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ABSTRACT 

The purpose of this study was to determine if student attitude toward studying music 

is related to the student's position on the Perry Scheme of Intellectual and Ethical 

Development and/or the mode of music instruction experienced at the collegiate level. 

Subjects were undergraduate nonmusic majors enrolled in music classes which satisfy 

general education degree requirements. Subjects were initially divided into two groups by 

type of musical experience inherent in the class. Stratification was further determined by 

the student's score on the Learning Environment Preferences (LEP). This yielded six cells 

having a uniform cell size of 35. 

For the purposes of this study, attitude was defined as the score each student achieved 

on an attitude questionnaire constructed by the researcher entitled Why Study Music? 

(WSM). The WSM contained 29 questions which represented either an intrinsic or 

e.xtrinsic motivation for studying music. The attitude score was calculated by adding 

together the scores from each of these questions which yielded separate intrinsic and 

extrinsic scores. These scores were then subjected to an ANOVA where the main effects 

and interactions of Tjpe of Musical Experience, Perry Level, and Time (pretest and 

posttest) were considered. 

Student attitudes were divided into two motivations: intrinsic and extrinsic. Intrinsic 

attitudes became more positive as students advanced along the Perry Scheme. Students 

enrolled in classes with participation had more positive intrinsic attitudes toward music 

study than did students enrolled in classes without the element of participation. Intrinsic 

motivation did not change over the course of the study. Extrinsic attitudes did not differ 

with either intellectual development or mode of instruction, but did become more positive 

over the course of the study. Intellectual development, mode of music insonction, and 

time did not interact in any way to significantly influence either intrinsic or extrinsic student 

attitudes toward studying music. 
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CHAPTER 1 

Introduction 

One of the goals of music education is the development of a positive attitude toward 

studying music. The outcomes of this positive attitude may be exhibited in any number of 

ways, from making music alone or with others to the support of musical life in the 

community. As students become parents of future generations, it is hoped that they will 

encourage their own children to study music and make it a meaningful part of their own 

lives. The presence of this valuing would become evident when students chose music as 

an elective course, such as in meeting general education requirements at the college level. 

A liberal arts education requires the study of an art form, and music is the art form of 

choice for many undergraduates. This choice is driven by an attitude which results from a 

variety of personal musical experiences and motivations. The general student's 

involvement in music as an elective may happen at any point in the college experience. 

Since specific stages of intellectual development are known to occur between matriculation 

and graduation, it may be that a student's position on this developmental continuum, in 

addition to individual experience and motivation, has some impact on his/her attitude 

toward studying music. Little is known about how intellectual development, type of 

collegiate musical experience, and motivation may relate to an undergraduate student's 

attitude toward studying music. This research sought to provide information in this area. 

Theoretical Basis of Study 

The theory which is the basis for this research was developed by William G. Perry, 

Jr. and is outlined in his book Forms of Intellectual and Ethical Development in the College 

Years: A Scheme. It is this book which will provide the majority of the information 

concerning the Perry Scheme of Intellectual and Ethical Development 

The Peny Scheme of Intellectual and Ethical Development was developed as the result 

of a longitudinal study conducted by Perry while he was a counselor on the faculty of 
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Harvard University. The subjects were undergraduate students of the 1950s and 1960s 

whose undergraduate college e.xperience Harvard wanted to document over four years. 

As students came for counseling. Perry and his associates studied the number of 

different ways in which students responded to the numerous viewpoints, frames of 

reference, interpretations, and value systems which permeate a pluralistic university. This 

variety of response seemed to be followed by an equally wide variety of methods in which 

students assimilated these exjjeriences. Perry supposed that this was not peculiar to the 

students of Harvard but was something being experienced by undergraduates at many other 

institutions. 

Perry believed that students were being faced with a society that was becoming more 

and more relativistic. To test this belief. Perry reviewed the final examinations given at 

Harvard College in the areas of History, Government, English Literature and Foreign 

Literatures from 1900 to 1960. Perry found a change in faculty outlook in terms of the 

questions which required the use of relativism—that is, more than one frame of reference-

to provide a response. Over time, a higher and higher percentage of each exam required the 

use of multiple frames of reference, with Government having the highest percentage, then 

History, followed by English Literature and finally Foreign Literatures. 

"The new relativism of knowledge has inevitably been accompanied by a relative 

address to values" (p. 5). The diversity of society at large and the deliberate cultural 

diversity of a college campus placed the student in situations and environments often very 

different from anything previously experienced. It was therefore felt that the student's 

response to this pluralism and diversity, in both thought and values, and the ability to 

generate this diversity should be as positive as possible. These considerations regarding 

(then) present-day liberal education and personal development started the research. 

Perry began by devising a measure called A Checklist of Educational Views (CLEV). 

This measure was based on research conducted by Adomo, Frenkel-Brunswik, Levinson, 
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and Sanford (1950) and G. G. Stern's work using the Inventory of Beliefs (Stem, 1953). 

The intent was to design a measure which would identify students with strong preferences 

for dualistic, right-wrong thinking and those with a strong bent toward more qualified, 

relativistic and contingent thinking. There was in the beginning no thought whatsoever that 

the results would be organized into stages or a scheme of any kind. CLEV was 

administered to a random sample of 313 freshmen in the fail of 1954 and again to the same 

students in the spring of 1955. On the basis of their scores, 55 students were invited to 

participate in the study, 31 of whom volunteered to share their college experience. 

Over the four year period, students were interviewed in late May and June concerning 

their thoughts and observations about college life. Of the 31 students who volunteered as 

freshmen, a complete set of reports (i.e. four years) was obtained on 17 of them. 

Interviews were conducted in an open-ended fashion with a conscious effort to avoid 

dictating the direction of the student's responses by the structure of the questions. Each 

interview began with the question, "Would you like to say what has stood out for you 

during the year?" Following the student's response to this question, interviewers asked, 

"As you speak of that, do any particular instances come to mind?" 

These questions yielded a large variety in form and content of student reports. 

Nevertheless, for all the variety there appeared to be "a common sequence of challenges to 

which each student addressed himself in his own particular way" (p. 8). These findings 

resulted in changing the study by 1) making it experimental as well as descriptive, 2) 

obtaining a larger sample of student reports over four years, 3) laying out the sequence 

detected to form an articulated developmental scheme, and 4) submitting this scheme to 

tests of validity. 

Subjects for the second study were drawn from a population of students who took the 

revised form of the CLEV. Fifty freshmen from the Class of 1962 emd 104 freshmen from 

the Class of 1963 were chosen at random and invited to participate in the study. Unlike the 
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first study, scores in this second study were not a factor in the selection process. A total of 

109 students accepted the invitation, resulting in 67 complete four year reports. 

It was at the beginning of the second study that the scheme began to take shape. 

Reports from the first study were used to create a progression which first utilized all the 

words and phrases most commonly used by the students themselves in describing their 

experience. This sequence then described the structure of each major stage in abstract 

terms. An attempt to explain the transitional steps was also made at the same time. 

The scheme begins with simple forms in which a person would understand his or her 

world in unqualified terms of right-wrong/good-bad and ends with complex forms in 

which affirmation of personal commitments in a world contingent upon knowledge and 

relative values takes place. The transitions between the stages of the scheme outline the 

major steps through which individuals appear to extend their power to make meaning out of 

successive confrontations with diversity. 

Observer bias was eliminated from the discursive interview format by constructing a 

glossary of 20 words with specific meanings and a two-dimensional map or chart 

delineating and coding sequential forms of the developmental scheme. Independent 

observers were then given random samples of student reports and asked to identify the 

point on the developmental scheme "which they felt best represented the dominating or 

modal form among the structuring of the world evident in each report" (p. 11). The extent 

of agreement among the raters would detemiine to what degree this developmental scheme 

existed in the students' accounts of their experience. 

All student reports were used, whether from a complete four year set or not Students 

who had incomplete reports were rated against the scheme with the same reliability as those 

who had completed sequences. Other considerations for this smdy are that the majority of 

the reports used were from men. However, no significant difference was experienced by 

the judges in locating men's and women's reports on the Chart of Development 
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There was no requirement that a proportional representation of the population be 

present on every point The samples from both studies were similar to each other in terms 

of occupation of father, level of family income, educational background, and religious 

affiliation. The presence of these demographic dimensions convinced the researchers that 

every general demographic group was present and therefore the samples were 

representative of the general population. The fact that one sample came from a score (Study 

#1) and the other from random sampling (Study #2) did not influence the results. 

The second study began with all the elements listed above in place. The first step of 

the second study interview was to set students at ease and remove from their minds any 

expectations they had of what the interviewer might want to hear. This was done by 

"openly acknowledging this and [asking] the student's cooperation in bearing with it" (p. 

18). Student responses and behaviors gave the researchers the impression that this 

procedure was effective. 

The student was then welcomed with a restatement of the interviewer's interest in 

hearing from the student about his or her own experience, and asked permission (with the 

assurance of anonymity) to record the interview. Then, using a general form developed by 

Merton, Fiske and Kendall (1952), the interviewer said, "Why don't you start with 

whatever stands out for you about the year?" This open-ended question produced a great 

deal of stress at first, but when smdents were assured that it was their thought and opinions 

that were of primary interest, the information flowed freely. 

The danger that the interviewer might somehow steer the subject, however 

unconsciously, into the areas of interest to the interviewer rather than areas of interest to the 

subject was anticipated and acknowledged. The researchers did not consider themselves to 

be completely successful in not influencing student responses. However, "certain results 

of the judges' experiments [suggested] that whatever the degree of our influence it was 

counterbalanced by the strength of the students' integrity" (p. 25). Judges were asked to 
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rate 20 complete four-year protocols, ten from the first sample and ten from the second 

sample. By rating these protocols in alternating groups of five (five from the first sample, 

five from the second sample, etc.), no overall difference in interrater reliability was found. 

This was also true when the judges rated single interviews without the knowledge of the 

student's year in school or from which sample the student was drawn. 

Perry's developmental scheme was abstracted from the patterns which emerged from 

these student interviews. The scheme is similar to Fidget's in that the assumption of 

recapitulated development is present Perry's description of recapitulated development is "a 

person moving from a level of relatively concrete functioning to a level of more abstract 

functioning [who] appears to repeat at the new level, from its begirming, a sequence of 

developments analogous to that which he had completed at the earlier level" (p. 29). The 

scheme in its entirety is shown in Rgure 1. 

^ ^ MAIN LINE OF DEVELOPMENT ^ ^ 

The Modifying The Realizing of The Evolving of 
of Dualism Relativism Commitments 

' o © © ^ ' © © © © " © ^  

^ MAIN LINE OF DEVELOPMENT ^ 

Temporizing 

Retreat 

Fig. I 
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The stage or structure designated "Position 1" outlines the simplest set of assumptions 

about the nature of knowledge and values. In Position 1, the world is divided into two 

parts which are opposed to each other Right-Wrong, Good-Bad, Us-Them. This basic 

duality views Authority and Absolute as synonymous terms. Authority is seen as all-

knowing and what They say is always viewed as 'Truth." 

Position 2 takes the first step toward allowing the possibility of diverse opinions or 

multiplicity. When uncertainty arises, the student e.\plains it as either a poorly qualified 

authority or an exercise given by authority so students can figure out "The Answer" 

themselves. The confusion perceived within this structure may cause the student to assume 

a posture of opposition. This opposition views others as wrong and having the problem, 

not that the student is wrong and has the problem. 

When uncertainty and complexity are no longer viewed as confounding factors to 

reality but are the reality, the student has arrived in Position 3. Here authority is given the 

benefit of the doubt and allowed to be searching for but not yet having found "The 

Answer." Students are puzzled as to exactly what standards they are to meet. However, 

even in the midst of this bewilderment, the trust in authority remains unshaken. 

Evaluations are presumed to be based on the skill of presentation and not on structure. 

Opposition can be present in Position 3 and becomes manifest in statements such as "They 

judge all wrong." 

