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Abstract

Effects of Music Students” and Parents” Goal
Perception on Self-Regulated Learning and

Interest

Joo Yeon Lee

Department of Interdisciplinary Program
in Music Education

Graduate School

Seoul National University

In order to become as an artist, goal is an important psychological
driving force. Goals directly affect behavioural factors such as effort
and perform strategy of an individual for the attainment of one’s goal
(Locke & Latham, 2000). According to the preceding research, high
goal perception has close correlation with professional development
(Glaser, 1985). Target psychological traits recognised by high
professional acquirers are found to be autonomy, commitment,
achievement expectancy and intrinsic value of goal.

In order to become a successful artist, personal interest in specific



topic or activity will be important. This will motivate learning as
internal motive, and will play important role in leading efficient
learning. Additionally, important factors and practical implication in
becoming a successful artist are self-planning and active involvement,
which are needed for active tendency of self-regulated learning for
achievements in learning objectives.

For arts middle school students, they decide their paths early as
they find out about their talents and through the support of their
parents. In Eastern countries, intervention of the parents on
educational processes is considered as attention and love, which could
have positive effect on their education. Therefore, this research would
like to find out how differences in goal perception between the
student and the parents affect the interest of the student and
self-regulated learning.

To answer the research question, the survey was done on 100
students and parents at A School of the Arts, which resulted that the
interest and self-regulated learning of a student are affected by goal
perception of a student.

To summarise the result from this research:

It was identified that the interest of a student was closely impacted
via high intrinsic value of goal. On the other hand, the goal
attainability, goal commitment were not related to the interest of a
student. It was also confirmed that the high intrinsic value of goal
and goal commitment of a student was closely related to

self-regulated learning however not related to autonomy and
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attainability.

From investigation of goal perception of a student and parents
effects on the interest and self-regulated learning of a student, it was
interesting to note that the lack of consensus between students and
parents intrinsic value of goal were negatively influenced students’
self-regulated learning and interest. On the other hand, students and
parents goal commitment, goal autonomy and goal attainability did
not effect students self-regulated learning and interest. The results of
the present study revealed several important implications.

Firstly, as students did not perceive the goal autonomy and
attainability as highly important, this did not have important impact
on self-regulated learning and interest. It is expected that when the
students are allowed to set and seek their own goals, it will change
their perception.

Secondly, it is important for students and parents to have consensus
goal perception. Parents need to support and environment to be able
to help their children to motivate the internal synchronization of the
student and is implied as to have impact on competency, relativity,

self-control and educational achievement.

Keywords : goal, self-regulated learning, interest, parents, arts school,

music students
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CHAPTER I: INTRODUCTION

Purpose of Study

Over the past decade, researchers have taken various approaches to
studying how musicians acquire and refine their skills as performers
(McPherson & Zimmerman, 2002). Research has shown that experts
musician undertake vast amounts of practice over a period of more
than 10 years to perfect their skills to mastery level (Hayes, 1989;
Weisberg, 1999). It is known that international level violinists invest
more than 10,500 hours of deliberate practice on their instrument by
the age of 20. This 1s an average of almost 2 hours per day across a
15-year period. In contrast to around 8,000 hours for professional
players and 4,000 hours for music teachers to invest time on music
practice (Erricson, Krampe, & Tesch-Romer, 1993).

In South Korea, after an enactment on the promotion of specific
education for brilliant children, number of gifted education institutions
and students increased. Since then, parents’ interest on gifted and
talented education remarkably increased (Kim et al, 2012).

The most important advances in understanding children’s
psychological functioning and achievement have come from research
that focuses on the socialization processes that occur in the home,
with results showing a consistently positive effect of parental

influences on student achievement, attitudes, behavior and learning



(Asmus, 2006; Pomerantz, Grolnick, & Price, 2005). Also, parents are
generally more involved in their children’s lives when the children are
young than they are older (Dubas & Gerris, 2002; Stevenson &
Baker, 1987).

Recent evident suggests that goal functions as a major psychological
motive to continue growing one’s expertise in a professional field
(Shin et al, 2012). Goal characteristics such as goal autonomy, goal
commitment, goal attainability and intrinsic value of goal are
important aspects to continue growing in a professional field.

Students who pursue a career in music performance because they
enjoy music, believed that they had the ability to succeed, found
music performance useful, and viewed themselves as musicians at
heart (Parkes & Jones, 2011). It is important for students to maintain
and develop their interest in music. Interest is one of the primary
goals of education that is closely related to learning (Schiefele, 1991).
Typical self-regulated learners are aware of their own strengths and
weakness, possess extensive knowledge about the nature of different
tasks and what they need to do in order to complete them, and adopt
a range of strategies in response to their needs (Hallem, 1994; 1997).
From its perspective, professional musicians are able to set short—
and long- term goals for themselves. However, only few studies have
undertaken on self-regulated learning in music.

From the literature, students’ self-regulated learning and interest are
critical for students growing in a professional field. Thus, it would be

advantageous to explore which goal perception best help students’



self-regulated learning and interest.

Research Questions

Based on the extent research on student and parents goal perception
and students’ interest and self-regulated learning, the current study
generated research questions to examine the effects of student goal
perception on their self-regulated learning and interest. Furthermore,
how students and parents goal perception effects on students
self-regulated learning and interest. The specific research questions

are as followed:

Question 1: What are the effects of student goal perception on their

self-regulated learning and interest?

Question 2: What are the effects of students’ and parents goal

perception on students’ self-regulated learning and interest?



Definition of Terminology

The variables used in this study are goal, self-regulated learning and
interest. The terminology is based on previous research and theories

found in the literature.

Goal Perception

The term of goal perception indicates goal autonomy (Ryan & Deci,
2002), goal commitment (Locke et al, 1981), goal attainability
(Wigfield & Eccles, 1992; 2000) and intrinsic value of goal (Feather,
1988). Goal perception is a major psychological motive to continue

professional field.

Self-Regulated Learning

Self-regulated learning includes students’ metacognitive strategies for
planning, monitoring, and modifying their cognition (Brown,
Brandsford, Campione, & Ferrara, 1983, Corno, 1986; Zimmerman &
Pons, 1986; 1988). Students’ management and control of their effort
on classroom academic tasks such as persist at a difficult task or
block out distractors (i.e., noisy classmates) are another important
component (Corno, 1986). A aspect of self-regulated learning included
rehearsal, elaboration, and organizational strategies have been found
to foster active cognitive engagement in learning and result in higher

levels of achievement (Weinstein & Mayer, 1986).



Interest

Interest is one of the primary goals of education that is closely
related to learning (Schiefele, 1991). It is a content-specific concept
which is always related to specific topics, tasks, or activities. Also it
is a directive force that students’ choice of an area in which they
strive for high levels of performance or exhibit intrinsic motivation
(Schiefelefe, 1991).

Interest plays an important role as an explanatory factor in the

subjective theories of teachers and educators (Krapp, 1989).
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CHAPTER II: LITERATURE REVIEW

Goal Perception

A goal is what an individual is trying to accomplish. It is the object
or aim of an action and involve motivation toward desirable states. In
addition, goals constitute cognitive mental representation and
motivation towardr desirable states (Locket et al., 1981; Kruglanski,
1996; Kruglanski et al., 2002; Shah & Kruglanski, 2002). Cognitive
aspects of goals are related to goal structure and goal content.
Motivational aspects of goals are based on the assumption of limited
mental resources in which the greater resources is invested in pursuit
of a certain goal, the less resources are available in pursuit of other
goals (Kruglanski et al., 2002; Shah & Kruglanski, 2002).

Learning goals and performance goals are two general kinds of
goals have made a particular focus of study. Although researchers
have favoured different designations for learning goals, such as
task-goals (Anderman & Midgley 1997; Kaplan & Midgley 1997;
Midgley et al 1998; Nicholls 1984) or master goals (Ames 1992;
Roberts 1992). There is general agreement that irrespective of these
variations, learning goals refer to increasing one's competency,
understanding, and appreciation, for what is being learned. Also, there
1s general agreement in performance goals, whether referred to as
ego—goals (Nicholls, 1989; Thorkildsen & Nicholls, 1998) or

self-enhancing goals (Skaalvik, 1997), involve outperforming others as



a means to aggrandize one’s ability status.

The general hypothesis on achievement goal theory is in twofold.
Frist, that learning goals favor deep-level, strategic—processing of
information, which in turn leads to increased school achievement.
Second, that performance goals trigger superficial, rote-level
processing that exerts a stultifying influence on achievement
(Covington, 2000).

Goal functions as a major psychological motive to continue growing
one’s expertise in a professional field (Shin et al, 2012). To be an
expert in a professional field, it is important to look into which of
goal characteristics required. Findings from research, autonomy (Ryan
& Deci, 2002), commitment (Locke et al., 1981), attainability (Wigfield
& Eccles, 1992; 2000), and intrinsic value (Feather, 1988) are
psychological factors that closely related to be an expert in a
professional.

Autonomy refers to being the perceived origin or source of one’s
own behavior (deCharms, 1968; Deci & Ryan, 1985b; Ryan & Connell,
1989). Autonomy is different concept of independence. Independence
means not relying on external sources or influence.

According to Locket et al, (1981), goal commitment refers to the
determination to try for a goal. Commitment implies the extension of
effort, over time, toward the accomplishment of an original goal and
emphasizes an unwillingness to abandon or to lower the original goal
(Campion & Lord, 1982). It could be an assigned goal or a goal that

one set one’s own (Locke et al., 1981).



Eccles et al (1983) defined attainment value as the important of
doing well on a given task. Attainment value incorporates identify
issues. It is important when individuals view them as central to their
own sense of themselves, or allow them to express or confirm
important aspects of self (Wigfield & Cambria, 2010). This aspect of
value also can be tied to the integrated regulation construct in
self-determination theory, which refers to integrating one’s actions so
that they are coherent with the individual’s sense of self and goal
(Ryan & Deci, 2009).

