion between many of the students and the 

teacher lead initially to disillusionment on the part of the students and then in some cases 

to avoidance behavior that at times turned disruptive and argumentative. Mrs. T's 

roles/power structure evolved in part from dealing with a large group of students coming 

from a junior high background where there was no musical literacy training. 

In summarizing the social expectations I observed, 10 of the 16 Black inner city 

transfer students in this class expressed frustration with Mrs. T's roles/power structure as 

seen in her enforcement of her behavioral expectations, choice of literature, and the 

manner of performance. This frustration led to rebellious behavior as seen in their off 

task behavior. An even bigger majority of the White county resident students (13 of 15), 

plus three Black students, mentioned the negative effect on the meaning of choir to them 

because of the social expectation of the students who frequently engaged in off-task 
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behavior. The students whose social expectations more closely mirrored Mrs. T's felt 

that the behavior of their peers prevented them from learning what they wanted to learn 

in this context. 



CHAPTER FIVE 

INDIVIDUAL STUDENT PROFILES 

Following the process described in Chapter Three, the students selected at 

random for individual profiling were Jean, Margaret, and Tona. Three additional 

students were chosen for description on the basis of their anomalous behavior that I 

observed over the course of the entire observation period. They were Emily, Bonita, and 

Celeste. 

Although all six students will be discussed in detail below, the three chosen for 

their anomalous behavior are briefly introduced here. Emily was, in both my and Mrs. 

T's opinion, the most talented student in the class. She made the Freshmen All-District 

Choir and has worked professionally in Equity-based musical theater productions. 

Emily's behavior was noticeable because she performed with high intensity, yet she 

scored high for off task behavior (direction) due to her social talking. As a result, she 

was an average student on the basis of the statistics, but outstanding judged by her talent. 

Both Bonita and Celeste had unusual profiles in that they had high scores in both 

desirable and undesirable behaviors, and they both had three confrontations with the 

teacher, the highest number encountered in the observation period. 

The student profiles will begin by describing the individual student's behavior in 

table form, followed by a written summary. 
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Table 13 

Observed Behavior for Jean 
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1/4 1 1 

1/9 0 1 

1/29 0 1 

2/3 0 

2/4 0 

2/5 0 3 1 

2/6 ABSENT 0 

2/18 0 4 

2/19 0 1 

2/20 0 2 1 

2/24 0 2 

3/3 0 1 

3/4 0 1 

3/5 0 

3/6 0 9 2 

3/11 0 3 

3/13 0 

3/14 0 1 

3/17 0 

3/18 0 

3/18c 0 

3/19 0 3 

4/1 1 1 1 

4/3 0 1 

4/8 1 1 2 

4/17 2 2 1 

4/24 0 

5/12 0 2 

5/14 1 1 

Totals 0 0 0 0 6 6 40 0 1 3 0 
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Jean represented those students who were categorized as "above average" in 

motivation behavior. She only scored six off-task (direction) behaviors over the entire 

observation period and all six were for talking when she should have been listening to the 

teacher. This is well below both the median and average in this class, making her one of 

the most on-task students observed. Jean informed me that this was a big behavior 

change because she used to socialize with her friends much more during the first 

semester. She attributed this behavior change to the realization of her intense interest in 

singing and a low citizenship grade from first semester, which threatened her 

participation in the pom-pom squad. 

Jean's overall composite behavior score was the most positive ranking in this class 

and her high intensity score was the highest in the class. Jean sat and stood with perfect 

posture at all times, was intently focused on the task at hand, asked many serious 

questions, and consistently volunteered comments and answers to the teacher's questions. 

She sang with sparkling energy and enthusiasm day in and day out. I never observed her 

not participating or participating with low intensity even when she was feeling ill. As 

was pointed out in Chapter Four, even her peers noticed and commented on Jean's 

intensity behavior (see page 224). 

I rarely observed persistence from the students in this class. As noted in Chapter 

Four, when the music became difficult during sight reading the students would drop out 

and wait for further instructions from the teacher. Jean and Mic were observed forging 

ahead in a troublesome spot singing by themselves, thus displaying persistence on three 

occasions. Because of these observations they tied for the highest score in persistence. 
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Furthermore, Jean never engaged in any confrontations or disagreements with either the 

teacher or her fellow students. 

Mrs. T had the following to say about Jean: 

I think she's a highly talented girl and highly motivated. At the beginning of the 
year her and Jack would talk constantly and I had to separate them. They were 
just so horrified that they were separated because I separated them in class and 
they were just mortified. They were embarrassed. But um, after that they were 
just fine, well behaved. 

The findings of my interview with Jean are summarized in the following table. 

The citation numbers refer to my personal coding of the interview transcripts. The 

citation number may be interpreted in this way: for example, 13/J/l indicates that it was 

the 13th interview I did, J stands for Jean as the subject, and 1 indicates that it was the 

first coded incident in that interview. Interview transcripts can be found in Appendix K. 

Interpretation 

Sense of competence. Jean has been singing in select choirs since grade school 

and is currently studying voice privately. She has a solid basis on which to evaluate her 

accomplishments in choir. When asked to rate herself in choir her first response was 

lower because she felt like she talked too much during the first semester. When she rated 

herself on talent she rated herself quite high, thereby displaying the confidence she has 

gained through her vocal experiences. Based on this information Jean can be 

characterized as having a healthy, realistic sense of competence in choir. Her sense of 

competence allows her to participate fully in choir and be objective as to her strengths 

and weaknesses. 
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Identity. Jean's identity gives her a strong support system for her musical goals. 

Her family sings, in addition to which they support Jean's vocal activities financially (by 

Table 14 

Individual Student Preliminary Interview Findings: Jean 

Citation # Interview Reference 

Sense of Competence 

13/J/l Jean: I think singing is really important. I sing all the time I guess it's 
cause my whole family does, not always well, but they sing. I think it's 
really important whether it's only you with the radio or not because it 
shows your feelings no matter what the words are saying when you 
portray it in a certain way then you get a totally different feeling. 

13/J/2 Jean: has an extensive background in choral singing. She sang in the 
Community Children's choir, her 7th and 8th grade choir, the middle 
school Show Choir, the middle school Honors choir and choirs at 
church. She also takes private voice lessons. 

13/J/3 When I asked Jean if she felt good about her singing she explained that, 
"I've had a lot of experiences that said I can sing." She then went on to 
tell me about events people have asked her to sing solos for. 
Mrs. B: OK, so would you say you feel good about your singing? 
Jean: Yeah, every now and then I doubt it, then someone will hit you 
with a compliment and I feel better. 
Mrs. B: What brings up the doubts? 
Jean: Sometimes people tease you about it and stuff like that. 
Jane: Yeah. 
Jean: And that'll bring up some doubts but you know I try to ignore 
what people say. 
Mrs. B: For sure. 
Jane: It usually only hurts if it's someone close to you. 
Jean: And then a compliment from someone just as close will bring you 
back to even. 
Jane: Right. 
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Table 14, continued 

Individual Student Preliminary Interview Findings: Jean 

Citation # Interview Reference 
13/J/5 Mrs. B: If you were to rate all the students in mixed chorus where 

would you rank yourself. 1 is the least good and 50 is the best. 
Jean: Just because I talk, I'd rank myself down, well I've basically shut 
up so I'd put myself at 43. 
Mrs. B: Let's define that question based on talent. Where would you 
put yourself? 
Jean: God, that's hard... in that class there's Emily, be quite Jane, I'm 
thinking. You're going to think I'm conceited but I'd put myself about 
47. 

Identity 

13/J/7 Mrs. B: Who would you most like to impress. This can be anyone. 
Jean: My family 
Mrs. B: Is your family impressed with your accomplishments in choir? 
Jean: Uh, with being in choir? Of course they're always impressed 
with what I do, proud of me, but in choir I don't think so much because, 
I mean you're hearing a group and you don't concentrate on anyone I 
know they're very proud of all the things that I do though. They always 
support me in everything. 

13/J/8 &13/J/9 Jean's friends tend to be active in school. Some of them sing and are in 
the musical, and some play instruments, but most of her friends have a 
variety of backgrounds such as dancing, and skating. Her friends enjoy 
active recreation, such as participating in sports. 

13/J/12 Mrs. B: What do your friends think it's cool to be good at? 
Jean: Like I said all my friends have the different things they do and 
that's why each one is special. I mean we each have our own 
personalities and that's what we love about each other. I mean, it 
doesn't really matter what's cool cause everything is. All my friends 
have positive attitudes. 

Self Reliance 

13/J/13 Mrs. B: What do you want to learn in choir? 
Jean: Well the sight reading is important to me also, but, um. Just to 
learn how to express myself even more. In my opinion the more 
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Table 14, continued 

Individual Student Preliminary Interview Findings: Jean 

Citation # Interview Reference 
beautiful it sounds the further you can express it and the more you learn 
how to sing the technique, the more you can enjoy it, the more everyone 
can enjoy it. 

13/J/14 When I asked Jean if she was able to learn what you want to learn in 
choir she answered, "No, it's the teaching style, but basically it's 
because it's the exact opposite of.. .well, let's just say it's very different 
than what I get from my voice teacher." She then went on to explain the 
differences in Mrs. T's and her voice teacher's approaches to teaching 
different vocal techniques. 

Goal Directedness 

Jane: Then just do what your voice teacher tells you to do. 
Jean: That's exactly what I do. I mean I do keep in mind that she that 
she has a degree in choir, I mean it's other things, it's not just that it's 
the whole being, you know, it's the whole state that you're in. 
Mrs. B: Are you saying that you're in more of a negative state then you 
want to be in? 
Jean: Yeah, and I think that going into A Capella and hopefully 
Madrigal will change that. And hopefully if I do make it into those it'll 
maybe change her attitude towards me. 
Jane: Me too. If I make it into A Capella I'll be so happy. 

13/J/15 & 
13/J/18 

Jean plans to be in choir all four years of high school. She also plans to 
audition for the select groups. She plans to attend Berklee college in 
Boston because she "heard that they do all music, all sorts of music. I 
like all the arts not just singing. I honestly would love to go into the 
theater." 

13/J/24 Jean: I think a problem with mixed choir though, I don't know about 
other schools, but I know here, it's the first choir and if you want to be 
in choir, you're in this choir. You are automatically in. 
Jane: It's a freebie. 
Jean: Yeah, but I think she kinda, that always sticks out in her mind. 
You know, you didn't have to audition or try out, you're just in here so 
you won't have to take a hard class. So hopefully if I make A Capella 
or Madrigal maybe like I said, maybe it'll change. When she sees that 
this is what I want. 
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Table 14, continued 

Individual Student Preliminary Interview Findings: Jean 

Citation # Interview Reference 

Goal Orientation 

13/J/16 [task ] 
Mrs. B: You're feeling successful in choir, what has just happened? 
Jean: Probably, even if it's not the whole choir, maybe it's just reaching 
that note that I never could quite get before. And like singing a song 
that you like and you can tell just is the appearance that you like it. I 
mean... Now that's what makes me feel successful, it really does. When 
you feel that you did really well when you sang that song, you know, 
that's what makes me feel good. 

13/J/17 [task] 
Mrs. B: What do you consider hard work in choir? 
Jean: ...Hard work after a song, basically is well you can feel exhausted 
after a song if you have expressed yourself. You know, and that's hard 
work. I mean getting the breathing and the tonality and everything 
getting it all together I mean it's really exhausting if you put forth 
enough effort. If you give your 200% all, anything is hard work. 

13/Ja/16 [task] 
Jane's idea of hard work was to keep going when people started 
dropping out during sight reading. Jean had the following comment on 
this," But it's those people that keep on going that I like. It's like Hey, 
there's more than one of me in here. 

13/J/19 [task] 
Mrs. B: What do you like best about being in choir? 
Jean: I really enjoy singing and that's why I'm in here. But the friends 
help a lot too. Even though you're singing the whole time. 
Jane: It's just the looks. 
Jean: Yeah, it really, it's going to sound really corny but I think it 
brings people together. I mean, you have to sing in here. You can't hide 
anything. And when you sing, people get totally different aspects of 
you. 

13/J/21 [task, extrinsic] 
Mrs. B: What is the main reason you do what you are suppose to do in 
choir? 
Jean: Um, Because before I almost got benched from poms because she 
gave me a 3 in citizenship. So I kinda, I kinda stopped talking a little 
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Individual Student Preliminary Interview Findings: Jean 

Citation # Interview Reference 
bit. And I wrote her a note you know to soothe things over. And I 
guess it did. Basically it was worth it to keep her off my back. And I 
mean, I love to work, I really do. 

Perceived Options 

13/J/25 Mrs. B: Why did you decide to enroll in choir? 
Jean: Well it's something that I've always loved and I've been in choirs 
since I was little and all that and I love singing and I think it's an 
excellent way to express yourself. Something I really don't care for 
here is you are put in a mixed choir (that's what everybody's plunked 

Context 

in when you're in the 9th grade year). I mean cause a lot of people 
don't want to be there and I think that hurts a lot of us but just a lot of 
people don't want to express it you know? But they're just there 
because they think it's a blow off class and it's music it's something I 
love. And even though I've had some problems with you know Mrs. T 
and stuff but for me it's something that it's not an option not to do. It's 
something that I have to do because it's something that I love. 

13/J/4 [teacher evaluation] 
Jane: I understand, I really don't agree with her teaching style. 
Jean: Well the grading on the ability of singing. OK I'm sorry there are 
some people in there, who, they were in 7th and 8th grade choir, so 
they were just plopped in here a place to put them and they can not 
necessarily sing very well, they love to, but they cant sing well. She's 
gonna punish them? By giving them an F just because they cant keep 
tune? or can't, you know? 
Jane: Yeah, they were in choir to sing, not to be graded on how we sing 
or the ability you know, 
Jean: That another thing that knocks down your confidence when 
someone says, well that sounded awful. You're off tune you need to get 
up on your note. 
Jane: She does stuff like that to us. 
Jean: I know we have to work. 
Jean: But there are some people in there, I mean like one of the girls, I 
feel bad about naming but Ellen, she has a hearing problem, I mean 
she's always had problems. And you can hear it she's always off. I 
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Individual Student Preliminary Interview Findings: Jean 

Citation # Interview Reference 
really don't think she has the ability with the hearing problem that she 
can get on. And I don't see how Mrs. T could honestly grade her on 
ability. The way she grades us. 
Mrs. B: Maybe she doesn't? 
Jane: That's not fair. I'm not trying to be mean at all, but that's not fair. 
Jean: We've got it easy because we can sing, it's a natural talent. 
The people that it's not a natural talent, they just sing for fun, they're 
going to flunk the class because they're not quite as good as some of the 
other people? 
Mrs. B: How do you think choir should be graded? 
Jean: I think sight reading, that's fine, grading on that kind of stuff, the 
stuff that she actually teaches us. Now the intervals, the intervals are 
good, they take some sound ability, but not singing ability. The written 
tests are fine. 
Jane: Teach us music. 
Jean: But don't grade us on what we came in here with. 

13/J/22 [task challenge and variety, Roles/Power c.o.] 
Could you give me an example of what you mean by things she beats 
into you? 
Jean: Move your mouth, everything. I mean everything 
Jane: Stand up straight. 
Jean: And she goes about crazy it. And I understand it because a lot of 
people don't do it. There's got to be some reason, something she can do 
besides 
Jane: (interrupts)Yell at the whole class. 
Jean: Yell at all of us. You know, I mean, I'm sure she's probably tried 
to think of something, but, to correct these people, but, don't correct me 
in the mean time, I'm sorry it's infuriating. 

13/J/25 [Student reaction to teacher reward structure] 
Mrs. B: So do you think this class is less beneficial to you because 
there are people in the class who don't care? or [they interrupt] 
Jean: Yeah, Julie, Yeah 
or do you think they really do care and she [the teacher] is misreading it. 
Jane: No, it's a problem. 
[Jean and Julie say this at the exact same time]: A lot of people don't 
care. 
Jean: I think they care that she's a little stand offish. But, I also think 
that uh maybe it's, I know a lot of students now will be ignorant where 
several years ago, maybe students would be a little more respectful. 
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Citation # Interview Reference 
And that has really diminished. I mean I want to be treated as an equal, 
but in this case not as an equal. I mean I know that people being loud is 
a problem, but punish people who are being loud, not the people who 
are sitting there listening. 
Jane: I mean, we're in this class just because. Not because she wants us 
here. 
Jean: But she stereotypes all of us. I think that's what she kinda does in 
her mind and I sympathize with her. But, she has to know who wants it 
and who doesn't. 
Jane: Exactly. You can tell by the way people sing, by the way people, 
I mean I want to be there, I want to be there I mean, you can tell by the 
way I sing. Maybe not by the way I talk to her, or the way I look at her, 
but by the way I sing. 
Jean: She always does it, she always stands up, sings, does what Mrs. T 
asks of her and 20 times more, and got kicked out. She really does. I 
think a lot of us do, cause I will say, yes, I have tried so hard to please 
this woman. I think I've done a lot more than most people would so I 
hope she sees that, I really do. 

providing the means to study privately) and emotionally by being supportive. Jean's 

friends are not musicians, but she describes them as having positive attitudes, actively 

participating in a variety of activities and being supportive of her efforts. 

Self reliance. Jean sees herself as capable of learning what she wants to learn in 

voice lessons but not necessarily in choir. Apparently her voice teacher and Mrs. T have 

differences of opinion on some vocal technique matters. But more importantly than that, 

personal expression is important to Jean and she doesn't find this choir context conducive 

to comfortably expressing herself. She feels that her personal relationship with the 

teacher is not as positive as she would like. Jean's sense of competence and goal 

directedness should lead to a self-sufficient attitude towards choir. In her case this has 
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not happened because she does not feel comfortable with her personal relationship to 

Mrs. T or Mrs. T's approach to teaching vocal technique. 

Goal directedness. Jean is strongly goal directed in choir. She is very interested in 

taking her music as far as she can. She wants to go to Berklee College to seriously 

pursue her vocal interests. Her career goal is to be in a professional vocalist. 

Goal orientation. Jean is strongly task goal oriented. Singing well is extremely 

important to her and this shows in the focus she brings to bear on the task at hand in 

class. She also enjoys people and the social dimension of choir is appealing to her. 

Being a sociable person was problematic for her first semester. I was not there to witness 

and record her behavior first semester, but from what she and the teacher have told me 

social talking was a problem for her which she did a superb job of eliminating second 

semester. 

Perceived options. Jean's love of singing, her support system and her substantial 

personal experience in music made her decision to participate in choir an obvious option. 

Jean is so task oriented that she does not consider it an option not to be choir. 

Context. Jean had extensive personal experience singing in select concert choirs 

and studied voice privately, thus the context was compatible with the enduring meanings 

held by Jean. However, specific contextual features frustrated Jean. For example, Jean 

revealed a need for more personal feedback and information about the evaluation process 

from this teacher. 

In interview excerpt 13/J/4 (see p. 243) Jean expresses concern about the teacher 

evaluating ability as a criterion for a grade. Mrs. T's grading system as presented in her 
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syllabus for the course can be found in Appendix H. Even though this system does not 

spell out the exact percentage that tests are given in the combined total, I would have 

assumed that since Mrs. T only gave one performing test first semester, and since she did 

not stress the importance of this grade in class (she only stressed the importance of this 

test in its role in the audition process for A Capella (the select concert choir) that it would 

not be heavily weighted in regards to the students first semester grade. Jean and Jane 

however did not make this assumption. The dearth of information Mrs. T supplied 

concerning her grading procedure resulted in some of the students (Jean is one example) 

being stressed about how they were being graded and unduly concerned about the equity 

of the grading process. 

The other contextual concern Jean brought up was the group reward system in 

which the entire class shares in the rewards and punishments alike. She resented not being 

recognized for her personal contributions, her enthusiasm for singing and having to listen 

to the teacher address the entire class about the actions of certain students. 

Her expectation that her peers would also participate with the same focus Jean 

herself brought to the process resulted in disappointment when they did not do so. She 

also experienced a reduction of task attractiveness when she had to listen to the teacher 

repeatedly discipline her peers. 

In summary, Jean's sense of self contained the elements of a realistic sense of 

competence, a strong musical identity and support structure which gave her the 

confidence that she could achieve her musical goals. Jean was also very goal directed in 

choir. Therefore, one would expect to see the positive behaviors that were observed 
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rather than avoidance behaviors. Jean's sense of self did, however, include a weak 

feeling of self-reliance in choir. This lack of self reliance was caused by the discomfort 

she felt with her personal relationship to Mrs. T and Mrs. T's approach to teaching vocal 

technique that differed from her private teacher. This lack of self reliance skewed the 

priority she gave to choir in her daily activities by greatly reducing it; thus partially 

explaining the minimal continuing motivation score, which I would have expected to be 

much greater in a student with Jean's obvious passion for singing. 

Jean's responses to interview questions indicated that she was consistently task 

goal oriented. Singing well was extremely important to her and this shows in the 

intensity and focus she brings to bear on the task at hand in class. She also enjoyed 

people and the social dimension of choir was appealing to her. But the social dimension 

was not as critical to her as the opportunity for personal expression that singing provides. 

This explains her ability to keep her talking down to only six tallies during the course of 

the entire semester. 

Jean's musical identity, her personal experience in music, and her passion for 

singing made signing up for choir a critically important option for her. As she put it,"... 

even though I've had some problems with, you know Mrs. T and stuff, but for me it's 

something that it's not an option not to do. It's something that I have to do because it's 

something that I love." 

The enduring meanings Jean held from socio-cultural context, personal 

experience, and information were all compatible with this choral context. She found the 

task design to include elements of high inherent attractiveness and the compensation of 
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enjoyment that she received from singing the literature Mrs. T selected was an 

inducement for desirable behavior. There were no conflicts serious enough to affect her 

Jean's behavior between her sense of self, goals, and perceived options and the context as 

established by Mrs. T. 

Jean expressed admiration for people who kept singing when the music got 

difficult, she also tied with Mic in having the highest tally for observed persistence 

behaviors in this class. However, as I pointed out in Chapter Four, I observed very little 

persistence in this class, so I questioned why a student of Jean's outstanding vocal ability, 

musicianship and enthusiasm for singing did not also exhibit more than three persistence 

behaviors. 

One possible explanation for a musician of Jean's caliber only scoring three 

persistence behaviors in this context is the conflict Jean experienced with the social 

expectation of this class. She believed that most of her fellow students did not care 

enough about the class to work hard (see p. 242, interview excerpt 13/J/25). It is 

difficult for students to continuously perform up to their own capabilities when they 

believe that those around them are not trying. 

The group reward system, in which the entire class shares in the rewards and 

enthusiasm for singing, also created stress for Jean. She resented not being recognized 

for her individual enthusiasm for singing and having to listen to the teacher address the 

entire class about the actions of certain students. Also, Jean was the only student in class 

to make discriminating and accurate comments, such as, "I think the sopranos are singing 

a B-flat instead of a B-natural at letter A." When Jean made such comments, the biggest 
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response I witnessed from the teacher was a nod of her head. Mrs. T never verbally 

acknowledged or thanked Jean for her contributions. As reported in Chapter Four (p.208) 

Mrs. T. purposefully tried to keep student input minimal in order to facilitate her control 

of the class. 

Margaret 

Margaret represented those students categorized as "average" in motivation 

behavior. Margaret's intensity level was average in this context with no instances of low 

intensity and low persistence, four instances of high intensity, two instances of continuing 

motivation (checking with the teacher if she had her part correctly learned after class) and 

one instance of high persistence when she continued to sing when most of the class had 

dropped out during a difficult sight singing exercise. Her direction total was a score of 

10, which put her in the top half of the class for good behavior and gave her a solidly 

average score. 

Mrs. T had the following to say about Margaret: 

Mrs. B: ...Margaret. 
Mrs. T: Margaret? 
Mrs. B: You know, pretty blond hair. 
Mrs. T: Huh? 
Mrs. B: Do I have her name wrong? 
[several second pause] 
Mrs. T: Oh, Margaret. OK, I just wasn't thinking. Yeah, nice voice. And 
behavior-she's not a problem now. At the beginning of the year she did a lot of 
talking and gum chewing stuff like that. 
Mrs. B: Would you say she's motivated to do well? 
Mrs. T: Well, she did not originally make A Capella and then she came to me and 
asked me, "What do I do, what do I do to get better so I can into it?" Which is 
what you want to hear. And uh, she came back and auditioned again and she did 
make it. To me that shows the motivation, that they would do that instead of 
grumbling and griping. 
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1/3 2 2 

1/4 1 1 

1/9 0 

1/29 0 

2/3 0 

2/4 0 

2/5 0 

2/6 0 1 

2/18 0 

2/19 1 1 

2/20 1 1 

2/24 1 1 

3/3 0 

3/4 1 1 1 

3/5 0 

3/6 0 

3/11 1 0 

3/13 0 

3/14 0 

3/17 0 

3/18 0 

3/18c 0 

3/19 0 1 

4/1 1 1 

4/3 0 1 

4/8 0 1 

4/17 1 1 

4/24 1 1 

5/12 0 

5/14 0 1 1 

Totals 1 0 0 7 3 10 4 0 2 1 0 
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Margaret is the kind of student that does what she is supposed to do when she is 

supposed to do it in a manner that does not call attention to her. She is a well behaved 

student whose observation score places her solidly in an average category. In this 

particular mixed choir her behavior, though positive, did not stand out. For example as 

you have read above, it took Mrs. T a few moments to call Margaret to mind when I 

asked about her. 

Table 16 

Individual Student Preliminary Interview Findings: Margaret 

Citation # Interview Reference 

Sense of Competence 

14/M/l Margaret: I've always liked singing. Since I was 5 I've been in choirs in 
church or at school. And I'm planning on getting a singing scholarship for 
college. So, I mean I don't plan on having that as a career. I like doing 
it, whatever. 
Mrs. B: Do you take voice lessons? 
Margaret: I'm starting as soon as I can. My mom is calling people to 
find a teacher. 

14/M/3 Mrs. B: Do you feel good about your singing? 
Margaret: Well I don't, I wouldn't sing if I didn't like the way I sound, I 
mean if I thought that I was a bad singer I wouldn't even be in choir. But 
my Mom has been singing to me since I was little and then I sing along 
with her like at night. 

14/M/4 Mrs. B: Rank all the students in mixed chorus. One is the least good 
student and fifty is the best student. Where would you rank yourself? 
Margaret: I've never heard everybody in here singing. There are 
probably people better than me... I guess somewhere around 35 or 40. 
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Citation # Interview Reference 
14/M/5 Mrs. B: Where do you rank choir with your other classes? 

Margaret: I think I'd rank it according to what is important too. Because 
all I really want to do is get through high school and get into a good 
college. So, I'd go with math for first, cause it's real important in the job 
I want to do and then choir, because I'm planning on choir for my 
scholarship. Then science, English, German, history then gym. But I like 
gym a lot because I'm into sports. I'm on the volleyball team and I'm 
trying out for soccer. And I already play racquetball. I like sports, sports 
are a big part of my life. 

Identity 

14/M/l Mrs. B: So, do you sing by yourself? 
Margaret: I sing when I'm doing homework, whether there's music on or 
not. Sometimes the songs we're rehearsing in here, if my Mom wants to 
hear them I sing them for her or for my family. And like sometimes I 
sing and my sister, she says that she can't sing and so then she gets 
annoyed at me. So. 
Mrs. B: Your Mom likes to hear it.? 
Margaret: Yeah, my mom was in the Midwest High School choir. 

14/M/6 Mrs. B: Who would you most like to impress? 
Margaret: First my mom, dad and sister and then my teachers. 
Mrs. B: Would those people be impressed with your accomplishments in 
choir? 
Margaret: My teachers? Mrs. T might be, but I don't sing in front of my 
other teachers. 
Mrs. B: How about your family? 
Margaret: My mom, my mom is impressed with my singing, and my 
dad, well my mom and my dad come to all my concerts, they've been 
coming since I was little and so I think they come to listen to me. My 
sister, she's not, sometimes she comes, and then if she has a band concert 
she's like "You have to come since I went to yours" So, I don't really 
think she likes to coming, but I think sometimes she does it like it's a 
chore. 

14/M/7 Margaret has four close friends that have diverse interests. One friend 
taught her how to play soccer and they have played that together for four 
years. Margaret described their relationship like this, "We have pretty 
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Individual Student Preliminary Interview Findings: Margaret 

Citation # Interview Reference 
much in common and we have things that are different, like singing." 
Another of Margaret's close friends was in choir for one year, but as 
Margaret described it, "she was only in it because me and Carol were, so 
she tried it." Margaret also described her friendship with two other girls 
one of whom was Cissie, her interview partner. When I asked her what 
she had in common with all of these rather diverse people she told me 
that "most of us look at things on the good side." 

14/M/8 When I asked Margaret what kind of things her friends think it's cool to 
be good at she 
said, "Most of my guy friends are mostly interested in sports. I haven't 
met any that are so into school." 
Mrs. B: Do your friends support you being in choir, do they think it's 
cool that you are in choir? 
Margaret: Well, Annie and all of them say, oh Margaret you have such a 
good voice, a beautiful voice. But I don't think they envy me. Well not 
like, they don't think like it's a tough thing. 

Self Reliance 

14/M/9& 
14/M/10 

Mrs. B: What kind of things do you want to learn in choir? 
Margaret: I'd have to say like learning a better voice range like to be 
able to go higher and real low, and just learning all the basics about 
singing. Just improving on what I can do. 
Mrs. B: Are you able to learn what you want to learn in mixed chorus? 
Margaret: No, Mrs. T doesn't really teach that this is how you are able 
to do it because the people in our class, 
Cissie interrupts: They don't really care. 
Margaret: Yeah they don't care like cause like some of them sometimes 
I get mad at them because of the way they sing and when we perform I 
want my parents to be proud of me and of how our choir sounds. And 
like some people don't try at all, they like fool around. 
That's why I'm going to take voice lessons. Because I can't, I thought 
when I was going to be in here that I was going to be able, I mean she 
taught us how to sight read and intervals and stuff but she's not teaching 
the stuff that I want to learn. 
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Citation # Interview Reference 

Goal Directedness 

14/M/ll Margaret plans to be as involved in the vocal music program as she can 
during high school. This includes both the select concert choir and 
show choir. She also plans to study privately and audition for a vocal 
scholarship for college (even though she does not plan to major in 
music) 

Goal Orientation 

14/M/5 
[extrinsic] 

Mrs. B: Where do you rank choir with your other classes? 
Margaret: I think I'd rank it according to what is important too. 
Because all I really want to do is get through high school and get into a 
good college. So, I'd go with math for first, cause it's real important in 
the job I want to do and then choir, because I'm planning on choir for 
my scholarship. 

14/M/12 
[task] 

Mrs. B: Imagine that you are feeling really successful in choir. What's 
just happened? What have you done that made you feel successful? 
Margaret: I learned how to sight read...Like, when I got 100 out of 100 
on our sight reading test. 

14/M/13 
[task] 

Mrs. B: What do you consider hard work in choir Margaret? 
Margaret: Well it's not really myself, it's just getting the choir to sound 
good, like, uhm, like when the people next to me are messing around, 
sometimes I sing like louder and then they like calm down and they're 
like oh well, and then, I don't know, well sometimes they join in and 
then they really try but getting the choir to sound good is hard work. 
Mrs. B: So the answer to the question do you work hard in choir is ? 
Margaret: Yes. 

14/M/14 [task, 
social 
approval] 

Mrs. B: What do you like best about being in choir? 
Margaret: Being able to sing for people, and sing my best and show 
them what I can do. 
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14/M/15 
[task] 

Margaret: And I think my favorite activity in choir would just be 
singing through one song without having to go over it like millions of 
time. I.. .just to be able to sing like, free. 

14/M/16 
[task] 

Mrs. B: What is the main reason you do what you're suppose to do in 
choir? 
Margaret: Because, first of all I like to sing. And then I'm happy with 
what I've done. And if I don't do what I'm suppose to then, then I could 
fail, and then I wouldn't be able to sing in another choir because they 
would look at your previous choir grades and... 

l/M/17 
[task] 

Mrs. B: Do you ever help other students in choir? 
Megan: Depends, if like they don't know where they are or don't know 
how to sing it then I'll tell them but. 
Mrs. B: Why do you do that? 
Megan: I don't know. It's going to help the whole choir if they 
understand and it's going to help them. 

Perceived Options 

Was it your idea to enroll in choir? 
Megan: Yes. Well my Mom, my Mom influences me. But I love 
singing and she sang to me when I was little and so, I don't know I've 
been in choir at church and stuff and it was part of, I mean all my life 
that I've been in school I've been in a choir and so I've grown up like 
thinking that I'm going to be in choir and that's what I'm going to work 
on. 

Context Effects 

14/M/9 & 
14/M/10 
[social 
expectation] 

The only context effect brought up by Margaret in her interview was the 
pressure she felt at conflict between her task goals and the lack of effort 
she perceived in her classmates. 



262 

Interpretation 

Sense of competence. Margaret and her Mother share a love of singing which 

gives Margaret confidence in her singing. She has been singing in choirs since grade 

school and has a solid basis on which to evaluate her accomplishments in choir. 

Margaret's confidence can be seen in her plans to earn a college scholarship with her 

singing. The importance she places on choir can be seen in her plans to begin private 

study. In other words, Margaret has a healthy sense of competence in choir that allows 

her to participate fully and objectively discern the need for private study. 

Identity. Margaret's friends are not a major factor in the development of her 

identity in choir. Her musical identity in choir comes from her family. Her mother sang 

in Midwest High School's choir when she was in high school and has been singing to and 

with Margaret since she was a baby. Her father is also very supportive. Margaret's twin 

sister displays sibling rivalry by not being forthcoming with compliments for Margaret's 

singing but also demonstrates the family musical support structure by playing in band. In 

summary, Margaret's identity gives her a strong support system for her musical goals. 

Self reliance. Margaret does not see herself as capable of accomplishing her 

goals in choir. She believes that the behavior of her fellow students prevents the 

teacher from teaching and herself from learning the kind of vocal techniques she wants 

to learn. 

Margaret's healthy sense of competence and strong goal directedness are not 

strong enough to overcome her dismay and concern with the class's behavior and thus 

prevent her from having a self-sufficient attitude toward choir. Her sense of competence 
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and goal directedness do however lead her to study what she wants to learn in private 

instruction. 

Goal directedness. Margaret is strongly goal directed in her musical studies. She 

plans to participate as fully in music as possible in order to increase her chances to earn a 

vocal scholarship to college. 

Goal orientation. Margaret's love of singing is easily seen in the strong task 

orientation she demonstrates in six of the seven goal orientation entries. This task 

orientation is strong enough to help her deal with her disappointment with the behavior of 

her classmates. She also has an extrinsic component to her goal structure because an 

important reason for her participation in choir is to facilitate earning a voice scholarship 

for college tuition. 

Perceived Options. Margaret's love of singing, personal experience in choir, and 

her family's substantial influence and support for her singing activities made signing up 

for choir an obvious option. 

Context. Margaret's personal experience in choir, her goal directedness, her 

identity, her task goal orientation and her support system were highly compatible with 

this context. The effect that the context had on the enduring meanings Margaret held was 

that Margaret's enjoyment of choir and her self-reliance in choir was minimized by a 

facet of the teaching-learning situation; specifically social expectation as seen in the lack 

of effort she perceived in her classmates. 

In summary, Margaret's sense of self contained elements of a healthy, realistic 

sense of competence, and a strong identity and family support structure, which gave her 
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the confidence that she could achieve her goals in choir. Therefore, one would expect to 

see the positive behaviors which were observed rather than avoidance behaviors. 

However, Margaret's healthy sense of competence and strong goal directedness 

are not strong enough to overcome her enormous dismay and concern about social 

expectation, specifically with her classmate's behavior. This prevents her from believing 

that she can learn what she wants to learn in class. This lack of self-reliance could be an 

explanation for Margaret's low scores in high persistence, high intensity, and continuing 

motivation behaviors and for the overall impression she gives that, while she is 

cooperative, she will not extend herself beyond the basic requirements of the class. With 

Margaret's task goal orientation and strong goal directedness I would have expected to 

see more above average behaviors. However, it is not surprising to note that a student 

who believes that she can't learn what she wants to learn in a specific context because of 

the behavior of her fellow students would result in her motivation for doing outstanding 

work to be diminished. 

Tona 

Tona represented those students categorized as "below average" in motivation 

behavior. The most striking facet of Tona's behavior was her large tally of direction 

behaviors (92). She was observed disrupting class by talking to the students around her 

73 times and not participating 19 times. The total of 92 direction behaviors was by far the 

largest in the class. 
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1/3 0 

1/4 1 2 3 

1/9 1 1 1 

1/29 1 1 

2/3 3 3 

2/4 0 

2/5 1 1 1 

2/6 2 2 1 1 

2/18 3 3 1 

2/19 6 6 

2/20 6 6 

2/24 1 1 

3/3 5 5 

3/4 2 2 

3/5 2 2 

3/6 3 3 6 2 2 

3/11 2 5 7 1 

3/13 2 6 8 2 

3/14 1 1 1 

3/17 1 3 4 

3/18 1 1 

3/18c 0 

3/19 3 3 

4/1 2 5 7 1 

4/3 2 2 4 1 

4/8 0 

4/17 1 6 7 

4/24 2 2 

5/12 4 4 

5/14 1 1 

Totals 0 1 1 20 71 91 6 1 6 0 0 
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I perceived Tona to be a happy person. She frequently smiled and most of her 

talking was innocuous chatter, not vindictive in nature or designed to provoke. She had 

no disagreements or confrontations with the teacher and failed to get angry when others 

in this class might have, as in this example from January 9th: 

Mrs. T: Tona get rid of your gum 
Tona: Huh? 
Mrs. T: Take your gum out. 
[Tona looks at her with a puzzled expression on her face] 
Mrs. T: You don't have any gum? 
[Tona shakes her head no] 

Mrs. T: Then make sure your mouth is still. 

Tona displayed average intensity behaviors. Most of the time she sang as directed 

with neither low or particularly high intensity. She was distracted so often with her 

talking that it would not have been easy to achieve the concentration needed for high 

intensity. She did however perform with high intensity on six occasions. 

Tona had the highest score for continuing motivation in class. This was a 

surprisingly positive trait in a student with so many direction tallies. She scored six 

continuing motivation tallies for staying after class to ask serious musical performance 

related questions, for being the only student to take the teacher's offer of extra credit by 

writing what both Mrs. T and I considered to be an excellent extra credit report on 

Brahms and reading it to the class (this report was definitely written in her own words), 

and for her efforts to organize a group to perform for the solo and ensemble contest. 

Tona made a contradictory impression on those around her in this class. Her 

social talking and the times when she did not participate were problematic. However, she 
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was so good natured and likeable that people tended to forgive her disruptive qualities. 

For example, Mrs. T had the following to say about Tona: 

Mrs. T: Tona [she laughs]. I don't want to get mad at her. I really like her. Boy 
she is motivated and talented. She did a great job on that final didn't she? 
Mrs. B: Yes, she was very entertaining. 

Mrs. T: Once she figures out how not to be a "Chatty Kathy" she'll be fine. 

In summary, Tona talked almost constantly. She scored the highest direction 

behavior total in the class. However, she was cooperative in other ways (for example: 

helping students around her when they were confused) and extremely easy going. Her 

fondness for singing was not always evident because her propensity for talking lead to a 

lack of concentration not conducive to high intensity behavior; however it did come 

across in her continuing motivation score. 

The findings of my interview with Tona are summarized in the following table. 

Table 18 

Individual Student Preliminary Interview Findings: Tona 

Citation # Interview Reference 

Sense of Competence 

3/T/3,24/T/l 
& 3/T/4 

Tona feels good about her singing and ranks herself in the top 10 singers 
in her class. 
Mrs. B: How about you Tona? Do you feel good about your singing? 
Tona: Yeah. 
Mrs. B: Can you tell me why? 
Tona: I don't know 
[we all laugh] 
Tona: "Just that I know that I can sing better than some of these girls 
makes me feel good. 

24/T/8 Tona: It's like music, say I'm feeling sick, I use music to relieve me. I 



268 

Table 18, continued 

Individual Student Preliminary Interview Findings: Tona 

Citation # Interview Reference 
use music when I'm sad. I use music when I'm bored. Like I could be 
walking to class and I'll just start singing. Like I'll see somebody and 
it'll just break out a song in my mind or like I could just be sitting there 
with nothing to do and then singing it's just something that I do well. I 
just don't have anything else to do for it. Something to relieve whatever 
that I'm feeling. 

24/T/l 1 Tona tells the story of how she gained confidence in her singing. 
Critical was the support she received from her 6th grade 
teacher.. ."When I got to 6th grade I got into choir and then the teacher I 
had, she really pushed the class, you know, she brought everybody 
along, she had her picks of students or whatever the way they all do and 
she's like, Tona you have potential. You can do whatever you want to 
do and then so in 6th grade my career started to develop. Then in 7th 

grade I just knew I was the bald head." [We laugh] 

3/T/5 Mrs. B: Compared to other classes, how good are you in choir 
Ginny: Best class 
Tona: Yeah, it's like choir class is fun but, it's like, when we come in 
here, it's like, she makes us sing songs that really don't (pause) fit our 
voices. I mean we don't really have all the fun we should have get out 
of it. 

Identity 

3/T/ Mrs. B: Who would you most like to impress? It can be one person or 
more than one person. You can choose anybody, it doesn't have to be 
someone here at school. 
Tona: Myself. 
Mrs. B: Are you impressed with your accomplishments in choir? 
Tona: Yeah, I have impressed myself because, when I first started to 
sing or whatever it was the fifth grade and I found it so horrible, I could 
not sing well at all. and now, I've really improved. Like when I was in 
the fifth grade people were like, Oh God, you need to be quiet. And 
now all my friends at school are like, You have such a pretty voice, and 
all that. 
Mrs. B: How do your friends the people you hang out with, feel about 
your singing? 
Tona: They love it cause most of our friends do sing. 
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Table 18, continued 

Individual Student Preliminary Interview Findings- Tona 

Citation # Interview Reference 
Ginny: We've got so much talent. And were sitting here not doing 
anything with it. All the new groups coming out now, that could be us! 
Tona: Yes! 
Ginny: If we get the right producer, that could be us, I mean, the 
majority of our friends sing, the boys rap or whatever, and if we, we 
could be something if we just put our heads to it. 

24/T/10 Tona: Celine and Red (Mary) they like two of my best friends for real. 
I like tell them a lot of stuff. And like I said if I ever reach the top I'll 
take care of you all for the rest of my life and make sure that you never 
want for nothing. 

Self Reliance 

24/T/7 & 
24/T/12 

Mrs. B: What do you want to learn in Mixed Chorus? 
Tona: When I sing it don't sound the way I want it to sound. It like, 
Celine, she's got a real projected voice and I be wanting my voice to 
sound like that but I get "Huh" (produced to sound extremely breathy) 
[They laugh] 
Mrs. B: Are you able to learn what you want to learn in Mixed 
Chorus? 
Tona: Uh huh (yes) 

Goal Directedness 

24/T/21 I'm going to be in A Capella next year and will take it all four years. 

3/T/G You know when we came to this class we're looking for it to be fun. It's 
like, I want to be a singer, and I don't think that the way she's teaching 
us to sing is necessarily the right way. It's like OK she can teach us to 
sing that way, but teach us to sing another way too, where we gonna 
have fun as well as sing. Enjoy yourself more. 

Goal Orientation 

24/171 [ego 
goal! 

When asked why she felt good about her singing Tona replied: " I don't 
know, [we all laugh] Just that I know that I can sing better than some of 
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Table 18, continued 

Individual Student Preliminary Interview Findings: Tona 

Citation # Interview Reference 
these girls makes me feel good." 

3/T/10& 
24/T/16 
[social, task & 
extrinsic 
goals] 

When asked what she liked best about being in choir Tona answered, "I 
guess it's being around other people, [social] Later in the year I asked 
her the same question and she replied, "I don't know, I guess just 
singing [task] and going on field trips." [extrinsic goal] 

24/T/17 
[task & work 
avoidance] 

Mrs. B: What's your favorite activity in choir? 
Tona: Singing and Free time. Cause sometimes when we do be singing 
sometimes somedays I don't feel like singing I just be (she snores) ooh, I 
be so glad when it's over with. 

3/T/15 
[task goal] 

Mrs. B: What is the main reason you do what you are supposed to do in 
choir? 
Tona: So I can learn something to help along the way. 

24/T/19 
[extrinsic 
goal] 

Mrs. B: What is the main reason you do what you are supposed to do in 
choir? 
Tona: Uh, so I can get a good grade. 

3/T/11& 
24/T/13 
[social goal & 

Mrs. B: You are feeling successful in choir. What have you done that 
made you feel successful? 
Tona: Just knowing somebody is listening to you. 

task goal] [Later in the year I asked her the same question and she replied,] 
Tona: I would feel successful if I ever got a solo in mixed choir. 

3/ T/12 & 
24/T/15 
[task] 

Mrs. B: What do you consider hard work in choir? 
Ginny: Trying to learn new music. 
Tona interrupts: Trying to blend together. 
Ginny interrupts: Yeah 
Tona: All together, I think that's the hardest part. 
Ginny: Yeah, because everybody has such different voices. 
Tona: Cause like the sopranos in our class, they are like low! And then 
she wants us to be like low. 
Mrs. B: Do you mean low or do you mean soft? 
Tona: Soft, they be like soft sopranos. Yeah, she wants us to lower our 
voices cause they're soft, if not you wouldn't hear their voices. 

24/T/14 
[task] 

[the following interview, done latter shows a task goal as well] 
Mrs. B: Tona what do you consider hard work in choir? 
Tona: Learning the songs cause in middle school when we learned a 
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Table 18, continued 

Individual Student Preliminary Interview Findings: Tona 

Citation # Interview Reference 
song we got to listen to the song first. 
Celine: Yeah 
Tona: That way you know how the song goes, how the beat go and 
everything When you got to learn it on your own it's harder. 
[later] 
Mrs. B: Do you work hard in choir? 
Tona: Oh, yes. I give it all I have. 

Perceived Options 

24/T/21 Mrs. B: Why did you decide to enroll in Mixed Chorus? 
Tona: I took choir because I want to be a singer and I love to sing. I'm 
going to be in A Capella next year and will take it all four years. 

Context Effects 

24/C/18 
[Task 
attractiveness] 

After reviewing the two movies they view in class on Bach and 
Beethoven, Tona revealed the following: "I don't like classical music. I 
don't like Beethoven, none of them. All you do is sit there, the music 
just makes me sleepy and depressed. I just sit there and listen to the 
music and I go {pantomimes falling asleep) so I be sitting there thinking 
of bad stuff all the time and that's why I can't listen to that kind of 
music." 

24/T/18 
[task 
attractiveness] 

Tona explains her penchant for talking as follows: 
Tona: Every teacher that I've had over all the years tell my mother 
every time she sees a teacher, "Tona is a very good student but she just 
talks so much." 
Mrs. B: You know what you should look into being? A radio talk 
show host. 
Tona: Yeah. And I would argue with someone too. My Mama say, 
"Girl you just need to be a lawyer or something because you just talk so 
much." And like all the teachers are: "Tona do you have to talk so 
much?" And like in my French class my friend used to sit by me and I 
be talking to her when the teacher gets boring and then she put her 
across the room from me but still when the teacher got boring I be like 
[imitates calling out across the room, "Hey girl you know what?"] And 
then she was like, "Tona I was talking" and I be like "OK" and I sit 
there and I do it again. I guess just because the teacher be boring to me, 
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Table 18, continued 

Individual Student Preliminary Interview Findings: Tona 

Citation # Interview Reference 
cause that's the only time I talk. 
Celine: French is boring too. 
Mary: My Dad said I bet we're going to have a problem at school, 
because he'll be talking to me and I'll be dreaming and I'll say huh? what 
did you just say? 
[we laugh] 
Mrs. B: Tona, that's when you talk; when you're bored? 
Tona: That right 
Mrs. B: So if you're not bored-
Tona: I pay attention and like most of my teachers set me in the front of 
the row because I talk so much but that don't help me because I'll be 
sitting there and she'll be talking and I'll be [imitates falling asleep] I 
can not stay up because I just, I don't know it'd just be boring. 

24/T/22 
[task 
attractiveness] 

Mrs. B: Is there anything else that you think it would be important to 
share with me. Anything I didn't ask about that would help me 
understand what choir means to you? 
Tona: I would tell a teacher that when you pick a song don't pick a song 
for the kids to just stand there like this [she stands up and stands like a 
soldier at attention ]. And just sing the song cause then the people just 
go like this [starts slumping] but once you start moving there faces light 
up and they start getting happy and they get the crowd all into the song 
and everything but if you just stand there [does an imitation of bored 
indifference] 

24/T/19 
[Roles/Power: 
teacher 
control: 
student forced 
obedience] 

Mrs. B: How do you feel about answering Mrs. T's questions? 
Tona: I feel OK unless she have an attitude and then I get one back 
cause I don't like when people get attitudes with me. I'm sick of the 
attitudes. 

Interpretation 

Sense of competence. Listening to music and singing play a significant role in 

Tona's life. She loves to sing and feels good about her singing. Tona's personal 
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experience and support from previous music teachers has helped her to develop a healthy 

sense of competence that allows her to participate fully in choir. 

Identity. Celine, Mary and Ginny are Tona's best friends. All three are in this 

class. They are each other's support structure for singing. Love of singing is a key 

ingredient in their friendship and they share similar tastes in music as well as similar 

dreams and aspirations for their music. Tona's identity gives her a strong support system 

for her singing, but not particularly for singing in a choir like this one. 

Self reliance. Tona deems herself capable of accomplishing her goals in choir. 

Her sense of competence leads her to a self sufficient attitude toward choir. 

Goal directedness. Tona's goal directedness is specifically towards having fun 

with her singing. But this does not mean she puts no importance on task goals. When 

she originally auditioned for A Capella and did not make it I asked her after class one day 

if she planned on being in girls concert choir the following year. She answered, "No, 

Girls Concert Choir isn't a good choir, so it won't be any fun." Tona planned on being in 

A Capella and displayed goal directedness when she re-auditioned after failing to make it 

her first try. She passed her second audition and planned to be in A Capella for the rest 

of her high school career. 

Goal orientation. Tona likes to have fun with her singing. 50% of her goal 

statements displayed task orientation, but on careful examination one ascertains that she 

works hard specifically when she perceives that what is going on in class is fun or is 

helping her improve her singing. When the task is not fun she becomes bored and her 
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next strongest goal orientation, social goals and sometimes even work-avoidance goals 

predominate. 

Tona also is very aware of her talent in relation to others, but this awareness in the 

form of ego goals only manifests itself in terms of the competition surrounding being 

chosen for solos in class, which only occurred once. She makes an extrinsic goal 

statement, which serves to point out the weaknesses in her task orientation, when she 

states that the reason she does what she is supposed to do in class is for a good grade and 

what she likes best about choir is singing and the field trips. 

Tona's interview reveals a multiple goal orientation in choir. Tona is a very 

sociable person who likes to have fun with her singing. Her desire to sing and to learn 

how to sing well predominates but when the singing does not seem like fun to her, task 

goals give way to social, extrinsic and work avoidance goals. 

Perceived options. Tona's love of singing, her reference group's love of singing 

and her personal experience in singing made signing up for choir an obvious option. 

Context effects. There were some conflicts between the context as established by 

Mrs. T and the enduring meanings held by Tona. Tona's personal experience, and 

musical identity are in the gospel tradition and that implies singing with a certain tone, 

movement and emotional intensity that did not apply in this school choral situation. 

When the context in any of her classes includes tasks that are not interesting to Tona she 

becomes bored and starts talking. Being able to move is one of the things that increases 

the task attractiveness for her in choir. 
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The effect of the context on the meanings held by Tona were present but minimal. 

This class did little to increase Tona's appreciation of classical art music, hence she was 

often bored. Tona also expressed weariness in dealing with Mrs. T's roles/power 

structure of teacher control/student forced obedience. Tona did not like it when Mrs. T 

enforced her power by disciplining Tona or the class in general. 

In summary, Tona talked almost constantly whenever the music stopped and she 

should have been listening to instructions. Her interview revealed that she loved to sing, 

had a realistic sense of competence and had a strong identity and support structure as a 

singer, however, not specifically as a choral singer. That seems to be an important 

distinction and one that affected her behavior. She had dreams of becoming a pop music 

star and taking care of her friends, which did not relate well to, for example, the Brahms 

Folk Song they were learning in class. 

Maehr's antecedents of meaning are pertinent here. Specifically, ethnicity was an 

important factor because Tona (ethnicity: Black) did not always relate well to the music 

performed in class or the classical singing style in which Mrs. T insisted that they 

perform. She also mentioned the difficulty of balancing her voice in the group because 

the sopranos (at that point all White girls) sang too softly. The majority of the Black 

students sang in the gospel tradition in their church choirs and were used to a belting tone 

production. 

Tona had a multiple goal orientation which emphasized task orientation (50% of 

her goal statements displayed task orientation). However, on careful examination one 

ascertains that she works hard specifically when she perceives that what is going on in 
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class is fun or is helping her improve her singing. When she does not perceive the task as 

fun she becomes bored and her next strongest goal orientation, social goals and 

sometimes even work-avoidance goals predominate and she either talks or sleepily 

doesn't participate. She only scored one low intensity tally which indicates that when she 

decided to participate she did so with the required amount of intensity or higher (6 high 

intensity tallies when she was task orientated) or she choose to not participate at all (work 

avoidance). 

Tona's continuing motivation score, (she wrote an extra credit report and read it to 

the class, attended extra credit concerts and tried to organize a trio for contest) which 

was the highest in the class and desirable, was in direct contrast to her direction score, 

which was also the highest in the class, but undesirable. One way that personal 

investment theory would explain this seeming contradiction is that her sense of self, 

goals, and perceived options gave her the confidence to seek more control over what and 

how she learned (autonomy) in a context which did not allow for autonomy, in this case 

Mrs. T's Roles/power relationship: teacher control and student forced obedience. This 

encouraged Tona to contemplate outside projects that would reflect her interests in a 

more personal manner. Her desire for more autonomy would also explain the boredom 

that stimulated her talking. 

Tona was easily effected by task attractiveness. Since she had a strong secondary 

social goal orientation and any time the context in any of her classes included tasks that 

were not interesting to Tona she became bored and entertained herself by talking. Being 
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able to move to the music would have greatly increased the task attractiveness for her in 

choir. 

Bonita 

Bonita had an unusual profile in that she had high scores in both desirable and 

undesirable behaviors and had three confrontations with the teacher, the highest number 

encountered in the observation period. Most interesting were her scores in intensity 

because she was on the high end of average for both high intensity and low intensity 

scores. When Bonita was in the mood to sing she sang with a great deal of intensity. She 

also volunteered answers for Mrs. T's questions and made frequent comments indicating 

her interest in the subject at hand. When she particularly disliked the music or was not in 

the mood to sing, she participated with low intensity (5 times) or she did not participate at 

all (12 times). 

Bonita's direction behavior included not participating as directed 12 times and 

disturbing the class by talking to the girls who sat by her 20 times. This total direction 

behavior of 32 placed her in the high end of the average category in this class. 

Another noteworthy aspect of Bonita's behavior was her reluctance to back down 

from a confrontation. She engaged in three confrontations with peers, three 

disagreements with the teacher and three confrontations with the teacher during the 

observational period of this study. This put her well above the average in this classroom 

for confrontation. Two of the confrontations occurred during the same lesson on 

Tuesday, February 4th and the other occurred two days later. The confrontations are 
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recorded in the transcripts and field notes of the class sessions and are excerpted in 

Appendix F. 

A behavior unique to Bonita in this context was her solicitation of feedback from 

the teacher. At the beginning of the semester Bonita frequently made irrelevant 

comments in order to secure the teacher's attention and the teacher's response was to 

ignore her. Here is an example: 

March 4th 
Mrs. T: OK basses, guys you have the easiest part of the whole song. 
Bonita: Can I be a bass? (Mrs. T ignores Bonita, Bonita purses her lips and 
stares at Mrs. T. My interpretation of her facial expression and demeanor is she's 
frustrated to not have gotten the teacher's attention.) 

These type of remarks gradually evolved into relevant comments (March 13th) and 

finally, direct appeals (March 18th). 

March 13th 
Mrs. T: You took a breath 
Bonita: Didn't anybody notice though 
Mrs. T: I did 
Bonita: That's because it annoys you. 
Mrs. T: Cause you went (demonstrates) and everybody's going to notice that. 
Ready, and. 
TRIAL 

March 18th 
Bonita: Mrs. T do we sound good? 
Mrs. T: Do you sound good? 
Bonita: Yeah 
Mrs. T: Yeah. We need to hear more altos and more men 
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1/3 ABSENT 0 

1/4 1 4 4 

1/9 1 1 4 5 1 

1/29 1 3 3 1 

2/3 ABSENT 0 

2/4 2 1 1 1 2 

2/5 3 1 4 1 

2/6 1 1 2 1 3 

2/18 ABSENT 0 

2/19 0 1 

2/20 1 2 3 

2/24 1 1 1 1 

3/3 0 

3/4 3 3 1 

3/5 0 

3/6 1 0 3 

3/11 0 

3/13 0 

3/14 1 1 1 

3/17 2 2 2 

3/18 1 1 1 

3/18c 0 

3/19 0 2 3 

4/1 0 1 

4/3 0 1 

4/8 0 

4/17 0 

4/24 0 1 

5/12 0 1 

5/14 1 1 

Totals 3 3 3 12 21 33 14 5 3 0 1 
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Mrs. T had the following to say about Bonita: 

Talent wise, she's average. Motivation it just depends. Sometimes I don't think 
she's motivated because she can be a behavior problem with things like not 
getting her music out. And then she'll turn around and really sing out, expend 
energy with choreography, ask questions and be charming. She seemed to make a 
big effort the last couple of months to change for the better. 

In summary, Bonita's motivation behavior was an interesting mixture of being 

unwilling to work at things she was not interested in, participating in confrontations, and 

disrupting class with comments to elicit the teacher's attention, and the opposing 

qualities of frequently singing with a great deal of intensity and volunteering answers to 

the teacher's questions. I also observed a change of behavior when her classroom 

comments went from being frivolous commentary, whose sole purpose was to garner the 

teacher's attention, to legitimate requests for more feedback on the group's performance. 

The findings of my interview with Bonita are summarized in the following table. 

Table 20 

Individual Student Preliminary Interview Findings: Bonita 

Citation # Interview Reference 

Sense of Competence 

15/B/l, 
15/B/2& 
15/B/3 15/B/3 

Bonita does not sing around her house. But she loves to sing with her 
friends who sing "any kind of song, anything" everywhere they go. She 
did not sing in choir in middle school but has sang with her church choir 
for 5 years. 

15/B/4 Mrs. B: Do you feel good about your singing? Bonita? 
Bonita: Sometimes. 
When you do feel good about it, when is that? 
Bonita: When it sounds good. When it sounds right. Some people they 
be hitting the wrong notes.. .Most of the time I'm happy about it. 
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Table 20, continued 

Individual Student Preliminary Interview Findings: Bonita 

Citation # Interview Reference 
15/B/5 Mrs. B: If you were asked to rank all the kids in mixed choir and 1 is 

the worst student and 50 is the best student where would you put 
yourself? 
Bonita: On both ends. 
Mrs. B: On both ends? 
Bonita: Yeah, I can be either one. 
Mrs. B: That's interesting. Can you tell me why? 
Bonita: Attitude. 
Mrs. B: OK. 
(Regina snickers) 
Bonita: Depending on what my attitude is. 
Mrs. B: Depends. What is it that shifts your attitude? What is it that 
makes you have an attitude one way or the other? 
Bonita: My friends and my mother. 
Mrs. B: So if you're getting along with your friends in the morning [we 
are briefly interrupted by the band director] 
depends on your friends and your mother, like if your friends are 
hassling you then you're not in the mood 
Bonita interrupts: No they don't ever give me hassle. It's my mother. 
That's what makes me have a bad attitude. See, cause today I don't 
have no bad attitude cause she was sleeping when I left, (she seems 
embarrassed for having confided) 
Mrs. B: I can appreciate that, I really can (we all laugh to ease the 
tension).. .uh, well that makes sense. So when you're in a good mood 
from the morning on, then it's easier to have a good attitude and feel 
like singing. 
Bonita: It's a lot better 
Mrs. B: So Bonita you ranked on attitude and effort. Is that right? 
Bonita: And mood. 

15/B/7 Mrs. B: I'd like you to think about the other classes you take, Math, 
English, the whole thing. And compared to those other classes, how 
good are you in choir? Where does choir rank there? 
Bonita: Well, I hate all my classes so, all of them rank the same. 
Mrs. B: OK, so you're saying that all of your classes are equal. You 
wouldn't say you're better at one than the others. 
Bonita: No. huh, uh. 
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25/B/7 Mrs. B: Sometimes when you sing you look like you're enjoying 

singing. 
Bonita: No, cause I mess up or something. 

Identity 

15/B/9 Mrs. B: Of all the people you know, who would you most like to 
impress? 
Bonita: Nobody. If they can't except me the way that I am. They 
better get out of my face then. 

15/B/ll When I asked Bonita to tell me about her friends she informed me that 
her friends are girls she goes to school with. They enjoy going to 
shopping malls and video arcades and the following: 
Mrs. B: What kind of things do your friends like to do? 
Bonita: Talk about people. 
Mrs. B: OK 
Bonita: We call it jawin. 
[We laugh.] 
Mrs. B: OK. Uh, do your friends belong to any organizations, do they 
participate in any of the activities here? 
Bonita: Nope. 
Any activities at church or anything? 
Bonita: Nope 
Mrs. B: What kind of things do your friends think it's cool to be good 
at? 
Bonita: Nothin. We just want to get out of school. I'm still waiting for 
2:30 to arrive. 
Mrs. B: And they all feel about the same way? 
Bonita: Uh huh. 

Self Reliance 

15/B/13 When asked what she wanted to learn in choir, Bonita informed me that 
there wasn't anything she wanted to learn in choir, she just wanted out. 

Goal Directedness 
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15/B/17 & 30 
B/l 

When I asked Bonita if she had any plans regarding choir she told me 
that she was not going to be in choir at school anymore but would 
continue to perform in her church choir. 
When I asked Bonita if her plans had changed two months latter her 
reply was, " Huh uh, I'm not. Too much stress." 

Goal Orientation 

15/B/13 
[work 
avoidance] 

When asked What she wanted to learn in choir, Bonita responded, 
"Nothing. I just want to pass and get out of the class." 

25/B/2 
[work 
avoidance] 

Mrs. B: You know Bonita, sometimes I get the impression from 
you...do you like to learn by hearing the music instead of reading it? 
Bonita: I don't like to learn period. I hate school. I don't want to be 
here...I can pass classes but it ain't like I care about if I failed them. 

25/B/4 
[work 

Mrs. B: So you really don't want to be in there. 
Bonita: No, not for real. I really want to get out of there but it's too late 

avoidance] now. I already got a half a credit. 
Mrs. B: Half credits don't count? 
Bonita: No. I could sign up for a different class but what's the use I'd 
just have to start all over in a different class. I already know the stuff in 
here. 
Mrs. B: But do you like to sing though? 
Bonita: Yeah, but not this kind of music. 

15/B/12 
[extrinsic] 

Mrs. B: In your mind, what was different? Was the choir you wanted 
this choir to be more like your church choir? 
Bonita : No, it was like going places, going on field trips. You know 
how it, the choirs at middle school used to be. They used to go places 
and sing. We just sing here at school. I don't... Why are we singing 
then? Anybody can sing at school. We ain't never been nowhere! 
Mrs. B: So one of the things that you thought was that this would be 
more performing, not to just sing in class, but to get out and performing 
for people. 
Bonita: Yeah. We only have 3 concerts. We do all this singing for no 
reason for three concerts? (She gets loud and is very incredulous) 180 
days out of the year! For three concerts! 

30/B/5 
[task] 

Do you work hard in choir? 
Bonita: I think I work as hard as I can to try to satisfy Mrs. T. But it's 
like, when you work hard it only brings you down because the people 
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around you, it's like when you work hard the people around you is 
suppose to work hard too. They don't you know put it to their intent to 
give you what you need. When I sing I feel like I have to work hard 
because when I sing I have to sing for a whole lot of people cause 
people they'll be [sings in a soft, breathy, tone quality] you know you 
have to sing loud. I mean that's what choir is, a performing group. You 
know showing off your talent and it's like, I work so hard cause I cant 
sing for everybody. I only can sing for myself. 

30/B/4 
[task goal] 

Bonita: It's so stressful when the person, that's why I'm getting out of 
choir to because it's like, people at the concert we have it together. But 
they've got to find an easier way to you know make theirselves feel 
comfortable cause I don't feel comfortable when I know the song and 
you don't know the song. It's like we're singing two different things 
and it throws everybody off cause the next person is going to mess up 
too. So. 
Mrs. B: I get the impression that you really hear that alto part. 
Bonita: Yes 
Mrs. B: and when some of the people around you don't sing the alto 
part that-
Bonita: That really drives me crazy. And then you've got to tone it 
down cause you're singing the totally different note or whatever and 
they'll be like no, no, and I'll be yes, yes you are cause I've been reading 
music for a long time and there is probably nothing they could tell me 
about music for real. 

30/ B/ 5 
[task] Mrs. B: What do you like best about being in choir? 

Bonita: I love singing. It is my life. It has always been my life. 

30/B/6 
[extrinsic] 

How about you Bonita what's your favorite activity? 
Bonita: Warming up. 
Mrs. B: Can you tell me why you like that the best? 
Bonita: It relaxes you. 

30/B/7 
[extrinsic & 
work 
avoidance] 

Mrs. B: What is the main reason you do what you are supposed to do 
in choir? 
Bonita: I'd say if your tired and you feel like you don't want to do 
anything but why not, maybe it will probably you know bring you up 
and relax you like I said, [extrinsic] Like singing it relaxes you because 
it doesn't take a lot of work all you need is a voice, [work avoidance] 
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You know just do it and you'll make it. Even though I don't always 
want to sing either but I sing because I know it would only create a 
problem if I didn't so why not sing. 

30/B/8 
[social] Mrs. B: Do you ever help any of the other students in there? 

Bonita: Every so often...I like helping people, I don't like saying no. 
It's like if you know a person really needs help you know you'll be like 
OK. But I wont let anyone use my knowledge beyond a certain extent 
cause finally I will say no and get mean. 

Perceived Options 

30/B/9 Mrs. B: How about you Bonita, I think I know the answer. 
Bonita: I was recommended there's always somebody else's idea...You 
know, it's nice being recommended. You know for things like choir 
until I found out that you don't really do much. 

25/B/? Mrs. B: Did you sign up for choir yourself? 
Bonita: Somebody recommended me. I don't know who recommended 
me. 
Mrs. B: But you really didn't want to be in choir? 
Bonita: No. 
Mrs. B: Were you in choir last year? 
Bonita: I was just in general music. 
Mrs. B: So you're put in choir here, you don't sign up for it, so you don't 
know 
Bonita Interrupts: You got to be recommended. 
Mrs. B: So you were surprised when you found out you were put in 
choir? 
(She shakes her head yes) 
Mrs. B: So you don't really want to be in there. 
Bonita: No, not for real. I really want to get out of there but it's too late 
now. I already got a half a credit. 

Context Effects 

15/B/6 
[task 

Bonita: Cause sometimes Mrs. T, the songs be so boring, you just don't 
be in the mood to sing them. Then, when I don't be in the mood and I'm 
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attractiveness] feeling like Bluh (bluh was spoken on an exaggerated sigh), I don't 

really want to sing I start getting allergies. 
Mrs. B: You start getting allergies? 
Bonita: Yeah. Well like when I'm not like in a happy state, I get 
allergies. Like say I don't feel like doing something. 
Mrs. B: If you don't feel like doing something and you're forced to do it 
because of circumstances? 
Bonita: Uh, hum. I get allergies, start sneezing. I guess it's like the 
tension that the mood gives me, I don't know. 
Mrs. B: Stress can do that. 
Bonita: Cause Mrs. I'll be talking and I'll be (bends over puts her head 
in her hands on her lap and yawns) Then my eyes start running and start 
sneezing. 

25/B/? 
[task variety] 

Mrs. B: My, well, but do you like to sing though? 
Bonita: Yeah, but not this kind of music. 
Mrs. B: Are there any songs in there that you like? 
Bonita: I only liked Holly Jolly Christmas. 
Mrs. B: Do you sing at church? 
Bonita: Yeah, We really need new songs at this school. We're singing 
the same songs we sang since 2nd grade. 

15/B/15 
[Task 
Attraction] 

Bonita and Regina were missing a video about Beethoven to be 
interviewed. The teacher suggested that I interview them at this time 
but I wanted to make sure the two girls didn't mind. The conversation 
went as follows: 
Mrs. B: Do you guys mind missing a movie about Beethoven? 
[They both groan] 
Bonita: You see, stuff like that. We don't want to watch a movie about 
Beethoven. It's [big sigh] she could get something fun. Something fun 
to watch. She could get a musical but it ain't have to be Beethoven. 
Don't anybody care about Beethoven anyhow. Ain't nobody in there 
cares. That be making me mad. 
Regina: At middle school we watched musicals. 
Mrs. B: What did you say Regina? 
Regina: My old choir teacher he used to have us watching musical 
movies. 
Mrs. B: Did you like those? 
Regina: Yeah. 
Bonita: It's different to watch like the opera but just to see like 
Beethoven. She's making us watch this man. And how his life gonna 
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change and all this but it's, but it was different when you all was 
watching movies, you all got to see the people perform their operas and 
all that stuff. We just see how he came about and how he made his 
music. We didn't see nobody playing no instruments, nobody singing, 
nobody doing nothing. That stuff be making me mad. Anybody can do 
a movie. 
Mrs. B: So I'm beginning to detect an interest in performing here. You 
like to watch people perform and you kinda like performing 
yourself,and that's kinda frustrating when you're in a class where you 
thought you were going to be getting out in front of people and 
performing and your not. 
Bonita: I know! 

15/B/7 
[Roles/Power: 
teacher 
control; 
student forced 
obedience] 

(follow up question concerning a confrontation between Bonita and 
Mrs. T over Bonita's disinclination to use her music.) 
Mrs. B: You know how you and Mrs. T kinda had a little confrontation 
yesterday-
Bonita interrupts: That's everyday. 
Mrs. B: Uh, so how do you think you are going to respond to that now? 
Are you going to get your music out? Do you think it's just easier to do 
as she asks? Or, how are you going to respond to that? 
Bonita: I don't know. I'll do what ever I feel like. 
Mrs. B: Sometimes you're in there, and I notice you inject some fun. 
Sometimes, because you are in there it's more fun for others. Do you 
feel that way? Do you enjoy making other people laugh? 
Bonita: Yeah There be some funny stuff happen, and other people too. 
But Mrs. T doesn't want us to talk so... 
Mrs. B: My curiosity is really peaked, Bonita. I've noticed in mixed 
chorus that you don't seem to like holding the music. You don't get it 
out much and it is more than just yesterday. Could you just tell me how 
you feel about that? 
Bonita: You don't have to hold your music when you know the song. 
Mrs. B: OK, tell me about that. 
Bonita: It's just that she hassles you about everything. And I don't need 
my music when I already know the notes and stuff. 
Mrs. B: OK, when you were sight reading you hadn't gotten out that 
book. 
Bonita: Uh-uhn (negative response) Somebody, I don't know where my 
book is. Somebody took my book. 
Mrs. B: Oh, OK, Why haven't you told Mrs. T that you don't have a 
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book? 
Bonita: Well, she was like, well I'm going to have to find it, that's what 
she told me. 
Mrs. B: Oh, So you have told her. 
Bonita interrupts: Yeah 
Mrs. B: And she hasn't replaced it. 
Bonita: Yeah 
Mrs. B: I see. So you keep your folder in the cabinet and somebody got 
into the cabinet and took it. 
Bonita: Yeah, one day I left my folder back there when she um checked 
to see if our folders were in good shape and stuff. And when I picked it 
up next it was missing that music. 
Mrs. B: That's frustrating. How about when you were working 
onKumbaya at the beginning, before she asked you to get your music 
out? 
Bonita: Yeah, I said I was getting it together. 
Mrs. B: Yes. That was when you had the music out all ready and you 
weren't holding it correctly but before that you had it in your bag under 
your chair. 
Bonita: Yeah. 
Mrs. B: Did you feel like you knew that part? You know sometimes I 
get the impression from you, do you like to learn by hearing instead of 
seeing? 
Bonita: I don't like to learn period. I hate school. I don't want to be 
here. 
Mrs. B: Oh 
Bonita: I don't want to be here. 