Students in Position 4 enter into the begiiming stages of relativism. Legitimate 

uncertainty and diverse opinions are now realized to be extensive. In this position two 

groups emerge, each of which develops a distinct restructuring of the world depending on 

whether the students oppose this realization or accept it Opposition takes the view that 

"everyone has a right to their own opinion." Accepting diversity and uncertainty brings the 

student to discover qualitative contextual reasoning and interpret it as a special case of 

"what They want" within the realm of authority. 
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Up to this point, students have resolved all conflicts between old and new by using 

some variation of the basic dualistic view with which they began. Position 5 sees students 

making a transposition of the hierarchy of relativism and dualism. In the begirming, 

dualism was the norm and relativism was a special case. Now, relativism is the norm and 

dualism is the special case. This structure is transitional to the commitment structure of 

Position 6. 

Commitment is necessary in a relativistic world in order to establish some form of 

personal identity. Commitments made to values, activities, truths, and relationships thus 

affirm who one is. The realization that this may be necessar\' can cause reactions such as 

eagerness, dismay, ambivalence, and turmoil. 

The last three positions encompass the results of student interaction with commitment. 

Position 7 takes students through making an initial commitment in some area. Position 8 

considers what the implications of that commitment are. In Position 9, students see that 

future commitments will be a way of life by which they can e.xpress their individualit\'. 

To summarize, the scheme consists of nine positions or structures with each structure 

being viewed as a relatively stable form. Less stable forms, called "transitions," are found 

between structures. Development along the scheme may be conceived in two major parts 

with Position 5 as the center. Position 5 views knowledge and values as relative, 

contingent, and contextual. Sunictures preceding Position 5 describe a pierson's 

development from dualistic absolutism to an acceptance of generalized relativism. What 

follows after Position 5 describes a person's progress in establishing a personal identity 

within a relativistic world through personal commitment 

The scheme may be conceived in more detail by grouping the nine positions into 

triads. Positions 1,2, and 3 consider the impact of multiplicity, viewed as the modification 

of an absolutistic right-wrong outlook to minimally allow for simple pluralism. Positions 

4,5, and 6 consider the instability of self in a world of relativism. Here the diversity of 
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human outlook is given its full "problematic stature," transmuting "the simple pluralism of 

Multiplicity into contextual Relativism," at which point the need for personal commitment is 

foreseen. Rnally, Positions 7,8, and 9 consider the responsibilities of commitment, 

tracing the development of these commitments in a person's actual experience. 

Progress along the main line of development (Position 1 to Position 9) may be slowed 

in several ways. This slowing may occur at critical points in the development when the 

person feels overwhelmed, unprepared, alienated, or resentful. Temporizing is a static 

state and is defined as a prolonged pause (one full year) within any position where evidence 

of escape characteristics are not present. Escape is settling for Positions 4, 5, or 6 by 

denying or rejecting the implications for growth within these positions. Retreat is an active 

rejection of the implications for growth by taking a defensive stance within Positions 2 or 

3. 

Perry's research found that students were more driven to progress through these nine 

positions toward maturation than they were to remain in one position. This conclusion was 

reached when it was discovered that, in every case, students who resisted progressing 

through the positions displayed those special kinds of stress and distress associated with 

internal denial and dissociation. The particular stress for those students who were 

advancing was in integrating and expanding these new experiences into their being. 

Students who resisted forward movement did not reject their feelings but seemed to 

vigorously deny or resist within themselves any awareness of their desire to progress. 

This scheme suggests that college life is more than a general acquisition of knowledge 

and philosophy. College life is a specific individual exploration of "Who am I?" and "How 

do I fit into this world?" What is judged to be important becomes part of the student's 

moral framework. Those things students believe to be important they will commit to and 

take responsibility for. This scheme of intellectual and ethical development can be useful in 

helping music education achieve its desired outcomes at the collegiate level. 
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Need 

The applicability of the Perry scheme to the teaching/learning process has been 

considered in mathematics (Buerk, 1981), history (Widick and Simpson, 1978), social 

sciences (Stephenson, 1982), and English composition (Bizzell, 1984; Reid, 1987). Each 

of these studies found the Perry scheme to be a useful tool in understanding undergraduate 

student learning. What effect Perry's scheme may have in imderstanding undergraduate 

student learning inside the music classroom has gone largely uninvestigated. 

Many studies with undergraduate nonmusic majors have focused on a diverse collection 

of factors which affect preference, perception, or music listening. For example, Palmquist 

(1990) considered apparent time passage and music preference by music and nonmusic 

majors. Fung (1994) studied undergraduate and nonmusic majors' world music 

preferences and multicultural attitudes. The effects of tempo on nonmusicians' perception 

of rhythm was the focus of a study by Duke (1994). Studies in listening include the effect 

of instruction in vocabulary and listening (Howers, 1984) and the effectiveness of the 

melodic line score approach to music listening (Goewey, 1969). 

This body of research has yielded much useful information; however, few music 

researchers have considered the influence of intellectual development and mode of music 

instruction on the attitudes of general college students. One exception was Weiss' 

application of Perry's scheme to a set of curriculum interventions for a music appreciation 

class (Weiss, 1985). The study had a control group which received regular instruction and 

a treatment group which received developmentally designed course content While no 

significant difference was found between the two groups, the potential for discovering new 

processes of instruction using a developmental scheme was suggested. 

It is important to identify the factors which influence positive student attitude toward 

studying music in order for music education to best meet the needs of students. 

Undergraduate music classes often cut across all levels of the university, involving students 
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from many different disciplines and grade levels. Since music training received at the 

undergraduate level could conceivably be the last formal music training the student will ever 

receive, this need becomes even more evident for the college student. 

A desired outcome of music education, therefore, is that students not only value 

music, but also value the process of studying music. To this end, activities and 

environments are provided which hopefully nurture this value system. Perry's Scheme of 

Intellectual and Ethical Development suggests that a student's value system is connected to 

what is known and experienced in a relativistic world, how the self fits into this world, and 

what commitment to action, if any, will come as a result Knowing the mode of music 

instruction which best contributes to a positive attitude toward studying music, combined 

with the stages of intellectual development, could have important implications for college 

music educators in particular and aid the outcomes of music education in general. 

Purpose 

The purpose of this study was to determine if student attitude toward studying music 

is related to the student's position on the Perry Scheme of Intellectual and Ethical 

Development and/or the mode of music instruction experienced at the collegiate level. It is 

hoped that the results of this study will aid college music educators in determining what 

changes may need to take place so that more individuals who are committed to and involved 

with music exit from their classes. 

The following research questions were addressed: I) Does student attitude toward 

studying music vary with the student's position on the Perry Scheme of Intellectual and 

Ethical Development (PSIED)? 2) Does the type of musical experience the student is 

involved in relate to the student's attitude? 3) Is there an interaction between type of 

musical e.xperience and the student's position on the PSIED? 
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Hypotheses 

The hypotheses for this study were: 

1. There will be no significant difference among the intrinsic attitude scores of 

students classified according to their position on the PSIED. 

2. There will be no significant difference between the intrinsic attitude scores of 

students classified according to type of musical experience. 

3. There will be no significant difference among the intrinsic attitude scores of 

students according to time. 

4. There will be no interaction between the intrinsic attitude scores of students 

classified according to type of musical experience and position on the PSIED. 

5. There will be no interaction between time and the intriiisic attitude scores of 

students classified according to type of musical experience and position on the 

PSIED. 

6. There will be no significant difference among the extrinsic attitude scores of 

students classified according to their position on the PSIED. 

7. There will be no significant difference between the extrinsic attitude scores of 

students classified according to type of musical e.xperience. 

8. There will be no significant difference among the extrinsic attitude scores of 

students according to time. 

9. There will be no interaction between the extrinsic attitude scores of students 

classified according to type of musical experience and position on the PSIED. 

10. There will be no interaction between time and the e.xtrinsic attitude scores of 

students classified according to type of musical experience and position on the 

PSIED. 
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Definitions 

For the purposes of this study, "attitude" was defined as the score each student 

achieved on the Why Study Music? (WSM), an attitude questionnaire constructed by the 

researcher. Positions on the Perry Scheme of Intellectual and Ethical Development 

(PSIED) were determined by the score each student achieved on the Learning Environment 

Preferences (LEP) evaluation instrument. 

There were two t>pes of possible musical e.xperience in this study. The first was non-

participator>", i.e. a class which is primarily lecture. For the purposes of this study, this 

type for class was labeled "Academic." The second was participatory, which is a 

combination of lecture and actually making music. For the purposes of this study, this type 

for class was labeled "Academic with Participation." 
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CHAPTER 2 

Review of Literature 

Studies selected for this review focus on the Perry scheme and its application to 

undergraduate courses of study in general education and music education. The effect of 

mode of instruction on student attitude and the study of student attitude toward music 

education will also be considered. Therefore, the review of literature is organized into three 

areas: Perry's scheme and its application to education in general and music education in 

particular, the effects of mode of instruction in music education, and student attitudes 

toward the study of music. The chapter concludes with a definition of how attitude will be 

viewed in this study, followed by an overall summary of the literature cited. 

The databases used to search for literature on this topic were Dissertation Abstracts 

International, ERIC, PsychLit, Music Education Resource Base (MERB), and the Perry 

Network Bibliography, a list of references maintained by the Center for the Study of 

Intellectual Development which is specific to research relative to Perry's scheme. 

Keywords in the search were Perry scheme, Perr>''s scheme. Intellectual and Ethical 

Development, music, music education, mathematics, science, English, history, 

undergraduate(s), general student(s), nonmusic or non-music major(s), nonmajor or non-

major(s), general education, attitude(s), and music study. 

The Perry Scheme and its Application 

The Perry Scheme of Intellectual and Ethical Development was abstracted from the 

patterns emerging from student interviews conducted by Perry and his associates between 

1954 and 1967. In 1968, the U.S. Department of Health, Education, and Welfare 

provided funding for the validation of the scheme (Perry, 1968). Soon thereafter a book 

was published articulating in detail the genesis of the research and the resulting theory 

(Perry, 1970). 
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From the beginning, the Perr>' Scheme was enthusiastically embraced by researchers. 

Mervin Freedman called the Perry Theory . .the most original work on personality 

development of college students to appear since the field was founded twenty years ago" 

(Freedman, 1973, p. 117). James Heffeman stated "... it represents a compelling 

framework for an 'ideal' educational process, a normative basis forjudging educational 

outcomes. It draws upon, and draws together, much of our knowledge on both intellectual 

and personal development" (Heffeman, 1975, p. 494). 

The first significant body of research on the scheme itself began to appear in 1975. 

Papers were presented describing how a number of institutions had been using the scheme 

for a variety of applications in higher education (Heffeman, 1975). These projects were in 

four areas: Student evaluation, faculty development, instructional development, and 

program and curriculum design and evaluation. The information which follows relevant to 

the institutions engaged in each of these four areas is taken from an article by Heffeman 

(1975). 

Institutions which made early applications of the scheme to student evaluation were the 

University of Wisconsin at Green Bay, Wellesley College, Manhattanville College, and 

Ottawa University (Kansas). The Green Bay study developed a short, lO-item paper and 

pencil instrument to assess student Position. Wellesley College conducted a two year 

longitudinal and cross-sectional study to determine the Positions of women students. The 

project at Manhattanville College also sought to assess the Position of students, where the 

relationship between thinking forms and adult life-stages and the implications for adult 

learners and adult educators were explored. Fmally, Ottawa University utilized the scheme 

in the processes of diagnosis, counseling, and educational and career planning of individual 

students. 

Wellesley College, Ottawa University, University of Wisconsin-Whitewater, Ithaca 

College, and the Massachusetts Institute of Technology were some of the institutions 
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engaged in applying the scheme to faculty development Preliminary results indicated that 

seminars which relied heavily on the Perry scheme as the organizing framework were 

successful in fostering faculty interaction leading to course and program redesign. 