The enjoyment one gains from doing the task is intrinsic value.
This component is similar in certain respects to notions of intrinsic
motivation and also to interest (Renninger, 2000; Ryan & Deci, 2000;
Schiefele, 2001). When students intrinsically value an activity they
often become deeply engaged in it and persist at it for a long time.
Positive feedback and master goal orientation affects positive
self-regulation and performance at both level of individual and

organization (DeShon, Kozlowki, Schmidt, Milner, & Wiechman, 2004).



Self-Regulated Learning in Musical Learning

Self-regulated learning, a field in which some of the most important
advances in the study of cognitive development have occurred, is a
useful paradigm from which to study how learners acquire the tools
necessary to take control of their own learning and thereby learn
effectively (Bandura, 1991). Self-regulation concerns goal striving
process by focusing on how people pursue goals, especially when
they encounter obstacles (Lee, 2009).

According to educational theorists, self-regulated students are able
to plan and manage their time more efficiently than unregulated
learners (Zimmerman, 1994; 1998a). According to Zimmerman,
self-regulated learning as an open-ended process that occurs in three
phrases; forethought, performance/volitional control, and self-reflection

(see figure 1).



PERFORMANCE/VOLITIONAL
CONTROL PHASE
Self-control
Self-instruction
Imagery
Attention focusing

Task strategies

Self-observation
Self-recording

Self-experimentation

FORETHOUGHT PHASE

Task analysis SELF-REFLECTION PHASE

Goal setting Self-judgement

Strategic planning Self-evaluation

Casual attribution
Self-motivation beliefs | |
Self-reaction
Self-satisfaction/affect
Adaptive/defensive

Self-efficacy

Outcome expectations

Intrinsic interest/value

Goal orientation

Figure 1. Self-Regulated Learning Cycle Phases. Adapted from B. ].
Zimmerman and M. Campillo, “Motivating Self-Regulated Problem
Solvers,” in J. E. Davidson & R. ]J. Sternberg (eds.), The Nature of

Problem Solving, 2001, New York: Cambridge University Press.
Forethought refers to the thought processes and personal beliefs that

precede efforts to engage in a task and that therefore influence

subsequent learning. Performance/volitional control involves processes

- 10 - A =T



that occur during learning that affect concentration and performance.
After learning has occurred, self-reflection influences the learner’s
reaction and subsequent response to the experience. As shown in
figure 1, these processes are cyclical, because the learner’s
self-reflection feeds back into forethought to influence future learning
efforts (Zimmerman, 2000). Therefore, self-regulation of cognition and
behavior is an important aspect of student learning and academic
performance in the classroom context (Corno & Mandinach, 1983;
Corno & Rohrkeper, 1985).

Learning to play a musical instrument may require more
self-regulation than most other domain, particularly in the early
stages of development where there are many difficulties to overcome,
and when children often experience confusion and failure. Zimmerman
(1986) mentioned like any academic, learning a musical instrument
requires a great deal of self-regulation, which is evident when
students become “metacognitively, motivationally and behaviorally
active participants in their own learning process’.

Hallam (1994, 1997) analyses show that more capable musicians are
aware of their own strengths and weakness, possess extensive
knowledge about the nature of different tasks and what they need to
do in order to complete them. The studies by Hallam (1997, 2000)
provide important data on the individual variation of school-aged
string players as they manage and control their own practice. Some
completed all task requirements and could quickly identify difficulties

as they practiced, concentrate their efforts on the difficult sections,
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and integrate these into their whole performance. Other students
completed task requirements but tended to work on large sections of
a work rather than focus on difficulties. The least self-regulating
students did not complete task requirements, tended to practice only
the first and not subsequent sections of the music, and wasted
considerable amounts of time during their practice. Another example
by Renwick and McPherson (2000), who used the computer interface
described earlier to compare a 12-year—old clarinetist practicing pieces
that had been assigned by her teacher with work on a piece that she
had asked to learn. In one practice session, the young player spent
on average 0.9 seconds practicing per note in the score for her
teacher—assigned repertoire. With the piece she wanted to learn, this
increased to 9.8 seconds per note: an 11 fold increase. This indicate
that allowing students’ choice of what to work on and of which
method to use can increase their intrinsic motivation and task
involvement (Pintrich & Schunk, 1996; Stipel, 1998). This example
also related to Barry and McArthur (1994) cite evidence that practice
1s more effective when it is goal-oriented and directly related to the
task being practiced.

The professional musicians are able to set short— and long- term
goals for themselves, and to mentally note what they want to
accomplish during each daily practice session or over the weeks or
months leading up to a professional performance. In addition, they
developed extensive metacognitive skills that enable them to make

accurate assessments of their own strengths and weaknesses. These

[ -11
- 12 - ""-_E'I'_..:



skills allow them to respond to different performance situations and
to draw on a range of strategies by which they can overcome a
variety of technical and expressive problems (Hallam, 1997, 2000,
McPherson, 1993). Young musicians also need to be able to pace and
manage the use of their time. For example, even young musicians
will increase the quantity and quality of the time they spend
practicing in the weeks leading up to a significant performance such
as a music recital or examination (Hallam, 2000; Sloboda & Davidson,
1996). These are exactly the types of characteristics that educational
researchers believe typical self-regulated learners (Zimmerman, 1998a).
However, only a handful of studies have been undertaken on

self-regulation in music.
Interest in Musical Learning

The concept of interest has a long tradition in psychology that came

to an end with the onset of behaviorism (Csikszentmihayi &
Schiefele, 1994). One of the early pioneers of modern psychologist
Herbart regarded the development of unspecialized, multifaceted
interest as one of the primary goals of education (Schiefele, 1991).
From Herbart’s point of view, interest is closely related to learning. It
allows for correct and complete recognition of an object, leads to
meaningful learning promotes long-term storage of knowledge, and
provides motivation for further learning.

Since then, Dewey (1913) stands out as a forerunner of modern

LS
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interest research. Dewey (1913) distinguished between
interest-oriented learning and learning that neglects a student’s
interests and is based on coercion. He also postulated three basic
characteristics of interest that is an active, “propulsive” state, based
on real objects and it has high personal meaning.

In addition, researchers focused on interest in two different
conceptions: individual and situational interest. Individual interest is
conceived of as a relatively enduring preference for certain topics,
subject areas, or activities (Hidi, 1990; Prenzel, 1988; Renninger, 1990;
Renninger & Wozniak, 1985, U. Schiefele, 1990), but situational
Interest 1S an emotional state brought about by situational stimili
(Anderson, Shirey, Wiloson & Fielding, 1987, Hidi, 1990; Hidi &
Baird, 1986; 1988; Kintsch, 1980; Schank, 1979).

Interest in school has been identified as a powerful motivational
construct related to the formation and regulation of goal-directed
behavior (Wentzle, 1998). Consequences of interest in many aspects of
learning: the quality of learning results, the use of learning strategies,
and the quality of the learning experience. Schiefele (1991) defined
interest as a relatively long-term orientation of a person toward an
object such as an area of knowledge or an activity.

From the viewpoint of a theory of interest, the foremost task would
seem to be the investigation of the effects of interest on the quality
of learning results (Schiefele, 1991). From studies of high and low
interest students with regard to different indicators of comprehension

intended to reflect varying degrees of depth of processing, highly
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interested readers would build propositional and situational text
representations to a greater extent than less interested readers. On
the other hand, students with low interest would acquire mainly a
verbatim comprehension of a text. In addition, it was found that topic
interest was significantly correlated with involvement, enjoyment,
concentration, and activation. (Schiefele, 1990; 1991; Schiefele &
Krapp, 1991).

The hypothesis that interest facilitates “deep level,” but not
“surface level,” (Entwistle, 1988) verified by a study to show interest
correlated most  strongly with use of elaboration and
information-seeking strategies. In addition, interest was highly
correlated with investment of time and effort. It also revealed a
moderate relation to critical thinking. However, interest did not affect
organization and time management. Also, a negative correlation was
obtained between interest and rehearsal. This suggest that due to the
fact that high-interest students relied to a larger extent on deep-level
strategies made it less necessary for a student a fall back on simply
memorizing material. Interest is a substantial motivator for the use of
learning strategies that facilitate deep processing.

A large-scale longitudinal project began in 1985 conducted at the
University of Chicago by Csikszentmihalyi, Rathunder and Whalen.
This study was designed to trace the development of talented
students’ relation between interest in different subject matters and
experience in the corresponding classrooms over a period of about 4

yvears. The results reveal that interest was significantly correlated

[ -11
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with potency, intrinsic motivation, self-esteem and perception of skill.
There were not significantly correlated between interest and
concentration and importance. Also, the findings suggest that subject
matter interest has a stronger and more consistent impact on the
quality of experience in class than do achievement motivation or
ability.

In music education, if teachers are to enhance their understanding of
students’ motivation and achievement in music, it would be valuable
for them to have an understanding of how learning environments and
goal orientations are related to their students’ interest (Marjoribanks

& Mboya, 2004).

Parents’ Goal Perception

Parents play a important role in children’s development and learning,
and parental involvement in children’s school work can predict
achievement (Park, 2010). Not only in school work, for the process of
musical learning, the role of family and home environment has been
the focus of the development of musical expertise (Asmus, 1985;
1986; Brand, 1986; Hallam, 2002). Parents are critical to a child’s
ongoing success in all areas of their education and this is particularly
true in music, a subject that involves particularly high demands
(McPherson & Zimmerman, 2002).

