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Abstract 

For decades, global policies have advocated for child-centred approaches intended to 

support children’s well-being and motivation in educational settings and to provide them with 

flexible learning pathways for lifelong learning. Following these guidelines, national education 

policies in many countries––including Estonia––have been reformed, replacing teacher- and 

subject-centred approaches with advocacy for methods supporting students’ holistic 

development. Yet, responsibility for implementing those innovative approaches in Estonia’s 

decentralised music school system remains the task of music schools’ leaders and teachers at 

the local level. This study contributes to the growing body of research concerning post-Soviet 

music education with a focus on reforms on both the national and local levels, by investigating 

how violin students’ basic psychological needs, and thereby their well-being and lifelong 

learning, are supported in Estonian music schools. Grounded in self-determination theory, the 

findings of a reflexive thematic analysis of 126 violin curricula from 76 music schools point to 

a lack of guidelines concerning basic psychological need support, while schools rely on 

students’ controlled motivation, which can contribute to the large number of dropouts and 

thwart students’ general life satisfaction. In order for the global and national policies to effect 

music schools’ curricula, music educators’ work tasks and schedules should be redesigned to 

facilitate the understanding and implementation of policy changes. 

Keywords: curriculum, Estonia, music schools, self-determination theory, post-Soviet 

music education  

 



  

Introduction 

Since the United Nations Convention on the Rights of the Child was introduced in 1989, 

global policies’ focus on accessible and inclusive high-quality education has called for 

updating classroom practices around the globe (European Commission, 2021; UN General 

Assembly, 1989). This has been accompanied by increasingly valuing flexible learning 

opportunities and the concept of lifelong development of the learner (Organisation for 

Economic Co-operation and Development, 2024). Following these developments, and the 

latest research in education, Estonian educational policies have also been reformed with the 

aim of contributing to students’ motivation and well-being in all fields of education (e.g., 

Estonian Ministry of Education and Research, 2021). Indeed, adopting a student-centred 

approach reflects Estonia’s shift towards a new concept of learning, referred to as the changed 

approach to learning (Haridus- ja Teadusministeerium, 2014). The latter is based on a 

constructivist view of education (in music, see Pozo et al., 2022), collaborative learning, and 

autonomy, with the aim of providing high-level knowledge and practical skills, developing 

learning and self-regulation abilities, strengthening collaboration and ‘social intelligence’, and 

supporting physical, mental, and emotional well-being (Haridus- ja Teadusministeerium, n.d.-

b, para. 5–13, author’s translation).  

However, policy reform processes have proven to be difficult to interpret and 

implement on the school level, as Estonian general teachers tend to view the curriculum as 

externally imposed and with limited practical relevance (e.g., Erss, 2024; Mikser et al., 2023). 

Similar tendencies have also been noted in Lithuania, where music schools’ strong connection 

to the traditional curriculum––which dates back to the 1940s––does not align with the current 

student-centred paradigms in the country’s education system (Gabnytė, 2020). Yet, studies in 

music education suggest that meaningful policy processes would benefit from teachers’ policy 

agency (Kallio et al., 2026), as teachers’ feelings of curriculum ownership can be fostered 

through collaboration in co-defining students’ needs and goals and co-developing learning 

content, which together contribute to ‘sustainable curriculum innovation, professional 

development, and institutional learning’ (Rumiantsev et al., 2026, p. 13). Against this 

backdrop, this study analyses how national policy reforms have shaped the curricula of 

Estonian public music schools that offer instrumental education to children, and how their 

implementation could affect students’ well-being and lifelong learning. 

Policy Transforming Estonian Music School Practice 



  

Estonian extracurricular music schools1 provide one-to-one instrumental tuition and 

group lessons in theoretical subjects––such as solfège and music history––outside regular 

school hours, with students typically attending four to seven lessons per week. In 2026, the 

music school system included 86 public and private music schools that were members of the 

Estonian Union for Music Schools and formed the sample for this study, while several more 

schools existed outside the union. The system in its current form was established under Soviet 

occupation between 1944 and 1991, following the Western conservatoire model (Vähi et al., 

in press), but Estonia’s re-independence in 1991 brought along reforms: first in the 

implementation of the National Curriculum (Kohaliku omavalitsuse huvialakooli/muusika- ja 

kunstikoolide üleriigilise õppekava kinnitamine, 1997) for music and art schools, and then in 

its replacement by the Hobby Schools Act (2007) and its sub-regulation, the Standard for 

Hobby Education (2007).  

