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The purpose of this study was to compare personal investment levels among 

nonmusic major piano students in the contexts of portfolio and teacher-directed 

assessment. Three problems were addressed: 1) identifying students' perceptions of 

direction, persistence, continuing motivation, intensity, and performance in the context of 

teacher-directed goal setting, choice of instructional activities, and evaluation of 

performance; 2) identifying students' perceptions of the five personal investment 

behaviors in the context of portfolio assessment; and 3) comparing student perceptions as 

identified in problems one and two. 

Fifteen nonmusic majors studied private piano with me as the teacher. Teacher-

directed assessment took place during the Fall semester, portfolio assessment during the 

Spring semester. For the first semester, I set learning goals based on introductory 

interviews. The second semester, students set their own goals, learning activities, and 

evaluation procedures in collaboration with me, and determined their final grade 

according to pre-established criteria. 

Students' personal investment levels were identified using a survey instrument 

administered before and after portfolio assessment. The students' responses to the 

questionnaire showed statistically significant increases in the personal investment 



r 

behaviors performance (jd < .006) and intensity (2 < .03), indicating that the students felt 

they improved as piano students and put more energy into their piano study in the 

portfolio context. An increase in continuing motivation and decreases in persistence and 

direction were not significant. The survey results showed a significantly higher 

(g < .001) student involvement in setting goals, choosing learning activities, and 

establishing evaluation procedures with portfolio assessment than with traditional 

assessment in private piano lessons. 

The study provided a new context for the successful application of Maehr and 

Braskamp's Personal Investment Theory. Results of the study also corroborate previous 

research that suggests portfolio assessment fosters motivation and student ownership of 

learning. The study presents portfolio assessment as a viable alternative to the traditional, 

teacher-directed assessment used with nonmusic majors in private college-level piano 

lessons. 
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CHAPTER I 

RATIONALE, PURPOSE, PROBLEMS, 

DEFINITIONS, AND DELIMITATIONS 

To measure motivation, proponents of personal investment theory look at the way 

individuals choose to invest their personal resources of time, ability and energy. Maehr 

and Braskamp (1986) suggest that variations in five behavioral patterns are indicators of 

levels of motivation: direction; persistence; continuing motivation; intensity; and 

performance. These constructs provide the variables by which we can make inferences 

regarding a person's level of motivation. Using Maehr and Braskamp's theory of 

personal investment as a basis for observing motivational changes in music students, it 

was the purpose of this study to investigate the relationship between piano students' 

levels of personal investment and goal setting opportunities in the context of portfolio 

assessment. This purpose is in line with research suggested by Nelson (1994) and Wilson 

(1993) who have noted that research focusing on students' perspectives in connection 

with portfolio assessment is much-needed. In addition, the theoretical framework for this 

study is supported by Tappe (1987), who proposed that further inquiry should be made 

using personal investment theory or its component constructs in additional contexts, and 

that the inquiry be conducted from the students' perspectives. 



Rationale 

Student assessment has become a major issue in education today (Haury, 1993; 

Stewart, 1993; Wolf, LeMahieu, & Eresh, 1992; Worthen, 1993). Alternative 

assessments such as open-ended problem-solving, computer simulations, notebooks, 

journals, student/teacher interviews, and lab reports are being used in an attempt to 

portray a more complete picture of student achievement than is possible by more 

traditional assessments such as standardized tests (Cole, 94; Hamm & Adams, 1991; 

Herman, 1992). Public demands for accountability, the negative consequences of 

teaching to the test, and increasing criticism leveled against standardized, basal, and 

teacher-made tests have led to a call for assessment which focuses on students' processes, 

products, and performances (Cole, 1994; Worthen, 1993). 

According to Cramer (1993), traditional evaluation values the result rather than 

the learning process. Among the negative results of placing priority on the formal, 

competitive evaluation of end-products is the lowering of intrinsic motivation (Stipek, 

1993). Therefore, forms of assessment are being devised which accept diverse ways of 

demonstrating competence (Newmann, 1991), and move away from summative 

evaluations to more formative assessment practices. These procedures document the 

entire learning process and assist in the improvement of performance through self-

evaluation (Valeri-Gold, Olson, & Deming, 1992). Such assessments make use of both 

quantitative and qualitative information gathered over time in order to facilitate student 

self-evaluation. To completely understand the learner and the learning process, it is 



crucial to know how students set goals, formulate learning agendas, internalize skills, 

reflect on their learning, and assess their success (Colwell, 1994). 

Recent developments in alternative assessment models have sought to take these 

questions into account by focusing attention on the student rather than the teacher as the 

center of educational practice (Cox, 1983; Creider, 1981; Deutch, 1979; Evans, 1993; 

Herman, 1992; Roberson, 1987). Reflecting the need for assessment alternatives that 

meet such criterion, the National Board for Professional Teaching Standards has called 

for assessment practice that is student-centered and knowledge-based (Moss, Beck, Ebbs, 

Matson, Muchmore, Steele, & Taylor, 1992). At the forefront of this alternative 

movement is portfolio assessment, which seeks to improve learning through increased 

student involvement in the evaluation and learning processes from the initiation of goals 

to the evaluation of performance. (Gates, 1994). 

Portfolios: Student-Centered Assessment 

Gronlund (1981) believes that genuine evaluation improves learning by clarifying 

intended outcomes, providing short-term goals, giving feedback about learning progress, 

making available information for overcoming difficulties, and selecting future learning 

experiences. These components are echoed by Hamm and Adams (1991) in reference to 

portfolios, who feel that portfolio assessment helps students assess their own progress; 

analyze, clarify, evaluate and explore their thinking; organize, predict, and reflect on 

what they are learning; and build self-confidence. According to Paulson, Paulson, and 

Meyer (1991), a portfolio "provides a complex and comprehensive view of student 



performance in context. The student is a participant in, rather than the object of, 

assessment" (p.63). Portfolios are a natural component of student-centered curricula and 

evaluation because the focus is on the student rather than the instructor (Dickson, 1991; 

Stewart, 1993). Having a sense of control over one's life by taking personal responsibility 

is an important source of motivation (deCharms, 1976). Because the assessment of work 

included in a portfolio belongs to the student in a way that traditional assessments do not, 

and because progress is demonstrated toward self-determined goals, students are likely 

to become excited, committed, and empowered by the process (Mills-Courts & Amiran, 

1991). Frazier and Paulson (1992) believe that this self-evaluative aspect of portfolio 

assessment encourages ownership, pride, and high self-esteem when used in writing 

classes. In her work with portfolios, Wilson (1993) found that empowering students to 

assess their work led to increased confidence in writing. 

When given the opportunity to be an active participant in the entire learning 

process, students learn to integrate past and present in order to plan for the future 

according to their perceived needs. Focusing on the students' perspective means giving 

them the power to set goals and make decisions about how best to reach those goals 

(DeFina, 1992). Portfolios permit the instructor to take into account the differing 

educational goals of students. Portfolios encourage students to examine previous 

experiences, make revisions, and chart their course for future learning. In reference to 

adults using portfolios, Sheehan and Dempsey (1991) state that: 



Adult learners gain fresh insight into their knowledge, skills, and 

academic goals. By identifying and clarifying experience, and by making 

appropriate connections between prior learning and current academic 

programs, they discover how the past and the present converge to give 

meaningful structure to the future, (p. 121) 

The process of formulating personal goals is at the heart of the student-centered nature of 

portfolio assessment. This key component is addressed in the next section. 

Goal setting in portfolio assessment. One of the primary purposes of portfolio 

assessment is to give students a central role in setting goals they deem important, and to 

assist them in evaluating their progress toward those goals. Eiriksson (1995) believes 

that portfolios should be goal-based, because this leads to a continuous evaluation of a 

student's strengths and weaknesses in light of established goals. According to Lylis 

(1993), goal setting as part of portfolio assessment helps students be more task-oriented. 

Students know what they are working towards and focus on devising and revising 

strategies which will help them achieve their goals. Cole (1994) found that the process 

of self-reflection involved in portfolio assessment encourages students to set goals and 

make revisions over time. Because the goals they set belong to them, students feel a 

strong sense of ownership and personal investment towards the learning process (Lylis, 

1993). 

Goal setting can have a positive influence on students' attitudes toward learning. 

According to Crooks (1988) and Ryan (1982), giving students a degree of autonomy 



regarding learning activities and objectives is important in fostering intrinsic motivation. 

Roberson (1987) believes that the aspect of participative goal setting in portfolio 

assessment can be a powerful motivator for students. This influence on students' 

attitudes can be seen in the work of Jones (1995), who found that portfolios increased her 

students' levels of confidence, and Wagner (1993), who noted that "portfolios seem[ed] 

to have had a positive effect on the students' perceptions of themselves and their ability 

to self-assess their strengths" (p.92). 

This study looked at three aspects of goal setting involved in the portfolio 

experience. The first to be considered was setting personal goals. With portfolio 

assessment, the teacher serves not as an overseer but as a collaborator who works with 

the student in establishing goals (DeFina, 1992). By empowering students to set learning 

goals, portfolios allow students to take a proactive stance regarding their education 

(Hansen, 1992). Setting goals gives students a sense that their work belongs to them and 

that they have a direct interest in reaching those goals (Mills-Courts & Amiran, 1991). In 

consultation with their teacher, students help establish criteria for determining what will 

go into the portfolio. The contents of the portfolio serve as concrete evidence of growth 

as students strive to achieve the goals they have set for themselves. 

Once learning goals have been established, student and teacher share the 

responsibility of fulfilling them. This next step, determining learning activities, is 

crucial in terms of taking responsibility for one's learning (Short & Kauffman, 1993). 

Crooks (1988) suggests that allowing a degree of student autonomy in choosing learning 



activities is a key factor in fostering intrinsic motivation. At this point, students 

determine what steps they must take in order to successfully attain their goals, as well as 

reflect on the possible consequences of their actions. As students think about different 

ways to handle a task, they must think critically about that task and therefore are more 

likely to learn from it (DeFina, 1992). With the teacher's help, they should be 

encouraged to devise appropriate plans for improvement and development. 

A third aspect of goal setting is sharing the responsibility for the evaluation of 

student success in achieving personal goals. According to Chancer (1993), a key 

element of portfolio assessment is providing students a context for self-assessment. With 

portfolios, students help establish the standards by which their work will be evaluated 

(DeFina, 1992). In some cases, students are given established criteria and asked to rate 

their own performance according to those criteria. Wagner (1993) found that one of the 

benefits of student involvement in portfolio assessment was an improvement in one's 

ability to assess one's own work. Hetterscheidt (1992) suggests that student self-

evaluation in portfolio assessment transfers ownership of the learning experience to the 

rightful owner: the student. In keeping with the student-centered quality of portfolio 

assessment, the instructor may allow students to propose their own final grade, based on 

the agreed-upon evaluative criteria (McClelland, 1991). 

Referring specifically to piano students, Lorenz (1986) has stated that "goals for 

the music student in piano lessons should be based not always on our [the teachers'] 

values, rules, and expectations, but also on the student's musical interests" (p.28). 
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Because portfolio assessment empowers students to establish their own goals, make 

decisions about how goals will be attained, and determine how progress toward the 

achievement of those goals will be assessed, employing it in applied college piano 

instruction may result in higher levels of personal investment than would the traditional 

method of evaluation in applied study. 

Personal Investment Behaviors 

Student involvement is at the heart of portfolio assessment, and observing 

behaviors which reflect an individual's level of involvement in an activity is central to 

personal investment theory. The five behavioral constructs which comprise Maehr and 

Braskamp's theory of personal investment are described below. They will be used for 

observing changes in behavior which reflect student levels of personal investment in the 

context of portfolio assessment. 

Direction involves choices one makes regarding a particular task. When a person 

has a set of possibilities for action and chooses to attend to one thing and not another, 

then the inference made is that the individual is motivated to participate in that activity as 

opposed to another. For example, when a student chooses to practice the piano rather 

than go to a movie with friends, one can infer that motivation plays a role in that choice. 

When Robert Schumann gave up law to pursue a career in music, the fact that he chose a 

certain course of action when another was available allows one to make inferences 

regarding Schumann's motivation. 



Persistence has to do with the amount of time invested in an activity. Like 

direction, choice is involved in the sense that the individual chooses to continue 

consistently in a line of activity. If Student A chooses to practice instead of going to the 

movie (Direction), and practices one hour, that behavior may indicate less motivation 

than Student B who makes the same decision but practices three hours. Observations 

about continuous activity are an important indicator for making motivational inferences. 

In contrast with persistence as measured by continuous activity, Continuing 

Motivation is observed when an individual returns to a task after an interruption. Those 

who display continuing motivation may not only return to an activity, but also may take it 

home with them after hours, do extra credit work, or get additional schooling. They 

appear driven to complete an assignment, or to pursue a course of study that was merely 

introduced in a classroom situation. A student who practices before dinner and returns 

for an additional hour's work after dinner is exhibiting Continuing Motivation. As Maehr 

(1974) says, "It is this tendency or predisposition to continue working at a task or to 

attempt, on one's own, new but related tasks that we refer to as 'continuing motivation'" 

(P-71). 

The fourth indicator in Maehr and Braskamp's theory is Intensity, which refers to 

the amount of energy expended in pursuit of an objective. A highly motivated student 

will invest more mental and physical energy in an hour of practice than a less motivated 

student during the same time period. Variations in activity level are an indicator of 

motivation. However, as the authors point out (p.5), intensity level is a more complex 
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and less reliable indicator than direction and persistence. Physiological factors, the 

nature of the task, or other external factors may affect the intensity level, making 

inferences regarding motivation more difficult. 

The final behavioral factor involved in making motivational inferences is 

Performance. If an increase or decrease in performance behavior cannot be explained by 

the acquisition of a skill or by physical factors such as illness, then motivational forces 

may be involved. Improvements in a student's sight reading, technique, or performing 

ability, for example, may be due to higher motivation on the part of the student to 

improve in these areas. Maehr and Braskamp point out that choice, persistence, and 

intensity are likely to be reflected in performance, as well as acquired skills and ability. 

For the purposes of this study, performance will be used to express self-reported behavior 

as indicated by 1) the degree to which a student feels goals have been achieved; 2) the 

grade a student expects to receive for the semester; and 3) whether the student feels 

improvement has been made overall as a piano student during the course of the semester. 

Although it is not a "pure" measure of motivation, performance is "often the bottom line 

in the rationale for studying motivation" (p. 5). 

All five constructs and their related behaviors work together to produce a degree 

of personal investment, or motivation. A teacher would like to see a student make 

appropriate choices, stick with the task, expend a sufficient amount of energy to 

accomplish the task, and work at it when the teacher is not present. Adopting these 
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behaviors would result in improved performance by the student. The extent to which 

these indicators are present determines the motivational inferences that can be made. 

Maehr and Braskamp argue that any discussion about motivation really refers to 

the behavior patterns described above. The authors' theory holds that these behaviors 

"indicate how and the degree to which individuals are investing themselves in a given 

activity" (p.6). The way that a person invests time, talent and energy in a project suggests 

the extent to which that person is motivated. 

Portfolios in Private Piano Lessons: A Preliminary Study 

Portfolio assessment has received support from music educators because it is 

easily adapted into music education as a tool for formative evaluation (Goolsby, 1995). 

In the private lesson situation, music students can participate in setting musical goals for 

themselves while taking a positive role in determining instructional activities designed to 

facilitate achieving those goals. Items such as audio and video recordings, written tests, 

computer printouts, self-evaluations, peer evaluations, and teacher evaluations can be 

placed in the portfolio to show evidence of growth. 

In preliminary work using portfolio assessment with nonmusic major college 

piano students, I found responses to a questionnaire indicated that portfolios gave 

students a feeling of being in control in regard to setting their own goals, determining 

learning strategies, and evaluating progress toward achieving goals. In addition, students 

felt a greater sense of responsibility for their own learning than with a teacher-directed, 

summative assessment in the form of a final grade. Student responses indicated that as a 
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group, they put more time and effort into their piano study when involved in portfolio 

assessment. 

One student wrote that she liked setting her own goals, and that she had never had 

the opportunity to do so before in this setting. Establishing her own goals made the 

learning experience more personal because she could "see what the end result was rather 

than trying to guess why my instructor was having me do something a certain way." 

Another student felt that her experience with portfolio assessment was a positive one 

because she could set visible goals and methodically work on them. In her view, "it was 

better than my lessons before because I had little steps along the way towards an overall 

goal." According to Stipek (1993), a student's willingness to persist on tasks and focus 

on problem-solving strategies is a consequence of self-efficacy- that is, whether a 

student feels capable of succeeding. Portfolio assessment shows promise in fostering self 

efficacy, an important component of motivation. One student commented that the 

personal responsibility for one's learning inherent in portfolio assessment was motivating 

and would benefit him after formal schooling was ended. 

The students' responses to this preliminary investigation indicated that 

involvement in goal in the context of portfolio assessment may encourage and motivate 

students when compared with teacher-directed assessment. The positive comments 

received indicated that further research into the motivational qualities of portfolio 

assessment in private piano instruction among nonmusic majors at the college level 

was warranted. 
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Purpose, Problems, and Questions 

The purpose of this study was to compare personal investment levels among 

nonmusic major piano students in the contexts of portfolio assessment and teacher-

directed assessment. In order to fulfill the purpose of the study, the following problems 

and questions were addressed: 

Problem One 

To identify students' perceptions of direction, persistence, continuing motivation, 

intensity, and performance as a reaction to teacher-directed goal setting, choices of 

instructional activities, and evaluation of performance. 

Questions: 

When goals, instructional activities, and evaluation of student performance were 

set by the teacher: 

a. To what degree did the students indicate they had a choice in those decisions? 

b. How much time did the students practice as indicated by the practice record? 

c. Did students return to practicing after an interruption of their regular 

practice time? 

d. In their own judgment, after an interruption of their regular practice time 

did students attempt new or related tasks such as outside reading or listening 

to relevant recordings? 

e. How much effort did the students, in their own judgment, expend during 

practice? 
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f. How did the students rate their own performance? 

Problem Two 

To identify students' perceptions of direction, persistence, continuing 

motivation, intensity, and performance as a reaction to personal involvement in goal 

setting, selecting instructional activities, and evaluating performance. 

Questions: 

In response to being involved in establishing personal goals, instructional 

activities, and performance evaluation: 

a. To what degree did the students indicate that they had a choice in those 

decisions? 

b. How much time did students practice as indicated by their practice record? 

c. Did students return to practicing after an interruption of their regular 

practice time? 

d. In their own judgment, after an interruption of their regular practice time 

did students attempt new or related tasks such as outside reading or listening 

to relevant recordings? 

e. How much effort did the students, according to their own judgment, expend 

during practice? 

f. How did the students rate their own performance? 
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Problem Three 

To compare students' reported levels of personal investment as identified under 

(l)and(2). 

Questions: 

a. What differences, if any, existed in students' indications of having control in 

making choices in terms of setting goals, instructional activities, and evaluation 

of student performance? 

b. What differences, if any, existed in the practice records of the students? 

c. What differences, if any, existed in students' behavior in terms of returning 

to practicing after an interruption of their regular practice time? 

d. What differences, if any, existed in students' behavior in terms of 

attempting new or related tasks such as outside reading or listening to relevant 

recordings after an interruption of their regular practice time? 

e. What differences, if any, existed in students' indications of effort expended 

during practice? 

f. What differences, if any, existed in students' ratings of their own performance? 

Definition of Terms 

1. In this study, personal investment expresses "the underlying meaning of the 

disparate behavioral patterns commonly associated with motivation" (Maehr & 

Braskamp, 1986, p.6). 
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2. Assessment refers to the "means and tools used to gather information about 

students and their achievement" (Goolsby, 1994, p.2). 

3. Evaluation is "a systematic process of determining the extent to 

which instructional objectives are achieved by pupils" (Gronlund, 1981, p. 5). As a part 

of the assessment process, evaluation is the process by which judgments and decisions 

about students are made using the results of assessment (Goolsby, 1994). 

4. Direction refers to the choices an individual makes when faced with a set of 

possibilities for action. 

5. Persistence describes that aspect of behavior having to do with the amount of 

time invested in an activity. 

6. Continuing motivation is observed when an individual returns to a task after 

an interruption. It is a tendency or predisposition to continue working at a task or to 

attempt new but related tasks. 

7. Intensity refers to the amount of physical energy expended in pursuit of an 

activity. 

8. Performance is used to describe an increase or decrease in the ability to 

demonstrate the desired behavioral activity. 

Delimitations 

This study involved non-music majors studying applied piano at a small liberal 

arts university. Therefore no generalizations can be drawn to the larger population. 



CHAPTER II 

RELATED LITERATURE 

Issues central to the background of this investigation were (a) personal 

investment theory as an operationalized instrument for making motivational inferences, 

and (b) the purported advantages to students resulting from the use of portfolios as an 

alternative form of assessment. The suitability of personal investment theory as a 

paradigm for research in the area of motivation had to be substantiated by the literature. 

The benefits of portfolios to students have been extensively noted in speculative articles, 

but the need existed to carefully examine these claims in the light of acceptable research. 

Therefore, the review of literature focused primarily on two relevant areas: 1) research 

using Maehr and Braskamp's theory of personal investment as a theoretical framework; 

and 2) research which sought to determine student responses to the use of portfolio 

assessment in the classroom. 

Personal Investment Theory 

Maehr and Braskamp's (1986) theory of personal investment was originally 

applied to the study of motivation in connection with job performance. Maehr (1984) 

also brought his ideas on motivation to bear in the school setting. Intended to encompass 

a broader framework than the currently popular approach of investigating achievement 

motivation, personal investment theory grew out of research on social motives in order to 

17 
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provide a viable perspective for educational research. The term "personal investment" 

was chosen "to reflect both the phenomenological nature of the constructs employed as 

well as the emphasis on choices, values, and intentions in the broad arena of life" 

(Maehr, 1984, p. 117). 

The theory is based on the premise that the study of motivation begins and ends 

with the study of behavior. Rather than approach motivation from the traditional 

perspective of studying internal cognitive processes, personal investment theory seeks to 

make motivational inferences from behavior which is "observable, objective and 

quantifiable" (Maehr & Braskamp, 1986, p.9). The theory focuses on the direction of 

that behavior, i.e., the choices and decisions one makes while pursuing a course of 

action. By noting the choices and resulting behavior of an individual, motivational 

factors can be discerned (Suddarth, 1988). 

Maehr suggests that there are five types of identifiable behavior patterns that can 

lead to making motivational inferences. The study of motivation begins with 

determining the existence and variation of these behavior patterns. According to Maehr, 

the goal of motivation research is to "understand, predict, and explain such variation and 

existence" (Maehr, 1984, p. 118). These five behaviors are direction, persistence, 

continuing motivation, intensity, and performance. These variables demonstrate how a 

person invests available resources of time, talent, and energy, with the understanding that 

there are quantitative and qualitative differences between individuals, particularly when 

making cross-age comparisons. Maehr argues that it is these behavioral patterns that 

practitioners are talking about when referring to motivation. Identifying motivation with 
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these behavioral patterns allows the practical as well as the theoretical demands of 

motivation theory to be met. 

Several studies from different disciplines have used personal investment theory as 

a theoretical framework. The earliest was by Tappe (1987), who examined the 

motivational characteristics of community health education interns and the situational 

factors which influenced these characteristics. Subjects were students who had 

completed their coursework and were ready to begin their internship experiences. The 

researcher developed an Intern Inventory of Personal Investment for her study consisting 

of 170 Likert -type items, which was mailed to 77 students. Return rates were 71.4% for 

the pre-intemship inventory, and 61.0% for the post-internship inventory. 

Tappe concluded that personal investment theory "provided a successful 

framework for the study of the motivational characteristics of community health 

education interns. The personal investment approach allowed for the delineation of the 

motivational characteristics of interns and internship contexts" (p. 132). Tappe suggested 

that further research be conducted to determine other contexts in which the theory, or its 

component constructs, may be used. She also believed that personal investment theory 

should be used to study the internship experience from the students' perspectives. The 

fact that Maehr served on the doctoral committee for this study suggests he concurs. My 

study aims to incorporate the intent of both Tappe's suggestions by using the behavioral 

components of personal investment theory to examine student motivation in the context 

of student-centered assessment in piano lessons. 
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Suddarth (1989) employed personal investment theory to examine the variables 

that influenced the personal investment of elementary principals. Suddarth used a 

modified form of Braskamp and Maehr's (1985) operationalized measurement 

instrument, Spectrum, to assess the components of the personal investment theory. 

Spectrum is a 200-item self-report instrument designed for business and industrial 

organizational development which seeks to measure the personal incentives that motivate 

individual workers, the opportunities workers have for fulfillment in their present jobs, 

and the culture of the organization as a whole. 

One criticism of the study lies in the low return rate of the instrument. Suddarth 

used a stratified random sample of 600 elementary principals in Illinois. Only 266 

(44.3%) of the questionnaires were returned. Another problem is its unfocused purpose. 

At one point, the researcher stated that "the purpose of the study was to test the personal 

investment theory of Maehr and Braskamp" (p. 12). Later, we read that "this study was 

designed to investigate the personal investment of selected elementary principals in the 

state of Illinois in their jobs" (p.36). Testing the personal investment theory itself would 

be an entirely different study from an investigation of the personal investment of selected 

elementary principals; the latter would assume that the theory has been previously tested 

and found acceptable for research purposes. Judging from the reported results, it is the 

second purpose that the researcher pursued. 

The research questions involved determining the profile of elementary principals 

with respect to personal incentives, job opportunities, culture of the district, job 

satisfaction, and commitment as measured by Spectrum. On the measures of personal 
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investment, Suddarth found that elementary principals were no more or less satisfied 

with their jobs than the normative population as measured with Spectrum by Braskamp 

and Maehr. The principals did, however, express a significantly greater commitment to 

their jobs (p < .05). In addition, the job opportunities and the culture of the organization 

were considered more important in eliciting the personal investment of elementary 

principals than were the personal incentives of the job. 

Several researchers have investigated personal investment theory as a predictor 

of future behavior. Duda and Tappe (1988) used the theory to determine predictors of 

physical activity in a sample of 47 middle-aged and older adults taking part in an 

organized exercise program. Personal investment hypothesizes that the meaning of an 

activity to an individual will determine the level of involvement in that activity. Using 

self-report measures, the researchers looked at three components of meaning: personal 

incentives for exercise, perceptions of sense of self, and the congruency between the 

exercise program and the participants' incentives in order to predict future exercise 

activity. Each of the components significantly (ranging from p < .01 top < 07) predicted 

expected physical activity. The more closely aligned the exercise program was with the 

personal incentives of the participants, the more motivated they were to participate. The 

researchers concluded that personal investment theory successfully predicted exercise 

behavior and expected future involvement in physical activity. 

Duda, Smart, and Tappe (1989) studied the predictive validity of personal 

investment theory in the context of athletic injury rehabilitation. Forty volunteer male 

and female intercollegiate athletes from 6 universities with sports-related injuries were 
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studied to determine social-psychological variables which best predicted adherence to a 

rehabilitation program. Personal incentives were measured by items from Maehr and 

Braskamp's (1986) Inventory of Personal Investment which were re-worded to adapt to 

the sport setting. Results supported the theoretical assumptions underlying personal 

investment theory. According to the researchers, "athletes who were less self-motivated 

were more likely to miss scheduled appointments and less likely to complete their 

prescribed exercises and exert maximal effort while performing those exercises" (p. 378). 

Differences in adherence to rehabilitation were reflected in the personal investment of 

individuals, as manifested by variation in goal-directedness, or the tendency to set and 

strive to achieve personal goals. The researchers reported that "the results of this study 

support the application of personal investment theory as a motivational framework for 

research on adherence to athletic rehabilitation" (p. 379). 

Leivadi (1994) compared personal investment theory with Bandura's social 

cognitive theory to determine which was the better predictor of physical activity 

participation for subjects involved in a Fitness for Life Program at the University of 

Connecticut. Data from the 417 adult volunteers were obtained using questionnaires. 

Social cognitive data came from a 9-question survey which also included free response 

answers. Personal investment was assessed using the Personal Incentives for Exercise 

Questionnaire (Duda & Tappe, 1989a), which uses 48, 5-point Likert items to assess 10 

categories of personal incentives related to exercise. Cronbach alpha reliability 

coefficients ranged from .74 to .92. Leivadi found that social cognitive theory accounted 

for approximately 2% of the variance in physical activity participation, while personal 
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investment theory accounted for 17% of the variance. Although neither theory explained 

a large amount of variance in physical activity participation, the theory of personal 

investment was more effective in predicting physical participation activity than social 

cognitive theory. Leivadi concluded that it may be more advantageous to adopt the 

theory of personal investment mechanisms for future study. 

Stonecipher (1991) employed personal investment theory to determine the 

factors that influenced the motivation of health behavior. Any of the 5 purposes of the 

study could have served as the basis for a separate investigation, but the most important 

ones seemed to be 1) to determine differences between participants and nonparticipants 

of a worksite health screening regarding health practices and health-related motivational 

characteristics, 2) to predict health practices based on motivation characteristics, and 3) 

to determine if participation in a worksite health screening changed health related 

motivation characteristics or health practices. For her study, Stonecipher constructed a 

General Health Personal Investment Questionnaire (GHPIQ) consisting of 121 Likert-

type items. Subjects were 419 volunteers at a small midwestern manufacturing company 

which employed 456 people at the time of the study. 

Several factors shaped the results of the study. As the author stated, "All 

conclusions based on the results of the data must be made carefully" (p. 111). Limitations 

included: the majority of the subjects were males; 88.4% of the employees completed the 

pre-screening, 54% participated in the actual health screening, but only 53.2% completed 

the post-screening; lack of interest, minimal reading skills, and comprehension 

difficulties potentially affected the validity of responses to the GHPIQ; and only three 
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components of personal investment theory were utilized in the GHPIQ. Furthermore, had 

the GHPIQ been pilot-tested, the results might have been more meaningful and a better 

completion rate achieved. In spite of these limitations, Stonecipher concluded that 

"personal investment theory provided a successful framework for the study of general 

health motivational determinants of employees" (p. 110). Personal investment theory 

appeared to be moderately successful in predicting health practices of employees, 

accounting for 31.5% of the variance in employees' health practices. The theory also 

accounted for 60.5% of the variance between participants' and nonparticipants' behavior. 

In Stonecipher's opinion, using personal investment theory as a framework to guide 

systematic investigation facilitated the identification of interventions which may 

effectively prevent premature mortality and enhance the quality of life for employees. 

Kasimatis (1993) conducted a study designed to test a process model of exercise 

adherence. Kasimatis based her model on the theory of behavioral change of Bandura 

and the motivation theory of personal investment. The study proved somewhat difficult 

to analyze, due in large part to the fact that the rationale and literature review were 

combined in the first chapter, with no clear presentation of the purpose, problems, or 

questions to be addressed. Furthermore, several of the premises were not referenced, 

weakening the assumptions about the necessity for her investigation. For example, 

statements such as "Much of the research on this topic has been conducted without regard 

to similar work in other fields," "This research has not been theoretically driven; rather, 

it has been driven by practical concerns," and "Beliefs can be defined as expectancies 

about a given behavior, object, or situation," are presented on page 2 without any support 
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from the literature. In spite of these initial shortcomings, Kasimatis does provide some 

useful information as a result of her study. 

Subjects were 36 female and 13 male undergraduates recruited by posted 

advertisements on the Purdue University campus. The subjects' exercise goals were 

determined by questionnaire, followed by the development of an exercise plan for each 

individual. The subjects' behavior was closely monitored in order to determine the 

psychological factors which may contribute to adherence to an exercise program. 

Perhaps the clearest explanation of the model employed for explaining these factors is 

the following: 

This model suggested that initial exercise relevant goals, self beliefs 

regarding exercise, and beliefs about exercise would each influence 

the amount of subsequent exercise. Amount of exercise was then 

expected to have a positive effect on perceived outcomes of exercise, 

which in turn were expected to influence goals, self-beliefs, and 

exercise beliefs at the next time period, and so on for five two-week 

periods, (p. 79) 

Results showed that the best predictor of exercise was not relevant goals, but 

rather the degree to which subjects felt that the exercises they engaged in were the right 

ones to help them achieve their goals. Kasimatis found that the relation between goals 

and exercise as explained by her study was not predicted by personal investment theory. 

There was a significant (p < .01) relationship between goals and amount of exercise for 

the first six weeks of the ten-week study, but the relationship dropped off to almost zero 
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by the end of the investigation. The researcher suggested that the long-term nature of the 

exercise goals listed by the participants might explain why the subjects' motivation was 

not related to goals by the end of the study. According to Kasimatis, setting and attaining 

short-term subgoals may lead to increased motivation and greater task persistence. In 

this study, those whose goals were very important to them did exercise more than 

subjects whose goals were less personally valued, a result in line with the expectations of 

personal investment theory. 

Reiger (1991) examined whether the independent variables of gender, age, race, 

and/or years of experience affected the motivation of public school employees. Results 

showed that no significant relationship existed between motivation and gender, age, or 

race. The only significant (p < .05) correlation was found between motivation level and 

years of experience. Reiger noted, however, that "motivation began to decline after 10 

years of service, and continued to decline after 20 years of experience" (p. 57). The 

author's findings on the relationship between age and years of experience agreed with 

Maehr and Braskamp's research. However, the finding of no relationship between 

gender and motivation differs from Maehr and Braskamp's contention, who suggested 

the existence of such a connection. Reiger believed the discrepancy was due to the fact 

that his subjects were teaching professionals, while Maehr and Braskamp studied 

management professionals. In terms of the overall use of the theory, Reiger concluded 

that "this study overall agrees with Maehr and Braskamp's assessment that motivation as 

a process can be categorized as an ongoing stream of behavior" (p. 65). 
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A number of problems affect the credibility of this study. For one, the researcher 

received only a 23.3% return rate for his questionnaire. In addition, his assumption that 

public school employees "possess the typical characteristics of all public professionals" 

was not validated, and no caution was given about generalizing his conclusions to the 

general population of public professional employees. The fact that the New Jersey 

school district from which he drew his sample was, at the time, on a three-year probation 

for failing to meet state administrative and educational standards certainly limits the 

generalizability of his findings. 

Using Reiger's research as a model, Cuttita (1992) sought to determine if the 

variables of gender, age, race, and years of experience influenced the motivation of 

professional police officers. Cuttita sent a questionnaire to 150 police officers in 

Burlington County, New Jersey. The return rate was 56%, or 84 questionnaires. Results 

showed no significant relationship between any of the independent variables and 

motivation. The study is troubling from the standpoint of the amount of word-for-word 

copying from Reiger's research throughout this report. Since Reiger served on Cuttita's 

dissertation committee, it is presumed that Cuttita was granted permission to borrow 

page after page of identical material. Given that assumption, Reiger's work should be 

present in the reference list, but it is not. The lack of original effort in Cuttita's 

investigation is a matter of concern and calls into question the integrity of the research. 
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Portfolios as Student-Centered Assessment 

The use of portfolios grew out of a widespread movement to portray a more 

complete picture of student learning and growth than is possible with standardized or 

norm-referenced assessment models (Elbow & Belanoff, 1986). Traditional forms of 

assessment measure the cognitive domain and concentrate on the end result rather than 

the learning process itself. Portfolios have the advantage of documenting the entire 

learning process (Cramer, 1993). This concentration on student learning necessitates that 

the student becomes the focus of the assessment process (Dickson, 1991). As Evans 

(1993) notes, the student has increasingly become the center of education, with the focus 

shifting from teaching to learning. From this rationale for portfolio assessment derived 

several important purposes: 1) to examine growth over time; 2) to develop a sense of 

process; 3) to create means for student self-evaluation; 4) to help students and teachers 

determine and set individual goals; 5) to empower students; and 5) to provide real-life 

learning opportunities (DeFina, 1992). Each of these purposes speaks to the student-

centered qualities which lie behind portfolios as an alternative assessment procedure. 

Newmann (1991) believes that students should be given responsibility for 

planning, executing, and evaluating their own work. Because the portfolio is a collection 

of students' work that represents their interests, goals, understanding, and growth, 

students become involved in the entire assessment process (Gelfer & Perkins, 1992). 

According to Gates (1994), the active role students play in the portfolio process provides 

a systematic way to motivate students to improve the quality of their work. 
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Paulson, Paulson, and Meyer (1991) have noted the depth of student involvement 

in portfolio assessment. Students engaged in portfolios participate in "selecting contents, 

the criteria for selection, the criteria forjudging merit, and evidence of student self-

reflection" (p.60). Selecting work samples that display effort, achievement, and growth 

for inclusion m the portfolio helps students evaluate their progress and set future learning 

goals, a process that Tierney (1992) believes gives students a more complete 

understanding of their abilities, a greater appreciation of themselves, and a stronger 

commitment to learning. 

The student-centered quality described by Paulson, Paulson, and Meyer is 

perhaps the most motivational aspect of portfolios, a premise supported by the research 

of Deci and Ryan (1987). They believe that intrinsic motivation is by definition self-

determined. Benner (1972) notes that if motivation is viewed from the learner's 

perspective, the learner is never unmotivated. The more autonomous an individual's 

behavior is, the more that behavior is connected with the personal valuing of goals. 

Portfolios have the advantage of permitting students to become an integral part of the 

assessment process by engaging in self-determined behavior (Gelfer and Perkins, 1992). 

Rather than maintain the passive role often taken by students, portfolios engage learners 

m selecting items for the portfolio in terms of who they are and what those items say 

about their personal growth (Hansen, 1992). Selecting items for inclusion in the 

portfolio requires students to take an active role in their education as they set goals and 

plan learning activities for themselves. This principle is underscored by Maehr (1974), 
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who notes that motivation is a matter of "providing the proper match between situation 

and person" (p.49), a function well-served by portfolio assessment in the learning 

environment. 

Bringing students into the assessment process is intended to address the 

uncertainty students often feel with traditional evaluative procedures. Elbow and 

BelanofF (1986) have written that evaluations and judgments, from the students' point of 

view, are "accidents of teacher's personalities" (p.338). This criticism has been directed 

against evaluation in the applied music arena by Peretz (1988), who notes that most 

applied music students are evaluated according to the subjective judgment of the 

instructor. According to Col well (1994), evaluation in music performance has often 

been unsystematic, leaving students uncertain as to exactly what is required of them. He 

believes that students must be told what is being assessed, and should be made aware of 

the criteria and standards which constitute good performance. According to Cramer 

(1993), this a priori specification of evaluative criteria enables students to recognize and 

achieve high quality work. In portfolio assessment, evaluation procedures are negotiated 

with the students at the beginning of the process so that they understand what criteria will 

be used to assess their performance. The result of this collaboration is that students are 

deeply involved in evaluating their own strengths and weaknesses in a specific way under 

the guidance of the teacher (Johnson, 1994). Portfolio assessment has provided a 

systematic form of evaluation which motivates students to improve the quality of their 

efforts (Gates, 1994). 
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An important motivational aspect of student-centeredness in portfolio assessment 

is the involvement of students in establishing their own goals. With portfolios, students 

play an integral role in setting goals, choosing learning activities designed to attain those 

goals, and evaluating progress towards the goals' successful completion. As Roberson 

(1987) notes, giving students control in establishing goals is a powerful motivator. 

According to Eiriksson (1995), students engaged in portfolio assessment should specify 

goals to be attained in a specific time frame. Once the goals are negotiated with the 

teacher, the student is the primary author of the portfolio. By engaging in the process of 

choosing goals, students are compelled to reflect on their work and make revisions in 

their goals as they pass through the learning process (Evans, 1993). According to De 

Fina (1992), as students work towards fulfilling their goals, they become aware of the 

learning processes involved in their development, and incorporate them in future 

endeavors. In connection with applied music, Lorenz (1986) believes that goals in piano 

lessons should consider the student's musical interests, not just those of the teacher. 

According to Ryan (1982), allowing students to make these kinds of choices increases 

intrinsic motivation. 

In order to address the issue of goal setting in applied piano, Brandstrom (1995) 

conducted a study in which 53 university piano students of varying skill levels were given 

the opportunity to develop self-formulated goals, determine self-activity, and engage in 

self-evaluation. The researcher was the sole teacher in the study. Subjects listed their 

goals at the beginning of the semester and estimated their success in achieving those 
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goals at the end of the term. The self-formulated goals consisted of qualitative goals 

(areas for improvement), repertoire, and time spent on their piano studies. Students 

evaluated the three elements, and in addition composed self-reflections about their work. 

Results of the study as reported are rather vague, perhaps due to the unfocused 

nature of the purpose statement: "The purpose of this paper is to discuss what happens 

when piano students set their own goals" (p. 18). During the first year of the 3-year 

study, 84% of the subjects had a positive experience and opinion of the project as 

indicated by self-reports. Second- and third-year responses were 93% and 73% 

respectively. Over the course of three years, 90% of the subjects felt they had a "great 

influence" on course content (p. 18). A post-project survey of 51 of the participants 

conducted by an outside investigator obtained similar results. Seventy-one percent of the 

participants had a positive or very positive attitude toward the project, 12% had a 

negative or very negative attitude, and 17% reported a neutral attitude. Eighty-four 

percent reported that they had a strong or very strong influence on course content. 

Perhaps more importantly, "most of them" felt that having that responsibility was a 

positive experience (p. 19). When asked if they felt that their piano skills had improved 

as a consequence of the project, 55% of the subjects responded positively and 45% 

responded negatively. The researcher observed that the students worked more 

energetically; her "impression" was that they "probably" learned more music and 

improved the quality of their playing. Differences in results between beginning and 

advanced students were not reported. In spite of the apparent lack of rigor in this study, 
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it is worth noting that the majority of students perceived goal setting and the 

corresponding responsibility as contributing to a positive learning experience. 

Establishing and refining goals means that the student must reflect on and 

evaluate the work contained in the portfolio. Frazier and Paulson (1992) believe that the 

greatest asset of portfolios lies in self-evaluation, which leads to ownership, pride, and 

high self-esteem. Hammer (1972) agrees, stating that students' evaluations of their 

performance should be considered in the assessment process. This same principle 

applies to the self-evaluative nature of portfolio assessment. With portfolio assessment, 

students are intensely involved in the whole evaluation process, which means they have a 

feeling of being in control of their own learning (Hicks, 1993). Paulson, Paulson, and 

Meyer (1991) maintain that reflective self-evaluation is a major factor in students taking 

charge of their own learning. In their view, effective portfolios must contain information 

showing that a student has engaged in self-reflection. Evaluation is something "done by 

the student, not to the student" (p.61). 

The process of reflection requires students to analyze progress towards personal 

goals as well as the learning processes involved (Jones, 1995). Reflecting on their 

development gives students an increased investment in classroom activities and a greater 

sense of responsibility for their own learning (Lylis, 1993). Without reflecting on their 

learning, students often make unproductive choices (Short and Kauffman, 1993). It is the 

self-reflective activity involved in portfolio assessment which makes a portfolio more 
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than just a folder of student work (Johnson, 1994). Mills-Courts and Amiran (1991) echo 

the importance of this self-reflection to the learning process: 

Most of the best research on cognitive development suggests that it is 

extremely important to create situations in which students must think 

about their own thinking, reflect on ways in which they learn and why 

they fail to learn. It's clear that the more students are aware of their 

own learning processes, the more likely they are to establish goals for 

their education and the more deeply engaged they are in those processes. 

(p. 103) 

As has been indicated, there are many references in the literature regarding the 

positive contributions to the assessment process resulting from the use of portfolios in the 

classroom. There are numerous articles containing anecdotal evidence which claim 

benefits to students such as increased motivation, greater self-directed learning, and 

improved self-assessment (Bergamini, 1993; Frazier& Paulson, 1992; Hicks, 1993; 

Gates, 1994; Gelfer & Perkins, 1992; Metzger & Bryant, 1993; Mills-Courts & Amiran, 

1991; Paulson, Paulson, & Meyer, 1991; Valeri-Gold, Olson, & Deming, 1992). Specific 

linkage to motivation has frequently been discussed regarding portfolios (Bergee, 1993; 

Creider, 1981; Crooks, 1988; Peggie, 1982; Roberson, 1987; Ryan, 1982; Stipek, 1993; 

Swang, 1993). Research which seeks to corroborate the beneficial claims made for 

portfolio assessment referred to in this chapter is still in its early stages, a situation 

reflected in the fact that much of that research is qualitative in nature. However, actual 



35 

research into the influence of portfolio assessment on students themselves is limited. The 

next section reviews the findings which have emerged from both qualitative and 

quantitative research into portfolios as a student-centered form of alternative assessment. 

Research on Portfolios and Student Outcomes 

According to Wilson (1993), few research studies exist which have addressed the 

value of portfolio assessment from the student perspective. Nelson (1994) concurs by 

pointing out that although portfolio assessment is highly valued as an authentic way to 

assess writing, research into the ways in which students understand portfolios is rare. 

Among the dissertations to date involving portfolio assessment, portfolios are tangential 

to the main purpose in 13 of the studies. Fourteen studies deal with the practical aspects 

of developing portfolio models or implementing portfolio assessment into the 

curriculum. There are 12 studies focusing on the effect of portfolio assessment on 

teacher practice or instruction, or the use of portfolios in teacher training programs. The 

remaining dissertations concern themselves primarily with the influence of portfolios on 

students, or students' responses to and perceptions of portfolio assessment. It is the 

results of these studies which are addressed in this review. 

Wilson (1993) conducted a qualitative study in order to determine the value 

students placed on writing portfolios in high school writing classes. Subjects for the 

study were 17 eleventh-grade students who were involved with the project for one 

semester. Data were collected by a teacher-researcher and an outside observer. A cross-
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case analysis of portraits of individual students derived themes, categories, and properties 

that described students' reactions to the portfolio experience. 

Wilson concluded that students developed goals derived from their own sense of 

what was important to them. The process of reflection involved in portfolio assessment 

led to setting future goals for growth by providing a personal criterion that the writers 

wished to achieve. In addition, students were empowered (defined as being able to do 

something they previously could not) by the portfolio process to assess their own writing. 

According to Wilson, students are "empowered" when they are able to do something 

they previously could not. The subjects reported that assessing their own work led to 

increased confidence as writers. The personal interest students had in writing evidenced 

itself in the decisions about topic selection and their confidence about writing. Students' 

interest was also manifested in the time and effort they invested in their work. 

In another qualitative study, Wagner (1993) sought to examine the changes in 1) 

7th-grade students' perceptions of themselves as readers and writers, and 2) their ability 

to self-assess their strengths and weaknesses in reading and writing. The researcher used 

an intact class of 10 males and 9 females who had scored above the 82nd percentile on 

the reading and language subtests of the Standford Achievement Test. Each student also 

had a teacher recommendation and/or a parental request to enroll in the class. Wagner 

acknowledges that the results would have been different had a less homogeneous group 

of students been chosen for the study. The subjects kept a process portfolio for one 

semester. At the end of the term, they constructed showcase portfolios containing their 
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three best pieces of writing as well as a written self-evaluation for each piece chosen for 

the portfolio. Data triangulation was executed through observations, interviews, and 

document analysis. 

Results showed that 5 of 19 students improved their self-perception as readers. 

"Nearly half' of the students improved their self-perception as writers (p. 74). Wagner 

believes the greater improvement in students' self-perceptions as writers than as readers 

was due to bias toward writing in the portfolios. The students did not maintain reading 

records, and they did not evaluate their reading while using portfolios. Wagner 

concluded that "portfolios allowed the students to increase their ability to self-assess their 

strengths and weaknesses in writing" (p.85), and that "maintaining portfolios seem[ed] to 

have had a positive effect on the students' perceptions of themselves" as writers (p.92). 

In addition to the positive effects on students' self-perception and ability to assess their 

own work, Wagner cites portfolio assessment as "a viable alternative to formal testing 

because portfolios provide a rich source of information about students' ongoing 

development as readers and writers that cannot be found in number or letter grades" 

(p. 116). 

Jones' (1995) sought to "1) compare the accuracy of portfolio assessment to the 

accuracy of the City University of New York Writing Assessment Test (WAT) in 

determining ESL students' progress in ESL and college-level courses and their retention 

and graduation rates at the Borough of Manhattan Community College; 2) determine if 

portfolio assessment is a viable replacement for the WAT, and if so, 3) develop a plan for 
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the implementation of portfolio assessment in the ESL classes throughout the City 

University of New York" (p. 12). Jones compared pass rates of ESL students in portfolio 

and non-portfolio classes, examined the effect of portfolio assessment on retention rates 

of ESL students, and compared the grade point averages four semesters later of students 

who exited from portfolio versus non-portfolio classes. Of the eight research questions, 

the one which posed the greatest relationship to my study was the research question 

dealing with the advantages and disadvantages of portfolio assessment from the students' 

point of view. Jones obtained her data from school records as well as well-tested 

questionnaires sent to 156 students and 22 teachers. Return rates were a low 40% for the 

student questionnaire and 57.9% for the teacher questionnaire. Variables not controlled 

for in the study included the number of credit hours taken, motivation, tutorial assistance, 

and extra curricular commitments. 

Except for those at the beginning level, results showed that students in portfolio 

classes had significantly higher (p < .05) pass rates than students in non-portfolio classes. 