30/B/l 
[work 
avoidance] 

[classified as work avoidance because she doesn't like the task, which 
stresses her] 
On the last day of class I asked Bonita if her plans for choir had 
changed. She told me they had not she would not be taking choir any 
more because it was "too much stress" 
Mrs. B: What causes you stress? 
Bonita: It's just like everything about choir. You have to be places at 
certain times you have to you know, stay after school until like 11 
o'clock and I'm having finals and tests and essays and stuff and it's just 
like and I can't be spending all this time like I did this year. Cause I be 
having to stay up until 2 o'clock to finish an essay or something like 
that. And that's too much stress and so I'm not going to do it no more. 
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Mrs. B: When you were singing on a daily basis preparing for a concert 
you found that stressful? 
Bonita: Yeah, But you know you know you always have to worry about 
knowing your notes and having your music and knowing when to come 
in and you know, the dance steps and all that. 

30/B/2 [ frustration from her task goal not being met] 
Bonita: I know that when I sing I don't feel successful because it's like 
we're not really contributing to nothing it's just like we're not singing 
for no one. It's like well we're in this choir and we sing OK and we sing 
uh to raise money like when we went to the auditorium for that concert 
for the boosters, but people, it costs money to get in so it's like I don't 
feel like we're singing for anybody. Cause I mean when you sing you 
have to have some kind of feeling that's why I'm getting out of choir 
because these songs they have meaning but it really doesn't 
showbecause we aren't really singing for anybody but ourselves. 

20/B/10 
[student 
reaction to 
group reward 
structure] 

Bonita: The attitude I mean like Ease up on putting pressure on you 
know like constantly, constantly reminding them to you know to do 
this and do that. Like ease up because it's like, Mrs. T, I feel she 
really pressures us because she's like you have to do this to your music, 
you have to read your music, you have to know your notes. I mean it 
tenses you up because when you do the concert you're like oh I hope I 
don't mess up, I hope I don't mess up cause Mrs. T is really depending 
on me and that's a lot of pressure because I'm not only in this class I 
have 6 other teachers that I have to do work for so she's not the only one 
so it's like so she should be like other teachers, "it's your grade do what 
you think is right" and that's how she should be that is all the stress we 
need. And you know if you feel like some person is not doing what 
they're suppose to do you I think they should pull them to the side and 
say, I don't mean to come down on you but you have to learn your notes 
and you have to do this in order to pass because if you don't do this you 
wont pass. But I'm not telling you to do this it is your grade. And that's 
how my other teachers come to me. And I really appreciate it cause it's 
like this class and gym it's like oh, pressure, pressure, pressure. 
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Interpretation 

Sense of competence. Before her tenure in mixed chorus, Bonita's academic 

musical experience consisted only of middle school general music class. She had not 

sung in school choir, but had sung with her church choir for five years. Bonita has to 

believe she is singing well before she can enjoy the experience (as can be seen above in 

comment 25/B/7 and 15/B/4). 

Bonita's answer to the question of how she ranked herself in choir was the most 

interesting one I received. Her response indicated that when she was in a good mood she 

rated herself near or at the top and vice versa. Bonita does not have much personal 

experience in school choral ensembles. She has to be in the mood to sing, and believe 

she is singing well before she feels competent enough to enjoy singing in choir. 

Identity. From what she says here, Bonita would have us believe she does not 

need approval from other people (15/B/9). Her family is not a significant musical 

influence. Her friends share her disillusionment with school and lack of achievement 

goals, but like to sing. Bonita's identity does not give her a strong support system for 

developing and achieving musical goals. 

Self reliance. Since Bonita was adamant that there was nothing she wanted to 

learn in class, I was not able to ask her if she was able to learn what she wanted to learn 

in class. Since there was nothing she wanted to learn, self reliance was difficult to 

discuss using constructs of personal investment theory. 

Goal directedness. Bonita did not plan on particpating in choir after the semester 

ended. She was not goal directed in choir. 
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Goal orientation. Bonita displays strong task as well as work avoidance and 

extrinsic goal orientations. Her extrinsic goals originate from her expectation that choir 

would be more like her church choir, which was constantly going places and performing. 

Her work avoidance goal orientation was not an expression of wanting to get out of work 

so much as the result of choir not meeting her task goals (when she tried to sing her part 

correctly and those around her were not she got frustrated, stressed and stopped working), 

the thwarting of her extrinsic goal expectations, and not liking the music Therefore she 

decided she wanted nothing more to do with choir. 

Perceived options. Bonita likes to sing, her friends like to sing, she enjoys 

singing in her church choir and her middle school music teacher recommended her for 

choir in high school because he thought she sang well enough and would enjoy it. 

Because she had never been in a school choir she did not know what to expect. Bonita 

did not have the personal experience nor did she have the kind of detailed information 

she needed to accurately determine if choir was a desirable option. 

Context effects. There was very little compatibility between the context and the 

enduring meanings Bonita held for choir. She was interested in performing a lot of 

concerts and watching others perform; a goal orientation that was not addressed 

sufficiently in this context. 

The main effect of the context on Bonita was to induce tension, in that she found 

the music performed in mixed chorus so boring as to be stressful for her. Other sources 

of contextual stress were the teacher's roles/power structure and the low level feedback 

the teacher gave. Bonita needed more feedback because of her low sense of competence. 
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The students who did not care to learn the alto part correctly really bothered her. 

When Mrs. T would fail to give feedback when Bonita wanted it, she would ask Mrs. T 

something like, "How did we do that time?" Also, Mrs. T's group reward structure was 

not beneficial to Bonita. She needs an individual gains reward structure in order to feel 

secure, otherwise she takes on too much responsibility for the results of others who are 

not trying as hard. 

This context did not support Bonita's musical goals and hence it's not surprising 

that Bonita was involved in conflicts with the teacher, such as the confrontation about 

holding the music. 

In summary, Bonita's motivation behavior was an interesting mixture of being 

unwilling to work at things she was not interested in, participating in confrontations, 

disrupting class with comments to illicit the teacher's attention, and the opposing qualities 

of frequently singing with a great deal of intensity and volunteering answers to the 

teacher's questions. As Bonita put it, depending on her attitude she can either be a great 

student or the worst in the class. 

When she was in a good mood the desirable behaviors Bonita displayed were the 

result of the fact: that she did like to sing. Singing has a high degree of task attractiveness 

for her. The avoidance behaviors she evinces are not surprising from a personal 

investment theory point of view. Her sense of self was not conducive to positive 

behavior in this context. To be more specific her sense of competence was problematic; 

she gets upset with herself when she doesn't sing perfectly and mistakes occurring around 

her is also a source of stress. Her identity did not contain a strong component for choral 
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performance and she had no musical support structure. She is also not goal directed in 

choir. 

Bonita's interview reveals a strong work avoidance orientation. Her work 

avoidance goal orientation was not an expression of joining choir because she wanted to 

get out of work so much as the result of choir not meeting her extrinsic goal expectations 

of wanting to go places and perform, her peers not performing as well as she would like, 

and not liking the music being performed in class. 

Antecedents to meaning come into play here in that getting transported to school 

in the morning is an arduous procedure and combined with family stresses to often leave 

her in a mood that was not conducive to productive singing. Also as far as Bonita was 

concerned, there was very little inherent attractiveness in the task design in this 

teaching/learning situation. 

Bonita did not have the personal experience nor did she have the kind of detailed 

information she needed to accurately determine if being in a school choir was a desirable 

option. 

The roles/power structure of teacher control/student forced obedience was a major 

source of stress for an independent-minded student like Bonita. She also was stressed by 

the group reward structure and minimal feedback patterns employed by this teacher. 

When Bonita became stressed she became inwardly directed and engaged in minimal 

participation. I believe that Bonita would have felt more secure if she would have 

received more personal feedback from time to time. 
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Since there was not very much compatibility between the context and the 

enduring meanings held by Bonita it is not surprising to witness confrontations and 

contrasts in personal investment behavior. 

Celeste 

Celeste was profiled because of the contrasts observed in her motivation behavior. 

Like Bonita, she scored on the high end of average in high intensity behaviors, but unlike 

Bonita I only once observed her participating with a low level of intensity. Celeste could 

be a very enthusiastic student, as is illustrated in the following excerpt from February 6th: 

Teacher : Shh. OK page 32, look at number 1, key of C major. How many sharps 
and how many flats do we have? 
Celeste: No sharps, No flats 
Teacher: No sharps, no flats, right. 
Celeste: All right I got that one [spoken to Stacy loudly and with great 

enthusiasm] 

Celeste either participated whole-heartedly with a great deal of intensity, almost 

always moving to the music with a smile on her face or she did not participate at all (she 

had a non-participation score of 26 which was well above average and the fourth highest 

in this class). 

Celeste had the capacity to be disagreeable to those around her. She had five 

confrontations with her peers, the highest score in this category. Her direction scores for 

disturbing the class were also high, with only four students scoring higher. She also had 

three confrontations with the teacher and two teacher/student disagreements. 

One of the three confrontations occurred on a day when I was not present. Both 

Mrs. T's and Celeste's account of that incident can be found in Appendix F. The 
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1/3 1 1 2 4 6 

1/4 1 3 3 

1/9 1 1 2 

1/29 1 1 1 

2/3 0 

2/4 0 

2/5 1 1 1 

2/6 2 2 1 

2/18 1 1 

2/19 2 1 3 

2/20 0 

2/24 1 2 1 3 

3/3 ABSENT 0 

3/4 1 1 5 2 7 1 

3/5 1 1 

3/6 1 5 5 10 1 

3/11 REMOVED FROM CLASS FROM 3/10 TO 3/16 

3/13 0 

3/14 0 

3/17 1 2 2 4 1 

3/18 1 1 1 

3/18c 1 0 

3/19 1 0 1 

4/1 1 1 

4/3 0 2 

4/8 0 1 

4/17 0 1 

4/24 1 1 4 

5/12 1 1 

5/14 1 1 2 1 

Totals 3 2 5 26 24 50 15 1 0 0 1 
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following is an excerpt from my field notes of another confrontation that took place on 

February 24th: 

[The class started when Mrs. T finished showing the last ten minutes of a movie 
on Bach's life that they started yesterday. The movie was followed with the 
normal singing routine. Midway through the singing portion of the class Mrs. T 
noticed that three students had not moved back to their singing positions and the 
following ensued] 
Mrs. T: Bobbi please move back, Tona you need to get down where you belong. 
Tona is that where you belong? Casey you are not over where you are suppose to 
be. Ah, you are where you are suppose to be. [Celeste was sitting in the back row 
by Casey] Celeste want to get in the front row or do I have to tell you to? You 
guys look at how much time you are wasting! Just look at it. 
Celeste: (Very loudly, she is actually shouting) I don't give a damn, I don't get 
why, I'm back there singing! 
[Mrs. T responds by glaring at her] 
Celeste: I don't want to be in the front row. I don't want to be in the front row! 
Don't worry about it here I come. 
Mrs. T: Celeste, change your attitude. You're close to having to leave. 
Celeste: I don't care anyway. I don't care what happens! (she is red faced with 
anger though) 
[Mrs. T went right on with her teaching. Celeste continued to look mad for a 
while, but she continued to sing. The interesting thing about this episode is that 
Casey (who rarely participates) not only was singing when Celeste was by her, 
she was singing enthusiastically. If I were teaching I would have been tempted to 
let Celeste stay for the period, just to see if it improved things with Casey. But 
Mrs. T uses a roles/power: teacher control/student obedience structure, and she 
does keep her class in good order with her top-down approach. 

Also, from Celeste's point of view the situation appeared to be, "Look, I'm 
back here singing doing what I'm suppose to, I like it back here, why cant I stay 
back here?" I don't think she was trying to be bad. She just didn't want to be in 
the front row. It's an interesting exercise to look at things from the students point 
of view, especially when they feel this strong about it. However, from the Mrs. 
Ts point of view, most Mrs. Ts would fear loss of control and the predicted chaos 
resulting from students sitting where they pleased, because if she allowed one 
student to sit where she wanted to sit, wouldn't she have to let them all, and then 
what kind of control would she have?] 

Mrs. T had the following to say about Celeste. 

Mrs. T: I think she really wants to sing and her behavior has really changed a lot. 
I think she's been to the principal twice and she's back in class on a behavior 
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contract, So she evidently wanted to be there or she wouldn't have gone through 
the contract negotiation. 
Mrs. B: So do you think the reason for the change is you cracking down? 
Mrs. T: Yeah, I think so. 
Mrs. B: Talent she displays? 
Mrs. T: medium 
Mrs. B: So Celeste has a average level of talent, displayed motivation to sing, but 
also had behavior problems that got better after disciplinary action was taken. 
Mrs. T: Yes 

In summary, Celeste's motivation behavior was an mixture of refusing to work at 

things she was not interested in (mostly sight singing) and participating whole-heartedly 

in those that did interest her. Celeste was involved in confrontations with the teacher and 

peers, and was sent to the office twice. The second time she was put on a behavioral 

contract specifically because of the confrontations. 

The findings of my interview with Celeste are summarized in the following table. 

Table 22 

Individual Student Preliminary Interview Findings: Celeste 

Citation # Interview Reference 

Sense of competence 

1/C/l Celeste likes to sing, "everywhere all the time. My Mom likes to hear 
me sing too!" 

l/C/2 Celeste likes "all kinds of music except what we sing in there. Church 
Stuff." 

l/C/3 She characterizes herself as feeling good about her singing, however she 
added this,".. .oh but last Friday, [when the students informally sang for 
each other while a substitute was there] [nervous laugh] oh I messed up! 
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Table 22, continued 

Individual Student Preliminary Interview Findings: Celeste 

Citation # Interview Reference 
la/C/3 Celeste ranked herself 5th best in choir. When I asked her what criteria 

she used to rank she responded: 
Celeste: My singing ability and my ability to understand what I'm 
singing. 
Mrs. B: And when you say "understand what I'm singing" do you mean 
the way you put it across? 
Celeste: Like when I listen to the radio I'll sing it not the way they sing 
it but to get what their singing not just how they're singing it. 

la/C/1 Celeste: And people be trying to tell me I can't sing. I mean, I know I 
ain't Whitney Houston but I can sing if I want to sing (said loudly with 
determination). If I don't have faith in my singing and nobody going to 
have it for me. So I think I can sing and I don't care what nobody say. I 
know when I crack, I know when I crack to shut up, but I ain't gonna 
stop singing for nobody I'm gonna do what I gotta do regardless. 

Identity 

l/C/2 Mrs. B: Do you sing in your church choir? 
Celeste: We don't have a church choir. My church is the kind of church 
where you don't have a specific group, we all sing 

l/C/9 When I asked Celeste and Claire, "Who would you most like to 
impress? It could be one person, or more than one person," Claire 
responded, "My man," referring to the boyfriend she was living with. 
Claire: Yeah, that's the only person I care about. Don't you care about 
your Mama? Don't you live with your Mama? 
Celeste: Yeah, but I don't care about my Mama she don't do nothing for 
me. 
Claire: So who are you interested in impressing? 
Celeste: Nobody. It's all about me, there's no call to think about what 
anybody thinks about me cause they ain't going to do nothing for me 
it's only me that's going to do for me. Ain't nobody going to give me a 
free for all I'm going to have to work for what I want. 

la/C/2 Mrs. B: Is your Mother an important part of your life? 
Celeste: Yeah, she had me. That's not where it came from it came from 
me. Cause my mom she always be saying oh don't be trying to sing. 
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Table 22, continued 

Individual Student Preliminary Interview Findings: Celeste 

Citation # Interview Reference 
la/C/4 Mrs. B: How about you Celeste. Tell me about your friends, their ages, 

gender, what they like to do. 
Celeste: My friends are all boys, except for my cousins. 
Mrs. B: What kind of things do you like to do with your friends? 
Celeste: We play football, lift weights, sing, talk on the phone, listen 
to the radio. 
Mrs. B: What kind of things do your friends think it's cool to be good 
at? 
Celeste: I really don't know. 
Mrs. B; You really don't know? 
Celeste: I don't know cause they're not dog meat but they're always 
saying "You're always reading," cause I like to read. Every time we see 
you you've got your head in a book, and they're always right. 

Mrs. B: How about you Celeste. Tell me about your friends, their ages, 
gender, what they like to do. 
Celeste: My friends are all boys, except for my cousins. 
Mrs. B: What kind of things do you like to do with your friends? 
Celeste: We play football, lift weights, sing, talk on the phone, listen 
to the radio. 
Mrs. B: What kind of things do your friends think it's cool to be good 
at? 
Celeste: I really don't know. 
Mrs. B; You really don't know? 
Celeste: I don't know cause they're not dog meat but they're always 
saying "You're always reading," cause I like to read. Every time we see 
you you've got your head in a book, and they're always right. 
Mrs. B: So you like to read but they 
Celeste interrupts: They don't want to, they don't like to read. 
Mrs. B: Do they think it's cool to be good at sports? 
Celeste: No, nothing I don't think they play sports either, now me, I 
was brought up around boys that leads me to do things that boys do. 
Mrs. B: But the guys you hang with do they think it's cool to be good at 
that? 
Celeste: Nah, what they think is cool is to have all these girls over here 
and these girls over there and bagging these kind of shoes and that kind 
of coat. 
Mrs. B: I see. You don't sound like you have a whole lot in common 
with your friends. 
Celeste: I like people that's different from me. 

Self-Reliance 

la/C/5 Mrs. B: Well, OK, what is that you'd like to learn in choir? 
Celeste: I guess how to hit different notes better. 
Mrs. B: Are you able to learn that, what you want to learn in there? 
Celeste; Yeah, I guess some stuff. I wonder why do we need it. 
Mrs. B: Wonder why we need what? 
Celeste: Stuff like that major 6th and minor 2 and all that stuff. I be 
wondering why we need to learn that. 
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Table 22, continued 

Individual Student Preliminary Interview Findings: Celeste 

Citation # Interview Reference 
la/C/2 Mrs. B: Is your Mother an important part of your life? 

Celeste: Yeah, she had me. That's not where it came from it came from 
me. Cause my mom she always be saying oh don't be trying to sing I 
just got tired of people telling me that I couldn't so that just make me 
say I can. If you say you can't walk, I say yes I can. 

Goal Directedness 

l/C/5a Mrs. B: What are your plans for choir? 
Celeste: I'm going to be in Girls Concert Choir. Yeah, they have better 
robes! 
Mrs. B: Do you plan on being in choir all four years? 
Celeste: Yeah, maybe I'll audition for A Capella, but I plan on singing. 

Goal Orientation 

l/C/4 
[extrinsic] 

Mrs. B: Do you have any goals for yourself in choir? 
Celeste: I'm going to be the next Monica. I'm going to be a star. I keep 
telling my Mama, she say I sing too much. I'm going to show her when 
I get my cash flowing. 
(Turns to Claire) you'll all be proud, you'll say I knew her in high school 
when. 
Claire: I ain't going to claim you. 
Celeste: You'll claim me. 

l/C/5 
[extrinsic] 

Mrs. B: Imagine feeling successful in choir. What's happening or what 
have you done that made you feel successful? 
Celeste: I'll feel successful when I pass cause I'm not passing either. 

l/C/7 
[social & 
extrinsic] 

Mrs. B: What do you like best about being in choir? 
Celeste enthusiastically jumps in: You learn how to deal with different 
kinds of people, you get to sing and have concerts. It just feels good 
when you get to sing at a concert 
Claire interrupts: Yeah! I think I like that best too. I like when people 
applaud me. 
Celeste: Yeah, you're standing there and (she starts applauding). 
Claire: Even when you sound bad they still applaud. 
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Table 22, continued 

Individual Student Preliminary Interview Findings: Celeste 

Citation # Interview Reference 
Celeste: Yeah even when we mess up they be like (she applauds again) 
they have to cause if they didn't, that's rude! 

la/C/8 
[task] 

Mrs. B: What is your favorite activity in choir? 
Celeste: The same answer for both of them is singing and going to 
concerts but I be nervous. 

l/C/7a 
[task] 

Mrs. B: What do you consider hard work in choir? 
Celeste: Sight Reading. I be like, that's hard for me. 
Mrs. B: Do you work hard in choir? 
Celeste: Yeah I do. I sing when I'm suppose to. 

la/C/7 In her second interview I again asked Celeste what she considered hard 
work and if she worked hard. Her response was identical in that she 
considered sight reading hard work but she elaborated more the second 
interview and stated that although she believes she works hard enough 
she doesn't work hard at the sight reading: 
Celeste: On the sight reading stuff I be like, forget it. Cause that's just 
not a way that I want to learn. But then I think I work hard enough for 
me. 

la/C/9 
[task] 

Mrs. B: What's the main reason you do what you are suppose to do in 
choir? 
Celeste: Cause I like choir and I want to be in there. You got to do 
what you're suppose to . Like I said I'm gonna give my opinion across 
and suffer the consequences. Unless I change my attitude. Maybe I'm 
right, but that's the way I feel. 

F/C/2 
[social] 

Mrs. B: Do you help other students in choir? 
Celeste: Yeah 
Mrs. B: Can you tell me why? 
Celeste: Because if I need any help I'd want somebody to help me. Do 
unto others as you want them to do unto you. 

Perceived Options 

l/C/10 Mrs. B: Why did you decide to enroll in choir? 
Celeste: Cause I like to sing. I gotta sing. 
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Table 22, continued 

Individual Student Preliminary Interview Findings: Celeste 

Citation # Interview Reference 

Context 

l/C/5 
[Roles/Power] Celeste is telling me that she doesn't think she is passing. 

(The next is said Loud) 
Celeste: Why I don't know cause I be here every day, when I sing I sing 
Claire interrupts: She don't want to here this 
Mrs. B: Yes I do. I want to hear everything. 
Celeste: And this girl behind me... she don't ever, ever, ever do nothing 
(each ever was emphasized, and they got sequentially louder.) She 
better have an F too. 
Mrs. B: So you don't understand why you're not passing? 
(She shrugged) 
Mrs. B: Have you talked to Mrs. T? 
Celeste: I don't like her. 
Claire: (smiles and interrupts with a shh that Celeste ignores...) 
Mrs. B: So you don't want to ask her what you need to do to pass? 
Celeste: I don't want to talk to her. 
Claire: Almost nobody likes her. I like her. I don't know why they 
don't. She speaks to me in the hallways. So why they don't like her, I 
don't care. 
Celeste: I care, she looks like Mary Poppins! 
Claire: Next question 

1/C/ Celeste: Sing something we know! She doesn't ever take a suggestion 
from nobody. Somebody be like, let's sing this, and she'll be like, No! 
We're going to sing what I want to sing. Like Cantate Domino. What is 
that? I mean. I know it's about God and our love for him and all, but 
couldn't we sing it in our language? 
Claire: Oh Celeste, Thank you! 
(Celeste gets louder) And we speak English! 
Claire: And I want to know, I don't want to learn any of this stuff. 
Celeste: She worked hard on us to learn this stuff and for what 
purpose? Are we going to use this stuff later on in life? I think I ain't. 
Whole different language and I never even heard of. 
Claire: If we're going to sing about God lets sing it so we know what it 
means. We sang about God and nobody even know it until we had to 
read the English lyrics underneath. She didn't tell us what it means, she 
didn't say a thing. 
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Table 22, continued 

Individual Student Preliminary Interview Findings: Celeste 

Citation # Interview Reference 
Mrs. B: You didn't talk about the lyrics in class? 
Both answer as one: NO 
Celeste: We should have sang (she started singing an R& B rendition of 
Joyful, Joyful) Claire interrupts: When I thought it was a Christmas 
concert I asked her, could we sing something I wanted to sing, I wanted 
to sing, You know the song Herbie Kit sang? And she was like NO we 
couldn't sing that song, I don't know why? She didn't wanna sing 
Celeste interrupts: I wanted to sing like, Silent Night, but she wants to 
sing what she wants to sing. 

la/C/5 
[task 
attractiveness] 

Mrs. B: Well, OK, what is that you'd like to learn in choir? 
Celeste: I guess how to hit different notes better. 
Mrs. B: Are you able to learn that, what you want to learn in there? 
Celeste; Yeah, I guess some stuff. I wonder why do we need it. 
Mrs. B: Wonder why we need what? 
Celeste: Stuff like that major 6th and minor 2 and all that stuff. I be 
wondering why we need to learn that. 
Mrs. B: The theory stuff? 
Celeste: [she nods yes] 
Mrs. B: Do you like learning how to sight read? 
Celeste: [grimaces and shakes her head no] 
Mrs. B; no, you don't like that. 
Celeste: All that ta, ta, ti stuff, do re ti fa mi. I don't like that stuff. 
Mrs. B: So it doesn't matter to you if you learn how to read music 
that's not a goal of yours 
Celeste: Shakes her head no. 

la/C/5 Mrs. B: Do you like learning how to sight read? 
Celeste: [grimaces and shakes her head no] 
Mrs. B; no, you don't like that. 
Celeste: All that ta, ta, ti stuff, do re ti fa mi. I don't like that stuff. 
Mrs. B: So it doesn't matter to you if you learn how to read music 
that's not a goal of yours 
Celeste: Shakes her head no. 
Mrs. B: I notice in class that the way you tend to learn the music is you 
listen for your part and repeat it rather than read it off the music is that 
correct? 
Celeste: Yes 
Is that the way you prefer to learn? 
Celeste: Yes 
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Table 22, continued 

Individual Student Preliminary Interview Findings: Celeste 

Citation # Interview Reference 
Mrs. B: If you could have the ability to look at a piece of music and 
know how it goes would you like that? 
Celeste: Yeah, 
MRS. B: But you just don't feel like going through the process of 
learning how to do it? 
Celeste: yeah 
Mrs. B: It's too much work for what you get out of it? 
Celeste: If I can just listen to the radio and 5 minutes later I be singing 
it 
Mrs. B; That's your way of learning it. 
Celeste: To listen to how it sounds and what they're singing and then 
trying but as for as reading it and then trying it, no. 
Mrs. B: Do you sing at church? 
Celeste: Yeah 
Mrs. B: Do you all learn your music orally at church or do you read 
music? 
Celeste: We learn it orally. We don't have a kids choir we've got three 
choirs we got choirs that wear different colors, there's like four of them 
and they sing on certain Sundays and we got a big choir and another 
little choir and they say the words and then we sing them. 
Mrs. B: Oh, OK. So the way you relate to music is you listen to it and 
then repeat what you hear and you learn it quickly. 
Celeste: If I like the song. 

la/C/9 
[Roles/Power] 

Celeste: Cause I like choir and I want to be in there. You got to do 
what you're suppose to . Like I said I'm gonna give my opinion across 
and suffer the consequences. Unless I change my attitude maybe I'm 
right but that's the way I feel. 
Mrs. B: Are you gonna try to curb it so you can stay in? Was that part 
of the deal to get back into class? 
Celeste: Nods affirmatively 
Mrs. B; How are you planning on doing that? Do you have a plan for 
that? 
Celeste: hum, just don't say nothing. When she say Celeste this, and 
Celeste that, OK Ms.T. I don't know what to else to do, go home and 
punch my punching bag. 
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Interpretation 

Sense of competence. Celeste has participated for one year in her eighth grade 

choir previous to this class. Singing is important to Celeste and is integral to all aspects 

of her life. She thoughtfully assessed her singing, and ranked herself quite high because 

of the emotional content of her performances. She is also determined to ignore any 

criticism to her singing. Various interviews revealed that "dissing" (criticizing others as a 

way of appearing cool) is common place among the black students in this class and in this 

school in general. Celeste has been on both the receiving as well as the giving end of this 

criticism. 

Singing is an important emotional expression for Celeste. She does not have a 

great deal of training previous to this experience (only one year) but she has developed a 

strong sense of competence and is determined to sing despite the frequent criticism of her 

peers. Her sense of competence may not be entirely realistic, but it is quite strong. 

Identity. Celeste sings in her church choir. She insisted that there was no one 

person that she cared to impress and mentioned no person in any of our three 

conversations that was a significant influence upon her. She has friends, but has nothing 

she considers significant in common with them. Celeste does not have a support group 

other than her church choir that influences her musical goals. She has little need for 

social approval and her musical identity appears to be entirely self generating. 

Self reliance. Celeste sees herself as capable of learning what she wants to learn 

in choir. She belligerently challenges any opinion that questions her ability. However, 

she doesn't understand why she should bother to learn various objectives that Mrs. T 
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teaches. In other words, Celeste's sense of competence in her singing leads to her self-

sufficient attitude toward choir. 

Goal directedness. Celeste's goal-directedness extends as far as her intention to 

sing in choir all four years of high school. However it does not extend towards any 

specific task goals. 

Goal orientation. Celeste's goals are task oriented to the extent that singing and 

performing are the tasks. She enjoys singing for it's own sake as can be seen in her 

fantasy of being a pop singing icon. She also enjoys singing in a choral context to the 

extent that she likes the music being performed. Celeste likewise enjoys the applause 

(social approval) that performing concerts brings and she states that she enjoys getting to 

"learn how to deal with different kinds of people." 

Living life on her own terms, not depending on others and learning what she 

wants to learn in the way she wants to learn it is very important to Celeste. This is a 

critical factor that does not easily classify with task, extrinsic, social or ego goals. Work 

avoidance is not an accurate descriptor either because Celeste is not in choir because she 

wants an easy credit she doesn't have to work at, she works hard at those tasks she 

considers important. As discussed in the review of social goal literature in Chapter Two, 

Wentzel (1991) concluded that successful students pursue both academic and social 

responsibility goals. Celeste clearly cares more about expressing her opinions in an 

independent manner then she cares about being socially responsible in class. 

Ethnicity and Mrs. T's roles/power structure play a part here. Music in the 

African-American tradition that Celeste has absorbed at home and in church has been 
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largely learned by oral means. Celeste wants autonomy in her choice of learning style. 

She resents having to learn how to read music when she believes that, based upon her 

experience, learning music by rote is better. 

In summary, Celeste has a limited task orientation. She loves to sing and as long 

as the task is performing songs that she enjoys she is task oriented. However, she has no 

patience for what she considers arbitrary authoritarian instructions and will rebel and not 

participate when she does not like the material or the way the material is presented. 

Perceived options. Since singing is an essential emotional release for Celeste, the 

opportunity to sing in a school choir is vital to her. 

Context effects. As the table of observed contextual influences on page 196 

indicates, Mrs. T maintains a "teacher control/student forced obedience" roles/power 

relationship with her students. This context is not compatible with and is a trial to the 

spirit of a student with authority issues such as Celeste. Celeste resents not being able to 

participate in what she wants in the way she wants. According to Baden and Maehr 

(1986) a culturally diverse classroom is likely to contain discrepancies between what the 

teacher values, which in Mrs. T's case includes a sense of order, everyone in their place, 

and singing what she selects in the manner she dictates—in other words, a traditional 

music director role; and what Celeste values: autonomy in choosing where she wants to 

sit, singing in style of music she wants to sing, and learning it in her preferred manner 

(orally). Baden and Maehr recommend that a sense of autonomy (when and how to 

complete a job or task) is important for students. Baden and Maehr suggest that in order 

to facilitate a sense of autonomy in their students teachers should provide students with 
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a choice between several task alternatives. This sense of possible alternatives was 

absolutely absent in this context. 

Celeste also exhibits a need for more explicit communication from Mrs. T on the 

subject of Mrs. T's evaluation practices. Mrs. T uses a group reward structure and 

maintains a minimum communication of her evaluation practices which consists of one 

paragraph on the one page syllabus distributed on the first day of class. Because she does 

not reiterate and expand on this minimal communication Celeste is left wondering how 

well she is doing in class and makes unnecessary comparisons with the special education 

student who is not being graded with the same criteria. 

In summary, the task of interpreting Celeste's personal investment behavior 

involves interpreting her penchant for either participating whole heartedly with a great 

deal of intensity, almost always moving to the music with a smile of enjoyment on her 

face or choosing not to participate in any fashion. Her proclivity for confrontations also 

has to be addressed. 

Celeste had a very strong sense of competence, with her assessment of her own 

ability being much greater than her teacher and her classmates would have rated her. 

Since singing is very important to Celeste and integral to all aspects of her life her strong 

sense of competence helps her ignore criticism of her singing and contributes to her "I'll 

show you" attitude. 

One would expect that her strong sense of competence and her goal directedness 

and self reliance would result in many positive behaviors and Celeste did exhibit many 

enthusiastic, positive behaviors. But the other aspect of her sense of self, her identity, 
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which should include a strong support structure in order to predict positive behaviors, 

was not present. Celeste's support structure was almost entirely self generating. And her 

identity, the socio-cultural context she is being raised in and her personal experience did 

not include enculturation in classical music style. 

Celeste's behavior of either enthusiastically performing or sullenly sitting can also 

be understood from her goal orientation. She is task oriented to the extent that singing 

and performing are the tasks. Singing is vital emotional release for her and she also 

enjoys singing in a choral context to the extent that she likes the music being performed 

and the social approval that performing concerts brings her. 

As discussed above, Wentzel's (1991) hypothesis that successful students pursue 

both academic and social responsibility goals is very relevant here. Celeste clearly cared 

more about expressing her opinions in an independent manner then she cared about being 

socially responsible in class. 

Celeste's desire for autonomy in choice of learning style, manner of performance, 

and input into the style of literature being performed was in direct conflict with the 

roles/power: teacher control/student obedience structure that Mrs. T implemented. 

Finally, Celeste did not find the feedback that Mrs. T gave in her group reward 

structure to be adequate for her needs. 

In summary, since there was so little compatibility between the context and the 

enduring meanings held by Celeste it was not surprising to see the behavior I observed. 
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Emily 

Emily was probably the most talented student in the class and obviously loved to 

sing, but her curious inability to focus resulted in a high incidence of off task behavior for 

her. Her scores for desirable behaviors including high intensity, high persistence and 

continuing motivation were all very high. Likewise her scores for the undesirable 

behaviors of non-participation, persistence low, intensity low and confrontations were all 

zero. The reason the descriptive statistics show this outstanding singer to be average 

instead of above average is because of her high direction score, which resulted from her 

social talking. It is also interesting to note that Mrs. T rarely corrected Emily's talking, a 

condition unique to Emily. 

Mrs. T had the following to say about Emily: 

Mrs. B: Emily 
Mrs. T: High motivation, lots of talent, Behavior, not a big problem, a bit pushy 
(she laughs) 
Mrs. T: Yeah, I think you are right about that. 
Mrs. B: She did a lot more talking than other kids who got called for it but she 
was more strategic in it. 
Mrs. T: And that has increased as the year went on because she knows she was 
getting away with it. 
Mrs. B: That was fascinating to me. I wonder if she's frustrated, I know she has 
reservations about her sight reading. 
Mrs. T: But, she will not take the, from the beginning of the year that was one of 
the things that she said to me, "I can't sight read" and I said, Emily will you do 
something or another and she said "I can't sight read" and I said "You can't why 
not? Haven't you been in choir?" and I was, you know, trying to get her and she 
was like, "Well I never had to learn to sight read because I can listen to it and get 
it." And I was like, "I wouldn't be proud of that. I would work really hard 



Table 23 

Observed Behavior for Emily 

311 

Date T
ea

ch
er

 -
 S

tu
de

nt
 

C
on

fro
nt

at
io

n
 

T
ea

ch
er

-S
tu

de
nt

 
D

is
ag

re
em

en
t 

S
tu

de
nt

-S
tu

de
nt

 
C

on
fro

nt
at

io
n

 

D
ire

ct
io

n:
 

N
ot

 
P

ar
tic

ip
at

in
g

 

D
ire

ct
io

n:
 

C
la

ss
ro

om
 

D
is

tu
rb

an
ce

 

D
ire

ct
io

n:
 

T
ot

al
 

H
ig

h
 I

nt
en

si
ty

 

Lo
w

 I
nt

en
si

ty
 

C
on

tin
ui

ng
 

M
ot

iv
at

io
n
 

P
er

si
te

nc
e-

H
ig

h
 

P
er

si
st

en
ce

-L
ow

 

1/3 1 1 1 

1/4 0 1 

1/9 0 2 1 

1/29 0 

2/3 0 

2/4 0 

2/5 0 

2/6 0 1 

2/18 1 1 1 

2/19 3 3 1 

2/20 2 2 1 

2/24 2 2 

3/3 0 

3/4 0 1 1 

3/5 0 

3/6 1 1 1 

3/11 2 2 1 

3/13 1 1 1 

3/14 1 1 

3/17 0 1 1 

3/18 0 

3/18c 0 

3/19 0 2 

4/1 6 6 1 1 

4/3 2 2 1 

4/8 0 

4/17 2 2 1 

4/24 0 1 

5/12 0 2 1 

5/14 0 1 

Totals 0 0 0 0 24 24 21 0 5 1 0 
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because you aren't going to go anywhere unless you can read music." And she 
was like, "Well how am I suppose to do that?" And I said, well we work on it 
every day in class, we didn't work on it so much 2nd semester but first semester it 
was every day in class for 5 or 10 minutes and I told her but if you want help I'll 
be glad to help you. Come in after school and I'll be glad to work with you, but 
she never showed up. 
Mrs. B: That's a shame 
Mrs. T: Which means she's only going to get so far. She needs to learn to sight 
read and get private lessons 

In this particular mixed choir, Emily's behavior stood out because of the high 

energy level and talent she brought to focus on the music when she sang. She always 

sang when she was supposed sing. However, she often talked when she should have been 

listening to the teacher. The findings of my interview with Emily are summarized in the 

table beginning on the following page. 

Interpretation 

Sense of competence. Emily has participated in school choirs from an early age 

with her latest school triumphs being acceptance in the 9th grade district honors choir and 

her successful audition for Midwest High School's select choir. She has also amassed 

Table 24 

Individual Student Preliminary Interview Findings: Emilv 

Citation # Interview Reference 

Sense of Competence 

18/E/l Mrs. B: Do you like to sing? 
Emily: I've been in the Midwest District choirs since I could get into 
singing, singing in classes and stuff, so.. ..I've been singing for a long 
time. I joined the 4th and 5th grade choir, and I've been singing since 
then in the Midwest district and other places too. I do musical's outside 
and I've been doing that since age 9. I'm in the musical right now. 
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18/E/4 Emily describes her experiences auditioning for the Muny [The Muny is 

a local professional musical theater venue. Being hired is considered 
prestigious and an important benefit for young talent is it's an equity 
job.] She has been hired in past years to perform in the youth chorus. 

18/E/4 Mrs. B: So, I didn't ask you about that point blank Emily, do you feel 
good about your singing? 
Emily: I do, but sometimes, sometimes people make me feel guilty like 
when I'm singing or what ever and I'll have somebody come up to me 
and say, "Man, you're really bad" and I'm like, thanks a lot. But they're 
no better than I am so where do they have the point of telling me. 

18/E/8 Mrs. B: If you were going to rank all the students in choir where would 
you put yourself ? 50 would be the best student in choir and 1 would be 
the least good student. Emily? 
Emily: 45 
Mrs. B: 45, OK. What criteria did you use to rank everybody? What 
was it that you judged? 
Emily: Well, I remembered that there's always someone better than me. 
So, I put people better than me and then I also remember that everybody 
has something that they're good at and this is the 
only thing that I'm good at so I think I'm OK at it so that's why I put 
myself in the 45 range I'm kind of safe there it's a safeguard between 
good people. 
Mrs B: Now when you're saying there's somebody better than me I 
want to know in what were you actually judging? 
Emily: Vocally. Vocally better 
Mrs. B: So you're talking about 
Emily: Their way of enunciation, the way they- We have a lot of 
troubles in choir because of the way we speak. That's kind of a wide 
range question cause there's so many things that you have to do in 
music. Over all vocally... 
Emily: Self esteem plays a part here. If I was low in self esteem than I 
would say well I tried and it was the best that I could do and well I don't 
know, Katherine do I sound OK? They'd do that. 
Mrs. B: Sure 
Emily: It's funny. 
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18/E/9 Mrs. B: OK good, compared to other classes how good are you in choir, 

Emily? 
Emily: choir is my best subject. 

Goal Directedness 

18/E/2 Mrs. B: What are your plans for choir, for example do you plan to be in 
choir for four years? 
Emily: I uh, plan to audition for A Capella choir this year and I'd like 
really like to be in Madrigals 
Katherine: Me Too! 
Emily: So, yeah I'm going to be trying out for that and uh there's uh all 
suburban choir, I made the all suburban choir 
Mrs. B: Oh! Congratulations! 
Emily: So, that's really neat so, I'll be starting that really soon, after the 
Christmas break so I've got a pretty jam packed plan for Midwest High 
and I'm planning to study to be a music teacher so... 

18/K/7 Emily: OK, if you thought that was bad it was even worse at the 
beginning of the year we have cut out maybe [turns and makes eye 
contact looking for backup from Katherine]at least 25 people from 
choir? 
Katherine: Yeah, She liked failed a bunch of people, made them drop 
the whole room was full back then. 
Emily: Yeah, sometimes we had to bring down more chairs. So you are 
seeing the choir as it's been fine tuned and down to the last people. So 
we have been waiting and waiting for this last moment until now 
schools almost over with and now we know we're going to go to a better 
choir and we don't have to mess with it. It's kind of good that way. 

18/E/10 Emily: One of the girls that used to go to this high school [she stated a 
name]. I don't know if you ever heard about her, but she got onto 
Broadway. I looked up to her for a long time because she would get 
every lead in the plays. She'd always get the big parts and she had a 
really good singing voice but it wasn't wonderful, just good enough 
compared to everybody else kind of thing, and she could dance really 
well. And then they said before she could go Broadway she had to take 
music lessons all summer and practice singing over and over again. So 
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Citation # Interview Reference 
she wasn't as perfect until she worked on it. So she wasn't that good 
until she worked on it. So it's not a matter of having a good voice it's 
how hard you want to work on that voice. And that's what I think choir 
is all about because if you want to work on that and keep it up to tune 
cause it's like dancing, I quit dancing for two years and I've fallen 
behind I'm not up to what's going on. But if you stay in choir there's 
always something new to learn so. 

Identity 

18/E/ll Mrs. B: The first question I would like to ask is what person or persons 
would you most like to impress? This is a person you want to think well 
of you. 
Emily: Well my personality, I like to make everybody happy, I want 
everybody to be happy with me that's just what I'm like. I'm a people 
person. So I think it would be everyone. I always try to make everyone 
happy. If someone's not happy I annoy them until they're happy. 
Mrs. B: Try to 
Emily interrupts: It's really hard to pinpoint one person because it 
depends on what I'm doing. I mean if it concerns singing which you are 
probably wondering about, it depends on if I'm auditioning and if I'm 
auditioning then I want to impress who I'm auditioning for. And I want 
them to think wow she's great. But uh, it's kind of hard to impress 
people if you don't know if they are impressed are not. 
Mrs. B: OK, let me change the question. Of all the people you know, 
who has influenced you the most? 
Emily: My parents, my parents have always been like do whatever you 
want. 
Mrs. B: Are your parents impressed with your accomplishments in 
choir? 
Emily: Yeah they're really proud of me and they know that hopefully 
I'll be getting a scholarship for singing and so they're really excited 
about that and they support me so much it's not funny. My mom drives 
me around every day. My schedule is I wake up and go to school, I go 
to play practice after school my mom picks me up we go out to dinner. 
We have to eat out because there's no time to go home and fix dinner. 
We go home and pick up my brother for the second play practice and 
we go there and it's been like that for several weeks. And I'm at play 
practice until 9:30. Mom stays up and doesn't get to relax and has to 
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Citation # Interview Reference 
come and pick me up. So she must support me a lot since she drives me 
around all the time. 
Emily: It's really weird because all of my cousins are following in my 
footsteps. My cousin Laura does plays, my cousin Sara does plays, my 
cousin Andrea dances and she's starting to get into singing stuff. And 
it's really weird. My brother's doing a play for the first time with me 
now. 
Mrs. B: Artistic family... 
Emily: It's really weird and I started it all up. At Christmas we put on 
plays and Laura wrote a script with me. It's fun. 

18/E/12 Mrs. B: Tell me what your friends are like, what they do, what they 
think is important. That kind of stuff. 
Emily: I have all kinds of different friends and I've always been that 
way. I've got friends that are druggies. I've got friends that are goody 
goodies. I've got friends that play sports. I've got friends that dance. 
I've got people from plays and people at church. It's really weird 
because if I were to have a party it would be like having the whole 
world mixed up together there. I don't know if they'd all get along. 
Mrs. B: And, what do your friends think it's cool to be good at? 
Emily: A lot of my friends are just trying to stand out in the world. 
Everyone is trying to stand out in their own way. That's what they're 
fighting for, maybe they might be fighting to be a good soccer player or 
maybe their fighting to be a good pommy or maybe they fighting to be a 
good singer and they stand out on stage but we're all together in one are 
trying to stand out and prove that we're something. 

Self Reliance 

18/E/13 Mrs. B: Emily what do you want to learn in choir? 
Emily: What I can do with it after I've been through all these years in 
choir. What can I do with it now. How do I become a choir teacher if I 
want to be a choir teacher? I know theory, I know how to move notes 
and stuff around, but the teachers never teach us what we can do with 
the stuff we learn, and how it applies to our life after we're not in choir. 
So what's the point of taking the classes? 
Mrs. B: You want to know what you can do with musical training, how 
you can apply what you are learning. 
Emily: Right. And like how afterwards if we want to do a profession in 
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it what can we do? Cause most other classes have a list, they have a list 
ready to go. Here's all the things you can do with science and social 
studies. They give you a list and you can look at it and go, "Wow all 
these things I can do with something I really like." Well people who 
really like choir we never know what we can do with it so we have to go 
we have to go with some other kind of thingee. Like a different subject 
or something. 
Mrs. B: Oh, I see what you're saying. 
Emily: And so we're just thrown up in the air with the things that we 
can do with what we're good at. 

18/E/13 Mrs. B: OK, there's a second part to this question. Are you able to 
learn what you want to learn in Mixed Choir? 
Emily: Sometimes we're pulled back by other students who don't want 
to do it. Like the sight reading books I think they're really important 
because I really do need that because a lot of times people just hand you 
music and say learn it. And it just scares me to death because I can't do 
it sometimes. And Mrs. T tends to do that. Here, learn it. Cause I did 
All-Suburban choir and she handed me the music and said "here learn 
it" and I didn't know how to do it. 
Mrs. B: Do you have a piano at home? 
Emily: No I don't know how to play the piano. And I don't have a 
piano at home. 
Mrs. B: So how did you learn that music? 
Emily: So how did I learn the music? I came over to her and I said, "I 
don't have a piano at home and I was wondering if you'd make a tape of 
the music and I just listened to the notes over and over and I sang along 
with the tape almost every day. And then she gave us a little class time 
to do it and there was one girl (Janet) who could play the piano. And so 
she would hit out the keys of the ones we didn't know so we figured it 
out that way. 
Mrs. B: You don't really feel like you have the ability to learn a piece 
on your own? 
Emily: Right. 
Mrs. B: Like if somebody handed you music you would need help to 
learn it? 
Emily: Yeah, like I'm very good at when someone plays it I learn it 
right away no problem. But that's how everyone can do that really. But 
the hard part is trying to sight read and that's the one thing that's bad, is 
that I really don't feel like we have a grip on that at all because 



318 

Table 24, continued 

Individual Student Preliminary Interview Findings: Emily 

Citation # Interview Reference 
everyone's like, "Oh, I don't want to do it". So then she doesn't want to 
hear us gripe. But that's what Mixed chorus is for really is to teach us 
how to sight read. She kept saying that but then she quit doing it and 
that's kinda hard because we didn't even finish the book or anything and 
it's kinda like, OK. And I'm suppose to go into A Capella choir next 
year and be able to do it? 

Goal Orientation 

18/E/3 [task] Mrs. B: Imagine feeling successful in choir. What have you just done 
or what are you doing that causes you to feel successful. 
Emily: It's when the whole choir is harmonizing all together... and it's 
just not you...cause you might be really good at singing and you look 
around and there's usually a few people that usually don't get it but, 
when everyone gets it... and you hear that really clear sound you want to 
hear, that definitely makes me feel successful. That's when you know it 
sounds good, but you don't know it sounds good until you hear 
everybody... You usually can't hear yourself when you're singing in 
class unless you're singing a solo, and then you hear people clap, that's 
when you know you did good. 

18/E/14 [task] Mrs. B: What do you consider hard work in choir? 
Emily: Going over one bar over and over again because one person is 
off. That makes me really angry or one person is sitting down so, we 
have to do it again. I mean, maybe it might be me and I get frustrated at 
myself, but sometimes I tend to get frustrated at other people when you 
have to keep doing one little bar over and over again because they don't 
either feel like it, or they're not taking the time to do it, or sometimes 
they cant do it. And sometimes I get frustrated but I just got to get over 
it so... 
Mrs. B: So what you think is hard work in choir is having to repeat the 
music until the entire group gets it. 
Emily: That and the first time we do it and we have to figure out what 
to do. And taking it home and trying to figure it out on your own when 
they give the music and say just learn it. That's hard work when you do 
it yourself. 

18/E/15 
[social goal] 

Mrs. B: Do you work hard in choir? 
Emily: Do I work hard in choir, well I goof off, you've probably seen 
that on the tapes. And, but I do understand the music. I understand it so 
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it's not like I'm goofing off to the extent where I'm goofing off and I 
don't know what I'm doing. I, once I get it then I'll start talking. 
Mrs. B: Why do you start talking then? 
Emily: Because I get bored. I just get bored. And plus this is the only 
time I ever get to see Katherine and Jean and Jack and therefore, when 
we're all bored and we start goofing off, you'll sometimes see us 
dancing with over at each other, I mean making faces, just because you 
start to get bored with the same stuff over and over again. 

18/E/20 
[extrinsic, 
task, social 
approval] 

Mrs. B: What do you like best about choir ? 
Emily: The feeling you get when you've finished the show. The feeling 
you get when you know you did good when people are clapping and 
people tell you did good and all the compliments or just hearing it 
yourself and going, "Wow that was really good!" or hearing the teacher 
go "That was good" without having to hear that but at the end. 

18/E/21 [task] Mrs. B: OK, well Emily what's your favorite activity in choir? 
Katherine: Movie time means sleepy time. 
Emily: No! I like it when we go into a circle and sing cause everyone 
gets up and even Mrs. T kinda gets happy and plays around with us but, 
I like that. 
[Katherine laughs] 
Emily: Shut up. [ they're smiling, just teasing each other] I kinda like 
that cause it gets you moving. But I wish she'd do something where we 
could move. I like that one song we did. 
Katherine: The Festival of Music? 
Emily: Yeah where we could both sing and dance. That was cool. That 
gives somebody that likes that song something to look forward to. 

18/E/22 
[task] 

Mrs. B: OK. Emily what's the main reason you do what you are 
suppose to do in choir? 
Emily: hum, Cause I want us to be good. 

18/E/24:* see 
classification 
note 

Mrs. B: How do you feel about answering your teachers questions in 
choir? 
Emily: Most of time I'm not really paying attention so I don't really 
think about answering them....You have to know the piano. Most of the 
people that answer questions play the piano, and me I don't so I don't.. 
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Mrs. B: But you actually do answer quite a few questions. 
Emily: Yeah, Well what kind of questions are they? Cause if they're 
about the music yeah I can answer them but if they're about like time 
signatures then I cant. 
Mrs. B: So both of you, would I have it right to say that if you are 
paying attention you don't mind answering questions? 
Both Emily and Katherine: No, we don't mind. 
[classification note: Emily's response does not easily classify because 

she doesn't indicate a specific personal investment theory goal. She 
almost expresses an ego goal when she says: "Most of the people that 
answer questions play the piano, and me I don't so I don't." But she 
doesn't quite go so far as ego classification criteria wherein she would 
have had to have made a comparative statement such as; I don't want to 
give the wrong answer for fear of looking stupid in front of other 
people. She also states that if she is paying enough attention she'll 
answer the questions she knows how to answer. This is almost but not 
quite a task goal because she has no objection's to participating in this 
way but it's not a task goal because her boredom is preventing her from 
this kind of task goal oriented work] 

18/E/23 [task] Mrs. B: Do you ever help other students in choir? 
Emily: I help Katherine. 
Katherine: She helps me, I help her. 
Emily: Or like what really bugs me is Mrs. T will be like, "altos" or 
whatever, "You're not doing this " and no one's listening and so I'll turn 
around and say, "Hey you guys this is what she just said, you know, and 
maybe if we do this we'll be better and they're like, "Oh, maybe that's a 
good idea" or if you guys are going to sing soprano sing it more quietly 
so it's not so noticeable. That's one of the main things I told them 
because I mean if they are going to sing soprano then they need to be 
quieter because they have really powerful singing voices. 

Perceived Options 

18/E/25 Mrs. B: Why are you enrolled in Mixed chorus? 
Emily: It's the first step to being in Madrigals and I wanted to learn how 
to read music so this was it. 
Mrs. B: Was it your idea to be in choir? 
Emily: Yes. 
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Context 

18/E/6 
[ethnicity] 

Emily: It's kinda funny, it kinda bothers me because they're always 
talking about how this world is suppose to be all equal and everything 
like that and but yet, the African Americans are always pointing the 
finger at us and making fun of us but when we do that it's wrong. So in 
singing it's kinda difficult because they point the finger at us for being 
wrong all the time but yet they'll sit there and goof off. They don't take 
the time to be serious, you know? So that's another thing to think about 
when you are making a choir and you're putting them into places. That 
you need some people who are serious in between those people who are 
crazies so that maybe the serious people can straighten out the crazies. 
But it's also hard because she doesn't want to punish those who are 
doing good be stuck in the middle of bad people. I've always hated that 
when a teacher stuck me in the middle of bad people, cause then I'm 
stuck. But if you think of it in a good way, you think "oh, she's trying to 
help them" I understand, it's kinda up to the student how they interpret 
it. 

18/E/7 
[reaction to 
teacher goal 
structure] 

Mrs. B: The other thing I was curious about with you all not knowing 
each others name, It's my impression that Mrs. T doesn't call out 
peoples names in class very often. Have I made an accurate 
assessment? 
Katherine: Right. 
Emily: She never compliments anybody. She compliments us as a 
whole and um, I liked it when she had us do a solo, remember when she 
did that with that one spiritual? 
Katherine: Yeah. 
Emily: I thought that was a wonderful idea because it made their 
chance to shine. Because it seems to me, a lot of people don't get a 
chance to be in plays or get that feeling of I did good all the time. So if 
people got a chance to do a solo and say "Hey you did a good job today, 
would you do this solo today?" And that would make people think 
"Wow, she really did hear my voice so now I can stand up and show the 
rest of the class what she's talking about" and that's something where 
they could get a feeling of I did good, you know? 
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18/E/22: [task 
variety, task 
challenge] 

Mrs. B: When you say disrespect her what do you mean? 
Emily: Talk to a friend while she's talking or when she's writing 
something on the board that she's explained for the fourth time and I 
don't understand a thing that she's saying because she's talking in a 
language that we don't understand. You just look at her, and especially 
if I've forgot my glasses I don't see anything anyway. And then you just 
start messing around cause you're bored and that just sets it off because 
then that person starts talking, then another one starts talking. 
Katherine: And then she starts yelling. 
Emily: Right 

quite a bit of community musical theater experience as well as professional equity-

earning experience. This experience has given Emily a broad basis of experience in 

which to evaluate her vocal capabilities and her accomplishments in choir. Emily 

answered yes that she feels good about her singing. Her past successes help her keep her 

abilities in perspective when faced with criticism from students in choir who are trying to 

provoke her. She ranks herself 45th out of 50 in ability in her class. Her theatrical 

experience has taught her that there is "always someone better than me" which keeps her 

interested in improving. She ranks choir as her best subject. 

In summary, Emily can be characterized as having a healthy, realistic sense of 

competence in choir. Her sense of competence allows her to participate fully in choir and 

be objective as to her strengths and weaknesses. 

Goal directedness. Emily plans on being in the select performing groups at 

Midwest High all four years and auditioning for district choirs. Even though Emily has 



323 

been frustrated with her peers work habits in this class, she kept her focus on her own 

goals. She also revealed a strong work ethic for improving her voice. She also expressed 

an interest in eventually becoming a music teacher. In summary, Emily is sees choir as a 

tool for improving her singing and is strongly goal directed in choir. 

Identity. Emily's identity in choir comes from an extremely supportive family. 

Some of her friends are involved in her musical activities and some are not. All of her 

friends enhance her musical identity in that they share her desire to stand out and to do 

what they are doing well. Emily's identity gives her a strong support system for her 

musical goals. 

Self reliance. Emily does not see herself as capable of accomplishing her musical 

goals in choir. She does not play piano, all of her music reading training has come from 

her choral experience and, as discussed in Chapter Four, this district did not do a good 

job of teaching sight reading on the junior high level. Emily is dependent on the good 

will of others when she wants to learn a new piece. She has to talk someone into making 

a tape for her so she can learn it by rote, a skill at which she has become very proficient. 

She believes that the other students in her class prevent her from learning to sight sing 

because their reluctance to participate in this type of training has frustrated the teacher 

and caused her to not stress this activity. 

Emily also expresses a need for career guidance that is not currently being met 

and is causing her to feel bad about not knowing what direction her life should be taking. 

This is a frustrating situation for her because of her strong sense of goal directedness in 

choir. In summary, Emily's goal directedness in music has lead to her desire to be 
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musically self-sufficient. She is frustrated because she lacks the self-reliance gained by 

being able to learn music on her own and she doesn't know how to fix her dilemma. 

Goal orientation. Emily's interview revealed a strong task orientation. She 

displayed both aspects of task goal orientation, enjoying the task for it's own sake as well 

as wanting to develop personal competence. But even though her task orientation is very 

strong, she also exhibits a multiple goal orientation in that she also enjoys socializing 

with her friends in choir and seeks social approval for her performance from friends, 

audiences, and her teacher. In summary, Emily's goal orientation is basically a task 

orientation tempered by strong social and social approval impulses. 

Perceived options. Emily's love of singing, her strong support structure, and her 

substantial personal experience in choir and musical theater made signing up for choir an 

obvious option. 

Context effects. This context is compatible with the enduring meanings Emily 

holds for choir in that her sense of self, goals and perceived options are compatible with 

the content of the class. 

The context effects on the meanings held by Emily are problematic for her. 

Emily has decided that it is the "African-American" students who disrupt class activities. 

She is serious about her music education and is offended by her perception of their lack 

effort that prevents her from accomplishing her musical goals. 

The group reward structure the teacher maintains is likewise not a good match for 

Emily as she also revealed a desire for more individual performance activities and 

personal feedback from the teacher. Finally Emily's lack of self-reliance caused by her 



325 

inability to learn how to sight-sing in this context is a constant frustration to her which 

results in her frequent talking when she doesn't understand something. Equally 

responsible for her talking is the boredom that comes dealing with the repetition [task 

challenge] that occurs in a class learning songs by rote because they fight learning how to 

sight sing and are not on task enough to concentrate and learn their part by rote more 

quickly. 

In summary, Emily's sense of self contained the elements of a healthy, realistic 

sense of competence, a strong musical identity and a very strong support structure. 

Therefore one would expect to see the positive behaviors which were highly evident. 

However, Emily was chosen to be profiled because of the discrepancies in her behavior 

as described above. Emily's scores for desirable behaviors including high intensity, high 

persistence and continuing motivation were all very high. Likewise her scores for the 

undesirable behaviors of non-participation, persistence low, intensity low and 

confrontations were all 0. But the effect of her high direction score (resulting from her 

propensity for social talking) on the descriptive statistics places her as average, which 

does not account for her extremely high performance level and the intensity and 

enthusiasm she brought forth. 

Emily sees choir as a tool for improving her singing and is strongly goal directed 

in choir. Her positive behaviors can also be seen as a reflection of her very strong goal 

directedness. 

The aspect of sense of self that is not strong in Emily is her self-reliance. She is 

very frustrated by her inability to sight read and believes that the other students in her 
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class prevent her from learning to sight sing because their reluctance to participate in this 

type of training has frustrated the teacher and caused her to not push this activity. Emily 

also expresses a need for career guidance that is not currently being met and is causing 

her to feel bad about not knowing what direction her life should be taking. This is a 

frustrating situation for her because of her strong sense of goal directedness in choir. 

Emily's goal orientation is basically a task orientation tempered by strong social 

and social approval impulses. The reason why Emily with her obviously strong task goal 

orientation talks so much in class is because she gets bored by repetition and by sitting 

through teaching that she doesn't understand. When boredom strikes her, her social goals 

override her task goals and she talks to her friends. 

Aspects of the context are compatible with enduring meanings held by Emily. 

She has no problem with the goal structure, the music or the performance style required. 

However, the class context effected by antecedents of meaning does not always support 

Emily's task orientation. Emily is frustrated by the ethnic situation and social expectation 

in class. She believes that the Black students who disrupt the class with their talking and 

lack of participation do not share her task goal orientation and this makes it difficult for 

her to achieve what she wants to achieve in class. The group reward structure the teacher 

maintains is also not a good match for Emily as she also revealed a desire for more 

individual performance activities and personal feedback from the teacher. 

The discrepancies in Emily's personal investment behavior can be attributed to 

her low sense of self-reliance and frustration at the elements of the class context which 

are not compatible with the enduring meanings she holds about music. 



CHAPTER SIX 

SUMMARY OF DATA GATHERING STRATEGIES, FINDINGS, 

INTERPRETATION OF FINDINGS, SUGGESTIONS FOR FURTHER RESEARCH, 

AND IMPLICATIONS FOR CLASSROOM PRACTICE 

As the director of a non-select high-school choir, I was frequently plagued with 

such questions as: Who are these students? Why are they here? Why are these particular 

students behaving in this way? What do these students expect to get out of this choir? It 

seemed certain that students would have a variety of reasons for how and why they 

participated in a non-select choir. It also seemed certain that choral programs would vary 

in the degree to which they are aligned with the self-perceptions of non-select choir 

students and meet their goals. My intent with this study was to see if I could determine 

why students in a specific non-select choir situation were behaving the way they were. 

Even though there is a lack of research focusing on non-select choir students, a 

search of the literature did suggest that personal investment theory was an excellent tool 

with which to study behavior and the meaning behind it. Personal investment theory 

posits that the meaning students attach to a given activity in terms of sense of self, 

perceived options, and goals is an important determinant of the extent to which they will 

invest themselves in the activity (Maehr & Braskamp, 1986). This means that attempting 

to understand and influence motivation behavior or personal investment in the non-select 
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choir would call for both the observation and the interpretation of the behavior patterns of 

students. 

Maehr suggests observing behavior in terms of direction, intensity, continuing 

motivation, persistence and performance behaviors. Maehr also suggest that all behavior, 

whether "good," "bad," or "normal," is significant because variations in behavior reveal 

the variety of meanings that students attach to the class (Maehr, 1984). 

The interpretation of observed personal investment behavior in the choral 

situation is accomplished through an in-depth examination (by interview) of the meaning 

the students attach to choir. Hence, the purpose of this study was to determine the 

relationship between selected personal investment behaviors to the meaning non-select 

choir members attach to their choral experience. 

Maehr states that the specific context in which behavior occurs is critical because 

the context can encourage the students to hold certain meanings. He also suggests that 

motivation problems can occur when the environment is not compatible with the 

enduring meanings held by the participants. Enduring meanings are established by 

antecedents of meaning, which include a student's socio-cultural context as seen in SES, 

ethnicity, and gender; their personal experiences, their age or stage of development, the 

information to which they are privy, and the teaching-learning situation, which is 

comprised of social expectation (arising from the students) and task design (initiated by 

the teacher) (Maehr & Braskamp, 1986). 

The literature review suggests that the kind of positive motivation behaviors choir 

directors would like to see in their students (on-task, high persistence, high intensity, with 
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evidence of continuing motivation) would come from students who are task goal oriented 

(Meece, Blumenfeld, & Hoyle, 1988; Maehr & Nicholls, 1980); have a strong support 

system in which to establish their musical identity (Maehr & Braskamp, 1986); have a 

secure perception of control over their destiny which Maehr refers to as self-reliance 

(Maehr & Braskamp, 1986); and have a secure sense of competence and be strongly goal 

directed (Maehr & Braskamp, 1986). Maehr (1984) also suggests that students' 

perceived options should include choir as being available and appropriate for themselves. 

The literature review likewise suggests that the classroom context influences 

motivation behaviors such as the adoption of task goals, persistence, and continuing 

motivation (Ames, 1987; Maehr & Midgley, 1991; Maehr, 1992). The related literature 

moreover suggests that the following teacher controlled contextual elements encourage 

the development of task goals and have a positive effect on the meanings that students 

hold: a) teacher adaptation of a goal and reward structure that emphasizes the importance 

and meaning of various learning tasks and stresses individual effort and progress; b) 

teacher adaptation of a roles/power structure that allows for student autonomy which 

encourages persistence and continuing motivation; and c) high level teacher questioning 

and feedback patterns. 

Data Gathering Strategies 

I used two video cameras and one audiocassette recorder when I observed, 

recorded, and described the direction, intensity, continuing motivation, and persistence 

behaviors of every student in the choir along with teacher practices. I initially observed 

and recorded student behaviors during each lesson in person, listened to audio-tapes of 
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the lesson repeatedly in order to transcribe verbatim what occurred, and then viewed each 

lesson on video tape a minimum of two times to verify the accuracy of my observations. 

Reliability and Validity of Observations 

The following qualitative procedures were applied to assure the reliability and 

validity of my observations. 

Stability of Observations 

Stability was addressed by performing my observations over an entire semester. 

This was an important safeguard in this investigation because I was able to observe and 

document behavioral changes that might have been missed in a study of a shorter 

duration. 

Consistency Check 

The consistency of my observations was addressed when I taught an external 

observer how to observe and record personal investment behaviors and context variables. 

Tapes of 10 % of the total observations were randomly selected for the external observer 

to score. This check resulted in an interobserver reliability of .93. 

Follow Up Questions 

I pursued answers to any questions generated by a behavior or comment made by 

a student or teacher during a particular class session. For example, I employed a follow 

up question when I asked Celeste and Bonita about their reluctance to use their music. 

Feedback Test 

A feed back test involves soliciting feedback from a variety of people in order to 

identify theoretical threats, researcher biases and assumptions, and flaws in researcher 
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logic or methods. I employed a feedback test when I questioned the students and this 

teacher about the low level questioning pattern I observed. 

In order to determine the meaning each choir member attached to the experience 

relative to sense of self, perceived options, personal incentives, and other salient 

contextual factors perceived by the students, I interviewed students in small groups of 

two to three. I talked to them using open-ended questioning to encourage them to reveal 

the meanings that they attached to choir and give them the opportunity to bring up 

contextual factors that they found to be important to them. 

Codes were used to reduce the data from interviews into an analysis of sense of 

self, goal orientation, perceived options, context effects and antecedents to meaning cited 

by the students. Codes were also used to reduce the data from observed behaviors into an 

analysis of direction, intensity, continuing motivation and persistence, along with an 

analysis of the context and the antecedents to meaning which affect the context. All of 

these codes were derived from personal investment theory and can be found in Appendix 

C. 

The final phase, the analysis of the relationship between observed behavior and 

interview-revealed meaning, directly addressed the purpose of this study: to determine 

the relationship of selected personal investment behaviors to the meaning non-select 

choir members attach to their choral experience. By following the procedure described in 

Chapter Five, I was able to sort the students in this class into groups of above average, 

average, and below average behavior groups in terms of the desirability of their 

behaviors. In other words, from a teacher's perspective high persistence is more 
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desirable than low persistence and on-task directional behavior is more desirable than off-

task behavior. Next, I randomly selected a student from each group, in addition to three 

more students whose behavior I thought was unique enough to merit consideration. I 

thus profiled a total of six students and I interpreted each of their personal investment 

behaviors in this class. 

Reliability and Validity of Interviews and Interpretation 

The following qualitative procedures were applied to assure the reliability and 

validity of interview data and the interpretation procedures: 

Member Checks 

Member checks were completed to make sure that the information gathered to 

determine the meaning of choir to the students accurately fit the students' perception of 

the situation. Complete transcripts of their interviews and member check forms were 

presented to each student. The forms allowed for disagreement, agreement and for the 

opportunity to add something to their statements. Every student signed off on his or her 

form. 

Verification Questions 

I verified all comments students made about events that occurred when I was not 

present. For example, I asked both Mrs. T and Celeste about the confrontation that took 

place when I was not present. 

Coding Check 
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The dependability of my coding scheme was addressed when I taught an external 

observer codes and then had each of us transcribe a random selection of 10% of the data. 

This resulted in an inter-rater reliability of .85. 

Trustworthiness 

This study is presented in a manner that allows the reader to follow the process of 

data collection and analysis from the transcripts through the coding process, to summary 

profiles, and ultimately to my conclusions. It also enables the reader to decide whether or 

not to agree with my findings and conclusions. 

Ethnic Designation 

Selecting the proper term to assign to ethnic groups is a very sensitive and 

important issue. The publication manual of the American Psychological Association 

(1995, p. 52) states that either "African American" or "Black" are acceptable terms to use 

when designating a person of this ethnicity. The APA manual further suggests deferring 

to the participants' choice of terms. The students in this particular context 

overwhelmingly preferred to use the term "Black" when making a racially specific 

comment. Consequently, that is the term used in this study. 

The Findings 

The findings are summarized in the order in which the research problems were 

stated: 

Problem 1. To describe the direction, intensity, continuing motivation, and 

persistence behaviors of selected choral students within the context of the non-select 

choral ensemble. 



334 

Problem 2. To determine the meaning each of the selected students attached to 

the experience relative to sense of self, perceived options, personal incentives, and other 

salient antecedents to meaning and contextual factors cited by the students. 

To address findings for Problem 1,1 begin with a summary of both the teacher-

controlled factors as well as the enduring meanings held by the students that shaped the 

contextual universe in which the observed behaviors occurred. Then I present a student-

by-student summary of observed behavior. Next, I will report the findings for Problem 2 

and give a summary of the meaning attached to choir by each the six selected students. 

Finally, I move to address the purpose of this study, which is to determine the 

relationship of selected personal investment behaviors to the meaning non-select choir 

members attach to their choral experience. In this section I interpret the relationship 

between meaning factors and observed student behavior, context variables and observed 

student behavior, and antecedents of meaning and observed student behavior. 

Context 

The Effect of Teacher-Controlled Contextual Factors 

Goal and reward structure. The teacher adopted a cooperative goal and group 

reward structure. According to Ames (1984), it encourages a high degree of self-

confidence in students and leads to the perception of students as similar in ability and 

deserving of reward even when their performances vary in quality. It also fosters a 

cooperative effort serving the group goals and a reward structure where individuals are 

punished for not following social norms rather than rewarded for upholding them. My 

observations and interviews with the students in this study (see Chapters Four and Five) 
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verify that all of the aforementioned effects of a cooperative goal and group reward 

structure as cited by Ames were present in this specific situation, and that all were 

important components of the context of this class based upon student interviews. 

However, for some of the students this structure was a problem, while others found it to 

be supportive. 

Roles and power structure. Excerpts from student and teacher interviews verified 

my observations that, in regards to roles and power structure, Mrs. T adopted a teacher 

control/student forced obedience structure. Fifteen of the 31 students who finished the 

semester considered Mrs. T's authoritarian approach to be a problem, thus negatively 

affecting the meaning of choir for them, and one thought it was a positive aspect of the 

class. Ten of the 15 students who considered teacher control/student forced obedience to 

be a problem were Black and five were White (representing two-thirds of the Black 

students and one-third of the White students in the class). 

Personal investment theory suggests that a culturally diverse classroom will 

probably contain discrepancies between what the teacher and students value. Baden and 

Maehr (1986) recommend that teachers in a culturally diverse situation provide students 

with a choice between several task alternatives. This kind of choice was not available in 

the roles/power structure Mrs. T adopted (teacher control/student forced obedience). 

Because the Black, inner city students' personal experiences in music were vastly 

different from Mrs. T's, many of these students objected to the music chosen for 

performance, the style in which they were being taught to sing, the way in which they 

were supposed to learn the songs (by reading music), and being forbidden to move while 
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they sang. The lack of student autonomy meant that these students did not have a choice 

in what, how, and when they were going to learn. 

The result of the difference in opinion between many of the students and the 

teacher, and the students' disappointment in their lack choice, lead initially to 

disillusionment on the part of the ten Black students who were disturbed by this teacher 

practice. This disillusionment lead in some cases to avoidance behavior that turned 

disruptive and argumentative. 