While the National Curriculum mainly listed technical requirements with the aim of 

providing thorough technical training, the currently effective Standard for Hobby Education 

offers only general guidelines regarding the purpose and function of hobby education for all 

hobby schools to follow when designing their own curricula. According to the Estonian 

Ministry of Education and Research (Haridus- ja Teadusministeerium, n.d.-a), hobby education 

also prioritises student-centredness by fostering students’ individual interests and development, 

suggesting that, on the policy level, the purpose of music schools has shifted from providing 

pre-professional music education to supporting all students’ holistic development, as 

envisioned in the Convention on the Rights of the Child (UN General Assembly, 1989). 

This qualitative study examines whether and how Estonian music schools’ violin 

curricula2 reflect the national policy goals of supporting students’ well-being and lifelong 

 
1 Instrumental tuition in Estonian music schools traditionally lasted for 7 years (grades), beginning at the same 
time as the first grade of children’s basic education, meaning that most students were between 7 and 15 years old. 
Recently, however, schools have become more flexible in admitting older students––including adults––resulting 
in students of various ages studying within the same grade level. Although most music schools that are members 
of the Estonian Music School Union are public institutions governed by local municipalities, students generally 
take entrance examinations prior to first grade and pay a monthly fee to participate in the programme, which, as 
of 2026, ranged from 20€ to 123€. The exact fee depends on factors including the school’s location and study 
programme, and covers up to one quarter of the total cost of study, with the remaining amount provided by the 
municipality. 
2 Most music schools use the term curriculum to refer to both school-level guidelines and subject syllabi, while 
the Hobby Schools Act uses the term study programme with the same meaning (i.e., curriculum proper). For 
clarity, all school-level documents used in this analysis will be referred to as curricula. The violin curricula 
examined in this analysis typically include general and instrument-specific syllabi, outlining the aims of the 
school, tuition, and music education more broadly, and listing recommended repertoire and grade-level learning 
objectives. 



  

learning, which, as argued in this article, can be fostered through meeting students’ basic 

psychological needs. As part of a broader research project, this study provides the foundation 

for subsequent stages in which interviews will be conducted with policymakers, as well as 

music school teachers and leaders. 

Theoretical Framework: Self-Determination Theory 

In the study reported in this article, self-determination theory (SDT) (Ryan & Deci, 

2017) was adopted as ‘a framework for making a priori predictions about which aspects of a 

given social context will enhance versus undermine high-quality motivation, healthy 

development, and well-being’ (p. 12). An established theory concerning human motivation 

widely used in (music) education research, SDT posits that contributing to students’ 

development requires maintaining their motivation and psychological well-being through 

supporting their basic psychological needs–– autonomy, competence, and relatedness (Ryan & 

Deci, 2017; in music, see Evans & Ryan, 2022). SDT provides criteria for assessing policies 

based on their support for the best processes within classrooms, while contesting structural 

factors––such as grading, performance goals, and high-stakes tests––which have negative 

effects on students and teachers (Ryan & Deci, 2020). SDT is a psychological theory that has 

also been used in educational research as a methodology to examine educational policies and 

curricula (Fitzpatrick et al., 2018; Reeve et al., 2022), where these documents are understood 

and interpreted as tools that can support or thwart students’ basic psychological needs on the 

basis of how teachers enact them. Therefore, this study considers Estonian music schools’ 

violin curricula as examples of sociocultural contexts that ‘engender motivationally relevant 

beliefs and actions’ (Wentzel & Skinner, 2022, p. 1866) by contributing to curricular 

opportunities that can foster need-supportive educational processes (Ryan et al., 2023; see also, 

Sinclair et al., 2017). 