The students also maintained their grade point averages at rates not significantly 

different from those who exited ESL classes on the basis of the WAT. Students' personal 

reactions to portfolio assessment turned out to be very positive. Responses to the student 

questionnaires indicated that portfolios built students' level of writing confidence, a 

finding which agrees with Wagner's (1993) study of 7th-grade students. When asked if 

they felt more confident in their writing as a result of being in a portfolio class, 36.5% 

responded "often", and 43.6% said "definitely yes". When asked if their writing 
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improved in the portfolio class, forty-two point three percent answered "a lot" and 38.5% 

said "definitely yes." Responding to the question of whether they did a lot of writing as a 

result of being in a portfolio class, 87.8% answered "often" or "definitely yes." Results 

from the teacher questionnaire showed that 85.7% of teachers strongly agreed that 

portfolio assessment encouraged students to write more, 100% agreed or strongly agreed 

that portfolios encouraged students to take responsibility for their own writing and 

learning, and 61.9% said students definitely put more time into their work when they had 

a part in choosing and shaping topics, as is the case with portfolio assessment. Jones 

concluded that portfolio assessment should replace the WAT in the City University of 

New York system. 

Johnson (1994) used qualitative and quantitative procedures to evaluate the 

implementation of a student portfolio model in four secondary vocational education 

classrooms. The four volunteer teachers attended a two-day workshop at which they 

were trained in the use of portfolio assessment. Of the three specified objectives of the 

study, the one pertinent to my own research is the goal to "assess the implementation of 

student portfolio assessment in terms of student and teacher outcomes" (p. 13). Data 

from the students were obtained by a survey instrument containing 16 Likert scale items, 

3 open-ended questions, and 1 question for additional comments. Only means and 

percentages were reported for the 16 items. Although a 5-point scale was used in the 

survey, only "agree," "uncertain," and "disagree" were reported in the tables. Each 

classroom is presented as an individual case study, which means that the data were not 
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combined but rather presented in four tables representing the four classrooms. The 

quantitative data were not compared, even though there were major differences between 

classrooms. For example, in one class (n = 14), 42.8% of the students said that portfolio 

assessment had helped them reflect more about their work than in the past, while in 

another class (w = 11), 100% of the students responded positively to the question. No 

statistically significant differences were pointed out, nor were possible reasons for those 

differences offered. 

When the results were averaged across the four classes, 80% of the students 

agreed that they had learned how to judge their own homework. Seventy-four percent 

felt that they were more involved in what they were learning as a result of portfolio 

assessment. In response to the statement, "I do not see any changes I have made in 

myself since using portfolio assessment," 56% of the respondents disagreed. Seventy-

two percent of the students said that portfolios helped them reflect about their work, and 

49% said that their class seemed more related to their lives now that they were using 

portfolio assessment. Johnson concluded from her research that when properly used, 

"portfolio assessment is an effective teaching, learning, and assessment tool for both 

teachers and students" (p. 161). 

Buchek's (1994) findings provide information which suggests that the large 

volume of information about students' growth and development gathered by portfolios 

provides benefits not only from the students' viewpoint, but in addition enables teachers 

to design instruction that focuses on the students' needs as readers and writers. A 
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qualitative approach was used to study the experience of seven kindergarten through 

fourth grade teachers as they implemented a portfolio assessment program. The 

investigation focused primarily on the effect of portfolio assessment on the teachers' 

focus and control of instruction. Data were gathered by the researcher as participant-

observer as well as by an outside, non-participant observer. The teachers found that the 

students became the center of instructional decisions as emerging information showed 

what concept, strategies, or skills needed to be addressed. The portfolios provided 

evidence of how the students were thinking, what comprehension skills were being 

employed, and the levels and patterns of growth of students in a specific and individual 

manner. Of importance from the students' vantage point was the focus on the positive 

aspects of the children's growth and development patterns rather than on their 

weaknesses as readers and writers. The seven teachers involved in the study found that 

the documentation of student learning gave them more confidence in designing 

instruction. While her study was primarily concerned with the effects of portfolio 

assessment on teacher instruction, Buchek (1994) suggested that more research was 

needed to determine the effects of an innovation such as portfolio assessment on 

students. 

Cole (1994) conducted an eighteen-week field study of 4 female sixth-graders to 

determine how they talked about their writing and their writing portfolios. As a limited 

participant-observer, the researcher gathered data through interviews, observations, field 



42 

notes, students' portfolios and self-evaluations, and other reflective writings. Cole points 

out that the findings can not be generalized beyond the four subjects of this study. 

Cole found that as the study progressed, the students began talking about their 

writing in ways that showed they were taking increased ownership and responsibility for 

their learning. She also noticed that portfolios encouraged goal setting as students 

reflected on their strengths and weaknesses and made revisions in their writing. The act 

of reflection resulted in a greater ability to articulate thoughts about writing. Cole also 

noted that portfolio assessment may not be compatible with all learning styles, as one 

above-average student remarked that portfolios were boring and not very helpful in terms 

of improving her writing. 

Eiriksson (1995) acted as teacher-researcher in her own class of 33 high school 

juniors and seniors enrolled in an advanced placement biology class. The self-evaluative 

nature of portfolio assessment aligns itself well with the study's constructivist 

framework, which postulates that all learning experiences are given individual meaning 

according to the perceptions of the learner. Her purpose was to observe and describe the 

influence of portfolio assessment on the "students' understanding of science as they 

constructed their portfolios" over the course of the academic year (p. 1). The curriculum 

for the class was negotiated by the students and teacher, while the students were allowed 

to design their own portfolios. Research methods for the study involved ethnographic 

and interpretive techniques, with the latter derived from Eiriksson's perspective as well 

as each student's personal perspective. Documentation of data included a teacher's 
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journal, audiotapes, videotapes, narrative vignettes, peer reviews, interviews, and the 

portfolios. 

Much of the first two chapters in Eiriksson's dissertation seems to be a mixture of 

personal history, anecdotes, opinion, and documentation. For example, the authority 

teachers exercise over students through the assessment process may be very real, but to 

say that "this need not be substantiated with proof to anyone who has been a student" is 

not a credible approach to take in a serious research document (p.25). To say that at the 

end of the 19th century, "flawed teachers were using flawed measures and flawed criteria 

to grade students on a subject that may or may not have had any significance in that 

person's life" may have a basis in reality, but there are at least four suppositions in that 

statement which could be challenged unless sufficient evidence was presented to support 

them (p. 15). No references were given by the researcher. The anecdotal story of Robert 

Maclntyre—who "played the game" (p.23) by giving the teachers exactly what they 

wanted and got all A's in high school and college, but finally realized he didn't know 

who he was or what he wanted to do with his life-might raise interesting questions about 

the problems underlying the giving of grades, but belongs more in an opinion piece than 

in a research-based document. The researcher did however gather a substantial amount 

of useful information worth examining. Over the course of the school year, five learner 

outcomes emerged: 
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1. Students can became critical, self-directed learners through the use of 

portfolios. The ownership students assumed, and the freedom to choose their own 

portfolio construction, fostered motivation. 

2. Portfolio assessment enhanced decision making to set new goals. 

3. Students became capable researchers as their awareness of learning strategies 

related to research increased. 

4. Students learned to integrate information for purposes of assessing and 

resolving scientific issues. 

5. Portfolios gave students the opportunity to demonstrate understanding that 

contributed to their community through research into social and political issues. 

Eiriksson concluded from her work that portfolios should be goal-based, that the 

portfolio should contain data aligned with those goals, and that portfolios should be an 

ongoing process, reflecting progress over time. Part of that process requires students and 

their teachers to assess their work on a continuous basis for strengths and weaknesses in 

light of established goals. As Eiriksson notes, "working together to achieve goals and 

make decisions empowers both students and teachers" (p. 164). The author also 

suggested that attempting to institutionalize or standardize portfolios would mitigate 

against the very purpose of portfolio assessment. The benefits of goal setting, reflection, 

control, and empowerment would be endangered. Institutionalizing portfolios would 

"destroy the whole collaborative relationship that slowly develops between the student 

and the teacher if the motivation is technical instead of emancipatory" (p. 167). 
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Nelson (1994) investigated the effect of portfolios on the meaning that college 

students ascribed to themselves as writers. In an ethnographic research mode, she sought 

to determine through the use of portfolios the images writers construct of purposes, 

topics, and readers, and the way they construct and represent social contexts. Two 

teaching assistants of beginning English and eight student volunteers were studied over 

the course of one semester using participant-observation, in-depth interviewing, field 

notes, and review of writing portfolios. Data were coded to address key issues to 

students, including revision, feedback from portfolio readers, rhetorical awareness, 

resistance and accommodation, and identity. 

Nelson found that portfolio assessment helped students define themselves as 

writers in relation to the university community. The students engaged in writing as a 

social activity rather than for the typical purpose of writing for evaluation. They became 

part of a process where "writing is an act of discovering and creating knowledge," rather 

than a product which exists for the sole purpose of evaluation (p.239). 

Nelson reported that a key component to the portfolios' success was the 

opportunity to make choices about what was included in the portfolio. This enabled 

students not only to express their identities as writers but also to explore a wide variety of 

writing forms. The researcher noted that the developmental, process-oriented purpose of 

portfolios ought to be made explicit to the students, or the portfolio process would seem 

like "business as usual." The purpose of portfolios was not primarily to serve 

institutional needs, nor provide a forum for teacher evaluation. Rather, portfolios helped 
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the students deal with the social reality of writing at the university level, and provided a 

process for adapting to and making sense of that reality. 

Although Lylis (1993) primarily examined the effect of implementing portfolio 

assessment on two first-grade teachers, she did gather a substantial amount of 

information from the students' perspective as well. The qualitative design allowed for 

the gathering of data over a nine-month period through the use of teacher interviews, 

participant observation, and a collection of student writing portfolios. Among the 

findings relevant to student outcomes, Lylis found that goal setting as part of portfolio 

assessment promoted a greater quantity of writing and helped the students become task-

oriented. In addition, the researcher reported that "a greater sense of ownership and 

personal investment resulted from mutual goal-setting and from a better understanding of 

teacher expectations" (p. 103). One teacher noted that her students were capable of much 

more involvement in goal setting and evaluation than she had previously thought, while 

another teacher found her students to be more focused and on-task as a result of setting 

personal goals. 

Also important were the effects of self-evaluation on the students. The practice 

of evaluating their own work made them more focused as writers, and gave them more 

confidence in helping other students with their writing. Prior to experiencing portfolio 

assessment, the students were unaware of how to evaluate their writing and unable to 

articulate acceptable writing standards. Portfolios gave the students an opportunity to 

verbalize what they had learned about the constituents of good writing. From the 
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teachers' viewpoint, student self-evaluation provided valuable information for 

individualizing instruction. 

Portfolio assessment provides a systematic way of involving students in the 

entire learning process. Portfolios give students the opportunity to set their 

own goals, reflect on their work, revise goals and strategies, and evaluate their 

performance. The behavioral constructs of Maehr and Braskamp's (1986) theory of 

personal investment will be used in order to determine the extent to which students 

invest their time, talent, and energy in these activities in the context of piano lessons. 

With its emphasis on the observation of behaviors which reflect an individual's level of 

involvement in a particular pursuit, personal investment theory is well-suited for 

investigating the purpose of this study. 

Summary 

Research suggests that portfolio assessment has produced a number of positive 

outcomes on student learning. However, as Wilson (1993) and Nelson (1994) have 

pointed out, research focusing on the students' perspectives in connection with portfolio 

assessment is rare. The student-centered nature of portfolios carries important 

implications for the classroom which have been illustrated by the studies discussed in 

this review. For example, portfolios create a context for meaningful self-reflection. 

Students engaged in portfolio assessment continually assess their own work for strengths 

and weaknesses in light of self-determined goals. The evidence of self-reflection and the 

products chosen for inclusion in the portfolio provide a record of continuous 
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development that tangibly demonstrates progress over time, a function traditional 

assessments are unequipped to serve. This detailed picture of the student as learner 

provides information about how students think and the comprehension skills involved. 

As a result, learning activities can be tailored to each individual student which will best 

serve to successfully fulfill the needs and goals of that student. 

Perhaps the defining characteristic of portfolio assessment as reported in the 

literature is the aspect of student participation in goal setting. Several researchers 

(Eiriksson, 1995; Lylis, 1993; Nelson, 1994; Wilson,1993) have noted the importance of 

goal setting to the entire portfolio process. Setting personal goals and being completely 

engaged in the effort to successfully achieve those goals is crucial to giving students 

ownership over the learning process. Research in portfolio assessment suggests that 

taking ownership and shouldering the responsibility for learning outcomes fosters 

motivation in students. 

As previously noted, much of the early research in portfolio assessment has been 

qualitative in nature. Such research is well-suited to determining emerging themes which 

can serve as the basis for further study. One such theme is the motivational aspect of 

goal setting as a component of portfolio assessment. While the motivational qualities of 

portfolios have been noted in qualitative research, comparisons between motivation 

resulting from traditional forms of assessment and portfolio assessment have not yet been 

made in quantitative analyses. For the purposes of this study, this comparison was made 

using personal investment theory. Research in the areas of prediction of physical 
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activity, injury rehabilitation, health behavior, and exercise adherence have shown 

personal investment theory to be a useful framework for the study of motivation in 

subjects outside its original purpose as a tool for measuring motivation in the workplace. 

The behaviors described by the theory were used to look for relationships between 

students' levels of personal investment and goal setting within the context of portfolio 

assessment. 



CHAPTER HI 

METHODOLOGY 

The purpose of this study was to compare nonmusic major piano students' self-

reported levels of personal investment in the contexts of portfolio assessment and teacher-

directed assessment in private piano lessons. In order to fulfill the purpose of this study, 

the following problems were addressed: 

(1) To identify students' perceptions of direction, persistence, continuing 

motivation, intensity, and performance as a reaction to teacher-directed goal setting, 

which included selecting goals, learning activities, and means of evaluating performance. 

(2) To identify students' perceptions of direction, persistence, continuing 

motivation, intensity, and performance as a reaction to personal involvement in goal 

setting in the context of portfolio assessment, which included selecting goals, learning 

activities, and means of evaluating performance. 

(3) To compare students' reported levels of personal investment as identified 

under (1) and (2). 

The first two problems were addressed by means of a survey instrument which 

was administered to a group of 15 nonmusic major private piano students prior to and 

following experience with portfolio assessment. The survey instrument contained five 

subscales which addressed each of the five personal investment behaviors. All students 

received a score on each of the five behaviors for both surveys, as well as a total personal 

50 
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investment score. To address the third problem, statistical analyses were conducted to 

compare student levels of personal in vestment as a reaction to teacher-directed goal 

setting and personal involvement in goal setting in the context of portfolio assessment. 

The development of the survey instrument is discussed below. 

The Survey Instrument 

The survey was designed to be administered as a pre-portfolio assessment survey 

(Survey I) and a post-portfolio assessment survey (Survey II) [Appendix A]. The 

questions were intended to gather information about students' perceptions of their own 

personal investment behaviors. Slight differences in wording allowed Survey I to address 

previous experience with teacher-directed goal setting, and Survey II to relate the 

instrument to more recent experiences with portfolio assessment. The survey instrument 

addressed the first two research problems by means of the following questions: 

As indicated by student responses to Survey I and Survey II, 

a. To what degree did the students choose to engage in lesson-related 

activities when faced with alternative activities? (Direction) 

b. How much time did the students practice as indicated by the practice record? 

(Persistence) 

c. Did students return to practicing after an interruption of their regular 

practice time? (Continuing Motivation) 

d. In their own judgment, after an interruption of their regular practice time, did 

students attempt new or related tasks such as outside reading or listening to 
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relevant recordings? (Continuing Motivation) 

e. How much effort did the students, in their own judgment, expend during 

practice? (Intensity) 

f. How did the students rate their own performance? (Performance) 

g. To what degree did students perceive they were involved in setting goals, 

choosing learning activities, and evaluating their performance? 

The third research problem was addressed through data analysis of the survey 

responses by means of the following questions: 

In light of students' responses to Survey I and Survey II, 

a. What differences, if any, existed in students' responses which reflected 

the decision to engage in lesson-related activities when faced with possible 

alternative activities? (Direction) 

b. What differences, if any, existed in the practice records of the students? 

(Persistence) 

c. What differences, if any, existed in students' behavior in terms of 

returning to practicing after an interruption of their regular practice time? 

(Continuing Motivation) 

d. What differences, if any, existed in students' behavior in terms of 

attempting new or related tasks such as outside reading or listening to 

relevant recordings after an interruption of their regular practice time? 

(Continuing Motivation) 

e. What differences, if any, existed in students' indications of effort 
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expended during practice? (Intensity) 

f. What differences, if any, existed in students' ratings of their own 

performance? (Performance) 

g. What differences, if any, existed in students' perception of their involvement 

in setting goals, choosing learning activities, and evaluating their performance? 

A Likert-type scale was used for the majority of the items on the survey except 

when discrete data were desired, such as the number of days per week or the number of 

hours per day a student practiced. To meet the assumptions of interval data, terminology 

such as "never," "seldom," "occasionally," and "frequently" were used as suggested by 

Rossi, Wright, and Anderson (1983). During the development of the survey, questions 

were examined for clarity and comprehensibility by members of a first-year university 

music theory class. One open-ended question which had been included in the pilot study 

survey provided no new information and was removed from the survey. Also, the 

question on students' choice when faced with practicing or watching television, had no 

variation across respondents, and therefore was dropped. Table 1 shows which survey 

questions corresponded to each of the personal investment behaviors under study. 

Items 14 through 22 on the survey deal with student perceptions of involvement in 

personal goal setting. They were used to make comparisons between student-reported 

involvement in goal setting in Survey I and Survey II. After the initial construction of the 

survey, a pilot study was conducted for the purpose of testing and refining the instrument. 
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Table 1 
Survey Items & Corresponding Personal Investment Behaviors 

Item Behavior Item Content 

1 Direction Practice priority 
2 Direction Practicing versus homework for other classes 
3 Direction Practicing versus studying for a test 
4 Direction Practicing versus spending time with friends 
5 Direction Practicing versus engaging in recreational activities 
6 Persistence Number of practice days per week 
7 Persistence Number of practice hours per day 
8 Continuing Motivation Compelled to return to practicing 
9 Continuing Motivation Listens to recordings on own initiative 
10 Continuing Motivation Attends concerts on own initiative 
11 Continuing Motivation Extra reading on own initiative 
12 Continuing Motivation Extra sight reading on own initiative 
13 Continuing Motivation Learn extra music on own initiative 
14 Continuing Motivation Consult with teacher outside regular lesson time 
15 Intensity Concentration while practicing 
16 Intensity Physical energy expanded while practicing 
17 Performance Achieved personal goals 
18 Performance Expected grade 
19 Performance Improvement as a piano student 

The Pilot Study 

I conducted the pilot study at Ambassador University in Big Sandy, Texas, using 

10 nonmusic major applied piano students. The number of subjects involved was limited 

due to the time-intensive nature of portfolio assessment. One of the complaints directed 

against portfolios by classroom teachers is the demands made on their time as compared 

to traditional assessments (DeFina, 1992). Using portfolios with a class of 30 or more 

students can be prohibitive because of the time spent in organizing each portfolio, 
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conferencing with students, and evaluating the contents of the portfolios. For the main 

study, the number of students was increased to 15 students. 

I chose nonmusic majors for two reasons: 1) The curriculum for nonmusic majors 

need not be focused primarily on literature required for degree recitals or proficiency 

requirements, as is the case with music majors; and 2) the goals that nonmusic majors set 

for themselves can be as individual as desired. Both of these conditions lend themselves 

to the flexibility that makes portfolios a valuable assessment tool. Research by Legette 

(1993) has shown that music majors and nonmusic majors have similar motivational 

profiles; therefore the subjects could more fully explore the rich possibilities for goal 

setting in portfolio assessment. I believed that nonmusic majors were more likely to have 

widely varying personal goals which they would bring to 

the applied music setting that could be successfully accommodated by the inherent 

flexibility of the portfolio process. 

A professor of music at the university served as instructor. All but one of the 

students had studied with the professor the previous semester. The study lasted the first 

eight weeks of the 1996 Spring semester. Because the study involved the use of accepted 

educational practices and presented no risk to the students, I had received exemption 

from the requirement for informed consent by the University of North Texas Institutional 

Review Board (Appendix B). 

I explained the purpose of the pilot study to the instructor, and trained her in the 

implementation and use of portfolio assessment. I informed the instructor about and 

trained her in the student-centered nature of portfolio assessment, focusing on the 
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involvement of each student in setting personal goals, choosing learning activities, and 

determining evaluation procedures. I explained that each student should set an 

unspecified number of goals to be worked on for the duration of the study, and that those 

goals could be as individualized as each student desired. 

In keeping with the role of "teacher as collaborator," the instructor worked with 

the students to choose appropriate learning activities designed to facilitate progress 

toward achieving their goals. The activities could be selected by the student alone, or 

suggested by the instructor and agreed to by the student. A specific evaluation procedure 

for each goal was then chosen in order to determine the students' progress in achieving 

the various goals they had set for themselves. At the end of the study, the students 

conferred with the instructor in order to make an evaluation of each goal according to the 

agreed-upon criteria. A grade was assigned to each goal and a composite averaged for the 

mid-term grade. 

I supplied the instructor with the necessary materials for executing the pilot study, 

including forms for recording goals and designating learning activities for each goal, and 

evaluation forms for self evaluations, peer evaluations, and teacher evaluations 

(Appendix C). I explained to the instructor that regular evaluation of work in progress by 

the student, peers, and the instructor was critical for learning effective strategies for 

refining and modifying the goals and learning activities which the students had set for 

themselves. Portfolio folders were provided for collecting evidence of student work 

during the course of the study. This evidence could include audio and video tapes of 

works in progress and/or finished works; written assignments; self-, peer-, and teacher 
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evaluations; written assignments; tests; articles; and checklists. The instructor was 

directed to turn the portfolios over to the students at the end of the study, providing them 

with tangible evidence of their growth and ownership over the learning process. 

Each student was administered Survey I at the beginning of the semester, and 

Survey 13 after the eight-week instructional period. A reliability analysis showed that 

Survey I had an alpha reliability coefficient of .88, while Survey II produced a coefficient 

of .72. I assumed that these figures would increase for the actual study when a larger 

sample was to be used. Reliability analysis was also performed on each of the five 

personal investment behavior subscales. Reliability coefficients are given in Table 2. 

The low reliability of the Direction subscale in the pilot study may have been due to 

questions 2 through 5, which were constructed using a 2-point scale. For the main study, 

items one through five were changed to a four-point Likert-type scale. Upon retesting, 

the Direction subscale reliability increased to .80. The revised surveys are given in 

Appendix A. 

Table 2 

Subscale Reliability Coefficients 

Subscale Survev I Survev II 
Direction -.36 .80 (revised) 
Persistence .54 .44 
Continuing Motivation .65 .60 
Intensity .67 .85 
Performance .81 .43 
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To address levels of personal investment in the two assessment contexts, a 

personal investment score for each student was obtained by summing the responses on 

questions 1 through 13 (Table 3). Scores increased slightly from Survey I to Survey II for 

seven of the ten students. Two students' scores decreased and one remained the same. 

Table 3 

Personal Investment Scores: Survey I & Survey II 

Student Direction Persistence 
Continuing 
Motivation Intensity Performance Total 

I II I 2 I n I S I II I n 

1 12 12 5 6 19 22 6 6 7 7 49 54 
2 14 14 6 6 18 18 6 7 13 14 59 59 
3 13 14 6 6 16 16 6 3 13 9 54 48 
4 13 14 9 7 24 24 7 6 11 11 64 62 
5 13 14 4 8 17 22 4 7 11 8 49 59 
6 11 11 5 5 16 20 6 6 8 9 46 51 
7 12 13 5 6 19 20 5 8 9 13 50 60 
8 11 10 4 4 10 15 3 4 5 7 33 40 
9 13 13 6 6 21 22 7 7 8 8 55 56 
10 11 13 6 7 21 24 8 8 13 14 59 66 
Note. Maximum score =112 

Table 4 

Group Personal Investment Scores 

Behavior 
Direction 123 128 
Persistence 56 61 
Continuing Motivation 181 203 
Intensity 58 62 
Performance 98 100 
Totals 516 554 
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Group personal investment scores for each behavior are given in Table 4. All 

behavioral scores registered a numerical increase, with Continuing Motivation showing 

the largest increase in score. This indicated that students were more likely to return to 

practicing after experiencing portfolio assessment than they reportedly had been under 

traditional assessment. 

To obtain comparisons between Survey I and Survey II, t-tests for paired samples 

were performed on each subscale comprising the personal investment behaviors (Table 

5). Results of the subscale analysis showed a significant increase in the personal 

Table 5 

Survey I & Survey II Subscale Comparisons 

Direction Mean SD SE of Mean 2-tail Significance 
Survey I 11.60 .843 .267 
Survey II 11.70 .823 .260 .758 

Persistence Mean SD SE of Mean 2-tail Significance 
Survey I 5.60 1.43 .452 
Survey II 6.10 1.101 .348 .322 

Continuing 
Motivation Mean SD SE of Mean 2-tail Significance 
Survey I 18.10 3.784 1.197 
Survey II 20.30 3.129 .989 .008 

Intensity Mean SD SE of Mean 2-tail Significance 
Survey I 5.80 1.476 .467 
Survey II 6.20 1.619 .512 .494 

Performance Mean SD SE of Mean 2-tail Significance 
Survey I 9.80 2.821 .892 
Survey II 10.10 2.685 .849 .691 
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Table 6 

Survey I and Survey II Item Comparisons 

Survey Item 2-tail Significance Survey Item 2-Tail Significance 
1 .29 16 .68 
2 .59 17 .43 
3 1.00 18 .05 
4 .17 19 .58 
5 1.00 20 1.00 
6 .59 21 .34 
7 .14 22 .59 
8 .59 23 .73 
9 .07 24 .28 
10 .10 25 1.00 
11 .59 26 .22 
12 .59 27 .66 
13 .05 28 .03 
14 .68 29 .08 
15 .28 

investment behavior of Continuing Motivation between Survey I and Survey II (2 < .008), 

indicating that students involved in portfolio assessment were more likely to return to 

their work after an interruption, and engage in outside lesson-related activities than they 

were before working with portfolios. None of the other behaviors showed any significant 

differences in numerical values. 

Comparisons between each item on the survey showed a significant difference 

between Survey I and Survey II on item 18, which asked if the students had achieved their 

goals for the semester (g < .05) [Table 6]. Greater success in achieving goals is one 

measure of the personal investment behavior Performance. Results for item 28 showed a 

significant increase (g < .03) in students' involvement in determining their grade when 
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using portfolio assessment as compared to their previous experience in applied music 

lessons. There also was a significant increase (2 < -05) in additional sight-reading, which 

is an indication of increased Continuing Motivation as demonstrated by participation in 

self-directed activity. Another behavior suggesting Continuing Motivation - returning to 

practicing after an interruption - achieved significance at the .07 level between the two 

surveys. 

These results demonstrated observable changes in students' behavior after the 8-

week pilot study. The changes in behavior that began to occur during the 8-week pilot 

study pointed to the desirability of using portfolio assessment for a complete semester in 

order to give students a longer period of time to more fully explore the learning 

opportunities that portfolios can provide. 

Table 7 

Correlations Between Survev Items 

Correlated Items Survev I Survev II 

Practicing Priority and Practice Days Per Week .77 .65 
Practicing Priority and Mental Concentration .55 .67 
Practicing Priority and Self-Reported Improvement .28 .88 
Practicing Priority and Achieving Goals .00 .84 
Physical Energy Expended and Improvement .72 .51 
Achieving Goals and Improvement .78 .73 
Achieving Goals and Practice Days Per Week .54 .65 
Achieving Semester Goals and Concentration on Task .41 .75 
Concentrating on Task and Physical Energy Expended .83 .75 
Comfortable With Goal Setting/Teacher Sets Goals -.42 -.71 
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To further examine the relationship between goal setting and personal investment 

as iterated under research problem 2, correlations were performed between all items on 

the survey (Appendix D). Moderate to strong correlations are presented in Table 7. 

A correlation of .84 was found on Survey II between achieving goals and practice 

priority. The correlation between achieving goals and concentration while practicing was 

.74. This result may indicate that success in achieving goals was linked to increases in 

the personal investment behaviors of direction and intensity. A strong negative 

correlation (-.71) was found between being comfortable setting personal goals and feeling 

that the teacher should set the goals. The increased negative correlation from Survey I (-

.41) to Survey II (-.71) suggests that as students became more involved in goal setting, 

they felt less need for having the teacher set their goals for them. The two indicators of 

intensity—concentration while practicing and physical energy expended—had strong 

correlations on both surveys (.83 and .75, respectively). A noticeable increase occurred 

from Survey I to Survey II in correlations between practice priority and 

improvement (.28 and .88), priority and achieving goals (.00 and .84), and concentration 

and achieving goals (.41 and .75). 

The results of the pilot study provided sufficient evidence for justifying further 

investigation into the relationship between piano students' self-reported levels of personal 

investment and goal setting opportunities within the context of portfolio assessment. 

Increases were noted in several aspects of observed behaviors connected with personal 

investment. In addition, strong correlations between elements of goal setting in applied 

music lessons and personal investment behaviors were found. Clearly, though, the pilot 
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study demonstrated the need for the main study to be conducted with more subjects over a 

longer time frame in order to provide stronger evidence to corroborate or refute the 

findings of the pilot study. 

Student Interviews 

At the end of the semester, five of the ten students were interviewed for the 

purpose of checking the accuracy of the survey instrument, and gathering information 

which might aid in altering or refining survey questions for the main study (Appendix E). 

Emphasis in the interviews was placed on those questions on each student's survey 

which indicated a change in response between pre- and post-tests to determine if the 

survey instrument was accurately reflecting what the student intended to say about a 

particular issue. An outside auditor confirmed the accuracy of responses by auditing two 

of the interviews (Appendix E). The auditor found only one discrepancy in student 

survey responses and their interview responses. In addition to inquiries regarding specific 

questions on the survey, students also were asked about any of the five personal 

investment behaviors as a whole that showed a difference between Survey I and Survey 

II. For example, if the survey indicated a higher level of Continuing Motivation on the 

post-test, the student was asked the following question: "Your responses on the 

questionnaire seem to indicate that you were more likely to return to practicing after an 

interruption, and engage in lesson-related activities outside your scheduled lesson time. 

Is that how you see it? Please explain." The auditor verified that the responses to these 

questions agreed with the survey results in each case. 
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The student interviews showed that the survey questions, with one exception, 

were correctly understood by the students and provided accurate information. Interview 

responses indicated that several students felt they were not capable of setting their own 

goals without any input from their teacher, which is why they responded "don't know" or 

"no" to the question, "I would feel comfortable with setting my own goals for my own 

piano lessons" (question 19). It was not intended in this study that students have no 

teacher guidance in setting goals. Rather, the teacher acts as collaborator with the student 

when setting goals for the semester. Therefore, as a result of the interviews, question 19 

on the survey was changed from a three-point scale with the question, "Would you feel 

comfortable with setting your own goals for your piano lessons?" to a four-point scale 

with the question, "With my teacher's guidance, I would feel comfortable setting my own 

goals for my piano lessons." The re-wording of the question more accurately reflected 

the manner in which goal setting was conducted as 

part of portfolio assessment, and thus would provide a better chance of yielding valid 

answers. 

Data Collection for the Main Study 

Data for the study were gathered using both quantitative and qualitative measures 

as described above. Selection of site and subjects, the use of portfolio assessment in the 

private lesson situation, measuring instruments, and data analysis procedures are clarified 

below. 
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Site and Subject Selection 

As in the pilot study, subjects for the main study were chosen from nonmusic 

major students studying private piano with the researcher at a university in east Texas 

with a student population of approximately 600. The study involved 15 students who had 

registered for private piano lessons as a one credit-hour elective. All agreed to study with 

me for both the Fall and Spring semesters. Appendix F contains information on the age, 

gender, years of piano study, and declared major of the students. Each student received 

one 50-minute lesson per week for the two 15-week semesters. The private lesson 

provided the ideal situation for using portfolio assessment because of the regularly 

scheduled, one-on-one opportunities I had for conferring with each student. This allowed 

each portfolio to be carefully designed and adjusted as necessary according to each 

student's needs. All of the students studied with me acting both as researcher and 

instructor for the Fall and Spring semesters. 

For the Fall semester, the students were taught using a teacher-directed approach 

to goal setting. Introductory interviews were conducted with each of the students to 

determine their level of advancement (Appendix G). From these interviews, I 

determined repertoire and technique goals for each of the students. In some cases, the 

student was given a choice of several pieces from which to choose. Modification of the 

goals or repertoire choices during the course of the semester was made by me. The 

participation of students in performance labs and recitals was up to me, as were the 

procedures regarding evaluation and grading. At the end of the semester, I assigned a 
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grade to each student based on my judgment regarding each student's progress in the 

areas of repertoire, technique, and performance. 

Portfolio Assessment Procedures for the Second Semester 

By its very nature, portfolio assessment cannot be standardized into a single 

format or methodology (Goolsby, 1994). The choices I made regarding the 

implementation of portfolios in the applied music setting were influenced by the writings 

of researchers in fields other than music (DeFina, 1992; Jones, 1994; Nelson, 1994; 

Stipek, 1993). I adapted those procedures which lend themselves to the applied music 

setting, with emphasis on the goal setting elements which align well with the purposes of 

my investigation. The overriding consideration in designing the methodology of the 

preliminary study, the pilot study, and the main investigation has been making portfolio 

assessment as student-centered as possible (Melograno, 1994). Because portfolio 

assessment is inherently flexible, changes in procedures and format can be made 

according to the context in which it is being used. A teacher using portfolios in a reading 

literacy class may use a different procedure from a teacher in a math or music class. The 

important thing is to design the portfolio in such a way that it contains evidence of growth 

as students strive to achieve their goals. 

At the beginning of the Spring semester, the change in procedure from teacher-

directed goal setting to portfolio assessment was explained to the students. This included 

a detailing of their involvement in the entire portfolio process, from setting goals to 

determining learning activities to specifying evaluation criteria. Each portfolio was 

organized according to the goals of the individual student. Although I acted as a 
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collaborator, the student was the primary author of the portfolio, and therefore determined 

what the goals would be for the semester. A list of goals was recorded at the first lesson 

and placed in the portfolio. Examples for three students can be seen in Appendix H. The 

students' goals included such activities as working on improvisation, improving sight-

reading ability, learning to play from a lead sheet, increasing knowledge of music theory, 

reading to broaden the knowledge base in a particular area, and broadening familiarity 

with selected portions of the repertoire. Any of these goals could be revised, eliminated, 

or added to as the semester progressed. 

Previous experience had shown that some students tended to set goals which 

were too ambitious in number or degree of difficulty to accomplish in one semester's 

time, so I provided space for four goals on the goal setting form. The number of goals 

was negotiable, although none of the students chose to set more than four. A conference 

occurred at mid-semester for the purpose of evaluating each student's progress and 

determining if any modifications to goals or changes in learning activities needed to be 

made in order to reach those goals. The midterm evaluation forms for three students can 

be seen in Appendix H. 

Once goals were set, the student, with my guidance, devised a set of learning 

activities designed to facilitate achieving personal goals. This is a critical step in the 

process of empowerment which lies at the heart of portfolio assessment. As the student 

critically analyzes each goal and the different possible courses of action available, 

strategies are learned which will help the student in the future when such choices must be 

made without the help of an experienced guide. During the course of the semester, the 
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students evaluated whether the instructional activities were achieving their intended 

consequence, or whether new strategies should be attempted that proved more successful. 

Each student documented the evaluation process through the use of self-evaluation 

forms. In the process, a store of knowledge about personal learning styles was 

accumulated which the student could bring to future situations. 

The third step in designing the portfolio was determining the methods which were 

be used to evaluate progress toward achieving personal goals (Appendix H). Each goal 

could have a different method of evaluation, and the various criteria were agreed upon by 

after discussion by teacher and student. Sometimes the students' ideas were accepted 

outright, and at other times I offered suggestions based on my experience. For example, 

several students wanted to improve their knowledge of music theory. Their assignments 

were computer-generated and scored. Recital performances were graded in some 

instances by the instructor, or sometimes by both instructor and students. Lab 

performances for some students were scored, and for others were given written 

evaluations only, depending on the evaluation procedures established by the student. 

In the process of negotiating evaluation methods with me, some students wished 

to give more weight to certain activities than others, depending on the priority of the goals 

that had been established. Some goals were graded and others were not. In the 

performance labs, some students decided to give different weights to evaluations received 

from me, other students, and themselves. 

At the end of the Spring semester, each of the students and I met together for the 

purpose of determining the students' final grade. Since a final grade had to be 
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determined, it was important that the students knew from the outset the way in which the 

grade would be determined in order to avoid the fears and suspicions that sometimes arise 

during the initial experience with portfolio assessment (Thelin, 1994). Each goal 

received a grade (unless the student had determined otherwise during the goal setting 

period), and the grades were averaged to produce the final grade for the course. 

Examples of final evaluations can be seen in Appendix H. Since each student helped to 

establish the grading criteria, there were no surprises when it came time to formulate the 

final grade. Participating in the final evaluation of their own work served the purpose of 

bringing the entire goal setting process full circle. Not only was this important in terms 

of evaluating progress, but it also laid the groundwork for setting future goals. My desire 

was to give students ownership over the process from start to finish. Documentation of 

the evaluation criteria and the grading outcomes was stored on disc and hard copies 

placed in the folders. 

The contents of each portfolio varied according to the goals, learning activities, 

and evaluation methods of each student. Included were artifacts such as audio tapes of 

works in progress or in the finished stage; evaluation forms; writing assignments; written 

or computer-generated tests; journal articles; and music used in sight reading exams. 

Evidence of reflection on their work was provided in the form of self-evaluation reports 

(See Appendix H for examples). In addition, peer evaluations for appropriate activities 

such as lab performances were included in the portfolio contents, along with teacher 

evaluation reports noting progress and/or areas where improvement could be made. At 

the end of the study, the students were given their portfolios as a tangible record of 
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growth and progress during the past semester. The collection could also serve the 

purpose of providing a body of evidence of student achievement to future instructors. 

The final activity of the Spring semester for the students was to complete a 

computerized form detailing a new cycle of goal setting, learning activities, and 

evaluation criteria. Although I was present at the time, the students were encouraged to 

complete the task with minimal input from me. My purpose was to observe how the 

students used their portfolio assessment experience to set new goals, and to encourage 

them to continue to take charge of their learning after their portfolio experience ended. 

Examples of the new goals can be seen in Appendix H. 

Measuring Instruments 

The personal investment levels of students in this study were compared using the 

revised survey instrument described in the pilot study. Each student was administered 

Survey I at the beginning of the Spring semester, and Survey II at the conclusion of the 

semester. The surveys were the same except for slight variations in verb tense 

(Appendix A). 

Exit interviews were conducted with each of the students during finals week of 

the Spring semester. The interview schedule and transcripts are found in Appendix I. 

The purpose of the interviews was to 1) determine the accuracy of the survey data, and 2) 

gather additional information about the students' experience with portfolio assessment. 

To satisfy the first purpose, the students were asked during the interview to confirm their 

survey responses. There were several instances where students re-thought their answers. 

In the case of a student whose first language was French, we discovered that she had 
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misunderstood the question. The survey responses were then corrected to ensure the 

accuracy of the statistical analyses. To address the second purpose, follow-up questions 

were asked which probed into reasons for the students' responses. The students were also 

asked at the end of the interview for any other comments about their portfolio experience. 

Information which contributes to the body of knowledge about portfolio assessment from 

students' perspectives is in short supply in the research literature (Cole, 1993) and could 

prove helpful to future educators and researchers. 

The portfolios themselves served as a third source of data, providing tangible 

evidence of students' behavior. Documentation of the students' goal setting, choice of 

learning activities, and evaluation criteria were printed on computerized forms and kept 

in the folders (see Appendix H for examples). Information gathered from the forms 

included the number and kinds of goals set by the students, changes in goals and learning 

activities, and the different types of evaluation procedures determined by the students. 

Also documented in the portfolios were the final evaluations, future goals, and self, peer, 

and teacher evaluations. 

Data Analysis 

Data analysis was the same for the main study as in the pilot study, using the 

SPSS statistics program to analyze the survey responses. Personal investment scores for 

each student, and for the 15 students as a group, were tabulated. T-tests for paired 

samples were performed to determine differences between responses on Survey I and 

Survey II in terms of personal investment behaviors and responses to the goal setting 
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questions. Correlations were performed between items on the survey to look for 

relationships between behaviors. Information was also obtained from the student 

interviews and portfolio contents to corroborate the survey results. 



CHAPTER 4 

RESULTS 

The research problems in this study were addressed by means of an instrument 

designed to identify students' self-reported levels of personal investment in private 

piano lessons before and after experience with portfolio assessment. The survey was 

administered to 15 university-level nonmusic major piano students after the Fall 

semester and at the end of the Spring semester in order to determine changes over the 

nine month period in any of the five behaviors which comprise personal investment. 

Problems one and two dealt with determining student Direction, Persistence, 

Continuing Motivation, Intensity, and Performance, first in the context of teacher-

directed goal setting, then in the context of personal involvement in goal setting as 

experienced in portfolio assessment. The third research problem compared student 

levels of personal investment in the two different goal setting contexts. I derived the 

results from the analysis of the survey responses, with additional information obtained 

from the exit interviews conducted with each of the students during final exams week, 

as well as from the portfolio contents. 

Survey Responses 

As described in the previous chapter, the survey was divided into two 

parts: questions 1 through 19 pertained to personal investment behaviors, and 

73 
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questions 20 through 28 ascertained students' perceived involvement in goal setting, 

determining learning activities, and evaluating the extent to which students believed 

personal goals were attained. Table 8 lists the personal investment scores for each 

student as determined by Survey I, administered after the Fall semester but before 

portfolio assessment, and Survey II, which was administered at the end of the Spring 

semester, following experience with portfolio assessment. The results show that 

personal investment score totals increased for nine of the 15 students, decreased for four, 

and remained the same for two. There was no clear trend among the students 

Table 8 

Personal Investment Scores: Survey I & Survey II 

Years 
Student3 Studied Direction 

Continuing 
Persistence Motivation Intensity Performance 

Individual 
Totals 

I n I n I n I n I n I n 
A 9 14 14 6 7 18 17 7 7 12 14 57 59 
B 4 6 10 2 3 16 17 6 6 10 11 40 47 
C 1 18 15 6 6 13 13 6 6 12 12 55 52 
D 7 17 15 7 4 20 17 6 6 10 11 52 54 
E 0 12 13 5 6 18 17 7 7 10 11 52 54 
F 0 10 8 5 2 15 15 6 6 12 10 48 41 
G 0 14 11 6 6 11 14 5 5 12 12 48 48 
H 7 16 17 8 7 21 22 7 7 13 14 65 67 
I 2 16 12 8 5 15 17 8 7 13 14 60 55 
J 10 18 11 6 3 19 18 6 7 14 14 63 53 
K 0 10 11 6 6 10 8 6 7 14 14 46 46 
L 12 14 19 6 8 15 21 7 8 10 13 52 69 
M 12 10 15 3 5 17 18 6 7 12 13 48 58 
N 4 13 14 6 6 21 24 3 4 13 13 56 61 
0 0 11 9 3 2 15 16 5 8 3 11 37 46 

Note. Maximum score = 83 
an= 15 
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in terms of the two behaviors which registered declines. For Direction, seven students' 

scores declined, seven increased, and one remained the same. For Persistence, six 

declined, five increased, and four were unchanged. Of the seven students whose 

Direction scores declined, five also reported lower Persistence scores. The other two 

students' Persistence scores remained the same. The four students whose total personal 

investment scores declined registered lower Direction scores. Three of four showed a 

decline in Persistence as well. 

No pattern emerges among the students in terms of years studied and changes in 

personal investment scores (Table 8). Among those with two or fewer years of formal 

piano study, three scores declined, two increased, and two remained the same. The three 

scores which declined (students C, F, and I), did so because of lower Direction and/or 

Persistence scores, which are indicators of priority and time spent. Scores for students 

with three to five years of study (students B and N) increased. For students studying six 

or more years, scores increased for four (A, H, L, M), and decreased for two (D and J). 

A larger sample size would be needed before any conclusions could be drawn about 

correlations between number of years studied and changes in personal investment scores 

among students using portfolio assessment in private piano instruction. 

Group personal investment scores were tabulated in order to assess changes in 

personal investment for the students as a whole. The data in Table 9 show that the 

students' group scores for three of the behaviors - Continuing Motivation, Intensity, and 

Performance - registered increases. Two of the personal investment behaviors -
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Table 9 

Students' Group Personal Investment Scores (N = 15) 

Behavior Survey I Survey II 
Direction 199 194 
Persistence 83 76 
Continuing Motivation 244 254 
Intensity 91 98 
Performance 172 188 
Totals 789 810 
Note. Maximum score = 1245 

Table 10 
Survey I & Survey II Subscale Comparisons 

Behavior Mean SD SE of Mean 2-tail Significance 
Direction 
Survey I 2.65 .95 .110 
Survey II 2.59 .90 .104 .545 

Persistence 
Survey I 2.77 1.79 .328 
Survey II 2.53 1.55 .283 .305 

Continuing 
Motivation 
Survey I 2.32 .87 .085 
Survey II 2.42 .89 .086 .198 

Intensity 
Survey I 3.03 .890 .162 
Survey II 3.27 .785 .143 .032* 

Performance 
Survey I 3.82 1.21 .181 
Survey II 4.18 .886 .132 .006* 
*p< .05 
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Direction and Persistence - declined. The total score for Survey II increased by 21 

points over Survey I. Results pertaining to the third research problem are presented in 

Table 10. The subscale analysis showed a statistically significant increase in two of the 

five personal investment behaviors. Intensity registered an increase at the .03 level, 

indicating that the students expended more mental and physical energy practicing while 

involved in portfolio assessment than they did under traditional assessment. There was 

also a significant increase (p < .006) in the personal investment behavior Performance, 

showing that the group as a whole reportedly made greater improvement as piano 

students with portfolio assessment than under traditional assessment. 

A third behavior, Continuing Motivation, registered no statistically significant 

change. Two other behaviors showed no statistically significant changes. Direction and 

Persistence are measures of priority and time spent on an activity, and reflect the 

increased scheduling pressures as reported by the students in the exit interviews. 

Table 11 contains the total scores for each individual question on Survey I and 

Survey II (see Appendix A for exact wording of each question). By listing the numerical 

totals for all of the survey items, the table helps to illustrate which components of each 

personal investment behavior contributed to an increase or decrease in that behavior. 

Two of the personal investment behaviors showed statistically significant increases. 

Intensity, which is a measure of the mental and physical energy expended on an activity, 

registered an increase, particularly in terms of the amount of physical energy (question 

16). The scores for question 15—referring to mental concentration while practicing— 
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Table 11 

Survey Totals by Question 

Behavior Question # Content Survey I Survey II 
Direction 1 Priority of practicing 42 40 

2 Homework/practicing 40 43 
3 test/practicing 36 29 
4 friends/practicing 38 37 
5 recreation/practicing 43 41 

Persistence 6 Days per week 61 53 
7 Hours per day 22 23 

Continuing 8 Return to practicing 42 43 
Motivation 9 Listen to recordings 33 32 

10 Go to concerts 32 38 
11 Extra reading 27 29 
12 Sight reading 43 43 
13 Learn extra music 37 35 
14 Consult with teacher 30 34 

Intensity 15 Concentration 51 52 
16 Energy expended 40 46 

Performance 17 Achieved goals 43 50 
18 Expected grade 66 67 
19 Improvement 63 66 

reflected a one point increase. Students' self-reported evaluation of their Performance as 

piano students increased for all three questions dealing with that behavior. The largest 

increase was reflected in answers to question 17, which asked if the students achieved 

their goals as pianists for the semester. As the students reported in the exit interviews, 

setting specific goals and outlining appropriate learning activities as part of portfolio 

assessment made it more likely that their goals would be achieved. They were therefore 

more likely to perceive themselves as better piano students. A three point increase was 
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registered in question 19, which read, "I have improved overall as a piano student this 

semester." Question 18, which asked the students to estimate their performance in terms 

of a final grade, showed a one point increase for the group as a whole. At the end of the 

Fall semester, nine students expected to receive an "A" for their lesson grade, five 

expected a "B", and one expected an "F." After the Spring semester, 12 students 

expected their performance to be evaluated as an "A", and three expected a "B." Eleven 

of the students expected the same grade, and four expected a higher grade than the 

previous semester. 

As previously reported, Continuing Motivation, which is indicated when an 

individual returns to a task after an interruption, showed no statistically significant 

change. Answers to questions eight through fourteen suggest that during the Spring 

semester students felt more compelled to return to practicing after an interruption 

(question 8), believed that they went to concerts more often, (question 10), appeared to 

engage more in extra reading (question 11), and thought they consulted more often with 

the instructor outside the lesson time (question 14). Question 9, a measure of the 

frequency of listening to recordings, declined by one point. Question 13, which asked 

the students if they learned extra music not assigned by their teacher, declined by two 

points. The amount of extra sight reading remained the same (question 12). 

Answers to questions one through five, which measure Direction, suggest that 

during the Spring semester, practicing had a lower priority than in the Fall (question 1), 

and that the students were more likely to choose studying for a test, spending time with 

friends, and engaging in recreational activities than practicing (questions 3,4, and 5). 
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The only question dealing with Direction registering an increase was question two, 

which asked if a student was more likely to practice than do homework. These findings 

are corroborated by the students' answers to the questions on Persistence, a measure of 

the amount of time spent on an activity. As indicated by questions six and seven, the 

number of practice hours per day remained about the same, while the number of practice 

days per week decreased, indicating that less time overall was spent practicing during the 

Spring semester than during the Fall semester. 