It is believed that parental involvement was most evident in the

early stage of development when a child’s ability to self-regulate
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learning was least evident. Parents can play a particularly important
role in children’s musical education by influencing the degree to
which  children  become  metacognitively, motivationally  and
behaviourally active participants in their own learning. Also, children
have a basic need to feel autonomous, which allow them to make
independent choices. Parents who support their children’s development
of autonomy are more likely to have children who are self-regulated,
display greater competence and achieve at a higher level, possess
fewer learning difficulties, and take more overall responsibility for
their own learning (Grolnick, Gurland, Jacob, & DeCourcey, 2002).
Zdzinski (1994, 1996) reported parental involvement was significantly
related to the students’ performance level, and their affective and
cognitive musical outcomes. Also, Fan and Chen (2001) performed a
meta—analysis examining the effects of parental involvement on the
general student population and concluded that parental involvement
positively influenced educational outcome. Jeynes (2007) found that
subtle aspects of parental involvement such as parental style and
expectations had great impact on student educational outcomes than
some of the more demonstrative aspects of parental involvement such
as having household rules and parental attendance and participation at
school functions. These effects were more evident at the elementary
level than for junior and senior high school.

In addition, effects of parenting style on self-regulation, emotional
self-regulation is positively related to a responsive parenting style; to

tolerate and support children’s emotional express and autonomy

L
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(Grolnick & Farkas, 2002).

Studies of child prodigies show that parental encouragement and
support were Iimportant as the prodigies developed the personal
discipline necessary to persist with the many hours of practice
needed to develop their skill to an elite level (Lehmann, 1997,
Sosniak, 1985, 1987). Most child prodigies had parents who
systematically supervised their practice and supported and encouraged
their children’s efforts when interest flagged or skills stalled
(Lehmann, 1997, Sosniak, 1985; 1987; 1990). Studies show that
high-achieving student musicians parents would either sit in on
lessons or actively seek regular feedback from their child’s teacher.
They also supported their child’'s practice by verbal reminders to
practice, encouragement, moral support and, in some cases, direct
supervision.

The research suggests that parents play an important role In
initiating as well as sustaining their children’s interest in playing an
instrument (Davidson et al, 1996; Conway, 2000; Moore, Buraland, and
Davidson, 2003).

However, only a handful of studies examined role of parents in
children’s musical development and more research need to conduct in

order to understand deeply on children’s musical development.
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CHAPTER II. METHODS

The current study was designed to investigate the effects of
students’ goal perception on their self-regulated learning and interest.
Specifically, examine the effects of consensus among students’ and
parents’ goal perception on students self-regulated learning and

interest.
Participants

All participants were music major students and their parents who
enrolled in 1% and 2" grade during November of 2014 at a middle
school of arts located in a A city. This school is relatively large and
well known for school of arts in South Korea. Ages of the student
participants was ranging from 14 years to 15 years at the time of
the survey.

Among the 125 students and parents, the total number of students
and parents who participated in the survey, students and parents
were excluded due to insincere responses and unwanted participate,
so the survey participants was 100. All participants signed an
IRB-approved informed consent. There was no monetary reward
offered to participants. Table 1 show the demographic information

about participants.
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Table 1

Participants’ gender and ages

l4years 15years Total
n % n % n %
Male 8 17.8 13 23.6 21 21
Female 37 82.2 42 76.4 79 79
Parents 45 100 55 100 100 100
Total 45 100 55 100 100 100
Materials

Goal Perceptions

A goal questionnaire for engineering experts developed by Shin at el
(2012) was slightly modified for the purpose of this study. The
questionnaire measures diverse goal characteristics such goal
autonomy, goal commitment, goal attainability and intrinsic value of
goal. The current study included all four subscales, 16 questionnaires
from goal questionnaire. Also, all questionnaires modified for parents
to participate this study. Participate were asked to rank how much
confidence they are on the 5-point Likert scales from (1) strongly
disagree to (5) strongly agree(see Appendix).

The responses to all scales showed acceptable degrees of internal

consistency as presented in Table 2.
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Table 2

Reliability of students’ and parents’ goal questionnaires

Variables Students(a) Parents(a)
Goal autonomy 878 917
Goal commitment .860 .855
Goal attainability .866 884
Intrinsic value of the goal .808 822

Following Table 3 show examples of each subscale for students’ and

parents. Also showing number of questions were asked on the table.

Table 3

Example of goal questionnaires.

Goal No. of
. Student Parent )
Perception questions
I decided that I My children decided
autonomy want to be an artist. they wat to be an 4
artist.
] My children put a
I put a lot of time . .
) ] o lot of time into
commitment into music in order . 4
. music in order to
to attain my goal. ) )
attain their goal.
I believe 1 can I believe my
attainability attain my goal in children can attain 4
music. goal in music.
o To be an artist is To be an artist is
intrinsic . .
important goal of important goal for 4
value . . y .
my life. my children’s life.
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Self-Regulated Learning

The Motivated Strategies for Learning Questionnaire (MSLQ) by
Pintrich and De Groot (1990) used to measure students’ self-regulated
learning for this study. MSLQ consists of 81 items based on a
general cognitive view of motivation and learning strategies. The
motivation section consists of 31 items that assess students’ goals
and value beliefs a course, their beliefs about their skill to succeed in
a course, and their anxiety about tests in a course. The learning
strategy section includes 31 items regarding students’ use of different
cognitive and metacognitive strategies. In addition, the learning
strategies section includes 19 items concerning student management
of different resources. The current study selected 22 items from both
of motivation and learning strategies. From motivation scales, intrinsic
goal orientation, extrinsic goal orientation, task value and self-efficacy
for learning and performance were selected. Effort regulation, help
seeking and metacognitive self-regulation from Ilearning strategies
scales were selected. MSLQ was slightly modified for the purpose of
this study.

Students self-reported their self-regulated learning strategies with a
5-point Likert scale rating from 1 indicating strongly disagree and 5
strongly agree for all. Cronbach’s a for self-regulated learning was
903. Table 4 show of self-regulated learning questionnaire used in

this study.
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Table 4

Self-regulated learning questionnaires.

No. | Item

1 I believe I will receive an excellent grade in this class.

5 Even when course materials are dull and uninteresting, I
manage to keep working until I finish.

3 Getting a good grade in this class is the most satisfying
thing for me right now.

4 It is important for me to learn the course material in this
class.

5 If T can, I want to get better grades in this class than most
of the other students.

6 In a class like this I prefer course material that arouses my
curiosity, even if it is difficult to learn.

7 I'm confident I can do an excellent job on the assignments
and performance in this course.

8 I expect to do well in this class.

9 The most satisfying thing for me in this course is trying to
understand the content as thoroughly as possible.

10 I think the course material in this class is useful for me to
learn.
When 1 have the opportunity in this class, I choose course

11 assignments that I can learn from even if they don't
guarantee a good grade.

19 I work hard to do well in this class even if I don't like
what we are doing.

13 I like subject matter of this course.

14 When reading for this course, I make up questions to help
focus my reading.

5 I often feel so lazy or bored when I study for this class
that I quit before I finish what I planned to do.

16 When I study for this course, I set goals for myself in
order to direct my activities in each study period.

17 Even if I have trouble learning the material in this class, I
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try to do the work on my own, without help from anyone.

18 When I become confused about something I'm reading for
this class, I go back and try to figure it out.

19 I ask the instructor to clarify concepts I don’t understand
well.

20 When studying for this course I try to determine which
concepts I don’t understand well.

o1 When I can’t understand the material in this course, I ask
another student in this class for help.

59 I want to do well in this class because it is important to
show my ability to others.

Interest

The Learning Interest Inventory (Kang et al, 2003) developed in two
parts, subject interest inventory and learning style interest inventory.
Subject interest inventory was composed of 152 items with 9
subscales - Korean language, mathematics, social studies, science,
technology & home economics, physical education, music, fine arts
interest. Learning style interest inventory was composed of 40 items
with 4 subscales - original, thoughtful, investigative, dynamic
interest. To measure students’ interest, 5 items selected for the
purpose of this study. All the self-report items were on b5-point
Likert scales with 1 indicating strongly disagree and 5 strongly agree
for all. Cronbach’s a for interest was .843. Table 5 show example of

interest questionnaire.
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Table 5

Interest questionnaires.

No. | Item

I like to perform music with appropriate characteristic.

I like to improvise.

I am having fun with making music on my own.

I am interested to listen music in musical form and mood.
I would like to listen variety of music.

Ol s W N~

Procedure

Permission from the Institutional Review Board (IRB) was obtained
for collecting data for this study (IRB No. 1409/002-020). The whole
procedure was held in A middle school of Arts and students’ home.
A brief instruction about this study held at the school and
questionnaire handed out for students. Students were told to take the
survey packets home to their parents. After a week, participants

completed the questionnaires and returned it to school.
Data Analysis

Students and parents responded to items on a 5-point Likert scales
with 1 indicating strongly disagree and 5 strongly agree for all. All
scales had been translated in Korean.

The SPSS 21.0 program used to descriptive statistics for each of the

variables were analyzed, including mean, standard deviation, minimum,
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maximum, Cronbach’s a, skewness, kurtosis and correlation.

To examine the relations of students’ and parents’ goal perception to
students’ self-regulated learning and interest, the current study used
multiple regression. The results are presented by each dependent

variables.
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CHAPTER IV: RESULTS

The results of the current study will be presented descriptive
statistics of students and parents goal perception and students
self-regulated learning and interest described first, followed by
correlations among variables. The relations of goal perception (e,
students and parents goal autonomy, goal commitment, goal
attainability and intrinsic value of goal) on students’ self-regulated

learning and interest are descried last.

Descriptive Statistics

Table 6 illustrates the descriptive statistics of main variables in
students’ and parents’ each goal perception; goal autonomy, goal
commitment, goal attainability, intrinsic value of goal. Mean scores of
most scales ranged between 3 and 4 on a 1-5 response scale.