Most of the studies that use SDT in music education and psychology focus on higher 

education students (e.g., Bonneville-Roussy et al., 2020; Bonneville-Roussy & Evans, 2024; 

Hatfield et al., 2025) and professional musicians’ practice (e.g., López-Íñiguez & McPherson, 

2020), while other studies tackle SDT in the context of music education in general schools 

(e.g., Kingsford-Smith & Evans, 2019; Sanguinetti, 2024). However, the specific context of 

European music schools, particularly in the post-Soviet countries, has been minimally 

explored. Thus, this study contributes to the aforementioned discourses by combining the 



  

theoretical and methodological lenses of SDT in the context of Estonian music schools’ violin 

curricula.  

Basic Psychological Needs 

According to SDT, autonomy is the need to self-regulate our experiences and actions, 

to have our behaviours self-endorsed or congruent with our authentic interests and values, and 

to feel volitional while acting. Autonomously motivated music students accomplish their goals 

and experience greater well-being; their practice is more frequent, productive, and of a higher 

quality (Bonneville-Roussy & Evans, 2024); and they are more likely to prefer facing 

challenging tasks (Evans & Bonneville-Roussy, 2016). Providing choice and autonomy support 

contributes to students’ persistence in their studies, whereas psychological control and an 

absence of choice are linked with dropping out (Bonneville-Roussy et al., 2020). Competence 

refers to a sense of accomplishment and growth, which could be nurtured by providing 

structure, optimal challenges and constructive feedback, whereas relatedness means feeling 

socially connected and cared for. Students can experience relatedness when they belong to a 

group (e.g., an ensemble), sense parental support (Evans, 2015), and have good relationships 

with their teachers and peers (Wieser & Müller, 2024). 

Basic psychological need support contributes to self-determined actions and better 

functioning in the short term, and also advances the development of greater efficacy, resilience 

and psychological well-being in the long run (Ryan & Deci, 2017), contributing to students’ 

general life satisfaction (Hatfield et al., 2025). Thwarting basic psychological needs, on the 

other hand, manifests in controlled goals and reasons for action, which may lead to poorer 

performance and decreased well-being (Guay, 2022; Ryan & Deci, 2017). Thus, while 

controlled, externally regulated motivation may initially encourage students to make an effort, 

it prevents their long-term positive relationship with music.  

Student-Centred Approach 

One strategy for supporting students’ basic psychological needs is taking a student-

centred constructivist approach, which is based on the understanding that students’ intrinsic 

motivation is the foundation for their meaningful learning (e.g., Gaunt et al., 2021; Pozo et al., 

2022). Intrinsic or autonomous motivation refers to a sense of volition and value, curiosity, and 

interested engagement––doing things for their inherent satisfaction––whereas extrinsic 

motivation drives our externally imposed actions, or those inspired by avoidance of shame 



  

(Ryan & Deci, 2020). As Figure 1 depicts, lifelong engagement in music and learning can 

thereby be considered an outcome of ‘values and practices that favour participation and success 

in such learning’ (Field, 2009, p. 10), since student-centred educational contexts that support 

basic psychological needs contribute to students’ intrinsic motivation and meaningful music 

learning (Evans & Ryan, 2022), and their long-term involvement in learning music (Evans, 

2023). 

Figure 1. Student-Centredness and Basic Psychological Need (BPN) Support Contribute to 

Lifelong Learning.  

Note. Adaptation based on Ryan and Deci (2017, 2020), Reeve et al. (2022) and López-Íñiguez et al. (2022). A 
student-centred approach to planning and teaching music that supports students’ basic psychological needs in the 
process contributes to experiences of intrinsic motivation and psychological well-being. These, in turn, are 
necessary preconditions for meaningful and lifelong engagement in music. 

Research Questions 

This study draws on SDT to examine how the current Estonian policies’ aims are 

represented in music schools’ violin curricula, and the latter’s relation to students’ basic 

psychological needs and lifelong learning. The study was guided by one research question and 

two subquestions:  



  

Research Question 1: In what ways do violin curricula reflect the principles of Estonian 

national education policies regarding students’ well-being and lifelong learning? 

(a) In what ways do curricula consider students’ basic psychological needs in the learning 

process? 

(b) What kind of guidelines or strategies for supporting basic psychological needs, if any, 

do curricula provide to practitioners? 