Baden and Maehr (1986) also suggest that student autonomy encourages 

continuing motivation. In a class of 31 students I observed only 45 instances of 

continuing motivation behavior during the course of the semester. I suspect that this 

number might have been higher had the students been afforded more autonomy by being 

encouraged to get more involved in discussions and making musical decisions. 

Questioning and feedback patterns. Mrs. T practiced low level questioning and 

feedback patterns. Although the students in general noticed the low level questioning 

(see pages 208-209), when they expressed any affective response it was either a very 

mild annoyance or bored resignation. The real significance of Mrs. T's low level 

questioning was the way she intentionally decided to use low level questioning and 

feedback (see page 207) to help her maintain a teacher control/student forced obedience 

roles and power structure by keeping student input and discussion minimal. 

Also, several students expressed a desire (and some cases a need) for more 

feedback from the teacher. Some of the students in this class (especially Bonita) 

eventually became frustrated with the low level of feedback, and I observed 16 instances 
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of students asking the teacher for feedback. The students who expressed concern about 

the lack of feedback in their interviews either had a low sense of self-competence (for 

example, Bonita) or a weak sense of self-reliance (for example, Emily). This finding 

relates to Fyans & Maehr's conclusion that students who were unsure of their ability 

(1979) would need special encouragement from others in order to feel able to challenge 

their skills and therefore improve. Also, the interviews revealed that several students 

were confused about Mrs. T's evaluation procedures and did not have an accurate notion 

of how they were being graded. 

The Effect of Antecedents of Meaning on the Context 

The antecedents of meaning that the students in this context most often discussed 

in their interviews were ethnicity, social expectation, and task design. Socio-cultural 

factors define what is acceptable behavior, what constitutes success and failure (Maehr & 

Nicholls, 1980) and the means by which success should be pursued and failure avoided 

(Fyans, Salili, Maehr & Desai, 1983). Sixteen of the 31 students in this class were Black 

and lived in the inner city. They were bused to this wealthy county school district as part 

of a 20-year-old court-ordered desegregation plan for the entire metropolitan area. The 

other 15 students were White residents of the suburbs. The socio-cultural backgrounds of 

these students were obviously very different. Also, since the division in the socio-

cultural background of the class was so nearly equal in number, it became an issue that 

the students believed affected both social expectation and their reaction to features of the 

task design, such as the style of literature the teacher chose. 
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Task design. Every Black student told me that they enjoyed singing and took this 

class because they wanted to sing at school and they wanted to learn how to improve their 

singing. To this extent they were all task goal oriented. However, the difference between 

this teacher's (White, and traditionally trained in Western European choral traditions) 

expectations for what constitutes a choral experience and the majority of the Black 

students' expectations of what happens in a school choir were very different. 

Even though the majority of these Black students loved the task of singing, they 

were not task goal oriented to the task of singing in this particular choral situation. For 

example, twelve of the 16 Black students expressed problems relating to the task design, 

specifically with the variety of music Mrs. T chose. The following excerpt succinctly 

describes this opinion. 

2/J/19 [ethnicity: Black] 
Jan: Well, I'm learning everything I need to learn. Um, I guess... [five second 
silence] .. .really, I just want to see if she gets around to doing our kind of music. 
Mrs. B: You want to see if she gets around to doing your kind of music? 
Jan: Uh-huh.. .[about 5 more seconds of silence] Gospel, she really doesn't have 

to.. .well, just Black. 

They also objected to the traditional Western European art music style of vocal 

production she taught. Several black students likewise objected to always having to use 

music when learning the songs. Bonita and Celeste both felt encumbered by and disliked 

always having to get out and hold their music. Only one White student found the variety 

of music lacking. 

One other feature of the way Mrs. T presented the task that students objected to 

was the restriction Mrs. T placed on moving to the music. This was the one feature of the 

task that both Black and White students objected to about equally. Five Black students 
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and four White students found this restriction annoying enough to spontaneously bring it 

up in their interviews. These nine students felt that being forbidden to move felt 

unnatural, restricted their ability to get involved in the music, and increased their 

boredom with the task design. 

Social expectation. There were no major differences between what singing in a 

choir meant to this teacher, who is White and resides in the county, and what singing in a 

choir meant to the White county-resident students in this class. Therefore, the social 

expectation of the White students, that is the student-held expectations of how they 

should perform, behave and feel about the various aspects of singing in a choir, was 

similar to the teachers' and different from the social expectation of the majority, but not 

all of the Black, city transfer students. The breakdown of direction and low intensity 

behavior by ethnicity found in Charts 1 and 2 in Chapter 4 (pp. 225-226) reveals the 

impact of socio-cultural background on the social expectations in this context. These 

charts show that the Black students in this class had a much larger tally of off-task 

direction behaviors than did the White students. 

Thirteen of 15 White students and three Black students mentioned the negative 

effect on their choral experience of the social expectation found in this classroom. The 

students who referred to their classmates' behavior as being detrimental to their choral 

experience were concerned about the amount of off-task behavior both in terms of 

disturbing the learning process with talking and the lack of effort certain students 

expended to participate as the teacher required. Those students, both Black and White, 

who were disturbed by their peers' behavior were, by and large, task goal oriented and/or 
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accepted the cooperative goal structure the teacher established and became annoyed when 

their peers did not put forth cooperative effort serving the group goals. 

Summary of Behaviors Observed in the Six Profiled Students 

Jean, the student chosen at random from the above average in desirable behavior 

group, exhibited extraordinary high intensity behavior, a very low direction score, an 

average continuing motivation score and higher than average persistence score. 

The student randomly selected from the average in desirable behavior group, 

Margaret, was the type of student who did what she was supposed to when she was 

supposed to do it and did not stand out in any way. All of her behaviors fell within the 

average score range, even though Mrs. T's evaluation of her vocal performance and her 

strong sense of goal directedness would lead one to expect much more from her. 

Tona, selected at random from the below average category had by far the largest 

tally of direction behaviors, and average scores in all other areas except that she 

displayed the highest tally in the class for continuing motivation. 

In addition to these three randomly selected students, I also chose to profile 

Bonita, Celeste and Emily because of the curious contrasts I observed in their behavior. 

Bonita scored on the high end of average for both high and low intensity behavior. 

Sometimes Bonita sang with a great deal of intensity, volunteered answers and asked 

astute questions. On the other hand, I also observed her participating with low intensity 

or not at all. She also scored on the high end of average in direction behaviors and 

participated in a number of classroom confrontations with both Mrs. T and her 

classmates. 
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Celeste's behavior was similar to Bonita's except that she never sang with low 

intensity. She sang with high or average intensity or she did not sing at all. Celeste also 

participated in a number of classroom confrontations. 

Emily was profiled because she was an extremely talented student whose 

descriptive statistics nevertheless placed her in the average category. Emily's scores for 

high intensity, high persistence, and continuing motivation were all quite high, but were 

counterbalanced by her off task behavior, specifically her social talking. 

The Meaning Attached to Choir bv the Six Selected Students in Terms of 

Sense of Self. Goals. Perceived Options, and other Salient Contextual and Antecedents to 

Meaning Factors 

Problem two required that I determine the meaning that each of the selected 

student's attach to their choral experience. In the following summary I will address each 

student's sense of self, goal orientation, and perceived options. This will be followed by 

a brief summary of the effect of various context variables and summary of the influence 

of antecedents on the meaning these six students hold for choir. 

Jean's (above average, randomly selected) sense of self consisted of a healthy, 

realistic sense of competence in choir, an identity which gave her a strong support system 

for her musical goals, a weak sense of self-sufficiency in choir because she did not feel 

comfortable with her teacher plus she is strongly goal directed in choir. Jean was 

strongly task goal oriented. Her task goal orientation is so strong that she did not 

consider it an option not to be in choir. This choral context was congruent with the 

enduring meanings Jean held for choir. However, Jean revealed a need for more personal 
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feedback and information about the evaluation process from this teacher. She also 

expressed the difficulty of singing in a choir where a number of students did not seem to 

care about the quality of their work. 

Margaret's (average, randomly selected) sense of self consisted of a healthy, 

realistic sense of competence in choir, a strong choral identity emanating from a strong 

support system for her musical goals, a lack of self-sufficiency in choir, and strong goal 

directedness. Margaret had a strong task goal orientation, which was tempered by the 

extrinsic goal of pursing a choral scholarship for college. Margaret's love of singing, 

personal experience in choir, and her family's substantial influence and support for her 

singing activities made choir an obvious option. The choral context was congruent with 

the enduring meanings Margaret held for choir. However, the meaning of choir to her 

was affected by the lack of effort she perceived in her classmates. 

Tona's (below average, randomly selected) sense of self consisted of a healthy, 

realistic sense of competence in choir, a strong identity for singing but not specifically for 

singing in a choir, a self sufficient attitude toward choir, and a goal directedness towards 

staying in choir as long as she's having fun with it. Tona has a multiple goal orientation 

in choir. She was a very sociable person who liked to have fun with her singing. Her 

desire to sing and to learn how to sing well predominates but when the singing does not 

seem like fun to her, task goals give way to social, extrinsic and work avoidance goals. 

Tona's love of singing, her reference group's love of singing and her personal experience 

in singing made singing up for choir an obvious option. There were some conflicts 

between the context as established by Mrs. T and the enduring meanings held by Tona. 
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Tona's personal experience, and musical identity are in the gospel tradition and that 

implies singing with a certain tone, movement and emotional intensity that did not apply 

in this school choral situation. When the context in any of her classes includes tasks that 

are not interesting to Tona she becomes bored and starts talking. 

Bonita's sense of self consisted of a weak sense of competence in choir, and an 

identity which did not give her a support system for developing and achieving musical 

goals and no goal directedness. She also revealed a work avoidance goal orientation 

which was not an expression of wanting to get out of work so much as the result of choir 

not meeting her extrinsic goal expectations, fellow students not performing up to her 

expectations, and not liking the music. She therefore wanted nothing to do with it. Bonita 

did not have the personal experience nor was she possessed with the kind of detailed 

information she needed to accurately determine if choir was a desirable option. Finally, 

the context was not compatible with the enduring meanings Bonita held for choir, it did 

not support Bonita's musical goals and hence it's not surprising that Bonita was involved 

in conflicts with the teacher such as the confrontation about holding the music. 

Celeste's sense of self consisted of a strong, although perhaps not realistic sense 

of competence; a musical identity that appeared to be entirely self generating with no 

outside support; a strong sense of self-reliance and enough goal directedness to plan on 

being in choir for four years. Celeste had a limited task goal orientation. She loved to 

sing and as long as the task was performing songs that she enjoyed, she was task oriented. 

However, she had no patience for what she considered arbitrary, authoritarian 

instructions and would rebel and not participate when she did not like the material or the 
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way the material was presented. Since singing was an essential emotional release for her, 

the opportunity to sing in a school choir was vital to Celeste. This was even so when the 

choral context in question had little compatibility to the enduring meanings she held for 

choir. Also Celeste was a very independent minded student with very little need for social 

approval. When Celeste sought autonomy in a classroom context of teacher 

control/student forced obedience, conflicts arose. 

Emily's sense of self consisted of a healthy, realistic sense of competence in 

choir, a strong support system for her musical goals, and a strong sense of goal 

directedness in music. Her goal directedness in music has lead to her desire to be 

musically self-sufficient. She is frustrated because she lacks the self-reliance gained by 

being able to learn music on her own and she doesn't know how to fix her dilemma. 

Emily revealed a task goal orientation that was mitigated by strong social and social 

approval impulses. Emily's love of singing, her strong support structure, and her 

substantial personal experience in choir and musical theater made signing up for choir an 

obvious option. The choral context was congruent with the enduring meanings Emily 

held for choir. However, as with Margaret and Jean, the social expectation of many 

students in the class did not always support Emily's task goal orientation. The group 

reward structure the teacher maintained was also not a good match for Emily, as she also 

revealed a desire for more individual performance activities and personal feedback from 

the teacher. Finally, Emily's lack of self-reliance was caused to a large degree by her 

inability to learn how to sight-sing in this context 
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Interpretation of Findings 

In the student profiles, I interpreted the relationship between the behavior I 

observed and the meaning that each profiled student attached to non-select choir, as 

revealed in the student interviews. The student profile findings also considered the 

enduring meanings the students held and the influence of student-cited context variables. 

These findings are discussed as follows: summary of the relationship between meaning 

(as revealed in sense of self, goal orientation, and perceived options) and the behavior 

observed, summary of the effect of various context variables on the behaviors observed, 

and summary of the influence of antecedents of meaning on the behaviors observed. 

Summary of the Relationship Between Meaning f Sense Of Self. Goal Orientation and 

Perceived Options) and Behaviors Observed 

Sense of Self 

The six students offered a wide variety of behaviors to interpret and in the course 

of writing their profiles several principles of personal investment theory were confirmed. 

To begin, as predicted by Maehr & Braskamp (1986), there was a direct relationship 

between each student's sense of self and their behavior. To be more precise, as predicted 

in Wolfe (1969), Sergeant & Thatcher (1974), and Klinedinst, (1989) those with a strong 

musical identity derived from family support (Jean, Margaret, and Emily) displayed 

significant positive behavior. Another facet of sense of self that was predicted by 

Maehr & Braskamp (1986) to contribute to observed positive behavior was a strong sense 

of competence. This combination of a strong sense of competence and positive behaviors 

was seen in Jean, Margaret, Tona, Celeste, and Emily. 
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Hurley (1992) found that the development of goal directedness was an important 

factor to students who continued their string studies. In this study, Jean, Margaret, and 

Emily revealed strong goal directedness towards choir and displayed positive behaviors. 

Finally, the strong self-reliance supported the positive behaviors such as spurts of high 

intensity (as seen in Celeste,) and continuing motivation (as seen in Tona). 

However, weaknesses in aspects of these students' sense of self could be observed 

in their behavior in the following ways: 

1) Jean's persistence and continuing motivation behavior were not as noteworthy 

as I would predict of such a strongly talented and goal directed student. Personal 

investment theory would suggest that this was due to her weak sense of self-reliance. Her 

self-reliance was weakened because she believed her peers' behavior prevented her from 

learning what she wanted to learn and because she felt discomfort with her personal 

relationship with the teacher. 

2) Margaret's vocal talent and the interest in choir I uncovered in her interview 

led me to wonder why I had not observed more noticeable intensity, persistence and 

continuing motivation behaviors. Like Jean, a weak sense of self-reliance was 

responsible for Margaret's lack of motivation to achieve beyond average in these areas. 

Also like Jean, Margaret did not believe she could learn what she wanted to learn in this 

context because of the poor behavior and lack of interest of her peers. 

3) Tona had a strong support structure for her musical identity gained from her 

friends, but not specifically as a choral singer. That distinction seems to have had an 

effect on her directional behavior. 
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4) Bonita's sense of competence was fragile, she had no musical support structure 

upon which to base an identity in choir and she also was not goal directed in choir. 

Therefore it was not surprising to observe the avoidance behaviors she displayed. 

5) Celeste's musical identity was entirely self-generating with no support from 

family or friends. Celeste was an extremely independent-minded student and though she 

created a musical identity for herself as a singer, like Tona, her background did not lead 

her to include a choral situation like this in that identity. For Celeste that seems to have 

been an important distinction that affected her directional behavior. 

6) When Emily became frustrated because she felt that she could not learn 

something (low self-reliance), her social goals took precedence and she engaged in social 

talking. 

Goal Orientation 

The cooperative goal/group reward structure Mrs. T adopted did not encourage 

ego goals, and only one student in this class (Kim) had a multiple goal orientation with a 

strong ego goal component. I interpreted the following consequences from the goal 

orientations revealed in the profiled students' interviews. 

1) Jean was strongly task goal oriented with a very minor component of social 

goals, which she consciously kept under control because of the strength of her task goals. 

Therefore the positive behaviors she exhibited were directly in line with her task goal 

orientation. 
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2) Margaret's strong task goal orientation was tempered by the extrinsic goal of 

wanting to use choir as a means for earning a college scholarship. Both of these goals 

were conducive to the average score of positive behaviors I witnessed from Margaret. 

3) Tona's interview revealed a complicated multiple goal orientation. Tona is a 

very sociable person who insists on having fun with her singing. Her desire to sing and 

to learn how to sing well predominates, but whenever singing does not seem like fun to 

her, her task goals give way to social, extrinsic, and work avoidance goals, all of which 

negatively affect her behavior by as seen in her social talking and the 20 times I observed 

her not participating. 

4) Bonita's interview revealed that her positive behaviors were the result of her 

love of singing. However, this love of singing did not develop into a task goal 

orientation. Instead, she revealed a strong work avoidance orientation. Her work 

avoidance goal orientation was not an expression of wanting to get out of work so much 

as the result of choir not meeting her task and extrinsic goal expectations and her dislike 

of the music. This goal orientation also explains the avoidance behaviors Bonita 

displayed. 

5) Celeste's interview revealed a multiple goal orientation wherein task goals held 

a slight lead over social and extrinsic goals. Celeste's adoption of task goals could be 

observed in her high intensity behavior. 

6) Emily's multiple goal orientation was for the most part task goal (which 

explains the positive behaviors I witnessed) tempered by social and social approval goals 

(which explains the talking I observed). 
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Perceived Options 

Perceived options are the possibilities that students deem available and/or 

appropriate for them. What is deemed appropriate is defined in terms of the norms and 

values that happen to exist for the student in his or her respective culture or group 

(Maehr, 1984). 

Maehr insists that the meaning and the purpose of motivation behavior should be 

understood in the context of a specific culture. Cultural influences contribute to 

individual responses to situational influences, so motivational behavior not only varies 

from individual to individual but often varies from culture to culture (Maehr and 

Nicholls, 1980; Maehr, 1974). The students whose cultural background was similar to 

Mrs. T (Jean, Emily and Margaret) for the most part had the information they needed to 

accurately access their compatibility with the activity of singing in this choir and found 

this non-select choir a highly appropriate action in which to engage. These students were 

not surprised by the kind of literature chosen or the style of vocal production they were 

asked to employ; therefore there were no conflicts of interest. 

The students whose cultural background differed from Mrs. T (Tona, Celeste, 

and Bonita) found their perceived options to be more complicated: 

1) Bonita loved to sing, but did not have the personal experience, nor was she 

possessed with the kind of detailed information she needed, to accurately determine if 

choir was a desirable option. 

2) Tona loved to sing and her friends all joined choir, thus making choir an 

activity that she perceived as highly appropriate to her. However, she and her friends 
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lacked the information to accurately assess the effect of their cultural differences with 

Mrs. T and so were expecting something different in a choir than what they got. 

3) Singing was an important emotional release for Celeste, making choir an 

activity that she believed to be highly appropriate for her despite her differences of 

opinion with Mrs. T. 

Tona, Celeste, and Bonita were surprised by the kind of literature they were being 

asked to perform and the style of vocal production the teacher asked them to employ. 

Conflicts of interest arose and, in Celeste and Bonita's cases, confrontations with the 

teacher ensued. 

Summary of the Effect of Various Context Variables on the Behaviors Observed 

Goal and Reward Structure 

The cooperative goal and group reward structure Mrs. T adopted, made choir 

more difficult for Jean, Emily, and Bonita because they felt the need for more personal 

feedback and information about the evaluation process. Jean, Margaret, and Emily also 

resented not being recognized for their enthusiasm for singing and having to listen to the 

teacher address the entire class because of the actions of certain students. Celeste and 

Tona, however, expressed no difficulties with a cooperative goal and group reward 

structure in their interviews. Both Celeste and Tona revealed the kind of high degree of 

self-confidence Ames predicted would be found in students in a cooperative goal/group 

reward structure. 

I interpreted the effects of the cooperative goal and group reward structure on 

these six students behavior as follows: 
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1)1 expected to see more outstanding behaviors, specifically high persistence and 

continuing motivation, from Jean, Emily, and Margaret because of their talent, goal 

directedness, and task goal orientation. I believe that the frustration they experienced at 

not being recognized for their individual effort and feeling "lumped in" when the teacher 

criticized the class generally were contributing factors toward the relatively low 

incidence of these two desirable behaviors in these three students. 

2) Bonita's sense of self required more personal and group feedback than she 

received in this group reward structure. This can be observed in her requests for feedback 

from the teacher, and her avoidance behaviors. 

3) The high degree of self-confidence gained from this type of goal and reward 

structure could have been instrumental in encouraging the continuing motivation 

behaviors noted in Tona and the high intensity behaviors noted in Celeste. 

Roles and Power Structure 

As described above, the teacher did not encourage student autonomy. The related 

literature tells us that a context that encourages student autonomy leads to more 

continuing motivation behaviors (Baden & Maehr, 1986). I believe I would have 

observed more continuing motivation behaviors from all of the students in a context that 

encouraged student autonomy. Also, some of the students reacted negatively to this rigid 

roles and power structure by not participating (Tona, Celeste, and Bonita) and even by 

engaging in disagreements and confrontations with the teacher (Bonita and Celeste). 
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Question and Feedback Patterns 

As noted previously, the questioning and feedback patterns the teacher adopted in 

this context were low level and purposefully intended to keep student contributions to a 

minimum to help control student behavior. A number of students mentioned being 

disturbed by Mrs. T's approach. Jean was troubled by her relationship with Mrs. T, 

describing her as a distant figure that did not develop close relationships with her 

students. Mrs. T verified this during an interview. I believe the low level questioning 

and feedback pattern contributed to this distancing effect and discouraged continuing 

motivation behavior in Jean. Jean, Emily, and Bonita all expressed a need for more 

feedback. Celeste, Bonita, and Jean expressed a need for more explicit information on 

Mrs. T's evaluation procedure. 

The observed behavioral effects of low level questioning and feedback patterns 

were not observed in obvious student behaviors (except for Bonita's requests for 

feedback). However, this situation does appear to verify Baden & Maehr's finding that 

student autonomy encourages continuing motivation behavior. My impression is that 

Mrs. T's efforts to keep student contributions minimal by asking low level questions and 

giving minimal feedback, thus supporting her teacher control/student forced obedience 

power structure, worked to create a situation where students were not inspired to make 

any kind of contribution that was not required of them. As mentioned previously, the 

class as a whole generally operated on a neither high nor low, but what I labeled 

"normal" intensity level. Outbursts of high intensity and low intensity behaviors were 

rare enough to be easily noted by a single observer. On the whole, the students were not 
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excited enough by the learning experience to show enthusiasm, but they liked singing 

enough to participate with normal intensity. I observed more continuing motivation 

behaviors in Tona than anyone else in class did and she only had six for the entire 

semester. 

Summary of the Influence of Antecedents of Meaning on the Behaviors Observed 

The enduring meanings Jean, Emily, and Margaret held from their socio-cultural 

context, personal experiences, and information were all compatible with this choral 

context. They found the task design to include elements of high inherent attractiveness 

and the compensation of enjoyment that they received from singing the literature Mrs. T 

selected was an inducement for the desirable behavior I observed. 

The enduring meanings Tona, Celeste, and Bonita held from their socio-cultural 

context, personal experiences, and information were not compatible with this choral 

context. For example, when I delved deeper into both Bonita's and Celeste's enduring 

meanings, I found substantial stresses stemming from family issues. Moreover, Bonita, 

Celeste, and Tona all had to contend with the stress of being bused a long distance to 

school every day. This meant arising as early as 5 a.m. and riding in a bus for well over 

an hour each way. There were significant cultural differences with the teacher as well 

that led to Bonita, Celeste and Tona not finding the task (particularly the literature 

performed in class) attractive, which did not encourage positive directional behavior. 

The other influential antecedent of meaning in this situation was social 

expectation. Thirteen of the 15 White students and three of the Black students had 

significant problems with the social expectation of their Black peers. The profiles 
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revealed that social expectation definitely effected the meaning of choir for Jean, Emily, 

and Margaret. Jean, Emily and Margaret were task-goal oriented and were discouraged 

when their peers did not put forth cooperative effort serving the group goals. This 

discouragement effected their behavior by reducing their intensity and high persistence 

behaviors. It was also difficult for Emily, who was a socially oriented student, not to talk 

when others in the class were talking. 

Bonita was one of the three Black students whose meaning of choir was 

negatively effected by social expectation. She got highly agitated when the altos sitting 

by her did not sing the correct part. She believed they just didn't care enough to learn it 

and that created stress for her. When the stress rose to a certain point she would simply 

stop singing, deciding that it was not worth it for her to continue. If the singing was not 

correct, she did not want to be a part of it. 

Tona noticed the difference in the social expectation of the Black and White 

students and she and her friends thought it was funny how the White students seemed so 

quiet in comparison to the Black students. Tona behaved as expected by the Black 

students who had cultural differences with the teacher in this class. The Black Students 

had a far larger number of directional behaviors observed (see appendix D) than did the 

White students and Tona had by far the largest number. 

Celeste brought up the topic of social expectation when she stated that she did not 

care what her peers said, she was going to sing regardless. Her behavior was affected by 

the social expectation of the Black students in this class. She had the largest number 

(five) of student/student confrontations in the class. The Black students in this class 
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would from time to time criticize her singing (they called it "dissing") and Celeste never 

allowed a comment to pass unchallenged. These exchanges sometimes escalated into 

confrontations. 

I believe I now understand why Jean, Margaret, Tona, Bonita, Celeste, and Emily 

behaved as they did in this context. I therefore conclude that each student's observed 

behavior could be successfully interpreted by asking them questions that uncovered their 

sense of self, goal orientation, perceived options, and the effect antecedents of meaning 

and context on the meaning of non-select choir for them. 

Table 25 

Abbreviated Summary of Findings 

Context 

Teacher Controlled Contextual Factors 

Goal and 
reward 

structure 

The teacher adopted a cooperative goal and group reward structure. The 
following findings were predicted in the literature (Ames 1984) and 
found in this context. 
1. There was a perception of students as similar in ability and deserving 
of reward even when their performances varied in quality. 
2. This goal structure encouraged a high degree of self-confidence in the 
students. 
3. This goal structure also fostered a cooperative effort serving the group 
goals and a reward structure where individuals were punished for not 
following social norms rather than rewarded for upholding them 
4. For some of the students this structure was a problem, while others 
found it to be supportive. 

Roles and 
Power 

Structure 

1. Excerpts from student and teacher interviews verified my 
observations that, in regards to roles and power structure, Mrs. T 
adopted a teacher control/student forced obedience structure. 
2. Fifteen of the 31 students who finished the semester considered Mrs. 
T's authoritarian approach to be a problem, thus negatively affecting the 
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Table 25, continued 

Abbreviated Summary of Findings 

meaning of choir for them, and one thought it was a positive aspect of 
the class. 
3. Ten of the 15 students who considered teacher control/student forced 
obedience to be a problem were Black, inner city transfer students and 
five were White county residents (representing two-thirds of the Black 
students and one-third of the White students in the class). 
4. Baden and Maehr (1986) recommend that teachers in a culturally 
diverse situation provide students with a choice between several task 
alternatives. This kind of choice was not available in the roles/power 
structure Mrs. T adopted (teacher control/student forced obedience). 
Because the Black, inner city students' personal experiences in music 
were vastly different from the teacher's, many of these students objected 
to the music chosen for performance, the style in which they were being 
taught to sing, the way in which they were supposed to learn the songs 
(by reading music), and being forbidden to move while they sang. The 
lack of student autonomy meant that these students did not have a choice 
in what, how, and when they were going to learn. 
5. The result of the difference in opinion between many of the students 
and the teacher, and the students' disappointment in their lack choice, 
lead initially to disillusionment on the part of the ten Black students who 
were disturbed by this teacher practice. This disillusionment lead in 
some cases to avoidance behavior that turned disruptive and 
argumentative. 

Questioning 
and Feedback 

Patterns 

1. Mrs. T practiced low-level questioning and feedback patterns. 
2. The real significance of Mrs. T's low level questioning was the way 
she intentionally decided to use low level questioning and feedback (see 
page 207) to help her maintain a teacher control/student forced 
obedience roles and power structure by keeping student input and 
discussion minimal. 
3. Also, several students expressed a desire (and some cases a need) for 
more feedback from the teacher. The students who expressed concern 
about the lack of feedback in their interviews either had a low sense of 
self-competence (for example, Bonita) or a weak sense of self-reliance 
(for example, Emily). 

Effect of Antecedents of Meaning on the Context 

The socio-cultural backgrounds of the students in this class were so different that they 
perceived it to be an issue that affected both social expectation and their reaction to the 
teacher's choice of task design 
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Table 25, continued 

Abbreviated Summary of Findings 

Task design Even though the majority of these Black, inner city transfer students 
loved the task of singing, they were not task goal oriented to the task of 
singing in this particular choral situation. For example, 12 of the 16 
transfer students expressed problems relating to the task design, 
specifically with the variety of music Mrs. T chose. 

Social 
expectation 

1. There were no major differences between what singing in a choir 
meant to this White, county resident teacher and what singing in a choir 
meant to the students who were White county residents in this class. It 
is interesting to note that three of the White student's socio-cultural 
background was so similar that they even sang in the teacher's church 
choir, and one student was a close friend of the teacher's son. Therefore 
the social expectation (that is, the student-held expectations of how they 
should perform, behave and feel about the various aspects of singing in 
a choir) of the White students was similar to the teachers' and different 
from the social expectation of the majority, but not all of the Black, city 
transfer students. The breakdown of direction and low intensity 
behavior by ethnicity found in Chapter Four displays the impact of 
ethnicity on the social expectations in this context. This chart shows 
that the Black students in this class had a much larger tally of off-task 
direction behaviors than did the White students. 
2. Thirteen of 15 White students and three Black students mentioned 

the negative effect on their choral experience of the social expectation 
found in this classroom. The students who referred to their classmates' 
behavior as being detrimental to their choral experience were concerned 
about the amount of off-task behavior both in terms of disturbing the 
learning process with talking and the lack of effort certain students 
expended to participate, as the teacher required. Those students, both 
Black and White, who were disturbed by their peers' behavior were, by 
and large, task goal oriented and/or accepted the cooperative goal 
structure the teacher established and became annoyed when their peers 
did not put forth cooperative effort serving the group goals. 



358 

Table 25, continued 

Abbreviated Summary of Findings 

Summary of the Relationship Between Meaning (Sense Of Self. Goal Orientation 
and Perceived Options) and Behaviors Observed 

Sense of Self 1. As predicted in the literature, there was a direct relationship between 
each student's sense of self and their behavior. Those with a strong 
musical identity derived from family, strong sense of competence, goal 
directedness towards choir, and strong self-reliance, were observed 
displaying significant positive behaviors. 
2. Weaknesses in aspects of these students' sense of self could be 
observed in their behavior. For example, Bonita's sense of competence 
was fragile, she had no musical support structure upon which to base an 
identity in choir and she also was not goal directed in choir. Therefore it 
was not surprising to observe the avoidance behaviors she displayed. 

Goal 
Orientation 

As predicted in the literature, goal orientation was seen to effect 
behavior. Once again using Bonita as an example, Bonita's interview 
revealed that her positive behaviors were the result of her love of 
singing. However, this love of singing did not develop into a task goal 
orientation towards singing in this choir. Instead, she revealed a strong 
work avoidance orientation. Her work avoidance goal orientation was 
not an expression of wanting to get out of work so much as the result of 
choir not meeting her task and extrinsic goal expectations and her 
dislike of the music. This goal orientation also explains the avoidance 
behaviors Bonita displayed. 

Perceived 
Options 

Those students whose cultural background was similar to the teacher's 
for the most part had the information they needed to accurately assess 
their compatibility with the activity of singing in this non-select choir 
and found it to be a highly appropriate action in which to engage. Those 
whose cultural background differed from the teacher's found their 
perceived options to be more complicated, which sometimes resulted in 
conflicts of interest. 
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Implications for Further Research 

The strength of this study lies in its thick description of a single situation. A 

qualitative study is, by design, context specific and therefore it is not appropriate to 

generalize the specific findings. 

This study describes how a teacher practice of teacher control/student forced 

obedience roles and power structure that did not encourage student autonomy correlated 

with a student population that did not display strength in continuing motivation. A 

quantitative study is needed to determine the exact relationship between teacher 

control/student forced obedience structures which diminish student autonomy and roles 

and power relationships which increase student autonomy and continuing motivation in a 

non-select choral setting. 

The teacher in this study maintained a cooperative goal and group reward 

structure. In this particular case, the teacher's students displayed a high degree of self-

competence, a finding predicted in the literature. Quantitative studies could be devised to 

study the effect of various goal and reward structures on the meaning of choir for non-

select choir students in a variety of settings. 

In this particular setting, the teacher's use of low level questioning did nothing 

more than mildly irritate the few students who felt under-challenged. Most students 

recognized it but were not concerned with it. The main finding concerning low level 

questioning here was that the teacher intentionally used this strategy to help sustain her 

teacher control/student forced obedience structure because it minimized student input 

and, in the teacher's opinion, thus minimized potential classroom disturbances. 
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Even though I understand why this teacher adopted this strategy when faced with 

a new, mostly freshman class whose background had not enculturated them to the tasks 

demanded of them, I question its ultimate effectiveness. By not allowing for student 

input this teacher increased student dissatisfaction. Her strategy, contrary to her hope, did 

not eradicate the off-task student behaviors observed in this classroom. The literature tells 

us that high-level teacher questioning patterns lead to task goal adoption in students. It 

would be interesting to study the direct effects of teacher questioning and feedback 

patterns on goal orientation and directional behavior in a non-select choir setting. 

The connection between SES, gender and ethnicity and the meaning of choir 

needs to be observed and systematically studied. In this study ethnicity was an important 

mitigating factor in the meaning of choir for students. A study of ethnicity, in a variety 

of non-select choir situations using the principals for conducting research suggested by 

Phinney (1996) needs to be devised. Not all of the Black student's reacted in the same 

way to the roles/power structure and task design in this in this study. For example, 

Malcom enjoyed the challenge of learning to sing a different kind of music in a different 

style than that to which he was accustomed. When I asked the teacher who she thought 

was the most motivated student in this class, Malcom was one of the students she listed. 

Malcom's behavior in this context and the meaning he attached to choir supports 

Phinney's contention that there are various dimensions that need to be examined when 

ethnicity is considered. Studies should be undertaken to determine the effect of ethnicity 

on the meaning of non-select choir with different ethnic groups (only Black and White 

students were in this class). Also, would ethnicity have the same effect on the social 
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expectation of the class if the numbers of students in both ethnic groups were not as large 

as they were here or the proportions not so equal? 

Another factor that should be studied in a non-select choir context is the distinction 

between social goals and social responsibility goals as seen in Wentzel (1991). As part of 

her study, Wentzel asked her subjects to rate the importance of such statements as: 

"always trying to earn approval" and "trying to be dependable and responsible." Students 

who found that those statements applied to them were described as having social 

responsibility goals. Wentzel found that the main difference between the medium GPA 

students and low GPA students in her study was that fewer low GPA students reported 

trying to pursue social responsibility goals. Also, high and medium GPA groups reported 

"always trying to earn approval" and "trying to be dependable and responsible" more 

often than did students in low GPA groups. 

I asked the students in this mixed choir, "Who would you most like to impress?" 

and "Would they be impressed with your accomplishments in mixed chorus?" These are 

standard questions asked in cognitive motivation studies to reveal significant others and 

the effect significant others have on various aspects of meaning for the student, similar to 

Wentzel's "always trying to earn approval," listed above. Seven students answered that 

they could think of no one whose approval they wanted because they didn't think they 

needed to consider anyone but themselves. 

Responses like these do not display orientation towards social responsibility 

goals. As can be seen in Appendix G, seven students in this class were placed in the 

"below average" behavior group using descriptive statistics. Five of these seven students 
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(Nancy, Lee Ann, Celeste, Tona, and Regina), answered the questions above in a manner 

that raises doubts about their desire to be socially responsible. Sheri and Bonita, who 

answered the questions in a similar manner, were in the "average behavior group." This 

observation is similar enough to the results of Wentzel's study to raise questions about 

the relationship between social responsibility goal orientation and achievement behaviors 

that I believe need to answered. 

Are students who do not pursue social responsibility goals a common segment of 

the enrollment of non-select choirs? If, as I suspect from 20 years experience teaching 

non-select choirs, there is commonly a segment of students in non-select choirs who do 

not pursue social responsibility goals, what are the ramifications of this for instruction? I 

also wonder how many students who do not pursue social responsibility goals are in 

select choirs? Do these students get "filtered out" in the selection process for other 

choirs? 

Comparisons need to be made between the behavior and meaning of choir for 

students in non-select choirs and those participating in select choirs. Closely related to 

this is the subject of differences in teacher's practices in non-select and select choirs. As 

mentioned in Chapter Four, the teacher in this study adopted different practices in her 

select choir and pop music class than she adopted in her non-select choir. For example, 

she encouraged student autonomy in her select group and used high level questioning 

patterns in her pop music class; a very different tactic from what she employed in her 

non-select mixed chorus. 
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There is a need for further research to determine the relationship between teacher 

adoption of goal/reward structure, roles/power structure, and questioning and feedback 

patterns on student goal orientation. For example, what effect would a competitive goal 

structure combined with a role/power structure that encouraged student autonomy have 

on student goal orientation? These relationships need to be examined in various 

permutations and in different settings, with students of different combinations of SES, 

gender, and ethnicity. Much more research is needed to understand the motivation 

behavior of non-select choir students in a variety of contexts. 

Implications for Classroom Practice 

The main implication of this study for actual classroom practice is that personal 

investment theory can enable teachers to interpret the behavior they witness in their 

students by determining the meaning of choir and the influence of antecedents of 

meaning and the context for each individual student. Armed with this information, 

teachers would then be better equipped to influence the context in order to encourage 

behavior conducive to learning in their students. I believe that the profiles in Chapter 

Five adequately demonstrate that personal investment theory enables one to do rigorous 

work in this regard. 

One way to apply this research in a practical fashion would be for teachers to 

devise a personal investment theory inventory for their students, either in the form of a 

written survey or informal oral questioning, at the beginning of the year when they are 

also devising other pre-instruction measurement tools. The interview questions I used 

(Appendix B) could easily be the foundation of such an informal instrument. This 
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inventory would enable the teacher to make pro-active adjustments in their adoption of 

teacher-controlled context variables based upon information gathered about each 

student's sense of self, goal orientation, and perceived options. For example, for teachers 

who conclude that their non-select choir students expressed a low amount of self-

competence, personal investment theory would, among other things, suggest that teachers 

not employ a competitive goal structure, which would mean not comparing the students 

to one another by such practices as posting grades. 

A personal investment theory inventory would furthermore help a teacher make 

decisions about such task design factors as the variety and challenge of the music they 

select in order to facilitate the adoption of task goals by their students. For example, the 

meaning of choir for the students observed in this study was strongly affected in a 

negative way for a significant number of students in this class because of the lack of any 

gospel style singing. As mentioned previously, Baden and Maehr (1986) recommend that 

teachers in culturally diverse situations provide students with a choice between several 

task alternatives. In this case, if the teacher would have been able to teach a gospel style 

piece to these students, the goodwill generated by that gesture might have positively 

altered her relationships with her students. 

In my discussions with the teacher, both casually and during formal interviews, I 

discovered that she recognized the value of multi-cultural music literacy, read articles and 

books, and rented videos to become familiar with various aspects of multi-cultural music. 

But these means were not sufficient to make her feel sufficiently musically literate to 

perform in any style but Western European art music. She would have liked to program a 
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larger variety of music, including gospel, but did not have the training and didn't know 

where to get the training to perform in this style. Hence, a classroom implication for 

university level music education is not to limit multi-cultural music training to a music-

appreciation type of class. It would be far more important to teach the performance skills 

of a variety of musical cultures and require music education majors to be able to perform 

with at least minimal competence in at least one non-Western European style of music. 

Another advantage of being conversant in personal investment theory is that it 

gives teachers a tool with which to effect a positive change in a specific student's 

behavior. For example, even though social expectation in a class is a student-controlled 

variable, the teacher in this class affected the influence of social expectation on one of the 

student's behavior when she changed the student's position on the seating chart, placing 

her by students who participated with enthusiasm. The other students encouraged a more 

active participation in this student (see interview excerpt with Regina, p. 223). 

In summary, I used personal investment theory in this study to interpret student 

behavior in a specific non-select choir context. The interpretation of personal investment 

behavior is accomplished through an in-depth examination of the meaning that students 

attach to choir. The specific context in which this behavior occurs is critical because the 

context can encourage the students to hold certain meanings as well as not be compatible 

with the enduring meanings held by the participants. I believe that I have demonstrated 

that personal investment theory can be used to formulate an in-depth interpretation of 

students' behavior, thus facilitating the adoption of teacher strategies with which to 

influence that behavior. 
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The music education profession is more and more coming to the realization that it 

cannot teach only the talented and those who are already interested and enculturated in 

our value system on the high school level. Teaching the non-select choir student means 

learning how to interpret their behavior and adjust teacher practices so that learning is 

facilitated, participation is enjoyed, and continuing motivations are fostered. Personal 

investment theory can help us accomplish this goal. 
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December 4,1996 
To: Parents of Students in Mixed Chorus 
From: Susan Braenger 

I will be conducting a research project designed to study the motivation of students in 
non-select choirs. The goals of this study are to determine why and how students 
participate in a non-select choir so that choral programs can better understand how to 
motivate the students enrolled. I request permission for your child to participate. 

I will be observing, and videotaping and interviewing students in mixed chorus starting 
in December. The project will last the entire second semester. All interviews will be 
conducted on a voluntary basis and subjects may withdraw from the process at anytime 
without penalty or prejudice. All tapes will be taken home with me each day and retained 
by me at the study's conclusion. All information gathered will be reported anonymously. 
The student's, teacher's and the school's name will be changed and will not be associated 
with any of the information in final report. 

Your decision whether or not to allow your child to participate will in no way affect your 
child's standing in his or her class/school. When completed, a copy of this dissertation 
will be available to anyone interested. Should you have any questions or desire further 
information, please call me at [number deleted]. Thank you in advance for your 
cooperation and support. 

Sincerely, 

Mrs. Susan Braenger 

This study has been approved by the Office of Research Administration at the University 
of North Texas [number deleted]. 

I give my informed consent for my child to take part in this study. I have read the 
description of the study and I understand it. I also understand that names will not be 
associated with the results. 

Date 
Student's Signature 
Parents Signature 
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Interview Questions to Prompt Narrative 

The following questions were used to prompt the students to discuss the meaning 

they attached to choir. They were asked in whatever order seemed most logical in 

response to the dialogue ensuing during the interview process. Probes were used when 

necessary to influence the student to elaborate on a topic. 

Sense of Self 

Sense of competence. 

-Tell me about the role singing plays in your life. 

Possible probes: 

-Do you like to sing? 

-When and where do you sing? 

-Do you sing for your family and friends? 

-Do you feel good about your singing? 

-If you were to rank all the students in choir 1 being the least good choir student and 50 

being the best choir student where would you put yourself? 

Probe: 

-What criteria did you use to rank? 

- Compared to other classes how good are you in choir? 

Identity. 

- Of all the people you know whom would you most like to impress? Would they be 

impressed with your accomplishments in choir? 

-Probe for positive/negative achievement orientation. 

-Tell me about your friends. 
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-Probe for age, gender, organization and interactions of groups exerting the 

influence. 

-What kind of things do your friends think its cool to be good at? 

-Probe for mastery behaviors, values. 

Self-Reliance. 

-What do you want to learn in choir? 

-Are you able to learn what you want to learn in choir? 

Goal Directedness. 

- What are your plans for choir? 

-Probe 

-Did you audition for select choir? Why not? 

Goals/Personal Incentives 

- Imagine feeling successful in choir. What have you done that made you feel 

successful? 

- What would you consider hard work in choir? Do you work hard in choir? 

-What do you like best about being in choir? 

-Probe 

-What is your favorite activity in choir? 

- What is the main reason you do what you are supposed to do in choir? 

-Probe 

- How do you feel about answering your teacher's questions in choir? 

- Do you ever help other students in choir? Why? 

Perceived Options 

- Why did you decide to enroll in choir? 
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Table CI 

Code Labels 

Code Personal Investment Theory Variable Name 

Direction Behavior direction behavior 

Persistence Behavior persistence behavior 

Continuing Mot. Behavior continuing motivation 

H Intensity Behavior high intensity behavior 

L Intensity Behavior low intensity behavior 

Performance Behavior performance 

Task goal Meaning/goals task goals 

Ego goal Meaning/goals ego goals 

Social goal Meaning/goals social goals 

Extrinsic goal Meaning/goals extrinsic goals 

Work avoid Meaning/goals work avoidance goals 

Perceived Options Meaning/perceived options perceived options 

Identity Meaning/sense of self identity 

Self Reliance Meaning/sense of self self reliance 

Goal Directedness Meaning/sense of self goal directedness 

Sense Competence Meaning/sense of self sense of competence 

Gender Antecedents/socio-cultural context gender 

SES Antecedents/socio-cultural context SES 

Ethnicity Antecedents/socio-cultural context ethnicity 

Personal Experience Antecedents/personal experience personal experience 

Social Expectation Antecedents/teaching learning 
situation: social expectation 

social expectation 
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Code Labels 
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Code Personal Investment Theory Variable Name 

Task Attractiveness H Antecedents/teaching-learning 
situation: task design 

Task Attractiveness H, inherent attractiveness/high 
continued 

high task attractiveness 

Task Attractiveness L Antecedents/teaching-learning 
situation: task design 
inherent attractiveness/low 

Task Identity 

Skill variety 

Challenge 

S Reaction to 
T evaluation 

Task/student 
autonomy 

Information 

Age/ development 

Competitive Goal 
Structure 

Cooperative 
Goal Structure 

Individual 
Goal Structure 

Antecedents/teaching-learning 
situation: task design/ 
task identity 

Antecedents/teaching learning, 
situation: task design/ 

skill variety 

Antecedents/teaching-learning 
situation: task design/challenge 

Antecedents/teaching-learning 
situation: task design/feedback 

Antecedents/teaching-learning 
situation: task design 

Antecedents/information 

Antecedents/age or 
stage of development 

Context/teacher influenced 
goal structure-competitive 

Context/teacher influenced 
goal structure-cooperative 

Context/teacher influenced 
individual goal structure 

low task attractiveness 

task identity 

skill variety 

challenge 

student reaction to 
teacher's evaluation 

student reaction to task 
design/autonomy 

information student has 
available about their options 

age/stage of development 

teacher influenced 
competitive goal structure 

cooperative goal structure 

individual goal structure 



375 

Table CI, continued 

Code Labels 

Code Personal Investment Theory Variable Name 

Comparative 
Reward Structure 

Group Task 

Reward Structure 

Individual Gains 
Reward Structure 

Roles/Power 
student autonomy 

Roles/Power: CO 

TQuestions-H 

TQuestions-L 

TFeedback-H 

TFeedback-L 

T-demo 

Verbal instruction 

Visual instruction 

T incentive 

Tmotprob 

Context/reward structure-
comparative 

Context/reward structure 

Group accomplishment 

Context/reward structure 
Individual gains in task 

Roles/power relationships 
student autonomy and self-reliance and self-reliance 

comparative reward structure 

group accomplishment 

reward structure 

individual gains in task 
reward structure 

student autonomy 

Roles/Power relationships teacher control and forced 
teacher control/student obedience student obedience 

Teacher questioning patterns 

Teacher questioning patterns 

Teacher feedback patterns 

Teacher feedback patterns 

Teacher Instructional technique 

Teacher Instructional technique 

Teacher Instructional technique 

Teacher instructional support 

Teacher instructional support 

Evaluation: 
gradecompar 

Evaluation Practices 

high difficulty 
teacher questioning 

low difficulty 
teacher questioning 

high level feedback 

low level feedback 

demonstration/oral 

verbal instruction 

visual instruction 

incentives to sustain student 
involvement 
teacher's response or 
technique causes 
reduced student 
motivation 

teacher making grade 
comparisons 
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Table CI, continued 

Code Labels 

Code Personal Investment Theory Variable Name 

Evaluation 
importance/ grades/ 
tests 

Eval: Standard 
of achievement 

T Distractions 

Tdiscip 

Tcontrol strategy 

Evaluation Practices 

Evaluation Practices 

behavioral control practices 

behavioral control practices 

behavioral control practices 

T/S disagreement confrontation 

T/S disagreement, continued 

T/Sconfrontation confrontation 

S/Sconfront confrontation 

student seeking feedback Student seeking 
feedback 

Scomplaint 

Observer 

student complaint 

Observer's Role 

importance of grades & tests 

standard of achievement 

teacher distractions 

teacher disciplinary comment 

teacher behavioral control 
strategy 

teacher/student disagreement 
stopping short of a 
confrontation (gray area) 

teacher/student confrontation 

student/student confrontation 

student seeking feedback 

student complaint not 
concerning task 

comments or behavior 
concerning my role 
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Table C2 

Codes and Operational Definitions: Analysis of Observations of Personal Investment 

Behaviors 

Code Operational Definition 

Direction Any behavior observed when the student is not 

behaving according to situational expectations. 

Examples of direction behaviors noted in this 

context: 

- The student does not follow the teacher's 

directions. 

- The student does not obey class rules, such 

as not chewing gum. 

- The student disrupts class on purpose. 

- The student takes every possible opportunity 

to talk with his or her peers. 

- The student displays non-cooperative non-

verbal behaviors, such as rolling his or her 

eyes at comments made by the teacher or 

fellow students. 

The student displays non-cooperative verbal 

behaviors, such as making fun of the teacher or 

other students. 
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Table C2, continued 

Codes and Operational Definitions: Analysis of Observations of Personal Investment 

Behaviors 

Code Operational Definition 
Persistence A student's persistent attention to the same task 

or event for a greater or lesser measure of time 

causing the observer to infer a greater or lesser 

degree of motivation. 

Continuing Motivation 

Examples of persistence behaviors noted in this 

context: 

- The student loses interest at the first instance 

of difficulty. 

- The student persists at a difficult task for a 

while and then loses interest. 

- The student stays on task until the director is 

satisfied that the group has accomplished the 

task. 

Examples of continuing motivation behaviors 

noted in this context: 

The student returns to a task after an 

interruption of some kind. 

- The student works by him or herself when 
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Table C2, continued 

Codes and Operational Definitions: Analysis of Observations of Personal Investment 

Behaviors 

Code Operational Definition 
Continuing Motivation, continued 

Intensity 

the opportunity arises. For example, when a 

director rehearses a section of music with 

the altos, do the sopranos take that 

opportunity to study the music or softly hum 

their own part? 

- The student offers to help their peers at a 

break in rehearsal or before or after 

rehearsal. 

- The student asks the director questions about 

the music before or after class. 

Intensity is inferred from the amount of energy a 

student expends. 

- Examples of intensity behaviors noted in this 

context: 

- Low intensity is displayed by a lack of 

energized breathing, yawning, and sitting or 

standing in a slumped posture. 

- High intensity is displayed when the student 
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Table C2, continued 

Codes and Operational Definitions: Analysis of Observations of Personal Investment 

Behaviors 

Code Operational Definition 
Intensity, continued displays the intensity behaviors associated 

with good choral singing, such as good 

posture, energized breathing, and focused 

attention. High intensity is displayed when 

the student vocally leads a section in an 

unsure entrance or starts a choreography 

move when others are hesitant. 

- High intensity is displayed when the student 

volunteers answers to the director's 

questions. 

High intensity is displayed when the student 

volunteers comments about what he or she hears 

being performed. For example by asking, "Are 

the altos making the diminuendo in measure #24 

distinct enough?" 

- High intensity is displayed when the student 

appears enthusiastic and eager in choir. 

- High intensity is displayed when the student 
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Table C2, continued 

Codes and Operational Definitions: Analysis of Observations of Personal Investment 

Behaviors 

works hard to improve even when they 

perform well in comparison to the others in 

the group. 

Table C3 

Codes and Operational Definitions: Analysis of Meaning 

Code Operational Definition 

Task goals 

Ego goals 

Social goals 

Extrinsic rewards goals 

Any student comment regarding the purpose of 

effort to be for the enjoyment of the task for its 

own sake and/or for the development of personal 

competence. 

Any student comment indicating that success is 

measured in terms of others; the goal is to do 

better than others. 

Any student comment indicating that the purpose 

of an act is to seek social approval and 

affiliation. 

Any student comment indicating that the purpose 
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Table C3, continued 

Codes and Operational Definitions: Analysis of Meaning 

Code Operational Definition 

Work avoidance goals 

Perceived options 

Sense of self-identity 

Sense of self-reliance 

of an act is for reasons of external rewards. 

Any student comment indicating that the 

student's goal is to do as little work as possible. 

Any comment by students that describes the 

behavioral or action possibilities that they 

perceive to be available to them. 

Any student comment that reveals the 

individual's perception of him or herself as 

being associated with a specific group. This 

includes people held to be significant. 

Any student comment that reveals perception of 

control. 

Sense of self—goal directedness Any student comment that indicates becoming 

something rather than just being something. 

Sense of self—sense of competence Any student assessment of their ability to do 

something. 
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Table C4 

Codes and Operational Definitions: Antecedents of Meaning 

Code Operational Definition 
Socio-cultural context: Gender 

Socio-cultural context: SES 

Any student comment or behavior that indicates 

gender as an influence of achievement-related 

behavior. 

Any student comment that reflects their social-

economic-status. 

Socio-cultural context: Ethnicity Any student/teacher comment or behavior that 

concerns or reflects ethnicity. 

Personal experience Any student comment revealing their set of 

beliefs and thoughts that are primarily determined 

by previous learning and experience through the 

home socialization experience. 

Teaching-Learning situation: Social Any student/teacher comment or behavior 

Expectation illuminating the norms, roles and status structure 

of the class's peer-initiated, peer-controlled social 

organization. 

Task Design-Inherent Attractiveness Any student comment referring to how interesting 

or intrinsically motivating a task is to the person. 

Inherent Attractiveness-Task Any student comment or behavior 

Identity and complete an identifiable piece of work on 
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Table C4, continued 

Codes and Oper ational Definitions: Antecedents of Meaning 

Code Operational Definition 
Inherent Attractiveness-Task their own. 

Identity, continued 

Inherent Attractiveness-Skill Variety Any student comment or behavior indicating the 

extent to which students can use a number of 

Inherent Attractiveness-Skill 

Variety, continued 

Inherent Attractiveness-Challenge 

Task Design-Feedback 

Task Design-Autonomy 

Information 

different skills and talents to complete the diverse 

aspects of a job or task. 

Any student comment or behavior referring to the 

difficulty of a task. 

Any student comment revealing their thoughts 

and feelings concerning what the teacher 

evaluates, how the teacher evaluates, and what 

use is made of evaluation information. 

Any student comment revealing their thoughts 

and feelings concerning the extent they have the 

freedom and independence in determining when 

and how to complete a task. 

Any student comment revealing their knowledge 

about the options that are perceived to be 

available in an achievement-oriented situation. 
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Table C4, continued 

Codes and Operational Definitions: Antecedents of Meaning 

Code Operational Definition 
Age or Stage of Development Any information, comment or behavior revealing 

the students age or stage of development. 

Table C5 

Codes and Operational Definitions: Analysis of Context 

Code Operational Definition 

Goal Structure—Competitive Any teacher/student comment or behavior 

indicating that successful completion of a task 

depends on doing better than others. 

Goal Structure—Cooperative Any teacher/student comment or behavior 

indicating that successful completion of a task 

depends on cooperating with others. 

Goal Structure—Individual Any teacher/student comment or behavior 

indicating that successful completion of a task 

depends on individual gains in task performance. 

Reward Structure—Comparative Any teacher comment or behavior indicating a 

norm-based reward structure. 

Reward Structure—Group Any teacher comment or behavior indicating a 

group accomplishment of a shared task 
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Table C5, continued 

Codes and Operational Definitions: Analysis of Context 

Code Operational Definition 

accomplishment of a shared task reward structure 

Reward Structure—Individual Gains Any teacher comment or behavior indicating a 

in Task Performance Structure gain in task performance reward gains in task 

performance structure. 

Roles/Power Relationships—Student Any teacher comment or behavior indicating the 

Autonomy and Self-Reliance importance of student autonomy and self-

reliance. 

Roles/Power Relationships—Control Any teacher comment or behavior indicating that 

and Forced Obedience they have chosen a control and forced obedience 

role in managing the learning structure as 

opposed to giving students autonomy by giving 

them choices in what and how they are going to 

learn. 

Teacher Questioning Patterns: Low Teacher questions primarily involving knowledge 

Difficulty or comprehension skills on the knowledge and 

comprehension levels of Bloom's Taxonomy of 

Educational Objectives (Bloom, Englehart, Furst, 

Hill, & Krathwohl, 1956). 
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Table C5, continued 

Codes and Operational Definitions: Analysis of Context 

Code Operational Definition 
Teacher Questioning Patterns: High Teacher questions involving skills above the 

Difficulty 

Teacher Feedback: Low Level 

Teacher Feedback: High Level 

Teacher Feedback: High Level, 
continued 

Evaluation Standard Of Student 

Achievement 

Instruction Support/Incentives To 

Sustain Student's Involvement in 

Learning Activities 

Evaluation Practices 

Grade comparisons 

Salience of grades and evaluation 

comprehension level on Blooms Taxonomy. 

Teacher comments or behaviors affirming or 

negating student answers. 

Teacher comments or behaviors probing for 

student level of understanding, such as asking for 

explanations. 

Any comment or behavior which reinforces 

achievement. Poor work being redone until it is 

acceptable. 

Any teacher comment or behavior designed to 

keep students involved and motivated to achieve. 

Teacher comments sharing information about 

evaluation practices. 

Teacher comments sharing information about 

ability-related information. 

Teacher comments referring to the importance of 

grades and tests. 



APPENDIX D 

CLASSROOM SEATING CHART 

388 



e 
CO T-
6 a> 
c E 
* S 
0 0 
CO Q 

Le
e 

A
nn

 

C
as

ey
 

E
lle

n
 

C
el

in
e

 

B
on

ita
 

N
an

cy
 

U
Sf 

C
el

es
te

 

S
ta

cy
 

G
in

ny
 

E
m

ily
 

N
an

et
te

 

K
at

he
rin

e 

Ja
ne

t 

CO 
£ 0 

00 

M
ar

y 

La
ve

m
e 

A
ng

el
 

M
ar

k 

To
ny

 

P
at

ty
 | E 

P
at

ty
 

"co 
2 

5̂ 

£5 
E 

Ja
ck

 

M
ic

 

CO c 
f 01 S

he
ri 

A
m

el
ia

 

M
ar

ga
re

t 

C
is

si
e
 

K
im

 

C
ry

st
al

 

Ja
ne

 

P
eg

gy
 

25 
£ 

S
ha

ro
n 

Je
an

 

C
la

ire
 

N
at

al
ie

 

s c 
2 
a 
o 
CO 

a> 
D 
2 
£ 
CO 
2* 
CO 3 c 
CO 

N
an

cy
 

B
 

E
lle

n
 

W
 

G
in

ny
 

B
 

Le
e 

A
nn

 
B

 

Ja
ne

t 
W

 

N
an

cy
 

B
 

N
an

et
te

 
B

 

E
m

ily
 

W
 

c5 oq 

B
on

ita
 

B
 

K
at

he
rin

e
 

W
 

C
as

ey
 

B
 

M
ar

y 
B

 

La
ve

m
e 

B
 

S
ta

cy
 

B
 

A
ng

el
 

W
 

Ji
m

 
W

 

C
el

es
te

 
B

 

Ja
ck

 
W

 

M
al

co
m

 
B

 

Ta
m

ra
 

B
 

M
ic

 
W

 

M
ar

ga
re

t 
W

 

A
m

el
ia

 
W

 

S
he

ri 
B

 

C
is

si
e
 

W
 

K
im

 
W

 

C
ry

st
al

 
W

 

Ja
ne

 
W

 

P
eg

gy
 

W
 

B
ob

bi
 

W
 

To
na

 
B

 

Je
an

 
W

 

S
ha

ro
n 

B
 

C
el

in
e 

B
 

R
eg

in
a 

B
 

2 
o 
CO 0 

ii 
§ 

IS js 
00 
II 
OQ 

*0 

LU 

Q 

s 

43 

u 

.9 
oj 
<D 

00 
9 o 
§ 
3 

u u 



APPENDIX E 

INTERVIEW REFERENCE TABLE 

390 



Table El 

Interview References 

391 

Interview # Names Abbreviations 
1 Celeste 

Claire 
C 
Ca 

Claire was removed from 
class. Her interview was 
not analyized. 

la Celeste C 

2 Jan 
Nannette 

J 
N 

3 Tona 
Ginny 

T 
G 

4 Belle 
Ellen 

B 
E 

5 Stacy 
Casey 

S 
C 

Stacy and Casey were 
expelled. Their 
interviews were not 
analyized. 

6 Nancy 
Lee Ann 

N 
L 

7 Janet 
Laverne 

J 
L 

Laverne was removed 
from class. Her interview 
was not analyized. 

8 Emily 
Katherine 

E 
K 

9 Peggy 
Kim 

P 
K 

10 Jack 
Jim 

J 
Jim 

11 Malcom 
Mic 

M 
Mic 

12 Sheri 
Sharon 

S 
Sha 

13 Jane 
Jean 

Ja 
Je 

14 Margaret 
Cissie 

M 
C 

15 Regina 
Bonita 

R 
B 

16 Crystal 
Bobbi 

C 
B 

17 Tamra 
Jim 

T 
Jim 

18 Emily 
Katherine 

E 
K 
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Table El, continued 

Interview References 

Interview # Names Abbreviations 
19 Janet 

Kirn 
J 
K 

20 Nancy 
Natalie 

N 
Nat 

Natalie missed a lot of 
school during the time I 
held interview sessions. I 
was not able to ask her 
goal orientation questions, 
therefore her interview 
was not complete and 
therefore not analyized. 

21 Nancy 
Lee Ann 
Jack 

N 
L 
J 

22 Regina 
Jan 

R 
J 

23 Mary 
Celine 

M 
C 

24 Tona 
Mary 
Celine 

T 
M 
C 

25 Bonita B This was a follow up 
interview. 

26 Mrs. T T This was a follow up 
interview. 

26 Mrs. T T This was a follow up 
interview. 
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Mrs. T's Version of the Conflict with Celeste 

Mrs. T dealt with two confrontations, one with Laura and one with Celeste, on the 

day in question in the following interview excerpt. Laura had disrupted the class early in 

the period and as a result Laura was permanently removed from class. After I discussed 

that situation with Mrs. T, I brought up the conflict with Celeste. 

Mrs. B: Do you think they fed off each other? [they sit right by each other] 
Mrs. T: I don't know. I dont think so. Celeste just kinda does her own thing and 
she started earlier in the period of, uh, how.. .you know how she just sits 
sometimes and pretends like she's singing? And she wasn't singing and putting 
on lipstick, she was doing everything but what she was supposed to do and she 
didn't have her music. She had to get up and get it. And uh, so I had to say 
something to her several times and she never was singing. And uh,when I said 
"Celeste you need to sing, you need to get with the program" and so forth and she 
argued with me and said, "I am singing. What do you think I'm doing ...(garbled 
nonsense sylables)?" [Mrs. T was imitating Celeste's unintelligible speech she 
uses when she's angry. Celeste is often hard to understand, but when she's angry 
it becomes close to impossible.] 
Mrs. T: .. .and that kind of stuff. Finally, the third time, when she said, "Just 
leave me alone. What do you think I'm doing? What's your problem?" 
.. .something to that effect. And I said, you don't need to be here, if that's what 
you believe. If you're not going to listen to me, if you're not going to contribute 
anything to the class, you don't wan't to be here. You need to be somewhere else. 
And she started talking back and to the point where I said, go! Go find someplace 
else to go. Give me your music and go. And she got up and walked as slowly as 
she could. And I got her music but she was going unbelivably slowly out of the 
room and finally I said you just need to get out, just go, go sit in the office or 
some place else where they will put up with that kind of behavior. And then as 
she went out the door, I closed the door and she was yelling stuff back at me, I 
couldn't make out what it was. 
Mrs. B: She can be hard to understand. 
Mrs. T: She's hard to understand on a good day! So, anyway she did go to the 
office, she had talked to the principal, uh, and I talked to her Tuesday and she said 
Celeste had been there and.. .Oh, no, that was Monday and Tuesday she wasn't in 
my class. 
Mrs. B: Right. 
Mrs. T: She did skip second hour and she had been to talk to the principal and uh, 
and the principal said maybe we need to.. .this is like an acting principal. She's 
working on her administrative degree so she's doing internship.. .and she says, 
well maybe we need to do a behavior contract and have her sign it and I said, you 
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know I think I've given her more chances than anybody ought to have all year 
long. I don't know know how I could even believe her word, she's giving me her 
word and that's what I've gone on and I've given her chance after chance after 
chance. And she doesn't live up to it; she doesn't follow through. And she [the 
principal] was going to get back to me. She wants to do all these, you know, 
administrative steps. 
Mrs. B: Yeah 
Mrs. T: And uh, the thing is when she's deciding to be in a good mood 
everything's wonderful and she's just as sweet as she can be but when she decides 
she doesn't want to do what you want her do, then the heck with everybody. 
Mrs. B: Yeah, a lot of enthusiasm when she's on and uh, anger when she's not. So 
right now how does it stand? 
Mrs. T: I don't know. According to the principal we will have a meeting to do a 
contract or discuss it or whatever. So, she's already in one learning lab, if she 
drops choir that would give her two learning labs a day so that makes her real 
short on credit. 
Mrs. B: Oh my. 
Mrs. T: And I said, she's not going to pass anyway with this kind of behavior in 
class. Is it better to take her out now or give her an F? You know? I dont know 
and make the rest of the class miserable? The thing is when she walked out I was 
really irritated and when I closed the door I said, "Class that is an example of 
really bad behavior" and the class applauded, they were tired of it. They're sick of 
it. There are kids in there who are trying so hard and they're so sweet and they 
work hard. 