Several institutions were also active in the application of Perry's theory to instructional 

development Ottawa University devised a system of learning contracts which represented 

a combined teaching-advising process using the Perry theory as a guide to individual 

educational plaruiing. Perry's work also figured heavily in the content of freshmen 

seminars at Ottawa as a central point of discussion and self-examination. A number of 

Higher Education departments at institutions around the country used Pen:\''s book as an 

instructional text in courses related to college students. Michigan, Syracuse, Mirmesota, 

Massachusetts, and Ohio State were among the schools utilizing the book for this purpose. 

The majoritv' of the projects cited above had as their goal the improvement of academic 

curricular or educational programs within a particular institution. The Perr\' scheme was 

used either as an analytical framework for assessing program impact or as the basis for the 

development of new curricular formats intended to maximize the student's educational 

experience. There were, however, other projects which used the scheme as a guide to 

evaluate programs on a much larger scale. 

As a tool in the evaluation of e.xisting programs, the Perry Scheme was proposed as 

the starting point for a state-wide system of institutional self-assessment by the Bureau of 

College Evaluation in the New York State Education Department and has been used 

successfully to evaluate the impact of a large-scale program iimovation at the University of 

Michigan Residential College. This study conducted at the Residential College may be the 

first application of the theory outside the Harvard Bureau of Study Counsel. 

Heffeman (1971) was the author of the Residential College smdy. The Residential 

College was designed to be a small, self-contained college within the University of 

Michigan. The goal was to replace the impersonality of a large university with more of the 
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community atmosphere found on smaller college campuses. Pursuant to this, students 

were encouraged to actively participate in all levels of college life, both inside and outside 

the classroom. The Perry scheme was used to examine a student's identity formation as a 

part of the educational process. 

Other studies using the Perry scheme soon followed. The 1975 Conference of the 

American Psychological Association in Chicago was the setting for the presentation of two 

studies which evaluated the effectiveness of courses designed with the Perry 

Developmental Scheme in mind. Knefelkamp (1974) found that an interdisciphnary course 

designed with the Perry scheme as its basis successfully moved students upward along the 

Peny developmental continuum. Widick (1975) also found that an instructional program 

using the Perr>' scheme yielded positive results in a student's developmental progression. 

Stephenson and Hunt (1977) sought to replicate the Knefelkamp study. Their fmdings 

supported those of Knefelkamp. 

Interest in the Perry scheme and its application to curriculum development increased. 

A number of academic disciplines developed curriculum using the Perrv' Scheme as the 

theoretical basis: Mathematics (Buerk, 1981), history' (Widick and Simpson, 1978), social 

sciences (Stephenson, 1982), and English composition (Bizzell, 1984; Reid, 1987). In 

each case, the Perry scheme was found to be useful in understanding and structuring 

undergraduate student learning e.xperiences. 

Those disciplines which rely more heavily on the cognitive domain have been the 

primary targets of the scheme's investigation and application. It may be argued that a study 

by Meyer (1977) is an exception to this. The focus of the study was religion and the 

conceptualization of religious ideas. Although the area of religion holds a surong affective 

component for many people, Meyer's study was designed in such a way as to focus on the 

cognitive aspects of religious doctrine. Specifically, the research attempted to measure a 
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subject's intellectual development through analysis of responses to items which were based 

in religious beliefs-

One study which is outside the field of music and music education, but related to the 

present study, was conducted by Hoffman (1980). The purpose of Hoffman's study was 

to investigate whether student's intellectual and ethical development was related to attitudes 

toward education, especially those attitudes which referred to curricular-instructional goals 

and methods. 

Members of the freshmen class at Le Moyne College, New York, were subjects for 

the study. Le MovTie College is a small. Catholic liberal arts college. Students attending 

Le Moyne come predominantly from middle-income. New York State backgrounds. At the 

time of this investigation, the three areas of study most commonly chosen by students were 

liberal arts, business, and professional services. 

Hoffman chose to use freshmen e.xclusively for his inquiry' for several reasons. First, 

the freshman year has been found to be the year of greatest change during the college 

e.xperience (Feldman and Newcomb, 1973). Second, Hoffman anticipated that these 

students would experience changes in their levels of self-control over the two semesters. 

Finally, it was unique to the freshman class at Le Moyne to have the group enrolled equally 

in a religious studies course and a philosophy course as part of an alternating sequence. 

This offered Hoffman the opportunity to investigate whether a particular course of study 

was related to student development. 

Two instruments were used in the data collection. The first instrument was designed 

by Hoffman to position students within the Perry scheme. An essay format was chosen in 

keeping with research which has shown this approach to be useful in determining Perr>' 

Positions. Students were asked to write an essay on the role of authority in decision

making and to discuss how the issues of faith, authority, and identity related to the topic. 

These particular issues were emphasized in the religious studies course. As a result of this 
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emphasis, and since this protocol would be given to students in both courses, it was 

thought that the essays from the religious studies course would indicate a more 

sophisticated understanding of authority in decision-making than the essays from the 

philosophy course. Therefore, students' essays from the religious studies course would 

indicate higher levels of development If this hypothesis was supported, there would be 

evidence that subject matter could stimulate student development 

The second instrument used in this investigation was a measure of student attitude 

called the Student Orientations Survey, or SOS (Morstain, 1976, as cited in Hoffman, 

1980). The SOS is designed to measure five major dimensions of students' views and 

attitudes toward education. These dimensions are: 

1. Purpose: Attitudes regarding the purpose(s) of a college education 

2. Process: Preference for different teaching/learning modes 

3. Power Attitudes regarding decision-making and student-facultv-roles 

4. Peer Relations: Preference for different modes of association with peers 

5. Public Position: Attitudes toward the community-society' and student roles 

(Morstain, 1976: 3) 

Each of the five dimensions contains two scales. Preparatory' and Exploratory. A 

"Preparatory" orientation indicates the student values college in terms of acquiring useful 

knowledge, skills, and vocational and social roles. An "Exploratory" orientation defines a 

student as a person who sees college as an opportunity to explore personal interests, ideas, 

and identity. 

Within each scale are eight educational attitude items (total = 80 items). Subjects use a 

four-point Likert-type code (strongly agree, agree, disagree, strongly disagree) to indicate 

their level of agreement or disagreement with each item. 

The incoming freshman class was administered the SOS as part of their Orientation 

Week (N = 450). On the basis of their scores, students were assigned to one of five 
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attitude groups. Only those sUidents who participated in Orientation Week received the 

SOS. Since transfer students did not participate in orientation, all the subjects were 

assumed to be freshmen 17 to 18 years old. 

Protocols were distributed during the first week of study and instructors of the 

philosophy and religious studies courses encouraged students to participate. A second set 

of protocols was collected in January during the first week of the second semester, and a 

third set was collected in April near the end of the second semester, but only from those 

students who had completed sets one and two. At this time the SOS was also administered 

again. Under these conditions, the number of subjects for the study was reduced to 123. 

The same protocol was used in each of the three collections. The decision to use the same 

protocol was made because the need to reliably measure the Perr>' positions seemed to 

outweigh the risk to validity. Moreover, it was thought that the three months between 

protocol administrations would effectively erase from the student's memory what had 

previously been written. 

An analysis of the protocols placed each student within a Position on the Perr\' 

Scheme. An analysis of the first and second SOS completed by each student provided 

information on the strength and type of orientation toward education, as well as student 

attitude toward education. The results indicated that student development was related to 

both the strength and the type of orientation to education. Hoffman found that 

advancement in Perry position was also related to the strength of educational orientation. It 

was noted that changes in position were not accompanied by changes in attitude toward 

education. The readministration of the SOS at the end of the second semester showed that 

for the most part attitude toward education remained unchanged among all groups. 'This 

study contributes no evidence to support a belief that attitudes toward education correspond 

to positions in the Perry scheme" (Hoffman, 1980, p. 142). 



30 

This study did find that where attitudes toward education are not strong, advancement 

along positions of the Perry scheme does not occur. Where attitudes toward education are 

strong, regardless of the type of orientation, advancement along pxjsitions in the Perry 

scheme does occur. This advancement occurs without any fundamental change in a 

student's orientation toward education. Hoffman recommended for further study the 

question of whether alternate methods of instruction have any affect on students with 

different attitudes. 

There have been only two studies which have applied the Perry Scheme to music and 

music education. The first was conducted by Weiss (1984). The purpose of this study 

was to test a set of curriculum interventions for undergraduate music appreciation classes 

based on the Peny scheme. The research questions considered changes in Perry le\ els as a 

result of the intervention, differences in Peny level by year in school, and changes in 

Perry level after the effects of year in school had been removed. A pretest-posttest design 

using experimental and control groups found no differences between the two groups. 

A more recent study investigated the e.xistence of the Perry Scheme among 

undergraduate music education students and its relationship to selected variables (Bennett, 

1991). The variables selected were personality (extroversion and neuroticism), academic 

achievement, school size, age, gender, and area of specialization within music education. 

No significant differences between these variables and student placement on the Peny 

scheme were found. 

Mode of Instruction 

Studies reviewed in this sub-section are concerned with the impact of mode of 

instruction on students enrolled in music education classes. The inclusion of these studies 

is needed in order to explore the effect, if any, different teaching approaches have on the 

desired outcome for the class and the students. 
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The method or mode of instruction which best facilitates undergraduate student 

learning of music has been a topic of some interest for music researchers. Slagle (1967) 

evaluated the effect of what he called seven methods of instruction on the musical 

achievement of elementary education majors. Students were enrolled in the second 

semester of a fundamentals of music class at Middle Tennessee State University. Seven 

classes were formed to represent each of the seven methods of instruction to be 

investigated: Combination (lecture-discussion plus the development of piano, ukulele, and 

vocal skills). Singing (lecture-discussion plus the development of singing skills). 

Traditional (lecture-discussion plus the occasional performance of songs on flutophone 

and/or piano). Piano (lecture-discussion plus piano-singing experiences). Ukulele (lecture-

discussion plus insOiiction in singing and playing the ukulele), Lecture-Discussion (no 

direct experience in music performance included), and Flutophone (lecture-discussion plus 

instruction on playing the flutophone). 

A pretest-posttest comparison of scores on the Snyder Kniith Music Achievement 

Test, Form A indicated that the Piano group results were superior to the Lecture-

Discussion, Flutophone, and Ukulele groups in facilitating both skill and cognitive learning 

(p<. 10). A pretest-posttest comparison of attitude scores indicated a drop for everv' group 

with the exception of the Singing group. 

Cahn (1960) and Jumpeter (1980) both considered teaching methods as applied to 

undergraduate music appreciation classes. Cahn's study reported areas of agreement and 

disagreement between students and faculty. Some of the behaviors mutually considered 

effective were selection of music, use of visual aids, and professional qualifications of the 

instructor. Students were concerned with teaching methods which took student interest, 

ability, and background into account In contrast, teachers were more concerned with the 

music, its selection, presentation, and the student response to it. This lack of agreement 
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between students and teachers as to what constitutes effective teaching methodology was 

notable because it illustrated a potential conflict in agendas between the two groups. 

Jumpeter's study compared a personalized system of instruction (PSI) with the 

lecture-demonstration method of teaching. There are five basic characteristics of the 

personalized system of instruction which include a) self-paced learning, where students 

move through the material at their own speed; b) mastery learning, where master\' of each 

unit of material is demonstrated through a mastery test; c) proctors, more advanced students 

who assist in answering questions and monitoring mastery tests; d) use of study guides, 

which are prepared in advance; and e) lectures, which are optional if further information is 

desired. Results of the study indicated that PSI was an effective method of instruction for 

presenting factual and listening knowledge. The results did not, however, show any 

statistically significant difference between the PSI method and the more traditional lecture-

demonstration method. 

Student Attitudes toward the Studv of Music 

Another area of interest to music researchers has been student attitudes toward music 

and the variables which impact these attitudes. Wig and Boyle (1982) found that keyboard 

learning experiences had a positive impact on the attitudes of si.xth-grade general music 

students. Pogonowski (1985) found that in-class participation through a curriculum which 

was experiential in nature improved the attitudes of upper elementary students. Another 

finding of this study was that classroom music attitudes varied as a function of grade level, 

socioeconomic level, and gender. 