Methodology 

This qualitative case study (Yin, 2018) presents an analysis of Estonian national 

policies affecting music schools and music schools’ violin curricula. The violin––one of the 

most widely studied instruments in Estonian music schools, taught in most institutions and 

supported by a long-standing curricular tradition––was selected as an emblematic case for this 

study. The data included 126 violin curricula from music schools, as well as the former and 

current national policy documents that apply to these institutions. Due to the author’s 

background as a violin student and teacher in Estonian music schools, Reflexive Thematic 

Analysis (Braun & Clarke, 2021) was chosen for transparency in examining how music 

schools’ violin curricula reflected national policies’ aims regarding student-centredness, well-

being, and lifelong learning. 

Data Collection 

Data collection consisted of the systematic compilation and organisation of all available 

curricula (N = 1,708) from the 86 music schools that were members of the Estonian Music 

School Union in January 2024. The subsequent analysis focused on the 76 music schools3 in 

which violin was taught. Because individual schools may provide more than one learning 

programme for the same instrument––each with a separate curriculum––the final dataset 

comprised (a) 126 curricula from 76 music schools, and (b) national policy documents that 

have guided, or are expected to guide, music schools’ work: the former National Curriculum 

was examined in the first analytic round, and the Standard for Hobby Education was included 

in the second round of the analysis. The policy corpus for this analysis included 884 pages. 

Data Analysis 

 
3 Violin is taught in 77 schools, and 76 of these schools’ curricula were available in the Information System or on 
the schools’ websites, or were sent via email per the author’s request, and were thus included in the analysis. As 
the Hobby Schools Act (2007) requires music schools to upload and regularly update their curricula in the Estonian 
Information System for Education, making them publicly available, ethical review was not required for this study. 



  

I began the analysis using ATLAS.ti to examine changes in the violin curricula in 

comparison with the former National Curriculum, with the aim of understanding how societal 

changes related to Estonia’s re-independence were reflected in music schools. I employed 

Conventional Content Analysis (Hsieh & Shannon, 2005) to inductively code the National 

Curriculum and schools’ curricula while taking reflexive notes throughout the process. This 

led to the realisation that, aside from a few exceptions, curricular changes mostly concerned 

the list of required technical skills, whereas the documents provided little insight into schools’ 

values or their relation to society. Nevertheless, becoming thoroughly acquainted with the 

documents revealed several distinctive similarities and recurring patterns across schools’ 

curricula, which helped identify the original sources of the text, such as the former National 

Curriculum or the Standard for Hobby Education, as well as previous or currently effective 

national curricula for basic education. 

For the second round of analysis, I included the currently effective Standard for Hobby 

Education (2007) among the materials (Table 1). This policy lists the requirements for tuition 

provided in all hobby education institutions, while also featuring a section (§ 3. Functions of 

hobby education) identical to the former National Curriculum4 (1997); these are presented side-

by-side in Table 1. 

Table 1. Purpose and Function of Hobby Education. 

New principles presented in § 2 of the 
Standard for Hobby Education (2007) 

§ 3 of the Standard for Hobby Education 
(2007) is identical to the former National 
Curriculum (Kohaliku omavalitsuse huvialakooli / 
muusika- ja kunstikoolide üleriigilise õppekava 
kinnitamine, 1997) 

1. The purpose of hobby education is to 
provide opportunities for the comprehensive 
development of personality and to support 
young persons in their development into 
members of society with good coping skills.  
2. Hobby education shall: 

1. be based on the participation and 
free will of young persons; 
2. be based on equal treatment of 
hobbies and young persons; 

1. The function of hobby education is 
discovering the creative abilities of young 
persons and the planned development of 
such abilities to support the development of 
an individual who: 

1. thinks creatively;  
2. knows how to set up goals and 
plans for his or her activities, and to 
evaluate such activities; 

 
4 Notably, this section does not mention schools’ preparation of students for professional studies, which was listed 
alongside discovering students’ creative abilities in the former NC. This suggests that reforms in 2007 expanded 
the purpose of hobby education from providing mainly pre-professional preparation to fostering a supportive 
learning environment where students can develop both as individuals and as members of the society, regardless 
of their future career choices. 



  

3. support the development, 
independence, self-initiative, 
initiative [sic] and activity of young 
persons; 
4. grant experiences of success and 
recognition to young persons; 
5. grant joy from engaging in 
hobbies and cognition thereof to 
young persons;  
6. develop creativity and social skills; 
7. be open, positive and encouraging 
of young persons. 