Celeste's Version 

Mrs.B: First of all I'd like to ask you about the day you had the conflict with Mrs. 
T. You were out of class for a couple of days after that. I was not there that day 
to witness what occurred. She told me what happened, but I would really like to 
hear your version of what happened. 
Celeste: She tried to tell me I wasn't singing when I was. And she said I didn't 
hear no sound coming out of your mouth. Of course you didn't, you wasn't 
standing beside me and that's my whole point, she wasn't standing beside me. So 
she can't tell me that she wasn't hearing no sound. I guarantee you that Laura and 
Malcom heard it. 
Mrs. B: Why do you think she didn't ? Why didn't she think you were singing? 
Celeste: I dont know, I think she has it in for me. But that's what I think of every 
teacher out here. 
Mrs. B: Really? 
Celeste: [Nods affirmatively] 
Mrs. B: Hmm, so you are sitting there thinking that she doesn't like you and that 
she's picking on you. 
Celeste: Thats the scoop. 
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Mrs. B: And you thought that you really were singing. 
Celeste: I was singing. 
Mrs. B: Well, I watch you sing in there. I love to watch you sing a song you like. 
You get the prettiest smile on your face when you like what you're singing. 
Celeste: [Breaks out into that same smile.] 
Mrs. B: Uh, do you have trouble with your anger? 
Celeste: Yes. 
Mrs. B: Well that sorta makes sense if you thought you were singing and then 
you feel picked on but it's hard in school too, when you have to deal with an 
authority figure, I can appreciate that. Well, that was your version of the story. 
According to her you weren't participating and she started fussing at you and... 
Celeste: [interupts] I started fussing back at her. 
Mrs. B: I guess the other thing I want to know is, is it worth it? 
Celeste: Yes. I feel like I need to express my point just as well as she expresses 
hers. 
Mrs. B: And if you get in trouble for it, that's how the chips fall? 
Celeste: I suffer the consequences. But I'm going to get my point across. 
Mrs. B: Did you want to come back into choir? 
Celeste: [Nods yes] We be singing some wax songs though. 
Mrs. B: Some what? 
Celeste: Wax songs 
Mrs. B: Wax songs? 
Celeste: [giggles] 
Mrs. B: [I smile] Tell me what that means, I like that word. 
Celeste: [laughs loudly] Some messed up songs. 
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Table G1 

Individual Student Behavior Summary Table: Amelia 
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ct
io

n:
 

N
ot

 
P

ar
tic

ip
at

in
g

 

D
ire

ct
io

n:
 

C
la

ss
ro

om
 

D
is

tu
rb

an
ce

 

D
ire

ct
io

n:
 

T
ot

al
 

H
ig

h
 I

nt
en

si
ty

 

Lo
w

 In
te

ns
ity

 

C
on

tin
ui

ng
 

M
ot

iv
at

io
n

 

P
er

si
te

nc
e-

H
ig

h
 

P
er

si
st

en
ce

-L
ow

 

1/3 0 

1/4 0 1 

1/9 0 1 

1/29 0 

2/3 0 

2/4 0 

2/5 0 

2/6 0 

2/18 0 1 

2/19 ABSENT 0 

2/20 0 

2/24 0 

3/3 0 

3/4 ABSENT 0 

3/5 0 

3/6 0 

3/11 0 

3/13 0 

3/14 0 

3/17 0 

3/18 0 

3/18c 0 

3/19 0 2 

4/1 0 

4/3 0 1 

4/8 0 1 

4/17 0 1 

4/24 0 

5/12 0 1 

5/14 0 1 

Totals 0 0 0 0 0 0 10 0 0 0 0 



Table G2 

Direction Behaviors Observed bv Student 
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Not Participating Classroom Disturbance 

N
am

e 

D
ire

ct
io

n:
 

N
ot

 
P

ar
tic

ip
at

in
g

 

D
ev

ia
tio

n
 

fr
om

 M
ea

n
 

Amelia 0 -9.19 
Bobbi 9 -0.19 
Bonita 12 2.81 

Celeste 26 16.81 
Celine 7 -2.19 
Cissie 3 -6.19 
Crystal 0 -9.19 
Ellen 2 -7.19 
Emily 0 -9.19 
Jack 0 -9.19 
Jan 52 42.81 
Jane 4 -5.19 
Janet 2 -7.19 
Jean 0 -9.19 
Jim 0 -9.19 

Katherine 5 -4.19 
Kim 0 -9.19 

Lee Ann 14 4.81 
Malcom 0 -9.19 
Margaret 7 -2.19 

Mary 17 7.81 
Mic 0 -9.19 

Nancy 38 28.81 
Nanette 7 -2.19 
Natalie 10 0.81 
Peggy 1 -8.19 
Regina 28 18.81 
Sharon 11 1.81 
Sheri 4 -5.19 

Tamra 5 -4.19 
Tona 19 9.81 

N
am

e 

D
ire

ct
io

n:
 

C
la

ss
ro

om
 

D
is

tu
rb

an
ce

 

D
ev

ia
tio

n
 

fr
om

 M
ea

n
 

Amelia 0 -11.77 
Bobbi 5 -6.77 
Bonita 20 8.23 
Celeste 24 12.23 
Celine 3 -8.77 
Cissie 1 -10.77 
Crystal 0 -11.77 
Ellen 0 -11.77 
Emily 23 11.23 
Jack 0 -11.77 
Jan 21 9.23 
Jane 12 0.23 
Janet 3 -8.77 
Jean 6 -5.77 
Jim 2 -9.77 

Katherine 30 18.23 
Kim 0 -11.77 

Lee Ann 5 -6.77 
Malcom 0 -11.77 
Margaret 3 -8.77 

Mary 4 -7.77 
Mic 2 -9.77 

Nancy 15 3.23 
Nanette 6 -5.77 
Natalie 11 -0.77 
Peggy 0 -11.77 
Regina 28 16.23 
Sharon 58 46.23 
Sheri 8 -3.77 

Tamra 2 -9.77 
Tona 73 61.23 

Mean 9.19 
Average Deviation 8.84 

11.77 
12.02 
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Table G3 

Direction Behaviors Observed for the Class 

Total Class 
Number 31 

N
am

e 

D
ire

ct
io

n:
 

To
ta

l 

D
ev

ia
tio

n
 

fr
om

 
M

ea
n

 
Amelia 0 -20.90 
Crystal 0 -20.90 
Jack 0 -20.90 
Kim 0 -20.90 

Malcom 0 -20.90 
Peggy 1 -19.90 
Ellen 2 -18.90 
Jim 2 -18.90 
Mic 2 -18.90 

Cissie 4 -16.90 
Janet 5 -15.90 
Jean 6 -14.90 

Tamra 7 -13.90 
Celine 10 -10.90 

Margaret 10 -10.90 
Sheri 12 -8.90 

Nanette 13 -7.90 
Bobbi 14 -6.90 
Jane 16 -4.90 

Lee Ann 19 -1.90 
Mary 21 0.10 

Natalie 21 0.10 
Emily 23 2.10 
Bonita 32 11.10 

Katherine 35 14.10 
Celeste 50 29.10 
Nancy 53 32.10 
Regina 56 35.10 
Sharon 69 48.10 

Jan 73 52.10 
Tona 92 71.10 

Students with Low Direction Scores 
Number 6 

% of Total Class 19.35% 

Mean 20.90 
Average Deviation 19.04 

N
am

e 

D
ire

ct
io

n:
 

To
ta

l 

D
ev

ia
tio

n
 

fro
m

 
M

ea
n

 

Amelia 0 -20.90 
Crystal 0 -20.90 
Jack 0 -20.90 
Kim 0 -20.90 

Malcom 0 -20.90 
Peggy 1 -19.90 

Students with Average Direction Scores 
Number 19 

% of Total Class 61.29% 
Ellen 2 -18.90 
Jim 2 -18.90 
Mic 2 -18.90 
Cissie 4 -16.90 
Janet 5 -15.90 
Jean 6 -14.90 
Tamra 7 -13.90 
Celine 10 -10.90 
Margaret 10 -10.90 
Sheri 12 -8.90 
Nanette 13 -7.90 
Bobbi 14 -6.90 
Jane 16 -4.90 
Lee Ann 19 -1.90 
Mary 21 0.10 
Natalie 21 0.10 
Emily 23 2.10 
Bonita 32 11.10 
Katherine 35 14.10 

tudents with High Direction Scor 
Number 6 

% of Total Class 19.35% 
Celeste 50 29.10 
Nancy 53 32.10 
Regina 56 35.10 
Sharon 69 48.10 
Jan 73 52.10 
Tona 92 71.10 
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Table G4 

High Intensity. Continuing Motivation & Persistence-High Behaviors Observed 

High Intensity Continuing Motivation Persistence-High 

N
am

e 

H
ig

h
 

In
te

ns
ity

 

D
ev

ia
tio

n
 

fr
om

 
M

ea
n

 

Amelia 10 1.19 
Bobbi 2 -6.81 
Bonita 14 5.19 

Celeste 15 6.19 
Celine 7 -1.81 
Cissie 6 -2.81 
Crystal 2 -6.81 
Ellen 2 -6.81 
Emily 21 12.19 
Jack 12 3.19 
Jan 0 -8.81 
Jane 13 4.19 
Janet 6 -2.81 
Jean 40 31.19 
Jim 24 15.19 

Katherine 13 4.19 
Kim 11 2.19 

Lee Ann 0 -8.81 
Malcom 15 6.19 
Margaret 4 -4.81 

Mary 5 -3.81 
Mic 17 8.19 

Nancy 0 -8.81 
Nanette 1 -7.81 
Natalie 1 -7.81 
Peggy 1 -7.81 
Regina 0 -8.81 
Sharon 13 4.19 
Sheri 6 -2.81 

Tamra 6 -2.81 
Tona 6 -2.81 

N
am

e 

C
on

tin
ui

n
 

9 
M

ot
iv

at
io

n
 

D
ev

ia
tio

n
 

fr
om

 
M

ea
n

 

Amelia 0 -1.45 
Bobbi 0 -1.45 
Bonita 3 1.55 
Celeste 0 -1.45 
Celine 4 2.55 
Cissie 0 -1.45 
Crystal 0 -1.45 
Ellen 0 -1.45 
Emily 5 3.55 
Jack 1 -0.45 
Jan 0 -1.45 
Jane 2 0.55 
Janet 2 0.55 
Jean 1 -0.45 
Jim 3 1.55 

Katherine 0 -1.45 
Kim 2 0.55 

Lee Ann 0 -1.45 
Malcom 3 1.55 
Margaret 2 0.55 

Mary 1 -0.45 
Mic 3 1.55 

Nancy 0 -1.45 
Nanette 0 -1.45 
Natalie 0 -1.45 
Peggy 0 -1.45 
Regina 0 -1.45 
Sharon 5 3.55 
Sheri 0 -1.45 

Tamra 2 0.55 
Tona 6 4.55 

N
am

e 

P
er

si
te

nc
e 

H
ig

h
 

D
ev

ia
tio

n
 

fr
o

m
 

M
ea

n
 

Amelia 0 -0.39 
Bobbi 0 -0.39 
Bonita 0 -0.39 

Celeste 0 -0.39 
Celine 1 0.61 
Cissie 0 -0.39 
Crystal 0 -0.39 
Ellen 0 -0.39 
Emily 1 0.61 
Jack 1 0.61 
Jan 0 -0.39 
Jane 0 -0.39 
Janet 0 -0.39 
Jean 3 2.61 
Jim 1 0.61 

Katherine 0 -0.39 
Kim 1 0.61 

Lee Ann 0 -0.39 
Malcom 1 0.61 
Margaret 1 0.61 

Mary 0 -0.39 
Mic 3 2.61 

Nancy 0 -0.39 
Nanette 0 -0.39 
Natalie 0 -0.39 
Peggy 0 -0.39 
Regina 0 -0.39 
Sharon 0 -0.39 
Sheri 0 -0.39 

Tamra 0 -0.39 
Tona 0 -0.39 

Mean 8.81 
Average Deviation 6.68 

1.45 
1.49 

0.39 
0.57 



402 

Table G5 

Confrontation/Disagreement Behaviors Observed 

Teacher-Student Confrontation Teacher-Student Disagreement Student-Student Confrontation 

N
am

e 

T
ea

ch
er

-
S

tu
de

nt
 

C
on

fro
nt

at
io

n 

D
ev

ia
tio

n 
fro

m
 M

ea
n 

Amelia 0 -0.42 
Bobbi 0 -0.42 
Bonita 3 2.58 

Celeste 3 2.58 
Celine 0 -0.42 
Cissie 0 -0.42 
Crystal 0 -0.42 
Ellen 0 -0.42 
Emily 0 -0.42 
Jack 0 -0.42 
Jan 2 1.58 
Jane 0 -0.42 
Janet 0 -0.42 
Jean 0 -0.42 
Jim 0 -0.42 

Katherine 0 -0.42 
Kim 0 -0.42 

Lee Ann 0 -0.42 
Malcom 0 -0.42 
Margaret 1 0.58 

Mary 3 2.58 
Mic 0 -0.42 

Nancy 0 -0.42 
Nanette 0 -0.42 
Natalie 0 -0.42 
Peggy 0 -0.42 
Regina 0 -0.42 
Sharon 1 0.58 
Sheri 0 -0.42 

Tamra 0 -0.42 
Tona 0 -0.42 

N
am

e
 

T
ea

ch
er

-
S

tu
de

nt
 

D
is

ag
re

em
en

t 

D
ev

ia
tio

n
 

fr
om

 M
ea

n
 

Amelia 0 -0.32 
Bobbi 0 -0.32 
Bonita 3 2.68 
Celeste 2 1.68 
Celine 0 -0.32 
Cissie 0 -0.32 
Crystal 0 -0.32 
Ellen 0 -0.32 
Emily 0 -0.32 
Jack 1 0.68 
Jan 1 0.68 
Jane 0 -0.32 
Janet 0 -0.32 
Jean 0 -0.32 
Jim 0 -0.32 

Katherine 0 -0.32 
Kim 0 -0.32 

Lee Ann 0 -0.32 
Malcom 0 -0.32 
Margaret 0 -0.32 

Mary 2 1.68 
Mic 0 -0.32 

Nancy 0 -0.32 
Nanette 0 -0.32 
Natalie 0 -0.32 
Peggy 0 -0.32 
Regina 0 -0.32 
Sharon 0 -0.32 
Sheri 1 0.68 

Tamra 0 -0.32 
Tona 1 0.68 

N
am

e
 

S
tu

de
nt

-
S

tu
de

nt
 

C
on

fro
nt

at
io

n
 

D
ev

ia
tio

n
 

fro
m

 M
ea

n
 

Amelia 0 -0.52 
Bobbi 0 -0.52 
Bonita 3 2.48 
Celeste 4 3.48 
Celine 0 -0.52 
Cissie 0 -0.52 
Crystal 0 -0.52 
Ellen 2 1.48 
Emily 0 -0.52 
Jack 0 -0.52 
Jan 2 1.48 
Jane 0 -0.52 
Janet 0 -0.52 
Jean 0 -0.52 
Jim 0 -0.52 

Katherine 0 -0.52 
Kim 0 -0.52 

Lee Ann 0 -0.52 
Malcom 0 -0.52 
Margaret 0 -0.52 

Mary 0 -0.52 
Mic 0 -0.52 

Nancy 0 -0.52 
Nanette 0 -0.52 
Natalie 0 -0.52 
Peggy 0 -0.52 
Regina 0 -0.52 
Sharon 0 -0.52 
Sheri 1 0.48 

Tamra 2 1.48 
Tona 1 0.48 

Mean 0.42 
Average Deviation 0.68 

0.32 
0.52 

0.52 
0.80 



Table G6 

Low Intensity and Persistence-Low Behaviors Observed 
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Low Intensity Persistence-Low 

N
am

e 

Lo
w

 
In

te
ns

ity
 

D
ev

ia
tio

n
 

fr
om

 M
ea

n
 

Amelia 0 -4.00 
Bobbi 2 -2.00 
Bonita 6 2.00 

Celeste 1 -3.00 
Celine 2 -2.00 
Cissie 0 -4.00 
Crystal 24 20.00 
Ellen 4 0.00 
Emily 0 -4.00 
Jack 0 -4.00 
Jan 11 7.00 
Jane 0 -4.00 
Janet 0 -4.00 
Jean 0 -4.00 
Jim 0 -4.00 

Katherine 0 -4.00 
Kim 0 -4.00 

Lee Ann 27 23.00 
Malcom 0 -4.00 
Margaret 0 -4.00 

Mary 10 6.00 
Mic 0 -4.00 

Nancy 11 7.00 
Nanette 9 5.00 
Natalie 9 5.00 
Peggy 0 -4.00 
Regina 5 1.00 
Sharon 1 -3.00 
Sheri 1 -3.00 

Tamra 1 -3.00 
Tona 1 -3.00 

N
am

e 

P
er

si
st

en
ce

-
Lo

w
 

D
ev

ia
tio

n
 

fr
om

 M
ea

n
 

Amelia 0 -0.65 
Bobbi 0 -0.65 
Bonita 0 -0.65 
Celeste 1 0.35 
Celine 4 3.35 
Cissie 0 -0.65 
Crystal 0 -0.65 
Ellen 1 0.35 
Emily 0 -0.65 
Jack 0 -0.65 
Jan 0 -0.65 
Jane 0 -0.65 
Janet 0 -0.65 
Jean 0 -0.65 
Jim 0 -0.65 

Katherine 0 -0.65 
Kim 0 -0.65 

Lee Ann 6 5.35 
Malcom 0 -0.65 
Margaret 0 -0.65 

Mary 0 -0.65 
Mic 0 -0.65 

Nancy 1 0.35 
Nanette 0 -0.65 
Natalie 3 2.35 
Peggy 0 -0.65 
Regina 0 -0.65 
Sharon 1 0.35 
Sheri 0 -0.65 

Tamra 0 -0.65 
Tona 0 -0.65 

Mean 4.00 
Average Deviation 4.77 

0.65 
0.92 



Table G7 

Observed Student Behavior for the Class 
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N
am

e 

Te
ac

he
r 

- 
S

tu
de

nt
 

C
on

fr
on

ta
tio

n
 

Te
ac

he
r-

S
tu

de
nt

 
D

is
ag

re
em

en
t 

S
tu

de
nt

-S
tu

de
nt

 
C

on
fro

nt
at

io
n

 

D
ire

ct
io

n:
 

N
ot

 
P

ar
tic

ip
at

in
g

 

D
ire

ct
io

n:
 

C
la

ss
ro

om
 

D
is

tu
rb

an
ce

 

D
ire

ct
io

n:
 

To
ta

l 

H
ig

h
 In

te
ns

ity
 

Lo
w

 In
te

ns
ity

 

C
on

tin
ui

ng
 

M
ot

iv
at

io
n

 

P
er

si
te

nc
e-

H
ig

h
 

P
er

si
st

en
ce

-L
ow

 

A
bs

en
ce

s 

Amelia 0 0 0 0 0 0 10 0 0 0 0 2 
Bofobi 0 0 0 9 5 14 2 2 0 0 0 1 
Bonita 3 3 3 12 21 33 14 5 3 0 1 3 
Celeste 3 2 5 26 24 50 15 1 0 0 1 4 
Celine 0 0 0 7 3 10 7 2 4 0 4 2 
Cissie 0 0 0 3 1 4 6 0 0 0 0 8 
Crystal 0 0 0 0 0 0 2 24 0 0 0 0 
Ellen 0 0 2 2 0 2 2 4 0 0 1 1 
Emily 0 0 0 0 24 24 21 0 5 1 0 3 
Jack 0 0 0 0 0 0 12 0 1 1 0 0 
Jan 2 1 2 52 21 73 0 11 0 0 0 0 
Jane 0 0 0 4 12 16 13 1 2 0 0 2 
Janet 0 0 0 2 3 5 6 0 2 0 0 0 
Jean 0 0 0 0 6 6 40 0 1 3 0 1 
Jim 0 0 0 0 2 2 24 0 3 1 0 0 

Katherine 0 0 0 5 30 35 13 0 0 0 0 4 
Kim 0 0 0 0 0 0 11 0 2 1 0 0 

Lee Ann 0 0 0 14 5 19 0 27 0 0 6 2 
Malcom 0 0 0 0 0 0 15 0 3 1 0 1 
Margaret 1 0 0 7 3 10 4 0 2 1 0 0 

Mary 3 2 0 17 4 21 5 10 1 0 2 2 
Mic 0 0 0 0 2 2 17 0 3 3 0 0 

Nancy 0 0 0 38 15 53 0 11 0 0 1 6 
Nanette 0 0 0 7 6 13 1 9 0 0 0 6 
Natalie 0 0 0 10 11 21 1 8 0 0 3 5 
Peggy 0 0 0 1 0 1 1 0 0 0 0 2 
Regina 0 0 0 29 28 57 0 5 0 0 0 5 
Sharon 1 0 0 11 58 69 13 1 5 0 1 4 
Sheri 0 1 1 4 8 12 6 1 0 0 0 0 

Tamra 0 0 2 5 2 7 6 1 2 0 0 0 
Tona 0 1 1 20 71 91 6 1 6 0 0 0 

Totals 13 10 16 285 365 650 273 124 45 12 20 64 

Median 0.00 0.00 0.00 5.00 5.00 12.00 6.00 1.00 1.00 0.00 0.00 2.00 
Mode 0 0 0 0 0 0 6 0 0 0 0 0 
Mean 0.42 0.32 0.52 9.19 11.77 20.97 8.81 4.00 1.45 0.39 0.65 2.06 
Average 
Deviation 0.68 0.52 0.80 8.84 12.02 19.12 6.68 4.77 1.49 0.57 0.92 1.76 
Variance 0.89 0.54 1.28 149.12 276.05 597.97 74.35 44.39 3.09 0.62 1.84 4.77 
Standard 
Deviation 0.94 0.74 1.13 12.21 16.61 24.45 8.62 6.66 1.76 0.79 1.36 2.18 
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MIDWEST HIGH SCHOOL CHORAL DEPARTMENT 

Course: Mixed Choir 
Room: 1402 
Instructor: Mrs. T 
Conference period: 10:15-11:05 

WELCOME TO M.H.S. MIXED CHOIR! You have been recommended for this 
class on the basis of your interest in music, your ability to singi and your 
desire to develop your musicianship and performance skills. By selecting 
choir, you have agreed to accept the following responsibilities. You are 
important both individually and as a member of the larger group. 

As a choir member you are expected to: 
Attend rehearsals reqularly (every day) 
Study your music at home (this is daily homework) 
Cooperate with other members of the class 
Cooperate with your director 
Attend every required performance 
Attend vocal performances outside of M.H.S 
Develop your level of musicianship as a performer and 

as a listener 
Show enthusiam and willingness to work and learn 

As a choir member you are expected to: 
Develop your ability to read music 
Develop your listening skills 
Develop your knowledge of the development of music 
Expand your understanding of the role of music in society 
Develop your level of performance as a singer 

The following system will be used to determine your grade: 
Daily attendance - 10 pts/day 
Concert/Special activity participation - 100 pts. 
Written work/tests - to be announced 
Attendance or participation in non-M.H.S. vocal 

performances - 100 pts. 
Attitude, leadership, cooperation - 100 pts. 

Points will be added at the end of the grading period, and determined on the 
following scale: 

90-100% = A 80-89% = B 70-79% = C 60-69% = D 0-59% = F 

YOU are responsible for all music and materials issued to you and will return 
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them in good condition. A fine will assessed for music, folder, textbooks! 
robes, or other materials damaged when returned. The entire cost of 
replacement will be assessed 
in the case of missing articles. 

YOU WILL NEED a pencil every day - leave it in your folder -and YOU WILL 
NEED your folder and music EVERY DAY. 

Following are your major concert dates. Others may be announced as the 

year progreses: 

WINTER CHOIR CONCERT: Sunday, Dec. 8, '96 4:00 p.m. Auditorium 
NIGHT OF MUSIC: , March 18, '97, 7:00 p.m., Gym 2 
SPRING POP- CONCERT: Thurs, May 15, '97, 7:30 p.m. Auditorium 

If you have any questions at any time about anything! 
ASK MRS. T! 

HAVE A GREAT YEAR- Remember, MUSICIANS ARE NOTEWORTHY!! 
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Teacher Interview: February 

Mrs. B: Your students keep saying that you have to be referred by somebody in order to 
be in choir. Would you please explain this? 
Mrs. T: Technically on paper. It says that they are supposed to have the 
recommendation of their eighth grade teacher or audition. The reality is that that doesn't 
happen. Some of the kids in there just signed up for it and they weren't on any list or 
anything that came from the middle school. Others like some of the transfer students 
who came in for the first time, when they enrolled they just, their counselor just put down 
choir. And that's why sometime when there are kids that wont do anything and I say 
"Why did you take choir? Why did you sign up for it?" And they'll say, "I didn't want it 
my counselor signed me up." 
Mrs. B: Then let me get this straight, for example Brandy said, "I don't know how I got 
in choir. I was recommended by somebody." She said she didn't know she was in choir 
until she got her schedule. 
Mrs. T: Laughs 
Mrs. B: So that's possible? A kid can be in choir and not know it? 
Mrs. T: Yeah, that's possible. I never know until I get my class load in August who I 
have. Um 
Mrs. B: And these kids can be put into class and not actually be cognizant of it? 
Mrs. T: No, I wouldn't say that because their parents have to sign their schedule. When 
they fill out a schedule their parents have to sign it and approve it. 
Mrs. B: So they did actually fill out a schedule and wrote in choir themselves. 
Mrs. T: Yeah. 
Mrs. B: So it's not possible for some teacher or counselor somewhere to say, OK you're 
going to be in choir. And you get your schedule and think Oh I guess I have to be in 
choir. 
Mrs. T:: No. 
Mrs. B: So in Brandy's case, at some point she wrote choir down on her schedule. 
Mrs. T: At some point somebody said either, I want to be in choir, or well you don't have 
anything else for that period you can take art, choir, whatever. And they said yes. But 
their parents have to sign their schedule. 
Mrs. B: Well, that seems reasonable, I had never heard of a situation where kids were put 
in choir because somebody else thought they should be there. I mean there are always 
kids who don't want to be there because their counselor says take this, it's all that's open. 
But, she kind of made it sound like some mysterious person stuck her in there. 
Mrs. T: No. I don't know if she went to Mid West Junior High last year or not. At some 
point last year they filled out a four year plan and they're suppose to put down a schedule 
for four years and at some point somebody had to say to her, oh you should take choir or 
she said, I want to take choir 
Mrs. B: I see. And she could have forgotten 
Mrs. T: Sure, she may have forgotten because it's been a year. You know. 
Mrs. B: Some of the kids when they mentioned this described it as an honor. They'd 
say, I was recommended to be in this group like it's a big distinction. 
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Mrs. T: Yeah. 
Mrs. B: I thought that was interesting. 
[We laugh.] 
Mrs. B: Next question: Is Ginny out of here? 
Mrs. T: I talked to her resource teacher and she said, yeah, she can just go sit in her 
room. I know I haven't got an official change on her but I'm expecting one. 
Mrs. B: Do you have any comments, any thing you'd like to share about her, I wasn't 
going to use her data because she didn't finish the semester but her behavior did effect 
others. 
Mrs. T: She is in resource but her teacher tells me that she is capable of learning she was 
also in a regular history class. Her IQ is not that low that she's not capable of doing 
something when she wants to. Lately, since Christmas she has just kind of like taken a 
nose-dive and she's not doing anything in her history class either. She did tell me that she 
has a 24-year-old boyfriend. And that since that time her whole attitude about school has 
just gone down the tube. She's just 16 and he's 24. (She shakes her head) 
She has a very nice voice. It's a nice solo voice. It has a nice black texture kind of voice, 
she really does. And she could do well with her singing. But you can see how she 
cooperates. It's like if you are in a room by yourself everyday, OK. And when I would 
compliment her and pat her on the back constantly everyday, she usually would be OK 
but since Christmas she hasn't done anything so I have backed off because I just want to 
get those other kids up to where they need to be. We've just been treading water trying to 
deal with the behavior problems, for so long... So I think its better without her in there. 
I mean don't you? The last couple of days have been amazing. 
Mrs. B: Well, even when she's not talking 
Mrs. T: interrupts: Her body language transmits to others. 
Mrs. B: The chemistry is fascinating. 
Mrs. T: And what we find with the kids that come out from the city it depends on what 
happened on the bus on the way in here. And that sets the tone for their whole day. And 
I understand that because if I have a bad start to a morning its hard for me to get myself 
together. You know but, uh, things seem to fester, and they build up and they don't let go 
of it. So... 
Mrs. B: If you were going to pick say 3 kids in mixed chorus who you have questions 
about their motivation, questions like, who are these kids, why are they behaving this 
way? The students you think are not motivated to achieve in choir. Who would they be? 
Mrs. T: Jan would be one, Mary, she doesn't cause outward problems but I don't see 
involvement on her part. I spent the first semester going around with her on chewing 
gum and tardiness everyday, it was one or the other. Everyday she was either late, and 
not just seconds late, but minutes late, or she would be chewing gum. And it would be a 
constant thing. Now, she's not an outward problem, it's just that I don't see her really 
getting involved at this point in class. She's like kind of the opposite of Jan. And then 
there's Cassie. She and Jan just don't sing, they don't do anything. And I don't know 
any background. I don't know anything about either one of them. Neither one of them is 
special (referring to special ed). And I just don't know anything about them. Cassie was 
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sitting on the other end of that row by Bonita. I don't know but she was a talking problem 
she was part of that of that little group. So, I guess those would be the three. 
Mrs. B: The three you think are the most motivated in the class. 
Mrs. T:: Now this is partly because I know them better than other kids. Cassie, Emily, 
and 
I'd have to say Macomb. Because he really has worked very hard and he's come along 
way with his sight-reading and he just works real hard. All the boys work hard. 
Mrs. B: They are great! 
Mrs. T: They are. And Jack told me he's going to be moving. I've only got him for 3 
more months to hold on to him. 
Mrs. B: How awful. 
Mrs. T: I'm loosing a huge number of boys in my A Cappella choir because they're 
seniors. 
Mrs. B: When you loose even one boy it can depress you for a month. Well those 4 in 
mixed chorus are gems. I sit there and envy you. 
Mrs. T: They're just so nice. They're nice and they sing well and they work hard. 
The thing is there are a lot of other kids in there who work hard like Amelia works very 
hard. They're all real quiet. They're just quiet little girls. I have to keep reminding 
myself. And that's really hard to do. You know? Because you can get lost in the 
discipline problems and the attitudes and everything. And you loose what the whole 
thing is about. I mean and then there are just so many things that I just overlook because 
you can't spend time with everything. You can't stop everytime you see somebody not 
paying attention or doing something else. And if I did, then we'd never get anything 
done. As it is I feel so frustrated... 
Mrs. B: One of the things that keeps coming up in my conversations with the students is 
their frustrations about the size of the class. 
Mrs. T: Which way? 
Mrs. B: Too big 
Mrs. T: Too big, really? 
Mrs. B: How do you feel about the size of this class, would you have it smaller if you 
could? 
Mrs. T: No, I wouldn't. Especially that class. Because, well you know how they are even 
now when you have them sing, they just hold back so much because they're so insecure. 
And I can't imagine that they would want to have fewer students. 
Mrs. B: Yeah. It's interesting. 
Mrs. T: I think that there's almost a perception that it's bigger than what it actually is. 
Because of the noise level and the activity level from some of those kids. For example A 
cappella has 65 students and mixed chorus has 40. And when A cappella gets focused it 
doesn't have that. Any way I don't have that feeling of it being out of control. But I do 
sometimes with the mixed choir. I feel like because there are so many different things 
going on that are out of focus with the kids in that class that it might be more of a 
perception than the actual size. And they're used to singing in Middle school with maybe 
150 singing together. 
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Mrs. B: Yes several mention that they liked singing in the smaller classes and then 
getting together in the large class to perform. You know its funny doing this type of 
research. I never had the time to ask my own students questions like these and I keep 
wondering what their responses would be. 
Mrs. T: That's what I hate the most. Cause the kids who are doing the musical now I get 
to know them a little bit better, because I have more hours with them and joke and get to 
know them but I'm thinking like Celine . I think she's probably got a lot there. She's 
probably a really good student but I never get the time to talk to her. And it's hard to talk 
to students, to just strike up a conversation sometimes because they think you're 
interfering or being nosy. Cause if you like say, "What do you do after school? " They're 
like " Why do you want to know?" you know they are immediately on the defensive. 
And then when you've got all the other kids its hard like to have like a real conversation. 
For example, last night we had rehearsal until 6 and one of the girls missed the activity 
bus because it left a half an hour early, so I ended up taking her home and she made the 
comment that "this is really weird riding in your car, I've never ridden in a teachers car" 
and we kind of got to talking, she's in A cappella. And I was asking her about her family 
and you know how many brothers and sisters she had and her first reaction was, "do you 
need to know this for something?" I said no, I was just interested, just having a 
conversation. "Oh." And I thought that was interesting. Because they really don't talk 
to teachers like as a human being you know? Its all class related, discipline related. It's 
not a personal relationship. 
Mrs. B: When you look at the kids in mixed chorus you have a high percentage of black 
students (a little over 50% black). And then you look at the percentage of black kids in A 
cappella its a much smaller percentage (5 Black students out of 65). How do you 
account for this? 
Mrs. T: Well, this year is unusual though. I've never had that many city kids in my mixed 
choir, never. So I don't know what happened this year. I don't know how it happened or 
how they appeared there. I have no idea. 
Mrs. B: So what your saying is usually the black kids don't come out for choir at all, 
they're not even in mixed chorus. 
Mrs. T: No, uh huh. Usually uh, if they're in, now some of these kids weren't even in 
choir in middle school. So I don't know how they got here because they weren't on the 
list that I got from the middle school teacher. But they signed up for it. Maybe because 
their friends did, you know so they just put it down. But the list that I got from him, of 
course I had no idea who's Black and who's White. But uh, this is an unusual year for the 
percentage of kids who are in there. 
Mrs. B: I was thinking they dropped out because they felt that it just wasn't their kind of 
music. 
Mrs. T: That's partly it. We have a black principal who started a gospel choir a couple of 
years ago. The first year she was here she came to me and said, These kids don't want to 
sing your kind of music, they want to sing gospel music. Can you do a choir with them 
after school? And I said, no I can't. I would love to but I don't have time to do anything 
else after school. I can't do it. Because I have musical for two months and I have all the 
others. 
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Mrs. B: Sure 
Mrs. T: Then I said, the other reason is, I am not an expert on gospel music and I 
wouldn't be able to walk in and just start playing the songs that they all know. I mean 
it's not my background, and I wouldn't be able to do it. And she didn't understand that. 
She was like, well you ought to, and you're a music teacher. You ought to be able to do 
that. And I told her, you know, nobody taught me gospel music, and that's a whole other 
realm of music. And it's a deficiency that I have. 
Mrs. B: You along with almost every choral music Ed major. 
Mrs. T: Yes because there used to never be a need for that in public schools. And I said 
the other thing is, I not sure that we can have a gospel choir public school because she 
said, well what if we put it in the curriculum. And I really don't think you could do that 
with as much problems as we have with doing religious music in school anyway. 
Mrs. B: You program spirituals in all of your groups. 
Mrs. T: And that's what I told her. If they don't like the kind of music we do. I try to do 
a variety of music, a little bit of everything. But they don't want to do a specific 
arrangement. They want to do free improvisation and everything. I just can't do that. I 
don't know how to play the piano that way, I can't just improvise, and I don't know the 
music. That would be like saying to her, you come in and do a Baroque Choir. 
Mrs. B: So is she a gospel choir director? 
Mrs. T: No, but she did go ahead and start a group after school. She'd just roll a piano in 
and say go at it. 
Mrs. B: Does she know how to play? 
Mrs. T: No. One of the kids would. Like I had a boy first semester who was just 
wonderful. He played for his church. He can't read a note; he couldn't pick a note out of 
a barrel. He just knew the chord progressions and would play by ear. He would play for 
them. And that went on for a while, I don't know if its still going on, I haven't heard it 
advertised or anything. 
Mrs. T: I wanted to ask you when you are deciding which kids aren't motivated how does 
attendance figure into that? 
Mrs. B: That's a good question. Attendance is part of your grading right? I can't observe 
them when they aren't there, so if its somebody that I think won't make it, like for 
instance Clara, because of attendance, I couldn't use their data. But I don't think I need 
to worry about that because there are lots of them that do come. For example, the 
students you mentioned like Jan, she's there pretty much there all the time. Cassie though 
misses more. 
Mrs. T: Uh huh, but she was suspended for 7 days. She got into a fight on the bus. 
Mrs. B: What about Staci, I noticed she was out for a while. 
Mrs. T:: She was suspended too. For like 3 days. Staci! Can you believe that? 
Mrs. B: She's such a sweetie! 
Mrs. T: Yeah. 
Mrs. B: Was it for fighting too? 
Mrs. T: I think so. It was a bus incident. 
Mrs. B: When Mary came up to you before class and told you that she wasn't feeling 
well, do you consider that excused? 
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Mrs. T: Yes. But they are still expected to have their music out and to be participating. 
Mrs. B: Do you take off when the kids wait to get their folders? 
Mrs. T: If I can catch them. They are suppose to come into class and get and not wait 
until class is going on. 
Mrs. B: What I trying to do is verify what you consider off-task behavior. I think you 
make it very clear though. 
Mrs. T: Isn't amazing how many times you have to tell them. Just like the gum thing. 
You would swear I never told them not to chew gum. 
Mrs. B: It's almost incomprehensible to me that you could sing with a big wad of gum in 
your mouth, but I think sometimes they just forget it's there. 
Mrs. T: That s mainly because like we couldn't chew it in school. But kids today can 
chew it in their other classes. 

Teacher Interview: March 

Mrs. B: I would like you to tell me what happened; described the conflict you had with 
Celeste and Laura on the day I missed. 
Mrs. T: I guess I'll start with Laura. She was sitting in class and in the middle of the 
song got up and went to my desk to tape her music. And I asked her to sit down and do 
that latter. Uh, that that was to be done at the beginning or the end of class, and she just 
stood there and looked at me, and said "I don't want to do it then". And didn't move and 
so after telling her about 3 or 4 more times, she finally went back to her seat. But that 
was when she was finished. And I said, "you do that at the beginning of class or at the 
end but don't interrupt class in the middle." And then probably, about 15 minutes later, 
the same thing happened again. 
Mrs. B: She got up again? 
Mrs. T: Again, and when up to get tape, and "I told you, you need to do that, I told you 
that already, you should do that some other time." She said, "I want to do it now" and uh, 
and I said, "Well, you really don't have a choice, you do it before or after class." This is 
like the fifth time now of me stating what she needed to do. And uh, she I said, Well I 
don't remember the exact words but it went something like "oh just leave me alone this is 
when I want to do it" and then she went back to sit down and I said," you know Laura 
you haven't been singing you haven't been doing anything" she said, "I doing it, I'm 
singing." And I said, "Well, when your mouth doesn't move and there's no sound coming 
out, and you're staring around the room, you're not singing that's not my idea of singing." 
And so I said, "You need to leave, just give me your music and when you decide that you 
can participate the right way you can come back and talk to me about it." And uh, she 
would not give me her music and I tried to take it out of her hand and she just held on to 
it like a vice grip and I finally said, "You need to give me the music and you need to go." 
And uh, about that time it was time for the bell, so it was right about the end of class. 
Mrs. B: Was this Friday or Monday? 
Mrs. T: This was Monday. 
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Mrs. B: Yesterday when you first mentioned this to me you said you were surprised to 
find out she was in resource. 
Mrs. T: Uh huh, yeah I didn't know she was in resource until I checked up on her when 
writing the incident up. 
Mrs. B: This is something that never fails to surprise me, I thought I was the only one 
who ever experi enced this, but in my last job it was months into the school year before I 
was informed that I had special education students. Of course by then I had already made 
certain adjustments, but it sure would have been proper to let me know before the term 
started so I wouldn't have been surprised and puzzled . 
Mrs. T: Yeah, Laura's not only in resource she's in a self contained classroom. 
Mrs. B: And you had no idea until Monday, and here it is March. 
Mrs. T: Huh uh. There haven't been any special needs that I was aware of that she 
needed to have. 
Mrs. B: No paperwork of any kind was sent to you? 
Mrs. T: No, nothing. 
Mrs. B: This is a real concern 
Mrs. T: Yeah, and when I went to talk to her teacher at lunch on Monday and uh, that's 
when I found out. I told her I didn't even know there was a special problem, I know that 
when we did our test the other day and I sent Angel back to her room and Laura said, 
"Can I go too?" and I said, "Why would you go?" and she said, "I'm suppose to go and 
take tests" and I said, "I don't know anything about that." 
Mrs. B: Well that explains her behavior during sight-reading. It's so frustrating for kids 
like that because that is such a high level skill. 
Mrs. T: Yeah. 
Mrs. B: The fact that its March and you haven't been informed that's, well, they should 
do that better. 
Mrs. T: Plus, for their sake that they even put these kids into a music class just because 
they like to sing, but they don't consider what the implications are. Its not just standing 
up, its not general music you know, its choir and they're suppose to learn certain skills 
and the special Ed teachers just say, oh well she just likes to sing you know, as long as 
she's not a behavior problem you know, it should be OK. And they don't realize that no, 
it's not OK. That it lowers the level of the whole group when you've got 6 or 8 kids in 
there who can't read, wont read, don't know how, and you're expecting them to read 
music and words sometimes in a different language. And they can't read at all. 
Mrs. B: Now when I started here Ginny was 
Mrs. T: She's in the same group as Laura. 
Mrs. B: and Angel, I don't even score Angel because she never does anything. 
Mrs. T: No. 
Mrs. B: I watch her and if she influences others but 
Mrs. T: She just sits there. 
Mrs. B: Yeah, is there anyone else that you know of? What about Lee Ann? 
Mrs. T: She's in resource, but not the self contained group. There's probably about 10 
other kids getting resource help. 
Mrs. B: Do you have that written down anywhere, I sure would like to see it. 
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Mrs. T: Um, I probably got it at some point in time and filed it someplace. 
Mrs. B: When it's convenient, I sure would like to see. 
Mrs. T: I think that pretty much what they end up doing here is the kid needs a fine arts 
credit so they look for a music class. And I've talked with counselors and principals and I 
don't get any, its like, yeah we understand the problem but threes no sympathy or 
anything for it you know. 

Mrs. T: I know a guy who left his job at name withheld. What they did to him was 
basically kill his choir program. His concert choir, show choir and women's concert 
choir became the dumping ground for all the mainstreamed kids . And this huge district 
took all their kids with special needs and put them in this high school and then they 
mainstreamed them. And the kids in his concert choir, he said at one point he had 18 kids 
with some kind of handicap. And some of them like one boy had that Turrets Syndrome 
where they make noises at unpredictable times, and they would not take these kids out of 
his choir. 
Mrs. B: It didn't matter that the other kids had to pass auditions and were selected to be 
in there. 
Mrs. T: No. No, it killed his choir program. It stopped it dead. And he went through this 
for about 6 years and by the time he retired he couldn't even do a concert. He couldn't 
take them anywhere outside of school because of the many, many, special needs. And 
the regular kids stopped enrolling. It just killed it. It's one thing, like Angel basically 
doesn't hurt anything but she does take up time. Uh, she does distract the other kids. 
Mrs. B:: Have you noticed anything about Jan? 
Mrs. T: Yeah. 
Mrs. T: Yeah, I don't know if it was totally on her own or if part of it, you know with 
Cassie being kicked out of school, well, it has been remarkable, the difference in her 
behavior. 
Mrs. B: Yeah, like today when you reminded them before class to get rid of gum and 
candy. She walked down and threw away her gum. 
Mrs. T: [laughs] 
Mrs. B: [Laughing,] We never would have seen that a month ago. Well, I hope it is a 
permanent behavior change. It has been since Feb 20th. 
Mrs. T: There are a couple of others that have changed since semester, Regina, Tona. 
Since I got rid of some, and I think they finally thought hey she really is going to fail us, 
She really isn't going to put up with this anymore. And Tona, even though she just talks 
constantly, you know, when she works, she works. And once you can get her to settle 
down she does pretty well, and Bonita is now doing well. 
Mrs. B: Well, back to Celeste, did that confrontation occur on the same day? 
Mrs. T: Yeah, Monday. In between Laura's first and second outburst. 
Mrs. B: Do you think they fed off each other? [they sit right by each other] 
Mrs. T: I don't know. I don't think so, Celeste just kinda does her own thing and she 
started earlier in the period, of uh, how, you know how she just sits sometimes and 
pretends like she's singing? And she wasn't singing and putting on lipstick. She was 
doing everything but what she was supposed to do and she didn't have her music. She 
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had to get up and get it. And uh, so I had to say something to her several times and she 
never was singing. And uh, when I said, "Celeste you need to sing you need to get with 
the program and so forth," and she argued with me and said, "I am singing! What do you 
think I'm doing ... [garbled nonsense syllables]" {Mrs. T was imitating the unintelligible 
speech Celeste uses when she's angry, Celeste is hard to understand on a good day, but 
when she's angry it becomes close to impossible} 
Mrs. T:... and that kind of stuff, finally the third time when she said, "Just leave me 
alone. What do you think I'm doing? What's your problem?" something to that effect. 
And I said, "you don't need to be here, if that's what you believe. If you're not going to 
listen to me, if you're not going to contribute anything to the class. You don't want to be 
here. You need to be somewhere else." And she started talking back and to the point 
where I said, "Go! Go find someplace else to go. Give me your music and go." And she 
got up and walked as slowly as she could. And I got her music, but she was going 
unbelievably slowly out of the room and finally I said, "you just need to get out, just go, 
go sit in the office or some place else where they will put up with that kind of behavior." 
And then as she went out the door I closed the door and she was yelling stuff back at me, 
I couldn't make out what it was. 
Mrs. B: She can be hard to understand. 
Mrs. T: She is hard to understand on a good day! So, anyway she did go to the office, 
she had talked to the principal. Uh, and I talked to her Tuesday. And she said Celeste had 
been there and uh, oh, no, that was Monday and Tuesday she wasn't in my class. 
Mrs. B: Right 
Mrs. T: She did skip 2nd hour and she had been to talk to the principal and uh, and the 
principal said maybe we need to, this is like an acting principal she's working on her 
administrative degree so she's doing an internship, and she says, well maybe we need to 
do a behavior contract and have her sign it. And I said, "You know I think I've given her 
more chances than anybody ought to have all year long. I don't know how I could even 
believe her word, she's giving me her word and that is what I've gone on and I've given 
her chance after chance after chance. And she doesn't live up to it, she doesn't follow 
through. And she was going to get back to me. She wants to do all these, you know, 
administrative steps. 
Mrs. B: Yeah 
Mrs. T: And uh, the thing is when she's deciding to be in a good mood everything's 
wonderful and she's just as sweet as she can be but when she decides she doesn't want to 
do what you want her do then, the heck with everybody. 
Mrs. B: Yeah, a lot of enthusiasm when she's on and uh, anger when she's not. So right 
now how does it stand? 
Mrs. T: I don't know, according to the principal we will have a meeting to do a contract 
or discuss it or whatever. So, she's already in one learning lab, if she drops choir that 
would give her two learning labs a day so that makes her real short on credit. 
Mrs. B: Oh my. 
Mrs. T: And I said, "She's not going to pass anyway with this kind of behavior in class. 
Is it better to take her out now or give her an F?" You know? I don't know, and make 
the rest of the class miserable? The thing is when she walked out I was really irritated 
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and when I closed the door I said, "Class that is an example of really bad behavior," and 
the class applauded, they were tired of it. They're sick of it". There are kids in there that 
are trying so hard and they're so sweet and they work hard. 
Mrs. B: I also would like you to describe your experience for background information, 
you know resume type stuff? 
Mrs. T: OK, I got my undergraduate at William Jewel College, 30 years experience, and 
my Masters from Truman State it was North East Missouri. 
Mrs. B: They changed the name? 
Mrs. T: Yeah, this is the third time. 
Mrs. B: It must have just changed. 
Mrs. T: Yeah last year. 
Mrs. B: How long have you been here? 
Mrs. T: In the Lindbergh district for 25 years. I was at the middle school for 12 years. I 
belong to MENC and ACDA. 
Mrs. B: Any offices etc.? 
Mrs. T: No 
Mrs. B: Tell me about contests and festivals., a short summary, do you go every year, 
How do you do? That kind of stuff. 
Mrs. T: [laughs] Yeah, we do solo and ensemble contest and usually have a number of 
kids go to state. And uh, I haven't, done large group in two years because the date 
conflicted with our spring play and since most of my kids are involved in drama or 
should I say most of the drama kids are involved in choir, we haven't gone. But when we 
did go we got ones, and we go to festivals like this Nashville trip and we get top awards. 
Mrs. B: One more question today. I notice when the kids talk about their middle school 
experience it doesn't sound like they get very much sight-reading there. Is that just kids 
forgetting, or is that? 
Mrs. T: They don't do much. 
Mrs. B: Can you tell me about this, I would think this would be a source of conflict. 
Mrs. T: Yeah, (a short pause) Basically in middle school our middle school has a 7th 
and 8th grade choir. It's not select. And its just whoever wants to sign up or whoever 
gets kicked out of band or orchestra, and they put them into choir or general music. And 
uh, the director there doesn't do very much sight-reading they do a lot of rote. I know 
they work on 3-part music. But when they do a concert they perform in unison. 
Mrs. B: That's exactly what the kids are telling me. I just thought, well have you had 
meetings with him? 
Mrs. T: Yeah, and I've recommended books that he get, cause at that age I used the 
Kodaly 333 and I said this is something you could use 5 minutes a day. Just 5 minutes a 
day would develop their sight reading skills. I think he bought it but he doesn't use it. 
Mrs. B: I was surprised, and is he an experienced teacher and all that? 
Mrs. T: Yeah, yeah. 
Mrs. B: From the way the kids describe it sounds like it's an entertainment class. 
Mrs. T: Yeah and I you know, several times have tried to talk to him about getting a 
select choir you know, like the band meets every day and getting a select choir that 
meets everyday. And he doesn't want to do that. He thinks that anybody that wants to, 
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should be able to take choir. And so they meet every other day opposite PE. And they 
meet in 3 sections. 
Mrs. B: He doesn't want a select group? I mean I can understand and agree with him 
wanting to have the bulk of his program designed to reach all kids, especially at that age, 
but he doesn't want to do a select group even after school? 
Mrs. T: No. He doesn't have anything for the kids who really want to sing well. 
Mrs. B: Nothing before or after school? 
Mrs. T: No. It's a real problem and it's been like this for a long time. 
Mrs. B: He has been here a long time too? 
Mrs. T:: Yeah, this is his 25th year too. 
Mrs. B: So basically when you get the freshmen you have to do the whole "this is the 
Treble clef this is a quarter note," start them at the beginning routine. 
Mrs. T: Yeah. 
Mrs. B: And you are competing against other schools that have real elementary 
programs. 
Mrs. T: Yeah, others that are doing Bach cantatas in 8th and 9th grade. Yeah, its very 
frustrating, very frustrating. 
Mrs. B: I guess there's no way if he's been here 25 years that he's going to change. 
Mrs. T: No, no. 
Mrs. B: I'm sorry to hear that, I mean I had a feeling when the kids were talking about Jr. 
High...You know this is a wealthy district. 
Mrs. T: Yeah, and there ought to be something going on. When I taught at the middle 
school I know it can be done. We did Britten's Ceremony of Carols with 8th graders and 
we were doing tough music, Palestrina and all that. And uh, now basically all they do is 
feel good music, that's all they do. They don't do any quality music. Because they don't 
have any skills they aren't taught the skills. 
Mrs. B: Well, all of this is important to know because these kids are not used to really 
working or learning anything in music when you get them. 
Mrs. T: They come in the fall and they want to sing, but they have no skills, no 
knowledge. And I so go through the struggle with them of who's going to decide what 
we are going to sing, and you have to sing the alto part and everybody wants to sing the 
melody. Or they, its like training, it sometimes seems like I need a whip and a chair to 
get their attention to get them all focused together. 
Mrs. B: So how many kids have you removed since the beginning of this school year? 
Mrs. T: Six at semester and I dropped some earlier on because they were failing because 
of attendance, like eight of them. 
Mrs. B: Did you drop any for behavioral reasons? 
Mrs. T: I can't do that first semester. They won't let me. 
Mrs. B: Only 2nd semester? 
Mrs. T: Yeah, I'm not sure how legal it is but I do it. I took those kids out in the hall at 
the end of 1st semester and I said you, you, you, you, and I said you failed first semester 
so you can't take 2nd semester. And do you remember Claire? 
Mrs. B: Sure 
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Mrs. T: She said well, you don't have to pass first semester to be in here 2nd semester, 
the counselor said so. And I said, I don't know what the counselor said, but I'm telling 
you if you haven't mastered the skills for first semester you sure won't pass 2nd semester 
and so she did it. I don't know if I got any kind of problems on that, but it just doesn't 
make sense. It just doesn't make sense. 
Mrs. B:: Well thank you! 

Teacher Interview: Last Day of School, June 

Mrs. B: Why do you teach choir? 

Mrs. T: Why do I teach choir, urn, I think probably because when I was in high school I 
was involved in the choir program and I was really shy and the choir program was the, 
probably the one means that I could really excel at something. I didn't have to stand out 
there and do solos, but I could be a part of something that was you know that was really 
kinda letting out my inner self, (laughs) I don't know how to say it exactly but, probably 
because I think it offers kids a whole new dimension, um in their exposure to the arts. But 
I also think it gives them a chance to open themselves up and express themselves. 
I just think it offers a lot of opportunities to kids who are really good and outgoing and 
outstanding. It gives them an opportunity to develop their talent. But also the kids who 
have that little minuscule nugget. It gives them the chance to let that they can grow and 
blossom into something else. 
Mrs. B: What is your philosophy of discipline? 
Mrs. T: Gosh, I've never considered it that way before. 
Mrs. B: What do you consider out of line, why do you handle it the way you handle it? 
Mrs. T: Well, first of all I think your framework has to be what the school rules are. I 
mean that's, you know, that's what my job says, that I have to enforce the school rules. I 
think within the classroom, um, I think it has to be a case of respect for the rules and for 
the other students and for the teacher. I think its a different situation if you're sitting in an 
English class or math or something, a lot of times you know, its OK for the kids to make 
comments or you know to say something or to tease or to joke around and stuff but they 
have to have their limit and that's really hard and that's where most students fall down, 
(laughs) Um, I guess that is my philosophy. That we are there to sing and to learn and 
when they cross that limit of being respectful to other people, then that's too far. But, 
basically having your materials, staying in your seat, raising your hand when you have 
something to say. You know, those are all kinds of basic things. And I'd like to think 
that I enforce those. I know that there are some areas that I need to work on as far as 
tardies and stuff like that. I know that kids sometimes get there after the bell rings. 
Sometimes, they're getting drinks or going to the bathroom. But they need to do that 
because they don't get much chance for the rest of the day, so., um, I guess I don't know 
if I've answered it. 
Mrs. B: You sure have, thank you. OK, next. What where your goals in mixed chorus? 
Have you accomplished them? Why or why not? 
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Mrs. T: Hum, well at the beginning of the year I started out with kids of all different 
experiences, musically. Some of them had no experiences, some of them had poor 
experiences, some had really good experiences, some of them came from band or 
orchestra and they were used to more disciplined settings. And so, I guess the goal was 
to get them all on the same wave length as far as what a choir does, and what is expected 
of them: at least the basics of reading music, being able to follow music, working 
together as a team, as a choir. I guess the other aspect would be for them to experience a 
good performing situation and be successful. Do I think I was successful? (laughs) I 
think so. I think with the group that finished up the year, that there were about 12 more 
kids that started, but they weren't willing to be a part of what I was doing so... 
Mrs. B: So you started out with 12 more students and these were let go because they 
wouldn't adopt the same frame of reference that you were advocating? 
Mrs. T: Yeah, they wouldn't behave in class or go to the concerts. Basically they were in 
class because someone put them there. Not because they wanted to be there. 
Mrs. B: OK, would you compare teaching mixed chorus and A cappella. 
Mrs. T: Um, well I think I approach the two groups differently because the kids in 
A cappella have been in choir before and they already have a framework of what's 
expected. They know what they are there for because they've already been through it. 
And they have that basic knowledge of music. So I don't have to teach the basics. They 
are much more willing, they know what the challenges are and are much more willing to 
meet those challenges. In mixed choir I don't feel they have the experience singing, well 
written music to the point that they really understand what they are trying to do. Most of 
them in 7th and 8 th grade choir were in a situation where they were given the music and 
it was in parts, but they never really worked on the parts. So they ended up singing in 
unison and they thought that was good. And so when they come to me and I'm expecting 
them to sing in harmony and to read the music and to know what they're singing about 
it's a battle. So we take it a lot slower in mixed choir. And partly because they're kids 
from a lot of different backgrounds and otherwise they're left behind. 
Mrs. B: The one thing I noticed with your teaching style other than the things you said, I 
watched you in the pop music class and I watch you in A cappella and you seem to be 
doing more questioning in your teaching. Not so much presenting teaching as 
questioning in Acapella and pop music class. You ask a lot more questions of the kids in 
pop music and A cappella than you do do in mixed choir. I was thinking as I analyzed 
that, because my first impression was that you were very much an authoritarian type of 
teacher who knows what knowledge is best for you, a lecture type of teacher. Then I 
watched you in A cappella and Pop Music and I see that you are asking opinions and 
pulling things out of them, and its not so much happening in mixed chorus. The 
verification of this observation comes from the kids. One of the questions I asked the 
kids was, "How do you feel about answering Mrs. T's questions in choir?" And a lot of 
kids responded with, "What questions? She doesn't really ask questions." And I thought 
maybe the reason for this difference of teaching styles came from you having to establish 
a new "choral" frame of reference which you decided worked better from the top down. 
And that you felt like, well, my goal with this is to give them the knowledge they need to 
have in choir. And then you developed the top down approach to that in response to their 
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behavior. Are my observations correct and am I on the right track for my analysis of why 
this is? 
Mrs. T: Yes. I think you're probably right. Ah, I think too there's kinda a situation. 
There was a long time in that class where if I would ask a question I got kids talking out, 
not raising their hands you know, and just inappropriate responses, stuff like that. And 
probably I back away from that instead of having to tie them down. It was easier to just 
not have quite as much interaction. It was necessary just to get order. 

One of the things I find with mixed choir this year, especially since I had such a 
large number of black kids, who have not been exposed to what we consider a typical 
concert. You know, and just like at our Christmas Concert I had a number of them whom 
either first of all, did not show up and/or they left immediately. Even though I made it 
really clear that you are suppose to stay for the whole concert, they left immediately. 
Um, so they didn't even see what the other choirs do, so they have no real idea of what a 
choir concert is. The other thing that I've noticed over the last 6 to 8 years maybe as I've 
gotten more and more city kids in here is a cultural difference as to what is an appropriate 
response. We're used to um, well you know, and the black experience in their churches 
even, is to respond to what's going on, and say "Yeah" "that's right" "go for it" and 
that's totally different from what I've always considered what is appropriate behavior at a 
concert. So there is a cultural difference to get over there and it took me a while to figure 
you know, out, cause when they talk out they are not being disrespectful they are doing 
what they are used to doing. You know? So that's something we have to get across too. 
You know I'm glad you're involved and interested and you want to say something but you 
need to raise your hand and I just had a number of kids this year that never got it (we 
laugh) They never got it. But I think you can probably see from when you came in 
January... 
Mrs. B: OH yeah 
Mrs. T: Until the end of the year and really, it was when we got rid of those 12 who just 
refused to cooperate. And things changed a lot. Especially, Ginny, her dropping out 
really made a big difference 
Mrs. B: OK. Now the last thing I want to do is discuss every student and get your 
observation about their motivation behaviors, if, how, and why it changed, and your 
assessment of their talent. Lets assess talent as highly talented, average, and low. And if 
you are privy to any last minute changes they might have made in their decisions to be in 
choir. 
Mrs. T: Well I really haven't talked to anyone about that since you asked the students that 
day. Some of them, I don't know, because in January some of them weren't going to be 
in choir and since then they've changed their minds. 
Mrs. B: Well I probably have more up dated information then you do then? 
Mrs. T: Yes. Since they decide that in January, and at that time things were still not 
harmonious. (We laugh) And I really feel like it got better towards the end of the year. 
Mrs. B: Oh yeah. 
Mrs. T: It was much more enjoyable to work with them once they decided that, you 
know, that I'm not going to put up with it and it was a total change. 
Mrs. B: Lets start with Celeste 
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Mrs. T: I think she really wants to sing and her behavior has really changed a lot. I think 
she's been to the principal twice and she's back in class on a behavior contract, So she 
evidently wanted to be there or she wouldn't have gone through the contract negotiation. 
Mrs. B: So do you think the reason for the change is you cracking down? 
Mrs. T: Yeah, I think so. 
Mrs. B: Talent? 
Mrs. T: medium 
Mrs. B: So Celeste has an average level of talent, displayed motivation to sing, but also 
had behavior problems that got better after disciplinary action was taken. 
Mrs. T: Yes. 
Mrs. B: OK. How about Cheron? 
Mrs. T: Um, yeah, I think she wants to sing and probably has the talent. I would rate her 
high in talent. Um, I think there was a change in the seriousness towards learning music. 
A lot of the kids showed more maturity at the end of the year. Being a freshmen and 
being new to high school the kids change so much their freshmen year so... 
Mrs. B: That is an important distinction to make, whether its natural maturing going on to 
change behavior or whether there was something specific going on. 
Mrs. T: Yes, I agree. 
Mrs. B: Let's go to Regina next. 
Mrs. T: Well, behavior, her behavior improved um, I think that was partly from 
separating her from the kids who are no longer in choir. 
Mrs. B: I noticed such a difference after you moved her. So would you agree that in her 
case it was more than just natural maturing? 
Mrs. T: Yes. Now, talent wise it's really hard to say because I haven't heard that much 
from her, but I think she's average. Um, I don't think she's really motivated, I think she's 
probably in there because her friends took choir so she did too. I guess I base that mainly 
because she hasn't made it to any of the concerts. 
Mrs. B: Regina? She was at the Spring Concert wasn't she? 
Mrs. T: At the spring concert? 
Mrs. B: I think so. She came in late. I mean I could be remembering wrong but, 
Mrs. T: In my book I have her marked absent, but maybe she did come in late. 
Mrs. B: I'm almost positive she came in late, I could be hallucinating but, why don't we 
check the tape of the concert? [It turned out she was there] 
Mrs. T: Yeah. But she missed the Christmas Concert and she missed Night of Music. 
Mrs. B: Did she give you a reason for that? 
Mrs. T: No. 
Mrs. B: OK, Bonita: 
Mrs. T: Talent wise, average. Motivation, it just depends. Sometimes I don't think she's 
motivated because she can be a behavior problem with things like not getting her music 
out etc. and then she'll turn around and really sing out, ask questions and be charming. 
She seemed to make a big effort the last couple of months to change. 
Mrs. B: Cissie 
Mrs. T: I think she has real high motivation she really wants to be in Acapella next year. 
Mrs. B: Did she make it? 
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Mrs. T: No. Talent wise I would say low. She has really a lot of trouble matching pitch 
and behavior wise she was never a behavior problem. 
Mrs. B: Crystal 
Mrs. T: Quiet girl. Never a behavior problem, she's really quiet girl. Motivation, I guess 
yeah, she wants to sing. Talent wise, I guess average. 
Mrs. B: Did she make A cappella? 
Mrs. T: Yes 
Mrs. B: Um, according to my observations she exhibited very low intensity in class, I 
believe she felt uncomfortable being a sophomore in a freshman class. She told me she 
was told by counselors that she enrolled too late to be considered for a cappella is that 
true? 
Mrs. T: And yet they had the opportunity at the beginning of the year because we were 
trying to get more girls into girls choir and I said several times that any of you who would 
like to go into girls choir, who would feel more comfortable there are welcome to switch. 
She didn't though and I don't know if she made any effort to do that. But you're right, 
real low energy level. 
Mrs. B: Do you believe she was under-challenged? 
Mrs. T: I believe she was in band at some point wasn't she? 
Mrs. B: She was in the show choir at the school she was in before. So she believes she 
can sight read and she was used to being in that type group even as a freshman 
Mrs. T: But she hasn't demonstrated any type of leadership. 
Mrs. B: I didn't observe any. OK, Ellen. 
Mrs. T: Highly motivated and low talent. She's not a behavior problem other than 
sometimes too intense. (She laughs) Sometimes I wish I could tell her "go away" (she 
laughs) Cause she's always there to remind you what you should be doing.. 
Mrs. B: (we laugh) Emily 
Mrs. T: High motivation, lots of talent, Behavior, not a big problem, a bit pushy (she 
laughs) 
Mrs. B: From an outsider's observation, She knows when she can talk to not get your 
goat. 
Mrs. T: Yeah, I think you are right about that. 
Mrs. B: She did a lot more talking than other kids who got called for it but she was more 
strategic in it. 
Mrs. T: And that has increase as the year went on because she knows she was getting 
away with it. 
Mrs. B: That was fascinating to me. I wonder if she's frustrated, I know she has 
reservations about her sight-reading. 
Mrs. T: But, she will not take the, from the beginning of the year that was one of the 
things that she said to me, "I can't sight read" and I said, "Emily will you do something or 
another and she said, "I can't sight read" and I , "You can't ? Why not? Haven't you 
been in choir?" and I was you know trying to get her and she was like, "Well I never had 
to learn to sight read because I can listen to it and get it." And I was like, "I wouldn't be 
proud of that. I would work really hard because you aren't going to go anywhere unless 
you can read music." And she was like, "Well how am I suppose to do that?" And I 



430 

said, "we'll we work on it every day in class." We didn't work on it so much 2nd 
semester but first semester it was every day in class for 5 or 10 minutes. And I told her, 
but if you want help, I'll be glad to help you. Come in after school and I'll be glad to 
work with you. But she never showed up. 
Mrs. B: That's a shame 
Mrs. T: Which means she's only going to get so far. She needs to learn to sight read and 
get private lessons 
Mrs. B: I agree. Jack 
Mrs. T: Nice boy. Nice voice. Even though he doesn't come across as really highly 
motivated. Sometimes I think he really is highly motivated. I think he really enjoys 
being a part of things. Am I right? 
Mrs. B: I think so. 
Mrs. T: I was talking to his mother, you know they are being transferred to Huntsville 
Alabama, 
Mrs. B: veah 
Mrs. T: And she was telling me she was so amazed. She never thought he would even be 
in choir in the first place much less be in a musical and do the part that he did. And she 
said he just loves to sing and he loves being in choir. And I'm going to miss him. 
Mrs. B: All four of your boys are such treasures, absolute treasures. Jan. 
Mrs. T: Jan, hum, I think she's another one that's there because her friends are there. Her 
behavior has improved dramatically. And partly, because she was moved. Her talent, 
gee I don't know. I don't know her voice well enough to make a judgment. When she 
sang for me in her testing in January I could just barely hear her. But the other day? So I 
don't know. 
Mrs. B: She did sing out didn't she? 
Mrs. T: Yeah. 
Mrs. B: OK, how about Julie? 
Mrs. T: Julie her behavior has improved 500%. She was really argumentative and uh 
always had something to say. What ever I said she said something about it. Partly I think 
that was her personality she was used to kinda bantering back and forth. And that didn't 
work with the situation we were in. Now I really think she wants to sing. And she really 
wants to be there. Now she came back and retested last week and she's going to be in A 
cappella next year and she was really excited about that. 
Mrs. B: She told me you had a conflict with her first semester where she was sent to the 
principal and everything. 
Mrs. T: Yeah, she always had an excuse for everything. It was never, yeah I did that. 
She was late a lot and she always had a reason, never had a written excuse, never had a 
real reason, just late, and just everything had a reason. I was really worried about her at 
the beginning of the year because she would come in looking like death warmed over. 
She just looked like she was on something, and she may have been, I don't know. Um, 
but she seems to have gotten her act together by the end of the year. 
Mrs. B: Yeah, Janet? 
Mrs. T: Nice girl, talented, and multi-talented she plays piano, flute and uh 
Mrs. B: trumpet 



431 

Mrs. T: Trumpet, and highly motivated. No behavior problems. 
Mrs. B: Jean? 
Mrs. T: I think she's a highly talented girl and highly motivated. At the beginning of the 
year her and Jack would talk constantly and I had to separate them. And they were just 
so horrified that they were separated because I separated them in class and they were just 
mortified they were embarrassed. But um, after that they were just fine, well behaved. 
Mrs. B: Being put on the front row was probably a good thing for her then 
Mrs. T: Yeah, she's a competing skater too. 
Mrs. B: Talented kid. Jim 
Mrs. T: Jim, nice kid, high talent, nice voice, not a behavior problem and I think he really 
enjoys singing. 
Mrs. B: And uh, Katherine 
Mrs. T: Katherine (she laughs) 
Mrs. B: What a reaction! (I laugh with her) 
Mrs. T: Well I know Katherine from church. Katherine does not ever stop talking. There 
is not ever a moment when Katherine is not talking. Uh, sweet kid really likes to sing. 
Kinda medium to low talent. She has really a lot of trouble even matching pitch. Um, 
very sociable girl. She's another one that talks too much and probably gets away with 
more than she should. And she and Emily together were probably not a good idea. But 
part of the reason I left them together was because it was really hard to separate some of 
the other kids. And I was trying not to have the kids that at the beginning of the year 
were working and singing and doing what they were suppose to do: to punish them by 
separating them with the kids who were talking. 
Mrs. B: I see. 
Mrs. T: Because they would see that as a punishment. If they were separated from their 
friends and they weren't really talking. And those two weren't really talking that much at 
the beginning of the year, they evolved to have much more freedom. (We laughed) 
Mrs. B: OK, Kim 
Mrs. T: Sweet kid, really highly motivated and never a behavior problem. Talent wise 
she's coming along. I think she's developing more confidence and so she's coming along 
I couldn't believe she did that duet, I was just shocked! 
Mrs. B: Yeah, that was great. She is the only student in there who according to her 
answers to my questions came across as competitive. 
Mrs. T: She is. Yeah. 
Mrs. B: OK, Lee Ann 
Mrs. T: I wouldn't consider her an outwardly behavior problem, but she is a behavior 
problem in that she doesn't willingly participate in anything. I mean a good part of the 
time she is simply standing occupying space. I think she enjoys being in choir and she 
really surprised me at the end with her solo. I was surprised that she did it, I expected her 
not to do it. Her talent seems to be average. 
Mrs. B: OK, how about Malcom? 
Mrs. T: Talented boy has a nice voice, seems to really enjoy choir. Not a behavior 
problem at all. 
Mrs. B: Another one of your treasures. 
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Mrs. T: He's agreed to be in Madrigal next year 
Mrs. B: He dances well. 
Mrs. T: Yeah but it took a lot of coaxing. 
Mrs. B: Oh, good for you! Margaret. 
Mrs. T: Margaret? 
Mrs. B: You know, pretty blond hair. 
Mrs. T: Huh? 
Mrs. B: Do I have her name wrong? 
Mrs. T: Oh. Margaret. OK, I just wasn't thinking. Yeah, nice voice. And behavior she's 
not a problem now. At the beginning of the year she did a lot of talking and gum 
chewing, stuff like that. Ah, 
Mrs. B: Would you say she's motivated to do well? 
Mrs. T: Well, she did not originally make A cappela and then she came to me and asked 
me, "What do I do, what do I do to get better so I can into it?" Which is what you want 
to hear. And uh, she came back and auditioned again and she did make it. To me that 
shows the motivation, that they would do that instead of grumbling and griping. 
Mrs. B: Mary 
Mrs. T: Mary has come a long way this year. She's very quiet and I think again that her 
association with some of the other kids kind of got her off to a bad start at the beginning 
of the year. But she has really kind of blossomed this last term. 
Mrs. B: Some of the behavior when you thought she wasn't singing, she actually, to her 
she was. 
Mrs. T: Yes, I can see that. 
Mrs. B: But when you are as shy as she was, that can be hard for a teacher to tell. I agree 
with you there has been a real change, even since December. Uh, Mic. 
Mrs. T: Ah, Mic he's a interesting character. Uh, his voice has improved a lot this year. 
He had trouble finding it at the beginning of the year. And he still sometimes has trouble 
finding the pitch, where it's suppose to start. But once he gets that he's usually pretty 
good. But he's real highly motivated. He really wants to sing. 
Mrs. B: Yeah, he's taking voice lessons. 
Mrs. T: Is he? Good 
Mrs. B: Yeah, I think his singing on that bass part in their quartet was impressive for a 
freshmen. 
Mrs. T: Yeah, Yeah. I know his goal is to be in madrigal. And uh, he needs to work on 
his coordination. Part of that is he's in a growth spurt and his feet are bigger than what he 
thinks they are. 
Mrs. B: I'd be interested to know when his voice changed. 
Mrs. T: I think early 8th grade. I bet it made one of those dramatic plunges. And he's 
still finding the middle, which is slow. 
Mrs. B: Right 
Mrs. T: You know at the beginning of the year when I was do vocalizes for the head 
voice none of these guys had ever done it so they were so self conscious. But he is one 
that's come a long way as far as being able to produce that head voice sound and bring it 
down. But he's still searching. But he's real motivated. 
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Mrs. B: Yeah I have a feeling he's going to really blossom into a special talent for you. 
Mrs. T: I hope so. 
Mrs. B: Nancy. 
Mrs. T: Behavior wise she has come along way and she has a nice voice, high talent 
which I wasn't aware of until second semester when she started singing out. She was part 
of that group first semester that was really rowdy and their behavior, they thought was 
appropriate you know. 
Mrs. B: Oh, How about Nannette? 
Mrs. T: Nannette, I can't figure her out. As far as actual behavior in class she has 
improved as the year went on. Um, as far as real motivation in choir I think she's just 
average, I don't think she has any, I don't see any long range goals for her. In that she 
wants to pursue music or be a singer. She just kinda wants to be there. 

She told me, she missed the spring concert. And I don't think you were here the 
day after the concert. There were 4 or 5 kids that missed the concert and I called them up 
to talk to them. And I said, "OK, you have an F for missing the concert. And you will 
probably get an F for sixth term because this is the only concert. Um, the only way you 
can avoid that is by bringing me a note from your parent telling me why you weren't 
there. And if I decide that that was an adequate excuse then you will be allowed to make 
up work and you will do 2 extra critiques. And she never brought in a note and anyway 
she got really argumentative. 
Mrs. B: You are talking about Nannette? 
Mrs. T: Yes and she and Natalie . Natalie just started going off on me and telling me 
how rude I was and how "You don't know nothing" blah, blah, and I said the usual, you 
don't need to be here and sent her out then Nannette went and set back down and she and 
I can't think who the other girl was... 
Mrs. B: Nancy? 
Mrs. T: No, 
Mrs. B: Cause she missed it too. 
Mrs. T: Yeah, it was Nancy. And so I got the rest of the class going on a movie and took 
the two of them next store because I could see that they were like clueless as to why I 
should be upset with them for missing the concert. Well, I don't really think they were 
but that was the way they were acting. Any way so I took them next door and I said "I 
really want you guys to understand why I'm upset with you and why this effects your 
grade. So I went through the whole thing about being a team player and this was like 
your final exam, and this is what you worked for all semester and I arranged 
transportation and you didn't show up and you didn't tell me ahead of time you weren't 
going to come so you, yeah... And it was like Natalie never got it. And uh, Nancy 
brought me a note the next day. There were extenuating circumstances, her Mom kept 
her from coming. Um, Natalie never did. So a week or so ago I said to her, remember 
you are going to get an F here because you have never followed up on that. And she said, 
"Well I forgot. You know, I don't have a very good memory I can't remember things." 
And I said, "Is that your excuse for just not doing things? I mean, is that the excuse you 
are going to use for the rest of your life that you just don't have a good memory?" And 
she said, "You just don't know, you don't know where I'm coming from." And I said, 
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"Yes I guess I don't know. There aren't many situations where you can just talk your 
way out of it by saying I don't have a good memory." And that's all she could say. So 
that was Wednesday and I said I need that note by tomorrow or else there's no way that I 
can pass you, and you need two critiques. And she said, "Well, you said I couldn't do the 
critiques until I had the note from my mom." And I said, "OK, have you gone to 
anything that you could write up?" And she said, "Yeah, I've been to some stuff." And I 
said "Well if I were you then I would be at my door tomorrow morning with a note from 
my mom and those two critiques written out to try anyway that I could to pass." And she 
said, "Well I don't know if I could get a note and I don't have anything to write it on. "I 
said, "Here are two forms. I'll see you at my door first thing in the morning." She never 
showed up. 
Mrs. B: Wow. 
Mrs. T: And she had all these absences but they were only second hour. I mean eight, 
nine, extra absences so she's not getting credit for the class. And that's it as for as I'm 
concerned. And she came to me and said she wanted to clear up these absences because 
she was never absent from this class. And I said, "well, I take roll, I usually call out the 
names of the people who are absent, and if you aren't in your seat and you don't answer 
what can I assume but you aren't there?" So she was called into the principals office. 
She talked to her and she told her that I had some body else take roll for me every day. 
And uh, and then she said that sometimes she wasn't in her seat. So when the principal 
talked to me there were 2 points of confrontation: She said, "She said you had somebody 
else take roll for you every day, Is that true? You know you are not suppose to have 
somebody else take roll." 
Mrs. B: You mean, the principal came to you and questioned you about, automatically 
assuming the kid was telling the truth, and you were doing something you weren't 
suppose to? 
Mrs. T: Yeah. 
Mrs. B: Brother 
Mrs. T: Yeah, I said, "No. I don't have anybody else take roll." "Well there was a 
student teacher or somebody else in your room." And I said," Yeah, but she doesn't take 
roll. There might have been one or two times when I was working with kids that she 
went through the seating chart and let me know who was absent" 
Mrs. B: Was this first semester? 
Mrs. T: No. 2nd semester. 
Mrs. B: Well who was the student teacher? 
Mrs. T: You. It was you. Didn't you know you were a student teacher? 
Mrs. B: [We both burst out laughing.] 
Mrs. T: And I said, "No there's no one that takes roll for me I stand at the piano and I 
take roll myself every day." 
Mrs. B: Wow, I only told you who was absent a couple times and you did all the actual 
checking and marking 
Mrs. T: Yeah. And she said, "Well maybe you counted her absent because she was in 
the wrong seat. But, wouldn't you know she was there even though she was in the wrong 
seat?" And I said, "Well this is the way I do it, and if she isn't in her seat I don't know 
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that she's there, do I, right? I mean, shouldn't she be in her seat?" And she's like, "Well 
you're suppose to know who's in the room." And I said, "Well, I do if they're in their 
seat. I take roll and if I find that they were there, then I mark them tardy. I can't account 
for why there are absences on here other than she wasn't there. So then they went back 
through the guidance office and they then, had to verify like if they were sitting in the 
office they're suppose to mark it on a sheet. So they found like 2 or 3 days when she 
wasn't in class and she was down there. 
Mrs. B: Yes. I can remember her coming in late several times. 
Mrs. T: Yeah, several times. And what can I say? I can't say, well I'll just erase it. I 
said its not like I have a personal vendetta against this girl or anything. 
Mrs. B: Wow. 
Mrs. T: And I thought the topper of the whole thing was Thursday night. She was at 
graduation with her Mother and they walked right by me and never said a word. 
Mrs. B: So you would have excepted something even then? 
Mrs. T: Yeah. And she saw me and nodded. So... that's a long answer. 
Mrs. B: Natalie 
Mrs. T: Natalie. I would say extremely low motivation to sing in choir. And high level 
of behavior problem. Whether its just not being here to participate in some of the 
concerts or her willingness to work and do what she's suppose to do. 
Mrs. B: She told me that she actually got out of the hospital and came to the concert on 
the same day for the Christmas Concert. Did you know that? 
Mrs. T: No 
Mrs. B: Lets see she's missed 
Mrs. T: Night of Music 
Mrs. B: And she's missed this last one 
Mrs. T: She hasn't been to any concerts 
Mrs. B: And she missed this last one cause she said, and this is what really confused me 
but I didn't want to argue with her. I told her that it was my impression that you got 
transportation for the city kids that didn't have it. Right? 
Mrs. T: Right. I told them to let me know if they needed transportation home. The day 
of the concert she came up to me and asked if she had transportation arranged. I didn't 
remember that she had talked to me. I didn't think she had. I told her "I don't know if 
you signed up, you'll have to check in #124. If you signed up for transportation it's been 
arranged. Signing up for transportation was your responsibility if you didn't do it, it's 
your problem." As far as I know she never checked. And then as far as notes go, she 
didn't turn one in, and no makeup work either. And you saw her final exam. She always 
has a reason. After she performed she asked me if she could do it again and I said no. 
Then she said that wasn't fair because I stopped her. And I told her, "I stopped you to 
keep you from embarrassing yourself further." Before the final she came up to me and 
asked, "What happens if I don't do my final?" You know, that could have salvaged her 
grade, I think you have to work at failing choir. 
Mrs. B: OK, how about Sharon? 
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Mrs. T: She sure got sillier as the year went on. Being in the musical increased her 
confidence and unleashed that silliness. I'd say she has average motivation to succeed 
and average to upper level of talent. 
Mrs. B: Sheri 
Mrs. T: I really want to like Sheri but she has a king sized chip on her shoulder. If you 
challenge her at all she bites back. I'd say she has average ability. Now her attitude. She 
was one of the kids who came in with the attitude that they were going to run the show. 
If they butt heads with me I can have more attitude then them. I told them at the 
beginning of the year we are here to sing, have fun singing, and learn. As long as we're 
doing that it's no problem. I told them they were not going to wear me down. If you 
don't want to be here - leave... I know I have the luxury most of the time of getting rid of 
those that don't want to be here. I wish all teachers could do that. Our school would be a 
better place. 
Mrs. B: Tamra 
Mrs. T: Tamra, I love to watch her smile. She was very quiet 2nd semester. She seemed 
to relax and enjoy herself more. Moving her 2nd semester and getting rid of the bad 
element helped. She's a sophomore. As far as motivation, she wasn't going to be in girl's 
choir next year, but after I asked her two or three times she seemed pleased at the 
attention and said yes. She has a nice voice. 
Mrs. B: Tona 
Mrs. T: Tona [she laughs] I don't want to get mad at her. I really like her. Boy she is 
motivated and talented. She did a great job on that final didn't she? 
Mrs. B: Yes, she was very entertaining. 
Mrs. T: Once she figures out how not to be a chatty kathy she'll be fine. 
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Table K1 

Coded Interview Transcripts 

Celeste and Claire 
December 13 th 

1/Clar/l 
sense of 

competence 

Mrs. B: Do vou like to sine? 
Claire: Yeah 
Mrs. B: Could vou elaborate on that? Tell me all about how vou feel 
about singing. 
Claire: I like to sing but I don't like to sing the stuff in there, (gestures 
toward the choir room) 
Mrs. B: What do vou like to sing? Where do vou sing? 
Claire: I like to sing anvwhere and I like to sing the stuff! hear on the 
radio. Not that kind of stuff (she gestures toward the choir room) 

l/Clar/2 
sense of 

competence 

Mrs. B: What part does sineing plav in vour life? 
Claire: Not a big part. 