Table 12 gives the results of comparisons between each of the items on Survey I 

and Survey H The results of t-tests for paired samples show that when taken 

individually, only answers to question 16 showed a statistically significant increase (p 

< .03). The question asked the student to indicate the amount of physical energy 

expended while practicing. The analysis shows it was this question that explains the 

significant increase in Intensity from Survey I to Survey II. Student responses in the exit 

interviews revealed that some of the students felt the need to get more done with less 

available practice time. Others cited working on difficult goals, such as sight reading or 

challenging repertoire, as the reason for the higher energy output. Question 17, which 

asked if students had achieved their goals for the semester, and question 18, which asked 

what grade students expected to receive, appear as well to have contributed to the 

significant increase in the personal investment behavior Performance. 

Correlation matrices provided data on relationships which might exist between 

any of the 29 survey items (Appendix I). Noteworthy correlations are presented in 

Table 13. The strongest correlation (.86) was found between practice priority and the 



81 

number of days practiced. It would be expected that those who gave practicing a high 

priority would also practice more. The information is nonetheless useful because it 

helps provide evidence of internal validity for the survey. Strong correlations were found 

between the number of practice days per week and self-reported improvement (.73), and 

choosing practicing over homework and improvement (.70). A moderate (.62) 

Table 12 

Survey I and Survey II Item Comparison 

Survey Item 2-tail Significance Survey Item 2-tail Significance 
1 .54 11 .33 
2 .42 12 1.00 
3 .58 13 .55 
4 .46 14 .22 
5 .33 15 .58 
6 .22 16 .03 
7 .67 17 .07 
8 .79 18 .08 
9 .67 19 .33 
10 .08 

Table 13 

Correlations Between Survey Items 

Correlated Items 

Practice days per week and Priority 
Practice days per week and Improvement 
Choose practicing over homework and Improvement 
Practice priority and Improvement 
Physical energy expended and Achieving goals 

Survey I Survey II 
.86 
.56 
.46 
.59 
.13 

.86 

.73 

.70 

.62 

.60 
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correlation was found between practice priority and self-improvement. All of these 

questions point to the connection between the priority students gave to practicing and the 

improvement they reportedly made as piano students during the semester. A moderate 

correlation (.60) was also found between the amount of energy expended while 

practicing and achieving goals for the semester. Again, this correlation comes as no 

surprise; it would be expected that a student who worked hard while practicing would be 

more likely to reach established goals. The result does provide further evidence of the 

internal validity of the survey; those who said they gave practicing a high priority 

demonstrated their commitment by the number of days practiced and by their self-

reported improvement. 

A comparison of these correlations with their counterparts from Survey I shows 

that the correlations were stronger on Survey II for four out of the five items. Only the 

correlation between practice priority and practice days per week remained the same. An 

increase in correlation from .56 to .73 occurred between practice days per week and 

perceived improvement. Although both Direction and Persistence declined overall from 

Survey I to Survey II, the stronger correlation may indicate that those who did practice 

more days per week experienced a greater sense of improvement under portfolio 

assessment than with teacher-centered assessment. The correlation for questions 2 and 

19, dealing with choosing practicing over homework, and self-reported improvement, 

provides corroboration for this interpretation. A much stronger correlation (.70) is 

evident on Survey II for this comparison than Survey I (.46), again indicating that those 

who did make practicing a priority reportedly made more improvement while using 
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portfolio assessment. The largest increase, from .13 to .60, was noted for answers to 

questions 16 and 17. Those who expended more energy saw themselves as more 

successful in achieving their goals during the portfolio experience than with traditional 

assessment. This is likely due to the fact that the goals were much more specific in the 

second semester. The students' energy was more focused toward achieving those goals 

and, therefore, they were more likely to report reaching them. As Student A remarked, 

"I would put more energy into a piece I want to play than a piece I don't want to play" 

(Appendix I). By choosing his repertoire, he was more interested in the music, put more 

energy into practicing it, and was more likely to feel that he had reached the goal he had 

set for himself. 

Student Responses Regarding Personal Investment Behaviors 

Information obtained from the exit interviews (Appendix I) helped to confirm the 

survey findings related to the five personal investment behaviors and provide 

understanding of what lay behind the reported changes. In all cases the students verbally 

confirmed the findings of the survey regarding increases or decreases in each of the 

behaviors. The portfolio contents also provided corroboration for the interviews and 

survey findings, particularly in relation to Performance. 

Performance. This behavior is the one which recorded the greatest increase 

among the students. Eight of fifteen students reported increases in their Performance 

scores. Contributing to the Performance score were three components: 1) the degree to 

which a student felt goals were achieved; 2) the grade a student expected to receive; and 

3) perceived improvement as a piano student. The exit interviews showed that the 
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improvement in scores was often attributed by the students to some aspect of their 

portfolio experience. Student L, an advanced student whose mother was a piano teacher, 

felt that having goals made it easier to determine if she had made any progress. For the 

past several years, her piano study had been "on and off," involving lengthy periods 

without structured lessons. She had returned to study piano because playing had become 

such an important part of her life, and she missed it. In comparing the Fall and Spring 

semesters, she said, "I don't think I had really clear-cut goals and a place where I wanted 

to be, so it was kind of hard to reach them or to know if I had reached them. It was just a 

lot clearer this semester to see my progress" (Appendix I). Even though she was a top 

academic student with a lot of drive and a good background in piano, she found it 

helpful to have well-defined goals in order to channel her abilities. The final evaluation, 

contained in her portfolio, notes that she made a lot of improvement in her playing, 

which supports the increase from 10 to 13 in the survey Performance score. She 

reported developing her own interpretation of the music, as well as attaining the tempo 

she had been striving to reach. Together, we agreed that she deserved an "A" for the 

semester. 

Student O, who expected a much higher grade the second semester, attributed the 

improvement to setting realistic goals. She had tried both piano and flute in a group 

setting years ago, without much success. This was her first experience with private 

piano lessons, and she found that learning to play the piano was very difficult for her. 

When the first semester of private lessons went poorly, she contemplated quitting 

lessons. However, she agreed to give portfolio assessment a try, and by semester's end 
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felt it was more productive for her. The second semester procedures made it easier to 

see where she was going and how her progress was coming along. "This semester we sat 

down and actually wrote out goals," she said. "I think I did achieve them" (Appendix I). 

The difference for her was setting small, manageable goals, and knowing what to expect 

of herself. As documented in her final evaluation, she completed the theory program 

with a "B" average, learned basic harmonization techniques, and played along with a 

sound track. These were big improvements for her, and corroborate the survey findings, 

which recorded an increase in her Performance score (Table 8). 

From my viewpoint as the instructor, Performance was the area in which I 

noticed the most improvement, and it came as no surprise. When the students and I 

collaborated on setting their goals at the beginning of the semester, it was obvious that if 

they followed through on their commitments, there would be noticeable improvement in 

their performance as piano students when compared with the previous semester. The 

goals they set often focused on specific skills such as sight reading, harmonization, or 

memorization. Sharpening these skills resulted in tangible improvements in the 

students' performance. The improvements were noticed not only by me but also by the 

students, as was revealed in their survey responses and exit interviews. 

As mentioned in regard to students L and O, the portfolios provided additional 

documentation of improvement in the form of the final semester evaluations. The final 

evaluation forms, which contained students' statements of progress and the final grade, 

helped to corroborate the survey responses and exit interview comments. Student C, for 

example, set the goal of improving her sight reading. In her final evaluation, she 
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reported being able to skim the page and see larger patterns, thus reducing the need to 

read note-by-note (Appendix H). In our conference, we agreed that she had attained her 

goal and felt she deserved an "A." One of the goals of Student I was to perform a Bach 

ensemble piece in recital. The recordings we made during the semester helped her hear 

the problems with ensemble balance and make the necessary adjustments. She noted in 

her semester evaluation that she had overcome the problem of overshadowing the primo 

part of Piano I, and had improved her dynamics and melodic projection (Appendix H). 

Although there were a few synchronization problems in the recital performance, the 

improvement was sufficient to warrant a grade of "A-." 

Student J had the goal of learning to devise accompaniments using only a lead 

sheet. In assessing her progress toward achieving this goal, she noted that she had 

progressed from no knowledge about "comping" to being able to devise simple 

accompaniments using only the chord symbols (Appendix H). In addition, by semester's 

end she was able to play along with a taped sound track. She and I agreed that her 

improvement was sufficient to warrant an "A" for this particular goal. 

Student A felt his performance was improved because, "By setting goals that I 

wanted to achieve more, it was better this semester" (Appendix I). One of his goals was 

to develop a more stylistically balanced repertoire. He also wanted to improve his 

facility. By choosing pieces from different time periods which would help further his 

technical ability, he achieved both goals. His final evaluation showed that the three 

pieces he performed in lab received "A's" from himself, his peers, and the instructor. 
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The evaluation agreed with the survey results, which registered an increase from 12 to 14 

in the Performance score. 

As previously reported, many of the students were busier during the Spring 

semester. In spite of this, they were able to improve. Student E said it was because "I 

knew what I was working toward; when I did have time I could focus on what I was 

working toward. With the big pieces I could work on specific problems because I was 

confronted with things I could work on" (Appendix I). Student E had a very hectic work 

schedule and a demanding academic load, with little time left over for practicing. She 

had specific areas to work on because of her goals and the evaluations she received from 

the instructor, her peers, and her own self-evaluations. 

Student H attributed her improvement in part to the evaluation process that takes 

place with portfolio assessment: 

It allows you to improve, it's not such a general term, 'Well I need to 

work on this piece, it needs to get better in this part.' You can actually 

pinpoint it and say, 'right here this needs to be done, right there this needs 

to be done.' I think by doing all the evaluations, by looking at what other 

people say, that helps an awful lot. (Appendix I) 

Before her portfolio experience, she felt that she needed to be "pushed" by her 

teacher in order to improve. She learned from portfolio assessment that she 

could play a big part in her own development through the self-evaluation process. 

One of the techniques used in portfolio assessment is to frequently record 

progress and re-evaluate established goals. I employed this in the lessons by making 
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audio recordings of a piece as it progressed through various stages of development. The 

students could then compare their current degree of preparation with how they wanted 

the piece to sound in its finished state. "I liked the way you recorded me playing and 

asked me to listen to it so that I could target specific areas that I need to work on," 

Student I said. "It helped to set goals at the very start so you knew what you were 

aiming for. That's a very good technique to motivate students" (Appendix I). She 

wanted to be able to play more difficult pieces suitable for special music back home in 

the Philippines, and setting manageable goals helped her avoid frustration as she tackled 

challenging repertoire. 

By being more critical of their own playing, the students were able to focus 

clearly on their problems and devise steps to correct them. When they looked back at the 

end of the semester, not only could they see the improvement they had made, but they 

could objectively point to the areas where improvements had occurred in their 

performance. I believe that is why the Performance scores showed the significant 

increase as reported in the survey. The students not only felt they improved, but they 

had tangible evidence of the improvement. Student H, who was a serious, hardworking 

student, put it this way: 

1 can look back and actually see how I've improved, not this ambiguous, 

'Yeah, I've gotten better.' I have proof of what I've done. And that can 

serve as a confidence builder, and steps that I can follow later on when I 

do set goals like in the summer when I'm not engaged in lessons. It was a 

good experience. (Appendix I) 
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I mentioned previously that this student felt the need to be "pushed." Through portfolio 

assessment she acquired the tools to "push" herself when not taking lessons. 

Intensity. Intensity was the other behavior showing a statistically significant (p 

< .03) increase in numerical value. This behavior is a measure of the amount of energy 

expended in pursuit of an objective. The Intensity scores increased for six of the 

students, decreased for one, and remained the same for eight. 

Several of the students whose scores increased said they expended more energy 

while practicing because they were attempting to reach goals pertaining to their 

repertoire. One student (Student L) set the goal of finishing a Rachmaninoff prelude and 

performing it in a lab. When I asked if there was a relationship between the goals she set 

and the degree of concentration, she replied, "Definitely, yeah. The desire to have it 

come together as a piece took more energy and more focus than just playing the notes" 

(Appendix I). The previous semester she had no clear goal for the prelude other than to 

learn it. As part of portfolio assessment during the Spring semester, she set the goal to 

get the piece up to tempo, work on the interpretation, memorize the piece, and perform it 

in a lab setting. Without setting the goals as we did, it is unlikely that she would have 

performed the prelude because she had a high level of performance anxiety and disliked 

playing in public. Had she not set the goal to perform, she would not have been 

motivated to put as much effort into practicing the piece in order to get it ready for the 

lab. As a result, it is unlikely that her Intensity score would have increased. 

Student M remarked that she really started enjoying her pieces during the second 

semester, and that helped her to want to practice more. She put more energy into 
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practicing because, much like the previously mentioned student, she set a goal of 

completing and performing a Beethoven sonata that had proved very challenging for her. 

Setting goals helped her "focus on what I was trying to do, and not just playing for some 

reason or for a grade, it was actually to improve." Student E highlighted the connection 

between portfolio assessment and effort when she said, "I found I was more willing to 

work on the piece if I was allowed to choose the piece and set the goals" (Appendix I). 

For the students as a group, committing themselves to goals and knowing they were 

going to be evaluated provided the motivation to work harder and expend more energy. 

Student H felt that setting goals contributed to increasing her concentration 

during practice time. "By having the goals at the beginning, you know that there's set 

things you have to do in order to accomplish it, so in a way it helps the concentration. 

There's more of a motivation thing that you knew you had to get it done" (Appendix I). 

When asked if there was a relationship between her goals and the degree of 

concentration, Student L replied, "Yeah, definitely. The desire to have it come together 

as a piece took more energy and more focus than just playing and learning the notes" 

(Appendix I). 

The one student who registered a decrease attributed it to having more things that 

she had to tend to and therefore was less focused on piano. Student J, a married student 

with many commitments, reported an increase in her Intensity score. She said it was 

because there was less time to practice so she put more into the time she did have. In her 

case, the change in practicing behavior did not appear to be attributable to portfolio 

assessment. 
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Continuing Motivation. Continuing Motivation was one of three behaviors 

registering an increase in score from Survey I to Survey n. One possible explanation for 

this is that during the Spring semester, the students had specific goals with more clearly-

defined learning activities. During the first semester, the goals and learning activities 

were determined by the instructor. The second semester the students were given more 

responsibility for choosing their goals and learning activities and, as indicated by the 

survey, engaged in more autonomous behaviors related to their lessons. As Student A 

remarked, "The student will take more initiative if they can set their own goals, rather 

than being force-fed" (Appendix I). He found that his portfolio experience allowed more 

control over the lessons than his previous experience, which had been with a highly 

structured course. 

It is likely that Continuing Motivation scores failed to increase significantly for 

the same reason as given previously for Direction and Persistence. Engaging in 

Continuing Motivation behaviors requires that time be spent beyond the normal demands 

of an activity. While the students as a group attended more concerts, did more reading, 

consulted more with the teacher, and felt slightly more compelled to return to practicing 

after an interruption, these increases were not large enough statistically to offset 

decreases in listening to recordings and learning additional piano music. Student G, for 

example, cited lack of time as the reason she did less sight reading on her own initiative 

during the second semester. Even though she knew "the more time I put into it the better 

I'll get," the last months of the Spring semester were "crunch time for grades" 

(Appendix I), and therefore less time was spent sight reading. And because she was very 
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busy, she appreciated being able to work on goals that were important to her with the 

time she did have. 

The increase in consultation with the instructor outside the lesson was linked to 

portfolio assessment; specifically, to the goal setting aspect of portfolio assessment. 

Students came to talk to me about upcoming lab performances, which were included in 

their goals and constituted a portion of their evaluation procedures. They also consulted 

with me about matters such as sight reading materials, computer-based music theory 

assignments, and recital performances, all of which were related to specific goals 

established by the students. 

Students went to more concerts, again because of portfolio assessment. Some 

went to provide evaluations of other students, while others went more often because they 

set the goal to perform in recital more frequently. The amount of extra reading increased 

because of setting goals to research into the background of pieces or composers, and to 

read about practice and performing techniques. 

Direction and Persistence. As previously mentioned, levels of Direction and 

Persistence declined from Survey I to Survey II. This finding would indicate that as a 

group, the students gave piano lessons a lower priority in comparison with other 

activities they might engage in, and that they spent less time practicing during their 

portfolio experience. Without understanding the circumstances behind these results, it 

might seem that in terms of Direction and Persistence the students were less motivated. 

However, as the exit interviews demonstrated, the declines in these behaviors were 

unrelated to the portfolio assessment experience. For example, when I asked Student A 
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if his lower Direction scores reflected a change in motivation toward his piano lessons, 

he replied that it did not. Among all the students whose scores declined for Direction or 

Persistence, only one did not attribute the decline to additional scheduling demands that 

were out of the person's control. The university at which this study was conducted 

announced just prior to the start of the Spring semester that it would be closing its doors 

during the coming Summer due to financial difficulties. As a result, several of the 

students carried increased academic loads in order to graduate early or to complete an 

associate's degree. The students were also occupied making moving plans and applying 

to schools for the coming year. Comments such as "The semester was more busy," "I've 

had a lot more to do," and "It was too hectic this semester" are representative of the 

students' situation during the Spring semester. 

It is true that the difference between the two semesters in terms of the students' 

scheduling weakens the results of this study. It would have been much better had the 

students' schedules been more uniform during the Fall and Spring semesters in which 

this study was conducted. I believe it is likely that a more accurate picture would have 

been painted of the influence of the two types of assessments on students' personal 

investment levels. This would make comparisons between the assessments more 

meaningful, and would give more weight to any conclusions that have been drawn. 

However, the circumstances were beyond my control, and do reflect the possibility 

which always exists with nonmusic majors taking private lessons: other matters may 

assume a higher priority at any time. In that sense, the study reflects reality concerning 
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the nonmusic major, and I believe makes more impressive the finding that two of the 

behaviors did show significant increases in spite of the circumstances. 

The exit interviews confirmed that in every case the declines in Direction and 

Persistence were not related to students' experience with portfolio assessment, but rather 

with increased demands made on their schedules during the latter part of the Spring 

semester. The two behaviors which declined were indications of priority and time spent 

on an activity. The lower scores on these behaviors were consistent with students' 

explanations of having to spend more time on other activities. Student I reported that 

her academic load increased from 18 to 24 credit hours, and her job as editor of the 

University newspaper required more time as well (Appendix I). Student F summed it up 

well for the seven students for whom practicing assumed a lower priority when she said, 

"Not that I wouldn't like it to be a better priority, but other things just became more 

important, not by choice" (Appendix I). In addition to double majoring in English and 

American Studies, she belonged to the University show choir, and played one of the lead 

roles in the Drama Club's spring production. The first semester she viewed piano as an 

extra-curricular activity that she had more time for (Appendix I), and when things 

became busier, practice time suffered. 

Student Responses Regarding Goal Setting in the Portfolio Context 

The primary difference between the two types of assessment used in this study 

was the emphasis which portfolio assessment places on involving the student in setting 

clearly defined goals, choosing learning activities, and devising criteria for evaluating 

progress towards reaching established goals. The argument may be made that these 
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activities take place to one extent or another regardless of the type of assessment used. 

However, the hallmark of portfolio assessment is student ownership of these procedures 

from start to finish, as opposed to the normally teacher-centered assessment procedures 

used in piano instruction. In order to provide evidence that there were real differences 

between the two types of assessment used in this study—as perceived and reported by 

the students—the last nine questions of the survey were designed to quantify the 

students' experience with each assessment in terms of setting goals, choosing learning 

activities, and establishing evaluation criteria. Unless the students did perceive a real 

difference between the two types of assessment, no correlation claims could legitimately 

be made between changes in personal investment behaviors and portfolio assessment. 

Table 14 gives the individual and group results for items 20 through 28 on the survey. 

The individual scores for each of the 15 students involved in the study registered an 

increase for the goal setting questions. As a group, scores for Survey II exceeded those 

of Survey I by 119 points. The data provide corroboration that the students perceived a 

real difference between the two types of assessment, and that the previously noted 

increases in Intensity and Performance occurred in an environment that was viewed by 

the students as very different from their first semester experience. 

A comparison between surveys for all goal setting questions is given in Table 15. 

T-tests for paired samples shows that the increase from Survey I to Survey II in terms of 
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Table 14 

Individual & Group Scores for Goal Setting Items 

Student Year of Study Survey I Survey II 
A 9 30 36 
B 4 28 34 
C 1 19 31 
D 7 26 34 
E 0 17 35 
F 0 25 30 
G 0 21 36 
H 7 30 32 
I 2 32 34 
J 10 32 35 
K 0 19 32 
L 12 26 36 
M 12 27 32 
N 4 31 36 
0 0 25 34 
Group Totals 388 507 

Table 15 

Survey I & Survey II Goal Setting Comparison 

Goal Setting Mean SD SE of Mean 2-Tail Significance 

Survey I 2.86 1.16 .10 

Survey II 3.61 .881 .08 .001 
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student involvement in goal setting was statistically significant at the .001 level. It is 

clear that the students did perceive a real difference between the two types of 

assessment. 

The total scores for each of the separate goal setting items are presented in Table 

16. Results show that all questions registered an increase from Survey I to Survey II. In 

order to determine which individual items showed statistically significant increases, t-

tests were performed between each item on Survey I and its counterpart on Survey EL 

Table 17 gives the comparisons between surveys for each of the nine goal setting 

items. The t- tests demonstrate that, when taken individually, seven of the nine items 

showed increases at the .01 or .001 level of significance. Questions 20 through 23 

showed the students' increased involvement in choosing their own music, piano skills, 

and activities, as well as deciding whether or not to perform. Question 24 indicated a 

marked shift in students' attitude about the teacher's role in goal setting. Before 

portfolio assessment, the students felt that the teacher should set the goals for the 

lessons. After experiencing portfolio assessment, their opinion shifted and all but one of 

the students disagreed or strongly disagreed with the statement, "I feel that my teacher 

should set the goals." In other words, students reported that they were less inclined to 

believe that the teacher should set the goals (question 24), and were more comfortable 

setting their own goals (question 25). Questions 26 and 27 reveal the increased 

involvement the students reported in evaluating the attainment of their goals, and 

providing input about their grading. 
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Table 16 

Survey I & Survey II Goal Setting Totals by Item 

Item # Content Survey I Survey II 
20 Choose own pieces 40 53 
21 Choose skills 45 58 
22 Decision to perform 39 52 
23 Choose methods 31 52 
24 Teacher should set goals 37 49 
25 Comfortable setting own goals 57 58 
26 Evaluation input 40 60 
27 Help determine final grade 30 60 
28 Grade given self 66 69 

Table 17 

Goal Setting Subscale Comparison by Item 

Question Mean SD SE of Mean 2-Tail Significance 
I n i n i n 

20 

21 

22 

23 

24 

25 

26 

27 

28 

2.67 3.53 

3.00 3.87 

2.60 3.47 

2.07 3.47 

2.47 3.27 

3.8 3.87 

2.67 4.0 

2.0 4.0 

4.4 4.6 

1.11 

1.13 

1.06 

.549 

.743 

.414 

.976 

.845 

1.12 

.64 

.352 

.64 

.516 

.594 

.352 

.000 

.000 

.632 

.287 

.293 

.273 

.153 

.192 

.107 

.252 

.218 

.289 

.165 

.091 

.165 

.133 

.153 

.091 

.000 

.000 

.163 

.01 

.01 

.01 

.001 

.001 

.334 

.001 

.001 

.424 
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Two questions did not register significant increases. As question 25 indicates, 

after both semesters the students said they would feel comfortable setting their own 

goals with guidance from the teacher. The exit interviews showed that many of the 

students appreciated having input from the teacher regarding goal setting, and the way I 

structured the portfolio assessment provided for that guidance. However, as answers to 

question 24 showed, the students now came to see an increased role for themselves in 

terms of setting the goals for their lessons. Student E said she had been so used to the 

teacher setting the goals that she initially felt uncomfortable doing it, although in her 

introductory interview she expressed a desire to choose repertoire that she liked. 

"Before I was used to being told, This is what you do,' the kind of school 

teacher/student relationship. But I like this one better" (Appendix I). With portfolio 

assessment, she was able to choose her music, and therefore responded that "I found I 

was more willing to work on the piece if I was allowed to choose the piece." While 

answers to question 25 seem to indicate that the students would feel comfortable setting 

goals with help from the teacher, the exit interviews showed that many of them were 

more comfortable doing so now than they were before taking part in portfolio 

assessment. The experience of setting goals for themselves (in some cases for the first 

time in a lesson situation) gave them the confidence to be more independent goal setters. 

Appendix H contains examples of students' goal setting at the end of their portfolio 

experience. 

The other question to which the answers showed only a small increase asked 

what grade the students would give themselves (question 28). Most of the students 
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would have given themselves an "A" the first semester, so there was very little room for 

the numbers to go up even if the students had wanted to grade themselves higher. It 

should be noted, however, that the behavior of Performance did show an increase at the 

.006 level of significance, indicating that the students did feel they improved as piano 

students even though their answers to question 28 did not reflect this. 

The very nature of portfolio assessment as carried out in this study would seem to 

make these results automatic. And in fact, all 15 students perceived a greater 

involvement in goal setting during the second semester; Table 14 demonstrates that the 

goal setting scores went up for every student. However, the increased sense of 

involvement in goal setting was not registered on the survey equally by every student. 

Scores for two of the students increased by only two points, while the score for student E 

more than doubled (Table 14). Student E was a beginning student who initially felt 

uncomfortable setting her goals, but had gained confidence by the end of the Spring 

semester. Students H and I, whose scores increased by only two points, were 

intermediate students who played well and already felt comfortable with setting their 

own goals. No pattern emerged among the remaining students in terms of skill level; 

increases were noted among both beginning pianists (for example, students C, G, and K) 

and more advanced players (students A, D, and L.) 

The statistical results make it clear that the students perceived a difference 

between the two types of assessment which they experienced over the course of the 

academic year. Not only did students perceive the changes in goal setting from the Fall 

to Spring semesters, but perceptions about the role they could play in their lessons 
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changed as well. That in itself is an important pedagogical finding. As the survey 

results demonstrate, taking part in portfolio assessment resulted in a change in students' 

self-reported ideas about taking responsibility for their learning by choosing pieces, 

skills, methods and activities. In terms of the perceived role played in their lessons, the 

students' responses demonstrate that they more frequently chose their repertoire, decided 

what piano skills to work on, chose what learning activities to follow, and decided 

when and if to perform. After experiencing portfolio assessment, the students felt better 

equipped to set their own goals without the help of the teacher. 

Motivational Components of Portfolio Assessment 

I have discussed the results of the study in terms of personal investment 

behaviors and possible relationships which might exist between changes in those 

behaviors and the students' experience with portfolio assessment. I have also presented 

the students' responses to the goal setting aspect of portfolio assessment, because it is 

this facet of portfolios which separates portfolio assessment from the traditional, teacher-

directed assessment used in the first part of the study. At this point I examine which 

aspects of the different components of portfolio assessment the students found to be 

most positive and motivational. As this study constitutes some of the earliest research 

on the use of portfolio assessment in private music instruction, the students' perspectives 

may provide valuable pedagogical information on the practical application of portfolios 

in the applied music lesson. 
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Goal Setting and Motivation 

Setting goals in a detailed way in private lessons was something the students in 

this study had never done before. Aside from occasionally choosing a piece, the 

students' experience was one of having the teacher do the goal setting. Having a real 

voice in establishing goals was something new, and an activity most of the students 

enjoyed doing. Student N underscored the potential for motivating students that goal 

setting can have when he said, 

I think what motivates people is having their own goals. If someone 

tries to impose their goals on someone it seems to be detrimental. 

There's a difference in setting someone's goals, and helping to guide 

[someone] towards their own goals. And I think the second is ideal. 

(Appendix I) 

Playing the piano well had been one of "my life goals.. .no matter how much time it 

takes," and he made good progress the second semester toward achieving two of his 

goals: improving his sight reading and broadening his repertoire. His portfolio 

contained the graded sight reading quizzes showing his ability to read increasingly 

difficult musical examples. His final evaluation form showed that he received a "B" for 

one of his recital performances, and an "A" for another. 

The students' viewpoint about who should set the goals for the lessons changed 

after their experience with portfolio assessment. Student A, whose opinion changed, felt 

that students would take more initiative if they could set their own goals, rather than 

being "force-fed." As mentioned earlier, he had studied under a highly structured 



103 

course, where the goals for the student were set by the course. Student H felt that if the 

teacher set the goals, the only thing that would spur her on would be the fact that she had 

to do what the teacher said. She added that a lot of things required of her might be 

things she did not want to do. 

While the students did enjoy setting their own goals, some of them appreciated 

having the guidance of the instructor. They had little experience in setting their own 

goals, and the beginning students particularly felt the need to have the teacher's input. 

Even those who initially felt uncomfortable with the task were able at the end of the 

semester to plan a new cycle of goals for the future. Along with more experience in goal 

setting came more confidence and a realization that they had a big responsibility for their 

own learning. A beginning student (K) said his idea of who should set the goals changed 

because "Now I realize that as I progress, I have to become more involved in what I want 

to learn. At a beginner level it's easy to have someone tell you what to learn" (Appendix 

I). In setting his new goals at the end of the semester, this student was able to chose 

specific aspects of theory, repertoire, and sight reading to work on based upon his 

portfolio experience. His realization of the role he should play in the learning process 

was demonstrated by the new goals placed in the portfolio. 

The students seemed to feel that collaborating with the teacher produced a 

positive environment in which learning could take place. Student L, a college senior, 

said, 



104 

I don't think I'd be as motivated if the teacher set the goals. I think 

I'd feel more frustrated and forced. But if the teacher's really open and says, 

'Let's work on this together and let's find goals together,' my love for 

what I was doing just tripled because of that. (Appendix I) 

The psychological effect of giving a student freedom to chart a pathway to learning 

seems to be a very positive one. This same student felt that adult students have a lot of 

complex issues in their lives to deal with, and these factors need to be taken into 

consideration when determining what kind of goals are going to be set. 

The students in this study were given the freedom to decide which goals would 

be graded and which would not. As long as there was enough graded material among 

their other goals to determine a final grade, the students could set a goal that was to be 

evaluated in some way but not given a letter grade. For example, two of the beginning 

students set a goal to finish the method book they had started in the Fall. They were 

judged to have achieved the goal successfully as long as they reached the end of the book 

by semester's end. Another beginning student did not want to perform in public, and 

was allowed this option. To have graded these goals for the students would not have 

been motivational; it would have had the opposite effect. They preferred to be graded in 

areas where they felt more confident, and were able to work on aspects of their lessons in 

which they were less secure without the added pressure of worrying about a grade. 

One theme which emerged from the students' comments was the strong 

relationship between setting goals and making improvement as a piano student. As a 

group, they seemed to feel that setting goals was the main reason for an increase in 
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Performance scores during the Spring semester. This relationship seemed obvious to 

one student (H) after working with portfolio assessment. "If you didn't set any goals you 

wouldn't improve at all. By setting goals you have all these things you are going to 

accomplish, that you are going to improve on" (Appendix I). 

One student felt he deserved an "A" because he set his goals high and achieved 

them. Another (Student E) said that just knowing what the goals were led to her 

improvement. She knew what she was working toward, and when she did find time to 

practice in her busy schedule, she could work on specific problems. This student told 

me she appreciated being able to set goals that were important to her, that were directed 

toward the kind of playing she wanted to do. She didn't want to be a concert pianist, she 

just wanted to play music she liked for her own enjoyment. Her improvement came in 

terms of the kind of pianist she wanted to become. The freedom to tailor the goals to the 

individual was important, because the students were nonmusic majors and did not want 

their performance level to be compared to that of the music majors. As Student L put it, 

"Even though in the scope of the piece I might not be playing it at an "A" level, in terms 

of the scope of the goals, I know that I reached an "A" level within my goals." A 

college sophomore (Student G) summed up the relationship between goal setting and 

motivation by saying, 

I guess it makes you feel more involved, it just motivates you more 

because you're the one making the decisions. I think it works well in 

college and I guess with older people because it [piano lessons] can't be 

such a huge priority, and when you decide your own goals you have to 
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decide how much you're going to put into it. Your goals reflect what you 

can do, not just in terms of your ability, but in terms of time and 

emotional space. Suddenly your goal's attainable because you're working 

within what you can do. (Appendix I) 

This student, who was planning on being a design major, told me in the Fall that she 

wanted to learn the basics now, so when she came back to the piano later on it wouldn't 

be necessary to start all over again. Her goal setting helped her build a good foundation, 

so that she would "have something to work on" until she could resume lessons. 

Through the comments of the students, a dialectic generally emerges between the 

students' familiarity with the traditional teacher-directed evaluation, and the desire for 

fairness—the wish to have a voice in one's fate. I believe this conflict would become 

less pronounced with time, as indicated by the changes in students' attitudes towards 

goal setting. When we sat down together to determine final grades at the end of the 

semester, the students and I easily and quickly came to an agreement on what their grade 

should be. Because the evaluation criteria had been established months earlier, each 

student already knew how each goal would be evaluated. There were no surprises, and 

not one student expressed the sentiment that they were uncomfortable with the results or 

that the process had been anything but fair. After many years of teacher-centered 

evaluation, it was a completely new experience for these students to be asked to 

collaborate with the teacher in determining their final grade. 

The fact that some of them were uncomfortable with this was not surprising. 

Grades often carry high stakes in the minds of students, and evaluating themselves 
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requires that they shoulder some of the responsibility by assessing their own work in a 

frank and honest manner. For example, one student (F) who said she had a hard time 

evaluating herself attributed the difficulty to the fact that she didn't have as much time to 

practice this semester. Not accomplishing as much as she wanted to made it more 

difficult to 'face the music' and evaluate herself accordingly. Another student (I) said 

she was somewhat uncomfortable determining her final grade because she was so used 

to having her teacher do it. However, she also explained that now she felt better 

equipped to evaluate herself "Because I have a better idea of what to grade myself on. 

Before I didn't know what the criteria were." From a pedagogical standpoint, the 

portfolio process did equip the students to assess their progress and help determine their 

final grade. Every one of the students did so, and I believe they accomplished this in a 

fair and competent way. 

At midterm, the students and I had a conference at which we reviewed each of 

the goals and assessed the progress that was being made (Appendix H). By this time the 

scheduling crunch had set in, and several students realized that they were not going to be 

able to accomplish all the goals they set for themselves during the optimism of the first 

week of classes. Five of the students found it necessary to omit one of the goals from 

their list. Two students reduced the scope of one of their goals by reducing the number 

of pieces from the method book that they would have to learn. 

Not all the revisions were reductions in the number of goals. Three students 

added one goal each to their lists. Five students changed the criteria for evaluating one 

of their goals. These changes included omitting lab performances for a grade, choosing 
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to have memorization quizzes graded on a pass/fail basis, and revising the evaluation of 

an ensemble performance. The revisions made by the students at midterm acted as a 

"pressure valve" by reducing the stress level in their lessons. Not all of the students 

needed to scale back their goals, but a number of them were under sufficient strain to 

feel the need to do so. This left them free to devote the available practice time to the 

remaining goals, which were manageable in their view. 

The final activity of the Spring semester was to have each student construct a 

new list of goals, learning activities, and evaluation criteria to be used for the next 

semester (Appendix H). I found the students able to complete this task on their own 

with minimal help from me. A student would occasionally need help in determining an 

appropriate learning activity for reaching a specific goal, but I gave far less input than I 

did at the beginning of the portfolio experience. Student C, for example, had been 

having difficulty during the semester with her pedaling. One of her new goals was to 

continue to improve that skill. She chose the learning activity of recording her playing 

and evaluating it in terms of clarity. I suggested that she also work on the problem by 

doing pedal drills with single-note scales and parallel triads. Another new goal she had 

was to develop a group of memorized pieces to keep in her repertoire. Among the 

learning activities she chose were practice techniques she had learned from an article by 

Francis Clark, listening to recordings of the pieces she would work on, performing the 

pieces regularly, and reviewing the pieces during her practice time. 

Student J had reduced her performance anxiety enough to play in front of her 

peers in lab without excess discomfort, and formulated a new goal of performing at more 
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public occasions. For her learning activities, she chose certain events to perform at 

which would have a larger audience in attendance. The students chose learning activities 

and evaluation procedures which they had learned during the portfolio process, and were 

adapting them to their new set of goals. Not only did the students perceive a greater role 

in goal setting for themselves in their lessons after portfolio assessment, but when they 

came to the end of one portfolio cycle, they were able to design the components of the 

next stage as well. As student I put it, "What we did at the beginning of the semester, at 

that time I really didn't know how to go about it, and you had to guide me. And this 

time I did it myself when I set my goals." 

Evaluation and Motivation 

Giving students a major role in evaluating their progress and determining their 

final grade was a crucial part of portfolio assessment as used in this study. Performing 

self evaluations each time they performed during the semester helped students reach 

their goals, and taking part in the final evaluation enabled students to determine the 

extent to which those goals were attained. For Student H, the main difference between 

the Fall and Spring semesters was the evaluation procedures. "A lot more emphasis was 

put on personal evaluations and lab and teacher evaluations, than just general instruction. 

By doing that you have a written thing you can evaluate yourself on and pinpoint things 

to improve on" (Appendix I). 

The evaluations were conducted in several ways. Recordings were made in the 

lessons of the students' pieces in the beginning, middle, and final stages of development. 

The student would then listen to the tape and write out a critique of the performance, 
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including suggested learning activities designed to improve weak points. In the labs, 

each student would do a written self-evaluation, as well as evaluations of all the other 

students' playing (Appendix H). In general, the students were harder on themselves in 

their evaluations than they were on each other. Even so, they viewed the evaluations 

from others as being helpful, especially when there was a consensus about a particular 

problem. I found that if a problem such as blurred pedaling was noticed by most of the 

other students, then it was more likely that the student would accept the idea that there 

really was a problem with pedaling. 

The students tried to be constructive, and that approach was appreciated. "We 

were trying to help each other," said an intermediate student (M), "so you could tell from 

their responses it was encouraging to have somebody else evaluate what you were 

doing." Evaluating herself was not easy for this student, but she felt it was still a 

learning experience: "That was kind of hard because I'm usually really hard on myself. 

So that was a challenge for me" (Appendix I). 

The self evaluations proved to be valuable tools for devising learning activities. 

After a lab performance, for example, a student would be required to bring to the next 

lesson a completed self evaluation form (Appendix K). In addition to an evaluation of 

their playing, the students were asked to write down possible learning activities to help 

correct or improve weaknesses in the performance. Without that procedure, it is unlikely 

that the students would have thought as carefully about what they needed to do and 

would have relied on the teacher to devise appropriate learning activities. I was able to 
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look at their suggestions and provide guidance if I thought it was necessary. Speaking 

about the self evaluations, Student B remarked, 

I liked those. You just honestly told yourself what areas you 

need to work on, and [set] goals to improve those areas too. A 

lot of times you [the teacher] would ask—you wouldn't say— 

'Well, you need to do this,' you would say, 'What do you 

think you need to do to improve this?' And you'd make us 

think about what kind of things do I need to do to improve my 

piano lessons. (Appendix I) 

In her introductory interview, this student told me she had difficulty focusing 

during her practicing and that making efficient use of time was a problem for her. 

The evaluation process she experienced in portfolio assessment helped her 

become more focused while practicing because she had specific points on which 

to work. 

The self evaluations were motivational in the sense that they helped the students 

reach their goals. Student D felt that recording his Bach Gigue put him in a better 

position to practice the piece. After listening to himself on tape, he realized that he 

needed to practice in a certain way in order to gain control over the tempo. He felt this 

technique was valuable enough in terms of facilitating progress that he took the initiative 

to record another piece he was working on. His view was that listening critically to his 

playing on tape would help him clean up the pedaling and improve the flow of 

transitions during key changes. As his teacher I found this encouraging, because I could 
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see his ability to work independently growing; he was becoming more capable of 

diagnosing and correcting weaknesses in his own playing. Helping students become 

their own teacher is a key element of portfolio assessment, and I noticed this occurring 

during the course of this study. 

The evaluation procedures were motivational in another way. Student A (a 

freshman) said that he would "practice more or less depending on what the criteria were. 

I did practice more because I knew I was being evaluated by people." An advanced 

senior (Student L) told how the evaluation component of portfolio assessment motivated 

her: 

That's what helped me get through the times when I didn't want to 

practice, or when I was tired or frustrated. Just knowing I was going to be 

evaluated and this is how it was going to be done, really helped me to 

focus on those areas. In a way it keeps a little bit of pressure on, 

[knowing] that there is going to be an evaluation taking place. 

(Appendix I) 

The students indicated that they appreciated knowing how they were going to be 

evaluated. Student F, a beginning student who had previously taken voice lessons, said, 

"I liked discussing goals and discussing how things were going to be 

assessed, and what I wanted to accomplish, especially in private lessons. 

I liked for the first time in a private lesson having discussed it and 

knowing that the professor or the instructor knows exactly what you 

were hoping to accomplish" (Appendix I). 
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A beginning level senior noted that she could prepare herself appropriately 

because she knew what was coming. Another first year student (G) said it helped not 

feeling like she was being given such a "tough" evaluation by someone else. She felt her 

status as a beginner should be given consideration, and her input helped make the 

evaluation criteria more fair, in her view. I had noticed a general insecurity in this 

student when it came to her piano playing. She would often ask me how she was doing 

in comparison to my other beginning students. During a trip home, her father had 

expressed doubts about her talent and wondered if she should be spending her time on 

the piano. Having a voice in her evaluation gave student G a needed sense of control 

and security in her lessons while still being responsible for the results. 

Knowing the evaluation criteria helped Student E improve her performance. "I 

got to decide how [each goal] was going to be evaluated," she said, "and I knew what I 

was focusing on. Then I helped figure out exactly what needed to be worked on, what I 

could do. And then I'd work on that so I'd get a better grade on it" (Appendix I). 

Knowing the evaluation criteria also helped the students grade themselves at the 

end of the semester. One of the advanced students (H) liked the fact that setting up the 

grading criteria ahead of time made the process more objective. In her words, "It wasn't 

just, 'Well, what do you think you should get?"' (Appendix I). Student G appreciated 

that the evaluation was broken down into sections: 

It's not like there's one big chunk—your piano lessons—and you're 

grading that. You break it down and if you try harder in one area you get 



114 

the credit for it. You have the different sections to be graded in, not just 

one big clump, so I think it's more accurate that way too. (Appendix I) 

Since the students had a voice in establishing the criteria, they felt more capable 

of determining whether they had fulfilled the requirements for each goal. A sophomore 

(Student G) frankly reported, 

The teacher wasn't there with you [in the practice room]; they don't know 

if you really tried. It's almost more like at the end you're honest about it 

and you're more responsible for it because you know what you did. You 

feel like your interpretation of what your grade should be is a little more 

accurate than your teacher's. (Appendix I) 

While the students as a group appreciated having input about how their goals 

were going to be evaluated, not all of them felt comfortable evaluating themselves or 

helping to determine their final grade. Student B experienced a conflict between what 

she wanted to give herself and what she felt she truly deserved. "It was hard to do, 

because you're like, 'I want an 'A,' but inside you're going, 'Well, you don't deserve an 

'A,' you deserve this grade!" (Appendix I). Another student (F) expressed similar 

feelings. She lacked sufficient practice time and found it hard to grade herself 

accordingly. She enjoyed discussing how things were going to be assessed, and 

appreciated the fact that I wasn't going to set the standards in isolation from her. 

However, when it came to actually determining her grade, she felt that I was more 

capable of doing it than she was. 
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One student (I) said she was uncomfortable with evaluating her performance 

because she was so used to having her teachers grade her. In spite of that, she did feel 

better equipped after portfolio assessment to grade herself. We had discussed the 

process and therefore she knew what criteria were going to be used to establish her final 

grade. 

An interesting exchange occurred between Student K and myself over this issue: 

Instructor: You strongly agreed that you helped determine your final grade. Is that 

correct? 

Student: Yes. 

Instructor: And did you feel comfortable doing that? 

Student: No. 

Instructor: Did setting the goals, activities, and evaluation criteria make it any easier to 

grade yourself? 

Student: No. 

Instructor: If we had done things the way we did last semester and we just sat down and 

I said, "Okay, what are you going to give yourself?" 

Student: In that light, yeah, it would make it easier, because I have a better 

understanding of what I was trying to achieve, so therefore it makes it easier to give 

myself a grade. If the teacher just gives me an assignment and I don't know why, then 

it's harder to grade (Appendix I). 

This student needed some help understanding that he actually was better 

equipped to grade himself than he realized. Like the other beginning students, he lacked 
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experience and confidence in guiding his learning. Earlier in the interview he had 

remarked that "at a beginner level it's easy to have someone tell you what to learn." He 

also admitted that as he progressed, he saw it becoming more necessary to be involved in 

his own learning. With a little help from me, he understood that he didn't need to rely 

completely on the teacher to evaluate his progress. 

One of the advanced students (L) felt uncomfortable grading herself as well. 

Although she felt comfortable giving input, she was "very uncomfortable" giving herself 

a grade. It wasn't that she thought it was a bad idea. In fact, she said "I think it's 

wonderful that the teacher wants your opinion of yourself as well. Because that matters. 

Through their eyes they can see it one way, but maybe through your own eyes you can 

describe the struggles you went through at home, and your own view of setting goals and 

reaching them" (Appendix I). 

By knowing the evaluation criteria ahead of time, and by knowing that each of 

the goals they established for themselves would be assessed in terms of progress made, 

the students in this study were motivated to work towards accomplishing their goals. 

Some knew their peers were going to be scoring their performances in a lab situation. 

Others realized that their playing would be graded in a student recital. Some goals such 

as sight reading quizzes or computer theory assignments were scored on a percentage 

basis. In addition, because students evaluated themselves on every goal, they were 

required to focus their attention on problem areas and devise strategies to address those 

problems. This self-directed evaluation also proved motivational, as the students' 

comments have indicated. 
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Further indication of higher motivation is provided by the increase in Intensity 

for the group, which showed that the students spent more energy pursuing their goals 

during the Spring semester. Giving students a greater voice in setting their own goals 

and evaluating their progress resulted in higher Performance scores as well. The 

findings of this study indicate that the goal setting and evaluation components of 

portfolio assessment have the potential for motivating students, and provide an important 

alternative to traditional assessment in private piano instruction. 

Additional Observations Regarding Students' Experiences With Portfolios 

Portfolio assessment was a new experience for the students in this study, and a 

major departure from the teacher-centered assessment they had been exposed to prior to 

the Spring semester. Student F underscored how different the experience was for her. "I 

liked for the first time in a private lesson having discussed it and knowing that the 

professor knows exactly what you were hoping to accomplish. Having taken voice 

lessons before and really never having a say in what I was hoping to get out of 

something.. .1 thought that was important." The students were not accustomed to 

participating in setting clearly defined goals in their lessons. Some of them also 

admitted to being a little uncomfortable evaluating themselves and, for the first time, 

having a voice in determining their final grade. By the end of the study, however, the 

students' comments indicated that the portfolio experience was unanimously positive. 

Particularly appreciated by the students was the goal setting aspect of portfolio 

assessment. After one semester of goal setting experience, they could look back and see 



118 

the benefits of having clearly defined goals, learning activities, and evaluation 

procedures. Student A learned that he could apply this concept to other areas of life: 

I think it's a great system. It leaves more options to the student, the 

student can set their own goals and figure out a method to achieve them 

and then grade themselves on how well they did, which is a really good 

way to make yourself think. And you can apply it to anything 

you would do in the workforce. (Appendix I) 

As a teacher who feels it is important to empower students, I appreciated the fact that 

this nonmusic major learned something in his music class that he can transfer to other 

endeavors, whatever they may be. 

Student C appreciated portfolio assessment because it helped her accomplish 

more during her practicing. During the introductory interview, she had expressed 

frustration stemming from her perfectionist tendencies. In the past, she would get stuck 

on one piece to the exclusion of her other assignments. The organizational aspects of 

portfolio assessment helped her overcome this problem, and as a result she reported 

achieving her goals for the semester. "I liked the idea of setting goals," she said during 

the exit interview. "It was good to know that I accomplished certain things" 

(Appendix I). 

Other students appreciated the personal freedom provided by portfolio 

assessment. Student D, a freshman, liked the fact that "With portfolios you make up 

your own goals. It's extremely nice to do that because you make up goals you like 

personally that aren't dictated to you by some higher person. So it's very personal." 
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Some students used this flexibility to pursue goals that they had wanted to work on for a 

long time, but never had the opportunity. One student said it was more fun practicing 

because she was playing pieces that she liked. Another chose to work on a skill that she 

had wanted to learn for a long time, but was never given the chance to pursue. These 

individual elements add up to an experience that made the lesson enjoyable and 

rewarding. 

By having some control over the semester's objectives, the students felt like they 

would be able to accomplish what they set out to do. "Suddenly your goal's attainable," 

replied Student G, "because you're working within what you can do. And you don't set 

goals you know you can't accomplish." Even though a few of the students were a little 

ambitious at the beginning of the semester in terms of the number of goals they set, I did 

find that the kinds of goals set by the students were appropriate in relation to their ability 

and experience. No one attempted to set a goal that was unreachable, one which I would 

have had to modify or even veto. 