3. can choose, decide and bear 
responsibility; 
4. can analyse the surrounding 
reality; 
5. can work and is ready to co-
operate; 
6. understands the importance of 
knowledge and life-long learning 
and is able to learn. 

2. Hobby education shall support the 
sustainable development of Estonian cultural 
and sports traditions, technology, 
environment and local traditions.  

Note. Leaning on self-determination theory (Ryan & Deci, 2017), the principles related to autonomy have been 
marked in bold, those referring to competence in italics, and those referring to relatedness have been underlined. 
Statements that point to more than one basic psychological need combine the respective font styles. 

Taking the Standard for Hobby Education (2007) as a starting point and drawing on 

SDT (Ryan & Deci, 2017), I continued the analysis of 76 music schools’ violin curricula. 

Building on the inductive codes and reflexive notes from the first analytic round, I renamed, 

grouped, deleted, and introduced deductive codes, resulting in a total of 63 codes. Of these, 37 

were grouped into five themes, as presented in the ‘Findings’ section. Importantly, the themes 

should not be understood as mutually exclusive categories. Rather, many schools exhibited 

features associated with more than one theme, highlighting underlying tensions in how learning 

is contextualised and represented. 

Findings 

To enhance the transparency of the interpretation process, Table 2 summarises features 

of the violin curricula excerpts presented below that supported or thwarted basic psychological 

needs. Although several excerpts refer to the same features, each of them is mentioned only 

once.  

Table 2. Features in the Violin Curricula Affecting Basic Psychological Needs. 

 Autonomy Competence Relatedness 
Supportive Self-regulation; individual 

approach; self-endorsed 
behaviour; volition; 
authentic interests/values; 
providing choices 

Structure; sufficient 
instructions; assumed 
capability; valuing students’ 
opinion; efficacy 

Family support; 
inclusivity; 
belonging; social 
connections 



  

Thwarting Universal requirements; 
external control; lack of 
choice 

Punishing/rewarding with 
grades; assumed 
incapability, high demands 

Exclusion 

Note. The categorisation is based on Ryan and Deci (2017, 2020); Bonneville-Roussy et al. (2020); and Guay 
(2022). 

 For the purposes of this article, every music school was assigned a random identifying 

number between 1 and 76 rather than using their names; all quotations in the ‘Findings’ section 

are followed by the ID number of the school(s) that used exactly the same language––not to 

claim reliability based on accumulated repetition, but to highlight direct similarities among 

documents that supposedly represent institutions’ unique characteristics. In cases where 

curricula used two variants of the same phrase, the differences have been marked in brackets 

both within the statement and the corresponding list of schools. It is important to note that 

functionally similar ideas could have also been phrased slightly differently by other schools 

than the ones listed, while not using technically identical language; thus, the number of schools 

following the citations may not be representative of the practical prevalence of certain 

approaches. 

In the process of analysis, five themes were generated: (a) Curricular Requirements as 

Mechanisms of Progress; (b) Admission and Progression are Based on Ability Assessment; (c) 

Learning is About Gradual Technical Development; (d) Learning Supports Students’ Basic 

Psychological Needs; and (e) Learning is an Enriching Experience. 

Curricular Requirements as Mechanisms of Progress 

Based on the violin curricula, learning music is not a universal right, but rather a 

continuous process for selecting the best students who meet certain requirements, with the 

curriculum setting ‘conditions and requirements concerning the completion of learning stages 

and graduation from the school’ [National Curriculum; schools no. 1; 2; 18; 22; 23; 26; 35; 37; 

38; 43; 45; 50; 55–57; 60; 64; 65; 68; 70–75]. Some curricula refer to students’ responsibility 

for their progress by leaving them homework after every lesson: ‘It is anticipated that, 

following the teacher’s instructions, the student continues working at home on a daily basis’ 

[10; 55; 66], or highlight parents’ role in supporting or monitoring their practice: ‘the student 

practices their instrument every day, and their family ensures the necessary conditions for this’ 

[38]. A few curricula also prescribe practising during summer holidays, as graded 

performances at the beginning of a new academic year require performing pieces assigned at 

the end of the last academic year [25; 46]. 