1/C/l 
sense of 

competence 

Mrs. B: How about vou Celeste? 
Mrs. B: Everywhere all the time! Mv Mom likes to hear me sing too! 

l/C/2 
identity 

Mrs. B: What kind of music ? 
Celeste: All kinds except what we sins in there. Church stuff, 
Mrs. B: Do vou sing in church choir? 
Celeste: We don't have a church choir. Mv church is the kind nf rhnrr.h 
where you don't have a specific group, we all sing 

l/Clar/3 
sense of 

competence 

Mrs. B: Do vou feel good about vour sineing? 
Claire: Yeah 

l/C/3 
sense of 

competence 

Celeste: Yeah. ...oh but last Fridav [she laughs a nervous laugh,] oh T 
messed up. 
(a mixed chorus talent show was held in class on the previous Friday) 
Claire: Now Celeste, so what, you're not perfect. 

l/Clar/3a 
sense of 

competence 

Mrs. B: I'd like to ask vou to rank all of the students in choir with 1 
being the least good student and 50 being the best student. Where 
would you rank yourself? 
Claire: I'd rank mvself 40. 
Mrs. B: What criteria did vou use to rank? 
Claire: How good I sing. 

l/C/3 a 
sense of 

Mrs. B: How about vou Celeste? 
Celeste: I'm 5th best. 
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Table K1 

Coded Interview Transcripts, continued 

competence 
ego goal 

orientation? 

Mrs. B: 5th best, on what basis? 
Celeste: I listen to the other's sing and I compare. 

l/Clar/4 
identity 

Mrs. B: OK. Tell me about vour friends. 
Claire: Some of mv friends are friends from work and some of them are 
my man's friends. 
Mrs. B: What kind of things do thev like to do? 
Claire: Plav basketball, hang out. 
Mrs. B: What do thev think it's cool to be good at? 
Claire: I don't know. I guess what ever. 
Mrs. B: Do thev think it's cool for vou to be in choir? 
Claire: I'm sure thev don't know. Mv man likes the wav I sing though. 
He's always asking me to sing for him. 

l/C/4a 
identity 

Mrs. B: How about vou Celeste. Tell me about vour friends. 
Celeste: Mv friends are all bovs. except for mv cousins. 
Mrs. B: How old are thev? 
Celeste: Mv friends are 17 & 18. Mv cousins are 17 & 18 too. 
Mrs. B: What kind of things do vou like to do with vour friends? 
Celeste: We plav football, lift weights, talk on the phone, listen to the 
radio. 
Mrs. B: What kind of things do thev think it's cool to be good at? 
Celeste: Sports. And my cousins like to sing too. 

l/Clar/5 
self-reliance 

Mrs. B: What do vou want to learn in choir? 
Claire: How to pass. I just want to pass. 

l/C/5a Mrs. B: How about vou Celeste? 
Celeste: I want to learn how to hit notes better. 
Mrs. B: Are vou able to learn how to hit notes better in choir? 
Celeste: Yeah. I guess, we do that in the warm-ups. But I get tired of 
the sight reading, I mean what good is ta, ti ti going to do me? 

l/Clar/6 
goal 

directedness 

Mrs. B: What are vour plans for choir? 
Claire: No more choir. 

l/C/6 
goal 

directedness 

Celeste: I'm going to be in Girls Concert Choir. Yeah, thev have better 
robes! 

l/Clar/6a 
extrinsic goal 

orientation 

Mrs. B: Do vou have anv eoals for vourself in choir? 
Claire: Not necessarilv choir. I can sing and I wouldn't mind if 
somebody gave me a lot of money to sing. But I don't want to be in no 
choir or nothing like that, (long pause) If I'm not getting paid, I'm not 
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going to do it. That's why I'm not going to sing in the talent show. 
(She's referring to a school wide talent show) 
Celeste: Well, you're not being paid to be in choir. 
Claire: I'm getting credit for being in choir. 

l/C/4 
extrinsic goal 

orientation 

Mrs. B: How about you Celeste? 
Celeste: I'm going to be the next Monica. I'm going to be a star. I keep 
telling my Mama, she say I sing too much. I'm going to show her when 
I get my cash flowing. 
(Turns to Clara) you'll all be proud, you'll say I knew her in high school 
when. 
Claire: I ain't going to claim you. 
Celeste: You'll claim me. 

l/Clar/7 
work 

avoidance 

Mrs. B: Imagine feeling successful in choir. What's happening or what 
have you done? 
Claire: (Incredulously) In choir? 
Mrs. B: Uh huh 
Claire: As far as I can think it would be possibly passing this class cause 
I aint even passing. So that's my success, passing this Mother. 
Mrs. B: You're having trouble passing it? 
Claire: um hum, I'm absent a lot. (Pause) You got to be there, it's not 
like there's homework. 

l/C/5 
extrinsic goal 
orientation? 

Her goal is to 
get a passing 

grade. This is 
different from 

Claire's 
answer in that 
she mentions 

singing 
everyday. 

Mrs. B: How about you Celeste? 
Celeste: I'll feel successful when I pass cause I'm not passing either. 
(The next is said loud) Why I don't know cause I be here every day, 
when I sing I sing. 
Claire interrupts: She don't want to here this. 
Mrs. B: Yes I do: I want to hear everything. 
Celeste: And this girl behind me... she don't ever, ever, ever do nothing 
(each ever was emphasized, and they got sequentially louder.) She 
better have an F too! So you don't understand why you're not passing? 
(Celeste responds by shrugging her shoulders) 
Mrs. B: Have you talked to Mrs. T? 
Celeste: I don't like her. (Claire smiles and interrupts with a shh that 
Celeste ignores...) 
Mrs. B: So you don't want to ask her what you need to do to pass? 
Celeste: I don't want to talk to her. 
Claire: Almost nobody likes her. I like her. I don't know why they 
don't. She speaks to me in the hallways. So why they don't like her, I 
don't care. 
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Celeste: I care, she looks like Mary Poppins! 
Claire: Next question 

l/C/7 
social and 

extrinsic goal 

l/Clar/8a 
extrinsic goal 

Mrs. B: OK. What do you like best about being in choir? 
Celeste jumps in: You learn how to deal with different kinds of people, 
you get to sing and have concerts. It just feels good when you get to 
sing at a concert. 
Clara interrupts: Yeah! I think I like that best too. I like when people 
applaud me. 
Celeste: Yeah, you're standing there and (she starts applauding). 
Claire: Even when you sound bad they still applaud. 
Celeste: Yeah even when we mess up they be like (she applauds again) 
they have to cause if they didn't, That's Rude! 

l/Clar/8 
task 

attractiveness 
ethnicity 

Claire: I don't even like choir for real. 
Mrs. B: Whv? 
Claire: If they had something like they do in Minority Achievement it's 
like a black prom that they have where you get up and sing R& B or 
something like that I'd like it more, but these songs, the songs she be 
picking it's like, why are we singing this? 

l/C/8 
task 

attractivenss, 
task variety, 

ethnicity 

Roles/power 

Celeste: Sing something we know! She doesn't ever take a suggestion 
from nobody. Somebody be like, let's sing this, and she'll be like, No! 
We're going to sing what I want to sing. Like Cantate Domino. What is 
that? I mean. I know it's about God and our love for him and all, but 
couldn't we sing it in our language? 
Claire: Oh Celeste, Thank you! 
(Celeste gets louder) And we speak English! 
Claire: And I want to know, I don't want to learn any of this stuff. 
Celeste: She worked hard on us to learn this stuff and for what purpose? 
Are we going to use this stuff later on in life? I think I aint. Whole 
different language and I never even heard of. 
Claire: If we're going to sing about God lets sing it so we know what it 
means. We sang about God and nobody even know it until we had to 
read the English lyrics underneath. She didn't tell us what it means, she 
didn't say a thing. 
Mrs. B: You didn't talk about the lyrics in class? 
Both answer as one: NO 
Celeste: We should have sang (she started singing a R& B rendition of 
Joyful, Joyful. Clara interrupts: When I thought it was a Christmas 
concert I asked her, could we sing something I wanted to sing, I wanted 
to sing the song Herbie Kit sang? And she was like no. We couldn't 
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sing that song. I don't know why she didn't wanna sing it. 
Celeste: I wanted to sing like, Silent Night, but she wants to sing what 
she wants to sing. 

l/Clar/8 
work 

avoidance 

Mrs. B: What do you consider hard work in choir? 
Claire: Intervals, Man I just can't get them. 
Mrs. B: Do you work hard in choir? 
Claire: No, not really. It's just too boring. 

l/C/8a 
task 

orientation 

Celeste: sight-reading. I be like, that's hard for me. 
Mrs. B: Do you work hard in choir? 
Claire: Yeah 
Celeste: Yeah I do. I sing when I'm suppose to. 

l/Clar/9 
identity 

Mrs. B: Claire who would you most like to impress? It could be one 
person, or more than one person. 
Claire: You mean at this school or anyone? 
Mrs. B: Anyone. 
Claire: Long pause, I really don't care about what other people think 
about me, but the only person I'm trying to impress is my man and that's 
because we're living together and he's paying the bills so... 
Celeste: Your man. 
Claire:Yeah, that's the only person I care about. Don't you care about 
your Mama? Don't you live with your Mama? 
Celeste: Yeah, but I don't care about my Mama she don't do nothing 
for me. 

l/C/9 

l/Clar/9 
identity 

Claire: So who are you interested in impressing? 
Celeste: Nobody. It's all about me, there's no call to think about what 
anybody thinks about me cause they aint going to do nothing for me. 
It's only me that's going to do for me. Aint nobody going to give me a 
free for all. I'm going to have to work for what I want. 
Mrs. B: OK, the next part of the question is do you think they would be 
impressed with what you are doing in choir? Clara would your 
boyfriend, be impressed with your accomplishments in choir? 
Claire: Would he be impressed with what I'm doing in choir? 
Mrs. B: Yeah 
Claire: I don't think so, well I don't know. He's never been in here. 
But if I told him about it and I were interested he'd be interested. I don't 
bring it home. I don't like choir. 
Mrs. B: Is he impressed with your singing? Does he support your 
singing? (pause) Do you sing for him? 
Claire: Yeah, We sing together. You know if there's a song that comes 
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on we just start singing it. 
Mrs. B: Whom did you grow up, your parents or other relatives? 
Claire: I grew up with my Grandma. 
Mrs. B: Did she encourage your singing? 
Clara: (She shouts) No! (pause) No! (laughs) No. She just be telling me 
to shut up. My cousin actually, it was my cousin that got me into choir, 
not my Grandma. Church Choir... 
Mrs. B: So you did have somebody while you were growing up that 
encouraged you in your singing. 
Claire: She didn't like who was in there and she wanted me in there with 
her. 

l/C/9 Mrs. B: So Celeste since you don't have anybody that you want to 
impress. Asking you if they were impressed with your accomplishments 
in choir wouldn't be relevant.? 
Celeste: Yeah, I just don't care if anyone's impressed with me or not. 

l/C/10 
perceived 
options 

Mrs. B: Why did you decide to enroll in choir? 
Celeste: Cause I like to sing. I gotta sing. 

Celeste 
March 21st 

Follow up 
question 

Mrs. B: First of all I'd like to ask you about the day last week that you 
had the conflict with Mrs. T. You were out of class for a couple of days 
after that. I was not there that day to witness what occurred. She told 
me what happened but I would really like to hear your version of what 
happened. 
Celeste: She tried to tell me I wasn't singing when I was. And she said, 
"I don't hear no sound coming out of your mouth." "Of course you 
didn't. You wasn't standing beside me." And that's my whole point, 
she wasn't standing beside me. So she can't tell me that she wasn't 
hearing no sound. I guarentee you that Laura and Malcom heard it. 
Mrs. B: Why do you think she didn't ? Why didn't she think you were 
singing? 
Celeste: I don't know, I think she has it in for me. But that's what I 
think of every teacher out here. 
Mrs. B: Really? 
Celeste: Nods affirmatively 
Mrs. B: Hum, so you are sitting there thinking that she doesn't like you 
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and that she's picking on you. 
Celeste: That's the scoop. 
Mrs. B: And you thought that you really were singing. 
Celeste: I was singing. 
Mrs- B: I love to watch you sing a song you like. You get the prettiest 
smile on your face when you like what you're singing. 
Celeste: [ breaks out into that same smile.] 
Mrs. B: Do you have trouble with your anger? 
Celeste: Yes. 
Mrs- B: Well that sorta makes sense. If you thought you were singing 
and then you feel picked on, but it's hard in school to, when you have to 
deal with an authority figure, I can appreciate that. Well, that was your 
version of the story. According to her you weren't participating and she 
started fussing at you and 
Celeste interrupts: I started fussing back at her. 
Mrs. B: I guess the other thing I want to know is, is it worth it? 
Celeste: Yes I feel like I need to express my point just as well as she 
expresses hers. 
Mrs- B: And if you get in trouble for it, that's how the chips fall ? 
Celeste: I suffer the consequences. But I'm going to get my point 
across. 

task 
attractiveness 

Mrs. B: Did you want to come back into choir? 
Celeste: Nods yes. We be singing some wax songs though. 
Mrs. B: Somewhat? 
Celeste: wax songs 
Mrs. B: wax songs? 
Celeste: giggles 
Mrs. B: (I smile) Tell me what that means, I like that word. 
Celeste: (laughs loudly) Some messed up songs. 
Mrs. B: Gotcha. Which ones don't you like? 
Celeste: Like Kumbaya", I like that song but I don't like the way we 
sing it, specially the Alleluia part. I don't think anybody got into that. 
Oh well, and that song "I'd enter your garden" it's like, (she says the 
next part loudly) I'm not a man I don't want to sing like that to nobody. 

Follow up 
question 

movement 
issue 

Mrs. B: OK, I noticed that from the first day that you didn't like those 
words, I remember your reaction (we both laugh) Another thing that I 
notice, it seems that when you like singing you tend to really physically 
get into it. You move while you sing. I noticed that and I was 
wondering how do you feel when she insists that everyone stand still? 
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Celeste: It don't really effect me. 
Mrs. B: So you can either stand still or move naturally it just depends 
Celeste interrupts: No, when she says stand still I try but I'm just a 
moving person, I like to move. 
Mrs. B: Yeah, 
Celeste: It just makes it fun. Cause when you stand still you be all 
(makes grumbling noise) and she always wondering why we be looking 
serious shes always saying have fun. How can you be having fun when 
you have to stand there arms down to your sides and look look at her? 
You be all (grumbles and holds her arms tightly to her sides). How can 
you smile and have fun when you gotta look at her and stand still and 
can't move? It's like uh. 
Mrs. B: Why do you think she wants that? 
Celeste: I haven't the slightest. Maybe she doesn't want us to fall. 

la/C/1 
identity 

Mrs. B: Ok. I'm going to switch tracks here. Do you ever sing with 
your family and friends? 
Celeste: All the time. 
Mrs. B: All the time, can you tell me about that? 
Celeste: My mama she be all, here she go again. But my sister and I 
sing. And then I be in my room with my door shut cause I barely come 
out of my room. I just like to be by myself. I sing with my friends like 
Sharon. It be fun! And if she can't sing I be like ok whatever. And 
people be trying to tell me I can't sing. I mean, I know I aint Whitney 
Houston but I can sing if I want to sing (said loudly with determination). 
If I don't have faith in my singing and nobody going to have it for me. 
So I think I can sing and I don't care what nobody say. I know when I 
crack, I know when I crack to shut up, but I aint gonna stop singing for 
nobody I'm gonna do what I gotta do regardless. 

la/C/2 
identity 

Mrs. B: Is your Mother an important part of your life? 
Celeste: Yeah, she had me. That's not where it came from. It came 
from me. Cause my mom she always be saying oh don't be trying to 
sing. I just got tired of people telling me that I couldnt so that just make 
me say I can. If you say you can't walk, I say yes I can. You say I can't 
I'm going to do it. That's just the way it is. 

la/C/3 
sense of 

competence 

Mrs. B: ok, well, if you were going to rank all of the students in choir 
from 1 to 50 and 50 is the best choir student and 1 is the least good 
where would you rank yourself? 
Celeste: 45 
Mrs. B: 45. So that means you would be the 5th best. 
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Celeste: Some people are better singers than me, like Sharon. I know 
she can sing better than me but that's ok. 
Mrs. B: Now, when I asked you to do that what was it that you ranked. 
Different people consider different aspects of choir when they rank it, 
What did you rank ? 
Celeste: My singing ability and my ability to understand what I'm 
singing. 
Mrs. B: And when you say "understand what I'm singing" do you mean 
the way you put it across? 
Celeste: Like when I listen to the radio I'll sing it not the way they sing 
it but to get what their singing not just how they're singing it. 

la/C/4 
identity 

Mrs. B: Tell me about your friends, the kind of stuff they like to do, 
whats important to them. 
Celeste: Talk on the phone, talk about boys, talk on the phone 
Mrs. B: Talk on the phone. 
Celeste: We sit around and listen to the people sing and listen to the 
radio. I like to play football, lift weights. 
Mrs. B: The friends that you hang around with are they boys or girls? 
Celeste: Boys and Girls. I don't have so many friends that are girls 
most of them are boys. 
Mrs. B: How old are they. 
Celeste: 17 or 18, older than me. 
Mrs. B: Where do they go to school? 
Celeste: Most of them go to the city schools like Sumptner, or they go 
to another Catholic School. 
Mrs. B: So your close friends aren't here? 
Celeste: My cousins are, Janea and Kip. 
Mrs. B: What kind of things do your friends think it's cool to be good 
at? 
Celeste: I really don't know. 
Mrs. B: You really don't know? 
Celeste: I don't know cause they're not dog meat but they're always 
saying "You're always reading cause I like to read. Every time we see 
you you've got your head in a book, and they're always right. 
Mrs. B: So you like to read but they 
Celeste interrupts: They don't want to, they don't like to read. 
Mrs. B: Do they think it's cool to be good at sports? 
Celeste: No, nothing I don't think they play sports either, now me, I 
was brought up around boys. That leads me to do things that boys do. 
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Mrs. B: But the guys you hang with do they think it's cool to be good at 
that? 
Celeste: Nah, what they think is cool is to have all these girls over here 
and these girls over there and bagging these kind of shoes and that kind 
of coat. 
Mrs. B: I see. You don't sound like you have a whole lot in common 
with your friends. 
Celeste: I like people that's different from me. 
Mrs. B: It's more challenging that way? 
Celeste: Like my friends that are boys, I like to play football and that's 
who I do that with. But the girls they just talk on the phone, go to the 
mall. 
Mrs. B: OK I guess what I'm hearing, what I want to make sure I 
understand correctly is; You share bit's and pieces with your friends like 
this part which likes to play football you share with the guys you hang 
out with and with a friend that's a girl, you might go to the mall with 
her, so you express different parts of your personality with your 
different friends? 
Celeste: Yeah, you got it. 
[Mrs. T brought donuts for the class today. I check my watch to make 
sure Celeste makes it back in time to get a donut] 
Celeste: You aint got to get me in there. I can miss this class. 
Mrs. B: I want to get you back in time to get a donut. 
[Celeste shrugs] 

la/C/5 
self-reliance 

Mrs. B: Well, OK, what is that you'd like to learn in choir? 
Celeste: I guess how to hit different notes better. 
Mrs. B: Are you able to learn that, what you want to learn in there? 
Celeste: Yeah, I guess. Some stuff, I wonder why do we need it? Mrs. 
B: Wonder why we need what? 
Celeste: Stuff like that major 6th and minor 2 and all that stuff. I be 
wondering why we need to learn that. 
Mrs. B: The music theory stuff? 
Celeste: [she nods yes] 
Mrs. B: Do you like learning how to sight-read? 
Celeste: [grimaces and shakes her head no] 
Mrs. B: No, you don't like that. 
Celeste: All that ta, ta, ti stuff, do re ti fa mi. I don't like that stuff. 
Mrs. B: So it doesn't matter to you if you learn how to read music. 
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That's not a goal of yours. 
Celeste: Shakes her head no. 
Mrs. B: I notice in class that the way you tend to learn the music is you 
listen for your part and repeat it rather than read it off the music is that 
correct? 
Celeste: Yes 
Mrs. B: Is that the way you prefer to learn? 
Celeste: Yes 
Mrs. B: If you could have the ability to look at a piece of music and 
know how it goes would you like that? 
Celeste: Yeah, 
ME: But you just don't feel like going through the process of learning 
how to do it? 
Celeste: Yeah 
Mrs. B: It's too much work for what you get out of it? 
Celeste: If I can just listen to the radio and 5 minutes later I be singing 
it 
Mrs. B: That's your way of learning it. 
Celeste: To listen to how it sounds and what they're singing and then 
trying. But as for as reading it and then trying it, no. 
Mrs. B: Do you sing at church? 
Celeste: Yeah 
Mrs. B: Do you all learn your music orally at church or do you read 
music? 
Celeste: We learn it orally. We don't have a kids choir we've got three 
choirs we got choirs that wear different colors, there's like four of them 
and they sing on certain Sundays and we got a big choir and another 
little choir and they say the words and then we sing them. 
Mrs. B: Oh, OK, so the way you relate to music is you listen to it and 
then repeat what you hear and you learn it quickly. 
Celeste: If I like the song. 

la/C/6 
goal 

directedness 
Mrs. B: OK, are you planning on being in choir next year? 
Celeste: Yes. 
Mrs. B: Which one did Mrs. T put you in? 
Celeste: Girls Concert 
Mrs. B: Looking forward to that? 
Celeste: [Shrugs] Yeah, I like the robes better. But I hope we don't 
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mess up like they did on their first concert. 
Mrs. B: But they did pretty well on this last one didn't they? 
Celeste: [she nods affirmatively] I think we did bad, it's sad, when we 
laughed at them last time. Cause it was funny when they messed up. 
Most people said they couldn't hear us mess up. But I heard it and I 
think they noticed that I heard it because when they started earlier than 
what they were suppose to I was still standing there waiting for Mrs. T 
so we could start when we was supposed to. 
Mrs. B: Yeah, there were spots there that we knew, but do you think the 
audience could tell? 
Celeste: It's only like the people that take choir that's in music like choir 
and stuff that I asked them and they noticed it. But I think they were 
saying yes just to be saying yes. But when I asked some of the people in 
the audience they were like nah, I ain't heard it. 

la/C/7 
task goal 

orientation 
low task 

attractiveness 

Mrs. B: What do you consider hard work in there? 
Celeste: The sight-reading. 
Mrs. B: Do you work hard in there. 
Celeste: On the sight reading stuff I be like, forget it. Cause that's just 
not a way that I want to learn. But then I think I work hard, hard enough 
for me. 
Mrs. B: You're satisfied with how hard you work. 
Celeste: [Nods affirmatively] Then those corny movies and say were 
gonna have a quiz on them. 
Mrs. B: You don't like watching those? 
Celeste: They're corny to me. Bring us some that be at the movies that 

we like to see. Like the King and I, what was that? I didn't like that 
except for "etcetera, etcetera, etcetera" that was funny! 

la/C/8 
task goal 

Mrs. B: [we laugh] You like that part! There are two questions I'd like 
to ask you that are very similar. The first one is what do you like best 
about choir and the next one is what's your favorite activity in choir? 
Celeste: The same answer for both of them is singing and going to 
concerts but I be nervous. 
Mrs. B: Do you get nervous for them? 
Celeste: Especially this last one cause she had me standing in the front, 
I don't want to be in the front where everybody can see me. 
Mrs. B: Yeah, but because of risers they can see you in the back to. 
Celeste: Not that much, there are a lot of people in this choir that's 
taller than me. But there is one that's shorter [she laughs] but she's 
shorter than everybody. 
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personal 
experience 

Mrs. B: She's a tiny person. 
Celeste: Yeah, she's older me. I think she's 16. 
Mrs. B: How old are you? 15? 
Celeste: No 
Mrs. B: 14? 
Celeste: yeah 
Mrs. B: really 
Celeste: Yeah I be in the 9th grade, I only have one friend that's a 
freshman and she turned 15 in January. 
Mrs. B: When's your birthday? 
Celeste: June 29 so I'll graduate when I'm 17. I think all my mama's 
kids went to school at the right time because my sisters birthday April 
the first and my little brother's birthday is April 11th my other brother's 
birthday is July 21st and mine is June 29. 
Mrs. B: So there's four of you? 
Celeste: Four that my mama had. 
Me; You live with more than that? 
Celeste; My daddy got some kids. They're grown though, my sister's 17 
and my other sister's 21 and my brother's 24. 

la/C/9 
task goal 

Mrs. B: My goodness, you do have a big family. Lets, see, what's the 
main reason you do what you are supposed to do in choir? 
Celeste: Cause I like choir and I want to be in there. You got to do 
what you're suppose to. Like I said I'm gonna give my opinion across 
and suffer the consequences. Unless I change my attitude maybe I'm 
right, but that's the way I feel. 

la/C/9a 
personal 

issues 

Mrs. B: Are you gonna try to curb it so you can stay in? Was that part 
of the deal to get back into class? 
[Celeste nods affirmatively] 
Mrs. B: How are you planning on doing that? Do you have a plan for 
that? 
Celeste: Um, just don't say nothing. When she say Celeste this, and 
Celeste that, OK Mrs. T. I don't know what to else to do, go home and 
punch my punching bag. 
Mrs. B: You have a punching bag? I want one of those. 
Celeste: Got to have something to punch. 
Mrs. B: Yeah, that's a great idea. Do you have one of the little fast ones 
or a big one? 
Celeste: It's big to me. 
Mrs. B: If I had a place to hang one I'd get one right now. As soon as 
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we move I'm getting one. That seems like a healthy way to get rid of 
frustrations. 
Celeste: Before I had one I used to punch holes in my wall. 
Mrs. B: ooh, didn't you break your hand? 
Celeste: [Nods no] 
Mrs. B: Did you get in trouble from your Mom for doing that? 
Celeste: It was my room. She say "You have to fix it" " you broke it" I 
went down to my grandma and she was like "here you go baby" and I 
say I need 20 dollars "here you go baby" 
Mrs. B: That's a nice Grandma. Now I've never gotten angry enough to 
punch the wall, I'd be too afraid of breaking my hand. When you've got 
a bag it's a good way to get those frustrations out. 
Celeste: I'll hit em back. 

la/C/10 
perceived 

options 

Mrs. B: One more question, Why did you decide to enroll in choir? 
Celeste: Cause I like to sing. I gotta sing. 

la/C/11 
personal 

issues 

Mrs. B: Well I'll let you go so you can get a donut. I have more 
questions to ask you at a latter time but I really appreciate you taking the 
time to talk to me today you are a unique personality and I really enjoy 
talking to you! 
Celeste: People say I get mad over the littlest stuff and I think I do 
cause like when somebody walks past me and they're looking like 
(imitates a perusing look) you know, they could just be looking at my 
shirt and I be like "What you looking at" (spoken loudly and 
confrontationally) you know, I don't like nobody just looking. I mean 
they can at least say I like your shirt, or I'm looking at your shirt to see 
how it's made or something but don't just walk past me and be (imitates 
giving a person the once over) "what is you looking at?" 
Mrs. B: Do you think your anger could be a problem for you someday? 
The thing that worries me is although I like the fact that you stick up for 
yourself. You know, I admire that. Not everybody has the courage to 
do that. But I do worry because the world is a tough place with a lot of 
rules that you have to, you know, when it comes time to get a job... 
Celeste: It'll catch up with me. But, I guess I'll just have to suffer the 
consequences. Like my principal asked me, "What if your boss say you 
got to do this and you get angry? It means that you're fired." I say, "I'll 
just find another job." And she say, "Well what if you can't find 
another job? Aint nobody gonna hire you" And I said, I just do what 
everybody else do stand out on the corner and {?} 
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Mrs. B: Do what? 
Celeste: m 
[It sounded like gibberish. The closest I could make out was "slam 
dunk."] 
Mrs. B: Slam-dunk? 
[Celeste bursts out laughing.] 
[I smile good-naturedly but I'm sure I looked confused] 
Mrs. B: Sometimes I have a hard time understanding vou. 
Celeste: [speaking verv slowlv and distinctly, actuallv amazinglv 
distinctly] "sling dope" 
Mrs. B: Tell me what that means. 
Celeste: Sell drugs. 
Mrs. B: Sell drues 
The bell rings. 

Tona and Ginnv 
December 15tH 

3/G/l 
sense of 

competence 

Mrs. B: Do vou like to sing? 
Ginnv: Yes. I like to sing and I also sing in mv church's vouth choir and 
just for the fun of it sometimes. 
Mrs. B: How long have vou been singing? 
Ginnv: Since I was 5.1 guess. I sung mv first solo when I graduated 
from Head Start. 
Mrs. B: Wow! 
Ginnv: I was voung then. 
Do you remember what the solo was? 
Ginnv: Lean on me. 

3/T/l 
sense of 

competence 

Mrs. B: How about vou Tona. Do vou like to sing? 
Tona: Yeah, sometimes I sing iust to be singing and sometimes I sing 
to relieve anger. 

3/T/2 
sense of 

competence 

Mrs. B: What do vou sine when vou want to relieve anger? 
Tona: Anv kind of songs, anvthing that makes me happv. Mv favorite 
show used to be "Talent Search" and I just sang with them. 
Ginnv: I remember that show. I used to dance with it until I ran into 
things and my Mom was like, you gotta calm that down. (Laughs) 

3/G/2 Mrs. B: Do you feel good about your singing? 
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sense of 
competence 

Ginnv: Yes I do. 

3/T/3 
sense of 

competence 

Mrs. B: How about vou Tona. Do vou feel good about vour singing? 
Tona: Yep 

3/T/4 
sense of 

competence 

Mrs. B: If vou were going to rate vourself against the other students in 
this choir, with 1 being the least good student and 50 being the best 
student where would you put yourself? 
Ginnv: I don't know-
Mrs. B: That's OK. it's a hard question, just think about it a minute. 
Tona: I'll rank mvself one of the top 10 singers in this class. 

3/G/3 
sense of 

competence 

Ginnv: I think so too. I'm one of the top 10. 

3/G/4 
sense of 

competence 

Mrs. B: Compared to other classes, how good are vou in choir? 
Ginnv: Best class 

3/T/5 
Roles/Power 

Tona: Yeah, it's like choir class is fun but. it's like, when we come in 
here, it's like, she makes us sing songs that really don't (pause) fit our 
voices. I mean we don't really have all the fun we should have get out 
of it. 

3/G/5 
Roles/Power 

Ginnv: Like I want to be a choir teacher when I grow up but I want to 
teach the students how they want to sing. I'm not going to create 
nobody's voice to sound just like mine. You know she makes us like 
we opera singers are something. But you know but when we put our 
sound to it she's like, no, no, that doesn't sound right. But we be 
sounding good to other people. 

3/T/6 
Roles/Power 

Tona: You know when we came to this class we were looking for it to 
be fun. It's like; I want to be a singer. And I don't think that the way 
she's teaching us to sing is necessarily the right way. It's like OK she 
can teach us to sing that way, but teach us to sing another way too 
where we gonna have fun as well as sing. Enjoy yourself more. 
Ginnv: Mavbe if she made it more active for bovs. that's what I want to 
do when I teach. I want to make it so more boys will come and join the 
choir. But they want to do rap; you can do rapping choir songs as well 
as a cappella songs. But instead of traditional "Silent Night" song for 
boys they could do like the "Boz 2 Men" Silent Night. And maybe 
more people will come from around and see the choir too and enjoy it. 
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3/G/7 
identity 

Mrs. B: Who would vou most like to impress. It can be one person or 
more than one person. You can choose anybody; it doesn't have to be 
someone here at school. 
Ginnv: My Mother 

3/T/7 Tona: Myself 
3/G/8 

identity 
Ginnv: Would vour mother be impressed with vour accomplishments in 
choir? 
Ginnv: Yeah (whispered, sounding unsure) 
Mrs. B: Could vou elaborate on that, does she encourage vou in choir? 
Ginnv: NO! Mv Mother does not encourage me. It's shut up. shut up: 
you need to be quiet. My father, my father loves, he thinks the world of 
me. My father says I can do what ever I chose to do, explore the world 
or whatever. But my Mother, she puts me and my sister on different 
levels. My sister went here in '89. She was a cheerleader and prom 
queen. She did all these things and you know; now me being a 
freshman and I be singing, she says well singing is not going to get you 
far. You're not going to be accomplished by being a singer. But I'm 
going to be what I want to be, regardless of what she says. 

3/T/8 
sense of 

competence 

Mrs. B: Tona. How about vou? 
Tona: Yeah. I have impressed mvself because, when I first started to 
sing or whatever it was the fifth grade and I found it so horrible, I could 
not sing at all. And now, I've really improved. Like when I was in the 
fifth grade people were like, Oh God, you need to be quiet. And now 
all my friends at school are like, You have such a pretty voice, and all 
that. 
Mrs. B: How do vour friends the people vou hang out with feel about 
your singing? 
Tona: Thev love it cause most of our friends do sine. 
Ginnv: We've got so much talent. And we're sitting here not doing 
anything with it. All the new groups coming out now, that could be us! 
Tona: Yes! 
Ginnv: If we get the rieht producer, that could be us. I mean, the 
majority of our friends sing, the boys rap or whatever, and if we, we 
could be something if we just put our heads to it. 

3/G/9 
identity 

Mrs. B: Tona. How about vou? 
Tona: Yeah. I have impressed mvself because, when I first started to 
sing or whatever it was the fifth grade and I found it so horrible, I could 
not sing at all. And now, I've really improved. Like when I was in the 
fifth grade people were like, Oh God, you need to be quiet. And now 
all my friends at school are like, You have such a pretty voice, and all 
that. 
Mrs. B: How do vour friends the people vou hang out with feel about 
your singing? 
Tona: Thev love it cause most of our friends do sine. 
Ginnv: We've got so much talent. And we're sitting here not doing 
anything with it. All the new groups coming out now, that could be us! 
Tona: Yes! 
Ginnv: If we get the rieht producer, that could be us. I mean, the 
majority of our friends sing, the boys rap or whatever, and if we, we 
could be something if we just put our heads to it. 

3/T/9 
goal 

directedness 

Mrs. B: Do vou have anv plans for choir? Do vou have anv plans for 
being involved in music at Lindbergh? 
Tona: I want to be in the talent show, that's about it. 
Mrs. B: So vou don't think vou're going to be in choir next vear? 
Tona: Probably 
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3/G/10 
goal 

directedness 

Mrs. B: How about vou Ginnv? 
Ginnv: Both of them: All four vears. After that I'm going to go to 
Music College. 
Mrs. B: Do vou think that choir will help vou prepare for Music 
college? 

3/G/ll 
sense of 

competence 

Ginnv: Yeah, because she teaches us the sight-reading even though we 
hate sight-reading. But if you give us a piece of music, we can read it 
just like that. 
Tona: Yeah, all the notes 
Mrs. B: Am I understanding vou correctlv if I conclude that vou both 
feel good about learning that? 
Tona: Uh huh fves") 
Ginnv: Yeah 

3/G/ll 
task goal 

Mrs. B: What do vou like best about being in choir? 
Ginnv: I like the singine. Some of the songs are fun to sing and some 
are like boring. It depends on what kind of music it is. 
Mrs. B: So if it's a song vou like, what vou like best about choir is 
singing the songs you like. 
Ginnv: Yeah 

3/T/10 
social goal 

Mrs. B: How about vou Tona? What do vou like best about being in 
choir? 
Tona: I guess it's being around other people. 

3/T/ll 
socialk goal 

Mrs. B: You are feeline successful in choir. What have vou done that 
made you feel successful? 
Tona: Just knowing somebody is listening to you 

3/G/12 
task goal 

Ginnv: Enjoving vour own voice and singing vour own music. And I 
guess Id have to say learning how to read the music and stuff. 

Personal 
experience 

Mrs. B: Did vou have anv music teachers before high school that taught 
you how to read music? 
(Both nod and say yeah) 
Ginnv: Cause I used to plav the recorder and the flute, but I stopped 
playing them. 

3/G/13 
task goal 

Mrs. B: What do vou consider hard work in choir? 
Ginnv: Trying to learn new music 

3/T/12 
task goal 

Tona: Trving to blend together. 
Ginnv: Yeah 
Tona: All together. I think that's the hardest part. 
Ginnv: Yeah, because everybody has such different voices. 
Tona: Cause like the sopranos in our class, they are like low! And then 
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she wants us to be like low. 
Mrs. B: Do you mean low or do you mean soft? 
Tona: Soft, they be like soft sopranos. Yeah, she wants us to lower our 
voices cause they're soft, if not, you wouldn't hear their voices. 

3/G/14 
3/T/13 

low task 
attractiveness/ 
extrinsic goal 

orientation 

task variety 

Mrs. B: Do you work hard in choir class? 
Ginnv: Yeah 
Tona: Uh hum (affirmative) 
Mrs. B: What's your favorite activity in choir? 
Tona: I don't know. 
Ginnv: We don't do nothing. 
Mrs. B: Will you say that again (I wasn't sure I heard correctly) 
Ginnv: We don't really do nothing in choir. We just sing songs. I 
mean we should get out and see and hear other people. We don't do 
that. The only time we saw different people sing was at our concert 
when we saw the other choirs sing. That's it. 
I think my definition of activity is a little different then yours. Even 
though your definition is just as correct and I just learned something 
from you. What I meant is the class is structured in activities; there are 
warms, sight-reading, learning new material and perfecting learned 
material. Which of these activities do you like best? 
Tona: Just sing the songs we know cause I hate sight-reading. It takes 
up so long. I mean it takes up like half of the class. 
Ginnv: Yeah 
Tona: To sight read one page and if we don't get it we go over it again 
and again and again. 
Mrs. B: Let me make sure I have this correct. The activity you like the 
least is sight-reading. 
(Both answer yeah) 
Mrs. B: And the activity you like the most is singing the songs you 
already know? (Both answer yeah) 

3/T/15 
task goal 

Mrs. B: What is the main reason you do what you are supposed to do in 
choir? 
Tona: So I can learn something to help along the way. 

3/G/16 
Roles/Power? 

Mrs. B: How about you Ginny, what's the main reason you do what 
you are suppose to do in choir? 
Ginnv: So, in the long run when I become a choir teacher I won't make 
the same mistakes. 

3/G/17 
response to Mrs. B: How do you feel about answering Mrs. T's questions in class? 
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teacher's low 
level 

questioning 
patterns 

Do you ever do that? 
(Both answer No) 
Ginnv: No. not reallv. It's like when we had our test on the intervals 
and stuff I answered those questions, I mean, I mean you know the 
answer or you don't. 
Mrs. B: How about when she just asks random questions in class? 
(Both answer No) 
Mrs. B: Do vou ever make comments? 
(Both answer yeah) 
Mrs. B: So vou don't volunteer answers but vou do volunteer 
comments? 
(Both answer yeah) 

3/T/16 
social goal? 

Mrs. B: Do vou ever help other students in choir? 
Tona: Yeah 
Mrs. B: Could vou elaborate on this. For example, what are some of 
the things you do to help? 
Tona: I help others with the dance steps. 
Ginnv: Yeah, me too. And I also help them hold out notes for the ripht 
length, stuff like that. 
Mrs. B: Whv do vou do this? 
Ginnv: Cause it's fun. I help mv little sisters too. Thev'll be in the 
house trying to sing and it's fun. 
Tona: I think it's fun too. 

3/G/18 
perceived 
options 

Mrs. B: Was it vour idea to be in choir? 
Ginnv: Yes 
Mrs. B: Whv did vou decide to be in choir? 
Ginnv: Because I love to sing and I want to be a choir teacher someday. 

3/T/17 
percieved 
options 

Mrs. B: And vou Tona? Was it vour idea to enroll in choir? 
Tona: Yes 
Mrs. B: Whv did vou decide to enroll in choir? 
Tona: I love singing. 

Tona. Celine and Marv 
April 8th 

24/M/l 
identity 

Mrs. B: Tell me about sinsing with familv and or friends. Lets start 
with Mary. 
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Mary: uh, like when I'm at home like if song comes on the radio and 
stuff I sing then. But I just don't get up in front of them and sing. 
Mrs. B: Oh, yeah, yeah. Does your family ever sing along with you? 
Mary: When the music comes on everybody be singing. 
Mrs. B: Who is everybody? 
Mary: Well, my daddy, he thinks he knows how to sing. 
[We all laugh] 
Mary: Like a song comes on we be looking at TV it be my daddy, 
mamma and my two little brothers sitting around looking at TV and like 
a song'll come on and he heard of the song but he'll be making up his 
own words in it and I'll be like, "wont you shut up?" 
[We all laugh] 
Mrs. B: Got ya. 
Marv: "On Black Street" and "All Evening Girl" he be like (does an 
imitation of garbled enunciation) 
[We all laugh] 
Marv: I be like,"If you don't know the words, please be quiet." 
Mrs. B: So your family does sort of sing together. 
Marv: Uh Huh 

24/C/l 
identity 

Mrs. B: Yeah, How about you Celine? 
Celine: Do I sing in front of or with my family? No, not like come 
around and start singing no. It's like kinda like my friend Chekia we're 
kinda like best friends or whatever. If we have a song we'll start singing 
it together but it's not a family thing. My brother he's in choir cause he 
think he can really sing. 
[We laugh] 
And he'll be like, "You know I can sing" "You know I can sing" and 
I'm like "yeah" 
Mrs. B: So you sing with your friends 
Celine interrupts: I don't ever sing with my family because they can't 
sing. 
[We laugh] 
Tona: How do you spell Chekia? 
Celine: C-h-e-k-i-a 

24/T/l 
identity 

Mrs. B: How about you Tona do you sing with your family and friends? 
Tona: Uh Huh. 
Mrs. B: Tell me about it. 
Tona: I don't know. I don't know I, It's like sometimes I'll just start 
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like sometimes I'll be sitting down and if I get bored I just start singing 
then my sister'll just start singing along or whatever. 

Note: I let 
them get off 

topic so I 
could hear 
how they 

talked about 
the music they 

listen to. 

Celine: Don't you just hate that they'll sing messed up or whatever? 
Tona: Yeah! My dad I? 
Marv: One night I was over at my friend house, she's staying next door 
to me and I was over at my friend's house. She started singing and you 
know we started singing and her little sister came in. And her little 
sister don't know how to sing right but she always like if somebody's 
singing you know, one person trying to out-sing the other? Then it 
starts sounding nasty they always do that try to sing off each other. 
Tona: Well you know that song Fulton Street? 
Celine: I hate that song. 
Tona: Well I like that song, my mama was singing it and messing up 
the words. 
Celine: Your mom? 
Tona: Yeah, I said oh my God. 
Marv: That's how my daddy do, mess all the words up. 
Tona: Oh my lord. 
Celine: That song that song don't make no sense. 
Tona: I like that song though. 
Celine: It's pointless 
Tona: Not if you like the music and stuff I don't mean, It's just like 
what was on her street and how she liked the dude that was on her that 
Celine: She sings 4 lines over and over again. 
Tona: But see, look the point is she's trying to make it clear that she 
likes this dude or whatever that they 
Celine: Girl, I could have wrote that song. 
Marv: Yes 
Tona: And then she didn't really know if he really wanted to talk to her 
or whatever. 
Celine: That shouldn't never have been on the radio. 
Tona: And she never dreamed that you know they would ever hook up 
or whatever. That's what she trying to say. 
Celine: It shouldn't never have been on the radio. It's a wax song. She 
sings like 4 lines 
over and over again. 
Celine sings: "Cruising down on Fulton street" 
Tona: Yeah, and then she say 
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Celine: Oh boo 
Tona: So. I like it though. 
Marv: Girl? 
Celine: And there's another song called "Since My Baby's Daddy" 
Tona: Oh yes I love that song. Ooh I love that song. 
[All three burst into song singing "ooh" Who my baby's daddy? Who 
that is?] 
Marv: They keep on singing the same thing. 
"Who's my baby daddy girl, who that is 
[We all laugh] 
Tona: I like that song 
Celine: That's all they sing 
Tona: There's a song by Julia, it's called "In My Bed" and in the video 
he thought she was messin around with another dude and when he came 
in at the end they was in the bed with another woman feeding her 
strawberries, the woman was feeding her strawberries and stuff. 
Celine: And he had brought the girl some flowers and everything, 
Tona: Man! I was like, why would she play him like that? 
Celine: And she was sleeping with all his friends and stuff. 
Marv: Yeah 
Mrs. B: Sounds like a lot of soap opera to cover in one song. 
Tona: Yeah! 
Celine: She was going with all his friends and stuff. 

24/M/2 
sense of 

competence 

Mrs. B: Mv goodness, oh. well...Lets get back to my questions. Mary, 
Do you feel good about your singing? 
Marv: Yes 
Tona: Do you feel what? 
Mrs. B: Do you feel good about your singing? 
Marv: Yes. 
Mrs. B: Can you tell me more about that, why you answered yes? 
Mary; Cause like, I be, I guess... [long pause] 
Mrs. B: If you'd rather talk to me later, I'll ask you later. 
Marv: I don't understand what you're saying though 
Mrs. B: OK, let's just ask it this way, Do you like what you hear when 
you sing? Or the sensation of singing? 
Marv: I like both of those. 

24/C/2 
sense of 

Mrs. B: OK, How about you Celine do you feel good about your 
singing? 
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competence 

ego 
orientation 

Celine: Yeah, you see if I feel like somebody sing better than me then I 
back down every time. Cause you know, I'm not that good. Somebody 
come messing with me I be like [she slumps her shoulders and hangs 
her head] Cause like one day, like Saturday, we had like a singing 
contest and this one girl she did real good and I didn't want to get up 
there lookin stupid or nothing and they'd be booing me off the stage you 
know. So I had sat down. 
Tona: You oh! [Spoken with a great deal of frustration] 
Mrs. B: So you kinda compare yourself to other people with your 
singing? 
Celine: Yeah. Well, I don't want to tear any one down. Some people 
did sound kind of nasty up there for real. I don't boo people myself but 
I don't want anyone to boo me. So I sat down. 

24/T/2 Mrs. B: How about you Tona? Do you feel good about your singing? 
Tona: Yeah. 
Mrs. B: Can you tell me why? 
Tona: I don't know 
[We all laugh] 
Tona: Just that I know that I can sing better than some of these girls 
makes me feel good. 
Mrs. B: OK. 

Dreams of 
being a "star': 

Celine: I want to know why come it's so hard to get into the music 
business when a little stinking song, "Since My Baby's Daddy" and 
"Fulton Street's " out there, why come, why come other kids like us 
can't get into the music business? 
Tona: You know 
Celine: People that make dumb songs get on the air and the other kids I 
hear- you know! 
Tona: That really got talent-
Celine: It don't make no sense. People who make the dumbest songs in 
the world can get on TV. 
Mary: My friend Labetta she went to uh, elementary and middle school 
with me. And then when we got to middle school she started skipping 
and didn't want to come to school and stuff and I mean she sung, like 
everybody she sung to she made them cry cause her voice is so cute. 
And uh we got up in middle school and stuff; we had talent shows and 
stuff. This girl she got where uh, like you know when you go to the 
Radison and uh, they have talent shows and you get produced and like 
that stuff. She had uh, this producer tell her if she bring up all her 
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grades and stuff and stay in school and in a couple of months after her 
grades get put up and stuff he'd go take her and get her produced and 
stuff. She can't handle it, started started coming to school for at least 2 
or 3 weeks and then she stopped coming. I said boy; she could have 
been on videos and stuff right now. 
Tona: That's really stupid. 
Celine: Girl, I wanna be on television 
Tona: Girl, Id be like, oh my god I'm on TV 
Celine: Cause everything be like? 
Marv: That's the only thing she keep on telling us. You all going to see 
me on, watch me on TV and your going to hear me on Magic 108 and 
we was like all right, all right and then uh, she just didn't. 
Celine: But you know my friend Robin, her daddy, it's a place called 
the Talent Center. And uh, her daddy, my friend Robin she can really 
sing and stuff she was in a group for her school it's called Unique and 
uh, and I think she's the best of all of my friends that think they can sing 
too. But Robin,they take her to the talent center and they want like 
three hundred dollars and stuff to get a demo tape made and you got to 
pay for uh, for the producer really just talking to you for real. 
Mrs. B: My goodness. 
Celine: And her daddy paid three hundred dollars and she's supposed to 
be getting produced like in a couple of months like during summer time. 
And like we had a variety show at our school, you know, a talent show, 
and she had did Monica's "I fell for you" and she did really good on that 
song. And everybody, everybody she got a standing ovation and 
everything. But what I'm saying is why, if I got big I'm going to get all 
my friends, I aint gonna leave anybody hanging. 
Tona: I'm not going to forget all my friends either. But I said that if I 
became like rich or what ever that all the people that liked encouraged 
me and everything I'll make sure that they taken care of. Because, you 
know just their encouragement or whatever. 
Marv: I don't know, when they talk to Monica on TV like, you know 
all her friends were cool and stuff with her before she got big. Then 
once she got big and she tried to go back you know not, she was still 
friends with them but you know? And half of them didn't want anything 
to do with her no more. 
Celine: Cause they was jealous. 

24/T/3 Mrs. B: Wow. Tona lets start with you this time. I'd like you to rank 
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sense of 
competence 

all the students in mixed chorus and I'd like you to give the best student 
a 50 and the least good student a 1. And what I want to know is what 
number would you give yourself? 
Tona: Let me think about this. Um, I would probably say that I'll be in 
the top 10 of the students in this choir. 

24/C/4 
sense of 

competence 

Mrs. B: Celine what number would you give yourself? 
Celine: I'll say probably a 43. 
Tona: Celeste'd be 0.5 
[They laugh] 

Reference to 
Celeste 

24/T/4 
roles/power 

Mrs. B: Celeste would be 0.5? 
Celine: But you know what? At the beginning of this year, we had, 
Mrs. T had supported talent shows and stuff and a lot of people was 
showing how they could sing or whatever and um, a lot of people got up 
there and made a fool of themselves. 
Tona: It's like, like, 
Celine: Nasty songs 
Tona: What was that song? 
Celine and Tona speak at the same time: "When a hero comes along" 
[these girls use the word nasty to mean bad not necessarily lavicious] 
Celine: by Mary Carey and when you listen to Mary Carey do it she can 
really bust some high notes. 
Mrs. B: yeah, 
Celine: Celeste's singing really hurt the song bad. But she was singing 
and when she stopped everybody was like, yeah and clapping and she's 
like "I'm not done" and we're like "yes you are" 
[They laugh] 
Marv: And then she said "I'm not finished." and we're like, yeah. 
Tona: It's like some of the students that was in mixed choir like at the 
beginning of the year, we had some really good students in mixed choir. 
They just, want to show everybody that they tough and all that. That 
they can talk to the teacher any way that they want to. Like Ginny for 
instance. Do you remember Ginny? 
Mrs. B: Uh Huh, sure 
Tona: Ginny can sing, but she wouldn't let people, she can't take 
authority. When somebody try to like, when somebody talk to her she 
was like... 
Marv: Bam 
Tona: You aint talking to me and stuff like that. 
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Mrs. B: Is that anybody, kids as well as teachers? 
Tona: Yeah and then there's a lot of good students in our mixed chorus, 
mixed choir class it's like, let me see 
Celine: Cause there be like 7 to 10 people in this choir that is a really 
good singer. 
Tona: Yeah 
Celine: But they, before there was a lot of good people in here but 
everybody always trying to be all tough like Celeste right now she 
trying to act all tough with Mrs. T and stuff, give attitude and trying to 
show off. 
Marv: Yeah 
Celine: It make her look stupid for real. 
Marv: And uh, she's always like, I say uh, Bonita over there 
Tona: Hey Bonita, Bonita can't sing anyway. 

24/M/3 

sense of 
competence 

Marv: I'm saying you know she'll start a song. You know how she is 
always was on singing and Celeste'll try to sing over Bonita, and 
Celeste, to me Celeste don't sound good and then Celeste'll say you 
don't know how to sing and I guess she said that cause I sing low right? 
[Low to these girls means soft] and I shy to sing, I aint going be loud 
cause I'm shy to sing around people. 
Tona: I sing low too. 
Marv: You can't, you like that too? All shy to sing? That's why I be 
singing low and uh, 

24/M/3a 
personal 

experience 

I was like that in elementary too, and my music teacher always tell my 
mama on me. 
Mrs. B: Cause you were shy about singing? 
Marv: Cause like for different concerts, when we go different places, 
she always give different persons a solo song. And this time we had a 
program at our school and it was my turn to sing the solo and I told her 
that I wouldn't gonna do it. And I was only in the 4th or 5th and I told 
her I wouldn't gonna do it. She told my moma on me and my moma 
told me you'd better do it or she's gonna give you a bad grade and stuff. 
I had got up there, I was shaking and stuff. And the principal told my 
mom cause my mom was working at the school, he say, "I didn't know 
your daughter knew how to sing." My mom said, "I didn't either." 
Mrs. B: Awe....So were you happy she forced you to sing since it turned 
out so well? 
Marv: Yeah, but I'm still shy of singing in front of people. I can sing 
how loud I want but when I get around people I be like [slumps her 
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shoulders, looks at the floor in a shy gesture] 
24/T/5 

personal 
experience 

Tona: Like at middle school, in 7th grade right, and OK, I wanted this 
solo in this song so bad but I was like shy to sing. I didn't realize it and 
we was practicing for the concert and Arkesha was singing and she (the 
teacher) was like all ah, "I don't want you to sing it no more." And she 
said, let Tona sing it." and all I had was like 15 minutes to prepare this 
little solo and I was, oh my God. 
Celine: She was sounding terrible when she was singing it. 
Tona: Yeah, and then she gave it to me and I was like, oh my god, what 
am I going to do. They were like, that sound good, that sound good. 
Then once that microphone hit me everybody did worse cause I can't 
sing with a microphone 
Mary: You have to hold it close up like that. (Demonstrates microphone 
position) 
Tona: Yeah, I had it like this (demonstrates microphone position) 
Celine: I hold the microphone far, because when I be singing I think I 
be singing too loud. They'll be saying put the microphone up. 
Mrs. B: There's a real art to learn how to use a microphone. It's 
something you need to practice with people out in an audience telling 
you, yeah now we can hear it or no you need to be closer. And all the 
microphones are different. 
Tona: I like the ones you put on your clothes. 
Marv: Yeah 
Celine: My sister was so shy about using the microphone that I ended 
up singing a solo for her, but I was a soprano way back then. 

24/C/5 
sense of 

competence 

Mrs. B: You don't think you're a soprano anymore? 
Celine: Huh uh, soprano hurt my throat and I don't like high. And Mrs. 
T says she put me in the soprano section because she want me to do 
high notes. But, I'd rather stay alto. 

24/M/4 
social 

expectation 
(Janet referred 
to these girls 

in her 
interview. 

She did not 
believe they 
put forth any 

Tona: I can do both. 
Marv: I think I'd be a good soprano cause alto 
Tona: They be doing some low notes 
Marv: Yeah, 
Tona: And I be like ugh 
Marv: And that sound ugly, but I be singing you all parts. And 
Bonita'll be saying "you singing soprano" I'll be like, I'll keep on going. 
Celine: I can do, I can do both soprano and alto 
Marv: And then (oh I didn't mean to cut you off) but like when we be 
singing low notes and the boys be singing their parts I'll be like, "dad 
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effort to learn 
the alto part.) 

gum, I'll be singing this low and try to hear myself making that low 
sound. 
Mrs. B: So vou sometimes end up sineing soprano but vou don't do it 
on purpose? 
Marv: Yeah 
Tona: That's like me I'll be sineine first soprano but I'll be trving too. 
But then they'll be drowning us out so I'll be like oh well. 
Marv: yeah 

24/M/5 
sense of 

competence 

Mrs. B: Marv. I didn't get to vou about where vou'd rate vourself in 
choir. 
Marv: Around in the 40's I wouldn't put mvself at the top because 
there's some people in choir that probably sing better then me. 
Mrs. B: Where abouts in the 40's? 
Marv: Around 41,42 

24/T/6 
sense of 

competence 

Mrs. B: There's a second part to this question. When I asked vou to 
rank the people in choir, what criteria did you use? In other words when 
I said rank the people in choir what were you thinking of when you 
ranked? 
Tona: I was thinking about all the people in choir that I've heard sing 
before. And then I guess like I mean, I know how I sound when I sing, 
you know I just put my voice compared to other people's voice and 
that's how I did it. 

24/C/6 
sense of 

competence 

Mrs. B: OK. How about vou Celine? 
Celine: I ranked mvself. I can't do all the high notes. I don't have good 
breathing technique all the time and like that. 

24/M/5 Mrs. B: And Marv what criteria did vou use to rank? 
Marv: Like I heard them sing and other people sing and vou get to 
compare your voice with theirs and you know who sounds the best out 
of all of them. 

24/C/7 
Self reliance 

Mrs. B: OK. Thank vou. OK. Um what do vou want to learn in choir? 
Lets start with Celine this time. 
Celine: I want to learn how to get mv voice out so I can start breathing 
better. It's like ugh, sometimes, I can do high notes and I can do loud or 
whatever but I can't breath like I want to. 

24/T/7 
Self reliance 

Mrs. B: OK. Tona what do vou want to learn in there? 
Tona: Some of the same things like Celine was saving when I sing it 
don't sound the way I want it to sound. It like Celine she's got a real 
projected voice and I be wanting my voice to sound like that but I get 
"Huh..." (produced to sound extremly breathy) 
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[They laugh] 
Tona: I'll be trvine to eet it out but it go like this and I'll be like, how 
come that mine don't sound like that? But it don't though. And when 
she tell us not to breathe like after certain words, I can't help but to 
breathe. It just like I can't hold on. I'll be singing and the next I know 
(takes a huge audible breath) and then sing another part. 

24/M/6 
Self reliance 

Mrs. B: OK. Marv what would vou like to learn in there? 
Marv: Well, about us going to concerts and stuff. I think that'd bring 
my shyness out and get better and louder, don't be shy. 
Mrs. B: OK. there's a second part to this question too. and the second 
part is, are you able to learn what you want to learn in mixed chorus? 

24/C/8 
Self reliance 

Celine: Uh huh. I think I'm able to learn anv thing I want to learn in 
there. 
Some people don't dedicate themselves to music they could sing, but 
they don't dedicate themselves to it. 
Marv: And like the most people who got the talent and stuff don't ever 
use it. 

24/T/8 
task goal for 
singing but 

not the task of 
singing in this 

choir 

Tona: It's like music, sav I'm feeling sick. I use music to relieve me. I 
use music when I'm sad. I use music when I'm bored. Like I could be 
walking to class and I'll just start singing, like I'll see somebody and it'll 
just break out a song in my mind or like I could just be sitting there with 
nothing to do and then singing, it's just something that I do well. I just 
don't have anything else to do for it, something to relieve whatever that 
I'm feeling. 

24/M/7 
task goal for 
singing but 

not the task of 
singing in this 

choir 

Marv: That's how I be like. I iust listen up in mv room, that's where I 
go. I go straight up to and like uh, and if nobody calls, listen to my CDs 
and stuff, go down stairs eat, come right back up stairs. And then if I be 
sad, happy, whatever I'll be listening to it and then... 

24/C/9 
task goal for 
singing but 

not the task of 
singing in this 

choir 

Celine: But vou know sometimes I hate when people start trving to 
correct me on a song. 
Like if it's a song, I know because I listen to it over and over until I get 
every note. Everything and that's just how much I like music. People 
try to tell me what I did wrong, I'm like, how are you going to tell me 
what I did wrong ? You barely know the song for real. That really gets 
me because they don't study music like I do. Nobody studies music like 
I do. 

24/T/9 Tona: That's like me, it's like when I go home I listen to a CD like I 
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task goal for 
singing but 
not the task of 
singing in this 
choir 

listened to Julia yesterday, and like 10 times every song I mean over and 
over like that. And then if I like a song I'll listen to it until I learn the 
words, it can take me like 5 hours but I'll be sitting in my room just 
listening to the song. And like I hate it when like people just try to 
discourage you. They like you aint singing it right and you know when 
you sound right on a certain song. And they're like ooh would you 
please shut up or you sound a broke chicken or something like that. 
Mrs. B: Why do they do that? 
Tona: They try to discourage you cause its jealousy in a way. Celine 
and Red (Mary) they like two of my best friends for real. I like tell 
them a lot of stuff. And like, I said if I ever reach the top I'll take care 
of you all for the rest of my life and make sure that you never want for 
nothing. But it's just like certain people, they might tell that they my 
friend, but when I'm gone, like not be around they be like, "ooh she 
can't sing. She needs to shut up or whatever." And they be like uh, just 
like say like you're wearing a certain outfit. They be like uh, "that's 
ugly". But they don't tell you that at all. They be like oh see that outfit 
that she had on that was cute, but I wouldn't tell her that. It's just 
ignorance. And when they tell me that I can't sing that encourages me 
more to want to sing. When they're like girl you need to shut up you 
don't sound good, that make me want to do better. 

24/C/9a Celine: I'm saying because if you mess up and people say you can't 
sing, you can't sing all this stuff. And I end up on TV I'm going to be 
saying look at me. I was one of Midwest High school's superdooper 
singers. 
Mrs. B: That's great. Where do you think you got the self-confidence to 
be able to stand up to criticism? 

24/T/ll 
personal 

experience 

Tona: When I first went into singing I was in the fifth grade. It was 
like everywhere I go somebody knew how to sing. And then I was like, 
my mama she work, she like a rag puller, my auntie she sew. I want to 
do something different. Everybody in my family they do the same 
thing. And so I think, I want to be somebody different and so when I 
was in the fifth grade uh, and we was at the 8th grade graduation and 
this girl that was singing and I was like, ooh I want to sing that. And I 
tried to sing the solo and they was like, "girl you sound bad." And then 
I was like man I do sound kinda bad. And then that day when I got 
home I'm determined I was going to learn how to sing. I'm determined. 
And so then when I got to 6th grade I got into choir and then teacher I 
had, she really pushed the class, you know, she brought everybody 
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along. She had her picks of students or whatever the way they all do. 
And she's like Tona you have potential. You can do whatever you want 
to do. And then so in 6th grade my career started to develop. Then in 
7th grade I just knew I was the bald head. 
[We all laugh] 

24/M/8 
personal 

experience 

Marv: The way I wanted to learn how to sing, do you remember Carrie? 
Tona: Uhhuh 
Marv: And they were singing gay, gay, gay? And I used to always see 
that video on TV and stuff then I used to be trying to sing it and stuff. 
Then my mama taped it and I always tried to sing it and stuff. Then I be 
like man, I want to be like them. I want to be singing when I'm little and 
stuff. And then once Monica, and how old was she 14? And I be like 
she's 14 and I'm 13? Mama I'm going to start singing like that. But I 
was already trying. And me and my friend Mondonna got an old song 
went over to my grandma's house went through her apple books and 
stuff. And we had got one of these old songs We took that beat of the 
song and put the words up there and stuff. But it wasn't exactly their 
whole beat it was just started out on their beat and then we changed it to 
our stuff. And we called a Magic 108 producer and stuff and he said do 
you all have any money? And my friend said, "yeah we got money or 
we wouldn't be calling and stuff." He told us the day to come down 
there and how much money we needed to come down there with and 
stuff. But we aint never go because we was scared. 
Mrs. B: Do you know to watch out for scam producers? A lot of times 
when somebody tells you that you need money up front; it's a scam. 
Marv: No, this was like for a demo. 
Mrs. B: Yeah. 

24/C/10 
personal 

experience 

Celine: For me I got started singing when my mama she like singing all 
the time. She likes to sing Amazing Grace. I love that song so much. 
And she always sang that song to me like when she be cleaning up and 
she sings. 

24/T/12 
self-reliance 

Mrs. B: Are you able to learn what you want to learn in mixed choir? 
Tona: Uhhuh 

24/M/9 
self-reliance 

Mrs. B: Marv? 
Marv: Yes, cause at first when I be in choir the only time I sing is like 
when, is when I was singing soprano. Only time when they sing was 
when sopranos sing that's the only time I sing along. But then now we 
practicing with music and stuff I just be looking at the music and stuff. 
I would never just sing it on my own cause I'm so shy and then my 
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teacher was like what you scared of? If you scared to sing just be 
looking at the back wall. Don't look at the people. 
Mrs. B: Specifically here in mixed choir, is mixed choir helping you to 
overcome your shyness? 
Marv: Yes. 
Mrs. B: OK and Celine? 

24/C/ll Celine: I don't like opera singing, I sing gospel music and stuff and not 
that real high stuff. I can't get into that and if I can't get into a song I 
don't sing it. 

Celine. Tona. Marv 
Mav 28th 

24/C/12 
task goal 

Mrs. B: Celine I'd like you to image you are feeling successful in choir 
what are you doing or what have you just done that's made you feel 
successful? 
Celine: The day when I finally get the high notes. 
Mrs. B: So you would feel successful in mixed chorus on the day you 
demonstrated the ability to sing high. 
Celine: Yes 

24/T/13 
task goal 

Tona: I would feel successful if I ever got a solo in mixed choir 

24/C/12a 
task goal 

Celine: I'm thinking we aint ever gonna get no big solos. That wasn't a 
big solo I had. 
Tona and Marv: [chant the words of the first phrase of Celine's 
chanting solo] 
Celine: I felt so slow. 
[They laugh] 
Celine: "Celine will do it" Everybody done volunteer me, I thought they 
were going to push me down off them risers. 
[I laugh] 
Mrs. B: So vou will feel successful when vou can sing high notes 
Celine: Yeah 

24/M/10 Mrs. B: And Marv how about vou. 
Marv: When I'm not shv anvmore. 
Mrs. B: When you're not shy anymore. 

24/M/ll Marv: Yeah. Whv didn't vou come to 6 Flags with us? 
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observer Mrs. B: I just had a whole lot on my plate and T couldn't pet away 
effect But I thought about you all. Did you have a good time? 

24/M/lla Marv: Yeah. We was singing all fast and stuff 
social Celine: On that sone 

expectation Marv: Jubilee 
[Note: I find Celine: Yeah 

this Marv: [Marv demonstrates how thev sang it for fun] 
interesting, [I laugh] 

when I asked Mrs. B: All right 
them about 

their trip they 
did not 

describe the 
rides or their 

concert. They 
talked about 

their informal 
singing on the 

bus where 
they 

improvised on 
tunes they 
learned in 

class.] 
Social Mrs. B: And Tona vou said vou'd feel successful if vou got a snln. 

expectation Did you audition for any of them? 
Tona: veah 

Reference to Celine: I don't see how Celeste do it. 
Celeste Tona: I'm saving come on now. 

Marv: She sang out of her nose 
Celine: It's her breathing 
Tona : Its sounds like almost she be singing like an elf. 
Marv: NO she be singing out of her nose 
Tona: Its like when she sing she don't be trving to 
Celine: [imitates Celeste's tone qualitv. the imitation is of a verv 
breathy singer] 
Tona: Yeah that's how she sounds 
Marv: It coming out of her nose I'm telling vou all it's like her mouth 
say the words but all of it comes out her nose. You know if you do her 
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like this while she was singing {Mary pinches her own nostrils shuts 
and says the following} it would sound like this, {the resulting sound is 
nasal of course} I'm for real. 

24/T/14 
task challenge 

Mrs. B: Tona what do vou consider hard work in choir? 
Tona: Learning the sones cause in middle school when we learned a 
song we got to listen to the song first. 
Celine: Yeah 
Tona: That wav vou know how the song goes, how the beat go and 
everything. When you got to learn it on your own it's harder. 

24/C/13 
task 

attractiveness 

Celine: And I think nastv songs like "In mv garden" 
[they laugh] [Note: they are referring to "I'd Enter your Garden" by 
Brahms] 
Celine: I hate that song 
Marv: Its kind of nastv. 
Tona: I hate that song. I don't get 
Celine: It ain't loving to me either 
Tona: Yeah 
Celine: It just sounds nasty 

24/T/15 
ethnicity 

Mrs. B: OK...Do vou work hard in choir Tona ? 
Tona: Oh. ves. I give it all I have. 
Celine: Whv do vou alwavs tell me to shut up? 
Tona: Who? Thev tell me to be quiet too. Like 
Celine: Julie and all them 
Tona: Cause when we be doing our notes and we're loud with our notes 
and there like ssh. 
Celine: Because thev talk, see I go to church and I'm usuallv loud I 
probably be the loud alto they want me to sing loud in church but when I 
get to school I be singing loud too and they be singing all low and 
stuff. 
Marv: But that's how Mrs. T wants it. 
Mrs. B: So what vou're saving is when vou sing the wav vou do at 
church then the other kids in the section tell you you're singing to loud? 
Celine: Yeah. I don't know how to be low. 