The opportunity to take ownership for goal setting helped Student K feel more 

interested in his own learning. He had previous experience singing and playing guitar in 

a country and western band, and had some definite ideas about what he wanted to 

accomplish with his piano lessons. He wanted to develop enough keyboard skill and 

learn enough theory to support his leadership position in the band. Portfolio assessment 

gave him that opportunity. "I said, 'This is what I want to do,' such as music theory, and 

then that became applied to the music lesson. Because of that I think it helped me to 

have a more regular practice schedule, be more interested in becoming involved in the 
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process" (Appendix I). Student E was a business major who was working for three 

different departments on campus. She found it difficult to find the time to practice 

sufficiently to make progress. In spite of her schedule, she believed that setting her own 

goals gave her extra incentive to follow through with her commitments. "The teacher's 

there," she said, "but mainly you know it's something you've already decided upon so 

you've got to be determined to do it" (Appendix I). 

Rather than feeling resentment over having to apply their time and effort to goals 

which were imposed, the students felt compelled to keep their commitments because 

they chose the goals in the first place. As Student H put it, 

I think because you set your own goals, you feel more responsible too. 

Because you're the one who said you wanted to do it so you have no 

excuse. You can't just say, 'Well, this is dumb, I don't want to do this.' 

(Appendix I) 

She was an advanced sophomore who was considering music education as a major, and 

even though she was always a good student, I found that she became more focused and 

more organized in her lessons after we began using portfolio assessment: 

It gave me a sense of fulfillment after doing it because I knew I 

accomplished something I was going to do, one of my goals. It helped 

to set goals at the very start so you knew what you were aiming for. 

That's a very good technique to motivate students. (Appendix I) 
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Goal setting was not the only new experience for the students in this study. 

Having a folder filled with artifacts representing a semester's worth of work was also 

something they had not encountered in their piano lessons before. The contents of the 

portfolios contained items such as cassette tapes of pieces in various stages of 

completion, sight reading quizzes, computer-generated theory scores, self evaluations, as 

well as peer and teacher written evaluations. Student G said it would be "neat" to have 

the folder contents because "you have something to go away with, like 'here's my 

lessons.'" Although a beginning student, she was very musical and often asked me if 

she was doing as well as I thought she should. The recordings we made of her playing 

helped convince her that she was improving. Having the portfolio contents to keep is 

just what she needed to build her confidence. " I guess it makes you feel more 

involved," she said. " It just motivates you more" (Appendix I). An advanced freshman 

(Student N), planning on majoring in computer information systems, said that if he ever 

taught piano lessons he would want to use portfolio assessment. One of the aspects he 

appreciated was having the contents of the portfolio. "It's going to be really good to 

have something to take with me in a folder that I can look back on." 

Summary 

The results of the study showed that three of the five personal investment 

behaviors registered an increase. Performance and Intensity showed increases at the 

.006 and .03 levels of significance, respectively, meaning the results showing greater 

improvement as piano students and increased expenditure of energy following 
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experience with portfolio assessment lay beyond the realm of chance. Continuing 

Direction showed no statistically significant change. Declines in measurements of two 

of the behaviors, Direction and Persistence, can be attributed to chance. By the students' 

own account, however, the decline in these behaviors resulted from factors unrelated to 

portfolio assessment. It is likely that Direction and Persistence would have declined 

regardless of the type of assessment used because of extenuating circumstances which 

required that the students spend more of their time in other pursuits. I believe it speaks 

well of the motivational possibilities of portfolio assessment that the two behaviors 

which declined did so because of time factors unrelated to portfolio assessment itself. 

Furthermore, the two behaviors which showed statistically significant increases reflect 

the energy the students put into their practicing, and the improvement they made as 

piano students in spite of having less time to practice. The students themselves credited 

goal setting and knowledge of their personal evaluation criteria with these behavioral 

changes. In some cases just knowing they were going to be evaluated by their peers was 

motivational. Many of the students appreciated receiving serious evaluations from their 

peers for the first time. Others were motivated by setting their own goals and having a 

yardstick which clearly demonstrated that they had made progress in relation to where 

they were at the start of the semester. At the conclusion of the semester, the students 

were able to use what they had learned from portfolio assessment to create a new set of 

goals and learning activities. And, they did so with only minimal input from me. That is 

an important consideration for teachers who wish their students to become independent 
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learners. If our goal as educators is to equip students to teach themselves, then portfolio 

assessment can be a motivational tool in that effort. 



CHAPTER 5 

SUMMARY, CONCLUSIONS, AND DISCUSSION 

Summary 

The purpose of this study was to compare personal investment levels among 

nonmusic major piano students in the contexts of portfolio and teacher-directed 

assessment. In order to fulfill the purpose of the study, three problems were addressed: 

1) Identifying students' perceptions of direction, persistence, continuing motivation, 

intensity, and performance in the context of teacher-directed goal setting, choice of 

instructional activities, and evaluation of performance; 2) identifying students' perception 

of direction, persistence, continuing motivation, intensity, and performance in the context 

of portfolio assessment; and 3) comparing the two sets of student perceptions as 

identified in problems one and two. 

Methodology 

Fifteen nonmusic major students studied private piano with me in the context of 

teacher-directed assessment during the Fall semester and in the context of portfolio 

assessment during the Spring semester. For the first semester, I set the goals, learning 

activities, and evaluation procedures based on introductory interviews with each of the 

students. Final grades were determined by me without input from the students. For the 

second semester, the students set their own goals, learning activities, and evaluation 

124 
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procedures in collaboration with me. The goals, activities, and evaluation procedures 

were subject to revision at any time during the semester, with a formal re-evaluation 

taking place at mid-term. At the end of the semester, the students conferred with me in 

determining their final grade according to pre-established criteria (see page 68). The final 

activity of the semester was to have the students compose a new set of goals based on 

their experience with portfolio assessment. 

Maehr and Braskamp's (1986) theory of personal investment was used as a 

framework for studying changes in student motivation. I developed a survey which was 

administered prior to and after students' experience with portfolios in order to look for 

changes in personal investment levels. In addition to the survey, information was 

obtained from exit interviews conducted with the students at the end of the Spring 

semester, as well as from the contents of the portfolios. 

Findings 

Students' personal investment levels were identified using an instrument 

administered before and after experience with portfolio assessment. The students' 

responses to the survey showed that the decreases in Direction and Persistence could be 

statistically attributed to chance. Continuing Motivation registered no statistically 

significant change. The students showed significant increases in the personal investment 

behaviors Intensity (p < .03), and Performance (p < .006), indicating that the students put 

more energy into their piano study, and felt they improved as piano students in the 

portfolio context. Information obtained from the exit interviews attributed the declines in 

two of the behaviors to extenuating circumstances which resulted in busier student 
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schedules during the Spring semester. The results of the study show that students' total 

personal investment scores were higher after portfolio assessment than with teacher-

directed assessment. 

The survey results showed that students' perception of their involvement in 

setting goals, choosing learning activities, and establishing evaluation procedures 

increased significantly (g < .001) after their portfolio experience. This finding helps to 

establish that the students truly did perceive a difference between the two types of 

assessments. Without confirming this difference in perception, the results related to 

personal investment levels would have been meaningless. 

The exit interviews provided information which demonstrated that the students 

found their involvement in portfolio assessment motivating. They appreciated being able 

to set their own goals in collaboration with the instructor. While some of the students 

initially were not comfortable setting their own goals, by the end of the Spring semester 

they felt more capable of doing so. This was not surprising, as this was the first 

experience any of them had with portfolio assessment. The students reported that 

working on repertoire and skills that were important to them was motivational. The 

students' comments indicated that they felt a greater sense of responsibility for their 

learning because the goals had been chosen by them, not forced upon them by me 

They also appreciated being able to choose their own learning activities, a process 

which helped them become better self-teachers. As previously noted, this was the area in 

which the students needed the most guidance initially. During the process of setting new 
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goals at the end of the semester, I found the students able to draw on their experience and 

choose appropriate learning activities for themselves. 

The students also found that helping to choose the evaluation criteria and knowing 

what they were ahead of time was motivational. In some cases, knowing that they were 

going to be evaluated by their peers was motivational. The students also felt the process 

was fair, and I received no complaints about final grades from any of the students. At the 

end of the Spring semester, I found that they were able to establish a new set of goals and 

learning activities for themselves for the upcoming semester. In addition, they learned 

the value of self-evaluation and regular revision of established goals. 

Conclusions 

The theoretical background for this study was Personal Investment Theory. The 

theory had been originally applied by Maehr and Braskamp (1986) to the study of 

motivation and job performance. Personal investment theory also has been used to study 

motivation among community health education interns (Tappe, 1987), elementary 

principals (Suddarth, 1989), adult exercisers (Duda and Tappe, 1988; Kasimatis, 1993; 

Leivadi, 1994), athletes requiring rehabilitation (Duda, Smart, and Tappe, 1989), adults 

taking part in a health screening program (Stonecipher, 1991), public school employees 

(Reiger, 1991), and police officers (Cuttita, 1992). To my knowledge, this study is the 

first that has used personal investment theory in the investigation of motivation among 

musicians. Previous research indicated the theory was adaptable to a variety of situations 

and populations, and therefore might prove useful in the context of my research. 
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Contribution to Research Using Personal Investment Theory 

Motivation is a frequent topic of discussion in piano journals, but the evidence is 

often anecdotal. Personal investment theory appeared to offer a framework for providing 

well-documented evidence regarding the motivation of piano students. My expectation 

when choosing the theory was that observing changes in the five constituent behaviors 

would provide the clearest picture of students' motivation levels before and after using 

portfolio assessment. Rather than viewing motivation as a monolithic entity, personal 

investment theory allows for the examination of different aspects of behavior which 

reflect motivation. 

I also felt that changes in the behaviors could be readily discerned by means of a 

self-report instrument, i.e. the survey. The theory lent itself to the construction of an 

instrument tailored towards the students' experience with portfolio assessment in private 

piano lessons. After being refined in the pilot study, the survey questions accurately 

explored the students' personal investment behaviors. Because the behaviors were clearly 

defined by Maehr and Braskarnp, it was relatively easy to compose survey items which 

addressed those behaviors in the lesson context. The exit interviews allowed me to 

confirm that the questions were accurately reflecting changes in the student's behaviors. 

In summary, I found, as did Stonecipher (1991) and Duda, Smart, and Tappe (1989), that 

personal investment theory provided a useful framework for determining changes in the 

motivation levels of students. 

In my opinion, these expectations were fulfilled. The behaviors engaged in by the 

piano students clearly fell under the parameters proscribed by the personal investment 



129 

behaviors of Direction, Persistence, Continuing Motivation, Intensity, and Performance. 

Taken as a whole, the behaviors did provide an accurate picture of the students' priority, 

commitment, effort, and improvement, both before and after their experience with 

portfolio assessment. The measurements of Direction and Persistence, for example, 

revealed that many of the students were much busier during the second semester and 

therefore had given a lower priority in their schedules to practicing. However, the 

findings related to the three remaining behaviors demonstrated that the students were 

motivated to engage more in extra lesson-related activities, put greater energy into their 

practicing, and improve their performance. 

The theory provided information regarding the students' self-reported levels of 

improvement in their performance. Because piano playing is an applied subject, any 

picture of musicians' motivation in the context of piano lessons would necessarily take 

into account the end result of efforts to improve their skills. Although the students in 

this study were short on practice time, they did feel as a group that they had improved as 

piano students. In painting a picture of student motivation, personal investment theory 

accounted for both the level of improvement and the amount of time directed toward 

practicing. In addition to providing an overall personal investment score, the theory 

separated motivation into several components, thereby providing a more detailed picture 

of the students' behavior. 

The fact that three of the personal investment behaviors increased, as did the 

overall scores, suggests that Persistence may be a less accurate predictor of motivation 

than the other behaviors described by the theory. In my study, the students were clearly 
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motivated by their portfolio experience even though they had less time to devote to their 

piano lessons. It is not difficult to imagine situations in which a person is motivated to 

pursue a particular activity, but is unable to devote additional time to that endeavor 

because of other commitments. On the other hand, it is difficult to see how a motivated 

person would spend less effort while pursuing an objective (Intensity), or perform more 

poorly at it after a given period of time (Performance). Based on my findings, it would 

seem hat these two behaviors were more accurate indicators of motivation than 

Persistence simply because they are not time-bound. The students in my study had less 

time to practice during the second semester, but in spite of that fact put more effort into 

their practicing. The effort stemming from their increased motivation resulted in higher 

self-reported Performance scores. Had they also spent more time practicing, that 

certainly would have been an indication of increased motivation. But the reality that their 

motivation increased in spite of the time spent toward their lessons suggests that Intensity 

and Performance are more appropriate indicators of motivation. The importance of the 

individual behaviors in Maehr and Braskamp's theory, and their contribution to the 

overall picture of motivation among musicians would be a worthwhile area of 

investigation. 

Research Regarding Portfolio Assessment 

Virtually all previous research using portfolio assessment has been conducted in 

the classroom environment. Most of that research has been done in subjects other than 

music. One of the important contributions of this study is the demonstration that 

portfolio assessment can be used successfully in the context of private piano instruction at 
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the college level. The inherent flexibility of portfolio assessment made adapting it to the 

private piano lesson relatively easy. The private lesson situation is ready-made for the 

conferencing and fine-tuning of goals which portfolio assessment requires (Paulson, 

Paulson, and Meyer, 1991). Meeting weekly with each student during the lesson time 

provides a convenient forum for student and teacher to communicate about matters 

relative to the portfolio. In addition, each student has a different background and ability, 

and portfolios allow for a customized course of study which takes those differences into 

account. The students also have different goals and preferences. Using portfolio 

assessment means that a one-size-fits-all syllabus is not used with every student. 

Students can work on skills and repertoire that are interesting and motivational to them. 

The students reported that they enjoyed portfolio assessment, were motivated by it, and 

learned how to set their own goals and achieve them. 

Another important finding of this study was the effectiveness of portfolio 

assessment in bringing about changes in students' attitudes towards taking control of their 

own learning. My findings agreed with prior research (for example, Frazier & Paulson, 

1992; Lylis 1993; Mill-Courts & Amiran, 1991), which found that portfolio assessment 

encouraged students to take responsibility for their own learning. Portfolio assessment is 

very different from the type of assessment normally used in private college piano 

instruction in that setting goals, choosing learning activities, and evaluating student 

performance are responsibilities which typically reside with the instructor. With 

portfolios, a large portion of these activities are turned over to the student. My work 

builds on that of Eiriksson (1995), who found that portfolios should be goal-based 
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because they involve the student in a continuous evaluation of their work as they attempt 

to reach their goals. I found that the whole goal setting process encouraged the students 

to become much more involved in their learning from start to finish. 

The survey results of this study indicated that the students' ideas about who 

should set the goals for their lessons changed significantly after their portfolio experience. 

Initially, the students as a group felt that the teacher should set the goals. After portfolio 

assessment, they believed more strongly that the student should set them. Going through 

the goal setting process helped the students realize that not only could they set goals for 

themselves, but it also helped them see the motivational aspects of goal setting. The 

students reported enjoying their pieces more when given the power to choose them. They 

also felt more committed to following through on achieving goals which were not 

imposed upon them by the instructor. 

While some of the students initially felt uncomfortable evaluating themselves, 

they learned from experience that they could outline evaluation criteria and make a fair 

assessment of their own performance. I found, as did Lylis (1993), Wagner (1993), and 

Johnson (1994), that portfolios improved students' abilities to evaluate themselves. 

Having to provide written evaluations of themselves and their peers helped the students 

sharpen their critical skills. My research corroborated Cole's (1994) findings, which 

suggest that self-evaluation in portfolio assessment encourages students to set new goals 

and make revisions over time. The final activity of planning a new cycle of goals, 

learning activities, and evaluation criteria demonstrated that the students could build on 
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what they had learned, thus taking a larger role in planning and achieving their 

educational goals. 

In one instance, my findings disagreed with those of Cole (1994), who found that 

portfolios were not as effective for above-average students. My more advanced and 

talented students seemed to enjoy and benefit from portfolio assessment as much as 

beginning and intermediate students. Cole's case study involved a small number of 

subjects (n = 4) in a sixth-grade writing class, which may account for the difference. 

Further research needs to be conducted before any conclusions can be drawn regarding 

the effectiveness of portfolios for students of differing ability. 

Another contribution this study makes to the body of knowledge about portfolio 

assessment is in the area of portfolios and student performance. Teachers want to see 

their students motivated and involved in their learning, but they also look for evidence of 

improvement in their performance. The survey results of this study suggest that the goal 

setting components of portfolio assessment contributed to statistically significance 

increases in the personal investment behaviors Intensity and Performance. During their 

experience with portfolios, the students in this study expended more energy and reported 

making more improvement as piano students in comparison to the previous semester in 

which traditional assessment was used. 

By setting specific goals, the piano students improved selected aspects of their 

playing, and learned new skills which would make them more competent pianists. In 

addition, the self evaluations helped them focus on their weaknesses in a more detailed 

way than they otherwise would have. By creating learning activities designed to address 



134 

problems in their playing, the students' practicing was more purposeful and efficient. 

This is demonstrated by the fact that even though the students had less time to practice, 

they reportedly made greater strides in terms of their performance. This study provides 

additional support, from the students' point of view, for research of Gelfer and Perkins 

(1992), and Mills-Courts and Amiran (1991), who found that portfolio assessment 

contributes to increased student learning. 

Discussion 

This study may provide useful information for teachers and researchers who are 

searching for ways to help motivate students to take a greater interest in, and 

responsibility for, their own learning. I believe part of the importance of this 

investigation lies in its contribution toward establishing portfolio assessment as a 

motivational alternative to traditional assessment in private piano lessons. A discussion 

of this contribution follows. 

Portfolio Assessment: An Alternative for Private Piano Instruction 

As mentioned previously in this study, teacher-directed assessment has been the 

paradigm in private piano instruction for generations. Changes in the way we assess our 

student's performance and growth has come slowly, perhaps due to a perceived lack of 

viable alternatives. In my view, one of the most important contribution of this study to 

the field of piano pedagogy is the finding that portfolio assessment is a valuable 

assessment tool in private piano instruction. I believe there are many positive features 

about portfolio assessment that warrant giving it serious consideration. 
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The students in this study had to take a more active role in their lessons. Portfolio 

assessment was something the students did; it was not done to them or for them. By 

design, students shared a major part of the responsibility for setting goals, choosing 

learning activities, and evaluating their progress. They had to be specific about what 

they were doing, and they had to follow through on their plans or squarely face the 

consequences. They were involved in collecting evidence which demonstrated that they 

were keeping their commitments, and they shared the task of assessing whether or not 

they reached their goals. Because they knew ahead of time what the evaluation criteria 

were, and because they had a part in determining their grade, there was less likelihood 

that complaints would arise when final grades were computed. And indeed, there were 

no complaints. 

Another important contribution this study makes to the field of music education is 

the finding that students take ownership of their learning with portfolio assessment. The 

students in this study had to shed the passive role they normally assumed in their lessons 

and get involved in setting and reaching their goals. With portfolios, they were at the 

center of the learning process from start to finish. As a teacher who had grown weary of 

passive students who showed little or no initiative, portfolio assessment for me was a 

refreshing change. I did not have to "drag" them through lessons, nor was all the 

responsibility for their learning on my shoulders. After all, they had chosen the goals and 

learning activities for themselves. The students seemed to enjoy their lessons more 

because they were doing things they wanted to do. They were much more focused and 

usually better prepared because they knew what needed to be done. 
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The experience was valuable for the students in another way. The process of 

documenting progress in a particular area was an excellent learning strategy. For 

example, recording a piece in several different stages of development gave the students 

help in critiquing their playing and making plans to reach the next level. I recall one 

student thinking she hadn't made any progress on a piece for some time. I told her she 

had, but I don't think she really believed me until we listened to the first recording she 

had made a few weeks earlier. She was encouraged to hear evidence that her playing 

really had improved. Another example involved a student who wanted to improve his 

memoiy. One of his learning activities was memorizing short pieces that I would give 

him to memorize for the next lesson. At the end of the semester we pulled the pieces out 

of his portfolio, and together noticed how much more complex they had grown as the 

weeks went by. He could see proof that his ability to memorize had grown substantially. 

By collecting evidence of progress toward established goals, portfolios helped the 

students in this study determine whether they were actually improving. Because the goals 

had been clearly defined, the students could look at the artifacts in the portfolios and 

know if they were achieving their goals. 

Perhaps one of the most disappointing experiences a teacher can have is to see a 

student stop learning as soon as the lessons end. Without the guidance of a teacher, some 

students cannot or do not continue to grow. One reason for this may be that they don't 

know how to continue the learning process apart from the teacher. Perhaps they leaned so 

heavily on the teacher when they were taking lessons that they are lost once on their own. 

At this point, I cannot make any claims about students who continue to learn on their own 
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after working with portfolio assessment, but I do know that the students in my study were 

capable of setting new goals and learning activities with very little help from me. Having 

done these things during the Spring semester gave them the experience and confidence to 

be able to keep the learning cycle going. Further research would be required to determine 

if the students actually used what they learned from portfolio assessment to continue 

learning. 

Probably as important to the students as the capacity to formulate new goals was 

the realization by some that they needed to set new goals to motivate themselves. One 

student said she appreciated making a new set of goals to work towards after the semester 

ended because "I knew I'd be more motivated to do it." Teachers want to equip their 

students to keep learning after they leave the "nest." Portfolio assessment helps in that 

endeavor. But they won't continue to grow if they're not motivated, and portfolio 

assessment helps teach students the motivational value of setting new goals to strive for. 

Of benefit to the teacher are the contents of the portfolio. Should a student 

transfer to a new teacher, the student can present the portfolio as a body of evidence 

which gives a more complete picture of the student as learner than an ordinary audition. 

One of my students transferring to another university is looking forward to showing her 

new teacher the contents of her portfolio. The artifacts will give the instructor a more 

complete picture of the student than is possible without the portfolio by providing 

evidence of the progress the student has made during the course of the school year. For 

one thing, it will present examples of her pieces in different stages of progress. Normally 

when a student auditions, the teacher hears a relatively finished product, but has no idea 
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of what the piece sounded like in the beginning or how far the student has come. In 

addition, the list of learning activities provides information on what processes were 

effective in helping the student reach established goals. The recordings and learning 

activities will help present a more complete picture of the student as learner. 

By examining the self evaluation forms, the instructor will learn about the 

student's ability to analyze her own playing for weaknesses and strengths. The self 

evaluations will also inform the instructor about the student's practice techniques and 

problem-solving abilities. The teacher evaluations will highlight recurring problems as 

well as facets of the student's playing which have improved. So not only does the 

student appreciate having the contents of the portfolio, but I feel that any teacher would 

welcome such a wealth of knowledge about a new student that might otherwise take 

weeks or months to discern. 

Finally, I believe portfolio assessment is a valuable alternative to traditional 

assessment in private lessons simply because the students in my study enjoyed it. I 

received comments from the students such as, "It's a great system;" "It makes it more fun 

to practice;" "It's very personal;" "I liked it a lot better;" "It makes you feel more 

involved;" and "It was a good experience." An assessment tool that can provide the 

benefits I have already discussed would be well worth considering. But if in addition the 

students like it, then it is doubly deserving of consideration. As one student remarked, "I 

was overall really pleased with the experience. I learned quite a bit." She not only 

learned from the experience, but she enjoyed it too. For piano teachers wanting to make 

learning more enjoyable for their students, portfolio assessment is well worth trying. 



139 

The Teacher's Role in Portfolio Assessment 

While preparing to conduct this study, I found no shortage of information 

in the literature regarding the use of portfolio assessment in subjects other than music. 

There is abundant research using portfolios, particularly in the area of reading and 

writing. Portfolio assessment is also frequently used in art, math, and English courses. 

When it came to preparing my research in the use of portfolios in private piano lessons, I 

found that I was essentially breaking new ground. Information on implementing portfolio 

assessment in music lessons was practically non-existent; nor was there any material 

dealing with students' responses to the portfolio experience in private lessons. Because 

this was new territory, I discuss my experience with portfolios in the private lesson 

situation from my vantage point as teacher. 

Portfolio assessment is student-centered by design. It places more responsibility 

for the planning and execution of a course of learning squarely on the student's shoulders. 

It might be expected, therefore, that the teacher's responsibilities would be 

correspondingly lighter. Such is not the case, however. I found that in terms of the 

amount of time required, portfolio assessment made greater demands upon the teacher in 

private piano lessons than traditional assessment procedures. This same finding has been 

reported in connection with subjects other than music (DeFina, 1992). Although this has 

been one of the reasons cited by teachers for not using portfolios, under the right 

circumstances portfolio assessment is manageable and well worth the extra investment in 

time. Teachers must determine for themselves if their situation would permit the use of 

portfolios. 
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Even though portfolio assessment is student centered, and the students take a 

greater share of the responsibility for their own learning, the teacher still plays an 

important role in guiding the student through the entire process. By no means is the 

teacher made obsolete, or given a diminished function. As researchers in portfolio 

assessment in other fields have found, the teacher is a collaborator and facilitator of 

student learning. The discussion of my role as teacher in this study begins with the time 

and organizational demands, followed by my experience regarding the role of the 

instructor as guide and mentor to the students. 

Time and organizational demands. One of the reasons some classroom teachers 

have been reluctant to try portfolio assessment is the fear that employing it with a class of 

30 students would be enormously time-consuming. That idea certainly influenced my 

decision to limit the number of students in my study to 15. As it turned out, I did find 

that portfolio assessment required more of my time than the previous semester's 

assessment procedures. 

The first meeting with each of the students was spent setting up goals, learning 

activities, and evaluation procedures. Since the lesson schedule permitted me to meet 

individually with the students, it was easier for me to conference with them than it would 

be for a classroom teacher. As mentioned in Chapter 1, that was one of the reasons I felt 

portfolio assessment would adapt well to the private lesson format. Not only was it more 

convenient to set up the goals, but it was possible to discuss any of the goal setting 

components with the students during their lesson times. Minor adjustments in goals 

could be made during any regularly scheduled lesson. I also used lesson time to conduct 
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the mid-term reevaluation of the students' goals. More significant changes in goals, 

activities, or evaluation criteria were made at that time. 

The 15 students in this study came up with 49 separate goals. While the students 

had general goals the previous semester, during the Spring term these were more specific 

and greater in number. As the teacher, I needed to keep track of those goals and any 

special activities that required my participation. Many of the goals concerned repertoire. 

I wanted the students to have a larger say in choosing their music, so rather than choosing 

all the pieces myself, I gave each student a group of three or four to choose from. This 

meant that I had to take the time to collect the choices for each student. Since some 

students worked on three pieces of differing styles, it meant selecting 12 pieces for those 

students from which to choose. 

Other students had improving their sight reading as a goal. As instructor, I had to 

choose sight reading material appropriate for each student. As the students progressed, 

sight reading materials had to be chosen which were slightly more difficult than the 

previous music. Since their progress was measured by sight reading quizzes, I also 

needed to prepare those ahead of time for each student. Several of the students had sight 

reading drills as a learning activity in the lesson. Some of these drills were read as solos 

and others were sight read as duets with me. These drills also needed to be chosen ahead 

of time. 

Creating forms also involved a substantial commitment of time (see Appendix J). 

This included making forms for the initial goal setting; midterm reevaluation of goals; 

recording practice hours; peer, teacher, and self evaluations for the performance labs; 
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final evaluations; and new goals for the next semester. Most of these form were designed 

and saved on the computer to allow for necessary editing. 

Most of the students had goals which required them to perform in labs or recitals. 

Students with repertoire goals performed their pieces in various stages of development in 

the labs. The labs provided opportunities for the students to receive evaluations from 

their peers as well as the instructor. Each student also did a self evaluation for the 

purpose of evaluating strengths and weaknesses and devising learning activities to foster 

improvement. The labs were used for other purposes as well. One student set the goal of 

improving her accompanying skills, and wanted to receive evaluations on her progress. 

Another student worked on improving his memory, and played his final memory quiz in 

lab. These labs were necessary for the students to achieve their portfolio goals and have 

their progress evaluated, but they also required a substantial investment of time on my 

part. 

While it did take more time and organization to use portfolio assessment, I felt it 

was more than worth the extra effort. The increased activity on my part was necessary to 

help the students reach their goals. The students had different learning activities and 

evaluation procedures which required my participation or organization. I enjoyed 

watching the students come to the realization that they could take a larger role in their 

learning than they had previously thought. Seeing the students grow as self-guided 

learners and pianists made it worth every extra minute that was spent due to portfolio 

assessment. 
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Teacher's role as guide and collaborator. Portfolio assessment is not intended to 

be a process which turns students loose to learn on their own without any teacher 

guidance. It is designed to provide a balance between independence and dependence; 

between setting one's own course and relying on the instructor. Portfolio assessment 

does not do away with the teacher's role, it merely alters it. I would not have wanted my 

students to attempt portfolio assessment without my help, nor would they have wanted it 

that way. 

During the initial goal setting phase, the students needed guidance in a number of 

ways. From my own experience with portfolios, I realized the need to limit the number 

of goals which a student would attempt to achieve. Although most of the students were 

careful not to be too ambitious, I did have to caution some of the students not to set too 

many goals. There was room for four goals on the goal setting sheet, and the students 

were told they could have more or fewer, depending on what the goals were. Most of 

them settled on three or four goals for the semester. 

As was expected, I needed to provide the most guidance when it came to choosing 

learning activities. It is not unusual for students to know what they want to do, but 

knowing how to successfully map out a learning strategy is something that few students 

are well-equipped to manage. My function was to suggest possible learning activities 

when necessary. The amount of input I gave in most cases depended on the prior 

experience of the student. The more advanced students had sufficient knowledge to 

determine many learning activities on their own. Beginning students naturally needed 

more help. Examples of guidance included directing students to appropriate reading 
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material, providing practice techniques aimed at solving specific problems, making sight 

reading materials available for various skill levels, and instructing students on the use of 

theory computer software. As in any lesson situation, I provided coaching regarding the 

students' repertoire. Issues of interpretation, style, technique, and expression were 

addressed with each student, although I endeavored to get the students to find solutions 

and evaluate their own work as much as possible. 

I offered input about evaluation criteria to the students in addition to guiding them 

in choosing goals and learning activities. Different ways were suggested for evaluating 

the various goals. The one thing I insisted upon was that the student have some role in 

evaluating every goal. Some of the performances were scored by the students, their peers, 

and myself, with the evaluations being weighed at the ratio of 1:2:3, respectively. When 

ensembles performed in recital, they were evaluated by me, as well as by each member of 

the group. My purpose was to have each student take responsibility for the final product 

by honestly critiquing the performance. In some cases a student chose to have only the 

instructor grade a performance; the student provided a written evaluation but no score. 

Whatever criteria were chosen, the goal was to help each student become capable of 

quality self-evaluation. This is reflected in the comment of one student who said, "A lot 

of times you wouldn't say, 'Well, you need to do this.' You would say, 'What do you 

think you need to do to improve this?' And you'd make us think about what kind of 

things do I need to do to improve." 

There were times when a student would need a little incentive in order to follow 

through on a particular goal. For example, several of the students were working on music 
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theory with the help of a computer program. Their goal was to finish parts A and B of the 

program by the end of the semester. When I noticed that they were not getting the 

assignments done in a timely manner, I realized the need to make the goal more specific 

by adding deadlines for the completion of each part. Another student was getting stuck 

on one piece in her practicing and was in danger of not meeting her other repertoire goals. 

She complained about not having enough time to practice everything. By showing her 

how to divide her practice time into sections, and rotate those sections from day to day, 

she found there was enough time to practice everything by being more efficient with the 

time she did have. 

Judging from comments received from the students, it seems they appreciated 

having guidance from the teacher. A beginning student said she liked setting goals, but 

she also "liked that you helped me set them. I knew you helped me so I knew they were 

okay." A sophomore told me that she wanted help when it came to choosing repertoire 

and deciding when to perform. Regarding performance, she said, "Some students may 

need an extra push [to perform] and some may need to be told, 'No, you don't want to do 

it this time."' This is similar to what a senior said about needing guidance relative to 

performing: "I have such a performance anxiety I think it's good for me to be pushed into 

things. I think it's good for it to be strongly suggested that I do it. But I do like the 

freedom to say, 'This is not a good time, this does not fit into my schedule.'" 

My finding that experience with portfolio assessment helped improve the ability 

of the students to set goals, choose learning activities, and evaluate their performance was 

in line with Vygotsky's (1978) zone of proximal development, where learning takes place 
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in collaboration with more experienced others. The private lesson proved to be ideal for 

working closely with each student in a joint problem-solving context. I was able to 

provide guidance appropriate for the level of the student without assuming ownership of 

the learning experience. As I modeled solutions to problems and suggested efficient 

courses of action, the students were able to learn from me while growing in their ability to 

learn on their own. 

Finding an acceptable balance between freedom and guidance for each student is a 

task that can never be mastered perfectly. A student may feel the need—to one degree or 

another—for being in control of the learning situation, and the teacher must evaluate 

when and how much to intervene in the process. There were times when I felt I was 

providing too much direction, and other instances where more guidance was probably 

called for. This is just my impression; I do not recall any remarks by the students 

indicating dissatisfaction with the amount of guidance they received. The comment of 

one student is probably representative of how most of the students felt. The process, he 

said, "was really my own thing and you were just guiding me." 

That is how I wanted the students to perceive their portfolio experience. If the 

students felt this way, and at the same time arrived at the place where they could 

competently set their own goals and achieve them, then I feel that I succeeded in my role 

as guide and collaborator. I was pleased to have one student express this idea after we 

had set new goals for next year. "At the beginning of the semester, I didn't really know 

how to go about it, and you had to guide me," she said. "And this time I did it myself 

when I set my goals." 
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Suggestions for Future Research 

As with all research, this study has only: scratched the surface" of possible 

research involving portfolios and music education. My approach was to look for a 

connection between portfolio assessment and motivation among nonmusic major piano 

students at a small private university. Research needs to be conducted with both majors 

and nonmajors at similar schools and larger public universities as well. I chose 

nonmajors because their course of study is less proscribed by degree requirements than 

that of music majors. My belief was and is that nonmusic majors could take maximum 

advantage of the flexibility inherent in the portfolio process. However, I feel that piano 

majors could also benefit from portfolio assessment. Even within the parameters of their 

repertoire requirements, piano majors could learn from setting goals relative to an 

upcoming recital, for example. Goals could be established regarding practice time, 

memorizing, and trial run-throughs for each piece and the recital as a whole. A piano 

major could also set goals regarding aspects of technique, such as scale speed or trills, 

and expanding selected areas of repertoire. Probably the most useful component of 

portfolios for piano majors would be the self evaluation procedures. Pianists rely heavily 

on their teachers for criticism, and self evaluation in such situations is often less detailed 

than in the context of portfolio assessment. As a piano major, I did not experience goal 

setting and self evaluation in the systematized way that is possible with portfolios. 

Research examining piano majors' experience with goal setting and self evaluation in the 

portfolio context is one potentially fruitful area of investigation. 
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Another possibility for further research could be an examination of the use of 

portfolio assessment in other types of private lessons and with different age groups. I feel 

that portfolio techniques are universal enough to work in any lesson situation, whether it 

is with other types of instruments, or in voice lessons. In my experience, portfolio 

assessment was an effect tool in piano lessons, and research could be conducted which 

would test expanding its use to other situations. Portfolios have been used successfully 

with school-aged children in other subjects, and using portfolio assessment in private 

lessons with elementary and secondary students is another research option. With young 

children, the emphasis might be placed on gathering contents for the folder and the 

meaning students attach to the artifacts. The investigation could also focus on the 

children's ability to set goals before and after portfolio assessment, or their success in 

reaching their goals. Research with older children might focus on the learning strategies 

students develop during their portfolio experience. Research could also be done with 

students of different ages to determine if any correlation exists between age and perceived 

benefits deriving from the use of portfolio assessment. 

I used portfolio assessment in the private lesson situation, but portfolios are 

typically used in the classroom, and I believe that portfolio assessment could be 

successfully employed in the group piano setting as well. One of the problems I have 

encountered in my own group piano teaching is the difficulty of accommodating the 

different skill levels and learning rates of the students in the class. Portfolios would 

permit the students to tailor the class more closely to their individual needs, while still 

providing a body of evidence necessary for evaluation at the end of the semester. The 
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research could be focused on motivation, as it was in my study, or on improvements in 

performance among students of different levels. 

I believe portfolio assessment would be effective in the various types of research 

suggested above, precisely because portfolio procedures are inherently flexible. The 

types of goals set can be tailored to the specific requirements of the course. For example, 

with piano majors, the goals may be largely determined by degree requirements. 

However, learning activities unique to the needs and abilities of the student can be 

enumerated, and evaluation criteria and procedures can be chosen which satisfy both the 

student and the standards of the department. The contents of the portfolios can be also be 

determined by the context. Young children may want to include more of their own 

handiwork such as drawings and crafts, while older students might want to fill the 

portfolio with tests or recordings of their playing. As long as the focus is on student 

ownership, the procedures of the portfolio process may be adapted according to the 

situation. 

Lefrancois (1992) has written that the cognitive functions comprising intelligent 

activity are largely acquired by learners. The students in my study found that portfolio 

assessment encouraged them to think about their learning in greater depth. It might prove 

fruitful to examine whether students acquire higher order operations such as analysis or 

synthesis while using portfolios. Evaluating their work, making decisions based on 

knowledge gained, creating new learning strategies, and establishing goals for the future 

are part of the cognitive processes students engage in with portfolios. These activities 

suggest that students are operating well beyond the knowledge level. I feel it would be 
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worthwhile to investigate to what extent, if any, the student-centered nature of portfolio 

assessment encourages the acquisition and development of higher order cognitive 

processes. 

A final suggestion would be to conduct a longitudinal study to determine whether 

students continue using any of the components of portfolio assessment when they are no 

longer involved in formal instruction. It might prove interesting to determine what long-

term influence portfolio assessment has on the learning habits of students, and whether 

that influence has transferred to other areas of learning. Follow-up could be done with 

students who had used portfolio assessment to see if they were still setting goals and 

choosing learning activities. This could be investigated in terms of their piano playing, or 

in other endeavors as well. One of my students commented that he believed portfolio 

assessment (or the ideas behind it) could be used in any aspect of life. If the students did 

apply the concepts contained in portfolio assessment to other fields, it would lend further 

support to the idea that portfolio assessment motivates students to take charge of their 

own learning. 

I believe portfolio assessment has much to offer educators looking for 

alternative assessment procedures. Portfolios offer a way to involve students in their 

learning which may result in higher motivation levels. I feel that other personal 

investment behaviors would have registered larger increases if the students' schedules 

had been more comparable between Fall and Spring semesters. The students in my study 

reported being more motivated in their lessons because they set their own goals, which 

meant they played music they liked and worked on skills that were important to them. 



151 

The students appreciated knowing ahead of time what the goals were and how those goals 

would be evaluated. The result was that as a group, the students' personal investment 

levels increased when compared with the previous semester. The many unsolicited 

comments which emerged in the exit interviews about being motivated by portfolio 

assessment provided corroborating evidence for the findings of the personal investment 

survey. From the students' point of view, portfolio assessment as used in this study was 

more motivational than traditional assessment in the context of nonmusic major private 

piano lessons. 

Portfolios also helped equip my students to guide their learning by giving them 

the opportunity to choose activities which would help them reach their goals. Prior to 

this study, the students were not accustomed to choosing specific goals, learning 

activities, and evaluation criteria to the extent that portfolio assessment requires. 

Although a few of the students were a little unsure of themselves in the beginning, by the 

end of the semester those same students felt more capable of directing their learning 

while receiving less input from me. After their portfolio experience, the students felt 

better equipped to set goals and learning activities for the future. 

While portfolio assessment is intended to be student-centered, the instructor still 

plays an important role as collaborator and guide. Portfolio assessment places the teacher 

in the position of being a fellow-sojourner with the student in the process of learning. A 

student who took part in the study said he appreciated "being an active part of the 

learning process. I think that's what education is all about. It's a two-way exchange." 

With portfolio assessment, teacher and student work closely together to reach established 
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goals, and the student benefits from this collaboration. I believe that in the final analysis, 

the purpose of schooling is to train students for life-long learning. Portfolio assessment 

helps teachers use their knowledge and expertise to help prepare the student to continue 

learning after formal schooling has ended. 

The results of this study provide encouraging evidence of the motivational 

qualities of portfolio assessment. The students put more energy into their lessons and 

reported greater improvement in their performance after using portfolios. Furthermore, 

the students in the study became more involved in the learning process, and were better 

equipped at the conclusion of the investigation for self-guided learning due to their 

experience with setting goals, choosing learning activities, and establishing evaluation 

criteria. Because of these reasons, I believe portfolio assessment is a valuable alternative 

to traditional assessment for nonmusic majors in private piano lessons. 
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PILOT SURVEY I 
(Pre-Portfolio Experience) 

Instructions: Circle the number or letter that best represents your response to the 
following questions. 

1. How high a priority does practicing have in your daily schedule? 
very low 1 2 3 4 5 6 very high 

2. If faced with a choice between the following alternatives, which one are you more 
likely to choose? (assuming you had not yet practiced that day) Please answer each part. 

2A. a) homework for other classes or b) practicing 
2B. a) studying for a test or b) practicing 
2C. a) spending time with friends or b) practicing 
2D. a) engaging in recreational activities or b) practicing 

3. On average, how many days per week did you practice last semester? 
a) 1 day per week 
b) 2 days per week 
c) 3 days per week 
d) 4 days per week 
e) 5 days per week 
f) 6 days per week 
g) 7 days per week 

4. On average, how many hours per day did you practice last semester? 
a) 0-1 hours per day 
b) between 1-2 hours per day 
c) between 2-3 hours per day 
d) between 3-4 hours per day 
e) between 4-5 hours per day 
f) more than 5 hours per day 

5. When your practicing is interrupted by classes, work, meals, or other activities, how 
compelled do you feel to return to practicing? 

Not at all 1 2 3 4 strongly 
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6. How often do you engage in lesson-related work not assigned by your teacher, as 
follows: 

(Please answer each part, 6A through 6E) 

6A. listening to recordings 

a) never b) seldom c) often d) regularly 

6B. going to concerts 

a) never b) seldom c) often d) regularly 

6C. extra reading 
a) never b) seldom c) often d) regularly 
6D. sight reading at the keyboard 
a) never b) seldom c) often d) regularly 

7. I learn additional piano music on my own initiative that was not assigned by my 
teacher: 

a) never b) seldom c) often d) regularly 

8. I consult with my teacher about lesson-related matters outside my usual lesson time: 
a) never b) seldom c) occasionallyd) frequently 

9. I concentrate fully on the task at hand when I am practicing. 
strongly strongly 
disagree agree 
1 2 3 4 

10. I normally expend a lot of physical energy when practicing the piano. 
strongly strongly 
disagree agree 
1 2 3 4 

11. In my opinion, I achieved my goals as a pianist last semester. 
strongly strongly 
disagree agree 
1 2 3 4 
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12. What grade did you expect to receive last semester? 
1) F 2) D 3) C 4) B 5) A 

13.1 improved overall as a piano student last semester. 
strongly strongly 
disagree agree 
1 2 3 4 5 

14. I choose my own pieces to study in my piano lessons: 
a) never b) seldom c) occasionallyd) frequently 

15. In my piano lessons, I choose what piano skills that I am going to work on (for 
example, sight reading, an aspect of technique, memorization, etc). 

a) never b) seldom c) occasionallyd) frequently 

16. The decision to perform at recitals or other public occasions is left up to me: 
a) never b) some of the time c) most of the time d) always 

17. In my piano lessons, I choose what methods and activities will be used to help me 
reach my goals: 

a) never b) some of the time c) most of the time d) always 

18. I feel that my teacher should set the goals for my piano lessons, 
strongly strongly 
disagree agree 
1 2 3 4 

19. With my teacher's guidance, I would feel comfortable with setting my own goals for 
my piano lessons. 

strongly strongly 
disagree agree 
1 2 3 4 
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20. When the goals are set for my lessons at the beginning of the semester (for example, 
in performing, sight reading, technique, theory, etc.) I have input about how each goal 
will be evaluated. 

strongly strongly 
disagree agree 
1 2 3 4 

21. At the end of the semester, I help determine the final grade I will receive, 
strongly strongly 
disagree agree 
1 2 3 4 

22. What grade would you have given yourself last semester? 
1) F 2) D 3) C 4) B 5) A 
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PILOT SURVEY H 
(Following Portfolio Experience) 

Instructions: Circle the number or letter that best represents your response to the 
following questions. 

1. How high a priority does practicing have in your daily schedule? 
very low 1 2 3 4 5 6 very high 

2. If faced with a choice between the following alternatives, which one are you more 
likely to choose? (assuming you had not yet practiced that day) Please answer each part. 

2A. a) homework for other classes or b) practicing 
2B. a) studying for a test or b) practicing 
2C. a) spending time with friends or b) practicing 
2D. a) engaging in recreational activities or b) practicing 

3. On average, how many days per week do you practice? 
a) 1 day per week 
b) 2 days per week 
c) 3 days per week 
d) 4 days per week 
e) 5 days per week 
f) 6 days per week 
g) 7 days per week 

4. On average, how many hours per day do you practice? 
a) 0-1 hours per day 
b) between 1-2 hours per day 
c) between 2-3 hours per day 
d) between 3-4 hours per day 
e) between 4-5 hours per day 
f) more than 5 hours per day 

5. When your practicing is interrupted by classes, work, meals, or other activities, how 
compelled do you feel to return to practicing? 

Not at all 1 2 3 4 strongly 
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6. How often do you engage in lesson-related work not assigned by your teacher, as 
follows: 

(Please answer each part, 6A through 6E) 

6A. listening to recordings 
a) never b) seldom c) often 

6B. going to concerts 
a) never b) seldom c) often 

6C. extra reading 
a) never b) seldom c) often 

6D. sight reading at the keyboard 
a) never b) seldom c) often 

d) regularly 

d) regularly 

d) regularly 

d) regularly 

7. I learn additional piano music on my own initiative that was not assigned by my 
teacher: 

a) never b) seldom c) often d) regularly 

8. I consult with my teacher about lesson-related matters outside my usual lesson time: 
a) never b) seldom c) occasionallyd) frequently 

9. I concentrate fully on the task at hand when I am practicing. 
strongly strongly 
disagree agree 
1 2 3 4 

10. I normally expend a lot of physical energy when practicing the piano, 
strongly strongly 
disagree agree 
1 2 3 4 

11. In my opinion, I achieved my goals as a pianist this semester. 
strongly strongly 
disagree agree 
1 2 3 4 
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12. What grade do you expect to receive this semester? 
1) F 2) D 3) C 4) B 5) A 

13.1 have improved overall as a piano student this semester. 
strongly strongly 
disagree agree 
1 2 3 4 5 

14. I choose my own pieces to study in my piano lessons: 
a) never b) seldom c) occasionallyd) frequently 

15. In my piano lessons, I choose what piano skills that I am going to work on (for 
example, sight reading, an aspect of technique, memorization, etc). 

a) never b) seldom c) occasionallyd) frequently 

16. The decision to perform at recitals or other public occasions is left up to me: 
a) never b) some of the time c) most of the time d) always 

17. In my piano lessons, I choose what methods and activities will be used to help me 
reach my goals: 

a) never b) some of the time c) most of the time d) always 

18. I feel that my teacher should set the goals for my piano lessons, 
strongly strongly 
disagree agree 
1 2 3 4 

19. With my teacher's guidance, I would feel comfortable with setting my own goals for 
my piano lessons. 

strongly strongly 
disagree agree 
1 2 3 4 



161 

20. When the goals are set for my lessons at the beginning of the semester (for example, 
in performing, sight reading, technique, theory, etc.) I have input about how each goal 
will be evaluated. 

strongly strongly 
disagree agree 
1 2 3 4 

21. At the end of the semester, I help determine the final grade I will receive, 
strongly • strongly 
disagree agree 
1 2 3 4 

22. What grade would you give yourself this semester? 
1) F 2) D 3) C 4) B 5) A 
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REVISED SURVEY I 
(Pre-Portfolio Experience) 

Instructions: Circle the number or letter that best represents your response to the 
following questions. 

1. How high a priority does practicing have in your daily schedule? 
very low very high 
1 2 3 4 

2. When faced with the choice between practicing or doing homework for other classes, 
I am more likely to choose practicing (assuming you had not yet practiced that day), 

strongly strongly 
disagree agree 
1 2 3 4 

3. When faced with the choice between practicing or studying for a test, I am more likely 
to choose practicing (assuming you had not yet practiced that day). 

strongly strongly 
disagree agree 
1 2 3 4 

4. When faced with the choice between practicing or spending time with friends, I am 
more likely to choose practicing (assuming you had not yet practiced that day), 

strongly strongly 
disagree agree 
1 2 3 4 

5. When faced with the choice between practicing or engaging in recreational activities, I 
am more likely to choose practicing (assuming you had not yet practiced that day), 

strongly strongly 
disagree agree 
1 2 3 4 
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6. On average, how many days per week did you practice last semester? 
a) 1 day per week 
b) 2 days per week 
c) 3 days per week 
d) 4 days per week 
e) 5 days per week 
f) 6 days per week 
g) 7 days per week 

7. On average, how many hours per day did you practice last semester? 
a) 0-1 hours per day 
b) between 1-2 hours per day 
c) between 2-3 hours per day 
d) between 3-4 hours per day 
e) between 4-5 hours per day 
f) more than 5 hours per day 

8. When your practicing is interrupted by classes, work, meals, or other activities, how 
compelled do you feel to return to practicing? 