  

In most schools, students’ progress is graded by numbers ranging from 1 to 5, whereas 

six schools use formative or pass / fail assessment [5; 10; 19; 37; 40; 66]. The curricula reveal 

that the goal of assessment is to motivate students to be more determined to learn, and to 

provide feedback on the students’ learning ‘to the student, teacher, school’s principal, and 

parents; (defining students' individual learning outcomes)’ [50; 55; (National Curriculum; 22; 

38; 70; 71; 74–76)]. Although several curricula claim not to dictate the choice of repertoire, 

they nevertheless provide directions and standards for developing skills, which schools may 

interpret as they see fit. For example, one schools’ assessment criteria––a rare sight in music 

schools’ curricula––includes ‘the performance programme’s compliance with the subject 

syllabus recommendations’ [38], suggesting that, regardless of the assumed individual 

approach to all students, repertoire lists may still serve as a model to which the students’ 

progress is compared. 

Admission and Progression are Based on Ability Assessment 

Most music schools in Estonia hold entrance examinations prior to first grade to 

determine who is given the opportunity to learn, although the weight of these musical aptitude 

tests may vary depending on the number of applicants and available spots for learning. A 

commonly articulated aim of musical tuition is the ‘discovery and planned development of 

students’ creative abilities’ [National Curriculum; Standard for Hobby Education; 1; 2; 5; 6; 8; 

12; 14; 17; 21–23; 26; 32; 34; 35; 37; 42; 43; 45; 46; 50–52; 54; 57; 60; 61; 64–66; 68–70; 72; 

74–76], while in some schools ‘the teacher’s task is to identify and develop students capable 

of professional studies and guide them towards a suitable specialisation’ [National Curriculum; 

22; 32; 35; 53; 70]. Students with weak results may be transferred from the more intensive 

main programme to the general or elective one, and, as highlighted in one curriculum, the 

student may be denied a chance to continue learning altogether after the fourth grade by the 

teachers’ council, which decides on ‘whether students who do not meet the required level may 

continue their studies’ [55]. 

Although many schools’ curricula mention providing alternative learning 

programmes—such as general or elective tracks alongside the traditional main programme for 

students seeking reduced intensity—in practice these options may be limited in various ways. 

For instance, despite its assumed flexibility and individual approach, the elective programme 

is considered less desirable than the main programme, so the students––and their parents––are 

expected to compensate for their supposed deficiencies: 



  

The elective programme is for those whose modest abilities and skills prevent them 

from following the main programme. Participation in the elective programme requires 

the students and parents do more independent homework, as there are half as many 

individual lessons with the teacher as in the main programme. [50] 

Even with an individual learning plan for every student, the elective programme still requires 

students to meet the level of their peers in the main programme who have far more lessons:  

For students in the elective programme, their individual learning plan takes into account 

the student’s individual features, but their level should meet the level of the main 

programme students, based on the assumption that the students have great interest in 

their learning and that they work more intensively. [71] 

Learning is About Gradual Technical Development 

Learning the correct playing position and building technical skills on the instrument are 

thoroughly described in most curricula, where the list of required skills is complemented grade-

by-grade to develop musical expression and achieve technical mastery over the instrument. 

While some schools mention that their goals include providing students with leisure-time 

activities [17; 38; 64; 57; 65; 69; 74; 76], or supporting their overall development regardless 

of their future career choices [13; 20; 56], the aims of many schools’ teaching and educational 

work include ‘providing the preparation necessary for studies in professional music education’ 

[National Curriculum; 1; 2; 4; 6; 8; 11; 12; 14; 15; 17; 21–26; 31; 34–38; 42; 43; 45; 47–51; 

53–57; 60; 61; 64–66; 68–72; 74; 75]. Along the same vein, regular individual practice is 

expected from the students [5; 11; 61; 72], especially if they follow the main programme (which 

in some schools may be the only option up to a certain age): ‘the main programme is intended 

for students who are willing and able to follow a more extensive curriculum that requires more 

practice and study’ [50; 55; 57; 64; 74]. Despite music schools’ emphasis on students’ 

dedication, continuing learning after 7 years may prove difficult for those interested, as many 

schools only provide tuition for additional year(s) to those ‘who show potential and are oriented 

towards pursuing professional music education, and who require continuous instruction until 

the transition to vocational education due to their age’ [National Curriculum; 1; 2; 4; 8; 11; 15; 

22; 34; 35; 38; 43; 45; 46; 50; 51; 57; 64–66; 68; 70; 71; 74]. 