The examination of the correlation analysis, as shown in Table 6
provided evidence of validity for these items. These results indicate
that all parts of variables were positively correlated at a significance
level of .01. All variables were highly correlated with others at range

from .211 to .751.
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Table 6

Descriptive Statistics

Min. Max.
Variables M SD
observed observed
Student
Goal Autonomy 44000 .68810 2.00 5.00
(n=100)
Commitment 3.8100 .76386 1.75 5.00
Attainability 41650 .69196 2.00 5.00
Intrinsic
43400 .63516 2.25 5.00
value
SRL 3.8736 .55428 2.59 4.86
Interest 43620 .65548 1.60 5.00
Parents
Goal Autonomy 43025 78520 2.00 5.00
(n=100)
Commitment 3.8950 73613 2.00 5.00
Attainability 43350 57650 2.50 5.00
Intrinsic
44700 46368 3.00 5.00
value

Note. Min=minimum, Max.=maximum. SRL=Self-regulated learning
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Students’ Goal Perception and

Self-Regulated Learning

In advance to examine the relations of students’ and parents’ goal
perception to students’ self-regulated learning and interest, this study
first conducted to multiple regressions examine relations between

students’ goal perception and their self-regulated learning.

Table &.
ANOVA (n=100)

Model Sum of Squares df Mean Square F Sig.
Regression 16.130 4 4.032 26.815 .000
Residual 14.286 95 150

Total 30.416 99

R*(adj. R?)=530(511),

The model table shows that the multiple correlation coefficient, using
all the predictors simultaneously, is .728 and the adjust R? is .511,
meaning that 51.1% of the variance in self-regulated learning can be
predicted from the combination of student goal autonomy, goal
commitment, goal attainability and intrinsic value of goal. According
to Cohen (1988), this is a large effect. The ANOVA table shows that
F=2682 and 1s statistically significant. This indicates that the
predictors  significantly combine together to predict students’

self-regulated learning.
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Table 9

Summary of multiple regression analysis for  predicting

Self-Regulated Learning

Unstandardized .

) Standardized )
Variable Coefficients Coefficient t Sig.
B SE oefficients
Autonomy .036 .096 .045 426 671
Commitment 317 078 437 4.084 .000
Attainability .050 .087 .062 571 570

Intrinsic value

232 100 .266 2.316 .023
of goal
(Constant) 1.289 287 4.485 .000

A  multiple regression was conducted to investigate the best
predictors of students’ self-regulated learning. The t value and the
Sig opposite each independent variable indicates whether that variable
is significantly contributing to the equation of predicting students’
self-regulated learning. Thus, students’ goal commitment and intrinsic
value of goal are the variables that are significantly adding to the
prediction. It is important to note that all the wvariables are being

considered together when these values are computed.
Students’ Goal Perception and Interest

A multiple regression analysis was conducted to predict relations of
students’ goal perception and interest. The combination of variables to
predict students’ interest from students’ goal autonomy, goal

attainability, goal commitment and intrinsic value of the goal was
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statistically significant, F(4, 95) = 15.72, p<.001. The adjust R?* value
was .373. This indicates that 34% of the variance in students’ interest

was explained by the model.

Table 10
ANOVA (n=100)

Mean .
Model Sum of Squares df F Sig.
Square
Regression 16.939 4 4235 15.717 .000
Residual 25.597 95 .269

Total 42.536 99
R*(adj. R?)=.398(.373)

Table 11

Summary of multiple regression analysis Summary for Interest

Unstandardized .

) Standardized )
Variable coefficient Coefficient t Sig.
B SE oefficients
Autonomy 120 115 126 1.047 298
Commitment -.052 104 -.061 -504 616
Attainability 213 117 225 1.826 071

Intrinsic value

412 134 .399 3.070 .003
of goal
(Constant) 1.356 .385 3.524 .001

R*(adj.R?)=.398(373), F=15.717 p=.000

Table 11 shows only intrinsic value of goal predicted students’

interest.



Students’ and Parents’ Goal Perception on

Students’ Self-Regulated Learning and Interest

To examine the effects of students’ and parents’ goal perception on
student’s self-regulated learning, multiple regression analysis was
employed. Students self-regulated learning was used for dependent
variable and students’ and parents’ goal perception as a independent
variables : (1) goal autonomy, (2) goal commitment, (3) goal

attainability, (4) intrinsic value of goal.

Table 12
Means, Standard Deviation, Intercorrelations for Self-Regulated

Learning and interest (N=100)

Variable M SD 1 2 3 4
SRL 3.87 55428 -.22 -.13 -.02 -31
Interest 4.36 .66 -.01 -.07 -.05 -.30
1 31 44 1
2 52 b5l 37 1
3 46 53 13" 18 1
4 41 .39 A7 17 22" 1

R*(adj. R?)=.093(.054)

Note. 1. Students’ and parents’ goal autonomy, 2: Students’ and parents’ goal
commitment, 3: Studnets’ and parents’ goal attainability. 4: Students’ and
parents’ intrinsic value of goal. N=100.

p<.05; Tp<.01.

As presented in Table 12, the means, standard deviations, and
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intercorrelations can be found. The combination of variables to predict
students’ self-regulated learning from students’ and parents’ goal
autonomy, goal commitment, goal attainability and intrinsic value of

goal was statistically significant, F'=3.581, p<.001.

Table 13
Summary of multiple regression analysis for predicting Students’ and

Parents’ goal perception in Self-Regulated Learning

Variable B SEB B
Autonomy .083 159 .056
Commitment -.056 137 -.043
Attainability .016 126 .013
Intrinsic value -.508 170 -.304"
Constant 4.566 114

Note. R*=.13; F=3.581, p<.001.
"p<.05; “p<.01.

The beta coefficients are presented in Table 13. Note that only

intrinsic value of goal significantly predict students’ self-regulated
learning when all four variables are included. There was no
significant correlation between students’ and parents’ goal autonomy,
commitment, attainability under the students’ self-regulated learning.
The adjusted R? value was .13. This indicates that 13% of the
variance 1in self-regulated learning was explained by the model.

According to Cohen (1988), this is a large effect.
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Table 14

Summary of multiple regression analysis for predicting Students’ and

Parents’ goal perception in Interest

Variable B SEB [§]
Autonomy -21 13 -1.63
Commitment 056 A1 =27
Attainability 11 10 .08
Intrinsic value 21 14 -.294"
Constant 4.09 .09

Note. R*=.093; F=2.42, p<.001.
"p<.05, “p<.01.

As seen in Table 14, the combination of variables to predict interest
from students’ and parents’ goal autonomy, goal commitment, goal
attainability and intrinsic value of goal was statistically significant,
F=2.42, p<.00l. The beta coefficients are presented in Table

Note that students’ and parents’ intrinsic value of goal is significantly
predict students’ interest when all four variables are included. Again,
there were no significant correlation between students’ and parents’
goal autonomy, commitment, attainability under the students’
self-regulated learning. The R?® value was .093. This indicates that

9.3% of the variance in interest was explained by the model.
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CHAPTER V: GENERAL DISCUSSION

This study aimed to investigate the effects goal perception on
self-regulated learning and interest. There were two main questions
in this study. First, what are the effects of student goal perception
on their self-regulated learning and interest? Second, what are the
effects of students’ and parents’ goal perception on students’
self-regulated learning and interest? The regression analysis on
exploring the effects of goal perception in self-regulated learning and
interest. The findings of the current study in regard to its research
purposes and limitations will be discussed along with suggestions for
the future research.

First, it was found that students’ goal commitment was shown a
positive correlation in self-regulated learning. These findings were
consistent with previous studies that showed self-motivational
processes are an implicit part of explanations concerning how a
young child’s initial enthusiasm for learning an instrument become
self-regulating (McPherson & Zimmerman, 2002). Students’ who were
highly involved, committed with tasks or practice showed a positive
relation with self-regulated learning.

In addition, students’ intrinsic value of goal was shown a positive
correlation in students’ self-regulated learning. Eccles and Wigfield
(2002) found that when individuals are intrinsically motivate, they
engage In an activity because they are enjoy the activity and motives

that lead individuals to performs more. Also, Deci & Ryan (1985)
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argued that humans are seek out challenging activities and find these
activities intrinsically motivating because they have a basic need for
competence.

However, not all components of students’ goal perception were
related to self-regulated learning. There was no significant relation
between students’ goal autonomy and self-regulated learning. From
control theories, they proposed three basic psychological needs:
competence, autonomy, and relatedness (Connell & Wellborn, 1991).
They proposed that when the needs are fulfilled, children will be fully
engaged in different activities. Also, music relies on a great deal of
autonomy, especially in situations where it is up to students to
choose when and where to practice, to avoid new, difficult, or
unlearned repertoire (O'Neil & McPherson, 2002).

Also, students’ goal attainability shown no significant on students’
self-regulated learning. Attainment value as the personal importance
of doing well on the task can linked engaging in a task.

Students’ intrinsic value of goal has been considered as the most
effective factor in student interest. Intrinsic value is the enjoyment
the individual gets from performing the activity or the subjective
interest the individuals has in the subject (Eccles & Wigfield, 2002).
These result were consistent with prior research that when individual
are intrinsically value of the subject or goal, they are willing to do
the task.

Results showed that students goal attainability, goal autonomy, goal

commitment were not related to students interest. Many researches
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have concluded that being interested in the task is a key components
in educational process because interest helps maintain concentration
and active engagement in the activity (Alexander & Jetton, 1996; Deci
& Ryan, 1986, Hidi, 1990; Schiefele, 1991; Schiefele, Krapp, &
Winteler, 1992; Schraw & Lehman, 2001).