Price and Swanson (1990) found that undergraduate student attitudes toward 

composers and music of the formal tradition were positively influenced through a lO-week 

music appreciation course which included lectures, homework, and guided listening. This 

study replicated the findings of other researchers which indicated that a music appreciation 

course does have a significant affect on knowledge and/or attitudes (Brown, 1978; Price, 
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1988; Shehan, 1985; Smith, 1982). On the other hand, a study by Williams (1972) found 

that instruction, socioeconomic status, and musical aptitude had no significant affect on 

undergraduate student attitude. 

There have been many consistent findings among studies on attitudes toward music, 

primarily when the subjects involved were of elementary age. For example, student 

attitude toward music declines in the upper elementary years (Broquist, 1961; Nolin, 

1973). In fact, one study found music to be the only subject to exhibit a negative trend in 

attitude as students get older (Haladyna and Thomas, 1979). These studies also found that 

attitudes var>' by gender, with males exhibiting more negative attitudes toward music than 

females. Also, student attitudes are more positive when an element of participation is 

involved, specifically the playing of musical inso^ments (Broquist, 1961; Nolin, 1973; 

Pogonowski, 1985; Siemens, 1969; Vander Ark, Nolin, & Newman, 1980). 

While there are consistent findings in the literature, there is still no agreement as to 

which variables have the greatest impact on student attitude. Boswell (1991) attributes 

much of this confusion to inadequate instrumentation. She conducted an investigation to 

examine certain variables believed to contribute to music attitude and to compare different 

intact classes of general music students in different environments using consistent 

measures. This study is a quasi-replication of an earlier study conducted by Pogonowski 

(1983). 

The instrumentation used in both studies was the Music Attitude Inventory (Nolin, 

1973) and the Music Class Attitude Index (Pogonowski, 1983). The Music Attitude 

Inventory (MAI) was originally developed by Broquist (1961) and later adapted by Nolin 

(1973) to measure the attitudes of upper elementary students toward specific musical 

experiences. The Music Class Attitude Index (MCAI) was also developed for use with 

upper elementary students to measure more global attitudes toward music. Test-retest 

reliability for both instruments was strong (MAI = .81, MCAI = .88). 
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Participants in the Boswell study were students from intact music classes in grades 5-8 

from four schools located in suburban communities in Arizona. Each school had a full-

time music specialist and held regularly scheduled music classes which met for 

approximately one hour per week. These elements (intact suburban classes, full-time 

music specialist, regularly scheduled classes), together with large sample sizes, constitute 

the similarities between the Boswell and Pogonowski study. Major differences between 

the Boswell and Pogonowski studies were in data categorization (teacher, grade level, and 

gender versus socioeconomic status, grade, and gender), curriculum (no single approach to 

material versus a modified MMCP curriculum), and having only two of the five grade 

levels in common. 

Results showed female scores to be consistently higher, supporting previous findings 

in sex differences and subject matter attitudes. The steady decline usually associated with 

grade level differences was not present. The fact that different ranges of grade levels were 

used in each study made comparisons insubstantial. 

Analyses of variance were run on all the data from the MAI and MCAI. The main 

effects of socioeconomic status, teacher, grade, and gender were all significant Beta 

weights were computed for the main effects in the Boswell study, showing that the teacher 

variable contributed more to the prediction of attitude than did grade or gender. Due to 

empty cells in the Boswell study, only the main effects in the two studies were available for 

comparison. 

Specific activities pinpointed by the MAI indicated that students preferred activities that 

involved playing instruments (but not Orff instruments in grades 7 and 8), and they 

enjoyed improvising and other creative tasks as opposed to singing or describing. In one 

school where synthesizers were used, smdents ranked that activity the highest even though 

it was offered the least. Those activities in which students were allowed to make choices. 
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giving them an element of control over the learning process, usually ranked first or second 

in most of the groups. "Call Charts" were ranked at or near the bottom by every group. 

How classroom teachers ranked these activities was determined by asking students 

enrolled in graduate level classes to complete the MAI. Results from two groups suggested 

that teacher preferences are uru-elated to student preferences, so much so that the 

preferences of students and teachers may be in total opposition to each other. Teachers 

least preferred activities in which students were allowed to make choices. The activities 

most preferred by teachers were singing and describing. 

While the Boswell study provides a glimpse into a relatively unexplored area of music 

education research (i.e. the replication of previous studies), many unanswered questions 

still remain concerning the variables affecting student attitude, what t\ pe or approach 

benefits students the most, and how the teacher and classroom environment promotes either 

positive or negative attitudes about music. 

Attitude Defined 

There are more definitions associated with the construct of attitude than any other 

concern in social psychology (Fisher, 1977). This plethora of explications is a 

confounding factor for music education research. As a result, research which purports to 

investigate music attitude often describes a variety of related constructs such as taste, 

appreciation, preference, interest, and opinion (Cutietta, 1992). It is therefore imperative 

that a consistent definition of attitude be adopted by the music education research 

community. 

There are definitions currendy available which can assist us in this endeavor. Cutietta 

(1992, p. 296) suggests that "an attitude is a firmly held mental network of beliefs, 

feelings, and values that is organized through an individual's experience, and that e.xerts a 

directive and dynamic influence on the individual's perception and response to all objects 

and situations with which it is related." Boswell (1991, p. 50) defines attitude as "a 
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relatively enduring set of beliefs (feelings) about a given phenomenon. It is assumed that 

attitudes are measurable and fall along a continuum between positive and negative." 

If we extract the key elements from each of the definitions listed above, "firmly held 

mental network," "individual's experience," "enduring set of beliefs," "influence 

perception and response to all objects and situations related," we arrive at a definition of 

attitude posited by Hshbein (1967, p. 257) which is "a learned predisposition to respond in 

a consistently favorable or unfavorable manner with respect to a given object." 

There are several important elements to this definition of attitude. Rrst is the element 

of time. It takes time to learn, to experience, and then as a result of that experience to be 

predisposed or inclined to think, feel, or behave either for or against a given object 

Second, this feeling, thinking, or behaving is consistent, which means it is not something 

which occurs once and then not again. Finally, attitudes are bipolar with respect to a given 

object—positive or negative, for or against, favorable or unfavorable. 

If we accept Fishbein's definition of attitude, then it is possible to assess individual 

attitude toward an object, such as music or the study of music, with some degree of 

certainty. Moreover, if attitudes are learned and consistent over time, it would be 

unreasonable to assume that any outside treatment would be successful in making 

significant changes to attitude in a relatively short period. 

Summary 

The Perry Scheme of Intellectual and Ethical Development is a theory which has been 

found to be useful in understanding undergraduate students. Each of the stages or 

Positions within the scheme are relatively stable, with U^sitions between Positions 

described as being relatively unstable. Transitions occur when students are faced with 

events and information which challenge their preconceived views. Movement from one 

Position to the next does not happen quickly. It can take as long as one year or in some 

cases longer for an individual to move from one Position to the next 
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In the same way, attitudes are formed over time and represent how we feel, think, and 

respond toward events and information around us. Attitudes are not immutable; attitudes 

are subject to change. What is it that causes attitudes to change, particularly those attitudes 

toward the study of music? What variables have an impact on these attitudes? 

The Perry Scheme has thus far not been as useful to the field of music education as it 

has been to other areas of education. It may be that music education researchers have 

simply been unable to discover how this theory properly relates to their particular field of 

inquiry. Since a student's Position within the Scheme develops over time, and a student's 

attitude toward the study of music must by definition develop over time, it is conceivable 

that a connection exists between student Position on the Perry Scheme and student attitude 

toward the study of music. Hoffman (1980) found no evidence to support a belief that 

attitudes and positions on the Perry Scheme corresponded in any way. Results of the 

current study are not expected to support those findings. 

Modes of instruction which incorporate the element of student participation, especially 

the playing of instruments, have produced significantly higher student achievement scores. 

Studies have suggested that the more successful students are in mastering course material, 

the more positive their attitude is toward the course. Also, when students have a greater 

degree of control over what, when, and how they learn the material, their attitudes are more 

positive. These findings have been consistent across all grade levels, from elementary to 

college. 

A characteristic of students as they move along the Scheme is that they desire a greater 

degree of flexibility and control over how they leam. It is possible these desires may 

correspond to music research findings which indicate student attitudes are more positive 

when these conditions are in place. Sema (1978) found no relationship between preferred 

modes of instruction and levels of development Results of the current study are not 

expected to support those findings. 
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CHAPTER 3 

Methodology 

Restatement of Punxjse 

The purpose of this study was to determine if student attitude toward studjing music 

is related to their position on the Perry Scheme of Intellectual and Ethical Development 

and/or the mode of music instruction experienced at the collegiate level. 

Sample 

The subjects for this study were undergraduate nonmusic majors enrolled in music 

classes which satisfy general education degree requirements. Participating universities 

included The University of Arizona, Ball State University, Drake University, Duquesne 

University, Michigan State University', New Me.xico State University', Radford University, 

and the University of Regina (Canada). The initial sample pool was 1,256 students. All 

students were enrolled in these classes during the fall of 1996. 

Dependent Variable 

The dependent variable was student attitude toward studying music. Student attitude 

was measured by a questionnaire designed by the researcher and based on information 

contained in the chapter entitled 'The Measurement of Attitudes and Preferences In Music 

Education" by Robert A. Cutietta {Handbook of Research on Music Teaching and 

Learning, Richard Colwell, ed.). 

Four music classes were used by the researcher to construct the questionnaire: two 

lecture classes, one participatory class, and one performance ensemble. A total of 221 

students were surveyed. Students were asked to state their particular reasons for studying 

music and to write these reasons on 3x5 cards provided by the researcher. Each student 

was given five cards, but were assured they did not have to use all five cards. Students 

were then asked if they had any questions or were confused about the directions. All 

responses were anonymous. This survey yielded a total of 427 responses. 
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The responses were grouped together based on similarity of word use and content, 

e.g. "fulfills a requirement," "an easy class," "to learn more about the subject," "it's fun." 

This resulted in 26 different groups or reasons. Only those reasons which represented at 

least one percent of the total number of responses were included in the pilot instrument 

Based on this criterion, 18 of the 26 reasons were represented. 

These 18 reasons were then separated into intrinsic and extrinsic motivations for 

studying music. This resulted in two sets of nine reasons each. A series of statements 

using the students' own words was then written. To test for consistency, each reason had 

three statements associated with it, each statement being phrased in a slightly different way. 

There were three exceptions to this procedure: The reasons "Music is a really interesting 

subject" and "This class will let me express myself contained only two statements. 

"Music has fond memories for me" had four statements. This purposed redundancy within 

reasons was noticed and reported by the students in the pilot study. 

The statements were arranged by alternating intrinsic and extrinsic motivations, the 

first being an intrinsic motivation, the second an extrinsic motivation and so on. Each of 

the 18 reasons was listed in turn without repetition. Statements numbered 19 and 37 began 

the second and third variations of the first 18 until all statements had been used. 

Students were given a 5-point Likert scale and asked to circle the response which best 

described how they felt about the statement listed. A sixth point on the scale labeled 

"Doesn't Apply" was also available as a response for each statement. 

Twent>'-four students participated in the pilot study of the instrument. Students were 

asked to provide annotations concerning such things as paper color, layout, clarity of 

directions or statements, anything which they found to be positive or negative. The 

responses received were then used in the final form of the questionnaire (Appendix A). 
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Two statistical tests were applied to the pilot data. The first test was for reliability. A 

Cronbach alpha was computed which yielded a coefficient of .70. This level of reliability 

was deemed acceptable for the questionnaire. 