24/M/13 
social 

expectation 
specifically 

altos who sing 
the soprano 

Marv: You all know what ? I be sineing vour parts of the song. Like 
at 6 flags it's like the alto part 
Tona: The alto part be too low. 
Marv: It'd be like when vou all be singing I'll be singing with vou and 
Brandy be like oh, but it sound better when I sing soprano than alto. 
Celine: I don't like soprano. 
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part Tona: I do 
Celine: I feel too high 
Tona: I want to sing first soprano. 
Marv: Which soprano is the highest? 
Tona: First soprano 
Celine: Like when we did that song "Love in anv language "the first 
sopranos wasn't even kicking like I said. 

24/M/14 
task challenge 

Marv: I didn't like that song 
Mrs. B: You didn't like that song? 
Marv: No. Because she gave it to us like 30 minutes before the concert. 
[Greatly exaggerated—they only worked on it for about 2 weeks] 
Mrs. B: Oh 
Marv: The song was all right but the wav we did it. [demonstrates 
awkward sign language] 
Mrs. B: You didn't feel prepared? 
Marv: No I didn't 

24/M/15 
task challenge 

Mrs. B: What do vou consider hard work Marv ? 
Marv: Like what Tona was saving, when we was in middle school the 
teachers take their time and teach you your part and stuff. But Mrs. T 
she just play the music and you got to sing along until we get the song 
right and that's hard cause you're used to somebody sitting down and 
working with you. 

24/C/14a Mrs. B: I see. How about vou Celine what do vou consider hard 
work? 
Celine: Choreography 
Mrs. B: Choreographv. Do vou like dancing? 
Celine: Yeah, it's like when we did "Locomotion" I was turned the 
wrong way and everybody laughed at me. 

24/M/16 
Roles/Power: 

teacher 
control 

student forced 
obedience 

Mrs. B: Marv do vou work hard in there? 
Marv: ves 
Mrs. B: Do vou think Mrs. T thinks vou work hard in there? 
Marv: Well. I don't know cause she be acting for to... like, like OK. 
say I'm singing and she be "Mary why aren't you singing?" and I be 
like, "I'm singing" and she be "I'm looking right at you!" and she's just 
asking for it. And then when you ask her a question like nice, or say 
nicely "Oh Mrs. T you should put a person on each side of the stands to 
do the sign language for "Love in any language" cause it look nasty 
cause everybody doing something all at different times. And she was 
like, "Well that's the way we're going to do it and if you don't like it you 
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don't have to come to 6 Flags with us." And you know just go off for 
no reason and stuff. 
Celine: Why can't we make suggestions? 
Tona: I know 
Mrs. B: You don't feel like you can make suggestions? 
Marv: And then she asks us if we have any questions and when we 
start asking them she get a little attitude and start going off on people for 
no reason. Then when they something back to her she want to send 
them to the office or put them out of her class and stuff. 
Celine: I think Mrs. T be pushing us too hard. She doesn't think we do 
the best we can. 
Marv: And then she told Emily uh when Emily and that other girl had 
that solo for that concert that night 
Mrs. B: UHhuh 
Marv: And Emily had, but you know Emily had broke a button and she 
just bust out crying she was like," Mrs. T's going to go off on me, she's 
going to go off on me." and she was just in there crying. Like a couple 
of minutes before the concert and we was like " Don't let it get to you" 
and she was like "She told me, she told me she shouldn't let freshmen 
and sophomores do anything because we're not mature enough, and she 
should have let it up to the seniors" Emily was in there crying and stuff. 
Mrs. B: Because she busted a button? 
Marv: Yeah, and she was crying because she had wore that dress and 
Mrs. T didn't want her to wear a dress. 
Mrs. B: Oh 
Celine: They did a good job I think. 

24/C/15 
goal 

directedness 

24/C/16 

Mrs. B: Yeah they did. Do you work hard in there Celine? 
Celine: Not really... 
Tona: At least she's honest. 
Celine: I don't work hard. Like if I would have been working hard at 
the beginning of the year I would have got all them intervals and I 
would have been coming after class and asking questions about how to 
get it. But I didn't so I don't think I've been working hard. 
Mrs. B: Why aren't you working hard because you love to sing and 
you love music? 
Celine: Well, I don't know, I got other things to do and music, it's not 
my main goal in life to be a singer. 
Mrs. B: Its not? OK, That's Tona's main goal right? 
Tona: veah. What do you want to be Celine? 
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extrinsic goal 
orientation? 

Celine: I don't know. I just don't want to be no singer. 
Tona: Whv not? 
Celine: Because. One dav vou're just gonna have to put the mic down. 
Tona: So while vour singing vou'll have a little monev to think about 
what you are going to do after singing. 
Celine: Well what if I want to be an architect? 
Tona: Then be an architect, whv are vou singing? 
Mrs. B: You can be a singing architect 
Tona: Thank you! 

24/T/16 
task goal 

Mrs. B: OK. Tona. what do vou like best about being in choir? 
Tona: I don't know. I guess iust singing. 
Mrs. B: OK 

24/T/16a 
extrinsic goal 

Tona: And eoine on field trips 

24/C/17 
extrinsic goal 

Celine: At least we got to go on field trips. Mv friend she been singing 
in her choir all year and she didn't get to go on no fields trips. 
Marv: We onlv went on 2. 
Celine: At least we got to go somewhere thev don't go nowhere. 
Everybody else in this school if you aint got no good elective you don't 
get to go nowhere. 

24/M/18 
extrinsic (to 
get over her 
shyness) and 
social goal 

Mrs. B: Marv what do vou like best about being in choir? 
Marv: Well. I'm not shv anv more and vou get to meet new friends and 
stuff you know and so. 
Mrs. B: OK 

24/C/17a 
extrinsic goal 

Celine: I like singing and I like the field trips we go on but I wish we 
could go on a field trip where we go to another school and uh, sing at 
their school so we can get to know different people and stuff and learn 
different types of music instead of Bach and Vivaldi. 

24/C/18 
task 

attractiveness 

Mrs. B: You don't like learning the classical music? 
Celine: I don't like classical music. 
Mrs. B: What classical music did vou learn in here this vear? 
Celine: Like uh. what's that song. Them songs thev just sound nastv. 
Tona: The one bv Brahms 
Mrs. B: The one bv Brahms. "I'd enter vour garden." 
Tona: And we watched that movie about what's that man's name uh... 
Mrs. B: Bach? 
Tona: Yeah we watched that movie, he classical and we watched 
another movie when you weren't here what's the name uh... 
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Marv: Vivaldi or something 
Tona: Yeah, Vivaldi. 
Mrs. B: And you didn't like that music. 
Tona: Huh uh, I don't like Classical music I don't like Beethoven, none 
of them all you do is sit there, the music just makes me sleepy and 
depressed I just sit there and listen to the music and I go (pantomimes 
falling asleep) so I be sitting there thinking of bad stuff all the time and 
that's why I cant listen to that kind of music. 
Mrs. B: OK 
Celine: But I like a lot of kinds of music I like R &B and Country. 
Mrs. B: You like country? Really? 
Celine: [Nods yes] 
Tona: I like some country. 
Celine: I like looking at St. Louis Country 
Tona: Ooh 
Marv: I watched that last week that group singing "All by myself' 
[Tona starts singing it] 
Tona: And then I liked "Achy, breaky, heart" 
Marv: Oh yeah I loved that song. 
[Tona and Mary bust out singing it] 
Tona: And I like Alanis Morisette. 
[Celine starts singing an Alanis tune] 
[They laugh] 

24/T/17 
task goal 

24/T/17a 
work 

avoidance 

Mrs. B: OK Tona this one's similar but not quite the same. What's 
your favorite activity in choir? 
Tona: Singing. 
Tona continued: and Free time. Cause sometimes when we do be 
singing sometimes somedays I don't feel like singing I just be (snores) 
ooh, I be glad when its over with. 

24/C/19 
Roles/Power: 

desire for 
student 

autonomy 

Celine: You know what I think? I think Mrs. T should let us bring in 
our own music and let us teach the choir one-day. It would be really 
fun. 
Mrs. B: Have you suggested that to her? 
Celine: No 
Marv: Cause she'll just go off. 
Mrs. B: Maybe now towards the end of the year when there isn't a 
concert she might be up for it. 
Celine: Since I'm going to be in A cappella I probably can do it next 
year or whatever. But I think that's what we should do cause when we 
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did that song "Kumbaya" a while ago I had another song, a gospel song 
that didn't say kumbaya it say "Come by here". 
Mrs. B: I remember you telling me about it. That sounds terrific. Do 
you have it on a tape? 
Celine: No 
Mrs. B: Or you could teach the choir one of the songs you learned at 
church, that would be fun. 
Celine: I know, but I know when we tried out for the Spring Pop 
concert and we did a church song she didn't want us to do that. And 
everybody else did church type songs. 

24/M/19 
task goal and 

work 
avoidance 

Mrs. B: Mary what's your favorite activity in mixed chorus? 
Marv: Singing and free time 
Mrs. B: Your favorite activity is singing and free time how about you 
Celine? 

24/C/20 
task goal and 

social goal 

Celine: Singing and talking 
Mrs. B: Singing and talking 
Celine: I talk a lot 

24/T/18 
low task 

attractiveness 
When Tona 

gets bored she 
talks 

Marv: I do too. Tona be telling me to shut up. 
Mrs. B: Yeah but Tona is the queen of talking. 
Tona: ["does a slight bow] Oh yes! 
Marv: "Tona didn't I tell you to be quiet?" I'm being Mrs. T. 
[they laugh] 
Tona: Every teacher that I've had over all the years tell my mother 
every time she sees a teacher, "Tona is a very good student but she just 
talks so much." 
Mrs. B: You know what you should look into being? A radio talk 
show host. 
Tona: Yeah. And I would argue with some one too. My moma say "girl 
you just need to be a lawyer or something because you just talk so 
much. " And like all the teachers are" Tona do you have to talk so 
much?" And like in my French class my friend used to sit by me and I 
be talking to her when the teacher gets boring and then she put her 
across the road from me but still when the teacher got boring I be like 
[imitates calling out across the room] "Hey girl you know what?" And 
then when was like, "Tona I was talking" and I be like "OK" and I sit 
there and I do it again I guess just because the teacher be boring to me 
cause that's the only time I talk. 
Celine: French is boring too 
Marv: My Dad said I bet we're going to have a problem at school, 
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because he'll be talking to me and I'll be dreaming and I'll say "huh? 
what did you just say?" 
[we laugh] 
Mrs. B: Tona that's when vou talk: when vou're bored? Do I have that 
right? 
Tona: That right 
Mrs. B: So if vou're not bored-
Tona: I pav attention and like most of mv teachers set me in the front of 
the row because I talk so much. But that don't help me because I'll be 
sitting there and she'll be talking and I'll be [imitates falling asleep] I 
can not stay up because I just, I don't know it'd just be boring. 
Celine: I fall asleep in French class everyday. 

24/C/21 
extrinsic goal 

orientation 

Mrs. B: What is the main reason vou do what vou're suppose to do in 
choir? 
Celine: Cause I want an A. I deserve an A. 

24/M/20 
extrinsic and 

task goal 
orientation 

Mrs. B: And Marv how about vou? 
Marv: For a good grade and to learn things I don't know. 

24/T/19 
extrinsic 

Mrs. B: And Tona? 
Tona: Uh, so I can get a good grade. 

24/T/19a 
roles/power 

Mrs. B: How do vou feel about answering Mrs. T's questions? 
Tona: I feel OK unless she have an attitude and then I get one back 
cause I don't like when people get attitudes with me. I'm sick of the 
attitudes. 

24/C/22 
task goal 

Celine: I don't have anv problem with answering her questions. 

24/M/21 
roles/power 

Mrs. B: Marv how do vou feel about answering Mrs. T questions? 
Marv: I answer them but when she has attitudes uh too much. Tt gets to 
a certain point when you keep doing it then a person gonna get tired of 
it. And like one day she had said "Everyone throw away your gum." I 
had thrown away my gum. So class was over and I was by the file 
cabinet and I walked out there and I took my gum out and I was in the 
hallway putting it in, "Mary come here now!" And I went in there she 
talking about, "Didn't I tell you no gum in my class?" and I said "Mrs.T, 
I was in the hallway and your class is over with. She talked about, "No 
you wasn't cause I just saw chewing" I said "No I threw away my gum 
when you told us too and she said "Well what is the gum doing in your 
mouth now?" and I said, "cause your class is over with and I was in the 
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hallway and I put another piece in my mouth and she talk about, "If I see 
you chewing again I'm going to write you up and while she was saying 
that I was walking out of the class cause I got too hot. She's always 
ordering us around! 
Tona: Mrs. T's one of those people that when you're talking to her you, 
if she go off on you have to go off on her back unless you let her know 
that you aren't just going to sit there and take corrections from her. 
Marv: Like when you ask her something she always says something 
negative she don't ever say nothing positive to you. 
Mrs. B: Is she pretty typical of the teachers at this high school? The 
way she teaches? 
Celine: You know what? My theory is Mrs. T be nice to everyone who 
isn't in her music class. To all the other teachers she'll be smiling and 
everything but when she gets to class she'll be yelling. But when we 
went to 6 Flags Mrs. T was nice though because I thought me and 
Sharon was going to get in trouble. Cause we was late getting on the 
bus. 
Marv: Yeah you didn't get there until 4 o'clock 
Celine: It was 4 o'clock and we hadn't got on the bus and we was 
suppose to be there at 3:45. 
Marv: And everybody be like "Oh we gotta hear her mouthing" 
Celine: But all that happened was she asked us if we knew what time it 
was. 

24/M/22 
social goal 

Mrs. B: Mary do you ever help other students in choir? and if so why? 
Marv: Not really- well sometimes Angel. She's so lost I feel bad for 
her. 

24/C/23 
social 

expectaion 

Mrs. B: How about you Celine? 
Celine: No I don't because I don't want anybody to think I'm lording it 
over them. 

24/T/20 
social 

expectation 

Mrs. B: How about you Tona ? 
Tona. Yes. Sometimes I help like Angel. It's just too embarrassing 
not to. 

24/M/23 
perceived 
options 

Mrs. B: Mary could you answer this question, "Why did you decide to 
enroll in mixed chorus?" 
Marv: Since I've been in school I've been in choir and stuff and like and 
once I got into middle school I really started liking choir cause when I 
was in elementary I couldn't stand my choir teacher cause she used to 
always tell my mom I wasn't singing and stuff. In 6th and 7th I had 
stopped singing and played saxophone. 
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goal 
directedness 

Tona: Ooh. I plaved the flute 
Marv: and then I was plavine the saxophone in the 8th grade and I was 
in choir. 
Mrs. B: And vou dropped the sax this vear? 
Marv: Well when I made mv schedule and stuff I reallv wasn't thinking 
about music and stuff because they was talking about half credits and 
whole credits in other classes I get whole credits so I'm going to try to 
get as many whole credits as I can and then on the other ones, then like 
one or two. 
Mrs. B: So are vou goine to be in choir next vear? 
Marv: Yeah 
Mrs. B: Which one? 
Marv: Girls concert 

24/C/24 
perceived 

options 

goal 
directedness 

Mrs. B: I think that will be fun next vear. Celine whv did vou decide 
to enroll in mixed chorus? 
Celine: Because like, iust like elementarv school all the teachers kept 
recommending me to get in choir and like in others we had to take choir 
but they kept recommending me to a higher choir class and all that stuff. 
Then when I was in middle school I was in general choir which is like 
general music and I was put out of that class and into honors choir. And 
uh, show choir and all that stuff. And I just wanted to be in here cause I 
like singing. 
Mrs. B: Are vou going to trv to take A cappella all four vears? 
Celine: ves 
Mrs. B: Do vou have other plans? 
Celine: I'll probably take it in college too. 

24/T/21 
perceived 
options 

goal 
directedness 

Mrs. B: How about vou Tona ? 
Tona: I took choir because I want to be a singer and I love to sing. I'm 
going to be in A Capella next year and will take it all four years. 

24/C/25 
roles/power 
expressing a 

desire for 
student 

autonomy 

Mrs. B: Is there anvthing else that vou think it would be important to 
share with me. Anything I didn't ask about that would help me 
understand what choir means to you. 
Celine: Well something I would sav to choir teachers is let vour kids 
have a voice of opinion because sometimes the kids can help you more 
than you know. And if they have a suggestion you should be open-
minded. 
Marv: You can't tell Mrs. T anything. But you know remember when 



481 

Table K1 

Coded Interview Transcripts, continued 

movement 
issue 

task variety 

we was talking to that girl in Madrigals and she was like uh, when she 
was a freshman she was saying when she was a freshman in mixed 
chorus she and Mrs. T didn't get along for nothing but all of a sudden 
when she got into A Cappella and Madrigal and stuff Mrs. T was a 
whole different person. When you walk in there she be smiling and 
stuff but when she was in this class Mrs. T was always hard on her and 
stuff. I was like huh. 
Tona: I would tell a teacher that when you pick a song don't pick a song 
for the kids to just stand there like this [she stands up and stands like a 
soldier at attention ] And just sing the song cause then the people just 
go like this [starts slumping] but once you start moving there faces light 
up and they start getting happy and they get the crowd all into the song 
and everything but if you just stand there [ does an imitation of bored 
indifference] 
Mary: And like once we be doing the same thing over and over again 
they be like bored because they're like," Oh, they be doing that again" 
But you know like if each section do a different thing they be watching 
to see what we our doing like A Caplet when they were doing that 
jungle piece. 
Tona: That was the best song I've ever heard I mean for real. 

Celine. Tona. Sheri 
April 10th 

30/C/l 
task 

attractiveness 

Mrs. B: When you first sang "When I came alive" you told Mrs. T that 
you didn't like it. And she suggested that after you knew it you might 
like it. Do you like it yet? 
Celine: Kinda. But, I do better at singing it now. Cause it didn't sound 
right at first. 
Mrs. B: It didn't sound right at first? Can you explain what didn't sound 
right at first? 
Celine: I came alive. 
Mrs. B: You didn't like the words? 
Celine: [Shrugs her shoulders and shakes her head no.] 
Mrs. B: Did you like the melody? 
Celine: It just sound old. Like a real old song. 
Mrs. B: So now you like it better? 
Celine: I don't like it all the way, I like it a little. 
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30/T/l 
task 

attractiveness 

Tona: Some of the songs we be singing they be all corny to me. 
Celine: Like that one song, the one we did at the concert. I'd enter your 
garden. I don't like that song either. 
Tona: It's stupid. 
Celine: It's kinda booty. 
Tona: It's like boring. It makes me want to go to sleep. 
Celine: When I sing I don't like singing it cause I can't hold my notes 
out that long, (the teacher worked to develop four bar phrases) you 
know up there on soprano. 

30/C/2 
task 

attractiveness 

Tona: And Kumbaya, ooh god that song ooh. (not a happy tone of 
voice) 
Celine: You know what ? I wonder if Mrs. T would let us bring in a 
different version of a song like Kumbaya? Cause I heard this other 
song, its not called Kumbaya it's called 'Come by Here." 
Celine: Like Mrs. T, she doesn't want us to move like, I guess how 
people be like in gospel concerts. Be moving and stuff. 
Tona: Is it to the music of Kumbaya? 

30/C/2 
task design 

Celine: Kinda, yeah. 
Tona: Oh. 
Celine: But it's different. It's more upbeat. Cause Mrs. T, she picks 
these old, ugly songs and I don't like singing these songs. 
Tona: Yeah 
Celine: But I guess that's music, huh? 
Mrs. B: Yeah, there's so many different styles, as many styles as there 
are people isn't there? 
Celine: And like this song, 'Come By Here' that I've been talking 
about, it got different parts, it got bass, alto and soprano parts. And they 
get to sing by themselves. But Mrs. T don't do that. 
Tona: Yeah, she only picks the songs that mix all the parts. Sometimes 
you got to separate the different voices. 
Celine: You see if I were directing the choir... 
Mrs. B: If you were... 
Celine: Like last year every body be bugging me to direct the choir but 
I didn't want to direct the choir, I didn't want everybody staring at me. I 
just don't like people staring at me, cause then it'll make me laugh. 
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30/T/2 
ethnicity 

Tona: You see Mrs. T she be like a boring director. She just be doing 
like this (imitates traditional classic style conducting) you see in church 
when they direct the choir. They just be saying the words and they be 
doing this or they be doing like that or something (imitates the kind of 
gospel choir directing Whoppi Goldberg did in Sister Act). 
Mrs. B: Uhhuh 
Tona: And stuff like that, they don't be doing all like this and 
everything (she reverts back to imitation of classical style conducting). 
And they be making us move and teaching us how to move and 
everything. 
Celine: And we don't get to clap! Oh my god. I just I mean. 
Tona: Thank you. That's what makes you really into the song. 
Celine: I'm not trying to be offensive, but black people clap, they move 
and they clap. And that's for real they always clap. They clap about 
everything! [they laugh, I smile] 
Celine: They clap at the announcements at church, they clap about 
everything. But I like clapping anyway. 
Mrs. B: You mean like clapping in the songs, clapping along with the 
music. 
Celine: Yeah. She probably doesn't want to do that because she doesn't 
think she can do it, feels funny and thinks to herself I don't want to do 
that because I aint got no rhythm. But Mrs. G my director she aint got 
no rhythm either but she still be doing like exercise, looking all silly. 
Tona: I don't know sometimes you've just gotta, gotta try, do 
something. 
Celine: I'd rather clap than just stand there and be still dang. 
Tona: Cause when you being still you be having to be all dead like 
(demonstrates a deadpan expression) instead if you move you be all 
(demonstrates enthusiastic clapping and moving) and happy. 
Tona: I'm serious, the way she say we should sing we be like 
(demonstrates the deadpan look again) but when you be moving you be 
happy she don't have to stop you and say you know, make a happy face 
or something. 

30/T/2 
continued 

(more 
specifically, 
movement 

Celine: That's a good point though. Cause like when I aint moving I be 
looking serious, and I probably will make a mean face when I sing 
because I wont be paying attention. Cause I be doing that and looking 
plain, I wont be talking to anybody, like I'm mad or something. People 
be telling me that. But if I was moving, than I'll smile all the time cause 
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issue) I'll be excited. But that's just one improvement we could work on in 
this choir because people, aint nobody going mess around if they into 
those songs. 
Tona: Thank you. (pause) Like when you in church and once the music 
starts, once you really like the beat of the drums and stuff, you'll be like 
taping your foot and then you'll be like this (demonstrates swaying with 
an ecstatic face). You can be sitting down, and when you hear, like 
people be shouting or what ever, like you know how people get the holy 
ghost or whatever, and you'll be clapping then (demonstrates). You 
know, to the music and all that stuff. You can't, it's just, I don't know. 

30/T/3 
ethnicity 
personal 
exerience 

Celine: I wonder does she ever do gospel songs or does she just do like, 
spirituals? [addressed to me] 
Mrs. B: I don't think she does gospel, she does do spirituals as a way of 
doing black music. You know why? 
Celine: No 
Mrs. B: Most music schools don't really train teachers to improvise 
music on the piano or in singing the way you have to in order to perform 
gospel. 
Tona: Well, you see when I was going to [name of her grade school] 
before I went to [name of her junior high school] I had a black music 
teacher and she sung the kind of songs Mrs. T does, but it was just a 
different way she did it. And then, I mean, from the first time you hear 
the song you be all excited and stuff. Then we had our concerts and it 
was just, it was a lot of people there, and then like we had, I was trying 
to get Mrs. T to do it, maybe she'll think about it next year or whatever, 
but we had like a 50s, 60s, and 70s thing. And then we had like people 
perform the different people, like we had Cab Calloway, we had Chubby 
Checker, we had Billy Holiday. 
Celine: FatsDominoe 
Tona: Yeah, we had him, we had Aretha Franklin, we had a lot of 
people and it wasn't just like black musicians it was white musicians too 
and we mixed it all together, and we had the Temptations, the Four 
Tops, we had everybody. 
Mrs. B: Oh how fun. Did you like it? 
Tona: Yeah it was fun! But we didn't get to be in it. It was only the 8th 
grade and I was in the 7th grade then. And it was so fun, and I liked it. 
And you sung the parts off like the tapes or whatever but like, but it was 
like, You know the song "Respect" by Aretha Franklin? 
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Mrs. B: Great song. 
Tona: She sung along with her, cause you know you can't sound like 
Aretha Franklin. 
Mrs. B: No, nobody can, she's a goddess. 
Celine: You know at the Variety shows I wish we could sing along with 
the tapes. Cause they could just turn it down and let us sing along with 
the tapes. 

30/T/4 
sense of 

competence 

Tona: And then you be thinking, did I sound like the way she did or 
something like that? And then like, you could forget the words or 
something, cause you could forget the words when you get up in front of 
all those people and be like, Oh Lordy, if I mess up they're going to 
make fun of me for the rest of my life. 

30/C/3 
personal 

experience 

Celine: It's like when I did my first concert and I had to compete with 
this boy who can sing. He was the only boy that did all the concerts and 
stuff. And one day when I was in class, I was singing in music class, 
my music teacher, his name was [name with held] and he recorded it and 
every time he played that song people started crying. 
Mrs. B: Awe 
Celine: We was, we had to use this one song as our like trial or 
whatever and um, he did the song first and everybody was like "didn't 
Germain do good" and everybody was clapping and everybody liked 
Germain cause he was like a dirty boy. And um, they said, let's let 
Celine sing and they started pushing me out of my seat. Get up there. 
So I sung and every body started jumping out of their seats shouting 
yeah Celine and all that. And so at the Concert I had a solo in a song 
and my granddad was there and you know how people be when family 
come? 
Mrs. B: veah 
Celine: Oh my god, embarrassing me. I was like. And I sung and I was 
really nervous and I got a standing ovation. 

30/T/5 
sense of 

competence 

Mrs. B: That's great! OK. I would like to ask Tona, would you 
compare choir with your other classes? Where does choir rank? How 
good are you in choir compared to how good you are in your other 
classes? 
Tona: I'm better in choir cause that's my strongest class. For real, that's 
the only class I like out of my whole day and gym. [She laughs] 
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Celine: All the easy classes. 
Mrs. B: So you like gym. 
Tona: Yeah. 

30/T/6 
identity 

Mrs. B: OK, thank you. And Tona I need to ask you about your friends. 
[She laughs] 
Tona: What do you want? 
Mrs. B: Their ages, genders, what they like to do. 
Tona: Let me see my friends, there's Celine. 
Mrs. B: Do you two hang around a lot outside of school? 
Tona: No, not really. 
Celine: We do some. 
Tona: Yeah. We just started becoming cool or what ever you call it. 
Ginny uh, let me see who else, do they have to be going to this school? 
Mrs. B: No, no, anyone that you are friends with. 
Tona: OK, Erika, um, she's 15. 
Mrs. B: Where does she go to school? 
Tona: ROTC, I was going to go there but I had to leave, but I wish I 
would've. Um, Sophia. 
Mrs. B: Where does she go to school? 
Tona: Yatemen 
Mrs. B: Yatemen, where's that at? 
Tona: Um. I don't know. 
Celine: It's in the City 
Mrs. B: OK, what are your friends interested in? What do they like to 
do? 
Tona: OK, Erica she um, she uh, I don't know she likes, hanging out I 
guess. 
Mrs. B: Do you know her from church? 
Tona: Huh uh, from school 
Mrs. B: From school? 
Tona: Let me see Sophia, she just like hanging out too. She asked me to 
teach her how to sing but I don't know how to teach her how to sing. 
Cause she can't sing. 
Mrs. B: Awe 
Tona: She be trying though, I have to give her credit for trying. 
Celine: Some people just don't have the talent for it. 
Tona: I know, it's just not one of their good things. And she's like; "I 
want to sing! I want to sing! I know you know a lot of people who 
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know how to sing" and I was like, yeah I do. Then she's like I want to 
sing like the people you know. And I'm like, well you just have to, I 
don't know. I wasn't exactly born with it, but god. It just came along 
once in my lifetime and it was something I just discovered. I mean 
goodness. 
And Ginnv: she likes singing or whatever. I'm going to have to call 
Celine's house and see if I can get her to a mental institute. There is 
something wrong. 
[We all laugh] 
Mrs. B: OK, can you tell me the kind of things your friends think it's 
cool to be good at? 
Tona: um, (laughs) oh, well uh, Well they think being able to sing is 
cool because they can sing. Um 
Mrs. B: Do you all ever sing together? 
Tona: Me and Ginny. Not nobody else. 
ME: Do you live close to Ginny? 
Tona: No. She lives on the West Side. I live on the South Side. 
Mrs. B: Really? I live on the South Side too. Where do you live? 
Tona: On Shaw. 
Mrs. B: Close to the park? 
Tona: No, it's right off Grand, 3 blocks from Grand. 
Tona: When I first moved to St. Louis I lived on the West Side, then I 
moved to the East Side, then the North Side and then I just moved to the 
South Side. 

30/S/l 
follow up 

question, "Am 
I seeing a 
change of 
behavior 
here?" 

[Sheri enters room] 
Mrs. B: Well, it's a small world. Sheri when I first started observing I 
didn't notice you chewing gum, but lately Mrs. T has been telling you 
not to chew gum. 
Sheri: I don't chew. When I have gum in class I spit it out. I don't 
know what, she's delusional or something. 
Mrs. B: Well, I was wondering. 
Sheri: She's over the edge or something. 

30/C/4 
personal 

experience 

Celine: What's wrong with these parents? Everybody's acting stupid. 
[They laugh] 
Mrs. B: Parents? 
Celine: Yeah. Here's what. It was going on 6 o'clock. I went 
downstairs to get me a hot pocket out of the freezer. She come waking 



488 

Table K1 

Coded Interview Transcripts, continued 

up, I was putting it in the microwave, "You the one that's been sneaking 
all the hot pockets!" 
[We all laugh] 
Tona: That just like my mom. She came in the house this morning. 
OK, so I turned off the alarm and unlocked the door so she could come 
in the house and I could be doing whatever. So, she came in and at first 
the door wasn't unlocked so I had to run downstairs and unlock the door. 
"I told you to unlock the door before I get here!" And I was like, "Oh, 
lord." And I went upstairs, "And make sure you pick my kids up off the 
bus stop. Every time I tell you to do something you forget. Now you 
forget this time and it's? And I was like, [she groans] I was like,"OH 
please let my bus come, I'm ready to go!" 
Celine: I don't know was this a groggy day or something, everyone just 
bust out, "You the one that stole the hot pockets!" I was like, "Oh my 
god, I got one hot pocket and you're up here." 
Tona: And then when I sing, they're like, "Ooh girl I wish you'd shut all 
that noise up!" 
Celine: Yeah, and I'll be downstairs trying to sing and I'll have the 
music up loud cause I'm trying to do something she's like, "turn it down 
I can hear it all the way up here!" 
Tona: Yeah! 
Celine: Oh my god, and sometimes I have my radio on right next to the 
kitchen and we had the TV up right to a conversational level and her TV 
be blasting. "Turn that TV down I can't hear my own TV!" 
[They Laugh] 
Celine: Oh my god. I be like; if we turn our TV down we can barely 
ours. "That's a lie, you keep it like that!" 

30/C/5 
note: This 

question was 
meant to 

prompt a goal 
orientation 
response. 

Celine was the 
only student 
the question 
did not work 

Mrs. B: [I laugh] I need to ask you a question Celine, I need to ask you 
to image that you are feeling successful in choir. What have you just 
done that made you feel successful or what has just happened to make 
you feel successful? 
Celine: In our choir? Uh, Probably if something happened outside of it I 
would be excited. 
Mrs. B: But what I'm really asking you is feeling successful. You're 
right that's similar to excited but different too. So, what has just 
happened to make you feel successful? 
Celine: I probably, I don't know what I be saying about mixed choir, 
there's nothing to be excited about. 
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with. The fact 
that Celine 

cannot 
imagine 
feeling 

successful in 
this context is 
attributable to 
lack of task 

attractiveness 
and the 

roles/power 
structure. 

Mrs. B: You don't know what you could ever feel successful, not 
excited about? You can't imaging feeling successful, like you've 
accomplished something you want to accomplish? 
Celine: Not in this choir. It's kinda boring and stuff and Mrs. T is 
really strict on everything. 
Mrs. B: Well, talk to me some more about that. 
Celine: About being strict? 
Mrs. B: Yeah. 
Celine: She gave me a detention for an ID. 
Mrs. B: She gave you a detention for not having your ID? 
Celine: Yeah. Like I know it's the school rules to wear your ID and I 
wear it every other day and the one dav I don't wear it I get a detention. 
Mrs. B: Oh. 
Celine: So I served a one-hour detention because I didn't have my ID 
and I thought that was kinda stupid. 
Mrs. B: None of your other teachers do that? 
Celine: Teachers don't be stressing ID's no more. I mean they're 
serious, they know you. 
Tona: Yeah, they know us. 
Celine: And I think I'm not a bad kid no way. I ain't gonna be bad. But 
you know, people like, people like, other kids be bad, then they 
stereotype me as being bad. 
Tona: Uh Huh, I know exactly what you mean. 

30/C/6 
social 

expectation 

Mrs. B: OK. Let me ask another one. The kids who do well in choir, 
why is it that they do well? What is it about them, or what do they do 
that they do well? 
Celine: The only person that I know that do really well in choir is 
probably Jean. 
Sheri: I knew she was going to say that. 
Tona: Yeah. She's the one. 
Mrs. B: Jean. And why is that? 
Celine: Cause Jean, she like, she perky or something. I'm not like that. 
I'm not excited about everything. 
Tona: Yeah. 
Celine: Everything doesn't thrill me. 
Tona: Like when she comes to school she be all chipper and I can't be 
that happy in a week. 
Sheri: What's wrong with being chipper and happy? 
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Tona and Celine: Nothing 
Tona: I just can't be that happy in the morning. In the morning I just 
want to go back home. 

30/S/2 
Roles/power? 

Sheri: Maybe if she'd do something to make us be more happy. 

30/C/7 
personal 

experience 

Celine: Like this morning I was getting upset cause I was trying to tape 
a song off of Magic 108 and I was trying to get cleaned up and get back 
upstairs before my bus come. But I was wanting to sing, I be wanting to 
sing in the morning but I can't get it out cause I be [she makes a throat 
clearing noise]. 
Tona: You see, it's like I want to be a singer in my group. I don't care if 
I have another job along the way. I still want to be a singer. And then I 
was listening to, like you've seen Sister Act Two haven't you? 
Mrs. B: Yes 
Tona: When Whoppi Goldberg says that when you wake up in the 
morning and singing is all you can think about then you gonna be a 
singer or whatever, and that's exactly how I am. When I wake up in the 
morning I turn on my radio so I can get up. Then I be like, oh, that's my 
song and start singing or whatever. And I might not sound right but, 
Celine: And then in my house... 
Mrs. B: Could I interrupt real quick? I want to make sure I understand 
your answer and then we'll get back. I promise. Do I have this right? 
You think that the thing it takes to be successful in choir is to be 
enthusiastic? 
Celine: Yeah I do. 
Tona: But you see we're not saying that we are not enthusiastic. It's 
saying that I guess it's too early in the morning for me to be having 
choir. Maybe it should meet a different hour. You know, like after 
lunch. If I had choir after lunch I'd be all hyped up and stuff, ready to 
sing. 
Celine: Specially if I have chocolate and caramel. 
Tona: Yeah. 

30/C/8 
sense of 

competence 

age/stage of 
development 

Mrs. B: OK I want to ask you another. When you fail to accomplish 
what is required of you in choir is it because you lack the ability or 
because you didn't put forth enough effort? 
Celine: Because I lack the ability. 
Mrs. B: OK 
Celine: Like one time when there was a song and I couldn't get it right 
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cause I was trying to do it with my chest voice and I didn't get it so I was 
crying. 
Tona: [Laughs] Celine... 
Celine: And everyone was yelling at me telling me to get serious. But it 
was serious to me because I wanted to do it right. 

30/T/7 
sense of 

competence 

Mrs. B: I can tell that about you. Tona, how about you? 
Tona: Uh, sometimes it's both. Sometimes I can, but in some songs I 
be wanting to get the high note and I was like ooh, I can do it, I can do 
it. And it be taking me along time. And I'll be like, forget it. And then 
I be mad like and my mama's like "Tona what's wrong with you?" and 
I'll be like, "I didn't get that note" and she be like, "Girl go sit down." 
Like on Chante's song "I will survive", like at the beginning when she 
holds that long note, I'll be trying to do that everyday when I go home. 
I'll be sitting in my room and she's like, she come in there "Girl you've 
been playing that like 20 times in a row, haven't you got it by now?" 
And I be like, "No" And I'm going to keep playing it so I can get it right. 

30/S/3 
follow up 
question 

Note: I am 
still trying to 

understand the 
tension that 

has developed 
between Mrs. 
T and Sheri 

Mrs. B: All right. How about you Sheri? 
Sheri: I have no idea. I don't know. 
Celine: I think that Sheri just don't put forth the effort. That would be 
my guess. 
Sheri: Maybe. 
Mrs. B: I don't know, when I observe the class you seem to sing all the 
time. You seem to be doing what you're supposed to be doing. Do I 
have your behavior right? Is that the way it seems to you? 
Sheri: Yeah. Unless Mrs. T gets nasty with me and then it's another 
story. 
Mrs. B: Yeah, And it's my perception that it seems to be happening 
more lately then before, is that true? 
Sheri: Yes. You see I'm not likely to give attitude just to give attitude, 
don't give an attitude to nobody unless I'm giving that attitude back. 
Mrs. B: Yeah, so, what started this? 
Sheri: She got an attitude with me when I asked her, when I asked her 
for a tissue. She like,"No you can't get none, no you can't do this." I 
said, "Well I really need a tissue" and she said, "I don't care, I don't 
care" And then she thought I was chewing gum, again. And she said, 
"Go sit your gum chewing butt outside, I'm like," I don't got no gum" 
and she's always assuming that I have gum. 

I 
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Mrs. B: When was that? 
Sheri: That was the day before yesterday. 
Mrs. B: She set you out in the hall? 
Sheri: The day we went to the auditorium. 
Mrs. B: Oh I remember you talking to her before class. I didn't realize 
that was why you left. Oh! OK. My goodness! 
Tona: Well from where I was sitting it wasn't that calmly decided. 
[They laugh] 
Mrs. B: It wasn't a calm decision? 
Tona: It wasn't a calm discussion. She asked Mrs. T for some tissue 
and Mrs. T said, "Sheri, I don't have any tissue" 
Sheri: She give me attitude 
Tona: And then she say," Sheri could you please throw that away" and 
Sheri's like, "I don't have no gum." And she was like she kept talking 
about throw your gum away and she was like, "Sheri, could you please 
remove your gum?" and 
You said, "Mrs. T I don't have no gum!" And then Mrs. T sent her 
outside. 
Sheri: I don't know why that lady always assumes I have gum. 
Celine: Cause you're always chewing something. 
Sheri: Not when I come into her class. 
Tona: Sometimes I be doing that to make the teacher mad, I be chewing 
on my tongue so they will say something to me. 
Sheri: I do have a habit of chewing my tongue. I wasn't chewing 
nothing that day, she was just assuming that I was chewing gum. 

30/T/8 
Follow up 
question 

concerning 
Tona's talking 

Mrs. B: OK Well, OK lets see Tona. It is my impression that you talk in 
there pretty much all the time. 
Tona: Yes I do. I clearly do. It's like, I don't know, in every class, 
every time my Mama comes and like talk to the teacher, they say, "Tona 
is a really good student" 
Sheri: "But she don't know how to shut up." 
Tona: "But her problem is she talks constantly, she just talks 
constantly" And all the teachers are like "ditto, she talks constantly, 
constantly, constantly." And then like sometimes I sit in the front of the 
row and I'll be sitting in the front of the row and you know most 
students if you be sitting in the front of the row and you know the 
teacher looking at you and then you, well I turn around and [Celine and 
Sheri laugh"! you know "yesterday such and such" and the teacher's like, 
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"Tona, I'm talking" and I be like, "OK, anyway, as I was saying," 
because like, I just can not help it. I have to talk. 
Celine: That girl has so much to say all the time. [Celine, Sheri and 
Tona laugh] 
Mrs. B: When you're talking are you talking about what's going on in 
class or just, whatever? 
Tona: Whatever. Cause there be so much stuff going on in my life. It's 
like a big soap opera. I could write a book. 
Mrs. B: So that's what's going on. You feel like you just can't be quiet, 
that you need to talk? 
Tona: Yeah, it's like I'll be sitting there and then I'll look at Sharon and 
I'll have to talk. But if I like the song, then I don't talk until it's over. 
But the teacher when she talks it's never interesting and she talks and 
she talks for such a long time, and I just sit there and I can't focus on it 
so I start talking. 

30/T/9 
30/C/9 
30/S/4 

perceived 
options 

Mrs. B: One last quick question, was it your idea to be in choir? 
Tona: Yeah 
Was it your idea to enroll in choir Celine? 
Celine: UhHuh 
Sheri: Yeah, it was my idea. I decided to. 

Celine. Tona. Sheri 
April 10' th 

30/C/l 
task 

attractiveness 

Mrs. B: When you first sang "When I came alive" you told Mrs. T that 
you didn't like it. And she suggested that after you knew it you might 
like it. Do you like it yet? 
Celine: Kinda. But, I do better at singing it now. Cause it didn't sound 
right at first. 
Mrs. B: It didn't sound right at first? Can you explain what didn't sound 
right at first? 
Celine: I came alive. 
Mrs. B: You didn't like the words? 
Celine: [Shrugs her shoulders and shakes her head no.] 
Mrs. B: Did you like the melody? 
Celine: It just sound old. Like a real old song. 
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Mrs. B: So now you like it better? 
Celine: I don't like it all the way, I like it a little. 

30/T/l 
task 

attractiveness 

Tona: Some of the songs we be singing they be all corny to me. 
Celine: Like that one song, the one we did at the concert. I'd enter your 
garden. I don't like that song either. 
Tona: It's stupid. 
Celine: It's kinda booty. 
Tona: It's like boring. It makes me want to go to sleep. 
Celine: When I sing I don't like singing it cause I can't hold my notes 
out that long, (the teacher worked to develop four bar phrases) you 
know up there on soprano. 

30/C/2 
task 

attractiveness 

Tona: And Kumbaya, ooh god that song ooh. (not a happy tone of 
voice) 
Celine: You know what ? I wonder if Mrs. T would let us bring in a 
different version of a song like Kumbaya? Cause I heard this other 
song, its not called Kumbaya it's called 'Come by Here." 
Celine: Like Mrs. T, she doesn't want us to move like, I guess how 
people be like in gospel concerts. Be moving and stuff. 
Tona: Is it to the music of Kumbaya? 

30/C/2 
task design 

Celine: Kinda, yeah. 
Tona: Oh. 
Celine: But it's different. It's more upbeat. Cause Mrs. T, she picks 
these old, ugly songs and I don't like singing these songs. 
Tona: Yeah 
Celine: But I guess that's music, huh? 
Mrs. B: Yeah, there's so many different styles, as many styles as there 
are people isn't there? 
Celine: And like this song, 'Come By Here' that I've been talking 
about, it got different parts, it got bass, alto and soprano parts. And they 
get to sing by themselves. But Mrs. T don't do that. 
Tona: Yeah, she only picks the songs that mix all the parts. Sometimes 
you got to separate the different voices. 
Celine: You see if I were directing the choir... 
Mrs. B: If you were... 
Celine: Like last year every body be bugging me to direct the choir but 
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I didn't want to direct the choir, I didn't want everybody staring at me. I 
just don't like people staring at me, cause then it'll make me laugh. 

30/T/2 
ethnicity 

Tona: You see Mrs. T she be like a boring director. She just be doing 
like this (imitates traditional classic style conducting) you see in church 
when they direct the choir. They just be saying the words and they be 
doing this or they be doing like that or something (imitates the kind of 
gospel choir directing Whoppi Goldberg did in Sister Act). 
Mrs. B: Uh huh 
Tona: And stuff like that, they don't be doing all like this and 
everything (she reverts back to imitation of classical style conducting). 
And they be making us move and teaching us how to move and 
everything. 
Celine: And we don't get to clap! Oh my god. I just I mean. 
Tona: Thank you. That's what makes you really into the song. 
Celine: I'm not trying to be offensive, but black people clap, they move 
and they clap. And that's for real they always clap. They clap about 
everything! [they laugh, I smile] 
Celine: They clap at the announcements at church, they clap about 
everything. But I like clapping anyway. 
Mrs. B: You mean like clapping in the songs, clapping along with the 
music. 
Celine: Yeah. She probably doesn't want to do that because she doesn't 
think she can do it, feels funny and thinks to herself I don't want to do 
that because I aint got no rhythm. But Mrs. G my director she aint got 
no rhythm either but she still be doing like exercise, looking all silly. 
Tona: I don't know sometimes you've just gotta, gotta try, do 
something. 
Celine: I'd rather clap than just stand there and be still dang. 
Tona: Cause when you being still you be having to be all dead like 
(demonstrates a deadpan expression) instead if you move you be all 
(demonstrates enthusiastic clapping and moving) and happy. 
Tona: I'm serious, the way she say we should sing we be like 
(demonstrates the deadpan look again) but when you be moving you be 
happy she don't have to stop you and say you know, make a happy face 
or something. 

30/T/2 
continued 

Celine: That's a good point though. Cause like when I aint moving I be 
looking serious, and I probably will make a mean face when I sing 
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(more 
specifically, 
movement 

issue) 

because I wont be paying attention. Cause I be doing that and looking 
plain, I wont be talking to anybody, like I'm mad or something. People 
be telling me that. But if I was moving, than I'll smile all the time cause 
I'll be excited. But that's just one improvement we could work on in 
this choir because people, aint nobody going mess around if they into 
those songs. 
Tona: Thank you. (pause) Like when you in church and once the music 
starts, once you really like the beat of the drums and stuff, you'll be like 
taping your foot and then you'll be like this (demonstrates swaying with 
an ecstatic face). You can be sitting down, and when you hear, like 
people be shouting or what ever, like you know how people get the holy 
ghost or whatever, and you'll be clapping then (demonstrates). You 
know, to the music and all that stuff. You can't, it's just, I don't know. 

30/T/3 
ethnicity 
personal 

experience 

Celine: I wonder does she ever do gospel songs or does she just do like, 
spirituals? [addressed to me] 
Mrs. B: I don't think she does gospel, she does do spirituals as a way of 
doing black music. You know why? 
Celine: No 
Mrs. B: Most music schools don't really train teachers to improvise 
music on the piano or in singing the way you have to in order to perform 
gospel. 
Tona: Well, you see when I was going to [name of her grade school] 
before I went to [name of her junior high school] I had a black music 
teacher and she sung the kind of songs Mrs. T does, but it was just a 
different way she did it. And then, I mean, from the first time you hear 
the song you be all excited and stuff. Then we had our concerts and it 
was just, it was a lot of people there, and then like we had, I was trying 
to get Mrs. T to do it, maybe she'll think about it next year or whatever, 
but we had like a 50s, 60s, and 70s thing. And then we had like people 
perform the different people, like we had Cab Calloway, we had Chubby 
Checker, we had Billy Holiday. 
Celine: FatsDominoe 
Tona: Yeah, we had him, we had Aretha Franklin, we had a lot of 
people and it wasn't just like black musicians it was white musicians too 
and we mixed it all together, and we had the Temptations, the Four 
Tops, we had everybody. 
Mrs. B: Oh how fun. Did you like it? 
Tona: Yeah it was fun! But we didn't get to be in it. It was only the 8th 
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grade and I was in the 7th grade then. And it was so fun, and I liked it. 
And you sung the parts off like the tapes or whatever but like, but it was 
like, You know the song "Respect" by Aretha Franklin? 
Mrs. B: Great song. 
Tona: She sung along with her, cause you know you can't sound like 
Aretha Franklin. 
Mrs. B: No, nobody can, she's a goddess. 
Celine: You know at the Variety shows I wish we could sing along with 
the tapes. Cause they could just turn it down and let us sing along with 
the tapes. 

30/T/4 
sense of 

competence 

Tona: And then you be thinking, did I sound like the way she did or 
something like that? And then like, you could forget the words or 
something, cause you could forget the words when you get up in front of 
all those people and be like, Oh Lordy, if I mess up they're going to 
make fun of me for the rest of my life. 

30/C/3 
personal 

experience 

Celine: It's like when I did my first concert and I had to compete with 
this boy who can sing. He was the only boy that did all the concerts and 
stuff. And one day when I was in class, I was singing in music class, 
my music teacher, his name was [name with held] and he recorded it and 
every time he played that song people started crying. 
Mrs. B: Awe 
Celine: We was, we had to use this one song as our like trial or 
whatever and um, he did the song first and everybody was like "didn't 
Germain do good" and everybody was clapping and everybody liked 
Germain cause he was like a dirty boy. And um, they said, let's let 
Celine sing and they started pushing me out of my seat. Get up there. 
So I sung and every body started jumping out of their seats shouting 
yeah Celine and all that. And so at the Concert I had a solo in a song 
and my granddad was there and you know how people be when family 
come? 
Mrs. B: yeah 
Celine: Oh my god, embarrassing me. I was like. And I sung and I was 
really nervous and I got a standing ovation. 

30/T/5 
sense of 

competence 

Mrs. B: That's great! OK. I would like to ask Tona, would you 
compare choir with your other classes? Where does choir rank? How 
good are you in choir compared to how good you are in your other 
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classes? 
Tona: I'm better in choir cause that's my strongest class. For real, that's 
the only class I like out of my whole day and gym. [She laughs] 
Celine: All the easy classes. 
Mrs. B: So you like gym. 
Tona: Yeah. 

30/T/6 
identity 

Mrs. B: OK, thank you. And Tona I need to ask you about your friends. 
[She laughs] 
Tona: What do you want? 
Mrs. B: Their ages, genders, what they like to do. 
Tona: Let me see my friends, there's Celine. 
Mrs. B: Do you two hang around a lot outside of school? 
Tona: No, not really. 
Celine: We do some. 
Tona: Yeah. We just started becoming cool or what ever you call it. 
Ginny uh, let me see who else, do they have to be going to this school? 
Mrs. B: No, no, anyone that you are friends with. 
Tona: OK, Erika, um, she's 15. 
Mrs. B: Where does she go to school? 
Tona: ROTC, I was going to go there but I had to leave, but I wish I 
would've. Um, Sophia. 
Mrs. B: Where does she go to school? 
Tona: Yatemen 
Mrs. B: Yatemen, where's that at? 
Tona: Um. I don't know. 
Celine: It's in the City 
Mrs. B: OK, what are your friends interested in? What do they like to 
do? 
Tona: OK, Erica she um, she uh, I don't know she likes, hanging out I 
guess. 
Mrs. B: Do you know her from church? 
Tona: Huh uh, from school 
Mrs. B: From school? 
Tona: Let me see Sophia, she just like hanging out too. She asked me to 
teach her how to sing but I don't know how to teach her how to sing. 
Cause she can't sing. 
Mrs. B: Awe 
Tona: She be trying though, I have to give her credit for trying. 
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Celine: Some people just don't have the talent for it. 
Tona: I know, it's just not one of their good things. And she's like; "I 
want to sing! I want to sing! I know you know a lot of people who 
know how to sing" and I was like, yeah I do. Then she's like I want to 
sing like the people you know. And I'm like, well you just have to, I 
don't know. I wasn't exactly born with it, but god. It just came along 
once in my lifetime and it was something I just discovered. I mean 
goodness. 
And Ginnv: she likes singing or whatever. I'm going to have to call 
Celine's house and see if I can get her to a mental institute. There is 
something wrong. 
[We all laugh] 
Mrs. B: OK, can you tell me the kind of things your friends think it's 
cool to be good at? 
Tona: um, (laughs) oh, well uh, Well they think being able to sing is 
cool because they can sing. Um 
Mrs. B: Do you all ever sing together? 
Tona: Me and Ginny. Not nobody else. 
ME: Do you live close to Ginny? 
Tona: No. She lives on the West Side. I live on the South Side. 
Mrs. B: Really? I live on the South Side too. Where do you live? 
Tona: On Shaw. 
Mrs. B: Close to the park? 
Tona: No, it's right off Grand, 3 blocks from Grand. 
Tona: When I first moved to St. Louis I lived on the West Side, then I 
moved to the East Side, then the North Side and then I just moved to the 
South Side. 

30/S/l 
follow up 

question, "Am 
I seeing a 
change of 
behavior 
here?" 

[Sheri enters room] 
Mrs. B: Well, it's a small world. Sheri when I first started observing I 
didn't notice you chewing gum, but lately Mrs. T has been telling you 
not to chew gum. 
Sheri: I don't chew. When I have gum in class I spit it out. I don't 
know what, she's delusional or something. 
Mrs. B: Well, I was wondering. 
Sheri: She's over the edge or something. 

30/C/4 
personal 

Celine: What's wrong with these parents? Everybody's acting stupid. 
[They laugh] 
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experience Mrs. B: Parents? 
Celine: Yeah. Here's what. It was going on 6 o'clock. I went 
downstairs to get me a hot pocket out of the freezer. She come waking 
up, I was putting it in the microwave, "You the one that's been sneaking 
all the hot pockets!" 
[We all laugh] 
Tona: That just like my mom. She came in the house this morning. 
OK, so I turned off the alarm and unlocked the door so she could come 
in the house and I could be doing whatever. So, she came in and at first 
the door wasn't unlocked so I had to run downstairs and unlock the door. 
"I told you to unlock the door before I get here!" And I was like, "Oh, 
lord." And I went upstairs, "And make sure you pick my kids up off the 
bus stop. Every time I tell you to do something you forget. Now you 
forget this time and it's? And I was like, [she groans] I was like,"OH 
please let my bus come, I'm ready to go!" 
Celine: I don't know was this a groggy day or something, everyone just 
bust out, "You the one that stole the hot pockets!" I was like, "Oh my 
god, I got one hot pocket and you're up here." 
Tona: And then when I sing, they're like, "Ooh girl I wish you'd shut all 
that noise up!" 
Celine: Yeah, and I'll be downstairs trying to sing and I'll have the 
music up loud cause I'm trying to do something she's like, "turn it down 
I can hear it all the way up here!" 
Tona: Yeah! 
Celine: Oh my god, and sometimes I have my radio on right next to the 
kitchen and we had the TV up right to a conversational level and her TV 
be blasting. "Turn that TV down I can't hear my own TV!" 
[They Laugh] 
Celine: Oh my god. I be like; if we turn our TV down we can barely 
ours. "That's a lie, you keep it like that!" 

30/C/5 
note: This 

question was 
meant to 

prompt a goal 
orientation 
response. 

Celine was the 

Mrs. B: [I laugh] I need to ask you a question Celine, I need to ask you 
to image that you are feeling successful in choir. What have you just 
done that made you feel successful or what has just happened to make 
you feel successful? 
Celine: In our choir? Uh, Probably if something happened outside of it I 
would be excited. 
Mrs. B: But what I'm really asking you is feeling successful. You're 
right that's similar to excited but different too. So, what has just 
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only student 
the question 
did not work 

with. The fact 
that Celine 

can not 
imagine 
feeling 

successful in 
this context is 
attributable to 
lack of task 

attractiveness 
and the 

roles/power 
structure. 

happened to make you feel successful? 
Celine: I probably, I don't know what I be saying about mixed choir, 
there's nothing to be excited about. 
Mrs. B: You don't know what you could ever feel successful, not 
excited about? You can't imaging feeling successful, like you've 
accomplished something you want to accomplish? 
Celine: Not in this choir. It's kinda boring and stuff and Mrs. T is 
really strict on everything. 
Mrs. B: Well, talk to me some more about that. 
Celine: About being strict? 
Mrs. B: Yeah. 
Celine: She gave me a detention for an ID. 
Mrs. B: She gave you a detention for not having your ID? 
Celine: Yeah. Like I know it's the school rules to wear your ID and I 
wear it every other day and the one dav I don't wear it I get a detention. 
Mrs. B: Oh. 
Celine: So I served a one-hour detention because I didn't have my ID 
and I thought that was kinda stupid. 
Mrs. B: None of your other teachers do that? 
Celine: Teachers don't be stressing ID's no more. I mean they're 
serious, they know you. 
Tona: Yeah, they know us. 
Celine: And I think I'm not a bad kid no way. I ain't gonna be bad. But 
you know, people like, people like, other kids be bad, then they 
stereotype me as being bad. 
Tona: Uh Huh, I know exactly what you mean. 

30/C/6 
social 

expectation 

Mrs. B: OK. Let me ask another one. The kids who do well in choir, 
why is it that they do well? What is it about them, or what do they do 
that they do well? 
Celine: The only person that I know that do really well in choir is 
probably Jean. 
Sheri: I knew she was going to say that. 
Tona: Yeah. She's the one. 
Mrs. B: Jean. And why is that? 
Celine: Cause Jean, she like, she perky or something. I'm not like that. 
I'm not excited about everything. 
Tona: Yeah. 
Celine: Everything doesn't thrill me. 
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Tona: Like when she comes to school she be all chipper and I can't be 
that happy in a week. 
Sheri: What's wrong with being chipper and happy? 
Tona and Celine: Nothing 
Tona: I just can't be that happy in the morning. In the morning I just 
want to go back home. 

30/S/2 
Roles/power? 

Sheri: Maybe if she'd do something to make us be more happy. 

30/C/7 
personal 

experience 

Celine: Like this morning I was getting upset cause I was trying to tape 
a song off of Magic 108 and I was trying to get cleaned up and get back 
upstairs before my bus come. But I was wanting to sing, I be wanting to 
sing in the morning but I can't get it out cause I be [she makes a throat 
clearing noise]. 
Tona: You see, it's like I want to be a singer in my group. I don't care if 
I have another job along the way. I still want to be a singer. And then I 
was listening to, like you've seen Sister Act Two haven't you? 
Mrs. B: Yes 
Tona: When Whoppi Goldberg says that when you wake up in the 
morning and singing is all you can think about then you gonna be a 
singer or whatever, and that's exactly how I am. When I wake up in the 
morning I turn on my radio so I can get up. Then I be like, oh, that's my 
song and start singing or whatever. And I might not sound right but, 
Celine: And then in my house... 
Mrs. B: Could I interrupt real quick? I want to make sure I understand 
your answer and then we'll get back. I promise. Do I have this right? 
You think that the thing it takes to be successful in choir is to be 
enthusiastic? 
Celine: Yeah I do. 
Tona: But you see we're not saying that we are not enthusiastic. It's 
saying that I guess it's too early in the morning for me to be having 
choir. Maybe it should meet a different hour. You know, like after 
lunch. If I had choir after lunch I'd be all hyped up and stuff, ready to 
sing. 
Celine: Specially if I have chocolate and caramel. 
Tona: Yeah. 

30/C/8 
sense of 

competence 

Mrs. B: OK I want to ask you another. When you fail to accomplish 
what is required of you in choir is it because you lack the ability or 
because you didn't put forth enough effort? 



503 

Table K1 

Coded Interview Transcripts, continued 

age/stage of 
development 

Celine: Because I lack the ability. 
Mrs. B: OK 
Celine: Like one time when there was a song and I couldn't get it right 
cause I was trying to do it with my chest voice and I didn't get it so I was 
crying. 
Tona: [Laughs] Celine... 
Celine: And everyone was yelling at me telling me to get serious. But it 
was serious to me because I wanted to do it right. 

30/T/7 
sense of 

competence 

Mrs. B: I can tell that about you. Tona, how about you? 
Tona: Uh, sometimes it's both. Sometimes I can, but in some songs I 
be wanting to get the high note and I was like ooh, I can do it, I can do 
it. And it be taking me along time. And I'll be like, forget it. And then 
I be mad like and my mama's like "Tona what's wrong with you?" and 
I'll be like, "I didn't get that note" and she be like, "Girl go sit down." 
Like on Chante's song "I will survive", like at the beginning when she 
holds that long note, I'll be trying to do that everyday when I go home. 
I'll be sitting in my room and she's like, she come in there "Girl you've 
been playing that like 20 times in a row, haven't you got it by now?" 
And I be like, "No" And I'm going to keep playing it so I can get it right. 

30/S/3 
follow up 
question 

Note: I am 
still trying to 

understand the 
tension that 

has developed 
between Mrs. 
T and Sheri 

Mrs. B: All right. How about you Sheri? 
Sheri: I have no idea. I don't know. 
Celine: I think that Sheri just don't put forth the effort. That would be 
my guess. 
Sheri: Maybe. 
Mrs. B: I don't know, when I observe the class you seem to sing all the 
time. You seem to be doing what you're supposed to be doing. Do I 
have your behavior right? Is that the way it seems to you? 
Sheri: Yeah. Unless Mrs. T gets nasty with me and then it's another 
story. 
Mrs. B: Yeah, And it's my perception that it seems to be happening 
more lately then before, is that true? 
Sheri: Yes. You see I'm not likely to give attitude just to give attitude. I 
don't give an attitude to nobody unless I'm giving that attitude back. 
Mrs. B: Yeah, so, what started this? 
Sheri: She got an attitude with me when I asked her, when I asked her 
for a tissue. She like,"No you can't get none, no you can't do this." I 
said, "Well I really need a tissue" and she said, "I don't care, I don't 



504 

Table K1 

Coded Interview Transcripts, continued 

care" And then she thought I was chewing gum, again. And she said, 
"Go sit your gum chewing butt outside, I'm like," I don't got no gum" 
and she's always assuming that I have gum. 
Mrs. B: When was that? 
Sheri: That was the day before yesterday. 
Mrs. B: She set you out in the hall? 
Sheri: The day we went to the auditorium. 
Mrs. B: Oh I remember you talking to her before class. I didn't realize 
that was why you left. Oh! OK. My goodness! 
Tona: Well from where I was sitting it wasn't that calmly decided. 
[They laugh] 
Mrs. B: It wasn't a calm decision? 
Tona: It wasn't a calm discussion. She asked Mrs. T for some tissue 
and Mrs. T said, "Sheri, I don't have any tissue" 
Sheri: She give me attitude 
Tona: And then she say," Sheri could you please throw that away" and 
Sheri's like, "I don't have no gum." And she was like she kept talking 
about throw your gum away and she was like, "Sheri, could you please 
remove your gum?" and 
You said, "Mrs. T I don't have no gum!" And then Mrs. T sent her 
outside. 
Sheri: I don't know why that lady always assumes I have gum. 
Celine: Cause you're always chewing something. 
Sheri: Not when I come into her class. 
Tona: Sometimes I be doing that to make the teacher mad, I be chewing 
on my tongue so they will say something to me. 
Sheri: I do have a habit of chewing my tongue. I wasn't chewing 
nothing that day, she was just assuming that I was chewing gum. 

30/T/8 
Follow up 
question 

concerning 
Tona's talking 

Mrs. B: OK Well, OK lets see Tona. It is my impression that you talk in 
there pretty much all the time. 
Tona: Yes I do. I clearly do. It's like, I don't know, in every class, 
every time my Mama comes and like talk to the teacher, they say, "Tona 
is a really good student" 
Sheri: "But she don't know how to shut up." 
Tona: "But her problem is she talks constantly, she just talks 
constantly" And all the teachers are like "ditto, she talks constantly, 
constantly, constantly." And then like sometimes I sit in the front of the 
row and I'll be sitting in the front of the row and you know most 
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students if you be sitting in the front of the row and you know the 
teacher looking at you and then you, well I turn around and [Celine and 
Sheri laugh] you know "yesterday such and such" and the teacher's like, 
"Tona, I'm talking" and I be like, "OK, anyway, as I was saying," 
because like, I just can not help it. I have to talk. 
Celine: That girl has so much to say all the time. [Celine, Sheri and 
Tona laugh] 
Mrs. B: When you're talking are you talking about what's going on in 
class or just, whatever? 
Tona: Whatever. Cause there be so much stuff going on in my life. It's 
like a big soap opera. I could write a book. 
Mrs. B: So that's what's going on. You feel like you just can't be quiet, 
that you need to talk? 
Tona: Yeah, it's like I'll be sitting there and then I'll look at Sharon and 
I'll have to talk. But if I like the song, then I don't talk until it's over. 
But the teacher when she talks it's never interesting and she talks and 
she talks for such a long time, and I just sit there and I can't focus on it 
so I start talking. 

30/T/9 
30/C/9 
30/S/4 

perceived 
options 

Mrs. B: One last quick question, was it your idea to be in choir? 
Tona: Yeah 
Was it your idea to enroll in choir Celine? 
Celine: UhHuh 
Sheri: Yeah, it was my idea. I decided to. 

Reeina and Bonita 
February 14th 

15/R/l 
sense of 

competence 

Mrs. B: What role does singing play in your life? 
Regina: I don't know. I just do it sometimes when I'm sad. 
Mrs. B: You sing when you're sad. So does that make you feel better or 
do you sing as a way to get your feelings out? 
Regina: I sing to express it. 
Mrs. B: Do you ever sing with your family or friends? 
Regina: No 
Mrs. B: So, you sing when you are sad as a way to express that emotion. 
You don't sing with your family or friends. Do you sing at any other 
time, like in a church choir? 
Regina: No 
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Mrs. B: Do you like to sing? 
Reeina: Sometimes 
Mrs. B: Can you tell when you like to sing and when you don't like to 
sing? 
[Regina, responded by tensing her shoulder muscles and looking at me 
with a puzzled expression. I didn't think she understood the purpose of 
the interview despite my opening speech. My perception was that she 
was thinking, "Could this woman really be interested in this?" So I said 
the following] 
Mrs. B: Regina, you are looking at me like you are thinking, "What is 
this crazy lady getting at?" She laughs and her demeanor relaxes. Let 
me just tell you once again, that the point of all these questions is so I 
can understand what it is like being in your choir from your perspective, 
I observe you every day in class and now I'm asking you questions in 
order to try to understand what I am seeing. For example, this question 
about if you like to sing, it just seems to me that if a person doesn't like 
to sing, they would be miserable in choir no matter how it was designed 
but if you like to sing and you are miserable in choir, well, that's another 
story and maybe teachers need to ask why. So that's the purpose of all 
this. So when you say that you sometimes like to sing, sometimes not. 
Uh, can you be any more specific then that? 
Regina: Uh, I just don't know. 
Mrs. B: Could you think about it? I mean sometimes when I'm 
observing class it looks like you like to sing and sometimes it looks like 
you don't. 
Regina: Oh. (Her expression is mildly surprised.) 

15/B/l 
sense of 

competence 

Mrs. B: How about you? What role does singing play in your life? 
Bonita: Not for real. 
Mrs. B: So you don't sing around the house much? You're not the type 
of person that bursts into song? 

15/B/l a 
identity 

Bonita: It's like when I'm with my friends I sing. 
Mrs. B: Your friends sing? 
Bonita: Yeah. 
Mrs. B: And when you're with your friends and you all sing; when or 
where is this, hanging around at night, at lunch? 
Bonita: It's everywhere 
Mrs. B: So you sing with your friends but not much on your own? 
Bonita: In the bathroom. (She smiles) 
Mrs. B: Well that seems to be a popular place for people to sing doesn't 
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it. 
[She smiles] 

15/B/2 
sense of 

competence 

Mrs. B: Do vou like to sine? 
Bonita: Yeah 

15/R/2 Mrs. B: Well, for both of vou. What kind of songs do von like to sing? 
What is it that you like to sing? 
Reeina: Sad songs. 

15/B/2a 
Bonita: Anv kind of song. Anvthine. 
Mrs. B: Anv kind of song. Except I know one vou don't like to sin a (T 
am referring to our previous interview as a gesture to let her know I 
remember her answers and that they are important.) Kumbaya 
Bonita: Ha. I sing it. but thev need to change the version cause it's an 
old version. 
[We smile] 

15/B/3 
identity 
personal 

experience 

Mrs. B: So neither one of vou reallv sings with vour family. 
Bonita: I sing in a church choir. 
Mrs. B: How long have vou done that? 
Bonita: Around five vears. 
Mrs. B: Did vou sing in Junior Hieh? 
Bonita: Shakes her head no. 
Mrs. B: You took general music class? 
Bonita: Yeah 

15/R/3 
personal 

experience 

Mrs. B: How about vou Reeina? 
Reeina: 7th and 8th erade choir. 
Mrs. B: Did vou have music in erade school? 
Bonita: Just classroom 
Mrs. B: How about vou Regina? 
Reeina: Yeah, classroom music. 
Mrs. B: So Bonita. basicallv vour singing experience before you came 
here was from church choir. And Regina yours was from 7th and 8th 
grade choir. Is that accurate? 
[They both nod yes.] 

15/B/4 
sense of 

competence 
Mrs. B: OK. On to the next one. Do vou feel good about your singing? 
Bonita? 
Bonita: Sometimes. 
Mrs. B: When you do feel good about it, when is that? 
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Bonita: When it sounds good. When it sounds right. Some people they 
be hitting the wrong notes. 
Mrs. B: You feel good about your singing when it sounds good. 
Bonita: uh. hum 
Mrs. B: Does that happen very often? 
Bonita: shrugs 
Mrs. B: Just sometimes huh? All three of us smile 
Bonita: Most of the time I am happy about it. 

15/R/4 
sense of 

competence 

Mrs. B: Most of the time. How about you Regina, are you happy with 
your singing? 
Reeina: Yeah 
Mrs. B: You feel good about your singing. 
[Regina nods affirmatively 1 

15/B/5 
sense of 

competence 

Mrs. B: If you were asked to rank all the kids in mixed choir with 1 
being the worst student and 50 being best student where would you put 
yourself? 
Bonita: On both ends. 
Mrs. B: On both ends? 
Bonita: Yeah, I can be either one. 
Mrs. B: That's interesting. Can you tell me why? 
Bonita: Attitude. 
Mrs. B: OK. 
[Regina snickers] 
Bonita: Depending on what my attitude is. 
Mrs. B: Depends. What is it that shifts your attitude? What is it that 
makes you have an attitude one way or the other? 
Bonita: My friends and my mother. 
Mrs. B: So if you're getting along with your friends in the morning like 
if your friends are hassling you then you're not in the mood 
Bonita interrupts: No they don't ever give me hassle. It's my mother. 
That's what makes me have a bad attitude. See; cause today I don't 
have no bad attitude cause she was sleeping when I left. (She seems 
embarrassed for having confided) 
Mrs. B: I can appreciate that, I really can (we all laugh to ease the 
tension) 
Uh, well that makes sense. So when you're in a good mood from the 
morning on, then it's easier to have a good attitude and feel like singing. 
Bonita: It's a lot better. 

15/R/5 Mrs. B: How about you Regina, where would you rank yourself? 
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sense of 
competence 

Regina: About 35. 
Mrs. B: About 35, can you tell me why? 
Resina: Because most of the time I'm happy but then sometimes I don't 
feel like singing so... 
Mrs. B: When I asked you to rank every body, what criteria, what did 
you used to do the ranking? (To Bonita:) Like you chose to rank by the 
effort people are extending? 
Bonita: Yeah. 
Mrs. B: Is that how you, you said I have a good attitude sometimes and 
sometimes I don't. It's important that I understand how you made your 
decision. So am I correct when I state that you ranked it on attitude and 
effort and Regina you also ranked it on attitude and effort too. Have I 
got it right? 
[Regina nods affirmatively] 
Bonita: And mood. 
Mrs. B: And mood. 

15/B/6 
task 

attractiveness 

Bonita: Cause sometimes Mrs. T, the songs be so boring, you just don't 
be in the mood to sing them. Then, when I don't be in the mood and I'm 
feeling like Bluh [bluh was pronounced with an exaggerated sigh], I 
don't really want to sing I start getting allergies. 
Mrs. B: You start getting allergies? 
Bonita: Yeah. Well like when I'm not like in a happy state, I get 
allergies. Like say I don't feel like doing something. 
Mrs. B: If you don't feel like doing something and you're forced to do it 
because of circumstances? 
Bonita: Uh, hum. I get allergies, start sneezing. I guess it's like the 
tension that the mood gives me, I don't know. 
Mrs. B: stress can do that. 
Bonita: Cause Mrs. I'll be talking and I'll be (bends over puts her head 
in her hands on her lap and yawns) then my eyes start running and start 
sneezing. 