It is interesting to note that the lack of consensus between students
and parents intrinsic value of goal were negatively influenced
students’ self-regulated learning. From previous research, many
children view practicing as a chore or as boring in the same way
that they view their school homework (McPherson & Davidson, 2002;
Pitts, Davidson, & McPherson, 2000). Also, students do not always
make a link between remembering to do certain activities and the
need to take personal responsibility to do the activities without being
reminded. Walton (1997) interviewed 98 children about their
homework practices and results show that less than one third of her
second-graders viewed homework as their own responsibility and
around 76% of the second-grade children reportedly were reminded
by their parents to do their homework. From these interview, Walton
found purpose and value of homework practice and their feeling
toward having to complete homework. McPherson and Davidson
(2002) report that the mothers’ reports they were reminding their
child to practice decrease remarkably because mothers had made an
assessment of their child’s ability to cope with practice, as well as
their own capacity to devote energy into regulating their child’s

practice through continual reminders and encouragement to practice.
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Some mothers continued to support practice schedules even though
the child’s interest had decreased markedly. From this point of view,
parents involvement and value of the task effects their children learn
to regulate their own practice and show wide differences in
performance ability and intrinsic motivation. Many studies of child
prodigies show that most had parents who systematically supervised
their practice (Lehmann, 1997, Sosniak, 1985, 1987). Therefore, it is
important for both students and parents to require consensus intrinsic
value of goal for students self-regulated learning.

In addition, lack of consensus between students and parents intrinsic
value of goal were negatively influenced students’ interest. Individual
interest distinguishable in value-related valences which refer to
importance to an object or activity (Eccles & Wigfield, 2002). Since
students and parents view the value of goal differently, in other
word, the more lack of consensus between students and parents,
negatively influenced to students interest. Hulleman et al. (2010)
proposed that helping students can promote their task engagement in
emotionally and behaviorally. It is important for both students and
parents to have consensus intrinsic value of the goal to encourage
student interest in music.

Although, students and parents goal autonomy, goal commitment
and goal attainability were not significant to students self-regulated
learning and interest. Students stayed focused on the task and
resisted temptation when they are under autonomy-supportive

conditions. Therefore it is important to providing autonomy to student
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for them to stay in positive way by enhancing intrinsic motivation,
psychological well-being and achievement (Black & Deci, 2000;
Grolnick & Ryan, 1987, Reeve et al., 2002).

From this study, one important implication is that students and
parents need a consensus goal perception to enhance students
self-regulated learning and interest.

Based on the findings of this study, recommendations for future
research and limitations outlined below.

First, since the participants in the current study was only from one
school but in order to generalizing the research questions, it should
be applied to other school. Also, educators should carefully note that
this study was only conducted in the context of middle-school level
Korean when applying the findings to other contexts.

In addition, the sample of this study was limited to middle-school
students and parents, the study needs to be extended to lower-school
students for generalization. Also, future research needs to explore on

mothers and fathers perception of goal.

', -
- 40 - -i —



REFERENCES

Ainley, M., Hidi, S., & Berndorff, D. (2002). Interest, learning, and the
psychological processes that mediate their relationship. Journal of
educational psychology, 94(3), 545-563.

Ames, C., & Archer, J. (1988). Achievement goals in the classroom:
Student’s learning strategies and motivation processes. Journal of
Educational Psychology, 80(3), 260-267.

Bandura, A. (1986). The explanatory and predictive scope of
self-efficacy theory. Journal of Social and Clinical Psychology,
4(3), 359-373.

Bandura, A. (1997). Self-efficacy: The exercise of control. New Yotk:
Freeman.

Black, A. E., & Deci, E. L. (2000). The effects of instructors’
autonomy support and students’ autonomous motication on
learning organic chemistry: A self determination theory
perspective. Science Education, 84(6), 740-756.

Cho, J. (2013). Analysis on the Relationship among Home
Environment, Emotional Intelligence and Music Interest which
Middler School Students Perceive. Journal of Music Education
Science, 16, 161-178. [Z2A 2 (2013). Tl A ztgt 7P A,
BMA S, Fehgve BA 24, S-S, 16, 161-178].

Chung, J. (2004). A Study on Self-Regulated Learning in the Piano
Practice - focusing on middle-school piano majors - . Korean

Journal of Music Education, 27, 197-225. [ 7 (2004). 3o}

¥ [
a4 -1



(Self-Regulated Learning) 43

MESE

o}

sl
N

A e

AE-T5

=

A3}
ol #a

27, 197-225].

(1986). The
learning. Contemporary

AzAs ddoz, sSANSAHT,

f
o
ke

control components of

metacognitive
educational psychology,

Corno, L.

self-regulated

11(4), 333-346.
Corno, L. (1994). Student volition and education: Outcomes, influences,

and practices. In Portions of this chapter were presented at the

annual meeting of the American Psychological Assn in Toronto,

Canada, Aug 1993.. Lawrence Erlbaum Associates, Inc.

Deci, E. L., & Ryan, R. M. (2010). The “What” and the “Why” of
and the self-determination of

goal pursuits: Human needs

behavior. Psychological Inquiry, 11, 227-268.
Deci, E., Schwartz, A. J., Sheinman, L., & Ryan, R. M. (1981). An

instrument to assess adults’ orientations toward control versus

autonomy with children: Reflection on intrinsic motivation and

perceived competence. Journal of Educational Psychology, 73(5),

642-650.
Dewey, J. (1913). Interest and effort in education. Houghton Mifflin.

Denissen, J. J., Zarrett, N. R., & Eccles, J. S. (2007). I like to do it,

I'm able, and I know I am: Longitudinal couplings between

domain specific achievement, self concept, and interest. Child

Development, 78(2), 430-447.
(2007). Different strokes for

Durik, A. M. & Harackiewicz, J. M.
different folks: How individual interest moderates the effects of

- 42 -



situational factors on task interest. _Journal of Educational
Psychology, 99(3), 597.

Dweck, C. S. (1986). Motivational processes affecting learning.
American psychologist, 41(10), 1040.

Eccles, J. S., & Wigfield, A. (2002). Motivational beliefs, values, and
goals. Annual review of psychology, 53(1), 109-132.

Ericsson, K. A., & Lehmann, A. C. (1996). Expert and exceptional
performance: Evidence on maximal adaptations on task
constraints. Annual Review of psychology, 47, 273-305.

Eshel, Y., & Kohavi, R. (2003). Perceived classroom control,
self-regulated learning strategies, and academic achievement.
Educational Psychology, 23(3), 249-260.

Fan, X., & Chen, M. (2001). Parental involvement and students’
academic achievement: A meta—analysis. Educational psychology
review, 13(1), 1-22.

Flavell, J. H. (1987). Speculations about the nature and development
of metoacognition. Hillsdale, NJ: LEA.

Gardner P. L. & Tamir, P. (1989). Interest in biology, Part 1: a
multidimensional construct. Journal of Research in Science
Teaching, 26(5), 409-423.

Glaser, R. (1985). Thoughts on expertise. University of Pittsburgh
Learning Research and Development Center. Technical Report
No. 8  Glaser, R., & Farr, M. ]J. (Ed.), The nature of expertise.
Hillsdale, NJ: Lawrence Erlbaum Associates.

Grolnick, W. S., Gurland, S. T., DeCourcey, W., & Jacob, K. (2002).

1 [
S 43 - #x‘§-|'1



Antecedents and consequences of mothers’ autonomy support:
An experimental investigation. Developmental Psychology, 38(1),
143.

Hidi, S. (1990). Interest and its contribution as a mental resource for
learning. Review of Educational research, 60(4), 549-571.

Hidi, S., & Anderson, V. (1992). Situational interest and its impact on
reading and expository writing. The role of interest in learning
and development, 215-238.

Hollenbeck, J. R., & Klein, H. J. (1987). Goal commitment and the
goal-setting process: Problems, prospects, and proposals for
future research. Journal of Applied Psychology, 72(2), 212.

Gordon, E. (1993). Learning sequences in music. Chicago: G. 1. A.
Pub.

Grolnick, W. S., & Ryan, R. M. (1989). Parent styles associated with
children’s self-regulation and competence in school. Journal of
educational psychology, 81(2), 143.

Klein, H. J., Wesson, M. J., Hollenbeck, J. R., & Alge, B. J. (1999).
Goal commitment and the goal-setting process: conceptual
clarification and empirical synthesis. Journal of Applied
Psychology, 84(6), 8835.

Krapp, A, Hidi, S., & Renninger (1992). Interest, Learning and
Development. Hillsdale, NJ: Lawrence Erlbaum Associates.

Lee, H. (2009). Effects of goal relations on self-regulated learning in
multiple goal setting - self-regulated performance, process, and

task enjoyment. (Unpublished doctor’s thesis). Seoul National

7 [, 11
44 - A = 1L



University, Seoul. Korea. [°]&@F (2009). Yts 5% F7 F3HoA
SR BAVE AriEAege] A fF - AVIEHE s, 4A
2 A FHE FAHSE. At et vhALSH =]

Lent, R. W., Brown, S. D., & Hackett, G. (2000). Contextual supports
and barriers to career choice: A social cognitive analysis. Journal
of counseling psychology, 47(1), 36.

Locke, E. A., Shaw, K. M., Saari, L. M., & Latham, G. P. (1981).
Goal-setting and task performance: 1969-1980. Psychological
Bulletin, 90, 125-152.

Locke, E. A., & Latham, G. P. (1990). A theory of goal setting &
task performance. Prentice-Hall, Inc.

Locke, E. A., Shaw, K. N., Saari, L. M., & Latham, G. P. (1981). Goal
setting and task performance: 1969 - 1980. Psychological bulletin,
90(1), 125.

Mcpherson, G. E., & Davidson, J. W. (2002). Musical practice: Mother
and child interactions during the first year of learning an
instrument. Music Education Research, 4(1), 141-156.

McPherson, G. E., & McCormick, J. (1999). Motivational and
Self-Regulated Learning Components of Musical Practice.
Bulletin of the Council for Research in Music Education, 141,
98-102.

McCormick, J., & McPherson, G. (2003). The role of self-efficacy in a
musical performance examination: An exploratory structural
equation analysis. Psychology of Music, 31(1), 37-51.

McPherson, G. E., & Zimmerman, B. ]J. (2002). Self-regulation of

¥ [ ]
- 45 - N =



musical learning. The new handbook of research on music
teaching and learning, 327-347.