The second statistical test was to determine which statements were most appropriate 

for the study and to confirm the designation of a statement as either extrinsic or intrinsic. A 

k-means cluster analysis arranged the 53 items into two groups. One group was labeled 

e.xtrinsic motivations and the other group was labeled intrinsic motivations. This analysis 

revealed that some statements originally viewed as e.xtrinsic were really intrinsic and vice 

versa. On the average, each reason had three statements associated with it. For some of 

the 18 reasons, this change from one motivational group to the other ranged from one 

statement to all three statements. Single statements which aligned with the opposite group 

were automatically included in the final questionnaire. Statements which remained 

associated with each other were then compared on the basis of distance from the cluster 

center. The statement which was the greatest distance from the cluster center was retained 

for inclusion in the final form of the questionnaire. In a few instances, only a few 

hundredths of a point separated two statements. In these cases, both statements were 

retained. This resulted in a questionnaire of 29 items, 12 statements representing extrinsic 

motivations and 17 statements representing intrinsic motivations. 

Independent Variables 

Three independent variables were used in this study: type of musical experience, 

student position on the PSIED, and Time (pretest, posttest). 

There were two types of possible musical experience in this study. The first was non-

participatory, i.e. a class which is primarily lecture. For the purposes of this study, this 

type for class was labeled "Academic." The second was participatory, which is a 

combination of lecture and actually making music. For the purposes of this study, this tj'pe 

for class was labeled "Academic with Participation." 
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It should be noted that a third t>pe of musical experience is often available to 

undergraduate nonmusic majors. Many college campuses have performance ensembles 

which are open to nonmajors. Previous musical training and experience in similar 

ensembles are generally prerequisites. It was felt that because participation in an ensemble 

would be an elective activity, and the previous experience and training received was 

undoubtedly positive, the student would already be predisposed to studying music. This 

positive attitude was not expected to change during the course of the study. Therefore, 

ensembles were specifically excluded. 

Student position on the PSIED was determined by the Learning Environment 

Preferences (LEP) questionnaire. This questionnaire may be seen in Appendi.x B. 

The LEP was researched and designed by Moore (1987) and is an objective-style 

measure of the Perry scheme. The Defining Issues Test designed by Rest (1979) is a 

widely used and well-researched objective measure of moral judgment which provided the 

model for Moore's LEP. Prior to Moore's work, assessment of the Perr\' scheme was 

measured by essay-style production tasks, requiring trained raters to score each instrument. 

While the use of trained raters is feasible, it is difficult to achieve research levels of 

interrater reliability and the process is lengthy and extremely costly. 

The LEP focuses on the four positions of the Perr>' scheme which are the most 

prominent in higher education (i.e. Positions 2,3,4, and 5) across five specific domains: 

(a) view of knowledge and course content, (b) role of the instructor, (c) role of the student 

and peers in the classroom, (d) the classroom atmosphere, and (e) the role of evaluation. 

These domains reflect the most significant aspects of translating the Perr>' scheme into 

student-as-leamer characteristics (BCnefelkamp & Comfeld, 1978). 

In a study by Moore (1989), tests for reliability and validity of the LEP were 

conducted. Cronbach alpha reliability coefficients for each of the four positions 

respectively were .81, .72, .84, and .84. Two approaches were used to test for validity: 
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criterion group differences and concurrent validity. Results indicated significant 

differences between criterion groups. Concurrent validity was evaluated using the Measure 

of Intellectual Development (MID), an earlier measure of the Perry scheme. The correlation 

between the MID and the LEP was .36. 

Design 

This was an analytical study using pretest/posttest measures of non-randomized, 

intact, independent groups in a 2x4 factorial design (see Figure 2 below). The initial 

sample pool of 1,256 students served as the population from which a stratified random 

sample was drawn. 

Internal validity was controlled in the following ways. No significant shift of student 

position on the main line of development of the PSIED was expected during the study, and 

the mode of instruction remained unchanged within each specific class. This controls for 

maturation. Multiple sites and instructors controlled for any confounding by materials or 

teacher influence. These multiple sites and instructors also helped control for any effect of 

history', given that these classes occurred on different days and times. 

Printed instruments with high reliability, twelve to fourteen weeks between pretest and 

posttest, and stratified random samples were expected to control for the effects of 

instrumentation, testing, regression, and selection. Given that the subjects used in the 

posttest were detemiined from the results of the pretest, the effect of mortality on this study 

was a factor. 

External validity was controlled through a stratified and randomized sample of subjects 

coming from different academic areas within each university, having different class status, 

and coming from different parts of the country. None of the usual threats to internal and 

external validity were expected to be involved due to the design and namre of the study. 



43 

Prcx:edures 

The LEP and Why Study Music? (WSM) attitude questionnaire constructed by the 

researcher were administered to students during the second week of class. No significant 

changes in student position were expected during the course of one semester, so the LEP 

was administered only once. The WSM was administered again the first week of 

December to determine if any change in attitude had occurred. 

Hypotheses 

The hypotheses for this study were: 

1. There will be no significant difference among the intrinsic attitude scores of 

students classified according to their position on the PSIED. 

2. There will be no significant difference beuveen the intrinsic attitude scores of 

students classified according to t>pe of musical experience. 

3. There will be no significant difference among the intrinsic attitude scores of 

students according to time. 

4. There will be no interaction between the intrinsic attitude scores of students 

classified according to tj-pe of musical experience and position on the PSIED. 

5. There will be no interaction between time and the intrinsic attitude scores of 

students classified according to t>'pe of musical experience and position on the 

PSIED. 

6. There will be no significant difference among the extrinsic attitude scores of 

students classified according to their position on the PSIED. 

7. There will be no significant difference between the extrinsic attitude scores of 

students classified according to type of musical experience. 

8. There will be no significant difference among the extrinsic attitude scores of 

students according to time. 
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9. There \vill be no interaction between the extrinsic attitude scores of students 

classified according to type of musical experience and position on the PSIED. 

10. There will be no interaction between time and the e.xtrinsic attitude scores of 

students classified according to type of musical experience and position on the 

PSIED. 

Analysis 

A two-way between-subjects ANOVA was used. The statistical design is shown in 

Figure 2 below: Type of Musical Experience 

Position Pos. 2 
on 

PSIED Pos. 3 

Attitude Scores .Attitude Scores Time 

.\ttitude Scores .\ttitude Scores 

Pos. 4 .Attitude Scores .Attitude Scores 

Pos. 5 Attitude Scores Attitude Scores 

Fig. 2 
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CHAPTER 4 

Results 

The current study was a analytical study in nature using pretest/posttest measures of 

non-randomized, intact, independent groups. The initial sample pool of 1,256 students 

served as the population from which a stratified random sample was drawn. 

Subjects were initially divided into two groups by type of musical experience. After 

this initial division by type of experience, stratification of subjects was further determined 

by the student's score on the Learning Environment Preferences (LEP). All subjects 

scored within levels 2,3, or 4 of the Perry Scheme. Upon examination, it was found that 

the group "Perry Level 4/Academic with Participation" had only 35 subjects who had 

completed both the pretest and the posttest, making it the smallest of the six possible cells. 

Based on this, a uniform cell size of 35 was achieved by randomly choosing 35 subjects 

from each of the remaining five groups. The final sample size for the study was 210 

subjects. 

For the purposes of this study, attitude was defined as the score each student achieved 

on an attitude questionnaire constructed by the researcher entitled Why Study Music? 

(WSM). The WSM contained 29 questions which represented either an intrinsic or 

extrinsic motivation for studying music. Each question used a 5-point Likert scale with the 

following choices and researcher-assigned score values: Definitely Not (1), Probably Not 

(2), Maybe/Maybe Not (3), Probably Yes (4), and Definitely Yes (5). An additional choice 

"Doesn't Apply" was also offered. The attitude score was calculated by adding together the 

scores from each of these questions; this yielded separate intrinsic and extrinsic scores. 

These scores were then subjected to an ANOVA where the main effects and interactions of 

Type of Musical Experience, Perry Level, and Time (pretest and posttest) were considered. 

An alpha level of .05 was used for all statistical tests. 
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The results and data analysis will be presented in the following manner Rrst, the 

pretest and posttest attitude scores and analysis connected with intrinsic motivation will be 

presented. Next, the pretest and posttest attitude scores and analysis connected with 

extrinsic motivation will be presented. A restatement of the hypotheses will follow with a 

list of findings for each. Hnally, all the findings will be summarized. 

Attitude Scores: Intrinsic Motivation 

Those questions of the WSM which reflected intrinsic motivation were numbers 1,3, 

4, 6, 7, 9, 11, 12, 14, 16, 18, 19, 20, 22, 24, 26, and 28 (see Appendix A). A separate 

attitude score was calculated for both the pretest and the posttest. 

After these scores were calculated, it was noticed that two subjects had unusually low 

posttest scores as compared with their pretest scores. These posttest scores were also 

unusually low when compared with the rest of the subjects in the study. Upon closer 

e.xamination, it was determined that a majority of posttest responses for these two subjects 

were "Doesn't Apply." However, responses on the pretest for the same questions were 

scored as applicable. Particularly questionable were the posttest responses which could not 

possibly have changed, e.g. the extrinsic question "I have a relative who is talented in 

music." These subjects were then replaced with two other randomly chosen subjects who 

were from the same type of musical experience and Perry level. 

Intrinsic motivation attitude scores were subjected to a two-way analysis of variance 

having two types of musical e.xperiences (Academic and Academic with Participation), 

three Perry levels (2,3,4), and two levels of time (pretest, posttest). The main effects of 

Type of Musical Experience and Perry Level were found to be statistically significant The 

interaction between Type of Musical Experience and Perry Level was not statistically 

significant, F (2, 204) = 1.95, 2 = -14. The main effect of Time was not statistically 

significant, F (1, 204) = 1.64, g = .20, nor was the interaction between Type of Musical 

Experience, Perry Level, and Time, F (2, 204) = .65, 2 = -52. 
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The main effect of Perry Level indicated that students at different levels of intellectual 

development have statistically significant differences in intrinsic attitudes toward studying 

music, M = 59.73, 61.26, 64. 21, F (2. 204) = 4.36, £ = .01. 

Table 1 

Means and Standard Deviations for Perrv Level 

Level M SD n 

2 59.73 10.68 70 

3 61.26 10.06 70 

4 64.21 8.47 70 

Table 2 

Main Effect of Perrv Level: Analysis of Variance Summary Table 

Source SS ^ MS F £ 

Between 1455.19 2 727.59 4.36 .01* 

Within 34075.46 204 167.04 

*2 < .05 

The nature of the main effect of Perry Level was determined using the Tukey HSD 

test Results showed that Perry Level 4, M = 64.21, differed significantly from Perry 

Level 2, M = 59.73. 
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Tables 

Results of Tukev HSD Test 

Level 2 Level 3 Level 4 

59.73 61.26 64.21 

The main effect of Type of Musical Experience indicated that students who attended 

courses with the element of participation have a more positive intrinsic attitude toward the 

study of music, M = 63.24, F (1, 204) = 5.68, £ = .02. 

Table 4 

Means and Standard Deviations for Type of Musical Experience 

Class M SD n 

Academic 60.23 10.49 105 

Academic with Participation 63.24 8.98 105 
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Tables 

Main Effect of Type of Musical Experience: Analysis of Variance Summary Table 

Source ^ ^ MS F £ 

Between 948.00 1 948.00 5.68 .02* 

Within 34075.46 204 167.04 

*2 < .05 

Attitude Scores: Extrinsic Motivation 

Those questions of the PV5M which reflected extrinsic motivation were numbers 2, 5, 

8, 10, 13, 15, 17, 21, 23, 25, 27, and 29 (see Appjendix A). A separate attitude score was 

calculated for both the pretest and the posttest. 

E.xtrinsic motivation attitude scores were subjected to a two-way analysis of variance 

having two types of musical experience (Academic and Academic with Participation), three 

Perry levels (2,3,4), and two levels of time (pretest, posttest). The main effect of Time 

was found to be statistically significant The main effects of Type of Musical Experience, 

F (1, 204) = .01, 2 = .90, and Perry Level, F (2, 204) = .56, £= .57, were not statistically 

significant The interaction between Type of Musical Experience and Perry Level was not 

statistically significant, F (2,204) = .62, £ = .54, nor was the interaction between Type of 

Musical Experience, Perry Level, and Time, F (2, 204) = 1.00, £ = .37. 