15/B/7 
sense of 

competence 

Mrs. B: Well, OK. Thank you. Now I'd like you to think about the other 
classes you take, Math, English the whole thing. And compared to those 
other classes, how good are you in choir? Where does choir rank? 
Bonita: Well, I hate all my classes so, all of them rank the same...C to a 
B+. That's about it. I failed gym because I don't participate, cause that 
lady, I don't know, She gets on my nerves! She really do. So I just sit 
out and let the time past, sitting out. 
Mrs. B: OK, so you're saying that all of your classes are equal. You 



510 

Table K1 

Coded Interview Transcripts, continued 

wouldn't say you're better at one more than the others? 
Bonita: No. huh, uh. 

15/R/6 
sense of 

competence 

low task 
attractiveness 

work 
avoidance 

goal 

Mrs. B: OK. How about you Regina, where do you rank choir with all 
the rest of your classes. 
Regina: At the bottom. 
Mrs. B: At the bottom. OK. Can you tell me more about that? 
Regina: Because I don't like it that much. 
Mrs. B: OK, hum, you don't like it that much. Can you tell me what it 
is about it that you don't like? 
Reeina: Uh, First, we got to do that book thing. 
Bonita: The sight-reading 
Reeina: Yeah. I don't like that. And then we always have to stand up 
and I don't like to standing up all the time. And then she's like do this 
and do that, she's always changing the way were suppose to sing the 
same song. 
Mrs. B: She changes the way you're supposed to sing the songs? 
Regina: Yeah. Like if it's a three- part, she'll tell us to do it different 
each time. 
Mrs. B: So you'd like the music to be more, like you want to know how 
it goes and it should go the same way every time. 
Regina: Yeah. 
Mrs. B: Can you tell me about the standing? What is it about standing 
that you don't like? 
Regina: We just stand too long. 
Mrs. B: You get tired? Your muscles hurt? 
Regina: Yeah. (Bonita giggles) 
Bonita: It's just Mrs. T. Shoot! 
Regina: I don't like holding notes for, hold, hold, hold, hold. Hold, 
hold, hold hold. Gosh, you run out of air. Mrs. B: Let me see if I 
understand this. You find it physically taxing? 
Regina: Yeah. 
Mrs. B: OK, but you've also mentioned that a lot depends on your mood. 
When you're in a good mood does it seem like it's still hard physically, 
the standing and the holding the breath and everything? Does it still 
seem hard on those days that you're feeling good? 
Regina: Yeah, a little bit, but not as much. 
Mrs. B: So when you're not feeling good, then it really gets on your 
nerves. I see. OK. 

15/R/8 Next question. I'd like you to think of the people you know, friends, 



511 

Table K1 

Coded Interview Transcripts, continued 

identity relatives, your minister, anybody you know. And of all the people you 
know, whom would you most like to impress? 
Reeina: There's nobody. 

15/B/9 
identity 

Mrs. B: How about you Bonita? 
Bonita: Nobody. If they can't except me the way that I am. They better 
get out of my face then. 
Mrs. B; OK the next part of that question would have been, would they 
be impressed with your accomplishments in mixed choir? But neither of 
you have anyone that you think, "I want that person to think well of 
me." 
Bonita: No 
Reeina: No. 

15/R/9 
identity 

Mrs. B: OK tell me about your friends. The bigger picture you can give 
me the better. Some of the things I'd like to know about is whether they 
are boys or girls, age, what activities they are in, what kind of stuff they 
like to do. Regina, would you go first? 
Reeina: about even. 
Mrs. B: Pardon? 
Reeina: It's about even boy and girls. 
Mrs. B: And what else can you tell me about your friends. 
Regina: She hesitates, looks uncomfortable. I don't really know. They 
uh, (silence) 
Mrs. B: What do they like to do? 
Reeina: Play...A lot. They play a lot. 
Mrs. B: And, when you say play does that mean that they like to get 
together and play basketball, or does it mean they like go 
Regina interrupts: go around, messing around 
Bonita: Acting stupid. 
Mrs. B: Messing with people? 
Reeina: Yeah. 
Mrs. B: OK, lets see, What do your friends think it's cool to be good at? 
[Regina looks at me like she doesn't have the faintest idea what I'm 
getting at.] 
OK, like the last school I taught at there was a group of kids that thought 
it was cool to be good at dominos. They gambled with dominos and it 
was considered cool to be good at them. Other groups of kids thought it 
was cool to be good at school, and others thought it was cool to make 
money so you could buy your own car, the possibilities are endless. So 
what do your friends think it's cool to be good at? 



512 

Table K1 

Coded Interview Transcripts, continued 

15/B/10 
identity 

Reeina: I have no idea. (She looks like she's telling the truth) 
Mrs. B: OK, that's just not something that ever comes, up? Like the 
guys don't ever talk about doing something like racing fast cars or 
Reeina: No. Nothing 
Mrs. B: Ok. How about you Bonita, tell me about your friends. 
Bonita: They're girls. 
Mrs. B: Do they mostly go to school here? 
Bonita: Yeah. 
Mrs. B: Regina I wanted to ask you that too. Do your friends mostly go 
to school here? 
Reeina: Yeah. 
Mrs. B: OK, Bonita 
Bonita: OK what? 
Mrs. B: Well, your friends go to school here. What kind of things do 
they like to do? 
Bonita: talk about people. 
Mrs. B: OK 
Bonita: We call it jawing. 
[They laugh.] 

15/B/ll 
identity 

Mrs. B: OK. Uh, do your friends belong to any organizations; do they 
participate in any of the activities here? 
Bonita: Nope. 
Mrs. B: Any activities at church or anything? 
Bonita: Nope 
Mrs. B: So, they mostly go to school, and when they aren't actually in 
class, what you all like to do is to get together and talk. 
Bonita: Sheri and I go places. 
Mrs. B: What are some places that you like to go. 
Bonita: Like anywhere, Northwest Plaza, uh, shopping malls, video 
arcades. 
Mrs. B: OK. Regina do your friends like to do those kinds of things 
too? 
Reeina: Yeah, some of them. 

15/B/12 
identity 

Mrs. B: OK, OK back to you Bonita, what kind of things do your friends 
think it's cool to be good at? 
Bonita: Nothing. We just want to get out of school. I'm still waiting 
for 2:30 to arrive. 
Mrs. B: And they all feel about the same way? 
Bonita: Uh huh. 
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15/B/13 
self-reliance 

Mrs. B: OK, the next question. What do you want to learn in choir? 
Bonita: Nothing. I just want to pass and get out of the class. 

15/B/14 
perceived 
options 

extrinsic goal 
orientation 

Mrs. B: Could I ask you then, why did you enroll in choir? 
Bonita: I didn't enroll. You have to be recommended. 
Mrs. B: I remember you saying that but, didn't you, I mean when you 
got your schedule and you saw choir on it. Did you think, well I'll just 
go ahead and do that because somebody recommended me. 
Bonita: I didn't know what it was. 
Mrs. B: Oh, OK. 
Bonita: Until I got up here. 
Mrs. B: You thought that it might be different then it is? 
Bonita: Uh hum-
Mrs. B: In your mind, what was different? Was the choir you envisioned 
more like your church choir? 
Bonita: No, it was like going places, going on field trips. You know 
how it, the choirs at Junior High used to be. They used to go places and 
sing. We just sing here at school. I don't... Why are we singing then? 
Anybody can sing at school. We aint never been nowhere. 
Mrs. B: So you thought that you would be performing more, not to just 
sing in class, but to get out and perform for people. 
Bonita: Yeah. We only have 3 concerts. We do all this singing for no 
reason for three concerts? (She gets loud and is very incredulous) 180 
days out of the year! For three concerts! 

15/R/10 Mrs. B: OK. That gives me some ideas. Regina, what was it that you 
wanted to learn in choir? 
Reaina: I just wanted learn how to sing better. 
Mrs. B: Learn how to sing better. Are you able to learn what you 
wanted to learn in choir? 
Regina: Yeah. 
Mrs. B: So you're getting out of it what you thought you would get out 
of it. 
Regina: Uh, huh. 
Mrs. B: Am I putting words in your mouth here? 
Regina: No (she laughs) 

15/B/15 
low task 

attractiveness 

Mrs. B: OK good. Do you guys mind missing a movie about 
Beethoven? 
[They both groan] 
Bonita: You see, stuff like that. We don't want to watch a movie about 
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Beethoven. It's [she emits a big sigh] she could get something fun. 
Something fun to watch. She could get a musical but it aint have to be 
Beethoven. Don't anybody care about Beethoven anyhow. Aint nobody 
in there cares. That be making me mad. 
Regina: In junior high we watched musicals. 
Mrs. B: What did vou sav Regina? 
Reeina: Mv old choir teacher he used to have us watching musical 
movies. 
Mrs. B: Did vou like those? 
Reeina: Yeah. 

15/B/16 
low task 

attractiveness 

Bonita: It's different to watch like the opera but just to see like 
Beethoven. She's making us watch this man. And how his life going to 
change and all this but it's. But it was different when you all was 
watching movies, you all got to see the people perform their operas and 
all that stuff. We just see how he came about and how he made his 
music. We didn't see nobody playing no instruments, nobody singing, 
nobody doing nothing. That stuff be making me mad. Anybody can do 
a movie. 
Mrs. B: So I'm beginning to detect an interest in performing h w Am I 
right in thinking that you like to watch people perform and you kinda 
like performing yourself, and that's kinda frustrating when you're in a 
class where you thought you were going to be getting out in front of 
people and performing and you're not? 
Bonita: I know! 

15/R/ll 
goal 

directedness 

Mrs. B: OK. I'd like to ask VOU two if vou have any plans regarding 
choir. 
Reeina: No 

15/B/17 
goal 

directedness 

Mrs. B: How about vou Bonita? No 
Mrs. B: So, neither of you auditioned for a choir next year and you're 
not planning on being in choir. 
Regina: No 
Bonita: huh.uh. 
Mrs. B: Since you're still in your church choir are you planning on 
continuing on in your church choir? 
Bonita: Yeah. We're eoine somewhere tomorrow 
Mrs. B: Reallv? Where are vou going? 
Bonita: Bowling. 
Mrs. B: Bowling? 

15/B/18 1 Bonita: Uh huh. It's something about the African American Heritage or 
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extrinsic goal 
orientation 

something, I don't know. 
Mrs. B: African American Heritage? 
Bonita: Part of Black History Month. 
Mrs. B: So you're going bowline? Bonita: Yeah. We go a lot of places. 
To sing, we go on trips. But this choir we don't do nothing! {She really 
emphasizes the nothing} You can't do something for so long cause it, 
you know, it's like I wake up at 4:30 every morning get dressed, go to 
school, come home, go to bed 9 o'clock. And then wake up at 4:30 in 
the morning and keep on doing that stuff. You got to make it 
interesting. 
Mrs. B: You get up at 4:30 every morning? 
Bonita: Uhhuh 
Mrs. B: So how long a bus ride is it? 
Bonita: About 45 minutes. 
Wow. That's really tough I mean that's hard. 
Bonita: I only sleep when I come to school. 
Mrs. B: Well if you're not a morning person that's going to be 
physically difficult. 
Bonita: Well, I go to bed about, I don't know, it be late. Then I wake up 
at 4:30. It be when the psychic friends and all that crap come on, I know 
it be about 1 o'clock to 2 o'clock. 
Mrs. B: Oh, sometimes you stay up, so you don't always go to bed at 9 
o'clock then. 
Bonita: (Smiles) No. That was just last night. 
Mrs. B: OK. So you're functioning on about 3 or 4 hours of sleep on the 
average? 
Bonita: 5 hours. Yeah. Cause bus time is sleep time. 
Mrs. B: Boy, I tell you if I had your schedule, getting up that early, I can 
see why you don't like school 
Bonita: But I didn't use to hate school though. 
Mrs. B: You didn't use to? 
Bonita: No. 
Mrs. B: What changed in high school? 
Bonita: Ha, the teachers. 
Mrs. B: Are they all stricter here? 
Bonita: They boring! They are b o r i n g. (she draws out boring). Aint 
nothing to do. I think there's only one class I really and truly enjoy and 
that's my teacher Miss Jones because she lets us eat and drink in the 
classroom. 
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Ronda interrupts: I agree with that. 
Bonita: and lets us use the worksheet and our notes on our tests. And I 
think that's, you know, I think that was so generous of her. 
Reeina: She is doing that. 

15/R/12 
perceived 
options 

Mrs. B: OK. Why did you enroll in Mixed Chorus? 
Reeina: I don't know, I guess same reason as before, to see if it would be 
different. 
Mrs. B: Was it your idea to be in choir? 
Reeina: Yes 
[Bell Rings, I thank them for their help] 

Bonita 
February 5th 

Follow up interview 
25/B/l 

roles/power 
Mrs. B: My curiosity is really peaked, Bonita. I've noticed in mixed 
chorus that you don't seem to like holding the music. You don't get it 
out much and it is more than just yesterday. Could you tell me how you 
feel about that? 
Bonita: You don't have to hold your music when you know the song. 
Mrs. B: OK, tell me about that. 
Bonita: It's just that she hassles you about everything. And I don't 
need my music when I already know the notes and stuff. 
Mrs. B: OK, when you were sight-reading you didn't get out that book. 
Bonita: Uh uh (negative response) somebody I don't know where my 
book is. Somebody took my book. 
Mrs. B: Oh, OK, Why haven't you told Mrs. T that you don't have a 
book? 
Bonita: Well, she was like, well I'm going to have to find it, that's what 
she told me. 
Mrs. B: Oh, So you have told her. 
Bonita interrupts: Yeah 
Mrs. B: And she hasn't replaced it. 
Bonita: Yeah 
Mrs. B: I see. So you keep your folder in the cabinet and somebody got 
into it and took it. 
Bonita: Yeah, one day I left my folder back there when she um checked 
to see if our folders were in good shape and stuff. And when I picked it 
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up next it was missing that music. 
Mrs. B: That's frustrating. How about when you were working on 
Kumbaya at the beginning of class, before she asked you to get your 
music out? 
Bonita: Yeah, I said I was getting it together. 
Mrs. B: Yes. That was when you had the music out all ready and you 
weren't holding it correctly, but before that you had it in your bag under 
your chair. 
Bonita: Yeah. 

25/B/2 
work 

avoidance 

Mrs. B: Did you feel like you knew that part? You know sometimes I 
get the impression from you, do you like to learn by hearing instead of 
seeing? 
Bonita: I don't like to learn period. I hate school. I don't want to be 
here. 
Mrs. B: Oh 
Bonita: I don't want to be here. 
Mrs. B: I'm glad you told me that because it's helping me to understand 
where you are coming from. Again, the reason I'm doing this project is 
to try to understand your perspective. What choir means to you. I'm 
watching how you all behave and then asking questions about that. So 
what you are telling me is you really don't care about learning in choir, 
in fact you don't care about school period. 
Bonita: That's how I feel about school. I don't want to be here. 
Mrs. B: OK, So you feel the same way about math and English and 
everything else. 
Bonita: Yeah. 
Mrs. B: OK. 
Bonita: I can pass the classes but it aint like I care about if I failed them. 
Mrs. B: Do you have any classes that you do like? 
Bonita: I like Drivers ed. That's about the only thing that I like and 
Foods, that's it. 
Mrs. B: So there are two things that you like. What do you want to do 
when you get out of high school? 
Bonita: I don't know. 
Mrs. B: How old are you? 
Bonita: 15 
Mrs. B: Fifteen, you still have a lot of time yet to decide. So, how were 
your grades this semester in your classes? 
Bonita: I don't know? 
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Mrs. B: The teachers haven't let you know yet? 
Bonita: The only one I know is I got a B in assembling arts. I don't 
know about, Well, I know I failed gym cause I was absent more than the 
required amount of days. 

25/B/3 
perceived 
options 

Mrs. B: Did you sign up for choir yourself? 
Bonita: Somebody recommended me. I don't know who recommended 
me. 
Mrs. B: But you really didn't want to be in choir? 
Bonita: No. 

Personal 
experience 

Mrs. B: Were you in choir last year in Junior High? 
Bonita: I was just in general music. 
Mrs. B: So you're put in choir here, you don't sign up for it, so you don't 
know 
Bonita interrupts: You got to be recommended. 
Mrs. B: So you were surprised when you found out you were put in 
choir? 
fShe shakes her head yes] 

25/B/4 
perceived 
options 

personal 
experience 

Mrs. B: So you don't really want to be in choir? 
Bonita: No, for real. I really want to get out of there but it's too late 
now. I already got a half a credit. 
Mrs. B: So you have to stay in a whole year to get credit for the half of a 
credit. Half credits don't count? 
Bonita: No. I could sign up for a different class but what's the use I'd 
just have to start all over in a different class. I already know the stuff in 
here. 
Mrs. B: I see. Interesting. Well that's a new one on me. I've never 
taught in a district where kids are recommended for choir and they're put 
into it and don't even know it until they get there. You must have a nice 
voice. I haven't heard you sing yet, there's too many people for me to 
make out individual voices yet. But somebody must have heard you 
sing and thought; "wow she's good." 
Bonita: When we were at Junior High you had to have three years of 
music. Some kids just took band, or general music or choir but I took all 
three. 
Mrs. B: Wow, so what did you play in band? 
Bonita: Nothing, I mean a little keyboard, piano. Not that I ever 
learned to play it but I could make out the notes. 

25/B/5 
low task 

Mrs. B: My, well, but do you like to sing though? 
Bonita: Yeah, but not this kind of music. 
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attractiveness Mrs. B: Are there anv songs in there that vou like? 
Bonita: I onlv liked Hollv Jollv Christmas. 
Mrs. B: That doesn't do vou much good now does it? 
Bonita: No 
Mrs. B: So vou don't like Kumbava? 
Bonita: No 
Mrs. B: Do vou sing at church? 
Bonita: Yeah. We reallv need new songs at this school. We're singing 
the same songs we sang since 2nd grade. 

25/B/6 
roles/power 

Mrs. B: You know how vou and Mrs. T kinda had a little confrontation 
yesterday 
Bonita interrupts: That's evervdav. 
Mrs. B: Uh. so how do vou think vou are going to respond to that now? 
Are you going to get your music out? Do you think it's just easier to do 
as she asks? How are you going to respond to that? 
Bonita: I don't know. I'll do what ever I feel like. 
Mrs. B: Sometimes in choir I notice vou iniect some fun. Sometimes. 
because you are in there it's more fun. Do you feel that way? Do you 
enjoy making other people laugh? 
Bonita: Yeah. There be some funnv stuff happen. And other people too. 
But Mrs. T doesn't want us to talk so... 

25/B/7 
sense of 

competence 

Mrs. B: Yeah, sometimes when vou sing vou look like vou're enjoving 
singing. 
Bonita: No, cause I mess up or something. 

25/B/7a 
roles/power 

Mrs. B: Well, vou're an interesting person to talk to I've got to get vou 
back to class. But I was really curious about the music thing. 
Bonita: You shouldn't have to hold the music when vou know it. 
Mrs. B: Are vou saving if vou know the melodv. cause with Kumbava 
you have funny, hard, harmonies in the alto part. Did you feel like you 
really already knew that yesterday? 
Bonita: Yeah, we sang it last vear. 
Mrs. B: That same piece? 
Bonita: Well. Mrs. T she changed some notes at the end but it's still the 
same. 
Mrs. B: I see. Well thank you very much. 

Jane and Jean 
Januarv22nd 
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13/Ja/l 
sense of 

competence 

Mrs. B: First of all I'd like to get a sense of what music means to vou. 
What role does music play in your life? 
Jane: It's an expression, depending on what vou are singing. I mean if 
you're singing what you like, singing relieves stress. 
Mrs. B: Do vou sing a lot to relieve stress? 
Jane: Oh veah. all the time. 
Mrs. B: How does vour familv feel about that? 
Jane: Thev love it. thev love hearing me sing. 
Mrs. B: Do thev ioin vou? 
Jane: No 

13/Jean/l 
sense of 

competence 

Mrs. B: How about vou Jean? 
Jean: Well I think singing is reallv important. I sing all the time. I guess 
it's cause my whole family does, not always well, but they sing. I think 
it's really important whether it's only you with the radio or not because 
it shows your feelings. No matter what the words are saying when you 
portray it in a certain way then you get a totally different feeling. 
Mrs. B: OK so it would be an understatement to sav that singing is 
important to both of you. 
Jean: It's a major release. 

13/Ja/2 
sense of 

competence 

Mrs. B: Tell me about vour choir experience. 
Jane: I onlv sang in 7th and 8th grade choirs. I don't know if vou 
necessarily call this a choir experience but I sing with the choir at 
church. 
Mrs. B: Sure. When did vou start church choir? 
Jane: When I was real voung. I'd sav 5 or 6. I've been singing even 
before that when I was real little. I had a little guitar that I tried to play 
and sing along with until I stepped on it and broke it. 

12/Jean/2 
sense of 

competence 

Mrs. B: How about vou Jean? 
Jean: I was in the St. Louis Children's choir. 7th and 8th grade choir, the 
Junior High Show Choir, the Junior High Honors choir in 6th through-
8th grade, and other children's choirs at church. I also take private voice 
lessons. I perform solos. 
Mrs. B: It looks like singing in choirs is verv important to vou. 
Jane: It is to me too. I iust haven't tried out for so manv groups 
Jean: It's important, iust anvwav I can get it out. solos, or with a choir. 
Mrs. B: Do vou do solo work? 
Jean: Yeah 

13/Ja/3 Mrs. B: How about you Jane? 
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sense of 
competence 

Jane: My family has always wanted me to but I could never do that. 
Mrs. B: Why not? 
Jane: It's just too embarrassing and I worry about what other people 
think of me. You know, what they'll say. 
Jean: I don't care... 

13/Ja/4 
sense of 

competence 

Mrs. B: Actually the next question I wanted to ask you was, do you feel 
good about your singing? 
Jane: Well, I think I have a good voice, but that's me. And of course my 
family thinks that. I don't know about anybody else so... Personally 
yes, but not to do a solo. 

13/Jean/3 
sense of 

competence 

Jean: I've had a lot of experiences that said I can sing. Like I don't know 
if this counts but I've done a professional job for an installation. 
Mrs. B: An installation? 
Jean: Yeah for an organization called ESA. 
Mrs. B: ESA? 
Jean: It's like a collegian thing. It's like a sorority but not with the 
college, I don't know how to describe it. 
Mrs. B: OK, so would you say you feel good about your singing? 
Jean: Yeah, every now and then I doubt it, then someone will hit you 
with a compliment and I feel better. 
Mrs. B: What brings up the doubts? 
Jean: Sometimes people tease you about it and stuff like that. 
Jane: Yeah. 
Jean: And that'll bring up some doubts but you know I try to ignore what 
people say. 
Mrs. B: For sure. 
Jane: It usually only hurts if it's someone close to you. 
Jean: And then a compliment from someone just as close will bring you 
back to even. 
Jane: Right. 

13/Ja/5 
sense of 

competence 

Mrs. B: If you were to rate all the students in mixed chorus where would 
you rank yourself. One is the least good and 50 is the best. 
Jean: Do you mean best student by ability or best student overall in 
choir? 
Mrs. B: That's a good question, what criteria would you like to use? 
Jane: 40, yeah, overall 401 mean cause I try my best, but she can be so 
ignorant. 

13/Ja/5a 
roles/power 

Mrs. B: Whv? 
Jane: It's the way she treats us. The way she treats us. 
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Jean: Every now and then she can be kinda ignorant 
Jane: Kinda? 
Mrs. B: How does she treat you? 
[At this point I am totally shocked, I have not observed these two 
students being disruptive, on the contrary, they always have their hands 
up in the air and sing with a lot of energy and enthusiasm. They both 
have lovely voices. I would not have guessed there were any bad 
feelings between them and the teacher] 

13/Jean/4 
roles/power 

Jean: Well I know for me and for some other people, if you do 
something that she doesn't like she'll let you know about it for months. I 
mean it's one of those things where 
Jane: Yeah 
Jean: She won't drop it and if she doesn't like you, she will never like 
you. 
Jane: Like I got and trouble and I wasn't in class for about six days 
because I couldn't come back to class. 
Jean: She wouldn't allow it. 

13/Ja/5 Jane: She wouldn't allow me to because I was being ignorant, 
insubordinate, would not sing. Why? Because I was so sick that I 
shouldn't have even been there. I went home later on that day. I had 
fever. I was so sick. And she yelled at me for not singing. So I got 
thrown out and I wasn't in here for six days because she decided that 
until I could apologize to her that I wasn't allowed back in. So it took 
my Dad calling up to school to get me back in, cause I'm not going to 
apologize for something I didn't do. So it took my Dad calling up and 
saying I want my daughter back in that class no matter what. And it's 
just stuff like that and you know and every day. And every day I'd come 
back and I'd ask if I could come back and tell her I'd do my best and she 
was like, NO. And she would get ignorant with me and say something 
that would offend me and I would just go back down to the office. I 
mean it's just stuff like that. I mean to not be allowed in the classroom 
for six days because of something that trivial is ridiculous. 
Mrs. B: So what you are saying is in your opinion she's an authoritarian 
teacher? 
Jane: Yes. 
Mrs. B: (Looking at Jean) how do you feel? Does saying that she is an 
authoritarian teacher summarize your feelings too? 

13/Jean/5 
roles/power 

Jean: Yeah, I've never had anything to that extreme but yeah, I've 
noticed with many students that if she doesn't like you she'll make it 
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worse than it is. Really she will. Man, Jane's got some stories. 
Jane: You really need to stay on her good side. 
Jean: And it's very hard to stay there. 
Jane: It is so hard. I mean Jean got in trouble because of talking too 
much. 
Jean: And I do have a tendency to talk. OK, I will be the first one to 
admit that I talk a lot. 
Jane: You do. 
Jean: I mean, but she really made it extreme. 
Jane: She blows everything out of proportion. Completely out of 
proportion. She'll take a little thing like somebody talking and just you 
know DETENTION! 
Jean: She'll kick them out. She'll kick people out for like someone was 
standing up not right, or something like that. And she kicked them out 
because she said something to them that was kinda rude so they got 
inactive. You're out of here! 
Jane: She gets mad at you when there's no reason for her to get mad at 
you. 
Jean: I know she's an authority and all, but it's still a big problem. 

13/Ja/6 
student 

reaction to 
teacher 

evaluation 

Jane: It's just that after a while it gets really annoying and old and you 
can just not take it anymore. Like today she upset me. 
Jean: What's that? 
Mrs. B: When you did your final? 
Jane: Yes. I thought she was being unfair, very unfair. 
Jean: She is being unfair, completely unfair. 
Mrs. B: Did she tell you your grade? 
Jane: Yes. Not necessarily the final, but I got a 0 on my sight-reading. 
She went through. She went through the, she played one note, 
Jean: I'll show you where it is (grabs her sight-reading book opens it to 
the exercise in question) 
Jane: and snapping, 
Jean: Then after that note she snapped. 
Jane: Yes 
Jean: This right here. She gave do, and then you had to sing all that. 
Jane: We had not done anything. 
Jean: Exactly 
Jane: Like that in class. 
Jean: She's always been playing with us. And we haven't gotten this far. 
Jane: We have not reviewed our sight-reading in so long and then she 
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gives a pitch and fine, OK here's the note. And starts snapping at us. 
And then the other people that came up and you know she played it 
through for them, everything else and it's like, what is going on I was 
like, you just gave me a 0. 
Jean: I don't think she gave many people a 0. I mean one of the best 
people in the class, and I'm sure you probably heard him sing, Jack. 
Mrs. B: Uhhuh 
Jean: And he's very good, I used to sit next to him and he could always 
do sight-reading he got a 0. 
Jane: Ye gads. He got a 0. He did not deserve a 0 at all. 
Jean: And she was telling people that they were off pitch and off rhythm 
and you know, they needed to get that right and straight. 
Jane: I understand, I really don't agree with her teaching style. 

13/Jean/6 
student 

reaction to 
teacher 

evaluation 

Jean: Well the grading on the ability of singing. OK I'm sorry there are 
some people in there, who, they were in 7th and 8th grade choir, so they 
were just plopped in here. A place to put them and they can not 
necessarily sing very well, they love to. But they can't sing well. She's 
gonna punish them? By giving them an F just because they can't in 
keep tune? Or can't, you know? 
Jane: Yeah, they were in choir to sing, not to be graded on how we sing 
or the ability you know. 
Jean: That, another thing that knocks down your confidence when 
someone says, well that sounded awful. You're off tune you need to get 
up on your note. 
Jane: She does stuff like that to us. 
Jean: I know we have to work. 
Jean: But there are some people in there, I mean like one of the girls, I 
feel bad about naming but Ellen, she has a hearing problem, I mean she's 
always had problems. And you can hear it. She's always off. I really 
don't think she has the ability with the hearing problem that she can get 
on. And I don't see how Mrs. T could honestly grade her on ability, the 
way she grades us. 
Mrs. B: Maybe she doesn't? 
Jane: That's not fair. I'm not trying to be mean at all, but that's not fair. 
Jean: We've got it easy because we can sing, it's a natural talent. 
Mrs. B: The people that it's not a natural talent, they just sing for fun, 
they're going to flunk the class because they're not quite as good as some 
of the other people? 
Mrs. B: How do you think choir should be graded? 
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Jean: I think sight-reading, that's fine, grading on that kind of stuff, the 
stuff that she actually teaches us. Now the intervals, the intervals are 
good, they take some sound ability, but not singing ability. The written 
tests are fine. 
Jane: Teach us music. 
Jean: But don't grade us on what we came in here with. 

13/Jean/7 
sense of 

competence 

Mrs. B: OK that's verv informative...I can tell vou have thoueht things 
through. 
Jean, I didn't ask you where you would rank yourself in choir. Jane said 
40. 
Jean: Just because I talk. I'd rank mvself down, well I've basicallv shut 
up so I'd put myself at 43. 
Mrs. B: 43 
Jean: Yeah 
Mrs. B: Let's define that question based on talent. Where would vou 
put yourself? 
Jean: God. that's hard... in that class there's Emilv. be quiet Jane. T'm 
thinking, 

Mrs. B: OK that's verv informative...I can tell vou have thoueht things 
through. 
Jean, I didn't ask you where you would rank yourself in choir. Jane said 
40. 
Jean: Just because I talk. I'd rank mvself down, well I've basicallv shut 
up so I'd put myself at 43. 
Mrs. B: 43 
Jean: Yeah 
Mrs. B: Let's define that question based on talent. Where would vou 
put yourself? 
Jean: God. that's hard... in that class there's Emilv. be quiet Jane. T'm 
thinking, 

13/Ja/7 
sense of 

competence 

Mrs. B: How about vou Jane, based on talent. 
Jane: About 40. 
Jean: You're going to think I'm conceited but I'd put mvself about 47. 
Mrs. B: 47. no I don't think vou're conceited. 
Jane: Definently you're not. 

13/Ja/7a 
sense of 

competence 

Mrs. B: Compared to other classes how good are vou in choir? T'd like 
you to rank it with your other classes like Math and Science etc. 
Jane: Oh. I'm not doing so good in mv classes. This is probably mv 
better one. 
Mrs. B: Choir's vour best class? 
Jane: No. I think just because of all the problems I've had with her and 
participation points, and what have you, my grade has gone down. But 
other than that I've done pretty good on everything else. So Algebra's 
probably my best class. 
Mrs. B: So it's Algebra and then choir. How about vou? 

13/Jean/8 
sense of 

competence 

Jean: About mv 2nd. 
Mrs. B: What do vou put ahead of it? 
Jean: Geometrv. Math I love. I love Math. 
Jane: I don't like it but I'm good at it. 
Jean: And my math teacher and I get along really well. 
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13/Ja/8 
identity 

Mrs. B: That's great you guys! OK... The next question is whom would 
you most like to impress. This can be anyone or more than one person if 
it's say, your aunt and uncle. Mrs. B: Whom would you most like to 
impress? 
Jane: That's easy, my boyfriend. 

13/Jean/9 
identity 

Mrs. B: And you Jean? 
Jean: Mv family 

13/Ja/8a 
identity 

Mrs. B: The next part of the question is would the people you'd most 
like to impress be impressed with your accomplishments in choir? 
Jane? 
Jane: Well, No. Like whenever I'm singing along with the radio he's 
like, "shut up, shut up, I want to hear this song." Well, maybe he would 
if it was just me singing and like he doesn't really sing so he might be 
impressed. But, not as much as like my family and what have you. 
Mrs. B: How old is your boyfriend, is he in high school? 
[They both laugh] 
Jane: He's rather old. He's 19. 
Mrs. B: 19. Is he in college? 
Jane: He's going to college. 
Mrs. B: Does he sing? 
Jane: No 
Mrs. B: Is he impressed with people who do sing? 
Jane: Like in bands and stuff, yeah. 

13/Jean/10 
identity 

Mrs. B: OK! Jean, is your family impressed with your accomplishments 
in choir? 
Jean: Uh, with being in choir? Of course they're always impressed with 
what I do, proud of me, but in choir I don't think so much because, I 
mean you're hearing a group and you don't concentrate on anyone. I 
know they're very proud of all the things that I do though. Even just 
singing a solo or something. 
Mrs. B: They're impressed with what you are doing with your music? 
Jean: Right 
Mrs. B: Would they be more impressed if you made a select group like 
Madrigal? 
Jean: I don't know if it is so much impressed, I wouldn't use that word. 
It's more like being proud of me. I know they always are with my 
achievements cause I do a whole bunch of stuff musically and otherwise 
so, they always support me in everything. But with Madrigal they know 
that's something that I really want to do and so I think they would be just 
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oveijoyed for me. They're very supportive. 
Jane: Mine are too. 

13/Ja/10 
identity 

Mrs. B: OK, Tell me about your friends. Some of the things I want to 
know are their age and gender. What do they think is important? What 
are they active in? Are they in any organizations? Things like that... 
Jane: Most of the people I hang around with are well the girls I hang 
around with are basically 14 and 15. The guys I hang around with are 
usually like 16 and 17. I don't know why that is. 

13/Jean/ll 
identity 

Jean: Cause of your boyfriend. Well, A lot of my friends do sing and 
are in the musical but most of my friends have like many different 
backgrounds like some of my friends are like in orchestra, and some are 
in band. But a lot of my friends are in choir. I have other friends that go 
with my other activities too. 
Mrs. B: So your friends tend to be active people, participating in various 
activities in school? 
Jean: Yeah Right, A lot of them dance and stuff, and that's a lot of what 
we have in common. But I have other friends from skating and stuff 
cause I skate too. 
Jane: The girls I hang around with are 14 and 15 and the guys are older, 
cause of my boyfriend. So they're between 17 and 18. My best friend, 
me and her are really involved in church. A lot of my friends are really 
involved in church. I mean a lot of the girls, the guys basically sit at the 
computer all day and go to work and all that. 

13/Ja/ll 
identity 

Mrs. B: OK, What kind of things do your friends think it's cool to good 
at? 
Jane: My guy friends, definently the computer. They think it's cool to 
make it into an elite hacking group. Whatever. That what they are, it's 
terrible, I hate it. And they like think it's so cool. To like get into a 
group on the computer or to get a paycheck, and just stuff. My 
boyfriend's at school at Forest Park full time to be a computer 
technician. I think. 
Mrs. B: So you don't share that particular interest? 
Jane: I like the computer. He's got me on the computer, but I have other 
things to do with my time then sit on the computer all day. My 
girlfriends think it's cool too though. 
Jean: I don't have any computer friends. My friends think it's cool to get 
out and do stuff. To be able to do stuff. 
Mrs. B: Do stuff? 
Jean: Like you know like play sports and do stuff. 
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identity Mrs. B: When you say play sports, is that pick up games or playing in 
school sponsered athletic activities? 
Jean: Both. 

13/Ja/lla Mrs. B: What values do you think you share the most with your friends? 
Jane: I like to sometimes just sit and chill and like play the piano, and 
then other times I want to you know, do stuff. But it's like you know, 
it's like I don't have, I'm friends with everybody. But, my closest friends 
I have a little in common with each one of them or they wouldn't be 
close friends. So that's the way I am I have like 4 really good guy 
friends and like 2 really good girl friends. But, those are the people I 
basically base my life around. I have a lot in common with them. And 
like I'm friends with Jean, and a lot of people matter. 
Mrs. B: I guess what I'm ultimately driving at is, the people that you are 
closest to, do they think it's OK for you to be in choir? 
Jane: Oh, Yeah, they tell me go for it. All my close friends and my 
family is like, just do the best you can do, you know, do what you like. 
So yeah, they think it's fine that I'm in choir. My best friend sings in 
choir at her school too. 

13/Jean/12 
gender 

Mrs. B: Great... You know I wonder if boys would answer differently 
Jean: You know, I know that they would. You can tell by just looking at 
the number of guys there are. Cause I mean, there's not that many more 
girls than there are guys. When you've got like 6 guys in a 50-person 
choir you can tell that the guys would answer it differently. But I really 
envy the guys who are in the choir. I really do. 
Jane: Me too. 
Jean: I mean, even if I don't like them, even if I don't think they can 
sing worth a dern, I'm like, hey 
Jane: Go for it! 
Jean: Yeah. And like the guys, I think they sound wonderful. 
Jane: Me to. 
Jean: Usually if a guy can not really sing, he won't. But if a guy knows 
he can sing, he will. And these guys in our choir, I mean, they're 
wonderful. I sat next to them and I loved it. I hate my place now, just 
because I liked the other so much better cause I could listen to all the 
guys sing. 

13/Jean/12a 
identity 

Mrs. B: Jean, you still didn't tell me what your friends think it's cool to 
be good at. 
Jean: Like I said all my friends have the different things they do 
Mrs. B: Um hum 
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Jean: and that's why each one is special. I mean we each have our own 
personalities and that's what we love about each other. I mean, it doesn't 
really matter what's cool cause everything is. 
Mrs. B: I wonder, do you think that some people tend to hang out with 
people who are kinda negative, and other people tend to hang out with 
people who are more positive. 
[I think I am hearing that a value she shares with her friends is that what 
ever you do is fine. She continually emphasizes doing things which is a 
proactive, positive stance, will she affirm this?] 
Jean: Yeah, all my friends have positive attitudes. 
Jane: Nope, not me. 
Mrs. B: Well what I'm getting at is it's hard for some people to say I 
want to do my best in this if their friends are negative about it. 

13/Ja/13 
identity 

Jane: I am like a prime example of that. It's because at the beginning of 
the school year I was really negative. I didn't want to be here. I didn't 
like it. 
Jean: Yes, she really was like that, she's really changed. 
Jane: And like, my grades fell completely. And I was just like you 
know what am I doing? My grades fell; I started to go the wrong way. 
And then, I realized how much better it would be for me, you know, and 
for everybody else if I would just do my job, and get good grades. I 
wanted to get myself back, cause I lost all my stuff at home, I lost all my 
privileges, I lost all trust. So it's like, you know this is something I have 
to not only for myself but for everybody else. 
Mrs. B: Were your friends like that too then? Or did they help you get 
out of that? 
Jane: They helped me. They helped me, but they didn't really see it until 
it like hit. And then they were like, Woh you've got to get yourself in 
motion. And I was like, OK. 
Mrs. B: That's Great 
Jane: Yeah so my boyfriend and his best friend who is my really good 
friend they really helped. 
Jean: I think, I mean because I really notice the change that her 
boyfriend has helped a lot. 
Jane: He has. 

13/Ja/14 
self-reliance 

Mrs. B: That's great. What do you want to learn in choir? 
Jane: Probably how to read music without having to hear it played first. 

13/Jean/14 
self-reliance 

Mrs. B: OK and Jean, what do you want to learn in choir? 
Jean: Well the sight-reading is important to me also. But, um just to 
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learn how to express myself even more. In my opinion the more 
beautiful it sounds the further you can express it and the more learn how 
to sing the technique, the more you can enjoy it. The more everyone can 
enjoy it. 

13/Ja/l 5 Mrs. B: OK. Are you able to learn what you want to learn in choir? 
Jane: In this class? 
Mrs. B: Uh huh 
Jane: No, not really. 
Mrs. B: Can you elaborate? 
Jane: I'm sure I could. 
Mrs. B: [I laugh] would you? 
Jane: Yeah 
Mrs. B: Thank you. 
Jane: I mean, you know, I'm just like, I've given up so many times it's 
like fine, I'll quit talking. I'll not give you attitude. I'll just do what you 
want and get out of here in an hour. You know, and so that's basically 
what I'm doing now. Get through it. Learn what I want to learn. If I 
have to do it on my own, then I guess I'll do it on my own, but I will. 
So what you are saying is that the confrontation you had with Mrs. T has 
to a certain extent created a block for you to learn what you want to 
learn? 

13/Jane/16 
roles/power 

Jane: Yeah, because I mean you know it's like, I'm always thinking was 
I paying attention to like every little move, because she doesn't like me 
to get ignorant to her, and I really don't want her to get ignorant with 
me. So I'm really careful about it and you know it just tortures me, her 
teaching style. But you know they're like, then leave choir and I'm like, 
No. I don't want to. I want to sing. I don't want to leave choir. And 
they're like, well are you going to be in choir next year? And I'm like, 
yeah. And they're like well you're silly! And I'm like, No... 
Jean: We just love to sing. 
Jane: I know. That's what I tell everybody. I want to be in choir next 
year. I love to sing. 
Jean: If you have a love for something, no matter what it is you'll do it. 
You'll find a way to take it. 
Jane: That's why I'm still here even after all the problems I've had with 
her. After everything. It's not going to keep me from doing it anyway. 

13/jean/15 
self-reliance 

Mrs. B: Are you able to learn what you want to learn in choir? 
Jean: I'd have to say no, it's the teaching style but basically it's because 
it's the exact opposite of, well lets just say it's very different then what I 



531 

Table K1 

Coded Interview Transcripts, continued 

get from my voice teacher. Just to give you an example, she wants me 
to shape my mouth in one way when she's saying something wrong. 
Well, maybe it's because they've learned different techniques. 
Mrs. B: Could you give me an example? 
Jean: Well she always wants us to move our mouth a whole bunch. 
True, in something's you do, but in a lot of things it's not important to 
move your mouth that much. And she's always talking about your jaw. 
I talked to my voice teacher, and he was getting upset because I was 
moving my jaw too much. So, I mean it's hard to get two totally 
different perspectives. But you kind of trust one more then the other, 
cause I've been with my voice teacher and I love him to death. I've been 
with him a long time. And then Mrs. T comes in and tells me things 
like, oh listen, but I really don't care what you're saying to be 
completely honest. It's not that, you can sing just as good if you aren't 
constantly dropping your jaw. Cause like he was saying that it was 
affecting me in a bad way, moving my jaw that much. But, I've got to 
just smile and nod my head at her while thinking in my opinion she's 
wrong. 
Mrs. B: Playing devils advocate here, do you think that maybe there's a 
difference between how people teach you to sing in a solo situation and 
how they want you to sing in a choir? For example, there could be two 
different interpretations of diction. Singing on a part with 15 other 
singers might mean you have to over enunciate in a way that would be 
ludicrous in a solo situation. 

13/Jean/l6 
roles/power 

Jean: I see your point, but it's not only the way she wants us to move 
our jaw to enunciate it's other things too. It's just different. I mean you 
get at one point I had another voice teacher who told me other stuff, and 
you get every body telling you stuff, and it's not really helping me, the 
choir, cause it's just adding to the noise. 
Jane: Then just do what your voice teacher tells you to do. 
Jean: That's exactly what I do. I mean I do keep in mind that she that 
she has a degree in choir. I mean it's other things it's not just that. It's 
the whole being, you know, it's the whole state that you're in. 
Mrs. B: Are you saying that you're in more of a negative state then you 
want to be in? 
Jean: Yeah and I think that going into A cappella and hopefully 
Madrigal will change that. And hopefully if I do make it into those it'll 
maybe change her attitude towards me. 

13/Jean/17 Jane: Me too. If I make it into A cappella I'll be so happy. 
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goal 
directedness 

Mrs. B: So I can tell from what you've told me that you are both 
auditioning for A cappella next year. 
Jean: That's right 
Mrs. B: What other choir goals do you have? 
Jean: Well my 4-year plan has both Madrigal and A cappella 

13/Ja/17 
goal 

directedness 

Jane: Yeah, me too. 

13/Ja/18 
task goal 

high task 
attractiveness 

Mrs. B: Imagine you are feeling successful in choir, what have you just 
done? 
Jane: I've just sung a beautiful song. 
Mrs. B: Sing a beautiful song or sing a song beautifully? 
Jane: Both 
Jean: Like the way we sounded awesome on Festival 
Jane: Yeah we sounded good! 

13/Jean/18 
task goal 

high task 
attractiveness 

Mrs. B: Jean you're feeling successful, what have you done? 
Jean: Probably, even if it's not the whole choir, maybe it's just reaching 
that note that I never could quite get before. And like singing a song 
that you like and you can tell just is the appearance that you like it. I 
mean... 
Jane: We liked Festival of Music. 
Jean: I mean we jumped around and we had fun. 
Jane: We really sang. 
Jean: After that song, I mean everybody just, felt close. We were 
honestly smiling for real that time. 
Jane: Yeah, not just because they were suppose to, we wanted to. 
Jean: Now that's what makes me feel successful, it really does. When 
you feel that you did really good when you sang that song, you know, 
that's what makes me feel good. Even if you think you know the song, 
if you think you sound great, you'll sound 20 times better you'll have 
that confidence. 
Jane: Yeah. 

13/Jean/19 
task goal 

Mrs. B: That's great. What do you consider hard work in choir? 
Jean: I guess it would be I mean everyone has trouble with certain 
things, like a lot of people do with the sight-singing and the intervals. 
Jane: Right. 
Jean: But hard work after a song basically is well you can feel exhausted 
after a song if you have expressed yourself. You know, and that's hard 
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work. I mean getting the breathing and the tonality and everything 
getting it all together I mean it's really exhausting if you put forth 
enough effort. If you give your 200% all, anything is hard work. 

13/Ja/20 
task goal 

Mrs. B: Jane how about you? 
Jane: Probably the intervals and sight-reading. It's like you hear 
everybody do the very first one then every body scatters and begin to 
drop out. So, it's really hard to keep going. 
Jean: But it's those people that keep on going that I like. [Everybody 
laughs! It's like Hey; there's more than one of me in here. 

13/Jean/20 
goal 

directedness 

Mrs. B: What do you want to be when you're done with your schooling? 
Jean: When I'm done with high school I kinda want to go Berkley 
college in Boston. 
Mrs. B: You're interested in jazz? 
Jean: Well yeah, and I heard that they do all music, all sorts of music. I 
read about them in the Smithsonian. So, something like that. I like all 
the arts not just singing. I honestly would love to go into the theater. 
Jane: Me too. 
Jean: I know a lot of the time it's not going to happen cause very few 
people make it and that discourages me but my Mom's like, you can do 
whatever you want; just go for it. I've dreamt about it all my life. 

13/Ja/21 
goal 

directedness 

Jane: I want to be a chef. 
Mrs. B: A chef? 
Jane: Yeah and eventually I want to own a restaurant. That's like my 
dream. 
Jean: That sounds like fun. 
Mrs. B: It would be. 
Mrs. B: Are you both in the Musical? 
Jean: I didn't try out, so. 
Mrs. B: Oh? 
Jean: I'm in poms so it was impossible. I think I've always been 
interested in theater. My Mom tells this story about how when I was 2 
or 3 years old and I recited Annie. The whole musical. My Mom would 
have me show off for who ever would come over. I knew every single 
word and I would get up there and sing it. 
Mrs. B: So, Why has pom poms taken priority over audition for the 
Music Man? 
Jean: Poms, because of the dancing. It's because, meeting more friends, 
getting to know people of different backgrounds, hopefully getting more 
personal relationships and they basically demand that poms take top 
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priority. Next year, I don't think I'm going to be in poms, cause I miss 
singing, I miss my life. Poms take up every weekend and I miss the 
music. I really do. And dancing is in the musical and so I don't think 
I'll miss it too much. And I really was upset when they said it was Music 
Man. I always loved that musical. 

13/Ja/22 
sense of 

competence 

Mrs. B: How about you Jane, why didn't you try out? 
Jane: I didn't think I could make it. 
Jean: She didn't have enough confidence. 
Mrs. B: Awe. 
Jane: I really didn't, I didn't think I could make it so I didn't try out. No 
big deal I mean. 
[Looking at her face it was a big deal] 
Mrs. B: Well, try out next year. You'll have more experience behind 
you. 

13/Jean/22 
task and social 

goal 

Mrs. B: What do you like best about being in choir? 
Jane: The singing. 
Jean: Well, You mean in this choir? 
Mrs. B: Yes. 
Jean: I really enjoy singing and that's why I'm in here. But the friends 
help a lot too. Even though you're singing the whole time. 
Jane: It's just the looks. 
Jean: Yeah, it really, it's going to sound really corny but I think it brings 
people together. I mean, you have to sing in here. You can't hide 
anything. And when you sing, people get totally different aspects of 
you. You know they might hate you before, but then they hear you sing, 
yeah, that's something you're good, you know, something like that. I 
mean I used to be embarrassed to sing, like in third grade I would sing 
under my breath. But my Mom was like be like, Jean you can really 
sing. And then in fifth grade I started singing in the children's choir and 
I started opening up a little bit. And it really helped to build my 
confidence. People would be like Jean you can sing. And in fifth grade 
every one would volunteer me to sing it was the lead part in the little 
play we put on. And the teacher goes, "NO! Not Jean again." [She 
laughsl 

13/Ja/23 
task goal 

Mrs. B: That's great. So from what you are both saying the next 
question was what's your favorite activity in choir? And I assume it's 
Jean: Singing the songs. 
Jane: Oh veah. 

13/Jean/24 Jean: We don't go anywhere, really but the concerts are fun. Just 
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social goal because like afterwards we all hug and say goodbye. It really shows the 
friendships. 

13/Ja/25 
roles/power 

task goal 

Mrs. B: What is the main reason you do what you're supposed to do in 
choir? 
Jane: Keep her off my back., .and because I want to. It's not because I'm 
a bad person I don't want to say that, no. I want to do it. 

13/Jean/26 
student 

reaction to 
group reward 

structure 

Mrs. B: Jean how about you, what is the main reason you do what you 
are suppose to do in choir? 
Jean: Um, Because before I almost got benched from poms because she 
gave me a 3 in citizenship. So I kinda, I kinda stopped talking a little 
bit. And I wrote her a note you know to soothe things over. And I 
guess it did. Basically it was worth it to keep her off my back. And I 
mean I love to work, I really do. But I, I mean some of the things she 
tries beating it into you. I mean, when she tells you something 50 
billion times you know it already. I'm sorry. You know, it's one of 
those things that when she starts trying to beat into you that I'm kinda 
like... 
Mrs. B: Could you give me an example of what you mean by things she 
beats into you? 
Jean: Move your mouth, everything. I mean everything 
Jane: Stand up straight. 
Jean: And she goes about crazy it. And I understand it because a lot of 
people don't do it. There's got to be some reason, something she can do 
besides 
Jane interrupts Yell at the whole class. 
Jean: Yell at all of us. You know, I mean, I'm sure she's probably tried 
to think of something, but, to correct these people, but, don't correct me 
in the mean time, I'm sorry it's infuriating. 

13/Ja/25 
task goal 

Mrs. B: How do you feel about answering her questions in class? 
Jane: I do it all the time, I don't mind. I mean I'll raise my hand you 
know several times 
[I have observed that Jane has her hand up to answer almost all 
questions asked] 
Jean: She ticks me off, just because she's paying attention to you. [This 
is clearly Jean teasing Jane] 

13/Jean/27 
student 

reaction to 
teacher low 

Jean: She doesn't ask a lot of questions, she really doesn't. 
Jane: She doesn't ask about the music [spoken at the same time as Jean's 
next line] 
Jean: Just to identify intervals, stuff like that. 
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level 
questioning 

pattern 
13/Jean/28 

roles/power 
Jean: Really! She doesn't have a lot of contact with her class. I mean, 
It's just, I'm up here. There's like a big barrier. 
Jane: Yeah! 
Jean: I'm up here, and you're back there and we do not mix. 
Jane: Exactly. 
Jean: I don't think anyone has ever gone to her for anything, you know, 
personal like when you're upset. 
Jane: And I think it's important to your students. 
Jean: Yeah, I really think that's important. Like my algebra teacher, she 
might be a little off the wall, but if something is obviously bothering 
you, she's like, are you OK? 
I think if you're going to be the teacher for a class all year you should 
develop a close personal relationship with that person. I feel like I just 
got here! And, and, and I think that's partly because she doesn't ask a 
whole lot of questions. She doesn't really seem to want to know what's 
going on. I mean, one day I was bawling in her class and she didn't say 
a word. But, I didn't expect her to, you know, it's not something that I 
was wanting pity for. But now that I'm thinking about it, we're talking 
about it, it seems like she didn't really care. And I think that that's a 
problem. I really do. 
Jane: I do to. Not only the fact that she didn't come up to you and ask; 
"Are you OK?" But she should have come up to you and ask, "Do you 
want a pass to guidance?" 
Jean: Or "Do you want to go to the bathroom?" Or, Do you want to go 
out in the hall for a minute?" I mean when I run across someone in the 
hall that's upset, and even if I don't even know them, I'll ask, "Are you 
OK?" "Can help you?" I mean, I do that to perfect strangers. 
Jane: Exactly. 
Jean: Maybe we're too caring. [They both laugh ironically] 
Jean: But still, we've been with her a half a year and she doesn't even 
care. There's no connection at all. 
Jane: Really 
Jean: I mean, I feel really bad saying this, but I can't imagine her going 
up to console a student. To give someone a hug, or hold their hand, you 
know? And that's all you need to do that would help me just hold my 
hand, you know? 
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I mean I'll raise my hand you know several times 
Jane: I'm sure she cares, but she sure doesn't show it. 
Jean: You know what I mean though, they show that they care, I mean a 
student in their class if they're upset, they pay attention. 
Jean: I think a problem with mixed choir though, I don't know about 
other schools, but I know here, it's the first choir and if you want to be 
in choir, you're in this choir. You are automatically in. 
Jane: It's a freebie. 

Social 
expectation 

Jean: Yeah, but I think she kinda that always sticks out in her mind. 
You know, you didn't have to audition or try out, you're just in here so 
you won't have to take a hard class, you don't really care. So hopefully 
if I make A cappella or Madrigal maybe like I said, maybe it'll change. 
When she sees that this is what I want. I mean I'll raise my hand you 
know several times. 
Mrs. B: So do you think this class is less beneficial to you because there 
are people in the class who don't care or [they interrupt] 
Jean: Yeah 
Jane: Yeah 
Mrs. B: Or do you think they really do care and she is misreading it. 
Jane: No, it's a problem. 
Jean and Jane say this at the exact same time: A lot of people don't care. 
J ean: I think they care that she's a little standoffish. But, I also think 
that uh maybe it's, I know a lot of students now will be ignorant where 
several years ago, maybe students would be a little more respectful. 
And that has really diminished. I mean I want to be treated as an equal, 
but in this case not as an equal. I mean I know that people being loud is 
a problem, but punish people who are being loud, not the people who 
are sitting there listening. 

13/Jean /30 
student 

reaction to 
group reward 

structure 

Jane: I mean, we're in this class just because. Not because she wants us 
here. 
Jean: But she stereotypes all of us. I think that's what she kinda does in 
her mind and I sympathize with her. But, she has to know who wants it 
and who doesn't. 
Jane: Exactly. You can tell by the way people sing, by the way people, I 
mean I want to be there, I want to be there I mean you can tell by the 
way I sing. Maybe not by the way I talk to her, or the way I look at her, 
but by the way I sing. 
Jean: She always does it, she always stands up, sings, does what Mrs. T 
asks of her and 20 times more, and got kicked out. She really does. I 
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think a lot of us do, cause I will say, yes, I have tried so hard to please 
this woman. I think I've done a lot more than most people would so I 
hope she sees that, I really do. 

Jean 
Mav 20' th 

13/Jean/31 
perceived 
options 

Mrs. B: Why did you decide to enroll in choir? 
Jean: Well it's something that I've always loved and I've been in choirs 
since I was little and all that. And I love singing and I think it's an 
excellent way to express yourself. And um, something I really don't care 
for at Midwest High is you are just put in a mixed choir. And that's 
what everybody's plunked into in the 9th grade year. I mean cause a lot 
of people don't want to be there and I think that hurts a lot of us. But 
just a lot of people don't want to express it you know? But they're just 
there because they think it's a blow off class. And it's music it's 
something I love. And even though I've had some problems with you 
know Mrs. T and stuff, but for me it's something that it's not an option 
not to do. It's something that I have to do because it's something that I 
love. 

13/Jean/31a 
social 

expectation 

Mrs. B: Thank you. If you were going to imagine the perfect choir class 
for freshmen to be put into what would it be like? 
Jean: Well, I mean, this is bad to say but I think it's kind of the 
students. I know the teachers try, they try to teach you. Like I said it's 
the people there. They think it's a blow off class. They don't want to be 
there, they don't care. And I mean, I think it's wrong to say that people, 
well I don't think those people should be here first of all. But then 
there's other people that just can't do it. But I think there needs to be a 
separation of choirs, like a more select group or something, I hate to say 
that I really feel bad about saying that. 
Mrs. B: More select right away? 
Jean: Yeah. And uh, because then I guess it's not such a hard blow 
when you get into A cappella. Cause I mean I think there should be a 
select freshmen choir or mixed choir whatever you want to call it and 
then another choir. I think there should be another choir for people that 
just love to sing and they need a fair amount of help. And that could be 
more of a training class. Cause Mrs. T expects you to know how to read 
music and everything else. And uh, I've been playing piano for 8 years 
now and I have a hard problem sight-singing and so I really feel for the 
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people who can't do it at all. Who, I know Emily, beautiful voice, was 
never, ever, expected to read music. Never learned how. And I think 
there should be divisions you know. So we all can learn these things. 
Cause Emily I know gets so frustrated with it cause she doesn't know. 
No one ever taught her. Like I said I think there needs to be separations. 
They are preventing us from learning all we can and it makes it so much 
harder on them. I mean, it would further them more if there was a class 
and they said OK, this is freshman choir your going to go through it and 
you're going to be separated and of course Mrs. T would have to have 
some help. And they could teach the more beginning students while she 
taught the others. 
Mrs. B: So are you imagining separating more by attitude or by actually 
what people know? 
Jean: Actually by what people know. Well the attitude thing, I think 
they should just be out of here but I mean that's kind of difficult. But do 
it by the level of difficulty that you are used to you know. I mean cause 
it's kind of dumb for her to tell people that this is that and I understand 
that she doesn't want to take the time to um, to teach music and all that, 
she expects us to learn that before hand but we didn't. And I would not 
know at all what I was doing if I had not taken piano for so long. But, I 
mean and I know I keep bringing up Emily, but that's because she's my 
friend and she gets very frustrated about it. Cause Mrs. T will say aren't 
you reading your music and she's like "duh". She doesn't know how and 
I feel for her so bad. She would be that much better. My opinion 1st 
semester should concentrate more on separating, helping people be the 
best you know. Now here is my imaginary program. The people that 
didn't want to be there would be out of course. 

13/Jean 31b Mrs. B: Let me ask this, how do you know if they didn't want to be in 
it? How would you determine that? 
Jean: Well I think basically Mrs. T did it first semester. The people who 
got attitudes with her-she kicked them out. They you know, totally 
displayed no effort so she kicked them out. So I guess put them in there 
and then kick them out if they don't cooperate. And I would have two 
entirely different classes, one select, one not just cause everyone needs a 
chance to sing and uh, then with the non-select I would teach them 
basics. With the select group I would divide them into the people who 
could read music and those who couldn't and then help the people. 
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13/Jean/32 
task 

attractiveness 

Mrs. B: How do you feel about the music that she picks? 
Jean: Um, some of it is a lot of fun. I know a lot of people don't like the 
"I'd Enter Your Garden" and stuff like that. I think with the tones, the 
sounds that we have some of the songs, the real structured classical 
pieces um, several we sound funny on because we have a different 
sound. It's kind of more modern, that's a weird way to put it but in my 
opinion we don't have the classical sound I guess you might call it the 
operatic sound like A cappella does. Because we don't have a lot of that 
real selectness. 
Mrs. B: And you also have 14 year olds as opposed to 18 year olds. 

13/Jean/32a 
task variety 

Jean: Right. Exactly, I guess that would come with age and learning.But 
I like the music she picks. I think a lot of people do because like on our 
bus yesterday the girls in the back were singing "Homeward Bound" and 
stuff like that. A lot of the music she picks gets you in your heart you 
know? Like the piece we sang with the seniors it kind of gets to you. I 
think she picks the songs real well. And then of course there's the fun 
light ones. She has a fun variety. I especially like the A cappella's 
songs. She has a way of showing us all our different sides. 

Emilv and Katherine 
December 13th 

18/E/l 
sense of 

competence 

personal 
experience 

Mrs. B: Do you like to sing? 
Emilv: I've been in Midwest school district's choirs since I could get 
into singing. Singing in classes and stuff, so...I've been singing for a 
long time. I might not sound like it right now; I've got a cold, but 
(pause) since like the fourth grade? Yeah, I joined the 4th and 5th grade 
choir, and I've been singing since then in the Midwest district and other 
places too. I do musicals outside and I've been doing that since age 9. 
I'm in the musical right now. 
Mrs. B: Congratulations! [The cast was just announced on that morning] 
Emilv: Thank you. I've been really fluent in musicals slash drama and 
everything. 
Mrs. B: You're interested in being onstage? 
Emilv: Mm hm. I've got a part in the musical. 
Mrs. B: Really what part? 
Emilv: Ethel Tubermyer. 
Mrs. B: That's great! Good for you. 
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18/E/2 
goal direction 

Mrs. B: What are vour plans for choir? 
Emilv: I plan to audition for A cappella choir this vear and I'd like reallv 
like to be in Madrigals. 
Katherine: Me Too! 
Emilv: So. veah I'm going to be trying out for that and uh there's uh all 
suburban choir, I made the all suburban choir. 
Mrs. B: Oh! Congratulations! 
Emilv: So. that's reallv neat so, I'll be starting that reallv soon, after the 
Christmas break. So I've got a pretty jam-packed plan for Midwest High 
and I'm planning to study to be a music teacher so. 

18/K/2 Mrs. B: So what about vou Katherine, what are vour plans? 
Katherine: I would like to be in A cappella and Madrigals too [said with 
great emphasis] I've been dancing since I've been like 3 and I'd like to 
do that. 
Mrs. B: Madrigals are like a Show Choir? 
Katherine: Yeah, thev sing and dance ...it looks like a lot of fun. And. 
I'm also have cheer-leading and that takes up a lot of my time. It's like 
7 days and every night after school. 

18/E/3 
task goal 

Mrs. B: Imagine feeling successful in choir. What have vou iust done or 
what are you doing that causes you to feel successful? 
Emilv: It's when the whole choir is harmonizing all together and it's 
just not you. Cause you might be really good at singing and you look 
around and there's usually a few people that usually don't get it but, 
when everyone gets it, and you hear that really clear sound you want to 
hear, that definently makes me feel successful. That's when you know it 
sounds good. But you don't know it sounds good until you hear 
everybody. You usually can't hear yourself when you're singing in class 
unless you're singing a solo, and then you hear people clap, that's when 
you know you did good. 
Mrs. B: Do vou sing soprano or alto? Uh...It depends on if I have a cold 
or not, I sometimes sing soprano and sometimes alto, and middle when 
theres a middle part. 

18/K/3 

social 
approval from 
teacher goal 
orientation 

Mrs. B: Katherine. same question: Imagine feeling successful in choir. 
What is it that makes you feel successful? 
Katherine: I don't know, it's like when the teacher tells vou that 
everybody sounds good because most of the time they don't really, they 
don't say you're bad, but they criticize, like tell you the things you need 
to work on. Like after the concert Mrs. T said we did a good job. Mr. 
(junior high teacher) never told us we did a good job. He would gripe 
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about if someone chewed gum, and say like you guys have to work 
harder at standing straighter, all the things he told us were bad, not good. 
Emily: You could get a choir to the point were there's nothing left for a 
choir to feel comfortable with so you've like taken everybody out. 
They're like; they don't want to be there anymore. You know, they're 
alienated. Well like every teacher has to criticize other wise we wont get 
better, and that helps a lot, but after a concert when you have already 
practiced all you can, instead of criticizing you just say, good job you 
guys, you deserve a break today. Good job, now lets watch each other 
[they watched a video tape of the concert, the following day] and let 
yourself criticize. So we watched TV and all at once we said," Hey 
look! That person was yelling at that other person, this person was 
talking, that looks stupid, and that person doesn't get mad at you but 
they're embarrassed, so they wont ever do it again. 

Emily and {Catherine 
April 2 

18/K/4 

work 
avoidance? 

[The microphone was not working, I noticed it after the first question 
and summarized what Katherine said for her verification] 
Mrs. B: I asked you if you liked to sing and you said yes you thought 
that you liked singing because it was fun. And you also said that you 
are every busy with church plays, cheerleading, swim team, volleyball 
and dance company. You also said that singing is fun and that concerts 
are cool but you weren't sure that how nervous you get for concerts 
made it worth it. 
Katherine: And all the practice too. You know what I'm saying? Just 
that little bit of time on stage, weeks of practice for 5 minutes or so of 
performing. 

18/K/4a 
roles/power 

structure 
in this case the 

student is 
objecting to 
the teacher's 
enforcement 

of her concert 
attendance 

I don't know. I don't think it is right if you were sick and couldn't 
come to the concert that night, that you fail the class cause you didn't 
come to the concert. 
Mrs. B: Oh, OK, that's right you didn't come to the concert. 
Emilv: I agree with her too because it's kinda hard on a person that's 
worked just as hard as everybody else, that's been here, and just because 
you get sick on one night and it just happens to be that particular night. 
Another thing is she didn't get the feeling when everybody clapped for 
us, we got that feeling of yeah, we did a good job but she wasn't there to 
get that 
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policy [Katherine interrupts: My head was in the toilet] 
Emilv: so she didn't get the feeling of "wow I really did a good job", and 
I really like that feeling. She never got that feeling so she's thinking 
what was the point of doing this. You know? 
Mrs. B: So let me clarify this, I understand that she lets you make this 
grade up if you complete extra live performance critiques. 
Katherine: You can only get a C though. 
Mrs. B: Are you going to do that? Do the makeup work? 
Katherine: I don't know, {turns to Emily} all those nights that you gave 
me, I can't go to any of them cause Thursday night I've got to go to my 
grandparents, Saturday Volleyball game and Sunday I have choir at a 
church and I am choreographing the entire thing by myself. 
Mrs. B: Why do you think she has a rule like that? What do you think 
the reason for that would be? Put yourself in her position a minute. 
after school and miss cheerleading or else make it up in the summer. 
Would you have taken choir if you would have made A cappella choir? 
Katherine: Because nobody would show up maybe, because as you 
notice there's nobody there. But I think if it's a logical excuse or 
explanation, I mean I also had a swim meet that night and I missed that, 
and I had a cheerleading banquet which I missed. I mean if I can't go to 
one thing my mom doesn't let me go to anything. I didn't get to do 
anything; I had to stay home because I was sick.. 

Emilv: It wasn't like you were going off to a place for fun. 
Katherine: It wasn't like I was out chilling with my friends that night or 
something like I don't want to go, you know. 
Mrs. B: Were you actually throwing up, was it that bad? 
Katherine: Yeah, I had some kind of stomach flu. 
Emilv: Well I can see where she's coming from because a lot of people 
would say I'm sick, I was sick. Oh my throat hurts. They do that in 
class all the time. They sit there because they feel like they don't want 
to sing so they use excuses like my leg hurts yet they were jumping 
around and dancing before she walked into the classroom. I mean I can 
understand why she's not being fooled by this stuff anymore because 
she's been dealing with teenagers for like so many years that it's like she 
knows all the tricks of the trade. So she's not ready to put up with our 
stuff. But yet, since she's heard all that stuff, she's therefore not going to 
believe the people that are being true, truthful but it's hard to figure out 
who's being truthful and who's not. 
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18/K/5 
goal 

directedness 

Mrs. B: Got ya, Katherine right before I noticed the microphone wasn't 
plugged in you told me that you made Girls Concert Choir and you 
decided that you were not going to sign up. And you were talking about 
the science courses you needed to take to be a doctor and that in order to 
take an elective like choir you would have to take gym 
Katherine: Yes. 
Mrs. B: So it would have been worth the sacrifice to rearrange your 
schedule to sing in A cappella but not for girls concert choir. 
Katherine: Yes 
Mrs. B: Could you tell me why? 
Katherine: I don't know, it's just that they're bad. I mean did you see 
them? I mean this choir might not be all that good but at least I'm 
learning some of the basic things but, I know like a lot of the girls in 
there and they are snotty. They think that they're the best. And they're 
going to put you down the whole time telling you that you're not good at 
all. 
Mrs. B: These are the girls in girl's concert? 
Katherine: Oh yeah. Those girls in there are very snotty. The first 
concert that we had, that Christmas Concert, Emily and I were walking 
down the hall, and this girl, I didn't know what choir she was in at the 
time, she said, "those f— in freshmen I don't know why they always 
have to get in the way" because we were getting our robes and I'm just 
like... And then they all started in with "Yeah I hate freshmen." And 
they're just all going off on us. And it's just not the kind of people I 
want to be around. And they've been in girls concert the whole time and 
they don't want to be in A cappella because they can slack off or 
something. I don't know. They can just act like themselves in there 
because there's no guys to impress and stuff. I act like myself all the 
time I don't care what anybody thinks of me. 

18/K/5a 
social 

expectation 

Mrs. B: OK. 
Emilv: Another thing is, I have two friends that are in girls concert 
choir. And like Annie, she doesn't have the worlds greatest voice but 
girls concert choir gives her a chance to stand out. But the problem is 
when you have a chance to get into A cappella choir everybody tends to 
think of girls concert choir as the fall back. If you don't make A 
cappella well there's always the "GCC" that's kinda like the bottom of 
the list kind of thing. Kind of a slap in the face like "Oh you made it 
into girls concert choir, great [her inflection was sarcastic] (she turns 
and addresses Katherine now) You know I bet you felt kinda, I would 
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have felt kinda weird. 
Katherine: Yeah 
Emilv: Yeah and you just smile and nod and say yeah, "I'm in girls 
concert choir" [again sarcastic tone] Cause you'll never hear Mrs. T talk 
about how wonderful girls concert choir is. It's all "A cappella we do 
this and we do this and in Madrigals we do this and this" So it makes 
kids, maybe if she wouldn't down on the girls concert choir maybe our 
minds wouldn't be down on them. 
Katherine: And it's hard for me, I know for me, I mean I know her 
personally because her son is one of my best friends and it's hard to look 
at her like a teacher and then I go to her house as a friend. You know 
what I'm saying? 
Mrs. B: Yeah 
Katherine: And I'm really uncomfortable with the situation because you 
don't want to be. 
Emilv: Because you don't want to act troublesome cause you'll get into 
trouble and then, you get away with more things cause you know her. 
Katherine: It's really weird because he's going out with my best friend 
so I see him like 4 times a week or something you know what I'm 
saying? 
Mrs. B: Uhhuh 
Katherine: That's the weirdest part about all of it. And I know that Kim 
is going through the same thing cause she goes to our church, Mrs. T's 
also in charge of the musical at our church. That's really hard. It feels 
like whenever we have try outs for anything there too, she does it and I 
don't know, it's like at church I get parts and at school I don't. I don't 
know. 
Emilv: You'd think you'd have benefit's, if you do good in choir she'd 
choose you here. Everyone thinks, well I think life is built on, I think 
that everyone thinks OK, I'm at the bottom of the list but if I work my 
way up I'm going to be one of those people. I'm going to be up there. I 
mean that's how we were taught, if you work hard you're going to get up 
there and you got know people to get there, that's how life really is you 
got to know the 
people, I know that's the way it is in theater you know that director and 
you've been with him before you're going to make it, not necessarily get 
parts but you'll make chorus. 