McWhaw, K., & Abrami, P. C. (2001). Student goal orientation and
interest: Effects on students’ use of self-regulated learning
strategies. Contemporary Educational Psychology, 26(3), 311-329.

Miller, D. B. (1986). Managing Professionals in Research and
Development. Jossey—Bass Publishers, San Francisco.

Mowday, R. T. Steers, R. M. & Porter, L. W. (1979). The
measurement of organizational commitment. Journal of Vocational
Behavior, 14(2), 224-247.

Paris, S. G. & Newman, R. S. (1990). Developmental aspects of
self-regulated learning. Educational Psychologist, 25(1), 87-102.

Pintrich, P. R.,, & De Groot, E. V. (1990). Motivational and
self-regulated learning components of classroom academic
performance. Journal of educational psychology, 82(1), 33.

Park, J. (2009). The role of musical experience teacher expectancy,
parental support and environment in enhancing musical
self-efficacy. Journal of Music Education Science, 8, 154-167.
[BF21& (2009). 224 A7

i3 ¥
, FEAA B o] 9% 4 SAuF3S, 8, 153-1671.

™

o,
=
o
2
dlo
o
S
hl
a

ot 9, wAH|

Pitts, S. E., Davidson, J. W., & McPherson, G. E. (2000). Models of
success and failure in instrumental learning: Case studies of
young players in the first 20 months of learning. Bulletin of the
Council for Research in Music Education, 51-69.

O'Neil, S. A., & McPherson, G. E. (2002). Motivation. In R. Parncutt

- 46 - | = L !



& G. E. McPherson (Eds.), The science and psychological of
music performance. Creative strategies for teaching and learning
31-46. New York: Oxford University Press.

Renninger, K. A., Ewen, L. & Lasher, A. K. (2002). Individual
interest as context in expository text and mathematical word
problems. Learning and Instruction, 12(4), 467-490.

Ryan, R. M., & Deci, E. L. (2000). Self-determination theory and the
facilitation of intrinsic motivation, social development, and
well-being. American psychologist, 55(1), 68.

Ryff, C. D., & Singer, B. (1998). The contours of positive human
health. Psychological inquiry, 9(1), 1-28.

Schiefele, U. (1990). The influence of topic interest, prior knowledge,
and cognitive capabilities on text comprehension. In Learning
environments. Springer Berlin Heidelberg.

Schiefele, U. (1991). Interest, learning, and motivation. Educational
psychologist, 26(3-4), 299-323.

Schiefele, U., & Csikszentmihalyi, M. (1994). Interest and the quality
of experience in classrooms. European Journal of Psychology of
education, 9(3), 251-269.

Schiefele, U., Krapp, A., & Winteler, A. (1992). Interest as a predictor
of academic achievement: A meta—analysis of research. Postprint
published at the institutional repository of Potsdam University.
183-196.

Schunk, D. H. (1984). Sequential attributional feedback and children’s

achievement behaviors. Journal of Educational Psychology, 76(6),

¥ [
S 47 - #x‘§-|'1



1159.

Schunk, D. H., Pintrich, P. R.,, & Meece, J. L. (2008). Motivation in
education: Theory, research, and applications. (3rd ed.). Upper
Saddle River, NJ. Merrill-Prentice Hall.

Shaw, C. N, & Tomcala, M. (1976). A music attitude scale for use
with upper elementary school children. Journal of Research in
Music Education, 24(2), 73-80.

Shin, J., Park, S., Lee, Y., Shin, S., Rhee, S. (2012). Development of a
Gaol Questionnaire for Engineering Experts. The Korean Journal
of Educational Psycholosy, 26(2), 353-376. [A&3Z, "%, o]+
73, A, olAl| (2012) sStHETE SRl A A i B oBY

st WsACIAT, 26(2), 353-376].

(

Spera, C. (2005). A review of the relationship among parenting
practices, parenting styles, and adolescent school achievement.
Educational Psychology Review, 17(2), 125-146.

Spera, C. (2006). Adolescents’ perceptions of parental goals, practices,
and styles in relation to their motivation and achievement. The
Journal of Early Adolescence, 26(4), 456-490.

Vallerand, R. J., Fortier, M. S., & Guay, F. (1997). Self-determination
and persistence in a real-life setting: Toward a motivational
model of high school dropout. Journal of personality and Social
Psychology, 72(5), 1161.

Vansteenkiste, M., Simons, J., Lens, W., Sheldon, K. M., & Deci, E.
L. (2004). Motivating learning, performance, and persistence: the

synergistic effects of intrinsic goal contents and

. =71
- 48 - | == L



autonomy-supportive contexts. Journal of personality and social
psychology, 87(2), 246.

Vancouver, J. B. & Schmitt, N. W. (1991). An exploratory
examination of person organization fit: Organizational goal
congruence. Personnel psychology, 44(2), 333-352.

Vansteenkiste, M., Simons, J., Lens, W., Sheldon, K. M., & Deci, E.
L. (2004). Motivating learning, performance, and persistence: The
synergistic effects of intrinsic goal contents and autonomy
supportive context. Journal of Personality and Social Psychology,
87(2), 246.

Vroom, V. H. (1964). Work and motivation. NY: Wiley.

Zimmerman, B. J. (1983). Social learning theory: A contextualist
account of cognitive functioning. In Recent advances in
cognitive—developmental theory. Springer New York.

Zimmerman, M. A. (1990). Taking aim on empowerment research: On
the distinction between individual and psychological conceptions.
American Journal of community psychology, 18(1), 169-177.

Zimmerman, B. J., & Martinez-Pons, M. A. N. G. E. L. (1992).
Perceptions of efficacy and strategy use in the self-regulation of
learning. Student perceptions in the classroom, 185-207.

Zimmerman, B. ], & Pons, M. M. (1986). Development of a
structured interview for assessing student use of self-regulated
learning strategies. American educational research journal, 23(4),
614-628.

Wigfield, A., & Cambria, J. (2010). Students’ achievement values, goal

1 [ 1] =1
- 49 - A = 1L



orientations, and interest: Definitions, development, and relations
to achievement outcomes. Developmental Review, 30(1), 1-35.

Wigfield, A., & Eccles, J. (1992). The development of achievement
task values: A theoretical analysis. Developmental Review, 12,
265-310.

Wigfield, A., & Eccles, J. (2000). Expectancy-value theory of
achievement motivation. Comtemporary FEducation Psychology,
25, 68-81.

Wilcove, F. L., & Schwerin, M. J. (2002). 1999 Navy quality of life
survey results. (Tech. Note No. 02-03). Millington, TN: Navy
Personnel Research, Studies, and Technology.

Yi, M. Y., & Johnson, R. D., (1998). The multilevel and multifaceted
character of computer self-efficacy: Toward clarification of the
construct and an integrative framework for research. Information.

Systems Research. 9(2), 126-163.

- 50 - iy ‘_]l



AFFENDIXES

(82 832 FF oJud= R3] d7FARAA 2z )

Lo
=

2014 9¥710¢

Al

}_/\]_ o]

=]
s

A

AT ol zte]

N

\

XO

ZAb

alg
e

N
il

=
folo

slg
x

no
oo
slg
=
)
—_
o

1210

ahel )

EAH oA

24 @A 5] g,

H

208 &9 o7

k

o ™

o~
=

ABE 9

s

F7b A

S

Ql o5 gFYth 18y A

47

gl glol A

s

3ol

ATl

5 32 Fulel o

A5t

Fol 7} A7)z

2]

SEEA

A AAAF(]FA jyleedd7@gmail.com)ll Al

el <ALt 9

Z

SRE

7] vk o

ANgvsta A os

T
i

-] &} 31

[
I
—.

A -

- 51 -



ATFAAE dBA R FYA

AT HAY : HAT FREY ZEAY B4 Aol7t s AAEASE L FH
A %‘5} L de Fe FHow
A7 YR : olFA MEHSFT AENE FFHY ST A 77)

S} SR T ExQIA B9 Aoyt Ao Ar|xAsG 9 Frlo] HXE @
o) ATYPYLh Astes d&eFY L JeFA srroly] wEo] o A F
=S AF TAFYLL o] ATE FHIE Augn &% AEUE g5 o
A o]Fd (AFHMF: 010-XXXX-6533)0] HAstellAl o] Aol tha] s = AY
Utk o] dFE AdF oz o 9ALE YEAl Bl @3ted 3 2 Zloly, ASAAE Y
qAE AAEY] Aol B A7 o FAEEA a8 A7 UEo] Tl ™ dEeEA 9
gt o] FadUT thg WES AFS gojril & Fo oAE W FAA bieid, I
830H TMEelyd ATFEY o= BAAL. T oud "Eo] otd ©@ Aol A
A ddsE) & APy

A7
s

e r]r

0&

;10_9,

L o] d7E o) AAGUA?

o AT FAL ALTUYH R0 R AN 2ol Aok Y A7 2A%E D §
Fe FE

=7
Blo] ojw g WL
2. Arht e Abgro] FATUA

B Ao Folshs Age AFol i d&Foa 539 4 2 GRE FAY YY)
o

3 WY AT FASE @ AFo] APFUA

Aste AP HEAE A5 Bob sk Azl YT F UdgUth FRRG HEAe
WEe RE Ba e BEe oW AN AAL A=A SR BRoE 74H
of g&Uth F4E WEA WL Fge] BE omMF ANE AL YAt HEof
AN zBEET Folo] BAE BG4S ANG YU G FY BFE HEAS 44

@ 3 shamol AETYC

4. 47 FQ 71 g U

S (20 ) o] 223 AU

s . H kl r]




o, Asts AAEA

o Fodtes AL 1%

6. #agolU AYaaE

Bagol} 9g et

7. o @7 FelA FeiRelA o5

37} o] Ao

gt

=3 2% & 4 Adsdth
TFdolvk AT AYAelA FA

u]—?__,l

37t A

wEs] FAAML.

fFuN?

ealnleg

o) AHU7?