The main effect of Time indicated that student attitudes toward studying music became 

more positive between the pretest and posttest, M = 38.58, 39.48, F (1, 204) = 4.70, £ = 

.03, regardless of Type of Musical Experience or Perry Level 
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Table 6 

Extrinsic Means and Standard Deviations for Time 

Test M SD n 

Pretest 38.58 6.32 210 

Posttest 39.48 6,95 210 

Table? 

Main Effect of Time: Analysis of Variance Summary^ Table 

Source SS ^ MS F £ 

Between 85.05 1 85.05 4.70 .03* 

Within 3689.60 204 18.09 

*2 < -05 

Hypotheses 

The hypotheses for this study were: 

1. There will be no significant difference among the intrinsic attitude scores of 

students classified according to their position on the PSIED. 

Results indicate a statistically significant difference among intrinsic attitude scores 

of students classified according to their position on the PSIED, with Perry Level 4 

contributing the largest amount of variance. This null hypothesis is rejected. 

2. There will be no significant difference between the intrinsic attitude scores of 

students classified according to type of musical e.xperience. 
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Results indicate a statistically significant difference among intrinsic attitude scores 

of students classified according to type of musical experience, with academic 

classes with participation contributing the largest amount of variance. This null 

hypothesis is rejected. 

3. There will be no significant difference among the intrinsic attitude scores of 

students according to time. 

No significant difference was found among the intrinsic attitude scores of students 

according to time. This null hypothesis failed to be rejected. 

4. There will be no interaction between the intrinsic attitude scores of students 

classified according to t> pe of musical experience and position on the PSIED. 

No interaction was found between t\pe of musical experience and student position 

on the PSIED. This null hypothesis failed to be rejected. 

5. There will be no interaction between time and the intrinsic attitude scores of 

students classified according to type of musical experience and position on the 

PSIED. 

No interaction was found between time, type of musical experience and student 

position on the PSIED. This null hvpothesis failed to be rejected. 

6. There will be no significant difference among the extrinsic attitude scores of 

students classified according to their position on the PSIED. 

No significant difference was found among the extrinsic attitude scores of students 

classified according to their position on the PSIED. This null hypothesis failed to be 

rejected. 

7. There will be no significant difference between the e.xtrinsic attitude scores of 

students classified according to type of musical experience. 
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No significant difference was found among the extrinsic attitude scores of students 

classified according to type of musical experience. This null hypothesis failed to be 

rejected. 

8. There will be no significant difference among the extrinsic attitude scores of 

students according to time. 

Results indicate a statistically significant difference among extrinsic attitude scores 

of students according to time. This null hypothesis is rejected. 

9. There will be no interaction between the extrinsic attitude scores of students 

classified according to type of musical expterience and position on the PSIED. 

No interaction was found between type of musical experience and student position 

on the PSIED. This null hypothesis failed to be rejected. 

10. There will be no interaction between time and the extrinsic attitude scores of 

students classified according to type of musical experience and position on the 

PSIED. 

No interaction was found between time, type of musical experience and student 

position on the PSIED. This null hypothesis failed to be rejected. 

Summary 

An analysis of intrinsic motivation attitude scores indicated that the main effects of 

Type of Musical Experience and Perry Level were statistically significant. The main effect 

of Time was not statistically significant. Any interactions among these three effects were 

not statistically significant. The main effect of Type of Musical Experience indicated that 

students who attended courses with the element of participation have a more positive 

attitude toward the study of music regardless of Perry level. Mean scores indicated that 

student attitude was more positive in academic classes with participation than in academic 

classes without participation. The main effect of Perry Level indicated that students at 
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different levels of intellectual development have significantly different attitudes toward 

studying music, with Perry Level 4 differing significantly from Perry Level 2. 

An analysis of extrinsic motivation attitude scores indicated that the main effect of 

Time was statistically significant. The results suggest that external factors affecting student 

attitude toward studying music do change over time. The main effects of Type of Musical 

Experience and Perry Level were not statistically significant Any interactions among the 

three effects of Type of Musical Experience, Perry Level, and Time were not statistically 

significant. 
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CHAPTER 5 

Discussion of Results and Conclusions 

The discussion of results and conclusions will be presented in this chapter. First, the 

purpose of the research and the research questions will be restated. Next, the conclusions 

drawn from the results of the study will be presented. A discussion of the conclusions 

related to past research will follow. Finally, the implications for education and future 

research will close the chapter. 

Punxjse and Research Questions 

The purpose of this study was to determine if student attitude toward studying music 

is related to the student's position on the Perry Scheme of Intellectual and Ethical 

Development and/or the mode of music instruction experienced at the collegiate level. The 

following research questions were addressed. First, does student attitude toward studying 

music vary with the student's position on the Peny Scheme of Intellectual and Ethical 

Development (PSIED)? Second, does the type of musical experience the student is 

involved in relate to the student's attitude? Third, does student attitude interact with either 

the type of musical experience or the student's position on the PSIED? 

Conclusions 

The results of this study indicate that student attitude toward studying music is related 

to a student's position on the Perry Scheme of Intellectual and Ethical Development The 

results of this study also indicate that student attitude toward studying music is related to 

the mode of music instruction experienced at the collegiate level. No interaction with either 

the type of musical experience or the student's position on the PSIED was found. 

Student attitudes were divided into two motivations: intrinsic and extrinsic. Intrinsic 

attitudes varied depending on a student's intellectual development and the mode of 

instruction received. The more intellectually developed a student was, the more positive 

his/her intrinsic attitude was toward studying music. Moreover, students enrolled in 
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classes with participation had more positive intrinsic attitudes toward music study than did 

students enrolled in classes without the element of participation. Intrinsic motivation did 

not change over the course of the study. 

Extrinsic attitudes did not vary by either intellectual development or mode of 

instruction, but did become more positive over the course of the study. A possible 

explanation for this might be that students often develop friendships with other students in 

the same class. A greater appreciation for the recreational value of music may also develop, 

which the students may describe as being a break in their routine. 

Intellectual development, mode of music instruction, and time did not interact in any 

way to influence either intrinsic or extrinsic student attitudes toward studying music. 

Discussion 

An analysis of intrinsic attitude scores indicated that the student's position on the Peny 

Scheme of Intellectual and Ethical Development was related to student attitude. The results 

showed a progressive increase in positive attitude with students at Perry Level 4 having a 

more positive attitude toward music study than students at Peny Levels 2 and 3. 

Previous research by Weiss (1984) and Bennett (1991) found nothing significant in 

applying the Perry Scheme to music and music education, even suggesting that the Peny 

Scheme may be non-e.xistent in students studying music (Bennett, p. 136). The results of 

the present study did not support these previous research findings. 

There may be several reasons for these differences in findings. First is the question of 

instrumentation. The purpose of Weiss' study was to test a set of curricular interventions 

for undergraduate music appreciation classes based on the Perry scheme. Previous studies 

had found curricular interventions based on the Perry scheme to be effective (Knefelkamp, 

1974; Widick, 1975). Weiss used the Perry Assessment Protocol designed by Robert 

Allen (West Virginia University, Morgantown, West Virginia) to place students on the 

Perry scheme. This instrument, unlike the LEP, is not one of the more common 
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instruments used in the assessment of students in regard to the PSIED. It is therefore 

possible that any curricular intervention applied to the experimental group in the Weiss 

study was effective, but simply went undetected because of the Allen instrument. 

Another reason for the conflicting results could be the difference in research emphasis. The 

Weiss study focused on the cognitive domain, while the present study focused on the 

affective domain. Zajonc (1980) has stated that "affect and cognition are under the control 

of separate and partially independent systems that can influence each other in a variety of 

ways, and that both constitute independent sources of effects in information processing" 

(p. 151). This partial independence between the cognitive and affective domains may 

e.xplain why differences between the Weiss study and the present study were found. 

The study by Bennett (1991) poses this question, "Is there something about the 

cognitive development of smdents interested in music, perhaps increased levels of 

sensitivity or creativity, which eludes measurement on the Perry Scheme" (p. 137). 

Bennett used the LEP to assess Peny levels in students, so these results were probably not 

confounded by instrumentation. Almost all of the subjects in the Bennett study scored in 

the range of multiplicity (300s), i.e. Position 3. Results of the present study placed 

students in Positions 2,3, and 4 of the Perry Scheme (Multiplicity and Relativism), with 

the majority of the students (67%) placing at Position 3. It is possible that differences 

between the results of the Bennett study and the present study are due to differences in the 

size of the sample pool (N = 127 for the Bennett study, N = 1,256 for the present study), 

geographic location of schools participating in the study (midwest region with the majority 

of the schools located in one state versus schools located throughout the United States and 

Canada), and music majors versus general students. 

The present smdy indicates a significant difference between the intrinsic attitude scores 

of students classified according to type of musical e.xperience, i.e. whether the class was 

academic or academic with participation, regardless of Perry level. Classes with 
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participation showed a more positive student attitude. These findings parallel the findings 

of other studies (Broquist, 1961; Nolin, 1973; Pogonowski, 1985; Siemens, 1969; Vander 

Ark, Nolin, & Newman, 1980; Wig & Boyle, 1982). 

It is interesting to note how the intrinsic mean scores relate to intrinsic attitude overall. 

If we construct a continuum of intrinsic motivation attitude scores ranging from 17 (all 

intrinsic questions were answered "Definitely Not") to 105 (all intrinsic questions were 

answered "Definitely Yes"), we see that the mean scores for intrinsic motivation for both 

types of classes fell between ambivalence (Maybe/Maybe Not) and a positive tendency 

(Probably Yes). 

Definitely Not Maybe/\ aybe Not Definitely Yes 

1 A u 1 
17 34 51 68 105 

A  = Attitude Measure of Academic Music Classes 
U = Academic with Participation 

Fig. 3 

This seems to indicate that while general students who study music at the collegiate level 

may have a fairly positive attitude toward studying music, there may be some question in 

their minds as to exactly why they are studying music. 

Time did not change intrinsic attitudes whatsoever, regardless of Perry level or type of 

musical experience. These findings are consistent with the definition of attitude used in this 

study, a construct comprised of learned predisposition, consistency, and dichotomy. 

Moreover, nothing in the results indicated that these three factors (Peny Level, Type of 

Musical E.xperience, and Time) combined in any way to vary student attitude. 
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The extrinsic motivation attitude scores of students did not vary by either student 

position on the PSIED or by the type of musical experience. By its very definition extrinsic 

attitude is composed of externals, things which are generally outside student control. 

It is possible to view how the extrinsic mean scores relate to extrinsic attitude overall. 

By constructing a continuum of extrinsic motivation attitude scores ranging from 12 (all 

extrinsic questions were answered "Definitely Not") to 60 (all e.xtrinsic questions were 

answered "Definitely Yes"), we see that the mean scores for extrinsic motivation for both 

pretest and posttest fell between ambivalence (Maybe/Maybe Not) and a positive tendency 

(Probably Yes). 

12 24 36 48 60 

A =  Pretest Means 
U = Posttest Means 

Fig. 4 

This seems to indicate that general students who smdy music at the collegiate level are 

unsure as to what effect their participation in music will have, whether it be in regard to 

their present or their future. 

While Perry level and type of musical experience were not related to extrinsic attitude, 

the element of time was related. The two questions which had the greatest amount of 

positive attitude change over time were both related to a growing realization of music's 

recreational value ("I needed a break from my classes") and the impact of peers ("I have 

friends taking this class"). The effect that peers have on attitude is not particularly 
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surprising. However, students coming to realize how music can improve their quality of 

life is very encouraging. 

Results of the present study are supported by previous research by Hoffman (1980). 