18/K/6 
student 

Mrs. B: Katherine, why do you think you didn't make A cappella? 
Katherine: There were other people better. 
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reaction to Mrs. B: The people who are successful in choir why are they 
teacher successful, what does it take to be successful? 

evaluation Katherine: They're always like on key and stuff I guess? They if she 
says sing this note they can just like shoot it out, do you know what I'm 
saying? 
Mrs. B: Yeah, they're on key, and if she says sing this note and even if 
it's a high note they can just do that? 
Katherine: Yeah, Yeah 
Mrs. B: They can match pitch, no matter where that pitch is. Am I 
putting words into your mouth? 
Katherine: No, that's what I mean. 
Mrs. B: These people that are successful can sing on key and match any 
pitch that she gives them, what else? 
Katherine: [Looks at Emily and says,"Are you thinking what I'm 
thinking?"] 
Emilv: Yeah 
Katherine: the ones that suck up. 
Emilv: It's major league I can definently tell that for the musical 
especially. Mrs. T says it's a big joke, even she jokes about it. It's a big 
joke. 
Katherine: Everybody talks about it. I have totally realized I never, I 
used to play teachers pet 
Emilv: If we didn't feel like, remember we'd have a teacher that would 
send us in the hallway to grade papers. 
Katherine: I was like Ms. Smith I don't feel like going to history can 
you get me out of that class and she was like, "sure" 
Emilv: Yeah so you do get benefit's for being polite to teachers and 
doing stuff for them all the time and for instance today, I doubt if she 
would send anybody else, well there's maybe a few other people in 
there, but I'm always the one who gets sent on errands, always. 
[Emily was late coming to the interview because Mrs. T asked her to run 
an errand] Because I behave and I do things right. So it really does 

Social matter how the student takes the fact. I mean there are lots of kids in 
expectation there that are fighting against her all the time. If they took the chance 

and thought for a minute maybe if I was quiet and went along with some 
stuff maybe I'll get benefit's out of choir, you know it's not just benefits, 
if you listen you learn how to sing too. If you talk through the whole 
thing you never learn. I mean it's listening and learning you can't just 
sing. It doesn't work. 
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18/K/6 
continued 

Social 
expectation 

Mrs. B: So {Catherine, the priority on what makes a student successful in 
choir, first you mentioned what I would label as ability. 
{Catherine: Uh huh 
Mrs. B: And then you mentioned getting in good with the teacher 
[{Catherine interrupts: that's how they mainly do it] 
Emilv: As the person I am when I listen to myself on a recorder I think 
I sound bad. But a lot of people tell me I sound good. So I don't really, 
I mean when I person sings we really can't tell if we're good or bad. We 
take it by what everyone else tells us. So when everyone tells me that 
I'm good I think that OK, I'm really good. But when I hit a recorder I 
think that "ooh that's bad". But they say I sound good so it's OK. So 
you go by that. But then the teacher's like, if the teacher knows that you 
can sing already they're not thinking about how you sing they're thinking 
about how you act. It's just if you act politely in class or not. I think 
I've heard a million times the seniors come up to me and say you have to 
take mixed choir if you want to be in A capella. And I said why? And 
they said you've got to get to know Mrs. T. That's the first thing I heard 
when I wanted to make A Capella. 
Mrs. B: OK here's a question. What is the difference between sucking 
up and just behaving the way you should behave in choir? 
Emilv: OK, Amy for instance. Do you know who Amy is? 
Mrs. B: Yes 
Emilv: She's quiet she's behaves in class but she doesn't suck up. You 
don't ever see her running errands you don't ever see her go up to Mrs. 
T and talk to her and she's just quiet and behaves. [To Katherine: don't 
you agree?] 

18/K/7 
social 

expectation 
White 

students 
"buying in" to 

what they 
perceive is the 

established 
order of things 

Katherine: Yeah and there's other kids who will bring a gift each 
holiday for the teacher. 
Emilv: Jean for instance. She has the money to do that. Her Mom does 
it mostly. But her Mom knows how the world works. And that's how 
she lived her life so she's teaching Jean. So it's kinda like how your 
family teaches you. I was never taught to bring gifts to teachers so I 
don't do that. 
Katherine: Only at Christmas and like at the end of the year. I used to 
always bring gifts to teachers but only if I like the teacher. 
Emilv: Yeah, only if you like the teacher if I didn't like the teacher I say 
it's been great working with you. Thank you. The only way I find 
myself kissing up is being polite. And sometimes I'll tell other people 
to be quiet and sometimes that is kissing up because you're helping the 
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teacher kind of thing. Or sometimes I'll find myself, "Oh Mrs.T I'll do 
that for you" before she even asks. And everyone laughs; Oh there goes 
Emily again because they know that I just want to get out of class. You 
know if people are messing around in the back and we're not getting 
anything done anyway why are you sitting there? But choir's gotten so 
much better. Where you here at the beginning of the year? The very 
beginning? 
Mrs. B: No, I started here in December, two days after your concert. 
Emilv: OK, if you thought that was bad, it was even worse at the 
beginning of the year. We have cut out maybe [turns and makes eye 
contact looking for backup from Katherine] at least 25 people from 
choir? 
Katherine: Yeah, She liked failed a bunch of people, made them drop. 
The whole room was full back then. 
Emilv: Yeah, sometimes we had to bring down more chairs. So you're 
are seeing the choir, as it's been fine-tuned and down to the last people. 
So we have been waiting and waiting for this last moment until now 
schools almost over with and now we know we're going to go to a better 
choir and we don't have to mess with it. It's kind of good that way. 
Katherine: But I don't know how to tell her I don't want to be in girls 
choir next year. I don't know how to tell her that. You know what I'm 
saying. 
Mrs. B: Do I have this correct? For you it's not worth the sacrifice of 
what you would have to do to be in it. Cause you would have to 
rearrange your schedule and not take other classes and so. 

18/K/8 
work 

avoidance 

Katherine: And then I'd have to take them in college and to me choir is 
a time for relaxation this is a fun thing to do. This isn't a thing where I 
actually have to like concentrate and think real hard. This is like a blow 
off class. This is one that if you know the basics you can do it and get 
by and if you think you're a little off you can just mouth the words for a 
little bit and get back on, you know? 

18/K/9 
sense of 

competence 

Mrs. B: OK, Do you feel good about your singing Katherine? 
Katherine: No, 
Mrs. B: Why not? 
Katherine; I don't know, it's just like, like at church choir and stuff. 
She's always playing favorites and the favorites always get the lead parts 
and then people like me get one or two small solos. You know, and I 
agree like some of them, like Luke's been on Broadway, so yeah, oh 
course he would have a big part. Every time he has the lead there's a 
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ego goal 
orientation 

guys solo it goes to Luke or Chip. You know, Chips her son so he gets, 
you know what I'm saying? It's like whereever I go it's always playing 
favorites and I'm sick of trying to be a favorite because, I don't know. 
So therefore when I don't get things like that, then I don't feel like I'm 
as good as other people. 
Mrs. B: OK 
Katherine whispers to Emilv: "Like I know I'm the best so" (she is 
smiling and teasing her) 

18/E/4 
personal 

experience 

Emilv: No! (She smiles back, and excepts the teasing) It's at play too 
when I audition 
You walk in the room and right away you'll see people walk up to the 
director right before we audition and "Hi, how are you doing. I haven't 
seen you since the last play" Luckily I'm not one of those people 
because I would feel so awkward if I was one of those people. Well 
that's why our youth theater switches directors so they don't play 
favorites all the time. So you really do get the practice of auditioning, 
not just auditioning and finding out what part you are going to get. In 
real life if you decide you are going to take this on you are going to have 
to audition when you don't know people too. At a Muny audition none 
of these people know you and it's hell standing up there in front of all 
these people cause they're all just writing stuff down, they're not saying 
anything. They're not smiling like the youth people might, "oh she's so 
cute" These people are like, this is how it's going to be do it. And they'll 
tell you right to your face, continue on, go. And that's when reality hit's 
me and I think "OK, maybe my head needs to be a little bit lower " 
Cause sometimes I do get up in the clouds and I'm like "oh this is so 
easy no problem" and then I go to Muny auditions and I get cured. 
Mrs. B: Have you auditioned for the Muny? 
Emilv: Yes, I've been in the Muny, 
Mrs. B: In what capacity? 
Emilv: Teenage chorus 
Mrs. B: cool 
Emilv: That was 2 years ago and I tried out last year and I didn't make 
it. And people were shocked but that's the way that is. They only take 
who they think is good that year and if there's some better people you 
get knocked down the list. It's a way of doing it cause that way you 
realize that you're not always the best and there's always somebody 
bigger than you cause people need that especially in plays. Everybody's 
head gets really big about themselves. It's good when people get 



550 

Table K1 

Coded Interview Transcripts, continued 

knocked down every once in a while because it makes you realize where 
you belong. 

18/E/4 
sense of 

competence 

Mrs. B: OK, So, I didn't ask you about that point blank Emily, do you 
feel good about your singing? 
Emilv: I do, but sometimes, sometimes people make me feel guilty like 
when I'm singing or what ever and I'll have somebody come up to me 
and say, "Man, you're really bad" and I'm like, thanks a lot. But they're 
no better than I am so where do they have the point of telling me. 
Mrs. B: Who's ever told you that you were bad? 
Emilv: Um, people in this choir have. I don't know their names. 

18/E/5 
ethnicity 

Mrs. B: There are people in mixed choir who you don't know their 
names? 
Emilv: I know their names but 

18/E/5 
ethnicity 
continued 

Katherine: I don't know the names of half of the people in there 
Emilv: It's the African Americans they'll come up to you, they have a 
bad attitude about everything. I mean, most of them do. I do have 
friends that don't. But, they'll come up to you and just because they feel 
bad, this is the way I look at it, they feel bad about themselves so they 
have to make someone else feel bad. So they come up to me and they'll 
be, "Girl will you shut up?" Didn't you hear them do that sometimes? 
"Girl you sing the wrong key what are you doing?" But yet I would 
never turn around and say anything about how badly they hit a note. I 
hit one wrong note. I have a loud singing voice so if I hit a wrong note 
everyone hears me. So then they all look at me and "oh my god she 
made a mistake." If they only realize how many times they make 
mistakes too. Everyone makes mistakes when where singing because 
we're learning and we don't know the notes. 
Mrs. B: Could you tell me names, remember real names will not be 
used. 
Emilv: It's just all the people around us. It was like Bonita and [turns 
to Katherine, "is that who does it?] 
Katherine: I don't know their names. 
Emilv: I don't either, I really don't. Because we don't talk to them. 
Mrs. B: I can't imagine how you can be in a class for a whole year and 
not know each other's names. This fascinates me. It's just very 
interesting. 
Katherine: You know how when you meet somebody and they say, " oh 
you go to Midwest do you know so and so?" And I'm like no. If they're 
not in my clique I don't talk to them. You know? 
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Mrs. B: But you don't know their names even if they're in your class? 
Emilv: Well it's like Katherine, Jean, I and Jack and Jim, I've known 
these guys for forever they're my best friends. So when it's time for this 
class it's like cool, I get to go see them. Cause like I barely ever get to 
see them. Cause like Katherine, she's a cheer leader I barely get to see 
Jean, because she's in roller skating and poms and I'm doing 3 plays at 
once. And we're all like you want to do something this weekend? And 
it's "sure no problem." Because we're not thinking about schedules here. 
As soon as we call each other we're like "oh, never mind." So that's 
why when we're in this room we don't have, I mean I've tried talking to 
them. But they, they're so much, I know it sounds awful, but I'm not 
prejudice what so ever, but they're so much different then we are. And 
the way their lives cause, things have happened to them that have never 
happened to me. So we have nothing in common. 
Katherine: And then they're telling us that like, 
Emily interrupts: We're bad. 

18/E/5 
ethnicity 
continued 

ethnicity and 
the seating 

chart 

Katherine: No, like one day this girl made this really rude remark to me 
and I was like it was just starting to get warm and I love spring time so I 
was wearing a dress and it was sleeveless and it was short. It wasn't a 
long one and she was like... and Jean was wearing a backless dress and 
it was wrapped around her neck and it was like sporty made out of jeans. 
And she told us that we were crazy. And if her moma was my moma 
then I'd be in my room crying because she would have hit me because 
I'm crazy for wearing this. Because they were still wearing their big old 
fluffy coats you know? Because it's too cold out there for it or 
something. I don't know she was just going on and on about it. 
Emilv: Yeah I don't understand why they wear coats all the time. 
Katherine: The way we dress is so much different. I mean, I love to 
dress up, but then somedays it's just a tee shirt and jeans, tennis shoes. 
Emilv: It's kind of frustrating because we're all trying to work together 
yet we don't really know each other very well. So it's like you stay in 
your clique and that's it. I mean I would die, did you notice her room 
the way it's set up? 
Mrs. B: I nod 
Emilv: I noticed it as soon as she put us in that seating chart. All of 
them are in the back and all the white people are in the front. 
Mrs. B: Why do you suppose it's like that? 
Emilv: Because she knows who gets along with who. She knows if she 
would put me in the middle of all of them that I wouldn't talk to 
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anybody. I mean if she wanted to punish me for talking and I talk all the 
time, I talk all the time and she doesn't move me. I don't understand. 
The one time when she said, "OK we're moving." I'm thinking great, 
now I get in trouble for talking. 
Katherine interrupts: I'm thinking the same thing. 
the middle and then she moves us back together. And it's pretty obvious 
what she's doing and it's not by voice at all because usually people who 
have a loud singing voice are in the middle 
Katherine interrupts: or in the back 
Emilv: Or in the back and I'm in the front and I'm straight in the front. 
And all of them are in the back. How are all of them supposed to learn 
if I'm on the front? Or any of the other, like Kim is a good singer, 
Katherine is a good singer, Jean's a good singer why put them in the 
front? 
Emilv: So then she started putting Katherine over there and I'm over 

here and Janet's in 
Katherine: Unless she wants the better ones in the front towards her. I 
don't know. 
Emilv: You'd think that though, another thing is people who sit in the 
back don't have a very good attention span, really. I mean I sit in the 
back of the room in Biology and I'm just, "do, do, do", [she sang that] 
like I forget. But if I'm sitting in the front I know that 

18/E/5 
continued: 

ethnicity and 
the seating 

chart 

the teacher is talking to me to my face. So that's why I don't understand 
why she doesn't put them in front because then maybe they could click 
and learn. So then maybe we could be mixed together and everything 
would be cool. I don't know why she doesn't do that either. That's just 
it's kinda weird, I just noticed that right away when she did that and I'm 
kinda like, OK. 
Mrs. B: It's interesting 
Emilv: And I bet if you watch your videos you are going to watch 
people playing around in the back, I mean, I mean in the front too. But 
not as much as in the back. 
Katherine: Except for me 
[We all laugh] 
Emilv: Yeah, except for Katherine she likes to make little faces at you. 
Mrs. B: Yeah I notice that. 
[We all laugh again] 

18/E/6 
ethnicity 

Emilv: It's kinda funny. It kinda bothers me because they're always 
talking about how this world is suppose to be all equal and everything 
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social 
expectation 

like that. But yet, the African Americans are always pointing the finger 
at us and making fun of us but when we do that it's wrong. So in 
singing it's kinda difficult. Because they point the finger at us for being 
wrong all the time. But yet they'll sit there and goof off. They don't 
take the time to be serious, you know? So that's another thing to think 
about when you are making a choir and you're putting them into places. 
That you need some people who are serious in between those people 
who are crazies. So that maybe the serious people can straighten out the 
crazies. But it's also hard because she doesn't want to punish those who 
are doing good. Be stuck in the middle of bad people. I've always hated 
that when a teacher stuck me in the middle of bad people cause then I'm 
stuck. But if you think of it in a good way, you think "oh, she's trying to 
help them" I understand, it's kinda up to the student how they interpret 
it. 

18/E/7 
student 

reaction to the 
teacher's 

goal/reward 
structure 

Mrs. B: The other thing I was curious about you all not knowing each 
others name, It's my impression that she doesn't call out peoples names 
much in class unless they're in trouble. Have I made an accurate 
assessment? 
Katherine: Right. 
Emilv: She never compliments anybody. She compliments us as a 
whole and um, I liked it when ever once in a while she had us do a solo, 
remember when she did that with that one spiritual? 
Katherine: Yeah. 
Emilv: I thought that was a wonderful idea because it made their chance 
to shine. Because it seems to me, a lot of people don't get a chance to 
be in plays or get that feeling of I did good all the time. So when people 
get a chance to do a solo and say "Hey you did a good job today, would 
you do this solo today?" And that would make people think, "Wow, she 
really did hear my voice." So now I can stand up and show the rest of 

18/E/7 
continued 

the class what she's talking about. And that's something where they 
could get a feeling of I did good, you know? 
Mrs. B: Uh huh 
Emilv: But then sometimes people take it as (big sigh) I don't want to 
and make a big scene out of it. 
Mrs. B: Yeah, there are certain people who are so scared of singing in 
public that they'd rather do anything then that. 
Emilv: Then why are they in choir? 
Mrs. B: Cause they figure they'll be singing with other people. 

18/K/10 Katherine: That's kinda me. I hide behind the piano most of the time. 
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sense of 
competence 

When it stops playing I totally soften up. I'm like, you know, the piano 
is just, like when I'm learning a song with a tape I hide behind that too. 
Emilv: I get like that too 
Katherine: Cause when I'm learning my music at home they'll be a tape 
of the words you know? And I always try to match their voice and I'm 
just going through or whatever and then I'll sing it with them. And I'll 
notice that a couple of my notes are off or something. So then I'll try to 
fix them. Cause I'll record my voice on one while it's playing on the 
other you know? I don't know it's weird. 
Me; No , I understand that. It's easy to use it as a crutch. It's hard for 
some people to get away from it. It's a matter of training and self-
confidence. 
Katherine: Yeah. 

18/E/8 
sense of 

competence 

Mrs. B: Wow this is interesting. I'm going to switch subjects slightly 
here. If you were going to rank all the students in choir where would 
you put yourself. 50 would be the best student in choir and 1 would be 
the least good student. Emily? 
Emilv: 45 

18/K/ll 
sense of 

competence 

Mrs. B: 45 OK, and Katherine? 
Katherine: 40 
Mrs. B: OK, back to Emily what criteria did you use to rank 
everybody? What was it that you judged? 
Emilv: Well, I remembered that there's always someone better than me. 
So, I put people better than me. And then I also remember that 
everybody has something that they're good at and this is the only thing 
that I'm good at. So I think I'm OK at it. So that's why I put myself in 
the 45 range. I'm kind of safe there it's a safeguard between good 
people. 
Mrs. B: Now when you're saying there's somebody better than me I 
want to know what you were actually judging? 
Emilv: Vocally. Vocally better 
Mrs. B: So you're talking about 
Emilv: Their way of enunciation. We have a lot of troubles in choir 
because of the way we speak. That's kind of a wide range question 
cause there's so many things that you have to do in music. Over all 
vocally. 
Mrs. B: Katherine what criteria did you use to rank ? 
Katherine: I don't think I'm the worst, I know I'm not the worst but I 
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don't think I'm the best either. But, 
Mrs. B: At what? The best at what, and the worst at what? 
Katherine: At singing. 
Mrs. B: At singing. At actual vocal production. 
Katherine: Yeah. Cause I know that sometimes I'm flat or I'm sharp or 
just plain old got the wrong note or singing the boys part again (we 
laugh) 
Emilv: Self-esteem plays a part here. If I was low in self-esteem than I 
would say well I tried and it was the best that I could do and well I don't 
know, Katherine do I sound OK? They'd do that. 
Mrs. B: Sure 
Emilv: It's funny. 

18/E/9 
sense of 

competence 

Mrs. B: OK good, compared to other classes how good are you in choir, 
Emily? 
Emilv: Like biology and stuff? 
Katherine: (Laughs) that's my A! 
Emilv: Choir is my best subject. The one I liked working on was 
science. But now I'm getting an F in it so I'm like ah! But it's honors 
biology and it's 
Katherine interrupts: It's a sophomore level class is what we're in. 
Emilv: It's crazy, and it's really hard and I'm doing the best that I can. 
So if I had to rate myself in biology I'd have to rate my effort because 
I'm not good in ability. (We laugh) 

18/K/12 
sense of 

competence 

Mrs. B: How about you Katherine? 
Katherine: I have an A in English and history and German. I don't 
know how I'd rank it. This to me is considered an elective. This is 
equal to like gym or foods or to like anything else. Nothing more than 
that. I don't no offense to anybody who's in the music profession. But I 
don't think I could ever make it in the music profession. So I don't even 
look at I don't look at this like being a job. You know what I'm saying, 
music being a job or something? 
Mrs. B: Uh huh 
Emilv: I do it for fun too. 
Katherine: It's more like something, this is something that everybody 
could do if they just would try. If they 
Emilv: And I heard somebody say one time that anybody could sing if 
they had the training. I mean and that's so true. I mean if someone had 
a voice teacher that came to them everyday and this is what you are 
doing wrong do this and do that. They are going to become a wonderful 
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singer. Because then they'll know what they are doing wrong and they 
can practice what they're doing wrong. Then you'll become a wonderful 
singer. But no one really, unless they are really dedicated has that much 
time to do that because they're running around with everything else to 
do. 
Katherine: Man we live in America. 

Emilv and Katherine 
April 7th 

18/E/ll 
identity 

Mrs. B: The first question I would like to ask is what person or persons 
would you most like to impress? This is a person you want to think well 
of you. 
Emilv: Well my personality, I like to make everybody happy, I want 
everybody to be happy with me that's just what I'm like. I'm a people 
person. So I think it would be everyone. I always try to make everyone 
happy. If someone's not happy I annoy them until they're happy. 
Mrs. B: Trv to 
Emilv interrupts: It's really hard to pinpoint one person because it 
depends on what I'm doing. I mean if it concerns singing which you are 
probably wondering about, it depends on if I'm auditioning and if I'm 
auditioning then I want to impress who I'm auditioning for. And I want 
them to think wow she's great. But uh, its kind of hard to impress 
people if you don't know if they are impressed are not. 
Mrs. B: OK, let me change the question. Of all the people you know, 
who has influenced you the most? 

18/E/ll 
identity 

continued 

Emilv: My parents, my parents have always been like do whatever you 
want. And uh, my parents they allow me to do a lot of things. I'm 
allowed to do what I want. I can drink. I don't smoke dope. I don't 
want to start smoking and I don't do drugs. But if I want to drink I can 
do that. Because my parents said though, you can stay out as late as 
you want but when you hit that certain time, we're not going to tell you 
need to be home we want you to be responsible enough to know when 
you should stop. And if you pass that line than you can't do it anymore. 
So that's how I was brought up. It's up to you how far you want to take 
it but if you take it too far then you're not getting that privilege anymore 
so if I do too many plays and my grades go down or I'm in too many 
choirs and my grades go down than I can't do as much anymore. So 
that's how I've been brought up. And I've always looked up to them for 
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letting me do everything and they've always been there for me. And 
they're not divorced which is really rare too. So. 

18/K/13 
identity 

Mrs. B: Well that's cool. How about you Katherine? Lets start with the 
first question first. Who would you most like to impress? 
Katherine: I don't try to impress anybody. 
Mrs. B: OK, then would you tell me who has influenced you the most? 
Katherine: I'd have to say my cousins, cause like off and on they used to 
live with us and stuff you know what I'm saying? And just like over the 
summer, I spent the whole summer at their house and stuff and like even 
still I'll go up to Indiana and spend time with them in the summer. 
Would you tell me their ages and gender? 
Katherine: Well, Kim she's 20 and Rachel is 17. And my cousin Becky 
who lives in town now, she's 23. 
Mrs. B: And you saw them a lot growing up over summers? 
Katherine: All the time they used to live like a block away and we 
would ride our bikes to go see each other so I was over there all the 
time. 
Emilv: I never had anyone to look up to. 
Mrs. B: Are you an only child? 
Emilv: No, I'm the oldest on both sides of the family and I have a 
younger brother. And so I'm the one who has to build the stamina for 
the whole kids. It's really weird because all of my cousins are following 
in my footsteps. My cousin Laura does plays, my cousin Sara does 
plays, my cousin Andrea dances and she's starting to get into singing 
stuff. And it's really weird. My brother's doing a play for the first time 
with me now. 
Mrs. B: Artistic family 
Emilv: It's really weird and I started it all up. At Christmas we put on 
plays and Laura wrote a script with me. It's fun. 

18/E/ll 
identity 

continued 

Mrs. B: The second part of this question is. Would they be impressed 
with your accomplishments in choir? 
Emilv: Yeah they're really proud of me and they know that hopefully 
I'll be getting a scholarship for singing and so they're really excited 
about that and they support me so much it's not funny. My mom drives 
me around every day. My schedule is I wake up and go to school, I go 
to play practice after school my mom picks me up we go out to dinner. 
We have to eat out because there's no time to go home and fix dinner. 
We go home and pick up my brother for the second play practice and we 
go there and it's been like that for several weeks. And I'm at play 
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practice until 9:30. Mom stays up and doesn't get to relax and has to 
come and pick me up. So she must support me a lot since she drives me 
around all the time. 
Mrs. B: So when you get your Academy Award you're going to have to 
thank her. 
Emilv: Laughs, definitely. I also thank my brother for putting up with 
me. He puts up with me all the time and the attention I get and my 
whining about stuff. 
Katherine: Mine don't. They're like, "when are you going to shut up 
with that singing?" (She laughs) 

18/K/13 
identity 

Mrs. B: Well Katherine are your cousins impressed? How do they feel 
about you being in choir? 
Katherine: I'm sure they are. Like my cousin Angela used to be in the 
Muny and 
Stuff. And we used to always go watch her and I don't know. Yeah, I 
think they would be. But I'm really impressed with them too. Cause she 
was in the Muny and stuff. 
Emilv: I did a play with her once. 
Katherine: And her brother too. But now he's all messed up. 

18/E/12 
identity 

Mrs. B: I'm sorry, but it sounds like a nice extended family. Would you 
tell me about your friends? Lets start with you Emily. Tell me what 
your friends are like, what they do, what they think is important. That 
kind of stuff. 
Emilv: I have all kinds of different friends and I've always been that 
way. I've got friends that are druggies. I've got friends that are goody 
goodies. I've got friends that play sports; I've got friends that dance. I've 
got people from plays and people at church. It's really weird because if 
I were to have a party it would be like having the whole world mixed up 
together there. I don't know if they'd all get along. 
Katherine: I've never thought of mixing my church friends and my 
school friends, it would be weird. It is weird. 
Emilv: It is weird throw a party and think what friends should I invite 
when you have such a wide range. 
Mrs. B: What makes a person your friend? 
Emilv: What makes a person my friend. Um, they have to have a sense 
of humor. 
[Katherine laughs] 
Emilv: And I pretty much take anyone that 
Katherine interrupts: It sounds like you're selling them or something. 
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Emilv: No, I do, if they want to be my friend I'll be their friend, like I've 
had some friends that a lot of people think are big dorks. And I'll say Hi 
to them maybe not be a really good friend to them but I'll respect them. 
I respect the people, that might not be like, but you should still respect 
people, that's how I feel. And if they don't respect me than I don't 
respect them. That's how I feel about my friends. If they respect me 
then we can be friends and that's cool and we go do parties and have fun. 
And they have to be polite they can't be obnoxious all the time and stuff 
like that. 
Mrs. B: So the sense of humor, respect for you and politeness is what all 
these divergent people have in common? 
Emilv: Um hum (yes) 
Mrs. B: And, what do your friends think it's cool to be good at? 
Emilv: A lot of my friends are just trying to stand out in the world. 
Everyone is trying to stand out in their own way. That's what they're 
fighting for, maybe they might be fighting to be a good soccer player or 
maybe their fighting to be a good pommy or maybe 
they fighting to be a good singer and they stand out on stage but we're 
all together in one are trying to stand out and prove that we're 
something. 

18/K/14 
identity 

Mrs. B: OK. How about you Katherine, Tell me about your friends. 
Katherine: Like what they do, what they look like? 
Emilv: Their character. 
Katherine: Oh, I didn't know if you wanted to look at their pictures (we 
all laugh) 

18/K/14 
identity 

continued 

Katherine: Sarah, Cissie and Aaron are all singers and they made 
Concert Choir at Oakville. And they sing and then, Aaron's a 
cheerleader. And Sarah thinks she could never be one, but she could. 
And she's a really good singer. So what Sarah has is singing and Cissie 
is a cheerleader and my guy friends they like to get drunk sometimes. 
Mrs. B: Are they all the same age as you are? 
Katherine: Yeah 
Mrs. B: They're freshmen? 
Katherine: Yeah and there's some sophomores. They think that 
smoking and drugs are what makes them cool. And dressing in those 
baggy jeans that hang to their ankles. I've had a few words to say to 
them about that lately. 
Mrs. B: Dressing in baggy jeans that hang to their ankles. 
Katherine: You know the ones they wear those boxers and the jeans 
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hang to down here 
Mrs. B: Oh, Yes, Yes, 
Katherine: Ugh. And then I also have friends that are models and stuck 
up goodie, goodies and that's all right. 
Mrs. B: What makes them your friends? 
Katherine: They put up with what I put them through. Because I can be 
really moody. 
Emilv: Really moody 
Mrs. B: That's what all of your friends have in common? They put your 
moods? 
Katherine: Yeah and they think I'm funny. They laugh at whatever I 
say. And like when I get really tired they make fun of me because I pick 
up this really, really, bad country accent. 
Mrs. B: The people that you named as friends you said are from 
Oakville. So then your best friends aren't really from this school then? 
Katherine: Well I've got Emily and Jean they're my really good friends 
too. But, yeah. 
Mrs. B: How did you meet the girls from Oakville? 
Katherine: They go to my church. And I met them in 3rd grade and I've 
been with them ever since. And we do stuff on the weekends from 
Friday till Sunday night we'll all be together and chill. 
Mrs. B: What kind of things do they think it's cool to be good at? 
Katherine: Whatever you can do. There's nothing like, you have to be 
good to do this, as long as you can be yourself. I mean as long as you're 
yourself. I mean cause they're not all like academically all smart or they 
wouldn't be my friends because I'm not all-smart. My brothers are nerds 
that's all there is to it. 
Mrs. B: You're brothers are nerds? 
Emilv: No, they don't look it 
Katherine: Yeah, 

18/K/14 
identity 

continued 

Mrs. B: Why's that? 
Katherine: Because they're smart. They've got like well J.B. gets A's 
most of the time. But all of his tests are A's and if he'd do his homework 
he'd get straight A's. And my little brother goes to Chamanade and he 
has straight A's at Chamanade and is in National Honors Society and in 
big whole United States he's like number 17 or something of the 
smartest kid his age in the whole United States. 
Emilv: Well, you're pretty darn smart too! 
Katherine: Yeah, but 
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Emily: You don't always apply it, your smart but you don't apply. 
Katherine: Common sense doesn't apply 
Emilv: Yeah, she has no common sense but she remembers stuff in the 
book. 

18/E/13 
self-reliance 

Mrs. B: OK. Emily what do you want to learn in choir? 
Emilv: What I can do with it after I've been through all these years in 
choir. What can I do with it now? How do I become a choir teacher if I 
want to be a choir teacher? I know theory. I know how to move notes 
and stuff around. But the teachers never teach us what we can do with 
the stuff we learn. And how it applies to our life after we're not in choir. 
So what's the point of taking the classes? 
Mrs. B: You want to know what you can do with musical training, how 
you can apply what you are learning. 
Emilv: Right. And like how afterwards if we want to do a profession in 
it what can we do? Cause most other classes have a list, they have a list 
ready to go. Here's all the things you can do with science and social 
studies. They give you a list and you can look at it and go, "Wow all 
these things I can do with something I really like." Well people who 
really like choir we never know what we can do with it. So we have to 
go with some other kind of thingee. Like a different subject or 
something. 
Mrs. B: Oh, I see what you're saying. 
Emily: And so we're just thrown up in the air with the things that we can 
do with what we're good at. 

18/K/15 
self-reliance 

Mrs. B: OK. OK Katherine, if you could choose what you want to learn 
in choir what would you learn in choir? 
Katherine: Um, What all the notes sound like because I want to be able 
to just look down at the page and be able to sing it. 
Mrs. B: Sight-singing? 
Katherine: Yeah 

18/E/13 
self-reliance 

Mrs. B: OK, there's a second part to this question. Are you able to learn 
what you want to learn in Mixed Choir? 
Emily: Sometimes we're pulled back by other students who don't want to 
do it. Like the sight-reading books I think they're really important 
because I really do need that. Because a lot of times people just hand 
you music and say learn it. And it just scares me to death because I 
can't do it sometimes. And Mrs. T tends to do that. Here, learn it. 
Cause I did all suburban choir and she handed me the music and said 
"Here learn it." and I didn't know how to do it. 
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18/K/15a 
self-reliance 

Mrs. B: Do you have a piano at home? 
Emilv: No I don't know how to play the piano. And I don't have a 
piano at home. 
Mrs. B: So how did you learn that music? 
Emilv: So how did I learn the music? I came over to her and I said, "I 
don't have a piano at home and I was wondering if you'd make a tape of 
the music and I just listened to the notes over and over and I sang along 
with the tape almost every day. And then she gave us a little class time 
to do it and there was one girl (Janet) who could play the piano. And so 
she would hit out the keys of the ones we didn't know so we figured it 
out that way. 
Mrs. B: You don't really feel like you have the ability to learn a piece on 
your own? 
Emilv: Right. 
Mrs. B: Like if somebody handed you music you would need help to 
learn it? 
Emilv: Yeah, like I'm very good at when someone plays it. I learn it 
right away no problem. But that's how everyone can do that really. But 
the hard part is trying to sight- read. And the one thing that's bad is that 
I really don't feel like we have a grip on that at all. Because everyone's 
like, "Oh, I don't want to do it". So then she doesn't want to hear us 
gripe. But that's what Mixed chorus is for really, is to teach us how to 
sight-read. She kept saying that but then she quit doing it. And that's 
kinda hard because we didn't even finish the book or anything and it's 
kinda like, OK. And I'm supposed to go into A Capella choir next year 
and be able to do it? 
Mrs. B: Katherine are you able to learn what you want to learn in there? 
Katherine: Yeah 
Mrs. B: What you wanted to learn was sight-reading and you feel like 
you are learning that in mixed chorus? 
Katherine: Yeah, I mean we don't do it all that often but it only takes 
like 5 minutes at home or something. I can bang out a few things on the 
piano but, 

18/K/15a 
self-reliance 
continued 

Mrs. B: So you play piano a little? 
Katherine: Yeah, a little. 
Mrs. B: Did you take lessons? 
Katherine: No 
Mrs. B: How did you learn how to do that? 
Katherine: When I was little we had piano and plus I have a keyboard 
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and you know those stickers you put on there to learn what the keys 
are? Well, my Mom told us that we all were going to learn piano over 
the summer. And we had to work on it. And she put those stickers on 
the keys and then we had a book that told us to push like A and so I 
know where some of the notes are. 
Mrs. B: So your mom made you learn piano over a summer one year. 
How old were you then? 
{Catherine: Like the summer between 6th and 7th grade. 
Mrs. B: That's interesting. 

18/E/14 Mrs. B: OK, another question, Emily, what do you consider hard work 
in choir? 
Hmilv: Going over one bar over and over again because one person is 
off. That makes me really angry. Or one person is sitting down so, we 
have to do it again. I mean, maybe it might be me and I get frustrated at 
myself. But sometimes I tend to get frustrated at other people when you 
have to keep doing one little bar over and over again. Because they 
don't either feel like it or they're not taking the time to do it, or 
sometimes they can't do it. And sometimes I get frustrated but I just got 
to get over it so... 
Mrs. B: So what you think is hard work in choir is having to repeat the 
music until the entire group gets it. 
Emilv: That and the first time we do it and we have to figure out what 
to do. And taking it home and trying to figure it out on your own when 
they give the music and say just learn it. That's hard work when you do 
it yourself. 

18/E/15 
task challenge 

Mrs. B: Do you work hard in choir? 
Emilv: Do I work hard in choir? Well I goof off. You've probably seen 
that on the tapes. And, but I do understand the music. I understand it so 
it's not like I'm goofing off to the extent where I'm goofing off and I 
don't know what I'm doing. I, once I get it then I'll start talking. Mrs. B: 
Why do you start talking then? 
Emilv: Because I get bored. I just get bored. 

18/E/16 
social goal 

Emilv: And plus this is the only time I ever get to see {Catherine and 
Jean and Jack and therefore, when we're all bored and we start goofing 
off. You'll sometimes see us dancing with over at each other. I mean 
making faces, just because you start to get bored with the same stuff 
over and over again. 

18/K/16 
work 

Mrs. B: OK Katherine what do you consider hard work in there? 
Katherine: Hard work, I don't like standing. You know how you get all 
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avoidance these nasty varicose veins when you get older? 
Mrs. B: [I laugh] So what you consider hard work is the standing? 
Katherine: Yeah, I hate standing up sometimes. Well most of the time 
it's OK and then she'll move on to the sopranos or something and we're 
just standing there like OK. And then like, I don't know, I'll become like 
dazed and I'll start daydreaming or something. And then she'll come up 
and like hit me on my side or something [she's referring to Emily, they 
stand by each other in class] and I'll just fall over because I've been 
standing there for so long (they laugh) 
Mrs. B: OK, So the hard work for you is the standing around. Especially 
when other parts are singing. 
Katherine: Yeah that's hard work to stand up that long. 
[I can't help myself I probably have an incredulous look on my face 
because Katherine laughs] 

18/K/17 
movement 

issue 

Mrs. B: OK, here's my confusion. You are a very physically active 
person. You dance, you do cheerleading, and you do all of these 
physically active things. It's a puzzlement to me why standing up is 
hard for you. 
[Katherine and Emily laugh] 
Katherine: Because when I'm doing everything else I'm moving, but 
just standing there, I got to move! I'm just like. 
Mrs. B: Got ya, cause you feel restricted cause you can't move? 
Katherine: Yeah, exactly! I'm just standing there and I can't move and 
I want to start like, feeling the groove of the music or something. 
Emilv: That's why everybody sways, that's why people sway when we're 
not suppose to in choir. You get antsy. You can't just stand there 
straight for more than 10 minutes. 
Katherine: Especially me, your talking about the person who always has 
to fiddle with something. I mean I'm always like. 
Emilv: And then she starts to get angry. "Stop moving guys, stop 
moving" But if you make us stand up for a straight 20 minutes of course 
we're going to start moving. Because our bodies are aching. You know 
you've got to kind of stretch your body out you know? 
Mrs. B: Yes. 

18/E/17 
roles/power 

Emilv: That's I guess part of our training is learning how to stop 
moving around and to be professional looking and you just stand up 
straight and everything like that. But she's also; you've also got to be 
understanding that let us have a choice. Like after we've been practicing 
for a while say OK guys, shake your arms, shake your legs. You know 
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cause we do that at the beginning but at the beginning we're not tired. 
At the beginning we're stretching for what reason? We're not tired we 
just got into the class. And at play practice we do that, ever once in a 
while we'll stretch and shake out. 

18/K/18 
work 

avoidance 

social 
expectation 

Mrs. B: OK. Do you work hard in choir Katherine? 
{Catherine: Yeah, I stand there (laughs) 
Mrs. B: Yeah, you stand there? 
Emilv: And sing, you sing 
Katherine: Yeah, I sing. 
Emilv: Because if you don't I poke you. 
Katherine: I know, if I'm off she starts hitting me too. 
Emilv: I can't help it. She's only a tinge off so if I poke her she's on 
key. 
[I burst out laughing and they do to] 
Emilv: So every once in a while I'll be like go! And then she gets on 
key it's great! I feel sorry because there's one girl in choir that doesn't 
sing she talk sings. She stands on the edge. 

18/E/18 
social 

expectation 
reaction to 

Ellen 

Mrs. B: How do you all adjust to her? 
Katherine: You get used to her 
Emilv: Well ever once in a while you'll see me look at her and go like 
this. (She gives a thumbs up) Because we'll be pretty high and she'll be 
down here and then if I do this (she makes the sign) at least she's talking 
high. You know. And so every once in a while I'll be like (whispers) 
"Ellen just bring it up a little" and she'll be like "oh, OK" So every once 
in a while I will say something to her but usually we just try to ignore 
her. But it's really hard and Mrs. T wonders why we're a little flat. And 
it's because she's so low down there that it's hard to find where we're 
right. 
Mrs. B: Are there people in there that mistreat her? 
Emilv: And there's a girl in the back who doesn't even sing. No, she's 
always been the smallest and a different person. 
Mrs. B: So kids don't pick on her? 
Emilv: Kids don't pick on her that much, maybe they might joke with 
her. Which is kind of ignorant. 
Katherine: Like last year. 
Emilv: Yeah they were like "Hi Ellen, how is it down there? Are you 
having a good day?" And they'd take her stuff and lift it up into the air, 
but they don't really do that anymore. 
Katherine: Like last year people were really ignorant to her and take her 
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stuff and be like "jump, jump." 
Emilv: Then she'd run and tell the teacher cause that's all she knew how 
to do. People don't do that to her as much anymore though. 

18/E/19 
social 

expectation 
reaction to 

Angel 

And then the girl in the back. She just sits there. 
Mrs. B: Who's that? 
Both: Angel 
Mrs. B: Yes [the special education student mentioned in Chapter III.] 
Emilv: And she's getting a grade for that. That's not fair for the other 
people. 
Mrs. B: Does her not singing bother you? 
Katherine: It does 
Emilv: Because why would they have people who can't do it in our 
choir and then they want us to be wonderful. There's no way. Because 
one person off usually turns another person off. Just a little bit and then 
that little bit gets further off the more people the more people you get 
closer to. But I'm glad that they get a chance to do something that they 
feel they're good at. Maybe if they're doing the best they can then that's 
good. But not everybody is good at everything. But it's also hard 
because I don't think it's fair because a lot of times Mrs. T will yell at 
other people about sitting down but she'll let that girl sit down there for 
ever and not sing at all. But she'll yell and harp and send other people to 
the office. And that makes them angry. And she wonders why they get 
upset and yell and cuss at her. Because they're frustrated and they don't 
think it's fair you know? 
Mrs. B: Yeah. 
Katherine: Well, I think that people who are challenged they should be 
treated equally. Anyway but their little private teachers don't think so. 
And she used to have like her little teacher. 
Emilv: Come in with her and that teacher would keep her, and say," 
Angel here you go" cause she really needs someone to help her cause 
she doesn't know what music we're on. I think she day-dreams lots. So 
someone's got to be there and say, "Hey you've got to do this." Since no 
one's doing that for her therefore no one's helping her out. So she's not 
learning anything at all. And what bothers me is Mrs. T doesn't do too 
much about her not learning anything at all. You know if I were a 
teacher and I had somebody in class like her I would try to take a little 
bit more time to try to help them too. You know, to keep them up to 
pace. But she really doesn't do that. 

18/E/20 Mrs. B: Thank you. OK, I have two questions that are similar that I'd 
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extrinsic goal 
orientation 

like to ask you next. The first one is "What do you like best about choir 
and the second one is "What's your favorite activity in choir" OK? So 
what do you like best about being in choir? Who wants to go first? 
Mrs. B: Emilv: The feeling you get when you've finished the show. The 
feeling you get when you know you did good when people are clapping 
and people tell you did good and all the compliments. Or just hearing it 
yourself and going, "Wow that was really good!" Or hearing the teacher 
go "That was good" without having to hear that but at the end. 

18/K/19 
work 

avoidance 

Mrs. B: [I laugh] What do you like best about being in choir Katherine? 
Katherine: It's like a relaxing hour. I've got biology next and it's way 
boring. Last hour was like sleepy hour. And then this class wakes me 
up. And then next hour is sleepy hour and the next hour is sleepy hour 
too. And the next hour kinda wakes me up and the next hour is fun 
hour. 
[We all laughed, Her voice got higher and softer with each successive 
next hour] 
Katherine: I don't know it's just like a relaxing hour, except for that 
standing part. 
[We laugh] 
Katherine: And I like watching those movies that's a sleepy hour. 
Emilv: I just wish we'd watch movies that had something to do with 
choir. Like that Bach well, some of the movies weren't too bad. But 
Katherine: I didn't like the "King and I" those test questions were too 
hard! 
Emilv: They weren't that bad get over it. 
Katherine: Like I pay attention to the people's little names. 
Emilv: You should have. That's kinda the point of the story you know. 
Katherine: I don't watch movies like that. 
Emilv: It's a musical honey. Well some of the movies didn't make 
sense. Like the Japanese one but then I thought well maybe she's trying 
to show us different music. 
Mrs. B: So you watched a movie about Japanese music? 
Emilv: About how guys dress up like girls and stuff. 
Katherine: They put on the white faces 
Mrs. B: Oh. 
Emilv: She makes us watch opera stuff. If I were her I'd be thinking of 
maybe stuff that we would actually watch and enjoy. 

18/E/21 Mrs. B: OK, well Emily what's your favorite activity in choir? 
Katherine: Movie time means sleepy time. 
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Emilv: No! I like it when we go into a circle and sing cause evervone 
gets up and even Mrs. T kinda gets happy and plays around with us but I 
like that. 
[Katherine laughs] 
Emilv: Shut up. 
[They're smiling, just teasing each other] 
Emilv: I kinda like that cause it gets vou moving. But I wish she'd do 
something where we could move. I like that one song we did. 
Katherine: The Festival of Music? 
Emilv: Yeah where we could both sine and dance. That was cool. That 
gives somebody that likes that song something to look forward to. 

18/K/20 
work 

avoidance 

Mrs. B: How about vou Katherine. what's vour favorite activitv in there? 
Katherine: Movie time 
Mrs. B: For real? 
Katherine: Yeah. 
Emilv: Yeah that's what she likes the dork. 
Mrs. B: You like movie time. OK. 
Katherine: Movie time is sleepy time. 

18/E/22 
task goal 

Mrs. B: OK. Emilv what's the main reason vou do what vou are 
suppose to do in choir? 
Emilv: mum. Cause I want us to be sood. And I respect people so if 
Mrs. T is talking you should be quiet. But, sometimes I disrespect her 
but for some reason she doesn't hate me for it so I guess I'm doing OK. 
Mrs. B: When you say disrespect her what do you mean? 

18/E/23 
task challenge 

Emilv: Talk to a friend while she's talking or when she's writing 
something on the board that she's explained for the fourth time and I 
don't understand a thing that she's saying because she's talking in a 
language that we don't understand. You just look at her, and especially 
if I've forgot my glasses I don't see anything anyway. And then you just 
start messing around cause you're bored and that just sets it off because 
then that person starts talking, then another one starts talking. 
Katherine: And then she starts veiling. 
Emilv: Right 

18/K/21 
extrinsic 

Mrs. B: What's the main reason vou do what vou're supposed to do 
Katherine? 
Katherine: Because, hum. These questions make me think. Whv do 
they do that? I don't know I guess it's the rules you gotta kinda. I don't 
know, I don't want any phone calls home. I don't want people talking 
smack about me. 
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18/K/22 
sense of 

competence/ 
student 

reaction to 
teacher's low 

level 
questioning 

pattern 

Mrs. B: How do you feel about answering your teacher's questions in 
choir? 
Katherine: I might be wrong so I don't like to answer them. 
Emilv: Most of time I'm not really paying attention so I don't really 
think about answering them. 
Katherine: She doesn't really ask questions. 
Emilv: No she doesn't. And then when she does, 
Katherine: They're tricky. 

18/E/24 
student 

reaction to 
teacher's low 

level 
questioning 

pattern 

Emilv: And I have to sit there and think about them and by the time I 
think of the answer that tall guy that sits in the front row, the black guy? 
Mrs. B: Malcom 
Emilv: He's smart and he's gonna be really good at this stuff. And so 
he's always got the answers before I can think about them. 
Katherine: Janet and Jean answer a lot. 
Emilv: Yeah, you have to know the piano. Most of the people that 
answer questions play the piano. And me I don't so I don't. 
Mrs. B: You answer pretty many questions though. 
Emilv: Well what kind of questions are they? Cause if they're about the 
music yeah I can answer them. But if they're about like time signatures 
then I can't. 
Mrs. B: Just yesterday she asked how many measures before you take a 
breath and you were the one who answered four. 
Katherine: That's because she told us that right before. 
Emilv: Well see that means we were listening Katherine. 
Katherine: Oh 
Mrs. B: You two answer quite a few questions, you two, Jean, Jane 
Katherine: Janet 
Mrs. B: Not so much, she doesn't talk so much at all. 
Katherine: She used to answer a lot, first semester. 
Mrs. B: Oh? That's interesting. 
Emilv: She's kinda going through problems though. She's been 
depressed because she thinks she's fat. Well you know us teenagers. 
We go through stages major league. 
Mrs. B: Yeah. Yeah. So both of you, would I have it right to say that if 
you are paying attention you don't mind answering questions? 
Both answer together: No, we don't mind. 

18/K/23 
task goal 

Mrs. B: Do you ever help other students in choir? 
Emilv: I help Katherine. 
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orientation Katherine: She helps me, I help her. 
Emilv: Or like what really bugs me is Mrs. T will be like, "altos" or 
whatever, "You're not doing this " and no one's listening and so I'll turn 
around and say, "Hey you guys this is what she just said, you know, and 
maybe if we do this we'll be better and they're like, "Oh, maybe that's a 
good idea" or "if you guys are going to sing soprano sing it more quietly 
so it's not so noticeable." That's one of the main things I told them 
because I mean if they are going to sing soprano then they need to be 
quieter because they have really powerful singing voices. 
Mrs. B: These are the people behind you? 
Emilv: I can say that there are three people behind me that can sing alto 
but they don't. 

18/E/25 
perceived 
options 

Mrs. B: Why are you enrolled in Mixed Chorus? 
Emilv: It's the first step to being in Madrigals and I wanted to learn how 
to read music. 
Mrs. B: Was it your idea to be in choir? 
Emilv: Yes 
Mrs. B: And you Katherine? 
Katherine: I wanted to have a relaxing hour and be with my friends. 
Mrs. B: Was it your idea to enroll in choir? 
Katherine: Yes 
[Bell Rings, I thank them for their help] 

Margaret and Cissie 

January 30' th 

14/C/l 
sense of 

competence 

Mrs. B: What role does singing play in your life? Do you like to sing? 
When and where do you sing? Do you sing for your family and friends? 
Cissie: I just sing for fun. Songs I like to hear played I'll sing to them. 
My sister does to. She does all that kind of stuff and she sings well. 
[Spoken with obvious affection and admiration] 
Mrs. B: She does 
Cissie Yeah and I like to sing. I don't go out of my way to sing in front 
of people. 
I sing in my room or in the car. 
So you like to sing. 
Cissie: Yeah, I guess [the inflection is qualifying] 
Mrs. B: You guess? In other words, am I right in inferring, that its not 
your favorite thing, but its something you do? 
Cissie: Yeah 
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Mrs. B: So you sing when you are alone. And you say that your sister 
does this too. Do you ever sing together? 
Cissie: Sometimes, only if it's something we hear playing and we'll sing 
along, usually. 
Mrs. B: So if its silent like this, and you're doing something like oh say 
homework, you don't start singing. 
Cissie: I listen to the radio when I do my homework. 
Mrs. B: OK. Do you ever sing for your family? 
Cissie: At the concerts here, and I sing in front of my sister. 
Mrs. B: How old is your sister? 
Cissie: The one I sing with is 16. 
Mrs. B: Does she go to school here? 
Cissie: Yeah, she's in the A Cappella. 
Mrs. B: So you're a freshman and she's a junior. 
Cissie: Yeah. 
Mrs. B: OK, so when I asked you if you liked to sing your answer was 
yes. But its not a "oh boy I get to sing" its more like "yeah, I like to 
sing." 
Cissie: Yes. 

14/M/l 
sense of 

competence 

goal 
directedness 

Mrs. B: OK, uh, Margaret how about you. Do you like to sing? 
Margaret: Yes. 
Mrs. B: Can you tell me about the role singing plays in your life? 
Margaret: Uh, you mean like what I do 
Mrs. B: That's part of it, is it an important part of your life, do you 
spend a lot of time doing it? Mrs. B: That's part of it, is it an important 
part of your life, do you spend a lot of time doing it? 
Mrs. B: That's part of it, is it an important part of your life, do you 
spend a lot of time doing it? 
Margaret: Uh, I've always liked singing, since I was 5 I've been in 
choirs in church or at school. And I'm planning on getting a singing 
scholarship for college. So, I mean I don't plan on having that as a 
career. I like doing it, whatever. 
Mrs. B: So you're serious about your singing. 
Margaret: Yes. 
Mrs. B: Do you take voice lessons? 
Margaret: I'm starting as soon as I can. My mom is calling people to 
find a teacher. 
Mrs. B: So, do you sing by yourself? 
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14/M/2 
sense of 

competence 

identity 

Margaret: I sing when I'm doing homework, whether there's music on 
or not. Sometimes the songs we're rehearsing in here, if my Mom wants 
to hear them I sing them for her or for my family. And like sometimes I 
sing and my sister, she says that she can't sing and so then she gets 
annoyed at me. So. 
Mrs. B: Your sister thinks she can not sing. Not you. 
Margaret: Yeah. 
Mrs. B: So she gets annoyed with your singing and she can't. 
Margaret: Yeah. 
Mrs. B: But your Mom likes to hear it. 
Margaret: Yeah, my Mom was in the Midwest choir. 
Mrs. B: Are you the oldest? 
Margaret: Well, I'm nine minutes older then my sister. 
Mrs. B: Nine months. 
Margaret: No, nine minutes. 
Mrs. B: Nine minutes? You've got a twin! 
Margaret: Yeah. She's in band 
Mrs. B: That's interesting. 

14/C/2 
sense of 

competence 

Mrs. B: I wanted to ask you Cissie, were you in choir before this? 
Cissie: Yeah, at Junior High. 
Mrs. B: Do you feel good about your singing? 
Cissie: No, Not really, I just sing along with stuff, I don't think I'm a 
great singer but, I just sing. 
Mrs. B: What gave you the idea that you weren't a good singer? 
Cissie: It never sounds like I can hit the notes. 
Mrs. B: You, yourself don't like the way you sing. 
Cissie: Yeah. 

14/M/3 
sense of 

competence 

Mrs. B: How about you Margaret? Do you feel good about your 
singing? 
Margaret: Well I don't, I wouldn't sing if I didn't like the way I sound, I 
mean if I thought that I was a bad singer I wouldn't even be in choir. 
But my Mom has been singing to me since I was little and then I sing 
along with her like at night. 
Cissie: My dog likes to sing. 
Mrs. B: Your dog likes to sing. 
Cissie: She howls like a coyote when she's happy? 
Mrs. B: What kind is she? 
Cissie: She's a Shetland sheep dog. 
Mrs. B: They are beautiful. 
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Cissie: When we get home from places, she'll be reallv happv and she 
pulls her head back and just start singing, walking around our house 
singing. 
[We all laugh] 
Cissie: And when somebody else is singing, she'll sing louder and 
longer. 
Mrs. B: All right! 

14/C/3 
sense of 

competence 

Mrs. B: Next. I'm going to ask vou to rank all the students in mixed 
chorus. 1 is the least good student and 50 is the best student. Where 
would you rank yourself? 
Cissie: I think I'd be kinda in the middle, about 25 or 30 something like 
that. Cause, I know I'm not that bad, I get some of the right notes, 
sometimes, but not all of them all the time. 
Mrs. B: So vour criterion for ranking is singing ability. 
Cissie: Yes. Cause some people thev iust sing the same as thev talk. 
they're like this (she demonstrates monotone singing) 

14/M/4 
sense of 

competence 

Mrs. B: How about vou Margaret? 
Margaret: 15.1 don't know. I guess 15. I don't know. I've never heard 
everybody in here singing. There are probably people better than me. 
Mrs. B: Do vou mean vou are the 15th best? Or do vou mean that on our 
scale of 1 to 50 you are number 15 and there are 35 people better then 
you or do you mean number 35? 
Margaret: Oh. I see. 
Cissie interrupts: 50 
Margaret: I guess somewhere around 35 or 40. 

14/C/4 
sense of 

competence 

Mrs. B: OK. Now I'd like vou to do the same thing with vour other 
classes like English and math. Where do you rank choir in comparison 
to your other classes? 
Cissie: I think its fun to sing, but it's not that big a part of mv life so it's 
not that high. 
Mrs. B: So the criteria vou are using to rank is how fun it is? 
Cissie: How important thev are. 
Mrs. B: So give me an idea of how vou would rank vour classes then. 
Cissie: English is reallv important, math is reallv important to me. Gvm 
is important, staying in shape is important. German is important even 
though I don't like my teacher, because I have a German pen pal and I 
want to be able to go over there and be able to speak to her. And science 
is really important. So the order would be English and Science, then 
math, gym, German, then choir. 
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Mrs. B: So you rank choir way down there in importance. 
Cissie: In importance, yeah. 

14/C/4a 
perceived 
options 

identity 

Mrs. B: The next question I'd like to ask you Cissie is, Why did you 
enroll in choir? 
Cissie: I like to sing and I want to be a better singer. 
Mrs. B: OK, So you enrolled in choir here to see if you could have fun 
and improve your singing. 
Cissie: Yeah, And my sister, she kinda wanted me to a lot. Cause she 
really likes to sing. That's really important to her. 
Mrs. B: That you sing. 
Cissie: Well that she sings, and she wants me to sing and stuff. Cause 
we're pretty close. 
Mrs. B: So, she wants me to be like her and stuff. 

14/M/5 
sense of 

competence 

goal 
directedness 

Mrs. B: OK, Margaret where do you rank choir with your other classes. 
Margaret: I think I'd rank it according to what is important too. 
Because all I really want to do is get through high school and get into a 
good college. So, Id go with math for first, cause its real important in 
the job I want to do. And then choir, because I'm planning on choir for 
my scholarship. Then science, English, German, history then gym. But I 
like gym a lot because I'm into sports. I'm on the volleyball team and 
I'm trying out for soccer. And I already play racquetball. I like sports; 
sports are a big part of my life. 
Mrs. B: OK. What is it you want to be? 
Margaret: A physical therapist. 

14/C/5 
identity 

Mrs. B: I'd like you to think about the people you care about and tell me, 
who would you most like to impress. How about you Cissie? 
Cissie: I don't really want to impress anybody with my singing. I 
mean, its mostly just myself. I'd like to be good at it for myself. I don't 
care what other people think about my singing. 
Mrs. B: OK that's interesting the way you answered that. I didn't ask 
who you wanted to impress with your singing, just who would you like 
to impress. But you have ESP because the second part of the question 
was very similar to what you answered. However, lets go back and just 
say in general of all the people you know who would you like to be 
impressed with you. 
Cissie: I guess my family. My 20 year old sister Helen, and my Dad. 
Would Helen and your dad be impressed with your accomplishments in 
choir? 
Cissie: I don't think they would really care. 



575 

Table K1 

Coded Interview Transcripts, continued 

14/M/6 
identity 

Mrs. B: Margaret? 
Margaret: First my mom, dad and sister and then my teachers. Cause 
sometimes just knowing that they are impressed with what I'm doing, 
like my grades, that helps out a lot. Cause if you think a teacher is 
impressed, you don't mind doing that. That's what I think 
Mrs. B: OK, would those people be impressed with your 
accomplishments in choir? 
Margaret: My teachers? Mrs. T might be, but I don't sing in front of my 
other teachers. 
Mrs. B: How about your family? 
Margaret: My mom, my mom is impressed with my singing, and my 
dad, well my mom and my dad come to all my concerts. They've been 
coming since I was little and so I think they come to listen to me. My 
sister, she's not, sometimes she comes. Ad then if she has a band 
concert she's like, "You have to come since I went to yours. So, I don't 
really think she likes to come but I think sometimes she does it like it's a 
chore. 

14/M/7 
identity 

Mrs. B: OK, Tell me about your friends. Some of the things I'd like you 
to share is their ages, gender, what kind of things they like to do, do they 
belong to things, what kind of things are important to them. 
Cissie, Would you like to go first? 
Cissie: No. 
Mrs. B: No? 
Cissie: Margaret wants to. 
Mrs. B: Margaret tell me about your friends 

14/M/7 
identity 

continued 

Margaret: Well my best friend is Nicole and she's 15 and she's really 
into sports. And she's the one that helped me in soccer. And I started 
soccer in 6th grade, well indoor soccer, and she's the one who taught me 
how to do that. And she's really involved with her family, with doing 
things with her family. And we have pretty much in common and we 
have things that are different, like singing. Then there's Katherine and 
she's 15. She's in swimming. She used to be in orchestra but she's not 
anymore. I think since she's come to high school ties more involved 
with her friends and with her boyfriend. And she's gotten involved with 
a lot of different things. Cause last year she wasn't anything like she is 
now. She's changed. And I've talked to her about that and she 
understands that I think she's changed a lot. 
Mrs. B: For the worse? 
Margaret: For the worse. 
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14/C/6 
identity 

Mrs. B: So you think she's not as serious about things that she used to 
be serious about because she's into more into her social life now? 
Margaret: Yeah. And she's into bad stuff, I mean not like bad like pot 
and drugs but 
Cissie: She's wilder than she used to be. 
Margaret: Yeah. I've known her for four years and she used to be sweet 
and quiet and now she isn't. We were close; she knew what I was 
thinking before I told her but now she's really involved with her new 
friends and her boyfriend now. But we're trying to be what we used to 
be. And Abbey Martin, she was in choir for one year, but she was only 
in it because me and Nicole were so she tried it. And she's had a lot of 
trouble with her life because her sister's boyfriend committed suicide 
and her grandparents just died and just a lot of trouble. There's Carrie; 
she's also in soccer. We're really close friends. 
And then there's Cissie across the room. [We laugh] We've known each 
other for along time. We've been friends since 6th grade and locker 
partners in 6th and 7th grade. And she likes singing and sports, and 
dogs and rabbits, she's really into the earth type thing. 
Mrs. B: The earth type thing? 
Margaret: Yeah, she likes what do you call it? 
Cissie: The environment. 
Mrs. B: Is there a common thread between all these diverse people? 
What do you all have in common? 
Margaret: Well we all, well, most of us look at things on the good side. 
Cissie tends to think she's fat or ugly but I'm trying to tell her she 
shouldn't think that way. 
Mrs. B: When you say your friends look at things on the good side, 
would it also then go to say they were positively oriented rather then 
negative? 
Margaret: Yes. 
Mrs. B: How about you Cissie? Tell me about your friends 
Cissie: I had a really close friend up until this year then she ditched me. 
And so I had to make a lot of new friends this year. My closest friend 
now, I've been friends with her for about two years. And she's really 
sweet. She's quiet until you get to know her and then she's like real 
talkative and everything. She likes sports and she's really interested in 
her religion and stuff like that. What we have in common is we have a 
lot of the same classes together and we have pretty much the same 
interests so we do things. 
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Mrs. B: What kind of stuff do you like to do? 
Cissie: Most of the time when we get together we just talk. We'll go to 
her house and swim or whatever. And my next closest friend is Nicole. 
Mrs. B: The same Nicole? 
Both: Different Nicole. 
Cissie: Nicole, she's really sweet, she's not really involved in anything. 
Her family is just like really different then mine and stuff. They just 
have different things that are important to them. And we have a lot in 
common like how our parents think our siblings are more important and 
stuff like that. And then there's Margaret and she's interested in sports 
and singing. 
Mrs. B: Did being friends with Margaret influence your decision to get 
into choir? 
Cissie: No, not really. I mean we've been friends since 6th grade but 
then she started hanging around with other people. So you developed 
the interest in choir separately but when you're in this class you find that 
you share it. 
Margaret: We'll we've been in choir together, and we've become better 
friends because of it. We found out we had things in common. 

14/M/8 
identity 

Mrs. B: OK, What kind of things do your friends think its cool to be 
good at? 
Margaret: Well, Abbey thinks school's very important. Nicole also is 
with the school, but more so sports. Catherine she used to think that 
school was important, but now I guess friends are more important to her 
now. Carrie, sports and getting along with people. Cissie I'd say partly 
school, I mean she's really good at math. She's in algebra 2 already. 
Most of my guy friends are mostly interested in sports. I haven't met 
any that are so into school. 
Mrs. B: OK, Do your friends support you being in choir, do they think 
its cool that you are in choir? 
Margaret: Well, Abbey and all of them say, oh Margaret you have such 
a good voice, a beautiful voice. But I don't think they envy me. Well 
not like, they don't think like it's a tough thing 
Mrs. B: So your friends don't think its a tough thing, but they're 
supportive of you being involved? Its not like, "oh I wish I was in 
choir". 
Margaret: Yeah. They wish they had a good voice. And since they 
don't think that they do, they support me and say that I'm going to 
amount to something in life because of my voice. But, yeah, they 
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support me with what I feel about singing. 
14/C/8 

identity 
Mrs. B: OK Cissie, How about you, what do your friends think its cool 
to be good at? 
Cissie: My friend Jill, she thinks it's really important to be good at 
school, and she's really religious so that's important. And then Nicole 
what is most important to her is mostly her friends, and school would be 
second to her. Margaret would be school and sports, but she thinks that 
school is a little more important. 
Mrs. B: OK, Do your friends think its cool that you're in choir? 
Cissie: Well my friend Jill, she likes to sing but she barely ever gets a 
decent tone. She thinks its pretty cool that I'm in it. But this usually 
doesn't ever come up with my friends or anything. 
Mrs. B: OK, so you're saying it's a non-issue, your being in choir? 
Cissie: Yes. 
Mrs. B: But you're not hassled about it. 
Cissie: No, never. 

14/M/9 
self-reliance 

Mrs. B: All right, What kind of things do you want to learn in choir? 
Margaret: I'd have to say like learning a better voice range. Like to be 
able to go higher and real low, and just learning all the basics about 
singing. Just improving on what I can do. 

14/C/9 
self-reliance 

Cissie: I'd like to be able to sing better. That's what I'd like most. And 
that's about all, just to sing better. 

14/M/10 
self-reliance 

discusses 
differences in 

social 
expectations 

of the students 
in the class 

Mrs. B: Are you able to learn what you want to learn in mixed chorus? 
Margaret: No, Mrs. T doesn't really teach that this is how you are able 
to do it because the people in our class, 
Cissie interrupts: They don't really care. 
Margaret: Yeah they don't care like. Cause like some of them 
sometimes I get mad at them. Because of the way they sing. And when 
we perform I want my parents to be proud of me and of how our choir 
sounds. And like some people don't try at all, they like fool around. 
Cissie: They just like scream loud like, la (Demonstrates in a stage 
whisper someone singing loud in a high tessitura) 
Mrs. B: Who doesn't try? 
Margaret: Tamra. I notice her cause she's right next to me. And like 
we're first sopranos and uh she can't sing high at all. And when we're 
just by ourselves it makes us sound bad cause you cant hear our parts 
and uh 
Cissie: A lot of the altos 
Margaret: Yeah, I notice like the top row of altos, Emily and Katherine 
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they are pretty committed to what they're singing. But like Jan, and 
Bonita and Celeste... 
Cissie: They mostly just scream and goof around. 

14/C/10 
self-reliance 

Mrs. B: How about you Cissie, are you able to learn what you want to 
learn in choir? 
Cissie: Not really, because there's too many people. And most people 
don't want to learn. So Mrs. T can't really control the class too much. I 
mean she tries to, but people just keep doing what they're doing. 
Talking, ignoring her and stuff so...(she shrugs) 

14/M/ll 
self-reliance 

goal 
directedness 

Margaret: That's why I'm going to take voice lessons because I cant, I 
thought when I was going to be in here that I was going to be able, I 
mean she taught us how to signt- read and intervals and stuff but she's 
not teaching the stuff that I want to learn. 

14/C/ll 
goal 

directedness 

Mrs. B: Do you have any choir plans? Cissie? 
Cissie: I think it would be fun to be in the next highest choir, A Capella. 
I think that would be fun. But, it's not like the most important thing to 
me. I mean, I'm not going to cry if I don't make it. 
Mrs. B: So, you auditioned for it? 
Cissie: Yeah. 
Mrs. B: If you didn't make it, are you going to enroll in mixed chorus 
again? 
Cissie: No, I'll just do something else. And I'll still sing with my sister 
and stuff. I have to help her practice her parts in A Capella cause 
sometimes she wants me to play them on the piano. I used to take 
lessons. 
Mrs. B: How many years did you play? 
Cissie: About two years. I just got sick of practicing all the time. But, I 
still play around on it. 
Mrs. B: But you're good enough that you can pick out your sister's part 
for her. 
Cissie: Uh huh. (Meaning yes) 

14/M/lla 
goal 

directedness 

Mrs. B: Margaret what are your plans? 
Margaret: I want to be in A Capella, definently, and I'll try out for 
Madrigal and just getting as involved as I can. 
Mrs. B: So you're planning to be in choir all four years then. That's 
probably necessary in order to get a vocal scholarship. 

14/C/12 
task and social 

goal 

Mrs. B: Next, Imaging that you are feeling really successful in choir. 
What's just happened? What have you done that made you feel 
successful? 
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Cissie: For me. I eot the right note and sane well. And I guess all the 
other people wanted to sing too. They were trying to do it right. 
Mrs. B: So vou're feeling successful because vou iust sang well and the 
people around you wanted to join in. So everybody joined in and sang 
well and that was what just happened to make you feel successful. 
Cissie: Yes. 

14/M/12 
task goal Mrs. B: How about vou Marearet? 

Margaret: I learned how to sight-read. 
Mrs. B: OK. vou're feeling successful, because vou've iust sight read 
well? 
Margaret: Like, when I got 100 out of 100 on our sight-reading test. 
Well, what happened was we did it in groups of three, me and two other 
people, Patty and Tamra, that girl I told you about. And I couldn't sing 
with them because they were singing all the wrong notes at all the 
wrong times. And at first she gave me a 0 so after class she told me to 
come in tomorrow and remind her at the beginning of class that she 
wanted me to sing over for her and then I got 100%. 
Mrs. B: That made vou feel successful 
Margaret: Yeah. 

14/C/13 Mrs. B: What do vou consider hard work in choir? 
Cissie: I guess it would learning the intervals. I mean. I know a lot of 
them, but sometimes I get confused. 
Mrs. B: Do vou work hard in choir? 
Cissie: Well. I don't know. I mean cause there's so manv people that 
don't really care. I mean, why should I try my very best when they're 
not. Well, then I do try like in class, but I don't like go home and 
practice. 

14/M/13 
task goal 

social 
expectation 

Mrs. B: What do vou consider hard work in choir Margaret? 
Margaret: Like what I think is hard? 
Mrs. B: Yeah. It's like to get this I need to work, this is hard work when 
I'm doing it. 
Margaret: Well its not reallv mvself. its iust getting the choir to sound 
good, like, uhm, like when the people next to me are messing around, 
sometimes I sing like louder and then they like calm down and they're 
like oh well. And then, I don't know, well sometimes they join in and 
then they really try. But getting the choir to sound good is hard work. 
Getting everybody to work together and try. 
Mrs. B: So the answer to the question do you work hard in choir is? 
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Marearet: Yes. 
14/C/14 

task goal 
Mrs. B: The next two questions are similar but not the same. The first 
question is what do you like best about choir and the next question is 
what is your favorite activity in choir? Because you can like something 
that's not an activity. 
Mrs. B: What do vou like best about being in choir? 
Cissie: I guess the concerts and practicing for them. Cause a lot of 
them will actually practice and try to do well so they don't look stupid in 
front of so many people. 
Mrs. B: OK. And what's vour favorite activitv in there? 
Cissie: I guess just singing. 

14/M/14 
task goal 

Mrs. B: OK. Margaret what do vou like best about being in choir? 
Margaret: Being in choir? 
Mrs. B: Yes. 
Margaret: Being able to sing for people, and sing mv best and show 
them what I can do. 
And I think my favorite activity in choir would just be singing through 
one song without having to go over it like millions of time. I just to be 
able to sing like, free. 

14/C/15 
task goal 

Mrs. B: What is the main reason vou do vou do what vou're suppose to 
do in choir? 
Cissie: Because I want to be a better singer. 

14/M/15 
task goal 

Mrs. B: Margaret, how about vou? 
Margaret: Because, first of all I like to sing. And then I'm ham>v with 
what I've done. And if I don't do what I'm suppose to then, then I could 
fail. And then I wouldn't be able to sing in another choir. Because they 
would look at your previous choir grades. 

14/C/16 
sense of 

competence 
ego goal 

Mrs. B: How do vou feel about answering vour teacher's questions in 
choir? 
Cissie: I don't like being singled out cause I'm reallv scared that I won't 
do well. I know that there are a lot of people that know the stuff better 
then I do. I just; I don't like being called on. 

14/M/16 
student 

reaction to 
teacher's use 
of low level 
questions 

Mrs. B: How about vou Margaret, how do vou feel about answering 
Mrs. T's questions? 
Margaret: Well like when she asks about intervals? Cause that's 
basically her only questions or just reviewing. Usually I, I don't want to 
answer them. 

14/M/17 Mrs. B: Margaret I haven't asked you this question yet, "Why did you 
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perceived 
options 

enroll in choir?" 
Margaret: I really like to sing. Singing is important to me, being in 
choir is important to my future plans. 
[the bell rings] 
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