Qo ARAQ o5 fgyth Lelu Askrh AgsE AR
wel 2EAA el Aol7h & Foe AVIxAtE @ Fvlo] M)A

4
= de S 3
k!

Foll g ol & % sted =50 2 AUt

8. B4 o] Aol FASA @ Bol9ol AU

Ashe B Aol FAsA @e AR7E AUk EH ASE B ATl IS ol 7
stolAlE o g Bolo = giguch

9. AT de BE A AR WD BARUA

ANAR B Y AL Aerietine] o] Fd FAYUT AZE o ATE B A& wE )
9 el W uAe 9s AU tg AUk of AFelA Pojrl el Furt A

3] ol

a8t Fske] AARR= Al

N 2 W Aste] olFH o MY AERE AHSHA & AUt 1311% e Rol

~
38 F=

JsUTh =T

247‘511

U 89 A o, AR EeAe]

J98e ATl A AR U WD wAe PelshA 2m BATH o= W
QP A Ao WA AR Az A Azs7) 98 A7 AsE A4 4w F 9

SUT S £ BeAel AR

s &dte o= AT

10. o] @7l FrfstdE A7} A

HAEFUt B A7

o Frkshe

H48
J

o
st

m

23 Abgoll st Al & Jdew olE

F4 A9yt

F2UR

H glolA AT FelAelA omME FAH HAE QFUT

- 53 -

n’



11. @70 A& o= ofEA 3ok Fun?

B Aol tisl d&ol AW AT Rl EA7F A A o AT
2.

G el A detshilA

o] &: o]Fd A3 E: 010-XXXX-6533
T o wg s A7FAREA Aste] el g Aie] Ut ok Atidtw 49 &
Elé.«lﬂ%ﬂq] A Al L.
ALt n Ag-ael4del ¥ ¥3] (SNUIRB) A5 02-880-5153
; ]
- 54 - .-"{.—T = |.|.
—.

of) &3



5 9 A

L Ue o] A8AE elen 99 d7d3 oo st o=yt
2. U= A o5l #ete] EeH v AR v wd $He sy
3. U o] Aol Folstes Aol et ATz Fody
4. Y o] AFelA Foj vl Ui ARE IY WEFL Y ﬂﬂﬂ%%ﬂ Aol d&3te
HH el A 727 s=F5ka Aesket sodun
5. e 9% d7AY A9 e dEdel d7E IdsAY 23 A e st Afe BA
g, gtal g 9 Aeidtn AuEgAdeAdIrt du 2AE ste Afole wdE
FAEE U] 7id A% AEE ARHes dFste Ao 93U
6. U dAZtE o] A7 FE AT ¢ U2 olHT AAo] YolA Aud = =
A € Aok AL duth
7.4 A o] T AMEE WokThE AL EdtH AT eyt B WA ARE 2
@ AEUT
AR A A 7 @A (34D
oA w2 A7 491 A @A (d/4/D)
ATHGA A A 7 @A (d/d/d

HA g 4G Ao BAD A = @ (d/4/Y)

% [ARae 0 o] B@ WE) AL6E Aol 2Ae] W 184 M o}5E Hgow
St A7 A% WEA RR ek glofof gt

B3 HH A @ (d/4/d)

- 55 - ) ,-{-] -:I"i 1_“ "l':.l} _T].r_



etEskE Yt
B ZRE FHES MIE WHFMAM TEEYD

£ HRNLE NeFD FUES SEAN0) o LOHET| A ANHSIEL

2E BYOE FTO b 20| GUDE I PYYH STSI U USE T 81

RHAO| JRT QI S MZE HUS £ HusH TEE FAR HUD

o EEMA "‘*"‘11$ﬂ P2 FEI 245 SEUNY BEY §TE IYSL O 253 NEE
wsd 2y

E g o 4 | 9% a0 BOIE WSS YE 228 %4 CUUD

4EX: £ 4 Moz PuE0 Yom STG § HAL ATE ¢ 20 E BEUUD
AT,

UMY HEE TASs HE MY ¥E 2 HID LL AU 24T STONG OF BHO
QLT 4mET| As UL

1 Fa3 sy g b}

249 09 oy

1Y A3RE UEE NEHEE wREUS
08 HolXE YAFANS.

- 56 - o] ”::‘:F = Eﬂ 1y ATLA

1



02 FEE =8 Q40 Oety 71gs) 8 ALY
FO| I HoA|L, WY YOH} HjZeE] ZAS FAE FUCL TR HWSH Be D80
J SZstE 50, FS OofLCEtD B2stE 10 EASHAE EL0. BP0 UAL 1 L FO|
Oic 0] OtLO2 W40 Atelg M B LEY= 528 FRUSH EASHAAIZ.

i otdct EEOIT e a¥n

| 852

YEF RS g

L7 Ha Hoj

Wg BO0 U3 29 8

E& W7 #aM HE

0|0

W& EORMME LS| SEE U7 H07he S 3 ORI 42 H

o 1 2 3 4 5

4 OE7EM HO @ SEE 42 N9 93 2YEAC 1.2 3 4 5
5 L Og 20M 42 SEE TFSY 392 U0 1 2 3 4 5
g Ug Fore SEY DEE JHU U2 T O AL § 2E WUER TN
=
7 UE 2oMH HE SEE 01F7 He B2 MIE FREh 1. 2 3 4 5§
8 OEE0 UCSE Y&l e REE 057 Ho AL =2 A0 1 2 3 4 5
5 L= dg 2O00AM A £ 25T + 0T THEn L 2- 3y @& 5
10 Ue f@7lEH 0D 42 SEE AW + YL SUS AWI UL 1 2 3 4 5
11 o& EOo0jM 42 Lo F=7t gE HoR Yl L: 2- 3 4 B
12 o RO M2 Lo SE& 43EoR F4E HoG 1 2 3 4 5
13 Yg7teMe g S22 LA 260 1 2 3 4 5
i j;miorﬂiw HE SEE oF07ke T2 U8 444 Z8R# W
15 ogdt BHE U2 SEE H40l7 AslM cHols A0 EB0H 1 2 3 4 5
i Ogd BEE SEE =758E LS UoH Y8EE AEHOF QR B e
7HA 7 Sig
420 olojyyd.

ohg HolZ 2 9HFHML.

- 57 -

A]

9o 8



i

RHA

=]

10

11

12
13
14

15

16
17

18

19

20

21
22

g B2 Xp7|ZHES0| oo 7let) £2 HYULCH
o ZH YoA|D, XpMT} YOI} HASHK| EAS) ZAIH UL RHAD HZojo] B2 ICt
WzrolS 50, Mo OfLCIERT AMZW5iS 10| EAISIAIS EL|Ch HEO| YLt 3 Lpw ol
£ 7{0| OIS 2 Hro| XpAE 7HY B UEH|E Zo2 HOISIH EAIBHUAIL.
S  JOURSRUSE S RO 5
Ha O SE0IC} e 1YL
L selfy F2 4Ee P ZojEn JjgEo 1 2 3 4 5
s SgUg0| of@7iLt X EotHete 2N otz L 1 2 3 5
F2 4mg wE 0| XF Lo 7T BE2s2 Yojot 1 2 3 5
SEl8e HoE He Lo E20i 12 3 5
b CHE SHMSHEC B2 4Eg W goi 12 3 5
GEEEE Lo £7|Ag 3o SEX(SIT)0j2H Mo

L= =3 ToA = Fl2E[et 7|CiToh

LA 7 5282 22 SEUEE 7T 23 ofFes Aot 1 2 3

—
Fa
3%}

P I S I T I = I R N O I - B S
(%}

1 2 3 5
1 2 3 5
5
1 2 3 5

B &
1 2 3 4 5

SH0jM HEE SEUES LA RE0IHD LT
s B2 4TS 22 4 o Aoz MTEHE BEEs BovtE
% 2 ZHOEE HEm

L 9 5

Zos @ Us TES UF 258 S= 2 TSN 2RI 1 2 3 4 5
BHU W Ut ASOAL ASANM ASRS 28 O 0K 2RE
Holr}

L S9E AEEOR 57| 98 242 2EE 2O 1 2 3 4 s
s S98 8 [ oZEEE CHE Ao £80| Qo HZBEA BTG 1 2 3 4 5
s 3EE ¥ O ¥ OBIEA 931 8ESE ¥EO oW w¥eeE
SOPhY 1 U8E o#cian =au

LiS of#f5t7] oize HEo| YoW mAMIH M%) Y@ eESC 1 2 3 4 5
e ZHE O ¥ ojs7t Ix| 2E Aol BUAK goGET Gk 1 2 3 4 5
Sexss ¥ objE 2 88 [ L O oA 2ojEn 1 2 3 4 s
Lol 538 OB AZE0A 20iF7| o3 SH8 & o 4ok 1 2 3 4 s

- 58 -




Ctg 2aise 29 S0 Of S018 Jled 2 e
7ol A YoAlD, BA XM0| SAWSA Ll BOIE EAG A DUk XS Lals 2
HOICED 28t 50, Hal OfLICEtT M2ietel 10] EARBIAIS EUCH FE0l YL 33
LHE EO0| 9l 20| OHIS2 ol RS THE LI Fo2 WOISH EASRIAL.
.
S,  J Y R 5
Fiaf OfLICH 2E0|C AFE g0
1 292 E40 LA %7 FF57|§ S0ttt 1 2 3 4 5
2 U LEM= 253 7tetg BE0 SZEo=z WXohs 20| MO|UCH 1 2 3 4 5
3 U7 #ole 8%8 SoFeE UEof B §E0| 40k 1 2 3 4 5
4 3o UF mejer 2o7|8 LIBN 2% LATHE Ho| BO|SCL 12 3 4 5
5 ChE Aldier 25tdel 8%8 Tddl 2adch 1 2 3 4 5
2 S
- 59 - ’ .-"'{\-;| '.-;.'] l| {:-I-l' '|]|



OHIBHU LI,
srmAl b AES AIZE GoiEAN U

X tEFTD MHAE & SHE0 SEUN H‘1I Lor=7| sk HE % UL
E o Yol e Aol oflEZ % %ﬁ.‘{ﬂl A 285t 9= Wse 2 gn
Frilol FHR|3 RlE WA ETE HOT SR dEoA TEe FAIE U
GHESHM R8T 222 HeSn MNEE £ SRR SaU4 HHE O 8 s o
+F5 AEE g@EE AUUD

£ 282 @70 SN Qojs V= FEIT ¥E AAS % SIUD

e

22F= & 1 Haz F450 e, SEoe o d2ls A2 45 2 d=TULL
AL

03

HAHOl g TASH: A2 Y, OF T B3 22 AN 47 SHVA4G off B3|
F 2

UEF EHEY| gzt AL ®EH0] EE 7| YsFAIE Lo

o

1 53

dgt
14
(i

g I}

pa
0%
nE

O9 og

I3 N3LE YEE ATHER AL,
O HOKZ YATANS.