Not at all 1 2 3 4 strongly 

How often do you engage in lesson-related work not assigned by your teacher, as 
follows: 

(Please answer each question, 9 through 12) 

9. listening to recordings 
a) never b) seldom c) often d) regularly 

10. going to concerts 
a) never b) seldom c) often d) regularly 

11. extra reading 
a) never b) seldom c) often d) regularly 

12. sight reading at the keyboard 
a) never b) seldom c) often d) regularly 
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13. I learn additional piano music on my own initiative that was not assigned by my 
teacher: 

a) never b) seldom c) often d) regularly 

14. I consult with my teacher about lesson-related matters outside my usual lesson time: 
a) never b) seldom c) occasionallyd) frequently 

15. I concentrate fully on the task at hand when I am practicing. 
strongly strongly 
disagree agree 
1 2 3 4 

16. I normally expend a lot of physical energy when practicing the piano, 
strongly strongly 
disagree agree 
1 2 3 4 

17. In my opinion, I achieved my goals as a pianist last semester. 
strongly strongly 
disagree agree 
1 2 3 4 

18. What grade did you expect to receive last semester? 
1) F 2) D 3) C 4) B 5) A 

19. I improved overall as a piano student last semester. 
strongly strongly 
disagree agree 
1 2 3 4 5 

20. I choose my own pieces to study in my piano lessons: 
a) never b) seldom c) occasionallyd) frequently 
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21. In my piano lessons, I choose what piano skills that I am going to work on (for 
example, sight reading, an aspect of technique, memorization, etc). 

a) never b) seldom c) occasionallyd) frequently 

22. The decision to perform at recitals or other public occasions is left up to me: 
a) never b) some of the time c) most of the time d) always 

23. In my piano lessons, I choose what methods and activities will be used to help me 
reach my goals: 

a) never b) some of the time c) most of the time d) always 

24. I feel that my teacher should set the goals for my piano lessons, 
strongly strongly 
agree disagree 
1 2 3 4 

25. With my teacher's guidance, I would feel comfortable with setting my own goals for 
my piano lessons. 

strongly strongly 
disagree agree 
1 2 3 4 

26. When the goals are set for my lessons at the beginning of the semester (for example, 
in performing, sight reading, technique, theory, etc.) I have input about how each goal 
will be evaluated. 

strongly strongly 
disagree agree 
1 2 3 4 

27. At the end of the semester, I help determine the final grade I will receive, 
strongly strongly 
disagree agree 
1 2 3 4 

28. What grade would you have given yourself last semester? 
1) F 2) D 3) C 4) B 5) A 
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REVISED SURVEY D 
(Following Portfolio Experience) 

Instructions: Circle the number or letter that best represents your response to the 
following questions. 

1. How high a priority does practicing have in your daily schedule? 
very low very high 
1 2 3 4 

2. When faced with the choice between practicing or doing homework for other classes, I 
am more likely to choose practicing (assuming you had not yet practiced that day). 

strongly strongly 
disagree agree 
1 2 3 4 

3. When faced with the choice between practicing or studying for a test, I am more likely 
to choose practicing (assuming you had not yet practiced that day). 

strongly strongly 
disagree agree 
1 2 3 4 

4. When faced with the choice between practicing or spending time with friends, I am 
more likely to choose practicing (assuming you had not yet practiced that day), 

strongly strongly 
disagree agree 
1 2 3 4 

5. When faced with the choice between practicing or engaging in recreational activities, I 
am more likely to choose practicing (assuming you had not yet practiced that day), 

strongly strongly 
disagree agree 
1 2 3 4 
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6. On average, how many days per week do you practice? 
a) 1 day per week 
b) 2 days per week 
c) 3 days per week 
d) 4 days per week 
e) 5 days per week 
f) 6 days per week 
g) 7 days per week 

7. On average, how many hours per day do you practice? 
a) 0-1 hours per day 
b) between 1-2 hours per day 
c) between 2-3 hours per day 
d) between 3-4 hours per day 
e) between 4-5 hours per day 
f) more than 5 hours per day 

8. When your practicing is interrupted by classes, work, meals, or other activities, how 
compelled do you feel to return to practicing? 

Not at all 1 2 3 4 strongly 

How often do you engage in lesson-related work not assigned by your teacher, as 
follows: 

(Please answer each part, 9 through 12) 

9. listening to recordings 
a) never b) seldom c) often 

10. going to concerts 
a) never b) seldom c) often 

11. extra reading 
a) never b) seldom c) often 

12. sight reading at the keyboard 
a) never b) seldom c) often 

d) regularly 

d) regularly 

d) regularly 

d) regularly 
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13. I learn additional piano music on my own initiative that was not assigned by my 
teacher: 

a) never b) seldom c) often d) regularly 

14. I consult with my teacher about lesson-related matters outside my usual lesson time: 
a) never b) seldom c) occasionallyd) frequently 

15. I concentrate fully on the task at hand when I am practicing. 
strongly strongly 
disagree agree 
1 2 3 4 

16. I normally expend a lot of physical energy when practicing the piano, 
strongly strongly 
disagree agree 
1 2 3 4 

17. In my opinion, I achieved my goals as a pianist this semester. 
strongly strongly 
disagree agree 
1 2 3 4 

18. What grade do you expect to receive this semester? 
1) F 2) D 3) C 4) B 5) A 

19.1 have improved overall as a piano student this semester. 
strongly strongly 
disagree agree 
1 2 3 4 5 

20. I choose my own pieces to study in my piano lessons: 
a) never b) seldom c) occasionallyd) frequently 
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21. In my piano lessons, I choose what piano skills that I am going to work on (for 
example, sight reading, an aspect of technique, memorization, etc). 

a) never b) seldom c) occasionallyd) frequently 

22. The decision to perform at recitals or other public occasions is left up to me: 
a) never b) some of the time c) most of the time d) always 

23. In my piano lessons, I choose what methods and activities will be used to help me 
reach my goals: 

a) never b) some of the time c) most of the time d) always 

24. I feel that my teacher should set the goals for my piano lessons, 
strongly strongly 
agree disagree 
1 2 3 4 

25. With my teacher's guidance, I would feel comfortable with setting my own goals for 
my piano lessons. 

strongly strongly 
disagree agree 
1 2 3 4 

26. When the goals are set for my lessons at the beginning of the semester (for example, 
in performing, sight reading, technique, theory, etc.) I have input about how each goal 
will be evaluated. 

strongly strongly 
disagree agree 
1 2 3 4 

27. At the end of the semester, I help determine the final grade I will receive. 
strongly strongly 
disagree agree 
1 2 3 4 

28. What grade would you give yourself this semester? 
1) F 2) D 3) C 4) B 5) A 
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SEMESTER 1996 ' 1 

WHAT WHY j HOW EVALUATION | 

1 Sight-reading Access to more 
music, learn music 
more quickly 

Repertoire; sight 
reading duets; 
exercises 

Sight-reading 
exam 

2 Hymn playing For Church; 
personal 
enjoyment 

2 & 3 part 
arrangements; 
choose 1 for exam 

Evaluation, play 
to practical 
singing speed 

3 Improve dynamic 
range in playing 

Expressiveness in 
piaying 

dynamic scales; 
selected repertoire 

Evaluation in iab 

4 Technical facility For playing more 
advanced music 

Etudes; rote 
exercises 

Evaluation and 
Checklist; choose 
2 etudes for exam 

! 5 Theorv 
i 

Self-expression; 
composition 

Computer and 
wrinen 
assignments 

Scores on 
computer tests & 
compositions 

b Alfred Piano 
Course, complete 
book II 

Steady, 
progressive 
growth 

weekly 
assignments 

Evaluation by 
teacher, peers, 
and self 

i • 
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NAME: 

DATE: f 1*1 
/ 

ACTIVITY: 

Evaluation: 

Si-ctuuCj^a JiiLOsftct .UdiUj^) JiUn 

sttisj" -*rCY~ <sVhjl* . f<Ai{/iir>vo lJzzcmC^' yy>^— S.^a^-

jkt/ >ii I/Uit-Y ba,yi ^Jix^ JkyhMi/Ttiyjti'i tlfiii 
UtVUiuf SVKJI^ -<UCJ-^ 'A—rvUsLCM ^-,4-t-J -*1 

^ H ' ' a L j * U &--J J ?* 

tevurl? -k AO. tt.; ^ 
J Mb H , . i j b d **L I f Ad**- » y "Hs* ^ r h < u ' 

UCrrk. aruhiM <^UUaJJ^- '• , •j-,i*n,t>fi^ 
Pj^UYf^'^U, tihi^u A. fu^ccff^ -'J '^. 

j J>?L 
'•U~i<k isST&s^ &KJ>! ryyuJ/iCs psizj.tu/f-'Wu-blc 
JicU,\r a-ussPifia^tsmtct - ^ ^ 0 JLit^ 
ir«j, JLctUj-M^. ^AjLcizf-u 1 _ jW 

/ f l v u i ^ - fit4,3 —• <x>^yL. J./ J' CJl-'^^4f£.-c/£_- t*-— 

M;vh*dt{. .J LCTtaZA- 'OJLrz^ LASK_ 4C-&^'£ ] 
1 tf-

Q V v-» w ^ 

Suggestions for improvement/future activity: -jptvl.'L :U.i -c- '• 

^ u c c . . ^ - ^ ^ ^ ^UtCcc&Cn X^cUr^^Cj 
^•A'^ .<~5 Vjl ' $ 

Sinned 
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NAjME. #8 

DATE: 

ACTIVITY: Lab 

Evaluation: Suggested criteria: technique; tone; rhythm: interpretation; phrasing; 
presentation 

Play on pads a little more. Fingernails?? 

Good clarity of tone 

Rhythm unsure in parts. Work on the tempo. 

Interpretation good. A few more dynamics would add to it. 

Your lack of nervousness amazes me! I'm jealous! 

Suggestions for improvement/future activity: 

E valuator's siunature. 
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DATE 4 / 9 / 9 6 

ACTIVITY' Peztomance of Chopin Nocturne in f minor 

Evaluation: 

This was the first time Sophia was able to get through the 

entire Nocturne without major stops and self-recrimination I 

She tends to self-critique herself in a negative way/ making 

it hard to get through anything without stopping. This Nocturne 

is a major goal for her and she plans to play it in about 3 

weeks for a student recital. She is making much progress in 

listening to herself BEFORE the sound is made so that she can 

produce what she wants. She is also learning much about how 

to manipulate the different lines to produce different expressive 

effects. 

Sophia is quite a tense person and this comes through in her music. 

She is just beginning to be able to focus on the spots in her 

'Recommendations 

Continue to "perform" this piece [zrzm beginning to end), noting 
beginnings & endings of phrases, and allow self to "breathe" 
before beginning something new. Allow weight to transfer from finger to 

Sen re finger in the long passagg^ff figures. Stick close to keys—no unn~ces= 

movements-
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GOAL . J : - Attarnment/Progress 

^ J(x£Ul ^ v a c c ^ j u l 

J>n 0 0 /r -A. (j 
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- i $ / B ^ 

r-tp fry, to* s - T ^ f r t . . * « S -
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CORRELATION MATRICES 

LEGEND (Survey I) 
Survey 
Item Description 

1 Achieved goals for semester 

2 Choose own methods and activities 

3 Go to concerts on own initiative 

4 Consult with teacher outside regular lesson time 

5 Choose own pieces to study 

6 Choose own piano skills to work on 

7 Concentrate on task when practicing 

8 Comfortable with setting personal goals 

9 Number of days per week practiced 

10 Makes own decision about when to perform 

11 Expected grade for semester 

12 Give input about evaluation of own work 

13 Grade student would give self 

14 Help determine own grade in consultation with teacher 

15 Number of hours per day practiced 

16 Improvement as a piano student 

17 Learning music on own initiative 

18 Physical energy expended 

19 Choosing to practice over engaging in recreation 

20 Choosing to practice over doing homework for other classes 

21 Priority given to practicing 

22 Choosing to practice over spending time with friends 

23 Choosing to practicing over studying for a test 

24 Doing extra lesson-related reading 

25 Listening to lesson-related recordings on own initiative 
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26 Return to practicing after an interruption 

27 Doing extra sight reading 

28 

29 

1 

2 
3 
4 
5 
6 
7 
8 
9 
10 
11 
12 
13 
14 
15 
16 
17 
18 
19 
20 
21 
22 
23 
24 
25 
26 
27 
28 
29 

Feels that the teacher should set the goals 

Choosing to practicing over watching television 

1 

1.00 
.25 
.74 
.19 

-.30 
.16 
.41 
.00 
.54 
.00 
.68 

.16 

.40 
-.18 
.00 
.78 
.00 
.46 
.00 

-.54 
.00 

-.27 
-.38 
.42 
.76 

-.31 
-.38 
.00 
.00 

1.00 
.60 
.76 
.00 
.32 
.84 
.54 
.81 

-.50 
.81 
.00 
.81 
.37 
.73 
.51 
.59 
.60 
.00 
.00 
.76 
-.54 
.00 
.84 
.61 
.63 
.38 
.00 

-.00 

3 4 5 6 7 8 9 

1.00 
.65 1.00 

-.05 -.26 1.00 
.10 .18 .11 1.00 
.85 .87 -.14 .04 1.00 
.41 .47 .09 -.20 .71 1.00 
.54 .35 -.09 .54 .65 .46 1.00 

-.29 -.76 .00 .32 -.42 .00 .00 
.87 .77 -.09 .24 .87 .46 .71 
.08 -.31 -.11 .85 -.04 -.15 .32 
.73 .88 .23 -.20 .94 .71 .60 
.15 -.04 .80 .61 .13 .11 .28 
.37 .80 -.50 .13 .75 .51 .48 
.90 .48 -.18 .05 .80 .60 .66 
.40 .93 -.30 -.30 .64 .23 .09 
.74 .83 -.15 -.45 .83 .61 .37 
.30 .65 -.40 -.65 .35 .09 -.41 

-.55 -.35 .09 .14 -.19 .42 .17 
.19 .41 -.26 .56 .55 .47 .77 

-.09 -.47 .54 -.15 -.26 .17 -.45 
-.64 -.42 .26 .42 -.55 -.47 .06 
.64 .73 -.35 .50 .75 .19 .71 
.74 .36 .20 .14 .58 .28 .70 
.14 .25 .39 .63 .40 .42 .48 
.19 .70 -.26 -.18 .55 .47 -.06 

-.09 -.06 .55 -.15 -.26 -.42 -.17 
.00 .00 .00 .00 .00 .00 .00 

10 

.64 
-.54 
.00 

-.37 
.00 

-.89 
-.61 

-.59 
.54 
.00 
.54 
.00 

-.42 
-.30 
.00 

-.38 
-.54 
.00 
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11 
12 
13 
14 
15 
16 
17 
18 
19 
20 
21 
22 
23 
24 
25 
26 
27 
28 
29 

11 12 13 14 15 16 17 18 19 20 

1.00 
-.20 1.00 
.90 .32 1.00 
.08 .34 -.08 1.00 
.48 .10 .71 -.08 1.00 
.80 .12 .74 .̂03 .35 1.00 
.57 -.46 .70 -.16 .71 .18 1.00 
.87 -.53 .94 -.19 .48 .72 .69 1.00 
.23 -.49 .41 -.50 .37 .13 .75 .56 1.00 

-.42 .20 -.17 .11 .11 -.24 -.41 -.38 -.54 1.00 
.35 .42 .47 .24 .80 .28 .26 .13 -.26 .47 

-.46 .15 -.42 .28 -.51 -.04 -.55 -.28 -.09 .17 -.35 .07 -.47 .32 -.24 -.68 -.26 -.60 -.65 .35 
.71 .30 .65 .18 .79 .50 .60 .44 .14 -.26 
.87 -.14 .61 .25 .03 .72 .15 .63 -.15 -.38 .15 .44 .19 .79 .48 .06 .10 -.07 -.35 .41 .15 -.07 .47 -.04 .80 .09 .71 .36 .65 .06 .13 -.55 -.13 .28 -.51 -.32 .09 .05 -.09 -.42 .00 .00 .00 .00 .00 .00 .00 .00 .00 .00 

21 22 

21 
22 
23 
24 
25 
26 
27 
28 
29 

1.00 
-.47 1.00 
.17 -.35 
.73 -.65 
.13 -.28 
.73 .03 
.42 -.06 

-.47 -.17 
.00 .00 

23 24 25 26 27 28 

1.00 
-.09 1.00 
-.13 .44 1.00 
•23 .48 .05 1.00 

-.42 .41 -.33 .41 1.00 
•47 -.19 .38 -.19 -.47 1.00 
•00 .00 .00 .00 .00 .00 

29 

1.00 
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LEGEND (Survey II) 
Survey 

1 Practice priority 

2 Choosing to practice over doing homework for other classes 

3 Choosing to practice over studying for a test 

4 Choosing to practice over spending time with friends 

5 Choosing to practice over watching television 

6 Choosing to practice over engaging in recreational activities 

7 Number of practice days per week 

8 Number of practice hours per day 

9 Returning to practicing after an interruption 

10 Listening to lesson-related recordings on own initiative 

11 Going to concerts on own initiative 

12 Doing extra lesson-related reading 

13 Doing extra sight reading 

14 Learning music on own initiative 

15 Consulting with teacher outside regular lesson time 

16 Concentrating on task while practicing 

17 Physical energy expended while practicing 

18 Achieved goals for semester 

19 Expected grade for semester 

20 Improvement as a piano student 

21 Choose own pieces for study 

22 Choose own piano skills to work on 

23 Makes own decision about when to perform 

24 Choose own methods and learning activities 

25 Teacher should set goals 

26 Comfortable with setting goals 
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27 Give input about evaluation of own work 

28 Help determine own grade 

29 Grade given to self 

1 

2 
3 
4 
6 
7 
8 
9 
10 
11 
12 
13 
14 
15 
16 
17 
18 
19 
20 
21 
22 
23 
24 
25 
26 
27 
28 
29 

1 2 

1.00 
-.10 1.00 
-.40 .32 

.19 -.53 
-.51 -.09 
.65 -.31 
.42 -.53 
.25 .11 
.18 -.69 
.43 -.41 
.36 -.35 

-.18 -.35 
.26 -.26 
.23 -.66 
•68 -.12 
.39 
.85 
.10 

-.06 
-.34 
-.30 
.66 

.00 

.20 

.41 
.88 -.02 

-.07 .37 
.26 -.12 

-.06 -.70 
-.35 .52 
-.29 -.38 

.41 

.16 

.41 
.07 

1.00 
-.61 
-.10 
-.51 
-.61 
.00 

-.40 
.00 
.00 

-.40 
-.51 
-.50 
-.53 
-.28 
-.40 
.39 

-.59 
-.16 
-.37 
-.47 
.33 

-.23 
.13 
.00 
.60 

-.45 

10 11 

.17 1.00 

.05 -.47 1.00 

.58 -.25 .31 1.00 

.00 -.22 .21 .22 1.00 

.65 .32 .20 .32 -.17 1.00 
-.25 -.25 .56 .00 -.34 .39 1.00 
.32 -.32 .20 .65 .51 .25 .00 
.32 .65 .00 .32 -.17 .50 .00 
.32 -.04 .37 .66 .00 .14 .00 
.81 .00 .13 .82 .33 .63 -.12 
.33 -.22 .62 .33 .43 .21 .00 
.46 .00 .14 .47 .24 .35 -.14 
.04 -.37 .65 .04 .05 .16 .43 

-.50 .29 -.24 -.36 .18 .00 .20 
.40 -.52 .59 .59 .44 .14 .06 
.25 -.06 -.22 .25 .42 -.50 -.87 
.23 -.53 .31 .60 .50 .00 -.11 
.49 .21 .41 .22 .15 .63 .17 

-.09 .36 -.59 -.52 .36 -.35 -.68 
.70 .38 -.38 .38 -.25 .25 -.48 

-.49 .49 .45 -.21 .58 -.42 .00 
.30 .00 -.29 .30 .40 .00 -.65 

-.57 .24 -.24 -.77 .05 .00 .19 
.12 -.18 .81 .12 .16 .24 .37 
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12 
13 
14 
15 
16 
17 
18 
19 
20 
21 
22 
23 
24 
25 
26 
27 
28 
29 

22 
23 
24 
25 
26 
27 
28 
29 

12 13 14 15 16 17 18 19 20 21 

1.00 
.25 1.00 
.54 .68 1.00 
.63 .31 .34 1.00 
.42 .21 .50 .27 1.00 
.70 .53 .67 .45 .75 1.00 
.00 -.16 .12 -.09 .75 .33 1.00 
.00 .10 -.25 -.32 .05 .14 .20 1.00 
.43 -.14 .34 .45 .80 .51 .73 -.11 1.00 
.25 .00 .35 .16 .29 .35 -.17 .31 .27 1.00 
.29 -.29 .03 .56 .20 .00 .05 -.32 .56 .20 
.00 .21 -.05 .53 .07 -.15 -.08 -.40 .05 -.29 

-.35 -.35 -.63 -.22 -.18 -.24 -.24 .27 -.22 .38 
.25 .49 .45 .47 -.08 .35 -.45 -.49 -.13 .46 
.00 -.42 -.18 -.27 .29 -.15 .21 .05 .19 .08 
.47 .24 .26 .45 .19 .50 -.37 -.14 .07 .58 

-.31 -.16 -.65 -.50 -.19 -.22 .01 .71 -.44 -.48 
.24 .24 .49 .00 .85 .51 .78 .02 .58 -.05 

22 23 24 25 26 27 28 29 

1.00 
.29 1.00 

-.12 -.12 1.00 
-.20 .08 -.03 1.00 
.45 .07 .12 -.71 1.00 
.41 .00 .16 .35 .20 1.00 

-.31 -.08 .41 -.61 .35 -.07 1.00 
-.11 .16 -.40 -.19 .24 -.22 -.12 1.00 
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Interview Schedule 

1) You indicated that practicing has a (higher/lower/same) priority in your daily schedule 
than last semester. 

A) Is this correct? 
B) What factors contributed to this (change/lack of change)? 

2) Your response on the survey shows that you were more likely to choose (Practicing or 
homework/studying for a test/spending time with friends/engaging in recreational 
activities). 

A) Is this correct? 
B) Why were there (changes/no changes) in your choices? 
C) What does your response say about your priority regarding practicing? 

3) You said you practiced (X) days per week. 
A) Is this accurate? (Probe further for reasons) 
B) Why did you practice (more/same/less) 
C) Does your response indicate a change in your practice priority? 

4) You reported that you practiced (X) hours per day. 
A) Is this accurate? 
B) Why did you practice (more/same/less) than last semester? 
C) Does this response reflect a change in your practice priority? 

5) Your response indicated that you felt (not at all...strongly) compelled to return to 
practicing after an interruption. 

A) Is this correct? (If answer differs from pre-test, probe for reasons) 
B) Why did you feel (more/less/same) compelled to return to practicing after 
an interruption? 
C) Does this reflect a change in your motivation to practice? 

6) You (never, seldom, often, regularly) engage in (listening to recording, going to 
concerts, extra reading, sight reading) not assigned by your teacher. 

A) Is this correct? 
B) Why was there a change in activity (X)? 
C) Was this related to your goals or priorities? 

7) You (never, seldom, often, regularly) learn additional music on your own initiative. 
A) Is this correct? 
B) Why did you do this (more/same/less) often that last semester? 
C) If more, what interest or priority does this reflect? 
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8) You said you (never, seldom, often, regularly) consult with your teacher about lesson-
related matters outside your usual lesson time. 

A) Is this correct? (Probe further if changed) 
B) If consultation increases/decreases, is the is related to your personal goals in 
any way? 
C) Does the increase/decrease reflect a change in your involvement or interest 
in your piano lessons? 

9) Your response to question 9 indicated that you concentrate (less/more/the same) when 
practice that last semester. 

A) Is this correct? 
B) Is there a relationship between the goals you set for the semester and the degree 
of concentration you had when practicing? 

10) You indicated that you spent (more/less/the same) physical energy when practicing 
than last semester. 

A) Is this correct? 
B) If this is a change from last semester, to what do you attribute the 
difference? 
C) Is there any relationship between your goals and the energy you expended 
practicing? 

1 l)When asked if you achieved your goal for the semester, you (strongly 
disagreed...strongly agreed). 

A) Why do you feel this way? 
B) Was achieving your goals related to the amount that you practiced? 
C) Was achieving your goals related to the energy you expended while 
practicing? 
D) Was achieving your goals related to the priority you gave to your piano 
lessons? 

12) You said you expect to receive a/an (A, B, C, D, F) this semester. 
A) Is this correct? 
B) Why would you give yourself this grade? (If grade differs from pre-test, 
probe further) 
C) What contributed to your (increase/decrease) in performance? 
D) How did goal setting contribute to your evaluation of your performance this 
semester? 
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13) When asked if you improved as a piano student, you (strongly disagreed...strongly 
agreed). 

A) Is this how you feel? 
B) In what way(s) have you improved? 
C) To what do you attribute your improvement/lack of improvement? 
D) Is there a relationship between the goals you set and your improvement? 

14) You said you (never, seldom, occasionally, frequently) choose your own pieces to 
study. 

A) Is this correct? 
B) Do you prefer to choose your own pieces? Why or why not? 
C) Does choosing your own pieces influence how much you practice? 
D) Does choosing your own pieces influence how much energy you put into 
your practicing? 

15) You said you choose what piano skills to work on (never, seldom, occasionally, 
frequently). 

A) Is this correct? 
B) Does choosing what skills to work on influence how much you practice? 
C) Does choosing what skills to work on influence how much energy you put 
into your practicing? 

16) According to the survey, the decision to perform is left up to you (never...always.) 
A) Is this correct? 
B) Do prefer to have that decision left up to you? 
C) How does making this decision influence the amount of time you practice? 
D) How does making this decision influence the amount of energy you put into 
your practicing? 

17) You said you (never...always) choose the methods and activities you engage in to help 
you reach your goals. 

A) Is this correct? 
B) Are you comfortable choosing these methods and learning activities? Why 
or why not? 
C) Did these methods and activities help you reach your goals? 

18) When asked if your teacher should set the goals for your lessons, you (strongly 
disagreed...strongly agreed). 

A) Is this correct? 
B) Why do you feel this way? 
C) What differences would it make if (the person not given in the answer) set 
the goals? 
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19) You said you (strongly disagreed...strongly agreed) that you would feel comfortable 
with setting the goals for your lessons in collaboration with your teacher. 

A) Is this correct? 
B) Are you (more/less/same) comfortable setting your goals than last semester? 
Why or why not? 
C) Have you learned anything that makes you (more/less) comfortable with 
setting you own goals? 

20) You (strongly disagreed...strongly agreed) that you have input about how each goal 
will be evaluated. 

A) Was this the case? 
B) Did knowing the evaluation criteria influence you in any way? (For 
example, in your learning activities, outside activities, practice time, etc) 
C) Did you feel (more/less) responsible for your learning? 

21) You (strongly disagreed...strongly agreed) that you helped determine your final grade. 
A) Is this accurate? (If so probe further) 
B) Did you feel comfortable with this? 
C) Did anything in the portfolio experience help you feel capable of providing 
input about your final grade? 
D) Did the learning experiences and self-evaluation you engaged in contribute 
to your ability to assess your own performance? 

22) You said you would give yourself a/an (A,B, C, D, F) this semester. 
A) Is this correct? 
B) Why was there (a change/no change) in the grade you would give yourself 
compared to last semester? 
C) Is there any connection between achieving goals and your grade? 
D) Is there any correlation between the grade you would give yourself and the 
amount of practice? 
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Exit Interview 

Student #5 

Researcher: I noticed on the second survey, you circled 5 when asked about your practice 

priority. On the first one, you also circled 5, so there was no change there. However, you 

practiced more the second semester.. Why is that? 

Student: I had more to practice. I had more information on how to improve. I guess I did 

have more motivation as well, more discipline to keep trying, putting more time into 

something. 

R: Why do you feel you were more motivated? 

S: 'Cause I felt I had more knowledge. Before I'd just practice, whereas now I have 

more knowledge to put into it all. 

R: You were much more likely to return to practicing after an interruption such as 

classes, homework, or whatever the reason was. You were much more likely the second 

semester to go back to your practicing. Why do you think that is? 

S: I felt that the more I practiced the more addictive it got, and so I'd get more annoyed 

if I got interrupted, especially if I was concentrating more. I focused more on like details 

and things like that. 

R: You also listened more to recordings and you did more sight reading. Is that so? 

S: Yeah. 

R: Why? 

S: Because I concentrated more on a lot of different aspects. Ms. Myrick would record 
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me in class, so I felt that was important. And sight reading as well, and I felt in my 

lessons I wasn't doing enough sight reading and I wanted to keep it up and didn't want to 

lose it. The more I stopped to concentrate on details I was getting worse at sight reading 

'cause I was going slower, so I didn't want to lose that. 

R: Ok. 

S: 'Cause it was kinda of my best thing and I didn't want to lose that. It was kinda 

my best thing, the thing I'm best at. 

R: Really. You were one of the few who indicated you consulted more with Ms. Myrick 

outside your lesson time; you'd come to her office to ask her about something. Why do 

you think you did that more often? 

S: Because I worked here. 

R: You didn't work here the first semester? 

S: Right. 

R: The second semester, do you feel you chose the methods and activities more often? 

S: Yes. But I don't think it was necessarily good. 

R: Why? 

S: I think it was good for some people. Me, I need someone who's going to discipline 

me more, a teacher who's going to stop me from trying to do everything. I picked out 

about eight pieces I wanted to play, and I wouldn't concentrate on just one, I'd do lots of 

them, and then at the end Ms Myrick told me, may I make a suggestion that you 

concentrate on just one. She said it's frustrating to teach me 'cause I'm too...I don't 

focus on one thing. I'm not blaming her 'cause it was my fault. But I'd wish she'd 
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made me be more structured. 

R: Do you feel comfortable setting your own goals? I asked you that on the survey 

and both times you said yes. So you evidently do feel comfortable setting goals? 

S: I feel now...I didn't know enough. I guess I did feel that then, but now I feel I don't 

know enough about piano to set my goals. Maybe a teacher would be better. 

R: Would you feel more comfortable if you did it in collaboration with your teacher? 

S: Yes. 

R: Yeah. Because what I'm looking at here is a situation in which the teacher makes 

all the decisions for the student, versus a situation where the student has a lot of input 

about goals, activities, performing, etc. And I'm trying to see if there's a different 

response to those situations. The old school was a sort of master-apprentice situation 

where the master knows all and you are there to learn. Now, teaching is becoming more 

student-centered, and I want to see how students respond to that. Some students take to 

it like a duck to water; others are so used to having teachers do it that they're 

uncomfortable when they're asked to set goals. 

S: Yeah, right. I had violin lessons, and those were more like the master-apprentice, 

and I definitely like these lessons more. I felt free to ask a lot of questions, 

so I got a lot of information, whereas before it was like selected information. 

R: I'm getting the sense from you that there's a balance that can be struck here between 

giving students complete freedom and giving them guidance. 

S: Yeah. 

R: And I think that's what we're after, and I do need to know your response to that. I 
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noticed that you would give yourself an "A" this time versus a "B" last semester. Do you 

feel that your performance did improve? 

S: I think it did, but I think she'll give me a "B" or "C". 'Cause I didn't do too well 

on tests and I was kind of surprised I didn't. I felt I hadn't practiced enough or 

something. 

R: I'm looking at just your perspective here, not the teacher's. I'm trying to be consistent 

throughout the survey in getting the student's input. 

S: Now I'd give myself an "A" for effort but a "B" for improvement. 

R: From your other answers, you evidently put more into this semester, why don't you 

think your performance showed a corresponding improvement? Were your goals more 

difficult? 

S: Yeah. Maybe I was expecting too much of myself. I had all these pieces I wanted 

to play and some were too difficult. I didn't realize which ones were more difficult and 

which ones were easy. I think I was overconfident, I think I thought I was better than I 

really was, and then toward the end of the year I realized I wasn't really that good. 

R: Overall now, I gathered that you put more time into your lessons, that you were 

more likely to go back go practicing after an interruption, that you worked harder at it 

when you were practicing, and that you would grade yourself higher. Does that sound 

pretty accurate? 

S: Yeah. 
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Exit Interview 

Student #7 

R: Mostly what I'm going to ask you about are questions where there was a change 

from one survey to another. For example, on the first one, when I asked you how high a 

priority practicing was, you circled 4, the second time you circled 5. Does that seem 

accurate to you? 

S: Yeah, I did more practicing toward the second semester. I'd make sure I'd get that 

done before I'd go out and do anything with any of my friends, which wasn't always a 

priority. 

R: Why do you think your priority changed? 

S: Well, part of it was that my piano lesson was during the lunch hour and I missed a 

lot of lessons. So nothing was really set up that I need to do. Second semester I played 

in recitals and accompanied and stuff. 

R: Was playing in these recitals part of your decision? 

S: I don't really like playing in recitals, but accompanying I do fine. I don't really get 

nervous. And so I knew I needed to do it, but it doesn't necessarily mean I wanted to do 

it. 

R: You also practiced more, you mentioned that, four days per week before and five 

days per week now, so you were at least practicing one more day a week. 

S: Yeah. And also on the first one it was probably more like a half hour a day. 

R: And I assume you practiced more for the reasons you already stated. 
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S: Yeah, there's a lot more preparation that need to be done, so it pushes me to get it 

done. 

R: Ok. I noticed that you learn music on your own initiative more often the second time. 

Is that correct? 

S: Yeah. I've been working like on two or three songs that I'll continue working on 

this summer with my teacher back home. And so I just started them now and I'll start 

lessons on them this summer. I also did a lot of more overall sight reading and stuff 

where I'd just pick up the hymnal and start thumbing through that. 

R: Ok. When I asked if you concentrate when you practice, you indicated that you 

concentrated more fully the second time. Why do you suppose that was? Or is that true? 

S: No, no, it is true. First semester I was more like just playing, and you know how 

there's a difference between actual practicing and playing. Second semester I did a lot 

more practicing and I think part of it was I specifically asked Ms. Myrick what I needed 

to work on, and what like little finger techniques or what techniques I needed to stress 

more to get the overall sound, and so overall I'd focus on those. 

R: So basically in collaboration with Ms. Myrick you chose some specific things to 

work on. 

S: Yep. Yep. 

R: You also expended more energy. Is that because you had things coming up that 

you had to be ready for? 

S: Yep. That was pretty much it. 
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R: Ok. From what you said, you had come closer to achieving your goals than on the 

first survey. 

S: Yeah. 

R: Is that because you set goals more clearly or what? 

S: I did set a lot more goals and I actually set dates that I wanted to get the goals done, 

instead of just generally, Oh, I think I'd like to learn this or I'd like to do this. And I was 

like, ok by this date I'm gonna this much done, and by this date I'll have this much done, 

and so that helped out a lot. 

R: Ok, cool. And you expected a higher grade. Why? 

S: 'Cause I worked a lot harder, [laughs] 

R: You put more into it? 

S: I put a lot more into it. I just think compared to first semester I've gotten a lot more 

and I can feel the improvement second semester. 

R: Well, you did indicate you felt you had improved more than the previous semester, 

which is in line with what you've said. One thing I found interesting was that you chose 

your pieces less often the second time than you did the first time. Why is that? 

S: That mainly is because first semester we were going over pieces I had already begun 

and so it was more all the pieces I had chosen. And second semester she gave me a few 

listening exercises right at the beginning, she had me write down the pieces she would 

like me to learn and we went over a few of those. 

R: So you did have some choice in the matter? 

S: Yeah, yeah. 
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R: It was like, Here's some pieces, choose a few. 

S: Yeah, it wasn't like you have to learn this. 

R: Ok. I wonder if we got the right reading on this, because when I asked you about 

choosing the skills you were going to work on, you seemed to indicate to me that second 

semester you did choose some skills to work on, whereas this seems to indicate that you 

chose more the first semester. 

S: Well I think the reason for that was first semester what I was doing was I was going 

back on the skills that I had personally learned and I was trying to emphasize those things 

I had learned in the past. And second semester I didn't view it as totally my 

skills, but more as what she wanted, they're like good for me, but it was more things she 

picked out more so than what I picked out. 

R: And you did say that you asked her what skills she thought you should work on. 

S: Yeah. 

R: Ok, so again it was more of a collaborative effort? 

S: Yeah. And so I think that's mainly just how I viewed it, she pointed things out for 

me to learn. 

R: Right. When I asked you about who makes the decision to perform, did you say 

that second semester you had to perform at certain occasions? 

S: Yeah. 

R: Whereas the first semester it was all up to you basically. Or you didn't perform! 

S: Yeah. That's basically what I did. I performed like three times total, whereas second 

semester I performed like seven. So there was a big difference. 
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R: Ok. One thing I was glad to see a change in is that second semester you would 

feel comfortable setting your own goals in your lessons. Is that so? 

S: Yeah. I think that's mainly what...she helped me reach them, and she helped pick 

out different things to reach them. Things that I wouldn't really be able to pick out by 

saying "I have this goal" and I wouldn't know exactly how to get there. I'd have this 

general goal of what I wanted to know, or what I wanted to be able to do, and she'd help 

me. 

R: That lines up with what you said. The second time you felt less strongly that the 

teacher should set the goals, which agrees with what you said about being comfortable 

with setting goals. You also would give yourself an "A" the second semester versus a 

"C" the first semester. 

S: Uh-huh. 

R: Is that because you worked harder? 

S: I did. The first semester I was almost discouraged because the professor I had back 

home, she is known in the Northwest as one of the best professors, and I had only taken 

from her for two years, but I had learned so much from her in that time frame, and then 

coming down here and having the first semester being so sparse I feel like I didn't 

accomplish much and I wasn't learning anything. It seems like I was drawing back on 

past things that I had learned. They both had different ways of teaching and I was used to 

this level of teaching. At first it was like, Why isn't she doing this and why isn't she 

doing this? And then I went more into like, Well, she's doing this and she's doing this. 

And so those are the things I had learned more second semester. 
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R: From what I got overall, I got the impression that you put more of yourself, more 

of your energy, and everything including physical energy into what you were doing. 

Your performance level improved according to your estimation, evaluation. And 

probably in your teacher's view too, but I'm looking more at how you view it. I have that 

your goal setting is a little lower, but I attribute that to what you said about collaboration. 

S: Yeah 

R: With the clarifications on goal setting, it sounds like this was pretty much what you 

meant to say. 

S: Yeah. 
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Student Age Gender Class Years of Piano Study Major 
A 18 M Freshman 9 Undeclared 

B 22 F Senior 4 Psychology 

C 21 F Senior 1 Business 

D 18 M Sophomore 7 Computer Systems 

E 19 F Junior 0 Business 

F 19 F Sophomore 0 English 

G 19 F Sophomore 0 Design 

H 19 F Junior 7 Undeclared 

I 21 F Senior 2 Business 

J 27 F Senior 10 Computer Systems 

K 37 M Sophomore 0 Management Systems 

L 22 F Senior 12 Psychology 

M 19 F Sophomore 12 Undeclared 

N 18 M Freshman 4 Computer Systems 

0 25 F Sophomore 0 Education 
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STUDENT INTRODUCTORY INTERVIEWS 
FALL SEMESTER 

Student #1 
Instructor: Tell me what year in school you are in. 
Student: I'm a freshman. 
I: And tell me how old you are. 
S: Eighteen. 
I: Eighteen. Just out of high school? 
S: Yes. 
I: You're from Canada, is that what you said? 
S: Yes. 
I: Tell me about your piano experience. How many years have you studied? 
S: Well, I started playing about ten years ago. 
I: Ten years, was it consistent study? Was there some time that you took off? 
S: Well, there were some gaps, there was one when I broke my wrist, for three or four 
months. Then there was a gap with teachers. I had one who got kind of sick for half a year. 
I was on hold for a while until I got a teacher. So I was behind about a year. 
I: Did you do the Royal Conservatory exams all the way through, or is that something you 
started just lately? 
S: Well, I kind of did it off and on. I started off with Royal Conservatory with my first 
teacher, then I went to another method, and my last teacher used the Royal Conservatory. 
I: And did you enjoy doing this? 
S: Yeah, they're not too bad, I like 'em. 
I: You like having the goal of the exams to work toward? 
S: Yeah 'cause then you really practice hard. 
I: That's something a lot of students really need. Tell me why you want to study piano now 
that you're in college. This is a whole new ballgame in a sense, isn't it? 
S: Yeah. 
I: Your academic demands are going to be more than they were in high school. 
S: Well, I want to get a fuller repertoire because when I came here, well, before I was kind 
of sketchy. I knew some pieces, but I'd forget them, and not practice much. I just want to 
get a good set of songs that I can play, and increase my skills somehow and take more 
lessons. 
I: Ok, so you just mentioned a couple goals. One, to increase your skills, and another to 
round out your repertoire. What areas do you feel your repertoire is lacking in? 
S: Well, maybe in some more variety. I do have some variety, but it's not that great. I've 
learned some classical and maybe more contemporary and Christian music, and a little of 
this and that. Other than that I'd like to play songs from different times and stuff. 
I: Ok. If I divide the piano literature into time periods, say Baroque and before, Classical, 
Romantic, and Contemporary, which of those areas do you feel are the most neglected in 
your repertoire? 
S: Probably the Romantic. 
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I: Really? 
S: And some Contemporary. 'Cause I like more classical like Beethoven and stuff. 
I: Interesting. How do you feel about the Romantic literature? For example, Chopin, 
Schubert, Schumann, Liszt. 
S: It wasn't really my favorite, but I'd play it for my exams sometimes. 
I: Ok. Do you have a favorite composer? 
S: I really like Beethoven. 
I: Beethoven. Tell me what you've played by Beethoven. 
S: I've played Fur Elise by Beethoven, and I started on Moonlight Sonata. I got the music 
for all the movements but I never got to learn the whole thing. I played the first movement 
pretty well, and I went on but never learned the last movements 'cause I started playing 
other songs. 
I: Ok. Is there anything else you'd like to accomplish this semester? Obviously rounding 
out your repertoire will take more than one semester, but we can start on that. What kind of 
skills were you talking about that you want to improve? 
S: Basically like some of my technique. I used to have a bad habit of overpedalling certain 
pieces. Some of my scales I haven't played much. 
I: You say you haven't played scales much? 
S: Just for exams. I'm kind of lazy on playing scales on my own. 
I: What kind of technique work have you done? 
S: Well, for my Grade 8 exams I did some ear training and almost all the scales and chords. 
I: Did you work out of any exercise books like Czerny or Clementi or Pischna or any of 
those? 
S: No. I've got a Royal Conservatory scale book that has all the scales, and that helps a lot, 
but other than that I just work on my own. 
I: Ok. You mentioned that you like Classical or late Classical music. What other kinds of 
music do you like? You mentioned Christian contemporary, I assume you like that. 
S: Yeah I like that. Some of Frank Mills like Peter Piper. 
I: Oh yeah? You've probably played the Music Box Dancer. 
S: Yeah. 
I: I'd like you to play a piece for me, and then we'll talk about what I'd like you to do. 
I have several pieces in mind that I'd like us to take a look at, and it will give us something 
to get started on, to work towards. 
[student plays] 
I: I'd like you to choose between the Chopin e minor and b minor preludes. Both of them 
are representative of the Romantic style in terms of melodic line and subdued 
accompaniment. I also want you to work on the Stephen Heller exercise, "Fury," which 
focuses on major and diminished seventh arpeggios for the right hand. Also, begin 
reviewing all the major scales, and learn all the cadences in the major keys. 
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Student #2 

Instructor: What year in school are you? 
Student: This is my third year but I'm a senior. 
I: Are you going to go through in three years? 
S: I'm going to go through in four and get a double major. 
I: Did you have previous credits before coming here? 
S: Almost a whole year. 
I: Really. Where was that? 
S: San Juan Junior College in Farmington, New Mexico. 
I: New Mexico. I take it that's where you're from? 
S: Yeah, until a couple weeks from now when I'll be from Gladewater. My parents are 
moving down. 
I: They are? Isn't that great. That will be nice for you. Do you mind telling me your age? 
S: 22. I'll be 23 in December. 
I: Tell me about your piano experience. How many years have you studied piano? 
S: I have three and a half years in high school, than I took off about a year and a half, and I 
had one semester in college. 
I: That was in New Mexico? 
S: In New Mexico. 
I: What kind of things did you play when you last studied? 
S: I can't remember their names, I'd have to look at the music. Classical music. 
I: Ok. That's alright. 
S: And a couple of popular songs. 
I: What is your major here? 
S: Psychology and Family Studies. 
I: That's a good combination of majors. Tell me why you want to continue studying the 
piano. 
S: Because I enjoy it and it helps me unwind. I want to improve my practicing skills 
because I'm not very good at practicing. 
I: Why do you say that? 
S: I don't know; I have a hard just sitting down for an hour and practicing anything. I guess 
I'm not very... 
I: Focused? 
S: I guess that would be the thing. 
I: Or efficient? Maybe? When you do find that rare hour to practice, do you feel like you're 
able to make the best use of the hour? 
S: Yeah. When I do find time to practice I run through the scales and practice my pieces 
over and over again and chop the pieces up into bits and practice little parts of it. I don't do 
it consistently, I'm not consistent. 
I: I see. And do you feel you'll be able to make improvements in that area? 
S: Yeah, I'm hoping, I'm determined. I want to get better and I just from off and on lessons 
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and from not practicing like I should I could be so much better than I am, as many years as 
I've had. I want to...I feel I should do better. When I have lessons it seems I have a little bit 
more motivation to get...I want to make an A! That's a motivation plus I find myself 
beginning to want to improve more. 
I: How many hours are you taking this semester? 
S: With everything, 17. 
I: And you feel you will be able to schedule in the amount of practice time you need? 
S: I should be able to, yeah. 
I: I mean, that sounds crucial to meeting the goals you have for yourself. What would you 
say is your prime motivation? You mentioned the desire to improve and the grade. What's 
most the most important motivating factor? 
S: Improving myself. 
I: It is. Good. You mentioned wanting to be consistent about this. What other kinds of 
things would you like to accomplish this semester? 
S: Besides piano or...? 
I: In piano. 
S: I would like to be able to sit and look in the hymn book and not just play the notes, be 
able to improvise a little. I don't know how long that would take. Surely it wouldn't happen 
in one semester. 
I: It does take some, and obviously we'd have to study some music theory because it's the 
knowledge of the chords and keys etc. that you need to know to do that. 
S: I have had music theory. 
I: Oh, great. Was that in Farmington? 
S: Yeah. 
I: Certainly we can work on that. I can help you and assign you hymns to work on and all 
that. Anything else? 
S: My main goal is to improve my playing. 
I: Tell me about your likes and dislikes musically speaking. What kind of music do you 
like or dislike? 
S: I like just about anything. I don't like some of the modern music that doesn't make any 
sense. Some of the modern classical music, you know, just bang bang bang. I pretty much 
have to have a consistent rhythm to be able to catch on. The erratic stuff and erratic notes 
give me a really hard time. 
I: What areas of the piano repertoire do you think are the weakest for you? If I were to 
divide it up into the Baroque, Classical, Romantic, and Contemporary periods, where have 
you spent the most time, where have you spent the least time? 
S: I think the most time I've played is Beethoven. I haven't played any Chopin, really. I 
played pieces from all over the place, besides popular music. I love playing songs and 
singing along. I have a lot of sheet music. 
I: That would be fine too. You certainly should play music you like. Tell me about the 
technique you've worked on. Have you done any exercise books, any scales? 
S: Yeah. I have some exercise books, I can't remember the names of them. I've gone 
through just about every piece in that book, and a lot of them are classical pieces, maybe 
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some of them are cut off, you know not the complete thing. 
I: Do you have that book here? At school? 
S: I should have it. It's probably packed away. 
I: If you run across it, bring it so that I can see what you've done, ok? What about scales? 
Ever done those? 
S: I should know all those. Every major one for sure. The minor ones are a little harder, 
but it shouldn't take very long to learn them. I can refresh myself on those. 
I: Yes, and explore the ones you don't know very well. The different forms of the minor 
scales too. How about cadences? If I asked you to play a cadence in C could you do it? 
The I-IV-V7-I cadence? 
S: Um, I think so. 
[Student plays] 
I: To start with, I'd like to give you a couple of pieces that I think you can learn fairly 
quickly, because I have performance labs several times a semester where students can play 
pieces that are in progress, in a state of being learned. They're not recitals, they're just labs. 
I'd like you to have something about a month from now that's in playable shape. Plus, 
working on the shorter pieces will help me to learn more about you as a pianist. How you 
learn, how quickly you learn, where your strengths and weaknesses are. [Four pieces are 
shown to the student. Two are chosen: To a Wild Rose by MacDowell, and Prelude by 
Gliere. Technique work will be given in two weeks after determining the student's needs] 

Student #3 

Instructor: What year in school are you? 
Student: Senior. 
I: That's right, this is your last year. Have you studied piano here at AU before? 
S: No. 
I: This is your first time, here. 
S: Here. 
I: Now tell me about your previous experience. 
S: Well, I believe I was about 10 years old, probably for about a year, I'm not sure exactly 
how long it was. I studied piano just with...I believe I had two or three piano teachers, and I 
think my problem then, the reason I quit was I was doing sports and stuff even then, and I 
wanted to get good grades, I was a perfectionist. I got to where when I practiced I'd get 
stuck on one song and wouldn't practice the rest of them. So I got really frustrated with it so 
I quit. And I didn't even have a piano to practice on cause my parents wanted to see if I 
would really do. I had a keyboard, so it wasn't even the same. 
I: So you've never even had the opportunity to practice on a real piano. By the way, where 
are you from? 
S: From Dallas. That area, Piano. 
I: And how old are you? 
S: 21. 
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I: 21. Just legal! Ok, we've talked a little bit about your experience. Tell me why, at this 
stage in your life, you've come back to studying the piano. 
S: Well, I've been thinking about it for a little while, and because eventually maybe I'd like 
to learn a string instrument. 
I: Like the violin? 
S: Violin maybe. So I really want a good base, and I thought the piano would be a really 
good base. And as far as my singing goes, I like singing, and I'd like to get a song and at 
least be able to get the melody and practice it on my own. And also, I just love piano music, 
I always have, and so I'd like to just be able to play a little bit. 
I: Have you had an opportunity to. play recreationally at all since you stopped studying 
formally? 
S: A little bit. Once in a while I picked around on it with kind of a simple melody. I can 
pick it out, but I have to kind of memorize where things are, and I'd like to be able to more 
just read it. I'd like to be able to read it and play it rather than just memorizing it. 
I: Are you comfortable reading both clefs? 
S: It's been a while since I've had to read the bass clef, but the upper one I can pick out. 
I: How about other musical experience, like singing in choir? 
S: I sang in choir since about 5th grade, through 11th grade in high school. I've done a few 
ensembles like for church functions, and I was in Chorale here for two years. 
I: What kind of things would you like to accomplish this year in your piano lessons? 
S: Well, I think first of all I'd like to get more comfortable with my left hand, that clef, 
'cause that will be rusty. I'd like to get to where I'm more learning the technique of reading 
the notes rather than just playing them. I know I did that a little bit before when I was ten, 
but now I really don't know how. More of just reading the music rather than memorizing 
where the fingers go. 
I: Right. 
S: 'Cause I have a tendency to do that. 
I: So reading is a big priority. 
S: Yeah. 
I: What kind of music do you like? 
S: As far as piano music goes, I like rich sounding piano music. I've seen music and it 
doesn't look that hard, it's just the way the chords go together. It just sounds rich. And 
that's what I like. I like all kinds of music. I'm not a big fan of jazz. I like some of it, but 
jazz in general I don't. But I like classical that has a melody to it. Sometimes classical can 
be boring. I also like popular music; things that have melodies to them. Things that are fun 
to listen to... 
I: And fun to play. 
S: ...and fun to play. 
I: Because I'm not exactly sure what your previous studies entailed, I'm not sure what 
method book you used, or anything like that, I'm going to have to assume that there are 
some basic things that you still need to learn, for example becoming fluent in reading the 
bass clef. Learning the fundamentals of music theory, because those are like the tools of the 
trade that you need to know. If you're not familiar with the key of b-flat, it's going to be 
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hard for you to sight read in that key. Or to do any sort of filling out of an arrangement 
that you'd like to do. The reason a person can do that is because of a knowledge of theory. 
So that's something that we need to do. I don't think we'll have any problem finding 
literature that you like, and I can give you a choice of some solos pieces to play. What I'm 
going to do is give you a method book that will take you step by step through the skills that 
you need to master. But in addition to that I want to supplement it with solo pieces that 
hopefully will be more interesting than the pieces we sometimes find in method books. 
And when it comes to those solo pieces I can give you a choice of things, and you can 
choose from those so we can ensure that you're practicing something that you like. I will 
also supply you with sight reading materials that will take you progressively through more 
complex pieces as you learn the necessary sight reading skills. 