The purpose of Hoffman's study was to investigate whether student's intellectual and 

ethical development was related to attitudes toward education, especially those attitudes 

which referred to curricular-instructional goals and methods. Hoffman's results indicated 

that student development was related to both the strength and the type of orientation to 

education. This corresponds to the findings of the present study that student attitude 

toward studying music is related to the mode of instruction e.xperienced. Hoffman also 

noted that changes in Perry position were not accompanied by changes in attitude toward 

education. This corresponds with the finding in the present study that intrinsic attitude 

toward studying music is not affected by time. 

Hoffman found no evidence to support a belief that attitudes toward education 

correspond to positions in the Perr>' Scheme (Hoffman, 1980, p. 142). The present study 

does provide evidence for this in that student attitude toward studying music progressively 

increased through Positions 2,3, and 4. Hoffman, like Weiss, emphasized the cognitive 

domain over the affective domain, which once again provides an explanation for the 

differences in findings between past and present studies. 

No interactions of any kind, either for intrinsic attitudes or extrinsic attitudes, were 

found among the three variables of Perry level, type of musical experience, and time. This 

was surprising as it was hypothesized that Perry level and type of musical experience might 

possibly interact to give some indication of how best to strucmre music classes for students 

at a particular intellectual level of development. 

Implications for Education and Future Research 

The present study suggests that student attitude toward studying music varies with a 

student's intellectual development As a student's view of the world becomes more 
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relativistic, his/her attitude toward studying music becomes more positive. If intellectual 

development continues according to the Perry scheme, the student will move into the area 

of commitment and with it the establishment of a personal identity. 

This study found the majority of students to be at Position 3, a level of development at 

which students no longer view uncertainty and complexity as confounding factors to reality 

but are the reality. Students at this level become more accepting of new ideas and new 

possibilities. Trust in authority remains unshaken. Bennett (1991) also found the majority-

of her subjects placed at Position 3. 

Educators need to capitalize on this opienness to new ideas and new possibilities. If 

the majority of students enrolled in music classes at the college level are intellectually at 

Position 3, which the results of this study and the Beimett study suggest, then music 

educators should take whatever steps may be necessary in order to reach these students in 

the most effective way possible. One way to accomplish this may be through the use of 

curriculum inten'entions. 

Curricular interventions based on the Perry Scheme have been used effectively in other 

disciplines. The efficacy of using these interventions in the area of music has yet to be 

shown. The results of the current study indicate that a more positive attitude toward 

studying music is present in those students who have progressed further along the Perry 

scheme. The farther students progress along the Perry scheme, the closer they are to 

making life commitments which will define their personal identity. Curriculum designed to 

meet students at their particular Perry level might help define for students the place of music 

study in their lives, and thus encourage them to make the study of music part of their 

personal identity. 

Academic classes with participation continue to be enjoyed by students more than 

classes without the element of participation. This finding has been confirmed in study after 

study. Music educators need to continue to find new ways of incorporating student 
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participation into their classes, so that positive attitudes toward the study of music may be 

maintained and encouraged. 

Intrinsic attitude remains essentially unchanged over the span of a semester, the typical 

length of most undergraduate music courses for the general student. This finding may be 

the most important of all. College instructors may be imable to influence student attitude in 

a positive way, nullifying any attempt to make positive attitude toward the study of music a 

goal of undergraduate general education. The best an instructor may be able to do is simply 

maintain a positive student attitude toward studying music while increasing their knowledge 

or skills. If this is the case, then a stronger emphasis on developing an enduring, more 

positive attitude toward music study must be placed at the beginning of the academic career 

rather than at the end. The emphasis for positive music attitude formation must come in the 

preschool and lower elementary- grades, before the normal decline in attitude occurs in the 

upper elementary grades and music takes on a more elective nature as students enter 

secondary education. If a stronger, more positive attitude toward music study were 

cultivated at the earlier stages of a student's life, a student might consider music study a 

necessary' activity* well into adult life. 
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APPENDIX A 

Why Study Music? Attitude Questionnaire 



WHY STUDY MUSIC? 
(WSM) 

LAST FOUR DIGITS OF SOCIAL SECURITY NO. tor Studenc 
ID): 

S E X  (check one): Male Female 

AGE: 

CLASSIFICATION (check one): Fresh. Soph. Jr. Sr. Grad 

TYPE OF CLASS: Academic Class 
Academic Class wuh Music Panicipation 

PLEASE REMEMBER TO ANSWER EACH QUESTION 
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WHY STUDY MUSIC? 
(TO BE READ BY THE INSTRUCTOR) 

This survey asks you to describe how you feel about studying music. Your 
opinions are important to us as we study teaching and learning concerns in college. We 
ask, therefore, that you take this task seriously and give your responses some thought. We 
appreciate your cooperation in sharing why you are choosing to study music. 

Please circle your answer on the rating scale under each question. Choose the 
answer which most closely describes how you feel about each statement. 

RATING SCALE: 

Definitely Probably Maybe/ Probably Definitely Doesn't 
Not Not Maybe Not Yes Yes A^pply 

Before you begin, we ask that you provide us with the background information requested 
on the front of your booklet This information will be used to examine group differences; 
the last four digits of your social security number may be used at some point in the future if 
a follow-up survey is required AT NO TIME WILL THIS INFORMATION BE USED 
TO REPORT YOUR INDIVIDUAL RESPONSES TO ANYONE BUT YOU; ALL 
SURVEYS WILL BE KEPT CONFIDENTIAL. Again, thank you ver\' much for sharing 
with us how you feel about studying music. 

Instructor: Please indicate for your students what type of class they are 
enrolled in, either an Academic Class (lecture only) or an Academic Class 
with Music Participation (lecture and making music). 
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Circle the response which best describes how you feel about each of the statements listed 
below. 

I am here to study music because: 

1. I want to leam more about the subject of music. 

Definitely 
Not 

Probably 
Not 

Maybe/ 
Maybe Not 

Probably 
Yes 

Definitely 
Yes 

Doesn't 
Apply 

2. This class happened to fit in my schedule. 

[3efiaitely 
Not 

Probably 
•Not 

Maybe/ 
Maybe Not 

Probably 
Yes 

Definitely 
Yes 

Doesn't 
Apply 

3. Music speaks to a side of me that no other subject does. 

Definitely 
Not 

Probablv 
Not 

Maybe/ 
Maybe Not 

Probablv 
Yes ' 

Definitely 
Yes 

Doesn't 
Apply 

4. I want to become a more well-rounded individual. 

Definitely 
Not 

Probably 
Not 

Maybe/ 
Maybe Not 

Probably 
Yes 

Definitely 
Yes 

Doesn't 
Apply 

5. Taking this class will make my parents happy. 

Definitely 
Not 

E^bably 
Not 

Maybe/ 
Maybe Not 

Probablv 
Yes ' 

Definitely 
Yes 

Doesn't 
Apply 

6. I listen to music all the time. 

Definitely 
•Not 

Probably 
Not 

Maybe/ 
Maybe Not 

Probably 
Yes 

Definitely 
Yes 

Doesn't 
Apply 

7. I have had a lot of fun with music prior to coming to college. 

Definitely 
Not 

Probably 
Not 

Maybe/ 
Maybe Not 

Probablv 
Yes " 

Definitely 
Yes 

Doesn't 
Apply 

8. This class is going to benefit my future career plans. 

Definitely 
Not 

Probably 
Not 

Maybe/ 
Maybe Not 

Probably 
Yes 

9. This class was recommended by a friend. 

ISefinitely 
Yes 

Doesn't 
Apply 

Definitely 
Not 

Probably 
Not 

Maybe/ 
Maybe Not 

Probably 
Yes 

Definitely 
Yes 

Doesn't 
Apply 

10. I needed a break from my other classes. 

Definitely 
Not 

Probably 
Not 

Maybe/ 
Maybe Not 

Probably 
Yes 

Definitely 
Yes 

Doesn't 
Apply 



I am here to study music because: 

11. I am interested in how music operates in cultures. 
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Definitely 
N'ot 

Probably 
>fot 

Maybe/ 
Maybe Not 

Probably 
Yes 

[}efinitely 
Yes 

Doesn't 
Apply 

12. This class will help me get a job after I graduate. 

Definitely 
Not 

Probably 
I>rot 

Maybe/ 
Maybe Not 

Probably 
Yes 

Definitely 
Yes 

Doesn't 
Apply 

13. I expect this class to be less demanding than others I could have chosen. 

Definitely 
Not 

Probably 
Not 

Maybe/ 
Maybe Not 

Probably 
Yes 

Definitely 
Yes 

Doesn't 
Apply 

14. Music helps me relieve stress. 

Definitely 
Not 

Probably 
Not 

Maybe/ 
Sfaybe Not 

Probably 
Yes 

Definitely 
Yes 

Doesn't 
Apply 

15. Studying music helps me understand the culture that created it. 

Definitely 
.Not 

Probably 
Not 

Maybe/ 
Maybe Not 

Probably 
Yes 

Definitely 
Yes 

Doesn't 
Apply 

16. Music is an enjoyable way to spend my time. 

Definitely 
.Not 

Probably 
Not 

Maybe/ 
Maybe Not 

Probablv 
Yes 

Definitely 
Yes 

IDoesn't 
Apply 

17. I have a relative who is talented in music. 

Definitely 
N'ot 

Probably 
Not 

Maybe/ 
Maybe Not 

Probably 
Yes 

Definitely 
Yes 

Doesn't 
Apply 

18. I want to know how music works. 

Definitely 
Not 

Probably 
Not 

Maybe/ 
Maybe Not 

19. Music is a hobby for me. 

Probably 
Yes 

Definitely 
Yes 

Doesn't 
Apply 

Definitely 
Not 

Probably 
Not 

Maybe/ 
Maybe Not 

Probably 
Yes 

Definitely 
Yes 

Doesn't 
Apply 

20. This class will give me an opportunity to be creative. 

Definitely 
Not 

Probably 
Not 

Maybe/ 
Maybe Not 

Probably 
Yes 

Definitely 
Yes 

Doesn't 
Apply 

21. I want to understand why music is such an important part of our culture. 

[definitely 
Not 

Probably 
Not 

Maybe/ 
Maybe Not 

Probably 
Yes 

Definitely 
Yes 

Doesn't 
Apply 



I am here to study music because: 

22. This class isn't like any other class I have. 
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Definitely 
Xot 

Probably 
Not 

Maybe/ 
Vlaybe Not 

Probably 
Yes 

Definitely 
Yes 

Doesn't 
Apply 

23. Of all the general education choices, this class sounded like it would be the most 
interesting. 

Definitely 
Not 

Probably 
Not 

Maybe/ 
Mavbe Not 

Probably 
Yes 

24. My family has always been very musically inclined. 

Definitely 
Yes 

Doesn't 
Apply 

Definitely 
N'ot 

Probably 
.Vet 

Maybe/ 
Maybe Not 

Probably 
Yes 

Definitely 
Yes 

Doesn't 
Apply 

25. I want to know more about those types of music I normally do not listen to. 

Definitely 
Not 

Probably 
Not 

Maybe/ 
Maybe Not 

Probably 
Yes 

Definitely 
Yes 

Doesn't 
Apply 

26. All the other classes I could have chosen were full. 

Definitely 
Not 

Probably 
Not 

Maybe/ 
Maybe Not 

Probably 
Yes 

Definitely 
Yes 

Doesn't 
Apply 

27. I have friends taking this class. 

Definitely 
Not 

Probably 
Not 

Maybe/ 
Maybe Not 

Probably 
Yes 

Definitely 
Yes 

Doesn't 
Apply 

28. When I want to escape, 1 turn to music. 

Definitely 
Not 

Probably 
Not 

Maybe/ 
Maybe Not 

Probably 
Yes 

29. I need this class as a general education elective. 

Definitely 
Yes 

Doesn't 
.•\pply 

Definitely 
Not 

Probably 
Not 

Maybe/ 
Maybe Not 

Probably 
Yes 

Definitely 
Yes 

Doesn't 
Apply 
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APPENDIX B 

Learning Environment Preferences 



LEARNING ENVIRONMENT 
PREFERENCES 

(LEP) 

LAST FOUR DIGITS OF SOCIAL SECURITY NO. (or Student 
ID): 

SEX (check one): Male Female 

AGE: 

CLASSIFICATION (check, one): Fresh. Soph. Jr. Sr. Crad. 