%
- 60 - i x{x‘] 2T




-
o

ojo

=

10
11
12
13

14

15

16

|2

0=
i) JH MY Ao
© i

rir

ogt

=2 240 Ojsto] 7[&d &2 AL

AR, Rpp doph ulokX] BAS) FAIH FUCH ApADE Hjwotod of ST
500, % OfL|Ciatit AzistE 10§ EA[SHA|E ZLICL FEO| QAL F4 L2 HOl
tHE2 a0 Rpilg 71 F UElis 22 HIoH 2ABHYAIR.

mjn
e rlc

=
|

[=]

[ S Y — R — 5
B OHIC: 2Eo[: B2 I3
o7tz Aol do| SEE Tzt W Hojck 1 2 3 4 5
oz Eofo] T3 Ao SEE AT HsH HE Zolok 12 3 4 5
oz Hofodol T SEE E7 LOPHE EA BoZT MR HoD 1 2 3 4 5
0j7t= Mo] &0l 03t BB Ahdo] olxlof olsf FWEIYCH 1 2 3 4 5

HEE g ZOHM ME SEE TFOHY ETor {loth 1 2 3 4 5

£=%
HE= ol 2o0r SEL HEE L 2 % O Ae E 28
== EFEL0

HEE tg ZofM HE SEE 0|F7] 28 B2 Altg SRS 1 2 3 4 5

SEE
tzigol UHEE ol THEE =2E R s MUz AHAS
L5t QICE

HEE g 2opiM M2 SEE 2HE + UL RS 1 2 3 4 5

=1
AHEE Of&7tEA 01D 42 SES Y S US SHE NI UG 1 2 3 4 5

Ul ZOfM ME AHol Sr7t 29E o= Eerh 1 2 3 4 5
t& ZOMIM HE AH2 SR: 93522 EdE Jolth 12 3 4 5
HE7t2Me &2 SEc AUE0A 25 12 3 4 5
g EoiM M2 S=E 0F07s 12 Auel oM FaT L2 3 4 s
2E0|5

OlEm HHE THAo| =28 €907 fshH RHoks A0 Ltk 12 3 4 5

g &#HE SEE Fyoc TF2 MUYH 2SEE HHOF7
WEol 7HH7H UCk




2 A edse

SECRIL WATCLAL |IMMVERSTY



o

g

e

$elihetel

A s AkQl G A

—~

;O\_
B

<n
(e

o] 57

A

Q—A
FobA o vk (HAA £, 2012).

T

mJ

AL
;OO

ojuf M= A=} FAobs e 2ol s

Aol

ol 7}

o

ol

ol 47

=
o

A7 AU o) thEA

3

| e

-l

T 7] o

g Aol H7kel & LA

Sk A
s}

7F7F QA

E

D

o

oj

3%

ki3

g oollel dAA e AARgdE F8

HH
R

)
Njo
~H

e

B
_&ﬁ

|

o
-

swel A

s

o (A 9], 2012). B3

3} A7t 37

gol Ay 9

Sk A
S}

e

4= AARE A

el

ol

o]

gk

jo

AF27k 57] 9

of el shale] A%

Al
al

o
Nro
ol
S
Njo

ofp
,_._mo

Tor

Tor

ol
N

Hr
o)

B4

)

-1

1_l|

___:rkﬁ-! k k‘l.'!l 3

- 63 -



el A7)

1

kel
of

o

=0

gl

J AT

S A
S}

At

°

o7tz AA

).

N

X
alg
el
I
—_
file)

p—

o)
o

& .

fo] AEs 9 (2012) © FIAES} =

S

—_—

0
22!

b1 9

S

o) =
AdAE =4

22!

I
=

& ]

- TH

3l
5)

5

SE RIS

for Learning
A

tgom Al

hyA
ar

°

q,

[€)

pu—

sl A&

[e}
Pintrich®} De Groot (1990)<]

4, we

P
T
T

- 64 -

S|

ol

o

&

A
(MSLQ: Motivated Strategies

b o,

b1 9

o

=i
-
Q

¢}

°

b AbgE m=

94
%
A =T
A

°

.?.

=
=

=

=

A

=
=

=
-

<

o

oh7] 9

=
7=

Fo <3+

=

A4
el

o)

A7 A3

1

kel
o

]

WAA 7hA grol

Questionnarie)
71 4

20
H =
3.



Tor

(5
£y

—_—

0
o

o

2]
mr

o
‘ZE
b

il
=
T

fe]

Aol YA A 77} =olop Frie=

1
s}

- &
Ju

B
fite)

oK

—
fite)

A
M
W
,_My|
!
!
o)
ok
o)

Jo

N

el

22!

R

o)
o

B

I
X

el

Y
;OO

o= by,

!

)

"K

o)
HJ

1l

ofy

o

%

B

7} A] 31

=,

_EO

EREN
A}7]

1|

0
o

p—

0
X

rgel

il

B

gsterol Fa

A=

7P7F =7 91§

o

~
fite)

o
o
oy
ol

o
"
Ho

3}
<1

ol:=

o,

s Folo} @
L AN zA, Bkl

=
=

H oSS A

N

Aol WAA F7]8

- 65 -



2 A edse

SECRIL WATCLAL |IMMVERSTY



Bl

N

o
Tor

=

Tor

o

o

)
==
Hr

T
o

o
w

—

<R
o

913kl

3} 7]

dertz 4%

o]

Ae AT

t} (Locke & Latham, 2000).

2

de )

ol

ol
ilin
o

o o]0
=2 AT

(Glaser, 1985).

A, NAH A= shebE gl

AFE

1l A

J

b 7]lol 7}

3
pul

5ol

=5 FA

-
R

d=7t7F =71 $

0

ol
o
in

)

=
jod

K

B

"
Mo

0

T
Jo

Am
Tor

sto] Hol:= 7

’(H

Az
=

A AE7HF =7

ol

ﬂ‘_ﬂ

<H
o

o

uze)
o
®

—

O

I

—

0

¢+

=

Tor

o M B ATelA

ki3

& ]

-TH

5

o4y

A <

- 67 -



aig

B/

ol
Y

wl e} 7} 7]

<

sael &

b o

°

Al

el

mj el

<3
o

AU oA

=

=

l

P2

e AA 7

=

Y

54 o]

TAHe=

B

B

el
LOO

‘._A.uﬂo

!

2
Hr

= e,

Tor
‘_lq_./l

Tor

WA A 7EA] ol A

=3

=1

Aol A7

1

o

wr
-

g

g3 AT

o

T

=

g":

kA
o

4&]]’

A

O 2 B

o

Tor

3

i
i

=3
o

o
20
ol

o
"
Ho

of uh

ok Al ATE

ks
puA

Folof

}jl

- L}

5

2] <

- 68 -

O
: 2012-24027

Aol WA s718k=

3l
Ll

1

kel
of

-

13
of
6_}-



	CHAPTER Ⅰ: INTRODUCTION  
	Purpose of Study   
	Research Questions  
	Definition of Terminology   

	CHAPTER Ⅱ: LITERATURE REVIEW  
	Goal Perception  
	Self-Regulated Learning in Musical Learning  
	Interest in Musical Learning 
	Parents Goal Perception 

	CHAPTER Ⅲ: METHODS 
	Participants  
	Materials  
	Procedure  
	Data Analysis  

	CHAPTER Ⅳ: RESULTS 
	Descriptive Statistics  
	Students’ Gaol Perception and
	Learning  
	Students’ Goal Perception and Interest 
	Students’ and Parents’ Goal Perception
	Students’ Self-Regulated Learning and Interest 

	CHAPTER Ⅴ: GENERAL DISCUSSION 
	REFERENCES 
	AFFENDIXES 
	국문요약 
	국문초록 


<startpage>14
CHAPTER Ⅰ: INTRODUCTION   1
 Purpose of Study    1
 Research Questions   3
 Definition of Terminology    4
CHAPTER Ⅱ: LITERATURE REVIEW   6
 Goal Perception   6
 Self-Regulated Learning in Musical Learning   9
 Interest in Musical Learning  13
 Parents Goal Perception  16
CHAPTER Ⅲ: METHODS  19
 Participants   19
 Materials   20
 Procedure   25
 Data Analysis   25
CHAPTER Ⅳ: RESULTS  27
 Descriptive Statistics   27
 Students’ Gaol Perception and Self-Regulated
 Learning   30
 Students’ Goal Perception and Interest  31
 Students’ and Parents’ Goal Perception on
 Students’ Self-Regulated Learning and Interest  33
CHAPTER Ⅴ: GENERAL DISCUSSION  36
REFERENCES  41
AFFENDIXES  51
국문요약  63
국문초록  67
</body>