Student #4 

I: You are a freshman? 
S: Yes. 
I: Where are you from? 
S: About an hour south of Erie Pennsylvania. 
I: You are how old? 
S: Eighteen. 
I: Tell me a little bit about your past piano experience. 
S: I've been playing piano for about 7 years. I've never done a recital in my life. I've 
always wanted to do that. 
I: You've never even played one piece in a recital? 
S: I never got to do a recital at all. But I've had private lessons for seven or eight years. I 
participated in the district talent show in our church for three years. The third year I got the 
gold award for Pachelbel's Canon in D. But I got blown away at regionals. I've been 
playing for church for hymns and special music for about three years now. I accompanied 
our high school choir. 
I: Do you sing in the university Chorale? 
S: Yes. 
I: Do you like accompanying? 
S: Yes. 
I: Do you feel like the accompanying you've done in the past has helped your sight reading? 
S: Yeah, immensely. 
I: Any other musical experiences, like playing in a band? 
S: I played bells and cymbals for marching band. I sang in our school choir for three years. 
I: Now that you're in college, tell me your reasons for wanting to continue piano study. 
S: I enjoy playing it and playing for people, for entertainment purposes, just for the fun of 
it. It's a good stress reliever too. Just to calm the nerves. 
I: How many credit hours are you taking? 
S: With piano, 19. 
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I: Whew! Tell me what your goals are for the semester. What kind of things would you 
like to accomplish? 
S: Accompanying. Being able to embellish the hymns the way Mr. Bilowus does. Do 
special music every now and then, leam pieces that are good enough for it. 
I: Have you had any music theory along the way? 
S: Not really. I have a little bit of theory, like the scales, but not much. 
I: Ok. But you've never done anything systematically with it. 
S: No. 
I: It's the knowledge of these basic theoretical tool that enables someone to elaborate, 
embellish, improvise upon a piece. 
S: That's what I want to do. 
I: You might consider taking the first year music theory course while you're here. It may 
not fit into your degree plan, but we can also do some theory work as part of your lessons. 
Can you give me an idea of the kind of pieces you've worked on in the past. Even if you 
can be specific about particular pieces. 
S: I played your basic classical Beethoven, Bach. I haven't played much Brahms. I was 
working on Beethoven's Rage Over the Lost Penny. And the third movement of the 
Moonlight Sonata. I also have this solo edition of Gershwin's Rhapsody in Blue. 
I: Tell me what your likes and dislikes are in terms of musical style. Do you have any 
favorites? 
S: Classical and musicals. Dislikes, your modern people that just pound out chords. 
I: Have you done much memorizing of your pieces? 
S: Some. 
I: Probably not a lot because you haven't done recitals. 
S: I memorized Canon in D and something from Les Miserables. 
I: I need to get some idea of what your playing is like, so what would you like to play for 
me? 
S: The Pachelbel. 
[student plays] 
I: You have a lot of tension in your hands, wrists, arms and shoulders when you play. I'm 
going to give you a couple of exercises to practice to help you loosen up and learn to use 
your wrists as a stock absorber. I'd like you to learn the C major etude of Heller and the 
Fantasia in D minor by Mozart. We'll work on hymns in a few weeks after we get a handle 
on some of these technical problems first. 

Student #5 

Instructor: Tell me what year in school you are. 
Student: I'm a sophomore. 
I: And what is your age? 
S: I'm 19. 
I: And where are you from? 
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S: Tulsa Oklahoma. 
I: Tell me about your previous piano experience. 
S: Actually I don't have any. I just play around on it, I like to goof around on it. I like to 
hear people play. I always beg people that can play, "Please play me something," and I 
watch them. 
I: So you've had no formal study. 
S: None. 
I: So in other words, you're a basic piano student. 
S: Yes. 
I: Have you had any other type of musical experience? 
S: Singing, that's about it. 
I: Singing, ok. Tell me about that. 
S: Well, normally I just sing by ear, I don't know how to read very well. I've learned a little 
bit in music classes throughout high school and things like that. I've never learned to read it 
well enough to follow along, so I just do it by ear. If I can hear it I can normally sing it. 
I: Ever sung in a choir? 
S: Yes, I'm in Chorale here. 
I: Good. Were you in last year? 
S: Yes, the last semester. And then I was in Church choir with Mr. Bieritz. 
I: Are you going to be in it again this year? 
S: Yes. 
I: Tell me why you want to study the piano. 
S: Because I love it, I love the way it sounds. It's the basic instrument. 
I: Is this the first opportunity that you had to study? 
S: Yes. Well, at one time I had a friend who was going to teach me, but she ended up 
going overseas with her husband. And she was supposed to teach me. She taught me 
Chopsticks! 
I: What is your major, by the way? 
S: My major is business. 
I: Tell me what you would like to accomplish this semester. What are your goals? 
S: Well basically being able to read music fast enough to play it. 'Cause I have several 
songs I really like and I'd like to be able to figure out what they are. Also to learn chords 
and stuff, so that I can determine the specific sounds that are important in music. They have 
like three basic chords in guitar, and the piano has a whole lot more than that. That's really 
important. Help myself out with choir too. 
I: What kind of music do you like? 
S: Everything! 
I: Everything. You're not fussy. 
S: I love music. Any kind of music. 
I: Great. So that would include classical? 
S: I adore classical. 
I: Popular? 
S: Yes. 
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I: Sacred? 
S: Yes. I do actually. That's a little hard to get used to, it was to begin with, 'cause I never 
grew up on it. But when I heard it, it was just so uplifting. I have a hard time with metal. It 
doesn't seem to have any kind of beat or anything. Hard to grasp. 
I: Ok. Since you're a basic student, what we're going to do is go through a beginning adult 
series, so we can be sure that we can get the proper foundation, and we don't skip over any 
important aspects of your development. That's going to include learning some music 
theory, which is important. A knowledge of keys and scales and chords and that sort of 
thing which really make up the building blocks of music. That's going to be a part of our 
study. Obviously the focus will be on playing; well, I should say reading and playing, 
because the two will go pretty much hand in hand for you. 
S: Do you pick out the music for us to play? 
I: Yes, for the most part. And obviously the pieces you will do will come from the method 
book we'll be going through. I will also give you choice, for example I would like you to 
have certain solos to work on outside the method book. 
S: Phantom? 
I: Fine, if we can find an arrangement that you like and I think is a good arrangement, we'll 
do it. 
S: Ok. 
I: And doing these solos outside the method book gives us a chance to try different styles as 
well. So, what we'd do for example, is show you two or three pieces, let's say we're talking 
about musicals. I'd show you two or three pieces from musicals and let you choose one. 
S: Ok. 
I: Or if you have one you know you want to learn, we'll do it. The method book I want you 
to use is the Play By Choice book by Fred Kern. I'll need to explain to you how the book is 
organized and how to use the tape to practice with, so let's get started with that. 

Student #6 

Instructor: Tell me what year in school you are. 
Student: A junior. 
I: Where are you from? 
S: Boston, Massachusetts. 
I: And what is your major. Have you decided yet? 
S: Yeah. I'm double majoring with English and American Studies. 
I: That's why you're so busy. 
S: Yeah. 
I: And what is your age? 
S: My age is 19. 
I: Now tell me about your experience in regards to the piano. 
S: I do know how to read the notes, kind of on the academic level, not as in playing the 
piano but I know what they all should be. I know this is G, and I know... 
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I: Both clefs. 
S: Yeah, but not as in if you gave me music, with all those, like, ok, and then I'd have to 
look at each note and go, Ok there's one chord, you know, and so. 
I: How did you learn what you do know? 
S: Um, I'm trying to remember. Well, I've sung, which is probably where I must have 
picked it up initially. And probably an elementary school-type thing where you're learning 
the notes. And because of singing I learned it so at least I can play my line. And my dad 
plays the piano, a little bit. He took lessons when he was younger, and then didn't take them 
seriously and regrets it now. He can fumble through the hymns and that sort of things, and 
write some stuff every once in a while. So I've been exposed to the piano and we've always 
had a piano in the house. 
I: Ok. So have you played just recreationally a bit for yourself, or am I stretching it? 
S: Stretching it quite a bit. I like learn a song and like five years ago, "Oh Dad, teach me a 
song," so I learned to play a song that sounded sort of like I knew how to play, but really I 
didn't read it. Or if I get really motivated some summer I'll try to "Ok, let's learn this one 
song," it will take me all summer and Til kind of stumble through it until I'm comfortable 
with all the notes, and so, that's kind of where I'm at. 
I: You've said you've sung. Any other musical experience like singing in a choir or 
something like that? 
S: Yeah, I sang in the Chorale last year. And this year I'm doing the Young Ambassadors. 
I'm really excited about that. 
I: Way to go. 
S: And I sang since I was really young, like five years old, you know like talent shows, 
mostly church kind of stuff. And that's about it. 
I: Tell me now your reasons for studying the piano. 
S: There's a couple of reasons. One is kind of a superficial reason, 'cause I want to study 
music theory next year, and I want to be able to survive it, and I talked to Ms. Myrick and 
she said I might want to be a little bit more familiar with it. And all the things in music, 
singing, I have trouble with I know I would be stronger, like just learning rhythm and 
counting it out. I haven't had much exposure to that, until I came here, in terms of having to 
count it out. I theoretically know how to do it, but I haven't had much practice in doing that. 
I'd like to be able to feel out sort of what it's going to sound like, obviously not great but a 

little bit better so that I can count out my part. Not to become an accomplished pianist but 
something I can fall back on. 
I: Tell me what you'd like to accomplish this semester, given your reasons for studying. 
S: Mostly just to...I don't know how far back I'd have to go, because I haven't done anything 
in piano directly, so I know where the notes on the piano are and stuff, but just to be more 
comfortable with piano. 
I: What about your likes and dislikes musically. 
S: In terms of style? 
I: Yeah. What kind of music do you like? 
S: Well, in singing I like musicals, that's my thing. I just enjoy that type of music. I love 
performing that type of music. But in terms of listening it all depends on my mood. I'm 
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very flexible. I like in stressful times classical music, and classical piano I like listening to. 
And then dancing a completely different style of music. The only thing I really don't like is 
country. I'm trying to appreciate it. 
I: Ok. We're going to do the Play By Choice method because it will give you lots of 
different styles of music, including musicals, and lots of rhythmic variation to study. A 
method book like this will help you out because it's designed to take you step by step 
through the basics of playing the piano. By the end of the semester you'll be able to learn 
decent-sounding pieces with the foundation you will build with a step-by-step course of 
instruction. I'll also give you a choice of some separate solos to work on. Since reading is 
important to you, we'll be working on some sight reading as well as some simple music 
theory. After we get into the semester a bit, I'll give you separate sight reading materials to 
go along with your lesson book. 

Student #7 

I: What year in school are you? 
S: I'm a sophomore. 
I: And, how old are you? 
S: I'm 19. 
I: And where are you from? 
S: From southern California. 
I: Where? 
S: Near Pasadena. 
I: Do you have a major yet? 
S: It's going to be in design, so I haven't declared here. This is my last year here. 
I: So you're just doing a couple years here and then transferring? 
S: Yeah. I wanted my AA here and I should have finished it last year but I left to take care 
of my grandmother. But I really wanted to be in the Young Ambassadors and audit Spanish 
and piano, things that I thought I wouldn't have the chance to do once I got into design 
school, so I stretched it out into a year instead of a semester. 
I: Tell me your background and experience in piano. 
S: I don't have any. 
I: That's short and sweet. How about any other type of musical experience? 
S: I don't do anything else but sing. I think I started learning bass but it wasn't...my uncle 
was teaching me and we didn't get very far anyway. 
I: You've sung in choirs? 
S: I've sung in elementary choir, first I sang in church choir when I was little, then I went to 
Imperial School [in Pasadena, California] and sang in the elementary choir all the years I 
was there which was like three, and then I sang in the junior high choir at Imperial, and then 
I kind of stopped because I went to the public school and didn't want to do that, and then I 
sang in the Chorale here last year, and I'm a Young Ambassador this year. 
I: Tell me why you want to study piano at this stage in your life. 
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S: Well, I think because I was always impressed with people who could sit down at the 
piano and everyone could sing along, and it's one of those talents that just amazes me. I like 
and it's either that or guitar and I don't want to learn guitar right now. I've always wanted to 
know the piano. When I was younger I was always going to learn piano and violin, and it 
never really happened. But I want to make sure that now, since this is such a good 
opportunity, to take piano lessons. I'm sure it would cost much more if I were taking them 
somewhere else. And I don't know when I'll have the time again. I want to just know the 
basics so if I want to come back to it later, I wouldn't have to start at the very beginning. I'd 
have something to work on. I don't know how far I'll get, hopefully far. The piano is like 
universal, it goes with everything, you know. 
I: Tell me about your goals for the semester. What kind of things would you like to 
accomplish? 
S: I don't know what is realistic, but I would like to get coordinated. I'm not uncoordinated; 
I can dance and stuff like that, but I tried learning the drums, and when hand's doing one 
thing and the other's doing another thing, I'm not the best at coordination. So I would like to 
practice that and I know the more time I put into it the better I'll get. So hopefully I'll get 
coordinated at least to where I'm not hopeless. So, coordination, and I don't know what's 
realistic, so once we get started and I see what you think is realistic then I can make goals 
for myself. 
I: Right. 
S: I'm wondering, Will I be able to play anything at the end of the semester or the end of the 
year? Besides Mary Had a Little Lamb! 
I: We hope so. Tell me about your likes and dislikes musically. 
S: Well, I like jazz...oh I love jazz. 
I: Ok. We're going to deal with you basically as a beginner, even though you've had a bit of 
musical experience. Hopefully you won't mind going step by step through the basics of 
learning to play the piano, and if you already know some of the material, that's ok, we can 
review it or skip on by if it's really familiar to you. Like all my beginning piano students I 
will assign you an adult method book that will take you step by step, and Til also give you 
supplementary materials to broaden your repertoire. I have some neat arrangements by Lee 
Evans of jazz pieces for beginning students that we can do once you get some experience 
under your belt. To work on coordination, we will do the Dozen a Day exercise books by 
Burnam, which are fun, short pieces that focus on a specific aspect of technique. I think 
those will help you develop your facility and coordination more quickly. 

Student #8 

Instructor: Tell me what year you are in school. 
Student: I'm a sophomore. 
I: And how old are you? 
S: I'm 19. 
I: And where are you from? 
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S: From a little town outside Boise, Idaho. 
I: What is your major? 
S: I will probably be going into music education with a minor in English. 
I: Now, tell me about your experience in terms of the piano. 
S: I've played piano since the first grade. 
I: Continuously? 
S: With the exception of quite a few summers. But, I played continuously. The first five or 
six years I didn't play hardly at all during the summers. Fifteen minutes a week was my 
average, so when I started up again in the fall, it's like, ok we're back three or four months 
and you have to catch up again. Then I started taking summers my freshman year, I think, 
and that kept me going a bit more. I've taken from three different teachers, and one of then I 
took until I was a freshman, then I took about half a year off, then I went to another teacher, 
who was more into, like adding stuff to what was already there. She didn't do a lot of 
classical, she did like a lot of jazz and pop music and her own stuff. 
I: Did you enjoy that? 
S: I enjoyed it a little bit, but it got really confusing because I'd go to a lesson and I'd have 
practiced a song one way, and she'd say, "Make all these corrections," and so I'd make all 
those corrections and come back, and have that down, and she'd go like, "I don't like the 
way that sounds, make it this way." And I'm like, I can't handle this. And then I went back 
to my first teacher for a year and a half. 
I: So, if we were talking about the number of academic years you studied piano, we're 
looking at about seven or eight years? 
S: Probably, yeah. 
I: Any other musical experiences you've had, like playing in a band or singing in a chorale? 
S: No, I've sung in children's choir but nothing past that. I played piano for all the choirs 
back home, children's choir and the adult choir. We did have an instrumental ensemble in 
our church, and I played piano in that, but it's just basically piano. 
I: Accompanying experience? 
S: A lot. I do that all the time back home. 
I: You're probably one of the few pianists there. 
S: Yeah. 
I: Why do you want to study the piano this year? 
S: There's so much more to learn, and if I don't have somebody pushing me I have a 
tendency to fall back, and it's just, it's...if I wasn't taking piano lessons I'd still be practicing 
and playing and stuff, but the improvement level wouldn't be as much because I can't do a 
super lot on my own. That's like everybody, but there's a stopping point where my 
capabilities are, and the way to improve it is to take lessons. 
I: Ok. 
S: And to get new ideas, new views, new ways of doing things. 
I: What kind of things would you like to do this semester, what are the goals you'd like to 
achieve? 
S: I was talking to the professor I had back home and she said probably this would help me, 
playing more Bach, a lot more of the Baroque pieces that were more technical and stuff, and 
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I know that I need help on that just to familiarize myself with that because I haven't played a 
lot of that. But I'd like to do the other classical pieces just for fun. And I know I need to 
work on my technical skills, like the scales, strength in my arms and fingers. And I'd also 
like to become more familiar with transposing music, because I talked to Mr. Bilowus about 
that, and that's something I've never encountered before. I need to get a lot more 
comfortable with it than I am. 
I: Well that's important if you're going to be doing a lot of accompanying. Tell me about 
your likes and dislikes musically. What kind of music do you like and what kind do you not 
care for so much? 
S: I like the basic classical pieces. I need to learn Bach and stuff because I haven't had a lot 
of experience with that, and like the technical playing. I don't like that as much just because 
I don't know it, and that's part of it. I don't like playing the new pop stuff. I don't really care 
to play that because the beats are so funky and stuff. I do like the new age, they're not really 
good performance pieces but they're just fun to sit down and play lots of times. I: For study 
purposes they're not the kind of pieces you would learn a lot from. 
S: Yeah. 
I: You're certainly welcome to play them for your own pleasure any time you want to of 
course. It doesn't mean we would spend a lot of time in the lesson on it. 
S: Yeah. 
I: Can you give me an idea of the actual pieces you've played. If you can remember 
specifics, that would give me an idea of your background. 
S: Well, last year I played "Hungarian" by MacDowell. This summer I've been working on 
"Wedding Day" by Grieg, and that's almost done. And I've been working on "Toccata" by 
Paradisi. 
I: Have you played any Bach inventions? Or preludes and fugues. 
S: Well see I played two of them over the summer, not to the point where they were 
memorized... 
I: Two? 
S: Well I played a fugue my senior year and then I played an invention this summer. 
I: What invention did you play? 
S: I believe it was Invention #8. 
I: In F major? 
S: Yeah. And it wasn't to the point of memorizing, you know what I mean, it was to the 
point of becoming familiar with it and knowing it. 
I: Have you played any sonatas, like Beethoven or Mozart sonatas? Haydn, etc. 
S: I played one my senior year, but I forget completely what it was. 
I: Or a sonatina like a Clementi sonatina or... 
S: I did one of Kuhlau's. 
I: Kuhlau, very good. 
S: I did one of his. 
I: What about contemporary music? 
S: I did Bartok's "Allegro... 
I: ...Barbara." 
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S: Yeah. I know I did one contemporary piece my senior year but I can't tell you who it 
was or what it was. 
I: Tell me about the technical work you've done. Have you done all the scales, have you 
done any exercise books like Clementi or Czemy? How about that? 
S: I haven't done any of the exercise books, but Professor Davidson taught me a few of 
Haydn's exercises. And then scales, I know... 
I: Major and minor? 
S: Yeah, and I'm going over the tenths and the sixths, and so I know the tenths and I'm 
trying to get the sixths. The minors I don't know yet. The majors I do. 
I: Ok. That's good. Did your teacher give you any rote exercises? Or was it all from the 
printed page? 
S: Oh, that's what it was, it wasn't from the printed page. 
I: Arpeggios? 
S: I've done those. I'm not like, I've practiced them but I'm still not at the point where I'm at 
ease with them. But I know them. 
I: Just going from what you've told me, it sounds like we need to shore up some of the 
Baroque part of your repertoire. The classical period, it wouldn't hurt to do a sonata, and we 
need to begin filling out the Romantic part of your repertoire. And possibly a movement 
from a concerto would be good, and something new for you. We could maybe start it this 
semester. I will give you some technique work as well. I'd like you to start working hands 
alone on Bach's Invention #13 in a minor. And, we might as well finish the "Wedding Day 
at Troldhaugen." It's a great piece and you can play it for a lot of different occasions. 
Please review the major scales this week so we can move on and learn the minors. 

Student #9 

Instructor: Could you tell me what year in school you are? 
Student: I'm a junior. 
I: And how old are you? 
S: Twenty-one. 
I: And where are you from? 
S: The Philippines. 
I: And your major is? 
S: A double major in Business and Mass Communications. 
I: What brings you to study piano at this stage in your college life? 
S: I've played piano in church, basically the hymns, but I don't know the complicated pieces 
that would work for special music, and I would want to know how to do that, because we 
don't have a lot of piano players back home. The Philippino brethren are very happy when 
they have someone who can play the piano for hymns. And it helps a lot if you know how 
to play special music too. Most of the choirs there use "Minus One" tapes or karaoke tapes 
for special music. So Ive always wanted to learn it, but I've never had the chance to 
audition here in my earlier years. 
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I: So you do play the hymns. Do you play them right out of the hymn book? 
S: Uh-huh. 
I: Ok. How do you find them in terms of difficulty? 
S: They're not so hard. What I did was like I talked to the song leader and asked him what 
songs he was going to do next week, and then the entire week I practiced the hymns he 
chose. I basically played most of the hymns. I kind of avoided the ones with lots of sharps 
and flats, but I want to learn them too. 
I: But you'd like to learn some pieces you could use for special music. 
S: Uh-huh, and accompany the choir. I want to do that too. 
I: For an accompanist it helps to be able to sight read, so sight reading is something we 
should work on. Tell me about your piano experience. You've mentioned that you play the 
hymns. Did you just teach yourself or did you have some lessons? 
S: I had lessons when I was in sixth grade, I was 12 years old, and I had lessons until I was 
14. 
I: Was that inclusively, or was it just two years? 
S: More like two years. I stopped for a while and then went back. We had this book, I 
think it's Thompson, are you familiar with that? 
I: John Thompson, of course. 
S: I didn't know if it was just in the Philippines or what. I had until second grade of that 
one, and then I stopped. 
I: Any theory in your background? 
S: Except for Music Appreciation, no. 
I: Ok. As a hymn player it's important for you to be acquainted with the different key 
signatures, with the different chords and chord progressions. The reason we can elaborate 
on them is because we know the harmony and the chords. 
I: Tell me what you would like to accomplish this semester in terms of your piano study. 
Have you thought about your goals? You mentioned learning pieces for special music, we 
can certainly do that. 
S: And sight reading, because I haven't been playing to really be good at it. 
I: Ok. 
S: My fingers are not nimble as yours. 
I: Well then maybe we should do some technique work. 
S: Uh-huh. 
I: Have you done any accompanying, like for singers or your choir back home? 
S: When the hymns were new, my friends would sing them solo and I would accompany 
them. That's basically the most I did in accompanying. 
I: What about your likes and dislikes musically. What kind of music do you like to play or 
would you like to play? 
S: Not really. I like playing pop pieces, but I don't mind playing sacred... 
I: Sacred or classical. Let me play you four pieces by Jon George from his Kaleidoscope 
series, and have you choose two of them. They're all nice pieces that you could use for 
special music. I'd also like you to learn the C and G major scales, and I'll show those to you 
in a minute. Learn them hands alone, and do the cadences as well, so we can start learning 
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the primary triads in all the keys, which you need for you hymn playing. Remind me before 
you go to give you sight reading material to take with you this week, so you can read two or 
three things each time you sit down to practice. The more often you do it the better you'll 
get. We'll also do some theory work from materials I can give you. These things will all 
work together to help you. 

Student #10 

Instructor: Tell me where you're from. 
Student: I'm from Big Sandy, Texas. 
I: And what is your age? 
S: I'm 27. 
I: And your major? 
S: Management information systems. 
I: Tell me a little bit about your music experience. 
S: I've played the piano quite a few years, and I've studied under quite a few instructors. I 
enjoy performing in church services and competitions, and I was also able to study voice for 
a year. 
I: If you had to put a number on the number of years you have studied, could you do that? 
S: I would say about 10 years. 
I: When is the last time you took formal lessons? 
S: I thought about it last evening, and the last time I had lessons was in 1989, so it's been a 
while. 
I: Was that before college? 
S: No, it was between. I came, and then I went, and then I came back. 
I: So it's been six or seven years since formal. 
S: Yeah. 
I: What brings you back to the piano? 
S: I've really enjoyed learning the piano and performing, and I want to sharpen up my skills 
and get practicing on a more regular basis. And I just like to keep learning. I know there's a 
lot I don't know yet. 
I: What would you say your goals are for the semester. 
S: I'd like to be able to have a couple pieces I could play for church services, and I'd also 
like to learn more about music theory. I'd like to see if maybe I could learn to play by ear, 
and music theory would back that up. 
I: It would. Tell me about your likes and dislikes musically speaking. Do you have any 
favorite composers? 
S: I have a wide range of interests. It doesn't matter to me what composers we try, it 
basically would be up to you. I could of course have input. 
I: Sure 
S: I like classical music, I like popular music, all kinds. 
I: Good. Have you ever done arrangements of sacred tunes? 
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S: Yeah, I've played some of that too. 
I: Do you enjoy that? 
S: Sure, I really do. 
I: That would be a possibility. We can look into that. If I were to divide the piano 
literature into Baroque, Classical, Romantic, and Contemporary, where would you say 
you've had the most experience? 
S: Well first of all I don't know enough about music to know which of the first three 
sections it would fit into, but Contemporary has been probably a third of it. And the rest 
would fit into the first three categories, but I don't know where. 
I: Well, let's try some composers. Have you played, for example, a Haydn or Mozart 
sonata. 
S: I'm sure I have, that's very familiar. 
I: Have you done any Beethoven? 
S: I think I've learned a couple pieces, but they were simpler. 
I: How about Bach? Did any of your teachers have you learn any of the Inventions, or the 
menuets or preludes? 
S: I've done an Invention, and I think I played some preludes. 
I: How about from the Romantic era, which would include composers like Chopin, Liszt, 
Schubert, Schumann, Mendelssohn. 
S: I don't thing I've done any of those. 
I: Really? 
S: There may be others but I don't remember doing those. 
I: Can you think of any of the 20th century pieces you've played? 
S: I've enjoyed playing different movie themes. 
I: Anything from the musicals? 
S: They might have been musicals. 
I: Any Bartok, Kabalevsky, or Prokofieff? 
S: Kabalevsky, I've done that. 
I: That's good. He wrote a lot of very good music for students. You haven't studied any 
formal theory, like you haven't studied theory in college? 
S: No. 
I: Did you go through any of the theory books that go along with piano lessons? 
S: I did a little bit of it, but not very much. 
I: If I were to ask you key signatures, could you tell me? 
S: I don't remember right off hand. 
I: Is there something you could play for me today? 
S: Sure, [student plays] 
I: Ok. I think we'll start off with two pieces by William Gillock, "Soaring" and "Forrest 
Murmers." They sound good and are easy to learn so you can get back into the piano 
gradually but have something to play fairly soon. And we'll work on the scales, I'll make 
copies of the scales for you to take with you so you can review the fingerings and key 
signatures. I'd also like you to learn the cadences given at the end of each scale, those are 
the primary chords in each key and are important for you to know, particularly if you want 
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to do any playing by ear. Let's review the first six major scales for next time, slowly, hands 
together, four octaves. When we get a handle on the Gillock pieces, we'll start the Clementi 
Sonata in D major. You could use more Classical repertoire and it will give us a chance to 
look at the stylistic features of the period. 

Student #11 

Instructor: Tell me what year you are in school. 
Student: Sophomore. 
I: And where are you from? 
S: Florida, Panama City area. 
I: Nice place to be from. 
S: Nice place to be. 
I: And tell be how old you are. 
S: I'm thirty-seven. 
I: And what is your major. 
S: My major at the present time is management information systems. I may change to 
business administration but I doubt it. 
I: Tell me about your musical experience, piano and otherwise. 
S: Basically my musical experience is one of being self-taught. My sight reading skills are 
not...let's say I'm not fluent in reading. I can read, I do know what the symbols mean, all the 
rhythms of it, I know some theory that's been self-taught, the major scales, the chord 
relations as far as minors, flat sevenths, sevenths, things like this. 
I: How did you pick those up, by the way? 
S: Well, I play guitar, and I sing and play in a band. My brother and I were really big into 
music. I got it like a lot of people, as sort of entertainment and a hobby, a sideline. So just 
in the course of pursuing that goal of being able to play and sing, I would get books and 
read books and learn from other people. Then applying it to my music and learning the 
songs that we had to learn. 
I: It sounds like you've always had a pretty strong interest in music. 
S: Ever since I was really young. 
I: Never had the chance to pursue it formally? 
S: Never pursued the chance to study it formally. For whatever reason, I don't know, one 
time I attempted to join high school band, but it was in the tenth grade of high school, and 
the instructor refused me. I didn't have that strong desire at that time to pursue it; I was in 
other things, football, and then I had the home life to deal with, which didn't allow me to get 
involved in very many extra-curricular activities. So I just let it go. 
I: So getting back to piano, you basically just taught yourself some things? Did you have a 
piano at home? 
S: Yes, we always...we had one and it needed some repair. No one in my home played 
piano, they still don't, I don't. Hence the reason for this course. I've been around them all 
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my life. I'm familiar with the keys, you know where C is, where middle C is, G, A, B, C. I 
have sat down a few times and started learning from a book, but I found that it was not as 
easy for me to learn that way as it was for guitar, because I learned in a band situation, or in 
an actual 'on the job' training situation. With the piano I just didn't have that opportunity. 
There was no one around to show me how to play the piano by ear. 
I: Tell me what your goals are for your lessons this semester. 
S: My goal in the most general sense is to learn to play the piano. To even narrow it further 
than that, one of my biggest objectives in this course is to increase my sight reading ability, 
to increase my knowledge of theory, while at the same time learning to play piano, which 
I've always wanted to play, and never manipulated myself into the position of being able to 
play it. The major one for me is to increase my training and my sight reading ability 
because of my involvement in a band right here on campus now and actually be in a 
leadership position in that band. It's really impacting on me the necessity of sight reading. 
I: What kind of a band is it? 
S: It's a country and western band. 
I: And you're playing guitar in it? 
S: Well, I'm singing and playing guitar. I'm the main singer. And I have to show the 
pianist how to play these parts. 
I: The last question I generally ask here is your likes and dislikes musically. I already know 
you like country music. 
S: It's not limited to country music. I like to explain my musical tastes like this: You hear 
a lot of people say they like everything. I find that although people say that, very few 
people really mean that. You turn on country, and they do like that, [gestures] Or if they're 
country and you turn on rock, or maybe if they slide in Beethoven or that Tschaikowsky 
guy, and they're not really into that, they ask you, "Would you change the station?" 
I: We'll be working out of the Play By Choice method, which was written by a professor 
who's on my committee from UNT. There's quite a lot of chord work and what he calls 
"comping," or devising an accompaniment using a lead sheet with just the melody and 
chord symbols. There's even some country music in it! There are also some sight reading 
drills in it, and I'll need to supplement that part of your work with some additional materials 
that I can give you from the files. I think your previous musical background will help you a 
lot, so I anticipate being able to move fairly quickly, depending on how the coordination 
thing comes along. 

Student #12 

Instructor: What year in school are you? 
Student: Senior. 
I: And your age? 
S: Twenty-two. 
I: And where are you from? 
S: California. 
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I: And what is your major here? 
S: Psychology. 
I: Tell me a little bit about your piano background. 
S: I started the piano when I was three, and took very regularly until I was about 15. And 
then it's just been off and on the last couple of years. I played the flute for four years, and I 
played the saxophone for a year or two, I played drums for one year, I was in a choir, my 
high school choir all four years, and in a show choir, church choirs, things like that. 
I: Ok. Tell me why at this stage, here you are a senior, you want to return to formal lessons. 
S: I think I've missed it so much. Starting at such a young age it was really the first thing I 
learned to do, my first memories. It's become such a part of my life, emotional, physical, all 
the benefits you gain from playing. And also the service aspect, of being able to play for 
other people. Also I have an enormous fear of performance, and I'm hoping to overcome 
that. 
I: Does that fear stem from unpleasant performance experience? 
S: I've never had an unpleasant performance experience. It's always been very very good. I 
just really don't enjoy doing it. I don't mind duets or anything like that, but playing by 
myself is real hard for me. 
I: What do you think it is that you don't enjoy? The scrutiny, or the possibility of failure? 
S: Right. The possibility of failure, that's the biggest thing. 
I: Well we all feel that. What would you like to accomplish this semester in terms of your 
piano studies? 
S: Probably the biggest thing is theory. I was never taught theory formally. As a very 
young kid I was, and then it just stopped. My mom was teaching me, and she was too busy, 
and it's very frustrating to have the ability to play pieces but I struggle with the theory. So 
that's probably my number one thing that I want to work on. And other than that, I'm pretty 
open. 
I: Ok. One thing I'm asking everybody is to tell me about their likes and dislikes musically. 
What kind of music do you like, what composers, any preferences along those lines? 
S: I love Rachmaninoff, he's my favorite. I really don't think I have any dislikes. I like 
Contemporary, I like more recent things. But I also enjoy playing things like Mozart and 
Beethoven. Not as much as Rachmaninoff, Rachmaninoff is definitely my favorite. 
I: What have you played by him? 
S: That's a hard question because I don't remember. 
I: Like the "Prelude in C-Sharp Minor?" 
S: Yes. There's one that I was working on that I didn't finish, it's a march. 
I: I'm not sure what that would be. Could it be the "G-Minor Prelude" ? 
S: It's a very big piece. That way my goal for a very long time. 
I: What I would like to do today, is give you several pieces to take with you to look over, 
and to choose from. Let's look at the Bach "Gigue in B-flat," the Chopin "C-sharp minor 
Nocturne," and "Hungarian" by McDowell. Read through them this week and choose one 
to work on. Also, since you've already put a lot of work into the Rachmaninoff prelude, 
why don't we pick that up again and try to bring it to some kind of completion? As far as 
music theory goes, why don't you take this textbook by Harder, which a kind of do-it-
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yourself workbook, where the questions are on one side of the page and the answers are on 
the other side. You can go through it at your own pace, and we can spend some time in the 
lesson going over anything you need help with. 

Student #13 

Instructor: What year in school are you? 
Student: I'm a sophomore. 
I: And how old are you? 
S: Nineteen. 
I: And where are you from? 
S: I'm originally from Elkhart, Indiana, but my dad moved to South Dakota when I was six 
months old, and we lived there 'till I was nine, and then we moved to Pennsylvania and I 
was there until I graduated from high school. And then we moved back to South Dakota 
where we started from. 
I: Tell me about your piano background, as well as any other musical background you want 
to tell me about. 
S: When I was five, I begged my parents for a piano, I wanted lessons so bad. So my dad 
called Dr. Jutsum and asked him what the best piano to get was and so I started on a 
Yamaha. And I've been playing a Yamaha all my life. I started with private lessons. I 
started just picking things out. No other piano teacher would take me until I was six, and I 
was about four or five, so I started with a lady in our church area. Then I started with the 
Yamaha program, learning solfege, ear training, how to transpose. I did all that when I was 
younger. I was in a performance club where we'd play in nursing homes and things like 
that. And when I was nine, the director of the Sioux Falls symphony wanted to show off the 
Yamaha program, so he asked my piano teacher for her best students, but we were moving 
so I didn't get to play for them. After that my piano teachers kind of declined as far as their 
ability and what they could teach me, so I got really bored with it, and kind of put it aside. 
And once I was a sophomore in high school, I decided I wanted to take voice lessons, and 
so my voice teacher also became my piano teacher. She was awesome, and she thought I 
was a better voice student than a piano student, so piano got put aside again. I started taking 
voice lessons, and that's where my emphasis will be. I'm really started getting interested in 
piano again, because it's my relaxer, I use it to take out my frustrations, instead of hitting 
walls or screaming at people I play the piano. 

I: You haven't declared a major yet, is that correct? 
S: No, not yet. 
I: So tell me now how many years of formal study have you had if you add it up. 
S: About 12 years. But it doesn't mean anything because when I play I'm not that good. I 
try really hard but I'm not that good. 
I: Effort counts, believe me. 
S: Why at this stage in your life do you want to return to formal piano study? 
I: I want to teach professionally, like show choirs, and piano is one of the things they look 
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for. Your proficiency at the piano. Also, if the school systems continue doing what they're 
doing, declining their music programs and the arts, I'd like to teach privately, and piano is a 
good thing to get into. I know there are kids who would like to take piano lessons, and there 
are professional places that won't take them, so I'd like to start with kids that really are 
rambunctious and want to get into it, and teach them until they're about eight or nine. 
Where they can get into a good program. 
I: What would you like to accomplish this semester. What are some of your goals for 
private piano study? 
S: Td like to get better proficiency at scales, chords, arpeggios, that kind of stuff I kind of 
put on hold. I'd like to be able to play some of the classics that I tried really hard to learn 
but never got really good at. One of my favorite song is "Moonlight Sonata," "Music Box 
Dancer," some of those songs I just love, and when I start to play them I'm not very good at 
it. That's probably my major goal is to get better at things like that, just to be able to play 
for people. And sight reading too, that's a big thing for me; I want to get better at my sight 
reading, which comes with time, I understand that. 
I: Tell me a little about your likes and dislikes musically. You've mentioned a couple 
things. Tell me what styles or composers you like. 
S: My favorite composer has been Bach. He was my brother' favorite composer. 
I: So did you hear a lot of it as a child? 
S: Not a lot, I mean I know his better works. So I'm really partial to Bach because of my 
brother. Beethoven, would probably, when I try to ingrain in my nephews who their 
favorite composer is I say Beethoven. I'm a big Broadway freak, that's where I...if only I 
could be on Broadway! That's where my strengths are as far as my style, because my style 
is very contemporary. I really like Billy Joel. He's a person I really admire as far as piano 
talent. I'm not very good at jazz, I'm more of a slow contemporary person. 
I: Do you have something you can play to give me an idea of where you're at. I can get an 
idea by talking but there's nothing like a live demonstration. 
S: I can play the first part of "Terms of Endearment." 
I: Ok. [student plays] Can you remember any of the Bach pieces you played in the past? 
S: No. I don't remember what their names were. I remember doing "dat da dat da dat da, 
da da da da da da..." 
I: Invention number eight. 
S: Yeah. That's the last one I played. 
I: Can you remember any of the Beethoven you played? You mentioned the "Moonlight." 
S: [sings excerpt] 
I; Opus 2 number 1. 
S: I did the first movement of that. 
I: Do you want to finish that or do you want to start something new? 
S: I think I'm kinda ready to start something new. 
I: What I will do then is give you a choice this week. Of two or three movements of 
Beethoven sonatas. With Bach, before we go on with one the suite movements or preludes 
and fugues, we should do another invention. I can show you a couple and you can decide 
which ones to play. 
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S: Ok. 
I: I'm going to play you four Beethoven sonata movements with Claudio Arrau playing, 
opus 49 numbers 1 and 2, and opus 78 and opus 79 first movements. You can choose any 
one of the four to work on. [Student chose opus 49 number 1] I'll also play you several two-
part inventions, and you can decide on which one you want to do. [Student chose Invention 
number 12 in A major] 

Student #14 

Instructor: Tell me what year in school you are. 
Student: I'm a freshman. 
I: And you are how old? 
S: I'm eighteen. 
I: And where are you from? 
S: North Carolina. Winston-Salem North Carolina. 
I: And have you decided on a major yet? 
S: I'd like to do the major in CIS. 
I: Tell me about your musical experience, piano and otherwise. 
S: I've really seriously played piano for about six years. The last four I've had lessons. 
I: Four years of formal lessons. 
S: That's right. 
I: The first two years, what, you were just on your own? 
S: Yeah, I was just working through some of my mom's old books. I started trumpet in 
seventh grade, switched to french horn eighth grade, so I've played trumpet and french horn 
a little bit. I'm in orchestra this year as well, playing french horn. 
I: We always need those. 
S: That's right. And then I've been in church choirs, I've been in school choir. I love music, 
it's something I really like. 
I: Elaborate on why you want to study piano. Why at this stage in your like now that you're 
busy with course work etc. 
S: It's one of my life goals. Maybe to play in some kind of jazz band, that's something I 
really want to do. No matter how much time it takes. 
I: Right. What would you like to accomplish this semester in your piano study. What are 
some of the goals you have for yourself? 
S: I'd like to get at least a couple good solid pieces under my belt. I don't really have that 
much experience in technique, you know, scales, arpeggios, so that's something I could use 
a lot of work in. I like popular music and jazz, but I need a classical foundation for that.I'm 
not sure what approach you'd want to take, but it seems like classical would be good. 
I: I agree. Tell me about your likes and dislikes, musically. What kind of music do you 
like? 
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S: I like just about everything. I really like jazz, I really like rhythmical-type stuff. Some 
country I can't handle. The hillbilly stuff I like, it's the whiny songs about "my girl left me." 
I: What about music theory in your background? 
S: I took a music theory class in high school. I was able to get about six advanced 
placement classes in. 
I: And theory was one of them. 
S: Right. I didn't really like theory class, but it's good to know. I got tired of analyzing 
chords. 
I: Can you give me an idea of the kind of pieces you've played the last year or two? 
S: Ok. Mostly out of this book [Piano Literature, volume 3, edited by James Bastein] The 
"Arabesque," "Toccatina," "Solfeggietto," "Menuet." 
I: You didn't do any of the sonatinas in their? 
S: I've done the Clementi. And then Invention number eight. I also learned "The 
Entertainer." 
I: Are they any of these pieces you can show me, even though it might be rusty? 
S: The Clementi. 
I: Good. And I may stop you before you finish. [Student plays] I'd like you to review C, G, 
D, A, E, B major scales in the rhythms I will show you, playing at 120 to the quarter note. 
We'll do Bach Invention number 13, hands alone for a couple weeks, and the rondo 
movement from the Kuhlau sonata in A minor. For your sight reading drill, take these 
three-part hymn arrangements and start reading through a couple of those every time you 
practice. Eyes on music, no stopping for mistakes, trying to look ahead at least two beats. 

Student #15 

Instructor: What year in school are you? 
Student: I'm a sophomore. 
I: And you are from France? 
S: I'm from France. 
I: And what is your major? My major is education, with a minor in psychology. 
I: And what do you hope to do with your degree? 
S: I hope to find a position, maybe here in Big Sandy, as an elementary teacher. And 
maybe get a master's degree in French and maybe become a French teacher in a college or 
university. 
I: How old are you? 
S: I'm 25 years old. 
I: Tell me about your musical experiences, piano and otherwise. 
S: I had only two musical experiences. The first one occurred in elementary school. I tried 
piano. You had to give a show in front of the public. I remember that time, that was the 
only time I played piano, but I don't remember any of it. 
I: Were those formal lessons? 
S: No, it was with a class. It was like band practice. 
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I: Oh, what instrument? 
S: There was an electronic piano. So I chose the piano. 
I: So you didn't actually have private lessons. 
S: No. It was at school. The second experience was in middle school. We were required 
to play the flute. So I practiced flute for about four years. I wanted to take piano lessons 
since an early age, but my parents couldn't see the benefit. I come from a Muslim 
background, and my parents are illiterate, so I guess they just couldn't understand why I 
wanted to play. 
I: Why do you want to study the piano now? You're a busy college student with a husband 
and lots of things to do. 
S: Well I heard that Ambassador University offered some music classes. Last year I didn't 
take it, but since I met my husband Albert, he's really into music, and I began to discover a 
lot of music, so it would be nice if I could play it. 
I: Do you read music at all? 
S: No. I did when I played flute, but that was a long time ago. 
I: What goals do you have for yourself this semester? 
S: I would like to be more comfortable reading notes, understanding music, understand 
how to play piano, and play piano. 
I: What are your musical tastes like? What kind of music do you like or not like? 
S: My tastes in music are quite broad, but I don't particularly like rock and roll, or how do 
they call it—heavy metals? But I like a lot of classical music, that's my favorite. I'm into 
country music too, I appreciate that. I also really like opera. 
I: Really. I think you're the first student in a long time who's told me that. Perhaps we can 
fit that into your program. I think it will be necessary for us to assume that we're starting 
from the beginning. Some of what you used to know may come back and help you, but by 
and large I'd say you'll benefit from starting over as a beginner. We will do the Alfred Basic 
Adult Piano Method, which by the way is the largest selling method in the U.S.. Look over 
the first 14 pages just to get reacquainted with some of the basics of playing and reading. I'd 
also like to spend some time with you today showing the correct posture and hand position 
to use so you get off to a good start. Since you like opera, in two or three weeks we can do 
some arrangements by Schaum of opera tunes for basic piano. Let's also look at pages 15 to 
18, which is where I want you to start playing for next time. I would expect you to spend 
about 45 minutes a day five days a week in practicing after we get into the book a little 
farther, and then longer as you get more difficult music to work on. 
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Exit Interview Schedule 

1) You indicated that practicing has a (higher/lower/same) priority in your daily schedule 
than last semester. 

A) Is this correct? 
B) What factors contributed to this (change/lack of change)? 

Your response on the survey shows that you were more likely to choose: 
2. Practicing or homework 
3. Practicing or studying for a test 
4. Practicing or spending time with friends 
5. Practicing or engaging in recreational activities 
For questions 2 through 5: 

A) Is this correct? 
B) Why were there (changes/no changes) in your choices? 
C) What does your response say about your priority regarding practicing? 

6) You said you practiced (X) days per week. 
A) Is this accurate? (Probe further for reasons) 
B) Why did you practice (more/same/less) 
C) Does your response indicate a change in your practice priority? 

7) You reported that you practiced (X) hours per day. 
A) Is this accurate? 
B) Why did you practice (more/same/less) than last semester? 
C) Does this response reflect a change in your practice priority? 