TYPE OF CLASS: Academic Class 
Academic Class with .VIusic Panicipation 

PLEASE REMEMBER TO ANSWER EACH QUESTION 

AND 

RATE YOUR TOP THREE ANSWERS FOR EACH SECTION 

® 1987, William S. Moore 
Center for the Study of Intellectual E)evelopment 
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LEARNING ENVIRONMENT PREFERENCES 
(TO BE READ BY THE INSTRUCTOR) 

This survey asks you to describe what you believe to be the most significant issues 
in your IDEAL, LEARNING ENVIRONMENT. Your opinions are important to us as 
we study teaching and learning concerns in college. We ask, therefore, that you take this 
task seriously and give your responses some thought. We appreciate your cooperation in 
sharing what you find most important in a learning environment. 

The survey consists of five sections, each representing a different aspect of learning 
environments. In each section, you are presented with a list of specific statements about 
that particular area. Try not to focus on the specific class or classes as you think about 
these items; focus on their significance in an ideal learning environment for you. 

We ask that you do two things for each area; 
*First, please rate each statement in the area in terms of its significance or 
importance to your learning using the scale below. 
* Once you've rated all of the items in a section, go back through the list and rank 
the three items most significant to you as you think about your ideal learning 
environment 

Please circle your answer on the rating scale next to each question, and be sure to indicate 
your ranking of the top 3(three) items in each section. It is ver>' important that you indicate 
your top 3 (three) choices for each question area by writing the ITEM NUMBER on the 
lines provided (1st choice, 2nd choice, 3rd choice). 

Before you begin, we ask that you provide us with the background information requested 
on the front of your booklet This information will be used to examine group differences; 
the last four digits of your social security number may be used at some pxsint in the future if 
a follow-up survey is required. AT NO TIME WILL THIS INFORMATION BE USED 
TO REPORT YOUR INDIVIDUAL RESPONSES TO ANYONE BUT YOU; ALL 
SURVEYS WILL BE KEPT CONFIDENTIAL. Again, thank you very much for sharing 
with us your ideas about learning. 

Instructor: Please indicate for your students what type of class they are 
enrolled in, either an Academic Class (lecture only) or an Academic Class 
with Music Participation (lecture and making music). 

RATING SCALE: 
I 

Not at all 
significant 

2 
Somewhat 
significant 

3 
Moderately 
significant 

4 
Very 

significant 

©1987, William S. Moore 
Center for the Study of Intellectual Development 
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SECTION ONE: COURSE CONTENTmEW OF LEARNING 

Rating Scale: 

1 2  3  4  
Not at all Somewhat Moderately Very 
significant signincant significant significant 

MY IDEAL LEARNING ENVIRONMENT WOULD: 

1. Emphasize basic facts and deflnitioas 1 2 3 4 
2. Focus more oa having the right answers than on discussing methods or 

how to solve problems I 2 3 4 
3. Insure that I get all the course knowledge from the professor 1 2 3 4 
4. Provide me with an opportimity to learn methods and solve problems I 2 3 4 
5. Allow me a chance to think and reason, applying facts to support my opinions I 2 3 4 
6. Emphasize learning simply for the sake of learning or gaining new expertise 1 2 3 4 
7. Let me decide for myself whether issues discussed in class are right or wrong, based on 

my own interpretations and ideas 1 2 3 4 
8. Stress the practical applications of the material I 2 3 4 
9. Focus on the socio-psycho, cultural and historical implications and 

ramifications of the subject matter I 2 3 4 
10. Ser\'e primarily as a catalyst for research and learning on my own, integrating the 

knowledge gained into my thinking 1 2 3 4 
11. Stress learning and thinking on my own, not being spoon-fed 

learning by the instructor. I 2 3 4 
12. Provide me with appropriate learning situations for thinking about 

and seeking personal truths I 2 3 4 
13. Emphasize a good positive relationship among the smdents and 

between the smdents and teacher. 1 2 3 4 

PLEASE RE\'IEW THE ABOVE UST AND .VLVRK YOLU THREE MOST SIGNIHCANT fTEMS (BY 
ITEM NLT^ER) ON THE LINES PROVIDED BELOW; 

1st Gioice 2nd Choice 3rd Choice 
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SECTION TWO: ROLE OF INSTRUCTOR 

IN MY IDEAL LEARNING ENVIRONMENT. THE TEACHER WOULD: 

1. Teach me all the facts and informatioa I am supposed to leam. 1 2 3 4 
2. Use up-to-date textbooks and materials and teach from them, not ignore them .... I 2 3 4 
3. Give clear directions and guidance for all course activities and assignments 1 2 3 4 
4. Have only a minimal role in the class, turning much of the control of course content and 

class discussions over to the students I 2 3 4 
5. Be notjust an instructor, but more an explainer, entertainer and friend. I 2 3 4 
6. Recognize that learning is mutual—individual class members contribute fully to the 

teaching and learning in the class 1 2 3 4 
7. Provide a model for conceptualizing living and learning rather 

than solving problems 1 2 3 4 
8. Utilize his/her e.\pertise to provide me with a critique of my work I 2 3 4 
9. Demonstrate a way to think about the subject matter and then help me e.xplore the issues and 

come to my own conclusions 1 2 3 4 
10. Offer extensive comments and reactions about 

my performance in class (papers, exams, etc.) I 2 3 4 
11. Challenge students to present their own ideas, argue with positions taken, and 

demand evidence for their beliefs I 2 3 4 
12. E*ut a lot of effort into the class, making it interesting and worthwhile I 2 3 4 
13. E^esent argimients on course issues based on his^ her e.xpertise to stimulate active 

debate among class members I 2 3 4 

PLE-ASE REVIEW THE ABOVE UST .AXD MARK YOLU THREE MOST SIGNIFICANT ITEMS (BY 
fTEM NLT^IBER) ON THE LIN'ES PROVIDED BELOW; 

1st Choice 2nd Choice 3rd Choice 
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SECTION THREE; ROLE OF STUDENT/PEERS 

IN MY IDEAL LEARNING ENVIRONMENT. AS A STUDENT I WOULD: 

1. Study and memorize the subject matter-the teacher is there to teach it. I 2 3 4 
2. Take good notes on what's presented in class and reproduce 

that information on the tests I 2 3 4 
3. Enjoy having my friends in the class, but other than that classmates don't add much to 

what I would get from a class I 2 3 4 
4. Hope to develop my ability to reason and judge based on 

standards defined by the subject 1 2 3 4 
5. Prefer to do independent research allowing me to produce 

my own ideas and arguments 1 2 3 4 
6. E.\pect to be challenged to work hard in the class 1 2 3 4 
7. Prefer that my classmates be concerned with increasing their awareness of themselves to 

others in relation to the world 1 2 3 4 
8. Anticipate that my classmates would contribute significantly to 

the course leaming through their own expertise in the content. 1 2 3 4 
9. Want opportunities to think on my own, making connections between the issues 

discussed in class and other areas I'm studying 1 2 3 4 
10. Take some leadership, along with my classmates, in deciding 

how the class will be run 1 2 3 4 
11. Participate actively with my peers in class discussions and ask as many questions as 

necessary to fully understand the topic 1 2 3 4 
12. Expect to take leaming seriously and be personally motivated to learn the subject. . . I 2 3 4 
13. Want to leam methods and procedures related to the subject—leam how to leam. . . . 1 2 3 4 

PLE.A.SE RE\'IEW THE ABOVE UST AND NLARK YOUR THREE MOST SIGMnCANT ITEMS (BY 
ITEM NL^MBER) ON THE LLNES PROVIDED BELOW: 

1st Choice 2ad Choice 3rd Choice 
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SECTION FOUR: CLASSROOM ATMOSPHERE/ACTIVITIES 

IN MY IDEAL LEARNING ENVIRONMENT, THE CLASSROOM ATMOSPHERE 
AND ACTIVITIES WOULD: 

I. Be organized and well-structured—there should be clear expectations set 
(like a structured syllabus that's followed) 1 2 3 4 

2. Consist of lectures (with a chance Co ask questions) because I can get all the facts I need 
to know more efficiently that way I 2 3 4 

3. Include specific, detailed instructions for all activities and assignments 1 2 3 4 
4. Focus on step-by-step procedures so that if you did the procedure correcdy each time. 

your answer would be cotrecL 1 2 3 4 
5. Provide opportunities for me to pull together connections among 
vaiious subject areas and then construct an adequate argument 1 2 3 4 
6. Be only loosely structured, with the smdents themselves taking most of the 

responsibility for what structure there is 1 2 3 4 
7. Include research papers, since they demand that I consult sources and then 

offer my own interpretation and thinking I 2 3 4 
8. Have enough variety in content areas and learning e.xperiences to keep me interested. . . I 2 3 4 
9. Be practiced and internalized but be balanced by group e.\perimenCation. 

intuition, comprehension, and imagination 1 2 3 4 
10. Consist of a seminar format, providing an e.xchange of ideas so that I can critique 

my own perspectives on the subject matter 1 2 3 4 
II. Emphasize discussions of personal answers based on relevant evidence rather than 

just right and wrong answers I 2 3 4 
12. Be an intellectual dialogue and debate among a small group of peers motivated 

to leam for the sake of learning 1 2 3 4 
13. Include lots of projects and assignments with practical, everyday applications 1 2 3 4 

PLEASE REVIEW THE ABOVE LIST AND \L\RK YOLU THREE MOST SIGNTFICANT ITEMS (BY 
ITEM NL^IBER) ON THE LINES PROVIDED BELOW: 

1st Choice 2iid Choice 3rd Choice 
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SECTION FIVE : EVALUATION PROCEDURES 

Rating Scale: 

1  2  3  4  
Not at all Somewhat Moderately Very 
significant significant significant signincant 

EVALUATION PROCEDURES IN MY IDEAL LEARNING ENVIRONMENT WOULD: 

1. Include straightforward, not "tricky" tests, covering only what 
has been taught and nothing else 1 2 3 4 

2. Be up to the teacher, since s/he knows the mateiial best 1 2 3 4 
3. Consist of objective-style tests because they have clear-cut right or wrong answers. . . I 2 3 4 
4. Be based on how much students have improved in the class and on 

how hard they have worked in class I 2 3 4 
5. Provide an opportunity for me to judge my own work along with the teacher and 

learn from the critique at the same time L 2 3 4 
6. Not include grades, since there aren't really any objecdve standards teachers can 

use to evaluate students' thinking 1 2 3 4 
7. Include grading by a prearranged point system (homework, participation, tests, etc.), 

since I think it seems the most fair. I 2 3 4 
8. Represent a synthesis of internal and external opportunities for judgment and 

learning enhancing the quality of the class 1 2 3 4 
9. Consist of thoughtful criticism of my work by someone with appropriate e.xpertise. ..1234 
10. Emphasize essay exams, papers, etc. rather than objective-style tests so that 

I can show how much I've learned 1 2 3 4 
11. Allow students to demonstrate that they can think on their own and 

make connections not made in class 1 2 3 4 
12. Include judgments of the quality of my oral and written work as 

a way to enhance my learning in the class I 2 3 4 
13. Emphasize independent thinking by each student, but include some focus 

on the quality of one's arguments and evidence 1 2 3 4 

PLEASE REVIEW THE ABOVE UST AND MARK YOUR THREE MOST SIGMIHC.ANT ITEMS (BY 
ITEM NUMBER) ON THE LINES PROVIDED BELOW: 

1st Choice 2nd Choice 3rd Choice 

©1987, William S. Moore 
Center for the Study of Intellectual Development 
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