8) Your response indicated that you felt (not at all...strongly) compelled to return to 
practicing after an interruption. 

A) Is this correct? (If answer differs from pre-test, probe for reasons) 
B) Why did you feel (more/less/same) compelled to return to practicing after 
an interruption? 
C) Does this reflect a change in your motivation to practice? 

You (never, seldom, often, regularly) engage in the following activities not assigned by 
your teacher: 
9. Listening to recordings 
10. Going to concerts 
11. Extra reading 
12. Sight reading not assigned by your teacher. 

For questions 9 through 12: 
A) Is this correct? 
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B) Why was there a change in activity (X)? 
C) Was this related to your goals or priorities? 

13. You (never, seldom, often, regularly) learn additional music on your own initiative. 
A) Is this correct? 
B) Why did you do this (more/same/less) often that last semester? 
C) If more, what interest or priority does this reflect? 

14. You said you (never, seldom, often, regularly) consult with your teacher about lesson-
related matters outside your usual lesson time. 

A) Is this correct? (Probe further if changed) 
B) If consultation increases/decreases, is this related to your personal goals in 
any way? 
C) Does the increase/decrease reflect a change in your involvement or interest 
in your piano lessons? 

15. Your response to question 15 indicated that you concentrate (less/more/the same) 
when practicing than last semester. 

A) Is this correct? 
B) Is there a relationship between the goals you set for the semester and the 
degree of concentration you had when practicing? 

16. You indicated that you spent (more/less/the same) physical energy when practicing 
than last semester. 

A) Is this correct? 
B) If this is a change from last semester, to what do you attribute the 
difference? 
C) Is there any relationship between your goals and the energy you expended 
practicing? 

17.When asked if you achieved your goals for the semester, you (strongly 
disagreed...strongly agreed). 

A) Do you feel this way, and if so why? 
B) Was achieving your goals related to the amount that you practiced? 
C) Was achieving your goals related to the energy you expended while 
practicing? 
D) Was achieving your goals related to the priority you gave to your piano 
lessons? 

18. You said you expect to receive a/an (A, B, C, D, F) this semester. 
A) Is this correct? 
B) Why would you give yourself this grade? (If grade differs from pre-test, 
probe further) 
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C) What contributed to your (increase/decrease) in performance? 
D) How did goal setting contribute to your evaluation of your performance 
this semester? 

19. When asked if you improved as a piano student, you (strongly disagreed...strongly 
agreed). 

A) Is this how you feel? 
B) In what way(s) have you improved? 
C) To what do you attribute your improvement/lack of improvement? 
D) Is there a relationship between the goals you set and your improvement? 

20. You said you (never, seldom, occasionally, frequently) choose your own pieces to 
study. 

A) Is this correct? 
B) Do you prefer to choose your own pieces? Why or why not? 
C) Does choosing your own pieces influence how much you practice? 
D) Does choosing your own pieces influence how much energy you put into 
your practicing? 

21. You said you choose what piano skills to work on (never, seldom, occasionally, 
frequently). 

A) Is this correct? 
B) Does choosing what skills to work on influence how much you practice? 
C) Does choosing what skills to work on influence how much energy you put 
into your practicing? 

22. According to the survey, the decision to perform is left up to you (never...always.) 
A) Is this correct? 
B) Do prefer to have that decision left up to you? 
C) How does making this decision influence the amount of time you practice? 
D) How does making this decision influence the amount of energy you put into 
your practicing? 

23. You said you (never...always) choose the methods and activities you engage in to help 
you reach your goals. 

A) Is this correct? 
B) Are you comfortable choosing these methods and learning activities? Why 
or why not? 
C) Did these methods and activities help you reach your goals? 

24. When asked if your teacher should set the goals for your lessons, you (strongly 
disagreed...strongly agreed). 

A) Is this correct? 
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B) Why do you feel this way? 
C) What differences would it make if (the person not given in the answer) set 
the goals? 

25. You said you (strongly disagreed...strongly agreed) that you would feel comfortable 
with setting the goals for your lessons in collaboration with your teacher. A) Is this 
correct? 

B) Are you (more/less/same) comfortable setting your goals than last semester? 
Why or why not? 
C) Have you learned anything that makes you (more/less) comfortable with 
setting your own goals? 

26. You (strongly disagreed...strongly agreed) that you had input about how each goal 
will be evaluated. 

A) Was this the case? 
B) Did knowing the evaluation criteria influence you in any way? (For 
example, in your learning activities, outside activities, practice time, etc) 
C) Did you feel (more/less) responsible for your learning? 

27. You (strongly disagreed...strongly agreed) that you helped determine your final grade. 
A) Is this accurate? (If so probe further) 
B) Did you feel comfortable with this? 
C) Did anything in the portfolio experience help you feel capable of providing 
input about your final grade? 
D) Did the learning experiences and self-evaluation you engaged in contribute 
to your ability to assess your own performance? 

28. You said you would give yourself a (grade) this semester. 
A) Is that true? 
B) How did the grade you would give yourself compare to the actual grade we 
determined you would get? 

29. [If any of the personal investment behaviors have changed, ask, "Would you agree 
that you have changed in terms of Direction (choice), Persistence (time spent), 
Continuing Motivation (returning to a task after an interruption), Intensity (energy 
expended), or Performance?"] 

30. Is there anything you would like to add about your experience with portfolio 
assessment this semester? Is there any comparison you would like to make between this 
semester and last semester in terms of the way your piano lessons were structured? 
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EXIT INTERVIEW TRANSCRIPTS 

Student A 

Instructor: Question #1. You indicated that practicing had the same priority this semester as it did last 
semester. Is that correct? 
Student: Yes. 
I: Why was there no change? 
S: My habits as far as studying, doing my schoolwork, my social life, didn't change much so I had pretty 
much the same priorities as before. 
I: Question #2. Your response on the survey indicated that you were more likely to choose practicing than 
doing homework, is that correct? 
S: Yeah. 
I: And that was an improvement over last time. Number 3. Your response on the survey shows you were 
more likely to study for a test than practice, is that correct? 
S: Yeah. 
I. I notice last semester you were more likely to practice than study for a test. To what do you attribute 
the change? 
S: This was the last semester and I wanted to make sure my final marks were good, and the final exams, so 
I was more likely to study for them. 
I: Academic priorities. 
S: Yeah. 
I: Question #4. Your response indicated that you were more likely to spend time with friends than 
practicing. 
S: Yeah. 
I: But that hasn't changed. 
S: No. 
I: Is that correct? 
S: Yeah. 
I: Question #5. Your response shows that you were more likely to choose practicing than engaging in 
recreational activities. You strongly agreed, is that true? 
S: Yes. 
I: Question #6. You said you practiced five days per week. Is that accurate? 
S: Yes. 
I: That's up from last semester. Why did you practice more days per week? 
S: I found more opportunities to practice because I'm more used to the campus and how it runs and I know 
where to practice. 
I: So your response does not indicate a change in practice priority. 
S: No. 
I: Question seven. You reported that you practiced between one and two hours per day. Is this accurate? 
S: Yes. 
I: Question #8. Your response indicated that you felt not strongly compelled to return to practicing, is that 
right? 
S: Yes. 
I. Last time you circled 3. Why did you feel less compelled to return to practicing? 
S: Probably because this semester was more busy, more things going on. And when I was interrupted I 
usually found I had something else to do, other homework and I never got back to practicing as often. 
I: So the change does not reflect a change in the motivation. 
S: No. 
I: Question #9. You often engaged in listening to recordings not assigned by your teacher, is that correct? 
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S: Yes. 
I: Question #10. You seldom attend concerts not assigned by your teacher, is that correct? 
S: Yes. 
I: Question 11. You seldom engage in extra reading not assigned by your teacher, is that correct? 
S: Yes. 
I: And number 12, you seldom engage in extra sight reading not assigned by your teacher, is that correct? 
S: Yes. 
I: Question #13. You often learn additional music on your own initiative, is that correct? 
S: Yes. 
I: Question 14. You said you occasionally consult with your teacher about lesson-related matters outside 
your usual lesson time. Is that correct? 
S: Yes. 
1; Number 15. Your response indicated that you concentrate pretty much the same as last semester. Is that 
correct? 
S: Yes. 
I: Number 16. You indicated that you spent the same amount of physical energy when practicing as last 
semester. Is that correct? 
S: Yes. 
I: Question 17. When asked if you achieved your goals for the semester, you strongly agreed. Do you feel 
this way? 
S: Yes"! 
I: That's up over last semester. Do you feel you were more successful in achieving your goals this 
semester? 
S: Yes. 
I: To what do you attribute the difference? 
S: Last semester it was a real introduction process, learning process, and now that I went through one 
semester with you as an instructor, now I'm more used to it, and this way I set the goals I wanted to I 
achieved it. With greater confidence. 
I: Number 18. You said you expect receive an "A" this semester, is this correct? 
S: Yes. 
I: Did setting goals contribute to your evaluating yourself and giving yourself an "A"? 
S; Yes. 
I: How so? 
S: By setting achievable goals that are still challenging, and by achieving them, I feel I worked to a point 
where I deserved an "A". 
I: Question 19. When asked if you improved as a piano student, you strongly agreed. Is that correct? 
S; Yes. 
I: This has gone up, so do you feel you have improved more this semester? 
S: Yes. 
I: To what do you attribute your improvement? 
S: By setting goals that I wanted to achieve more, it was better this semester. 
I: So there is a relationship between the goals you set and your improvement? 
S: Yeah. 
I: Number 20. You said that you frequently choose your own pieces to study. Is that correct? 
S: Yes. 
I: Do you prefer to choose your own pieces9 

S: Yeah, because if I choose a piece I'm interested in, then I will most likely like it more and enjoy playing it 
more too. 
I: Does it influence how much energy you put into it? 
S: Yeah. I would put more energy into a piece I want to play than a piece I don't want to play. 
I: Question 21. You said you choose what piano skills to work on frequently. Is this correct? 
S: Yes. 
I; Question 22. According to the survey, the decision to perform is left up to you always. Is this correct? 
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S: Yes. 
I: How does this decision influence the amount of time you practice, or does it? 
S : I think it does. If I was assigned to play at a certain date, I wouldn't be practicing until up to a certain 
point and then I would have to practice really hard so I'd know everything for that day. By having my own 
initiative, by choosing when I want to play, I would always be practicing more and enjoying it rather than 
being forced to practice. I have more freedom in practicing and I would practice more. 
I: Question 23. You said you always choose the methods and activities you engage in to help you reach 
your goals. Is that true? 
S: Yes. 
I: Did these methods and activities help you reach your goal? 
S: Yes. 
I: Fine. Question 24. When asked if your teacher should set the goals for your lessons, you disagreed. Is 
that correct? 
S: Yes. 
I: Last time you agreed, so you've changed in that regard. 
S. Yeah. 
I: Why? 
S. I think having more freedom as a student, the student will take more initiative if they can set their own 
goals, rather than being force-fed. 
I: Question 25. You said that you strongly agree that you would feel comfortable setting your own goals in 
collaboration with your teacher. Is that correct? 
S: Yes. 
I: Are you more/less/the same comfortable setting your goals than you were last semester? 
S: More comfortable. 
I: How come? 
S: More experience in setting my own goals. 
I: Number 26. You strongly agreed that you had input about how your goals would be evaluated. Is that 
correct? 
S. Yes. 
I: Did knowing the evaluation criteria ahead of time influence you in any way? 
S: Yeah, it does. It did a lot. It influenced me to a point where I would practice more or less depending on 
what the criteria were, and I did practice more because I knew I was being evaluated by people. 
I: Number 27. You strongly agreed that you helped determine your final grade. Is this accurate? 
S: Yes. 
I: Did you feel comfortable with this? 
S: To be honest, yes. 
I: Did you? Because not everybody does. But you felt comfortable with that? 
S: Yeah. I think it's very good. 
I: What helped you feel capable of providing input about your grade? 
S: In a way I was setting the goals to get there and I would be grading myself as to whether I did this or 
not. So it was really my own thing and you were just guiding me. 
I: Number 28. You said you would give yourself an "A" this semester. Is that true? 
S: Yes. 
I: Asking you some questions now about behavior. Would you say you have improved in terms of your 
performance as a piano student? 
S: Yeah I think I did a lot. I don't think last semester I could have played under the pressure that I did this 
semester at the recital, and I learned a lot about memorizing techniques and performing. 
I: You would rate yourself higher this semester in terms of performance? 
S: Yeah. 
I: Last question. Is there anything you would like to add about your experience with portfolio assessment? 
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S: I think it's a great system. It leaves more options to the student, the student can set their own goals and 
figure out a method to achieve them and then grade themselves on how well they did, which is a really good 
way to learn to make yourself think. And you can apply it to anything you would do in the workforce. 

Student B 

Instructor; Question #1. You indicated that practicing had a higher priority than last semester. Is that 
correct? 
Student. Yes. 
I: Is there anything that contributed to that change? 
S: Just knowing that I was being evaluated. 
I: When faced with a choice between practicing and doing homework, you indicated that you would be 
more likely to choose doing homework. Is that correct? 
S: Yes. 
I; When faced with the choice of practicing or studying for a test, you would study for the test. Is that 
correct? 
S: Yes. 
I: Question #4. Your response shows you were more likely to choose spending time with friends than 
practicing. Is that correct? 
S: Yes. 
I: Question 5. Your response indicates you were more likely to choose engaging in recreational activities 
than practicing. Is that correct? 
S: Yes. 
I: But you're more likely than last semester to choose practicing? 
S: Yes. 
I: Question #6. You said that you practiced on average 2 days per week. Is that accurate? 
S: Yes. 
I: Question 7. You said you practiced between zero and one hour per day. Is that correct? 
S: Yes. 
I: Question #8. You said that when your practicing is interrupted, you do feel compelled to return? 
S: Yes. 
I: Question #9. According to the survey response, you seldom listen to recordings not assigned by your 
teacher. Is this correct? 
S: True. 
I. Question 10. When asked if you engaged in going to concerts not assigned by your teacher, you said 
often. 
S: Yes. 
I: Question #11. You seldom engaged in extra sight reading? 
S: Yes. 
I: Number 12. You often engaged in sight reading not assigned by your teacher. 
S: Yes. 
I: Number 13. You seldom learn additional music on your own initiative. 
S: Yes. 
I: Number 14. You said you seldom consult with your teacher outside your usual lesson time. Is that 
correct? 
S: Yes. 
I: Number 15. Your response indicated that you concentrated the same amount when practicing as last 
semester. Is that correct? 
S: Yes. 
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I: Question 16. You indicated that you spent the same amount of physical energy practicing this semester 
as last. Is that correct? 
S: Sure. 
I: Question 17. When asked if you achieved your goals for the semester, you agreed but not strongly, is 
that correct? 
S: Yes. 
I: Question 18. You said you expect to receive an "A," is that correct? 
S: Yes. 
I: Question 19. When asked if you improved as a piano student, you were noncommittal. Or you feel you 
didn't improve, is that right? 
S: Well, I felt I did improve but not to a large extent. It's kind of on the middle road; there's a little bit of 
improvement but not enough. 
I: Okay, and that's the same as last semester. Number 20. You said you frequently choose your own 
pieces to study, is that correct? 
S: Yes. 
I: Number 21. You said you choose what piano skill to work on frequently. Is that correct? 
S: Yes. 
I: Number 22. You said the decision to perform is left up to you most of the time. Is that true? 
S: Yes. 
I: Number 23. You said that most of the time you choose the methods and activities you engage in to reach 
your goals. Is that correct? 
S: Yes. 
I: Number 24. When asked if the teacher should set the goals for your lessons, you disagreed but not 
strongly. Is that correct? 
S: Yes. 
I: Number 25. You strongly agreed that with your teacher's guidance you would feel comfortable setting 
your own goals? 
S: Yes. 
I: Number 26. You strongly agreed that you had input about how each goal would be evaluated, is that 
true? 
S: Yes. 
I: Number 27. You strongly agreed that you helped determine your final grade? 
S: Yes. 
I: Number 28. You would give yourself an "A" this semester, is that true? 
S: Yes. 
I: I'm going to ask you about a couple behaviors. The first has to do with Direction, and that has to do 
with your choice of activities. Your responses indicate that you're a little more likely to practice when faced 
with alternative activities such as homework or recreational activities or spending time with friends. Is that 
true? 
S: Yes. 
I: The next question has to do with Persistence, which has to do with the time spent on an activity. You did 
practice a little more this semester than last, is that correct? 
S: Yes. 
I: Number 30. Is there anything in terms of portfolio assessment that you'd like to talk about. What you 
learned from it, what you may not have liked, or the activities that we did like setting goals. 
S: I really enjoyed doing the ensemble experience. And I liked the way the labs were set up a lot, with your 
own peers who were struggling with their own pieces too, and they were sitting there evaluating you and 
they understood what you were going through. If you messed up they understood, because they more than 
likely messed up too. 
I: Do you feel their evaluations of you helped? 
S: Yes, they did. 
I: And how about your self evaluations from your lab performances? 
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S: That was really hard. I liked it but it was hard to do, 'cause you're like, "I want an 'A,'" but inside 
you're going, "Well you don't deserve an UA," you deserve this grade!" 
I: What about the written evaluations you did of yourself, the ones you didn't give a score to? 
S: I liked those. The written ones, where you didn't have to give yourself a grade. You just honestly told 
yourself what areas you need to work on. And setting goals to improve those areas too. A lot of times you 
would ask, you wouldn't say, "Well you need to do this," you would say "What do you think you need to do 
to improve this?" And you'd make us think about what kind of things do I need to do to improve my piano 
lessons. 
I: Did you ever follow through on some of the things you told yourself you needed to do? 
S: Yes. On the "O Come" piece I really did, like the fingerwork, going over and over and over again, I 
really did that last week to try to get the lab better. 

Student C 

Instructor: Question #1. You indicated that practicing has the same priority this semester as last semester. 
Is this correct? 
S: Yes. 
I: Question #2. Your response on the survey shows that you were more likely to choose practicing than 
homework for other classes. Is this true? 
S: Most of the time. 
I: You circled three, which means you agree but not strongly agree. Ok? Question #3. You indicated that 
you were more likely to study for a test than practice, is that correct? 
S: Depending on how much I had studied for it, but yeah. 
I: Last semester you circled three, which meant you were more likely to practice than study for a test. Any 
reason for the change? 
S: Probably because second semester my practice time was in the morning and if I missed it and had a test 
to study for I'd go ahead and study for the test. 
I: So it's not really a matter of priorities, it's a matter of scheduling? 
S: Right. 
I: Question #4. You indicated you were more likely to practice than spend time with friends. Is that 
correct? 
S: Yes. 
I: Last time you circle four, this time you circled three. Any reason for the change? 
S: It still had to do with scheduling. 
I: Number 5. You said you were more likely to practice than engage in recreational activities. Is that 
correct? 
S: Yes. 
I: Again, last time you circled four; are we talking scheduling here? 
S: Yes. 
I: Question #6. You said that you practiced five days per week. Is that correct? 
S: Yes. 
I: Number?. You said you practiced an average of between zero and one hours per day. Is that correct? 
S: Yes. 
I: Question #8. Your response indicated that you felt strongly compelled to return to practicing after an 
interruption. Is that correct? 
S: Yes. 
I: Question #9. According to your answer, you never engage in listening to recordings not assigned by your 
teacher. Is that correct? 
S: Yes. 
I: Number 10. You said you seldom go to concerts not assigned by your teacher. Is that true? 
S: Yes. 
I: Question 11. You never engage in extra reading not assigned by your teacher. Is that correct? 
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S: Yes. 
I: Question #12. You seldom engage in sight reading not assigned by your teacher. Is that true? 
S: Yes. 
I: Question 13. According to your response, you never learn additional music on your own initiative. Is 
that correct? 
S: Yes. 
I: Question 14. You said you seldom consult with your teacher about lesson-related matters outside your 
lesson time. Is that correct? 
S: Yes. 
I: Question 15. Your response indicated that you concentrate the same as last semester, is that correct? 
S: Yes. 
I: And you strongly agreed that you concentrate folly on the task at hand when practicing, is that correct? 
S: Yes. 
I: Number 16. You indicated that you spent the same amount of physical energy practicing as last semester. 
Is that correct? 
S. Yes. 
I: Question 17. When asked if you achieved your goals for the semester, you agreed. Is that correct? 
S: Yes. 
I: Question 18. You said you expect to receive an "A," is that correct? 
S: Yes. 
I: Number 19. When asked if you improved as a piano student, you agreed, is that true? 
S: Yes. 
I: Number 20. You said that you occasionally choose your own pieces to study, is that correct? 
S: Yes. 
I: Ok, and last time it was never. Question 21. You said you choose what piano skills to work on 
frequently, is that correct? 
S: Yes. 
I: Question 22. According to the survey the decision to perform is left up to you some of the time, is that 
correct? 
S: Yes. 
I: Number 23, you said that most of the time you choose that methods and activities you engage in to help 
you reach your goals. Is that correct? 
S: Yes. 
I: Last time you circled never. Question 24. When asked if your teacher should set the goals for your 
lessons, you disagreed, is that correct? 
S: I guess so. 
I: Question 25. You said you agreed that you would feel comfortable setting goals for your lessons in 
collaboration with your teacher. Is that correct? 
S: Yes, 
I: Number 26. You strongly agreed that you had input about how each goal would be evaluated. Is that 
correct? 
S: Yes. 
I: Did knowing how the goals would be evaluated have any influence on you? 
S: Yeah, at least I knew what was coming, I knew I would have the sight reading tests, I knew I would 
have the labs. So at least I could kind of prepare myself and know that they were coming. 
I: Question 27. You strongly agreed that you helped determine your final grade. Is that correct? 
S. Yes. 
I: Number 28. You said you would give yourself an "A" this semester. Is that correct? 
S: Yes. 
I: Last question. Is there anything you would like to add about your experience with portfolio assessment 
this semester? 
S: I liked the idea of setting goals, because I'm not very good at that, I liked that you helped me set them, 
I knew that you helped me so I knew they were okay. But if I had just been doing it on my own, I don't 
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know what I'm supposed to do at this point exactly 'cause I'm kind of new at it. I would probably still need 
some guidance. But it was good to know that I accomplished certain things or not accomplished certain 
things. 
I: And how would you compare your experience in those terms this semester with last semester? 
S. I guess last semester you picked more what I did. I liked being able to kind of play something that I 
liked to play. It makes it more fun to practice if I like how it sounds. And I liked being challenged with the 
ensemble piece. Good learning experience. 
T: I sense that you're a little uncomfortable with setting your goals. What if I were to ask you now to begin 
a new semester and to set up a new bunch of goals for yourself. How would you feel about that? 
S: I can only think of a few, like knowing the chords better, using that as far as sight reading Right now I 
feel like I'm just using the right hand and the left hand. If I knew the chords better I'd probably learn it 

t h e n r d Probably want to have pedaling more 'cause I seem to get muddy on that sometimes. 
And d like to keep two pieces memorized. I'd like to keep working on pieces to memorize 'cause I'd like 
to have kind of a repertoire, thing I know how to play offhand. Those are the three that I can think of. 
I. That s good. Those are kind of springing out of what you did this semester, aren't they'? 
S: Yes. i 
I: In some cases a continuation of what you did 
S: Yes. 
I: That's how the learning process goes. 

Student D 

Instructor: Question #1. You indicated that practicing had a lower priority than last semester Is that true9 

S: Yes. 
I: To what do you attribute that change? 
S: The last semester of the college, more responsibilities, basically I've had a lot more to do. 
I. Question #2. Your response on the survey indicated that you were more likely to practice than do 
homework. Is that true? 
S: Yes, it's more fun. 

I: Question #3. Your response shows you were more likely to study for a test than practice Is that 
correct? 
S: Yes. 

that^onwt?^4 Y ° U r F e S p 0 n S e S h°W S t h a t yOU w e r e m o r e I i k e ' y t o P r a c t i c e t h a n spend time with friends. Is 

S: Yes. 

I: Question 5. Your response shows that you were more likely to practice than engage in recreational 
activities. Is that true? 
S: Yes. 

I. Question #6. You said you practiced three days per week. Is that correct? 
S: Overall yes. 

p e r • " " " * • N U m t e r 7 ^0° said you practiced between zero and one hour 

S: Yes. 
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S. Yes. 

I: Question #9. You seldom engage in listening to recordings not assigned by your teacher. Is that correct? 

I: Question #10. You seldom go to concerts not assigned by your teacher? 
S: Yes. 

I. You seldom do extra reading not assigned by your teacher. Is that correct? 
S: Yes. 
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I: You often engage in extra sight reading, is that correct? 
S: Yes. 
I: Number 13. You often learn additional music on your own initiative. Is that correct? 
S: Yes. 
I: Number 14. You said you occasionally consult with your teacher about lesson-related matters outside 
your usual lesson time. Is that correct? 
S: Yes. 
I: Number 15. You agreed that you concentrate fully on your practicing. Is that correct? 
S: Yes. 
I: Number 16. I normally expend a lot of physical energy when practicing, and you agreed with that but not 
strongly. Is that correct? 
S: Yes. 
I: Number 17. When asked if you achieved your goals for the semester you agreed but not strongly. Is that 
correct? 
S: Yes. Didn't get as far as I wanted to. 
I: Number 18. You said you expect to receive an "A" this semester. Is that correct? 
S: Yes. 
I: Number 19. When asked if you improved as a piano student you agreed but not strongly, is that correct? 
S: Yes. 
I: Number 20. You said you frequently choose your own pieces to study. Is this correct? 
S: Yes. 
I: Number 21. You said you choose what piano skills to work on frequently. Is that correct? 
S: Yes. 
I: Number 22. The decision to perform is left up to you some of the time. Is that correct? 
S: Yes. 
I: Number 23. You said that most of the time you choose the methods and activities used to achieve your 
goals. Is that correct? 
S: Yes. 
I: Number 24. When asked if the teacher should set the goals, you disagreed but not strongly, is that 
correct? 
S: Yes. 
I: Last semester you felt the teacher should set the goals. How do account for the change? 
S: I'm more sure of myself; people changed a lot this semester, especially freshman. 
I: You feel more sure of yourself setting goals? 
S: I'm more sure of myself. 
I: Number 25. You said that you strongly agreed you would feel comfortable setting your goals in 
collaboration with your teacher. Is that correct? 
S: Yes. 
I: Number 26. You strongly agreed that you had input about how each goal would be evaluated. Is that 
correct? 
S: Yes. 
I: Number 27. You strongly agreed you helped determine your final grade. Is that correct? 
S: Yes. 
I: Did you feel comfortable and why? 
S: I had a say in things, and I could look at where I've gone this semester, what I've done. 
I: Number 28. You said you would give yourself an "A" this semester. Is that correct? 
S: Yes it is. 
I. Number 29. Asking you here about a behavior called Persistence. Would you say you've practiced less 
this semester than last? 
S: Yes. 
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I: Another behavior I need to ask you about is Continuing Motivation. Would you say you were less likely 
to return to practicing after an interruption as well as less likely to engage in lesson-related activity not 
assigned by your teacher? 
S: Yes. 
I: Last question. Tell me anything you'd like to mention about portfolio assessment that you liked or didn't 
like, anything you learned from doing it. 
S: I learned that I could set goals and I could look at them, that way I could see where I was going. With 
portfolios you make up your own goals. It's extremely nice to do that because that way you make up goals 
that you like personally that aren't dictated to you by some higher person. So it's*very personal. 

Student E 

Instructor. You indicated that practicing had the same priority in your daily schedule as last semester. Is 
that correct? 
Student: Yes. 
I: Your response on the survey shows that you were more likely to choose practicing than doing 
homework, assuming you hadn't practiced that day. is that correct? 
S. Yes. 
I: Question #3. Your response indicated that you are more likely to choose practicing than studying for a 
test. Is that correct? 
S: Right. 
I: Question #4. Your response shows that you were more likely to choose spending time with friends that 
practicing. Is that correct? 
S: Yes. 
I: Question 5. Your response indicates that you were more likely to choose practicing than engaging in 
recreational activities. Is that correct? 
S: Right. 
I: Question 6. You said you practiced an average of 3 days per week? 
S: Right 
I: That's up from 2 days. 
S: Yes. 
I: Question #7. You reported that you practiced between 2 and 3 hours a day. Is that correct? 
S: When I practiced, I practiced a lot longer. 
I: Ok. 
I: Question #8. Your response indicated that you felt not strongly compelled to return to practicing after an 
interruption. Is that correct? 
S: Right. 
I: Question #9. You seldom engaged in listening to recordings not assigned by your teacher. Is that right? 
S: Right. 
I: Question # 10. You seldom go to concerts not assigned by your teacher. Is that correct? 
S: Right. This semester's been too busy to go to concerts. Wrong scheduling. 
I: Last time you circled "regularly." 
S: Yeah, I was able to go. 
I: Question 11 You seldom engaged in lesson related reading not assigned by your teacher. Is that 
correct? 
S: Right. 
I: Question #12. You often engaged in lesson related sight reading not assigned by your teacher. Is that 
correct? 
S: Yes. 
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I: Question 13. You often learn additional music on your own initiative that was not assigned by your 

teacher? 
S: Right. 
I: Why did you do that more often than last semester? 
S: Because I can read it a little easier so I can look at the pieces I really like and hear it sounding sort of 

right. 
I: Question 14. You occasionally consult with your teacher about lesson-related matters outside your usual 
lesson time. Is that correct? 
S: Yes. 
I: Number 15. Your response indicated that you concentrate about the same this semester as last semester 
when practicing. Is that correct? 
S: Yes. When I get on to something I'm very focused. 

I: Question #16. You indicated that you spent about the same amount of energy practicing as you did last 
semester. Is that correct? 
S: Right. 
I: Question #17. When asked if you achieved your goals for the semester you agreed but not strongly. Is 
that correct? 
S: Right. I achieved the goals I knew I could achieve. Towards the end especially I was not able to 
because of all the things going on and the demands of five different departments that I'm working with. 
Last semester I didn't work with so many departments, I only had two, whereas this semester I've taken on 
a couple extra. It's a lot busier with work. And then all my classes still. 
I: Does it have to do with having more specific goals this semester? 
S: Definitely that. 4Cause I know what my goals are that I need to achieve. Last semester it was just kind 
of like well.. .I'm achieving whatever; I'm achieving something. 
I: Question 18. You said you expect to receive a "B" this semester. Is that correct? 
S: Right. 
I: Question #19. When asked if you improved as a piano student, you agreed but not strongly. Is that 
correct? 
S: Yes. 
I: Question #20. You said you frequently choose your own pieces to study. Is that correct? 
S: Right. 
I: As opposed to never [last semester]. 
S: Right. 
I: Question #21. You said you frequently choose what piano skills to work on. Is that correct? 
S: Right. 
I: As opposed to never last time. 
I: Question #22. The decision to perform at recitals or other public occasions is left up to you always. Is 
that right? 
S: Right. 
I: Last time it was never. 
I: Question #23. In my piano lessons I choose what methods and activities to use to achieve my goals 
always. Is that correct? 
S: Right. 
I: Ok. Last time it was never. 
I: Question 24. When asked if your teacher should set the goals for your lessons you strongly disagreed. 
Is that correct? 
S. Right 
I: You disagreed more strongly this time than last time. How do you explain the change? 
S: I found I was more willing to work on the piece if I was allowed to choose the piece and set the goals. 
Whereas before I was used to being told "This is what you do", the kind of school teacher-student 
relationship. But I like this one better. 
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I: Question 25. You said you strongly agreed you would feel comfortable setting goals for your lessons in 
collaboration with your teacher. Is this correct? 
S; Yes. 
I: Number 26. You strongly agreed that you had input about how each goal was to be evaluated. Is that 
true? 
S: Yes. 
I: Last time you disagreed. Did knowing how the goals were going to be evaluated influence you in any 
way? 
S . Yes, because I got to help decide how it was going to be evaluated and I knew what I was focusing on. 
And then I helped figure out exactly what needed to be worked on, that I could do and then I'd work on that 
so I'd get a better grade on it. 
I: Number 27. You strongly agreed that you helped determine your final grade? 
S: Yes. 
I: Last time you strongly disagreed. 
I: Number 28. You said you would give yourself a "C" this semester. Is that correct? 
S: Yes. 
I: That was lower than the actual grade we decided on. 
I: Question #29. I'm going to ask you about a particular behavior I call Persistence, which means how 
much time you spend at an activity. According to the survey, you spend more time practicing this semester 
than last, is that correct? 
S: Yes. 
I: One final question. I'd like to know anything you'd like to add about the portfolio experience. Anything 
you liked or didn't like, anything you learned from it etc. 
S: I liked it a lot better. I feel you definitely had to be determined though because it's all 
individual when you're setting your own goals. The teacher's there but mainly you know it's something 
you've already decided upon so you've got to be determined to do it. I wish I was a little more determined 
this semester but with everything going on it was just kind of like, there's no way I can get this done. It was 
too hectic this semester to really carry that kind of determination toward something like piano. Piano's 
awesome, I love it, and I love playing it. 
I: Do you think it was useful to set your goals at the beginning of the semester even though you didn't have 
as much time as you would like? 
S: Yeah because I knew what I was working toward; when I did have time I could focus on what I was 
working toward. With the big pieces I could work on specific problems because I was confronted with 
things I could work on and what I thought was important to me. And with the kind of playing I want to do, 
which is more just for fun, just for me, it was a lot better for me. I didn't have to work on problems like a ' 
concert pianist. It was better that I would set goals that would be more toward my reasoning. 

Student F 

Instructor: Question #1. You indicated that practicing had a lower priority than last semester. Is that 
correct? 
S; Yes. 
I: And what factors contributed to this change? 
S. My schedule got increasingly busy, because of that and involvement in other activities it became less 
important, because last semester it used to be my extra-curricular activity, when I wasn't so busy, but now 
other ones kind of dominate it. 
I. Question 2. Your response shows that you were more likely to do homework than practicing. Is that 
correct? 
S: Yes. 
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I: Question 3. Your response on the survey indicated that you were more likely to study for a test than 
practice. Is that correct? 
S: Yes. 
I: Question 4. Your response indicated that you were more likely to practice than spend time with friends. 
Is that correct? 
S: Yes. 
I: Question 5. Your response indicates that you were more likely to choose engaging in recreational 
activities than practicing. Is that correct? 
S: Yeah. 
I: Question #6. You said that on average you practiced one day per week. Is that correct? 
S: Yes. 
I: That's down from four days. I assume that's for the same reason iterated previously? 
S: Yes. 
I: Question #7. You reported that you practiced between zero and one hour per day. Is that correct? 
S: Yes. 
I: Question 8. Your response indicated that you felt compelled to return to practicing after an interruption 
but not strongly compelled. Is that correct? 
S: Yes. 
I: Question 9. Your response indicated that you never engage in listening to recordings not assigned by 
your teacher. Is that correct? 
S: Yes. 
I: Question 10. When asked how often you engage in going to concerts not assigned by your teacher you 
said often. Is that correct? 
S: Yes. 
I: Question 11. You indicated you seldom engaged in lesson related reading not assigned by your teacher. 
Is that correct? 
S: Correct. 
I: Question 12. When asked about doing extra sight reading not assigned by your teacher, you said often. 
Is that correct? 
S: Yes. 
I: Question 13. You never learn addition music on your own initiative. Is that correct? 
S: Correct. 
I: Question 14. You said you seldom consult with your teacher about lesson-related matters outside your 
usual lesson time. Is that correct? 
S: Yes. 
I: Question 15. I concentrate fully on the task at hand when practicing. You strongly agreed, is that 
correct? 
S: Yes. 
I: Question 16. When asked if you normally expend a lot of physical energy when practicing you disagreed 
but not strongly. Is that correct? 
S: Yes. 
I. Question 17. When asked if you achieved your goals for the semester you agreed but not strongly. Is 
that correct? 
S: Yes. 
I: Was that related in some way to... 
S: Not having enough time to practice. 
I. Question 18. You said you expect to receive an "A" this semester. Is that correct? 
S: Correct. 
I: Question 19. When asked if you improved as a piano student, you were noncomittal. Is that correct? 
S: Yes, as far as this semester is concerned. I'm sure I have a little, but... 
I: Question 20. You choose your own pieces to study occasionally, is that correct/ 
S: Yes. 
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I: Question 21. You choose what piano skills to work on frequently? 
S: Yes. 
I: Question 22. According to the survey, the decision to perform is left up to you always, is that correct? 
S: Yes. 
I: Question 23. You said you always choose the methods and activities you engage in to help you reach 
your goals, is that correct? 
S: Yes. 
1: Question 24. When asked if your teacher should set the goals, you disagreed but not strongly, is that 
true? 
S: Yes. 
I: Question 25. You said that with guidance, you would feel comfortable setting your own goals. You 
agreed but not strongly. Is that correct? 
S. Yes. 

I: Question 26. You strongly agreed that you had input about how your goals would be evaluated. Is that 
correct? 
S. Yes. 
I: Question 27. You strongly agreed that you helped determine your final grade, is that correct? 
S: Yes. 
I: Question 28. You said you would give yourself an "A" this semester. Is that correct? 
S: Yes. 
I: Now I'm going to ask you about three specific behaviors. The first one is Direction, which has to do 
with the choices you make when faced with alternative activities. Your responses indicated that you were 
less likely to choose practicing, and that practicing had a lower priority this semester than last. Is that 
correct? 
S: Yeah. 
I: So the survey is correct. 
S: Not that I wouldn't like it to be a better priority, but other things just became more important, not by 
choice. 
I: The next one has to do with persistence, which is the amount of time spent on an activity. The survey 
indicates that you spent less time practicing this semester, is that correct? 
S: Yes, although the beginning of the semester I practiced as much as the first semester, but about halfway 
through it just went tremendously downhill. 
I: And one more I need to ask you about, your self-assessed performance level. The survey seems to 
indicate that you did not perform as well. Is that correct? 
S: Yes. 
I: Question 30. It's open-ended. It's anything you would like to tell me about your experience with 
portfolio assessment, what you liked or didn't like, what you learned from doing it. 
S: I liked discussing goals and discussing how things were going to be assessed, and what I wanted to 
accomplish, especially in private lessons. Having taken voice lessons before and really never having a say in 
what I was hoping to get out of something, so I thought that was important. It was mutually understood 
what your goals were and what you were hoping to get out of it. I liked for the first time in a private lesson 
having discussed it and knowing that the professor or the instructor knows exactly what you were hoping to 
accomplish. 
I: Some of the students indicated that they felt uncomfortable evaluating themselves. How did you feel 
about that? 
S. I had a hard time evaluating myself, especially this semester because I didn't have as much time to put 
into it, so I knew that, so it was hard for me to decide. I kind of felt like, if we mutually decided the 
important things, I didn t need to help decide the grade. I felt like deciding the factors I thought were 
important, that was the extent to which I was comfortable deciding my grade. And I felt if we agreed on the 
factors, that you were just as capable, more capable than I was to determine it. Whereas if they were your 
standards you were grading me on I would... oh well, I don't want to be judged on that. 
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Student G 

Instructor: Question #1. You indicated that practicing has the same priority as last semester. Is that 
correct? 
Student: Yes. 
I: Question 2. You indicated that you were more likely to choose practicing over homework, assuming you 
hadn't practiced yet that day. Is that correct? 
S: True. 
I: Question 3. You indicated that when faced with practicing or studying for a test, you were much more 
likely to study for the test. Is that correct? 
S: Yes. 
I: You're more likely to study than last semester. Why the change? 
S: I think the past two months it's been like crunch time for grades. 
I: I see. 
I: Question 4. You said you were much more likely to spend time with friends that practice. Is that 
correct? 
S: Yes. Friends would come in and interrupt me when I was practicing and I'd sit there and talk for hours. 
I: Question #5. When choosing between practicing and engaging in recreational activities, you were more 
likely to choose the recreational activities. Is that correct? 
S: Yes. 
I: Number 6. You said that you practiced on average five days per week. Is that correct? 
S: Yes. 
I: Number 7. You said you practiced on average between zero and one hour per day. 
S: Yes. 
I: Question #8. Your response indicated that you felt compelled to return to practicing after an 
interruption, but not strongly. 
S: Yes. 
I: Question #9. You said that you seldom listen to lesson-related recordings not assigned by your teacher. 
Is that correct? 
S: True. 
I: You said you seldom go to concerts not assigned by your teacher. Is that correct? 
S: Yes. 
I: Number 11. You said that you never engage in lesson-related reading not assigned by your teacher. Is 
that correct? 
S: Right. 
I: Number 12. You said that you seldom engage in sight reading not assigned by your teacher. Is that 
correct? 
S: Right. 
I: Last time it was often. Why was there a change in that? 
S: Because there was less time. 
I: Number 13. You said you seldom learn music on your own initiative, is that correct? 
S: Yeah. Because of time. 
I: Question 14. You said you seldom consult with your teacher outside your usual lesson time. Is that 
correct? 
S: Yeah. 
I: Fifteen. Your response to question indicated that you concentrate approximately the same amount when 
practicing this semester as last semester. Is that true? 
S: Yes. 
I: Question 16. When asked if you normally expend a lot of physical energy when practicing you disagreed 
but not strongly. Is that correct? 
S: Yes. 
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I: Seventeen. When asked if you achieved your goals for the semester you agreed but not strongly. Is that 
correct? 
S: Yes. 
I: Question 18. When asked what grade you expect to receive you said "B" Is that correct? 
S: Yes. 
I: Question 19. When asked if you improved as a piano student you strongly agreed. Is that correct? 
S: Yes. 
I: In what ways have you improved? 
S: Well I can play something now. And I can teach myself 
I: How do you mean, teach yourself? 
S: If I sit down I can learn something. I can't just sit down and sight read it, but I can teach it to myself, 
slowly sight read it. 
I: Yes. 
S: And that's nice. 
I: Question 20. You said that you frequently choose your own pieces to study. Is that correct? 
S: Yes. 
I: Question 21. You said you frequently choose what piano skills to work on. Is that correct? 
S: Yes. 
I: Question 22. The decision to perform at recitals or other public occasions is left up to me always. Is that 
correct? 
S: Yes. 
I: Question 23. You said that you always choose what methods and activities you use to help reach your 
goals. Is that correct? 
S: Yes. 
I: Question 24. When asked if your teacher should set the goals for your lesson, you strongly disagreed. Is 
that correct? 
S: Right. 
I: You feel that the student should have a say. 
S: I think when you're busy, when it's your choice to do something, you should set your own goals because 
if someone else is setting your goals for you, you don't have the time or you don't have the focus at the 
time. You know what you can do so you just need a teacher to help guide you. Telling you what's 
reasonable. 
I: Question 25. You said you agreed strongly that you would feel comfortable setting your goals in 
collaboration with your teacher. Is that correct? 
S: Yes. 
I: Question 26. You strongly agreed that you had input about how each goal would be evaluated. Is that 
the case? 
S: Yes. 
I: Question 27. You strongly agreed that you helped determine your final grade. Is this accurate? 
S: Yes. 
I: Did you feel comfortable with that? 
S: Yes. 
I: Talk about that; having some say in determining your grade. 
S: Well, since you get to set your own goals I feel you're a little more honest in how you feel you did 
because you could just not be very good... you know how much time you put into it. And you know what 
you deserve. And it's a little hard, especially when the teacher doesn't say as much, like, I just don't think 
that you did enough practice. You tend to not want to be dishonest about you, like, you know what you 
deserve so it's more accurate that way than somebody who wasn't there ail the hours you practiced. The 
teacher wasn't there with you, they don't know if you really tried. And since you're setting your own goals 
you know how close you got to accomplishing them. 
I: So would you say you had to be more responsible for your learning? 
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S: Yeah, I think all along you do what you can, in your lessons. It's not like you try to get out of it, you try 
to make sure it gets into your schedule or you keep to the schedule you have. It's almost more like at the 
end you're honest about it and you're more responsible for it because you know what you did, so you 
know.. .you feel like your interpretation of what your grade should be is a little more accurate than your 
teacher's. I think especially as a beginning student it helps not to have such a tough, not to be graded by 
somebody else and have it be so tough. To where you feel like you're not living up...it's kind of 
disconcerting when you come in and telling you, You're getting a "B". And you're like, Wait, I'm trying! 
I'm just starting. 
I: Do you think setting goals, like we did at the beginning of the semester, and then coming up with learning 
activities to achieve the goals, gave you any ammunition in terms of evaluating yourself at the end of the 
semester? 
S: Yeah, because then you know what there is.. it's not like there's one big chunk.. .your piano lesson, 
everything is one big chunk and you're grading that. It's like you break it down and if you tiy harder in 
certain areas you get the credit for it. If you just like to practice and you set a goal of practicing five hours 
or ten hours a week and you do it you get credit for it. But if you said you were going to do stuff on the 
computer, like me, and didn't do it, then that's reflected in the grade. It wasn't that high a priority with me. 
You have the different sections to be graded in, not just one big clump, so I think it's more accurate that 
way too. 
I: Question 28. You said you'd give yourself a "B" this semester, is that correct? 
S: Yes. 
I: I'm going to ask you about a behavior called Continuing Motivation. It has do with the likelihood of 
returning to an activity after an interruption or engaging in extra related activities outside the usual time for 
that activity. You're doing things overtime, in a sense. According to your responses to the survey, you 
were more likely to do these activities, such as consulting with me, learning additional music on your own, 
and returning after an interruption. Does that sound fair? 
S: Yes. 
I: Question 30. Is there anything you would like to add about your experience with portfolio assessment? 
S: I think because you set your own goals, you feel more responsible too. Because you're the one who said 
you wanted to do it so you have no excuse. You can't just say, Well this is dumb, I don't want to do this 
anyway. So I think it would be neat to have this... 
I: The contents of the folder? 
S: Yeah, just because you have something to go away with, like here's my lessons. I guess it makes you 
feel more involved, it just motivates you more because you're the one making the decisions. I think it works 
well in college and I guess with older people because it can't be such a huge priority and when you decide 
your own goals you have to decide how much you're going to put into it. And because you're setting your 
own goals based on how much time you have and how much you want this to be a priority, then when you 
go and get your grade later, it's not like too much is expected of you, and it's not like hopeless. Your goals 
reflect what you can do, not just in terms of your ability, but in terms of time and emotional space that it 
takes to concentrate and put other things aside. Suddenly your goal's attainable because you're working 
within what you can do. Later when you give yourself a grade, it's not like you couldn't have gotten the 
"A" or done your best to accomplish your goals because you set your goals. And you don't set goals you 
know you can't accomplish. 

Student H 

Instructor. Question #1. You indicated that practicing has the same priority in your schedule as last 
semester. Is that correct? 
Student: Yes. 

I: Question #2. Your response indicated that you were more likely to choose practicing over homework, 
and both times you circled three, is that correct? 
S: Yes. 
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I: Question #3. Practicing rather than studying for a test. Now that has that changed. Last time you 
circled two and this time three. Is that correct? 
S: Yeah. 
I: Is there a reason for that? 
S: Didn't need to study for as many tests this semester. It's just basically that they're easier. I knew that I 
could postpone it. 
I: Question #4. The choice of practicing or spending time with friends, both times you circled three. Is that 
correct? 
S; Yes. 
I: Question #5. Practicing or engaging in recreational activities: both times you circled four, which means 
you strongly agreed you would choose practicing. Is that correct? 
S: Yes. 
I: Question #6. You said that you practiced five days per week. Is that correct? 
S: Yes. 
I: Last time you put six days per week. 
S: Well, on Saturdays when I play lots of times it's just preparation before ensemble, or prep for hymns but 
I don't really consider it because it's just for performance, and so I didn't really consider it practicing. 
I: Okay. So it hasn't really changed. 
S: Yeah. 
I: Number 7. You reported that you practiced between one and two hours, and that has remained the same. 
Is that correct? 
S: Yes. 
I: Question #8. Your response indicated that when your practicing was interrupted by classes, work, meals 
or other activities, you felt compelled to return to practicing but not strongly. Is that correct? 
S: Yes. 
I: And that is the same as last semester. So it looks like your motivation to practice has remained about the 
same as last semester. Is that right. 
S: Yes. 
I: Question #9. You often engage in listening to recordings? 
S: Yes. 
I: Number 10. Going to concerts.. .you have regularly. These are things not assigned by me. 
S: Yeah. 
I: Number 11. Extra reading, often. 
S: Yes. 
I: Number 12. Sight reading at the keyboard, both times you put regularly. That's correct? 
S: Yes. 
I: Number 13. You often learn additional music on your own initiative. Is that correct? 
S: Yes. 
I: And that was the same last semester. Number 14. You seldom consult with your teacher outside your 
usual lesson time. Is that correct? 
S: Yes. 
I: Last semester it was occasionally. Is there a reason for that, or just in your own perception of that? 
S: Yeah, I think it was just perception. 
I: Ok. Number 15. Your response to question 15 indicates that you concentrated about the same when 
practicing as last semester. Is that correct? 
S: Yes. 
I: Is there a relationship between the goals you set for the semester and the degree of concentration you had 
when practicing? 
S: By having the goals at the beginning you know that there's set things you have to do in order to 
accomplish it, so in a way it helps the concentration. Because there's more of a self motivation thing that 
you knew you had to get it done. 
I: And yet in actual practice you feel that you concentrated the same both semesters? 
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S: I think that for last semester a lot of it...this semester when I just played for stress release I didn't 
consider that when I put three down. That was like pure practice time. 
I: That's what I'm getting at. 
S: See it can always get better, that's how I think, you can never just be top, very seldom is it top-notch. 
I: Number 16. You indicated that you spent less physical energy than last semester. 
S: I don't know why I put that. 
I: It can have to with the fact that you didn't remember what you put last semester. 
S: I'd say it was about the same. 
I You'd say it's about the same? 
S: Yes. 
I: Number 17. When asked if you achieve your goals for the semester, you strongly agreed. Is that 
correct? 
S. Yes. 
I: That's the same as last semester. Was there any relationship between your goals and the amount you 
practiced? 
S: Well there's going to be some. Just because for the goals you set, I think I did more practicing. I would 
work on other things too, all the practicing I did wasn't related to my goals. 
I: Was achieving your goals related to the priority you gave to your lessons? 
S: Like the piano learning in general? 
I: In other words if your priorities were high, which they were—you circled 4 on question one—do you 
think that helped you achieve your goals because it was a higher priority for you. Number 18, you said you 
expected to receive an "A". Is that correct? 
S: Yes. 
I: Why would you give yourself this grade? 
S : With the goals I set, I did accomplish the goals, and even though if I had set more goals I could have 
done more, I went a little beyond that on my own. 
I: Question #19. When asked if you improved as a piano student, you agreed with that, you circled 4 out of 
5. You agree with that? 
S: I always feel there's more room for improvement. 
I: I noticed last semester you circled 5. 
S: Well, I was probably lying! 
I: In what ways have you improved? 
S: I've learned about the different eras by playing it. Also by improving my repertoire in general. By also 
going through the self evaluations I could pick out points that I could help improve it. Also you'd look it 
over and say You can do this and this, and so that's obviously going to improve it. 
I: Is there a relationship between the goals you set and your improvement? 
S: Yeah, there obviously would be 'cause if you didn't set any goals you wouldn't improve at all. 
I: You might but it might be accidental. 
S: Yes. By setting goals you have all these things you are going to accomplish, that you are going to 
improve on. 
I: Question 20. You said that you occasionally choose your own pieces to study. Is that correct? 
S: Yes. 
I: That s the same as last time. Do you prefer to choose your own pieces? 
S: You'll offer a few choices and I'll be able to choose out of those, and I like that a lot better because my 
knowledge of piano music isn't as vast as yours, so here's a few different types of pieces. Look at what you 
like and decide on that. 
I: Do you think being able to choose pieces you like influences how much you practice? 
S . Yeah. I know that some of the pieces I don't really like I'll practice them at the tail end of my practice 
time. I know that by the time that comes I'm not really practicing. 
I: Does choosing your own pieces influence how much energy you put into your practicing? 
S. By liking it you want to learn it more which is going to cause you to practice longer too. 
I: Question 21. You said you choose what skill to work on occasionally. Is that correct? 
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S: Yes. 
I: Question 22. According to the survey, the decision to perform is left up to you most of the time. Is that 

correct? 
S: Yes. 
I: Do you prefer that decision be left up to you? 
S: I think the teacher should have some influence because they're the ones who are going to know if the 
student is more comfortable playing the piece. Like some students may need an extra push and some may 
need to be told, No you don't want to do it this time. 
I: Question 23. You said you most of the time choose the methods and activities, is this correct? 
S: Yes. 
I: Last time it was only some of the time. 
S : By setting up the goals together and by working it more of an equal thing, you do have a lot more say 
so. 
I: Number 24. When asked if the teacher should set the goals, you disagreed but not strongly, is that 
correct? 
S: Yes. 
I; Does that imply a bigger role for yourself than last semester? 
S: Yeah. More of a confidence just by saying You can do it, look at this. 
I: What difference would it make if the teacher set the goals? 
S: A lot of it may not be what I want to do. Maybe just like, Oh, well I have to do it so therefore I'm going 
to do it, and that's going to be the only thing that's going to spur me 
to practice, which isn't going to be as strong an influence. 
I: Question 25. You said that you strongly agreed that you would feel comfortable setting your goals with 
the teacher's help. Is that correct? 
S: Yes. I'm more comfortable setting out a game plan. 
I; Question 26. You strongly agreed that you had input on evaluation of your goals. Was that the case? 
S: Yes. 
I: Number 27. You strongly agreed that you helped determine your final grade, is that correct? 
S: Yes. 
I: Did you feel comfortable with this? 
S: I think part of it is that we set how we were going to grade it up before, so it wasn't just, Well what do 
you think you should get? 
I: It wasn't totally subjective. 
S: Yeah. It was set up before. 
I: Question 28. You said you would give yourself an "A" this semester. Is that true? 
S: Yes. 
I: There was a slight increase in Direction, which means you were a little more prone to choose practicing 
over other activities. Is that true? 
S: Yes. 
I: The other behavior that showed some change was Continuing Motivation, which means you were more 
likely to return to practicing after an interruption. Is that accurate? 
S: Yes. 
I: One last question. Is there anything you want to add about your experience with portfolio assessment? 
S: I thought that actually it's a good idea because that way I can look back and actually see how I've 
improved, not this ambiguous, "Yeah, I've gotten better." I have proof of what I've done. And that can 
serve as a confidence builder, and steps that I can follow later on when I do set goals like in the summer 
when I'm not engaged in lessons. It was a good experience. 
I; Any comparisons between the two ways of doing things, this semester and last semester? 
S: I'd say the big thing is a lot more emphasis, at least for me, was put on personal evaluations and lab and 
teacher evaluations, than just general instruction. By doing that you have a written thing you can evaluate 
yourself on and pinpoint things to improve on. 
I: You found the emphasis on self evaluation helpful because... 
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S: It allows you to improve, it's not such a general term, Well I need to work on this piece, it needs to get 
better in this part and this part. You can actually pinpoint it, and say, Right here this needs to be done, right 
here this needs to be done. I think by doing all the evaluations by looking at what other people say, that 
helps an awful lot. 

Student I 

Instructor: Question 1. You indicated that practicing that practicing has a lower priority this semester than 
last. Is that correct? 
Student: Yes. 
I: What factors contributed to this change? 
S: I had more credits this semester, from 18 to 24, and then I had more work because of the University 
newspaper. 
I: Question 2. Your response shows that you were more likely to choose practicing than doing homework. 
Is that true? 
S: Yes. 
I: Question 3. You were more likely to study for a test than practice. Is that correct? 
S: Yes. 
I: Last semester you were more likely to practice. 
S: I think I had more difficult subjects this semester so I had to study more. 
I: Question #4. When faced with the choice between practicing and spending time with friends, you were 
more likely to spend time with friends. 
S: Yes. 
I: Question #5. When faced with a choice between practicing and engage in recreational activities, you 
were more likely to engage in recreational activities. Is that correct? 
S: Yes. 
I: That was a change. Last time you would have been more likely to practice. Why the change? 
S: I think I'm a people person, and when I'm stressed out, I need to be around people, and I was more 
stressed out this semester. Rather than just being alone by myself and playing. 
I: Question #6. You said you practiced four day a week. Is that correct? 
S: Which is down from six days a week. 
I: Right. Question?. You said you practiced on average between zero and one hour per week. Is that 
correct? 
S: Yes. 
I: Question 8. Your response indicated that you did feel compelled to return to practicing after an 
interruption. Is that correct? 
S: Yes. 
I: Question #9. You seldom listened to recordings not assigned by your teacher Is that correct? 
S: Yes. 
I: Question 10. Going to concerts, you circled seldom. 
S: Actually I went to more concerts this semester than last semester. 
I: Question 11, extra reading, you circled seldom. Is that true? 
S: Yes. 
I: Question 12. Sight reading at the keyboard, you circled often. Is that true? 
S: Yes. 

I. Question 13. You said you seldom learn additional piano music on your own initiative. Is that correct? 
S: Yes. 

I: Question 14. You consult with your teacher seldom outside your lesson time. Is that correct? 
S. Yes. 

I: Question 15. When asked if you concentrate fully on the task at hand you agreed. Last time you strongly 
agreed. Is that true? 
S: Yes. 
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I: How would you explain that. 
S: I think there were more things I had to tend to. Last time I was more focused on piano. 
I: Question 16. You indicated you spent a lot of physical energy when practicing. Is that correct? 
S: Yes. 
I: Number 17. When asked if you achieve your goals for the semester, you strongly agreed. Is that 
correct? 
S: Yes. 
I: Question 18. When asked what grade you expect to receive, you said "A". Is that true? 
S: Yes. 
I: Question 19. When asked if you improved as a pianist, you strongly agreed. Is that correct? 
S: Yes. 
I: Question 20. You choose your own pieces frequently? 
S: Yes. 
I: Question 21. You frequently choose what piano skills to work on? 
S: Yes. 
I: Question 22. The decision to perform is left up to you most of the time. Is that true? 
S: Yes. 
I: Question 23. You choose what methods and activities you use to help achieve your goals most of the 
time. Is that correct? 
S: Yes. 
I: Question 24. When asked if the teacher should set the goal for your lesson, you disagreed. Is that 
correct? 
S: Yes. 
I: Last time you agreed so there's been a change there. Last time you felt more like the teacher should set 
the goals. 
S: Uh-huh. I think it was only the second semester that we did the goal setting and I liked that a lot. 
I: Question 25. You said you strongly agreed that you would feel comfortable setting your own goals in 
collaboration with your teacher. 
S: Yes. 
I: Number 26. You strongly agreed that you had input about how your goals would be evaluated. Is that 
correct? 
S: Yes. 
I: Number 27. You strongly agreed that you helped determine your final grade Is that correct? 
S: Yes. 
I: Did you feel comfortable with that? 
S: Not a lot. Because I've been so used to having my teachers grade me, so it's been, it was a change. 
Piano playing is different from taking an objective test. 
I: Did you feel any better equipped after this semester to help decide your grade than last semester? 
S: Yeah. Because I have a better idea of what to grade myself on, by how you did my grades, like you 
explained to me why. Before I didn't know what the criteria were. 
I: Question 28. You said you would give yourself an "A" this semester. Is that correct? 
S: Yes. 
I: Now I'm going to ask you about specific behaviors. The first one is Direction, which has to with the 
choices you make regarding an activity, the priority of an activity in your life. According to your answers on 
the survey, this semester you were less likely to spend your time, energy, etc., on your lessons. Is that 
correct? 
S: Yes. 
I: Which you have explained before. 
S: And I have to graduate a semester early, so I had more classes that I would have to take than last 
semester. 

I: In terms of Persistence, which is time spent on an activity, your responses indicate that you spent less 
time practicing, for the same reasons I'm sure. Is that correct? 
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S: Yes. 
I: Okay. The next one, Continuing Motivation, which is your proclivity to return to an activity after an 
interruption, or do extra things in terms of that activity that aren't required of you. It looks like you were a 
little more likely to do things like sight reading, go to concerts, do extra reading, etc.. Is that true? 
S: Yes. Because sight reading was one of my goals this semester, so I did more sight reading, actually I 
didn't do any sight reading last semester. But since sight reading was one of my goals, I did it. 
I: The final question I have is, is there anything you would like to add about your experience this semester? 
S: The way we did things? 
I: Things that you liked about the process we went through this semester, things you didn't like, things you 
learned from it. 
S: I liked the way you recorded me playing and asking me to listen to it so that I would catch myself so I 
could target specific areas that I need to work on. I like that, because when I listen to it I'm like oh, I made 
a mistake in this. And I like being able to play in the labs because I didn't like it for the sake of it, but I 
knew it would help me, and it gave me added motivation to practice because I was going to perform it in the 
lab. It gave me a sense of fulfillment after doing it because I knew I accomplished something I was going to 
do, one of my goals. It helped to set goals at the very start so you knew what you were aiming for. That's a 
very good technique to motivate students. 

I: Tell me what you said, because we just went through the process of setting up a whole new round of 
goals and learning activities. What did you say? 
I: I have a more definite idea of how to go about it, like setting my own goals, like when I sat down, I was 
like, I'm going to do this, I'm going to play more difficult repertoire, I'm going to practice at least six hours 
a week, and I'm going to perform at recitals. Because what we did at the beginning of the semester, at that 
time I didn't really know how to go about it, and you had to guide me. And this time I did it myself when I 
set my goals. And I think the way I set my goals was, how I could improve on this past semester, like 
practice more hours because I know I'd be more motivated to do it. 

Student J 

Instructor: Question #1. You indicated that practicing has a lower priority in your schedule that last 
semester. Is that correct? 
Student: Correct. 
I: And what factors contributed to this change? 
S: I got a lot busier. 
I: On the job you mean? 
S: Yeah, and extra-curricular activities. 
I. Question #2. Your response indicates that you were more likely to choose homework over practicing, is 
that correct? 
S: True. 

I: Number 3. When faced with the choice between studying for a test and practicing, you were more likely 
to choose studying for a test. Is that correct? 
S: Yes. 
I. Number 4. Your response shows that you were more likely to choose spending time with friends over 
practicing. Is that correct? 
S: Yes. 
I: Number 5. You response indicated that you were more likely to choose practicing over engaging jn 
recreational activities. Is that correct? 
S: Yes. 
I: Question #6. You said you practice on average two days per week, is that right? 
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S: Yes. . , 
I: That's down from five. Number 7. You reported that you practice between zero and one hour per day, 

is that correct? 
S: Yes. . . 
I: Question #8. Your response indicated that you felt strongly compelled to return to practicing alter an 

interruption. Is that correct? 
S: That's right. 
I: That's higher than last time. How would you explain that? 
S; Well, I was practicing fewer days than last time so I had to make sure I stuck with it, so I was really 
devoted to it and returned to it if I had to leave. 
I: Number 9. You never engaged in listening to recordings not assigned by your teacher, is that correct? 

S: Right. 
I: Question #10. You seldom attend concerts not assigned by your teacher. Is that correct? 
S: Right. 
I: Number 11. You never engage in lesson-related reading not assigned by your teacher, is that correct? 
S: Right. 
I: Number 12. You regularly engage in sight reading not assigned by your teacher, is that correct? 
S: Right. 
I: Number 13. You regularly learn music on your own initiative, is that correct? 
S: Right. 
I: Number 14. You said you seldom consult with your teacher about lesson-related matters outside your 
usual lesson time, is that correct? 
S: Right. 
I: Number 15. Your response indicated that you concentrate the same when you practice as last semester, 
is that right? 
S: Yes. 
I: And you strongly agreed that you concentrate fully when you practice? 
S: Right. 
I: Number 16. You indicated that you spend more physical energy this semester than last semester, is that 
correct? 
S: Yes. 
I: Probably for the same reason, that you had less practice time so you put more into it? 
S: Yes, just concentrated more fully on it. 
I: Number 7. When asked if you achieved your goals for the semester you strongly agreed, is that correct? 
S: Yes, definitely. 
I: Number 18. You said you expect to receive an "A" this semester, is that correct? 
S: Yes. 
I: Number 19. When asked if you improved as a piano student you strongly agreed, is that correct? 
S: Yes. 
I: Number 20. You said you frequently choose your own pieces to study, is that correct? 
S: Right. 
I: Number 21. You said you choose what piano skills to work on frequently, is that correct? 
S: Yes. 
I: Number 22. According to the survey response, the decision to perform is left up to you always. 
S: Yes. 
I: Number 23. You said you most of the time choose the methods and activities you engage in to help you 
reach your goals, is that correct? 
S: That's right. 
I: Number 24. When asked if your teacher should set the goals for the lesson, you agreed but not strongly. 
Is that correct? 
S: Yes. 
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I. That changed quite a bit. Last time you felt the teacher should set the goals. What accounts for the 
change. 
S: Well I think it's good when the student can choose, what they're going to do and how they're going to 
do it, as long as the teacher directs it. 
I: Number 25. You strongly agreed that you would feel comfortable setting your goals in collaboration 
with your teacher. Is that correct? 
S. Yes. 
I: Number 26. You strongly agreed that you had input about how each goal would be evaluated. Is that 
correct? 
S: Yes. 
I: Number 27. You strongly agreed that you helped determine your final grade, is that true? 
S: Yes. 
I: Number 28. You said you would give yourself an "A" this semester? 
S: Yes. 
I: I'm going to ask you about two behaviors we're looking at in the survey. The first is Direction, which 
has to do with the priority of an activity and also the likelihood of choosing that activity when you have the 
option of choosing others. According to your responses you were less likely to choose practicing than the 
other activities mentioned in the survey. Is that correct? 
S: Right. 
I: I also want to ask you about Persistence, which is the amount of time spent on an activity. Your 
responses indicate that you practice about the same hours per day, but the number of days per week is down, 
so the total time is less than last semester, is that correct? 
S: Yes. 
I: Again, because you were busy. 
S: Yes. 
I: Number 30. Is there anything you would like to add about your experience with portfolio assessment this 
semester? 
S: I was overall really pleased with the experience. I learned quite a bit. I was really encouraged that I 
could memorize pieces so much more quickly than I could before. And coming as a group of piano students 
in the lab was really helpful. It gave me good performance experience without being as high pressure as a 
regular performance would be. 
I: What about setting goals for yourself? How did you find that? 
S: Really good. One of the biggest goals I was able to accomplish was learn how to do comping with the 
chords. I had never done that before and I always seen other people do it and I wanted to learn. And I 
really learned a lot. 
I: How did you feel about the evaluations you got from peers or your self evaluations? 
S: They're helpful. I think the form you created at the end of the semester was really helpful. 
I: You mean with the scoring on it? 
S: Yes. Some of the students of course are better at giving details than others about what needs to be 
worked on, but overall it was really encouraging, and nice to see what other people thought. 
I: When you wrote self evaluations, and put down recommended activities to take care of problems, did you 
follow through on them? 
S: I don't think I did as well on that as I could have. I didn't always put down the activities. Those more 
came out in the lessons themselves. 

Student K 

Instructor: You indicated that practicing had the same priority as last semester. Is that correct? 
Student: Yes. 

I: Your response on the survey indicated that you were more likely to choose practicing over homework, is 
that correct? 
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S: Yes. 
I: You indicated you were more likely to practice than study for a test. Is that correct? 
S: Yes. 
I: You were more likely to spend time with friends than practicing, is that correct? 
S : Yes-
I: Number 5. When faced with the choice between practicing and engaging in recreational activities, you 
said you were more likely to choose recreational activities. Is that true? 
S: Yes. 
I: Last time you were more likely to practice, is that true? 
S: I think this one reflects a more honest answer than last time, not that it was dishonest, but this is more a 
realization of what's happening in my practice schedule. A better understanding of what's going on. 
I: So in reality there's not much change there. 
S: Exactly. There's no change in my attitude or behavior there, but a better understanding of what's going 
on. 
I: So if you had to do it again you'd probably circle one. 
S: I'd circle one, just like I did this time. 
I: Number 6. You indicated from the survey that you practiced 5 days a week. Is that correct? 
S: Yes. 
I: Question #7. You reported that you practiced between zero and one hour per day. Is that true? 
S: Yes. 
I: Question #8. Your response indicated that you strongly disagreed that you felt compelled to return to 
practicing after an interruption. Is that correct? 
S: Yes. 
I: Question #9. According to this, you never engage in listening to recordings not assigned by your teacher. 
Is this correct? 
S: Right. 
I: Question #10. You never go to concerts not assigned by your teacher, is that correct? 
S: Yes. 
I: Number 11. You seldom engage in extra reading not assigned by your teacher. 
S: Yes. 
I: Number 12. You never engage in sight reading not assigned by your teacher? 
S: Right. 
I: Question 13. You never learn additional music on your own initiative, is that correct? 
S: Right. 
I: Number 14. You said you never consult with your teacher about lesson-related matters outside your 
usual lesson time. Is that correct? 
S: Right. 
I: Your response indicated that you concentrate the same when you practice as last semester, which was 
fully. Is that correct? 
S: Yes. 
I: Number 16. You indicated that you spent more physical energy when practicing than last semester. Is 
that correct? 
S: Right. 
I: Number 17. When asked if you achieved your goals for the semester, you strongly agreed. Is that the 
way you feel? 
S: Yes. 
I: Question 18. You said you expect to receive an "A" this semester, is that correct? 
S: Yes. 
I: Question 19. When asked if you improved as a piano student, you strongly agreed, is that correct? 
S: Right. 
I: Question 20. You said you occasionally choose your own pieces to study. Is that correct? 
S: Yes. 



276 
I: Question 21. You said you choose what piano skills to work on occasionally. Is this correct? 
S: Yes. 
I: Number 22. According to the survey, the decision to perform is left up to you always. Is that correct? 
S: Yes. 
I: Question 23. You said you always choose the methods and activities you engage in to help you reach 
your goals. Is that correct? 
S: Yes. That maybe should be most of the time. Don't you sometimes say, "Do this" ? 
I: I do. 
S . So I would say most of the time. 
I: I think so. Twenty-four. When asked if your teacher should set the goals, you disagreed but not 
strongly, is that correct? 
S: Yes. 
I: That's changed. How do you explain that? 
S: Changed? Well that's because now I realize that as I progress I have to become more involved in what I 
want to learn out of it. At a beginner level it's easy to have someone tell you what to learn. 
I: Question 25. You said you strongly agreed that you would feel comfortable setting your own goals in 
collaboration with your teacher. Is that correct? 
S: Yes. 
I: Number 26. You strongly agreed that you had input about how your goals would be evaluated. Is that 
correct? 
S: Right. 
I: Did knowing how the goals would be evaluated influence you in any way? How did you feel about that? 
S: I felt perfectly comfortable with it. 
I: Did you appreciate knowing what the criteria were going to be? 
S: Oh yeah. That maybe had a psychological effect in that I knew what they were and they were mine. 
I: Number 27. You strongly agreed that you helped determine your final grade. Is that correct' 
S. Yes. 
I: And did you feel comfortable doing that? 
S: No. 
I: Did setting the goals, activities, and evaluation criteria make it any easier to grade yourself 
S: No. 
I: If we had done things the way we did last semester and we just sat down and I said, "Okay, what are you 
going to give yourself?" 
S: In that light, yeah, it would make it easier, because I have a better understanding of what I was trying to 
achieve, so therefore it makes it easier to give myself a grade. If the teacher just gives me an assignment and 
I don't know why, then it's harder to grade. 
I: Number 28. You said you would give yourself a "B" this semester, is that correct' 
S: Yes. 
I: Is there anything you would like to add about your experience with portfolio assessment this semester? 
Any differences between this semester and last semester? 
S: Yeah. I think there's quite a bit of contrast between the two. Last semester was just a matter of doing 
specific assignments, then this semester was largely, What do you want to learn, and I said This is what I 
want to do, such as music theory, and then that became applied to the music lessons. Because of that I think 
it helped me to have a more regular practice schedule, be more interested in becoming involved in the 
process. 

Student L 

Instructor: Question #1. Your response indicated that practicing had a higher priority this semester than 
last, is that correct? 
Student: Yes. 
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I: And what factors do you think contributed to that change? 
S: I think I enjoyed practicing more this semester, and probably seeing more progress in the middle of the 
piece rather than beginning, I think I had more motivation to work harder at it. 
I: Question #2. Your response on the survey indicates that you were more likely to choose practicing than 
homework, and you indicated that to a stronger degree this semester, is that correct? 
S: Yes. 
I: The same is true of studying for a test or practicing. 
S: Yes. 
I: Spending time with friends or practicing. You indicated practicing. 
S: Right. 
I: And practicing or engaging in recreational activities. 
S: Right. 
I: Why were there changes in your choices versus last semester? For the same reasons? 
S: I would say, yeah, and also wanting to push myself more, school took less of a priority too this semester. 
And I became more detail-oriented, and I wanted to work on that. 
I: Question #6. You said you practiced five days per week. Is that correct? 
S: Yes. 
I: Why did you practice more? 
S: A lot of that had to do with my classes that I had, one more free night than before. And again, 
motivation, I was just more motivated to practice. 
I: And would you say your response indicated a change in your practice priority? 
S: Yeah, definitely. 
I: Question #7. You said you practiced between two and three hours per day. Is that correct? 
S: Yes. 
I: Question 8. Your response indicated that you felt strongly compelled to return to practicing after an 
interruption. Is that correct? 
S: Yes. 
I: Question #9. You said that you regularly listen to recording, and last semester it was only often. Is that 
correct? 
S: Yes. 
I: Going to concerts, seldom both semesters. 
S: Right. 
I: Extra reading, this semester often, last semester often. 
S: Right. 
I: Sight reading, this semester often, last semester seldom. 
S: Right. 
I: Learning additional music on my own initiative, both said seldom. 
S: That's right. 
I: Question #14. You said you occasionally consult with your teacher about lesson-related matters outside 
your usual lesson time. Is that correct? 
S: Right. 
I: Last time it was never. Why the increase? 
S: I think it was because I had more questions of you this semester as the piece came along. Last semester 
it was more technically based, and this semester it was more interpretive. I felt like I needed to consult with 
you more about questions I had. 
I: Excellent. Question #15. Your response indicated that you concentrate more when practicing than last 
semester. Is that correct? 
S: Yes. 
I: Would you say there was a relationship between the goals you set—which was basically to finish the 
Rachmaninoff—and the degree of concentration you had when practicing? 
S: Definitely. Yeah. The desire to have it come together as a piece took more energy and more focus than 
just playing the notes, learning the notes. 
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I: Number 16. You indicated that you spent.. .this is a difficult one because you have a 10 there and you 
cannot have a 10, you only get one 1 through 4! The answer is the same both times, that you spend a lot of 
physical energy when you practice. Were you trying to tell me that you spent even more this time? 
S: Definitely. When the piece comes together it's just... in one sense my endurance has really increased, but 
in one sense I keep maxing out that increase of endurance. So it's like I increase my level, then reach it then 
increase it. 
I. Which was probably necessary if you were going to finish the piece. Is there any connection between 
your goals and the energy you expended? 
S: Definitely. Like I said just getting through it and playing it as a piece rather than a series of notes.. .you 
have to put yourself into it. Even when you're tired. 
I: Number 17. When asked if you achieved your goals for the semester, this time you circle 3, last time, 2. 
So there is a change there. Do you feel this way, and why? 
S: Yes. Part of it is, I don't think I was real clear on what my goals were last semester. It was kind of like, 
work on the piece. I don't think I had really clear-cut goals and a place where I wanted to be, so it was kind 
of hard to reach them or to know if I had reached them. It was just a lot clearer this semester to see my 
progress. 
I: Question 18. You said that you expected to receive an UA" this semester. Is that correct? 
S: Yes. 
I: Why would you give yourself this grade? 
S: I think it had to do with knowing my goals and seeing how I did in relationship to them and seeing that I 
felt I completed at least 90% of what those goals were. It was really easy to see how far I'd come. 
I: Did knowing your goal more clearly this semester contribute to your evaluation of yourself and giving 
yourself an "A"? 
S: Yeah. Even though in the scope of the piece I might not be playing it at an "A" level, in terms of the 
scope of the goals, I know that I reached an "A" level within my goals. 
I: Question 19. When asked if you improved as a piano student, you strongly agreed. 
S: Right. 
I; You feel there has been more improvement this semester? 
S: Right. 
I: Question 20. You said that you frequently choose your own pieces to study, is that correct? 
S: Yes. 
I: Do you prefer to choose your own pieces? 
S: Sometimes. I feel like my scope of music is limited, so I like recommendations to broaden my horizons, 
to see what is out there. But sometimes too, like with this piece, I really wanted to finish it, 'cause I started 
it when I was younger, so I liked having the freedom to choose it. 
I: Does choosing your own pieces influence how much you practice? 
S: Definitely. At least having some input, having the ability to say, boy this is a great recommendation but I 
don't like it. 
I: Does choosing you own pieces influence how much energy you put into your practice? 
S: Exactly. 
I: Number 21. You said you choose what piano skills to work on frequently. Is that correct? 
S: Yes. 
I. Number 22. According to the survey the decision to perform is left up to you most of the time. Is that 
true? 
S: Yes. 
I: Do you prefer to have that decision left up to you? 
S: Um... 
I: Most of the time! 
S: Most of the time! I think I like to think I have the freedom to say no, but on the same note, because I 
have such a performance anxiety I think it's good for me to be pushed into things. I thinks it's good for it to 
be strongly suggested that I do it. But I do like the freedom to say this is not a good time, this does not fit 
into my schedule. 
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I: Question 23. You said you always choose the methods and activities you engage in to help you reach 
you goals. Is that correct? 
S; Yes. 
I: Are you comfortable with choosing the methods and activities? 
S: In collaboration with the teacher. I wouldn't be in lessons if I didn't feel I needed help getting through 
this. 
I: Number 24. When asked if the teacher should set the goals, you strongly disagree this time. Last time 
you disagreed but not strongly. Is that correct? 
S: Yes. 
I: Why do you feel this way? 
S: I don't feel the teacher alone should set the goals. Especially at this level of age, rather than a child, you 
need to see how the student's feeling, if they're comfortable, rushed, you know, how are their lives going 
too. There's a lot of issues at hand. 
I: What differences would it make if the teacher set the goals? 
S: I don't think I'd be as motivated. I think I'd feel more frustrated and forced, and I'd be doing it out of, 
Well I have to do this, rather than I want to do this, because this is something I determined. 
I: Number 25. You said you strongly agreed that you would feel comfortable setting goals in collaboration 
with your teacher. Is that correct? 
S: Yes. 
I: Are you more/less/the same comfortable with setting goals than last semester? 
S: I don't feel like I really had goals last semester. I don't think unless it's brought up by the teacher, 
you're not going to go and say, Hey, let's sit down and discuss these goals. You're just going to follow. So 
the teacher really sets the tone and the pace for that. But if the teacher's really open and says "Let's work 
on this together and let's find goals together," my love for what I was doing just tripled because of that. 
I: Number 26. You strongly agreed that you had input about how each goal would be evaluated. Is this 
correct? 
S: Yes. 
I: Did knowing the evaluation criteria influence you in any way? 
S: Yeah. I think that's what helped me get through the times when I didn't want to practice, or when I was 
tired or frustrated. Just knowing I was going to be evaluated and this is how it was going to be done, really 
helped me to focus on those areas. In a way it keeps a little bit of pressure on, you know that there is going 
to be evaluation taking place. 
I: Did you feel more responsible for your learning? 
S: Definitely. 
I: Number 27. You strongly agreed that you helped determine your final grade. Is this correct? 
S: Yes. 
I: Did you feel comfortable with this? 
S: I think I feel comfortable giving input on it, but I feel very uncomfortable giving myself a grade. I think 
it's wonderful that the teacher wants your opinion of yourself as well. Because that matters. Through their 
eyes they can see it one way, but maybe through your own eyes you can describe the struggles you went 
through at home, and your own view of setting goals and reaching them. 
I: Number 28. You said you would give yourself an "A," is that correct? 
S: Yes. 
I: Number 29. Would you agree that practicing had a higher priority this semester? 
S: Yes. 
I: Would you agree that you spent more time practicing than last semester? 
S: Yes. 
I: Would you say you concentrated more fully this semester? 
S: Yes. 
I: Would you say that you improved more this semester as a pianist? 
S: Definitely. 
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I: Number 30. Is there anything you'd like to say about your experience this semester that we haven't 
touched on? 
S: To me it was just leaps and bounds more helpful. Especially the labs. I only went to two, but having the 
student evaluations and getting the peer feedback on both the duet and the ensemble were crucial. They 
were really really helpful. 

were more likely to practice than study for a test. Is that 

Student M 

Instructor: Question #1. You indicated that practicing has a higher priority than last semester. 
S: Yes. J 

I: Why do you think that was? 
S: I wanted to get better, and I started really enjoying my pieces, and so that helped me want to practice 
more. 
I: Question 2. Your response on the survey showed that you were more likely to practice than do 
homework. Is that correct? 
S: Yes. 
I: Question 3. Your response indicated that you 
how you felt? 
S: Yes. 
I: Question 4. When faced with a choice of practicing or spending time with friends, you would choose the 
latter? j 
S: Yes. 1 

i 
I: Question #5. When faced with a choice between practicing or engaging in recreational activities, you 
would be more likely do the recreational activities Is that correct? 
S: Yes. 
I: Question #6. You said you practiced on average three days a week. Is that correct? 
S: Yes. j 
I: Question #7. You reported that you practiced Ipetween one and two hours a day. Is that correct? 
S: Yes. 
I: Question #8. When your practicing is interrupted, you reported that you were compelled to return to 
practicing but not strongly. Is that correct? 
S: Yes. 
I: Question #9. You never engage in listening to r 
S: Yes. 
I: Number 10. You often go to concerts not assij 
S: Yes. 
I: Number 11. You seldom engage in extra reading not assigned by your teacher. Is that correct? 
S: Yes. 
I: Number 12. You often engage in sight reading not assigned by your teacher. Is that correct? 
S. Yes. 
I: Number 13. You often learn additional music on your own initiative. Is that correct? 
S: Yes. 
I: Number 14. You occasionally consult with your teacher outside your usual lesson time. Is that true? 
S: Yes. 
I: Number 15. Your response indicated that you concentrate less when practicing than last semester. Is 
that correct? 
S: I wouldn't say that now. I think when I practice my mind is on what I'm doing. If it wasn't a four it 
would probably be a three. 
I: So would you like to change that answer? 
S: Yes. Probably from two to four. I don't know what I was thinking. 

ecordings not assigned by your teacher. Is that correct? 

ied by your teacher. Is that correct? 
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I: So let me ask you again. You strongly agree that you concentrate folly on the task at hand when 
practicing. 
S: Yes. 
I: Question 16. You indicated that you expend a lot of physical energy when practicing. You agree with 
that but not strongly. 
S: Yes. 
I: And that's up over last semester. Is that correct? 
S: Yes, I put more into it this semester. 
I: When asked if you achieved your goals for the semester, you agreed but not strongly. Is that correct? 
S: Yes. 
I: Question 18. You said you expect to receive an "A" this semester, is that correct? 
S: Yes. 
I: Question 19. When asked if you improved as a piano student you strongly agreed, is that correct? 
S: Yes. 
I: Question 20. You said that you occasionally choose your own pieces to study. Is that correct? 
S: Yes but I would say it was more frequently than occasionally because the pieces that I worked on, my 
main pieces, most of the time I chose them but the Sicilienne you just gave me. 
I: Right. So you would say frequently? 
S: Yes. 
I: Question 21. According to the survey the decision to perform is left up to you some of the time. 
S: Most of the time. 
I: We'll change that one. Question 23. You said that most of the time you choose the methods and 
activities you engage in to achieve your goals. Is that correct? 
S: Yes. 
I: Question 24. When asked if the teacher should set the goals for your lesson, you agreed but not strongly. 
Is that correct? 
S: Yes. 
I: Number 25. You said you strongly agreed that with your teacher's guidance you would feel comfortable 
setting your own goals. Is that correct? 
S: Yes. 
I: Question 26. You strongly agreed about how your goals would be evaluated. Is that correct? 
S: Yes. 
I: Question 27. You strongly agreed that you helped determine your final grade. Is that correct? 
S: Yes. 
I: Number 28. You said you would give yourself an "A" this semester. Is that correct? 
S: Yes. 
I: I want to ask you about Direction, which has to do with the choices you make with your time, talent, and 
energy. According to your answers on the survey, you were a little more directed towards practicing your 
piano this semester when there were other things you could be doing. Is that correct? 
S: Yes. 
I: The next behavior I want to ask you about is Persistence. And that simply has to do with the amount of 
time spent on an activity. Your responses seem to indicate that you spent more time this semester than last 
semester. Is that correct? 
S: Yes. 
I: A final question: Is there anything you want to tell me about your experience with portfolio assessment, 
what you may have learned, what you liked about it, what you didn't like about it. 
S: I liked having the portfolio, especially. I like us setting goals together because it helped me focus on 
what I was trying to do, and not just playing for some reason or for a grade, it was actually to improve. The 
portfolio I liked because with the lab and things like that we had different inputs... 
I. You mean like from other students? 
S: Right, other students, who also had goals, so we were trying to help each other, so you could tell from 
their responses it was encouraging to have somebody else evaluate what you were doing. 
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I: How did you feel about doing the self evaluations? 
S: That was kind of hard because I'm usually really hard on myself, so doing self evaluations is kind of hard 
to write on paper. So that was a challenge for me. 
I: When you wrote things down in self evaluations, did you follow up on your suggestions to yourself? 
S: Usually. 

Student N 

Instructor: Question #1. You indicated that practicing has about the same priority as last semester, is that 
right? 
Student: That's about right. 
I: Question #2. Your response on the survey shows that you were more likely to practice than do 
homework. Is that correct? 
S. For last semester, that's true. 
I: For this semester. 
S: For this semester, that's about correct. 
I: Last semester you disagreed with that statement. Question #3, when faced with the choice of practicing 
or studying for a test, you were more likely to study for the test. Is that correct? 
S: Yes. 
I: Question #4. When faced with the choice between practicing and spending time with friends, you are 
likely to choose practicing, and you strongly agreed with that. Is that correct? 
S: Yes. 
I. Question 5. When faced with the choice of practicing or engaging in recreational activities, you said you 
were more likely to choose practicing. Is that correct? 
S: Yes. 
I: Question #6. You said you practiced four days per week. Is that correct? 
S: Yes. 
I: Last time it was five. Question #7. You reported that you practiced between one and two hours per day. 
Is that correct? 
S: Yes. 
I: Question 8. Your response indicated that you felt compelled, but not strongly, to return to practicing 
after an interruption. Is that correct? 
S: Yes. Somewhat. 
I: Question #9. How often do you engage in listening to recordings, and you said often. Is that correct? 
S: Yes, probably more than last semester. 
I: And that's indicated by your response. Question 10. You said regularly going to concerts, and that's an 
increase. Question 11. Engaging in extra reading, and you said often. Is that correct? 
S: Yes. 
I: Question 12. Sight reading at the keyboard, and you circled regularly. 
S: Yes. 
I: And that's the same. Question #13. You often learn additional music on your own initiative. Is that 
correct? 
S: Yes. 
I: Question 14. You said you occasionally consult with your teacher outside your usual lesson time. Is that 
correct? 
S: Yes. 
I: Question 15. You said when asked if you concentrate fully when you practice, you strongly disagreed. 
Would you like to explain that? 
S. The way I practice, the way I approach life is very sporadic. I've had very much trouble focusing in my 
lessons. I tend to go from one thing to the next without planning. I guess it's the way I like to practice, 
and seem to work. 
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I: Question 16. When asked if you normally expend a lot of physical energy when you practice, you agreed 
with that. 
S: Yeah. 
I: Number 17. When asked if you achieved your goals for the semester, you agreed, is that correct? 
S: Yes. 
I: Question 18. You said you expect to receive an "A" this semester. Is that correct? 
S: Yes. 
I: Question 19. You strongly agreed that you have improved as a piano student this semester. Is that 
correct? 
S: I'd say so. 
I: Question #20. I choose my own pieces to study in my piano lessons frequently. Is that correct? 
S: Yes. 
I: Question 21. In my piano lesson I choose what skills to practice on. And you said frequently. 
S: Right. 
I: Question 22. The decision to perform is left up to me. And you circle always. 
S; Yes. 
I: Question 23. You choose what methods and activities to use always. Is that correct? 
S: Yes. 
I: Question 24. When asked if the teacher should set the goals for you lesson, you strongly disagreed. Is 
that correct? 
S: I did. 
I: Would you like to explain that? 
S: Well, I think what motivates people is having their own goals. If someone tries to impose their goals on 
someone it seems to be detrimental. There's a difference in setting someone's goals and then helping to 
guide towards their own goals. And I think the second is the ideal. 
I: Question 25. With your teacher's guidance you would feel comfortable setting your own goals. And you 
strongly agreed. 
S: Yes. 
I: Question 26. In terms of having input about how your goals would be evaluated, you said you strongly 
agreed that you did have input. 
S: Yes. 
I: Question 27. In terms of having input about your final grade, you strongly agreed. 
S: Yes. 
I: Question 28. What grade would you give yourself this semester? A "B". 
S: Well, it's either an A-minus or a B-plus, so I put the B, because there were a couple things I hoped to do 
better this semester. I wanted to finish one of the songs and I didn't, and also do a little bit more improv 
stuff and I simply didn't have the time. 
I: Right. I'm going to ask you about a behavior called continuing motivation. Looking at your responses, 
you recorded an increase in those behaviors. Is that true? 
S: To a little bit, not a whole lot. The difference is probably between the top of often and the bottom of 
regularly! 
I: Last question. Is there anything you would like to tell me about your experience with portfolio 
assessment. 
S: I think it's a really good idea. If I ever taught piano I think I'd want to use it with my students. It's 
going to be really good to have something to take with me in a folder that I can look back on. It's also been 
good for me to have input into my goals on an actual spoken basis rather than something that's unspoken. 
And actually go into my grades and being an active part of the learning process. I think that's what 
education is about, it's a two-way exchange. And it's really good to have had this experience in this lesson. 
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Student 0 

Instructor: Question #1. You indicated that practicing has a higher priority this semester than last. Is that 
true? 
S: No, I think it's the same. 
I: Number 2. Your response on the survey indicated that you were more likely to do homework that 
practice. Is that correct? 
S: Yes. 
I: And the same for studying for a test? 
S: Yes. 
I: And spending time with friends? 
S: Yes. 
I: And you were more likely to practice than engage in recreational activities. Is that correct? 
S: Correct. 
I: Question number 6. You said you practiced one day per week. Is that correct? 
S: This semester yes. 
I: Question number 7. You said you practiced between zero and one hours per day. Is that correct? 
S: Yes. 
I: Question number 8. Your response indicated that you felt compelled to return to practicing after an 
interruption, although not strongly. Is that correct? 
S: Yes. 
I: Question #9. According to this you seldom listen to recordings not assigned by your teacher. Is that 
correct? 
S. Yes. 
I: I notice last semester you said often. 
S: It should be the same this time. I listen to classical music. 
I: Ok. For concerts you said often, is that correct? 
S: Correct. 
I: For the extra reading, you said seldom. Is that correct? 
S: Last semester I did when I was working in the library. But not this semester. 
I: So last semester should be seldom and this semester should be never? 
S: Correct. 
I: How often do you engage in sight reading that I had not assigned you to do. You said often? 
S: Yes. 
I: According to your response, you seldom learn additional music on your own initiative, is that correct? 
S: True. 
I: Number 14. You said you never consult with your teacher outside your usual lesson time. Is that 
correct? 
S: Yes. 
I: Number 15. Your response indicated that you concentrate less this semester than last, is that correct? 
S: It should be reversed. 
I: Ok. Number 16. You indicated that you spent more physical energy practicing than last semester. Is 
that correct? 
S: Yes. 
I: Number 17. When asked if you achieved your goals for the semester, you strongly agreed this time. Is 
that correct? 
S: Yes. 
I: Last time you disagreed. Why the change? 
S. Maybe because we didn't have such realistic goals. This semester we sat down and actually wrote out 
goals. I think I did achieve them. 
I. Was it helpful to set your goals? 
S: Very helpful, yes. 
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I: Number 18. You said that you expect to receive a "B" this semester. Is that correct? 
S: Yes. 
I: That's much higher than last time. 
S: I think setting those goals really helped a lot. 
I: How so? 
S: Well at least I knew the limitations and not expect too high of myself, because I really try to achieve a 
lot. 
I: Number 19. When asked if you improved as a piano student, you circled 3 which was in the middle; last 
semester you circled 1, so that's an improvement. 
S: Yes. 
I: Do you think there's a relationship between setting goals and your improvement? 
S: Yes, yes. 
I: Knowing what you're working towards? 
S: Yes. 
I: Question 20. I choose my own pieces to study seldom, is that correct? 
S. Yes. 
I: And that's the same as last time, because we really didn't have any pieces did we? 
S: Right. 
I: Question 21. You said you choose what piano skills to work on frequently. Is that correct? 
S: Yes. 
I: Question 22. According to the survey the decision to perform is left up to you always. Is that correct? 
S; Correct. 
I: Question 23. You said that you always choose the methods and activities you engage in to help you 
reach your goals. Is that true? 
S: Yes. 
I: Question 24. When asked if your teacher should set the goals for your lesson you strongly disagreed. Is 
that correct? 
S: Yes. 
I: Last time you disagreed but not strongly. Does that mean you feel more comfortable setting your goals 
than before? 
S: Yes I do. 
I: Why is that? 
S: It just gives me direction where to go, the security. 
I: Do you feel more capable of setting your goals now than you did before? 
S: Yes, yeah. 
I: Number 25. You said that you strongly that you would feel comfortable setting your goals in 
collaboration with your teacher. Is that correct? 
S: Yes. 
I: Number 26. You strongly agreed that you had input about how each goal would be evaluated. Is that 
correct? 
S: That's correct. 
I: Number 27. You strongly agreed that you helped determine your final grade. Is that correct? 
S: Yes. 
I: You strongly agreed last time! Although I'm not sure you did help last time! 
S: Oh, you're right! 
I: What would you say now? 
S: I would circle 1. 
I: Number 28. You said you would give yourself a "B" this semester. Is that correct? 
S: Yes. 
I: I'm going to ask you about a couple behaviors now. According to the responses on your survey, you 
concentrated more and expended more energy practicing than last semester. Is that true? 
S: That's true. 
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I: The other behavior is Performance. According to your responses, you feel you have improved more this 
semester than last semester, is that true? 
S: That's correct. 
I: My last question for you: Is there anything about this semester that you would like to talk about? 
S: I enjoyed the fact that we sat together and actually wrote our goals, and that helped me to achieve them 
more efficiently, and it was more fan too. And the fact that we would consult each other in order to do 
whatever I needed to do to improve my skills, that was very good. 
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SURVEY LEGEND 

Question Topic 

1 Practice priority 
2 Practicing or doing homework 
3 Practicing or studying for a test 
4 Practicing or spending time with friends 
5 Practicing or recreational activities 
6 Practice days per week 
7 Hours practiced per day 
8 Compelled to return to practicing after an interruption 
9 Extra listening to recordings 
10 Extra concerts 
11 Does extra reading 
12 Extra sight reading 
13 Learn additional music 
14 Consult with teacher 
15 Concentration while practicing 
16 Physical energy expended while practicing 
17 Achieved goals for the semester 
18 Expected grade 
19 Improvement as a piano student 
20 Chooses pieces for study 
21 Choose skills to work on 
22 Makes decision to perform 
23 Chooses methods and activities 
24 Feels teacher should set goals 
25 Feels comfortable with setting goals 
26 Gives input regarding how goals will be evaluated 
27 Helps determine final grade 
28 Grade given to self 
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GOAL SETTING FORMS 



cn 
a 
H > 

P 
U < 

J 
§ 
o 

(N m J 

292 

QL3 
s 
< 
2 



293 

r-
as 

ON 

W 
H 
xn 

£2 
s 
u 

0 

ie 
£ 
a. 
«2 

o 
to 
<Z5 -
«C 
o 
o 
ta. 
O 
Z o 
pmm 

H 

> 
u 
W 
Of 
S 
w 
H 
e 

LL) 
!— 
5 
u 
2 o p 
< 
J < 
> 
BJ 
5 
on 
tu 
a z < 
X 
u 

r? 00 

O tu 

- j < 
o 
o 
-J < 
2 
2 5 o 

(N m £ 



ffl Q 

2 
O 

CO 
cn 
W 
DS 
O 
§ 

§ 

< 
< 

-4 < 
o 
o 

CN rn 

294. 

OJ 

E-< 

1 
C/D 
CO 

w 

H 
CO 



ffl 
u 

1 

W Z 
cu t u 

t u GO 
</> 
UJ 
C/5 
C/D 
< 

O 

a 

o 
H'— 1 

o o 
fc 2 . 
C/5 h -
hJ C* 
5 ° 
0 0 -
0 1 
h f c 

Q 
D 
H 
oo 

3 «— 
a; 
w 
£-
X 

V 

£ 
O 
PX 
H 
& 
-$ 
W 

>c 
O 
a 

<N 

295 

V 
E 
<8 
z 

V 
T3 
3 •** 
C/2 



296 

SELF-EVALUATION FORM 

NAME:. 

DATE: 

ACTIVITY: 

Evaluation: (Strengths and Weaknesses) 

Suggestions & possible activities for addressing problems: 

Suggestions for improvement/future activity: 

Signed:, 
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PEER EVALUATION FORM 

NAME:. 

DATE: 

ACTIVITY: 

Evaluation: (Suggested criteria: technique; tone; rhythm; interpretation; phrasing; 
presentation) 

Suggestions for improvement/future activity: 

Evaluator's signature:. 



NAME. 

DATE 

ACTIVITY: 

298 

EVALUATION FORM 

Evaluation: 

J 
Recommendations: 

Score: Signed: 



PERFORMANCE EVALUATION FORM 
299 

STUDENT'S NAME^ 

SELECTION 

DATE 

CRITERIA POSSIBLE POINTS SCORE 

Rhythm & Tempo: accurate 

rhythm; appropriate and 
consistent tempo 

20 

Sound: tone quality; includes dynamics 

and pedaling 

20 

Interpretation; appropriate for this 

musical style; communicated message of 

selection convincingly; phrasing 

30 

Accuracy: includes note accuracy and 
memory when applicable 

10 

Technique: demonstrates the necessary 
manual facility; overall physical 
approach to instrument 

20 

TOTAL SCORE 

Evaluator's Signature 
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PRACTICE RECORD 
SPRING 1997 

WEEK OF: HOURS 
CUM. 
TOTAL 

January 27 

February 3 

February 10 

February 17 

February 24 

March 3 

March 10 SPRING BREAK 

March 17 

March 24 

April 7 

April 14 

April 21 

April 28 

May 5 

NAME 
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