Learning Supports Students’ Basic Psychological Needs  



  

According to the curricula, learning an instrument contributes to students’ development 

regardless of their future career choices, mainly in two ways: either by the students obtaining 

specific skills and knowledge at school, or through their various experiences concerning how 

learning is arranged. The first category includes the learning skills (planning, memory training, 

developing independence and critical reflexivity, and knowing how to choose, decide, and bear 

responsibility) that students are taught or expected to pick up while following the curriculum. 

The second category refers to aspects in schools’ learning arrangements that reflect the society 

and prepare students for adapting to this society as independent citizens––for instance, when 

‘(based on the principles of democracy), the rules of school life are established together by 

students, teachers, and parents’ [(National Curriculum; 17; 35; 70; 76); 2; 5; 6; 22; 32; 43; 54; 

60; 75]. According to some schools, the curricula contribute to minorities’ integration [National 

Curriculum; 35; 70; 73], learning an instrument helps develop students’ social skills [26; 55; 

56; 71], and learning raises confidence [67; 71], which suggest these schools see their role as 

reaching beyond that of teaching students how to play an instrument. 

While approaching students individually based on their age and abilities may seem self-

evident in the context of one-to-one instrument lessons, some schools even claim to support 

their students’ ‘national differences’ [National Curriculum; 4; 12; 17; 35; 50; 56; 70; 76], 

presumably referring to minorities’ integration after Estonia’s re-independence. When it comes 

to individuality in music making, several schools see their role in ‘guid[ing] the student in ... 

developing a personal style (of expression)’ [2; 6; 17; 22; 37; 43; 45; 50; 55; 68; 74; 75; 

(National Curriculum; 4; 12; 18; 23; 32; 35; 49; 60; 73)] or, more often, mention ‘developing 

independent musical thinking’ [National Curriculum; 4; 6; 9; 10; 14; 16; 21; 22; 24–28; 30–

32; 34; 35; 37; 39; 40– 46; 50; 53; 55–60; 65; 67–71; 73–75] as a learning goal. In addition, 

there are more specific guidelines for supporting students’ autonomous learning and intrinsic 

motivation. These could either directly concern the instrument when learning to play by ear [5; 

12; 19; 23; 26; 29; 33; 38; 48; 51; 52; 58; 72], or highlight autonomy support by mentioning 

the students’ own role in their learning by setting goals and analysing their progress [2; 4–6; 

12; 17; 18; 22; 26; 32; 35; 37; 38; 42; 43; 45; 49; 50; 52; 55; 60; 68; 71–75], learning to 

appreciate the musical qualities in their playing [16; 64], deciding on their final examination 

programme [5], or simply understanding the music they play [11; 12; 26; 50]. 

Learning is an Enriching Experience 



  

Some schools highlight instrumental tuition’s versatile effects on students’ lives both 

in and outside music: ‘the school's curriculum aims to provide as broad a foundation of 

knowledge and skills as possible, enabling students to succeed in further studies, professional 

work and daily life while applying what they have learned in diverse ways’ [56], while also 

acknowledging the positive emotional value of playing an instrument: ‘preserving a love for 

music, the joy of making music, and the ability to receive energy and support from music’ [42]. 

Yet, despite the supposedly creative nature of making music, only some schools mention 

developing students’ creativity [National Curriculum; Standard for Hobby Education; 2; 5; 6; 

13; 17–20; 22; 23; 26; 31; 35; 39; 42; 46; 47; 50; 52; 55; 60; 62; 64; 68; 70–73]. This is 

enhanced by encouraging them to improvise and/or compose their own music [4–7; 19; 26; 38; 

39; 49; 51; 52; 55; 60; 66], while others suggest creativity develops without assistance, as 

‘through active artistic activities [the student] develops musical perception, creativity’ 

[National Curriculum; 2; 6; 17; 22; 26; 35; 43; 50; 56; 60; 68; 70; 72; 73]. 

Several schools recognise metacognition’s relevance to their curricula, as ‘teaching … 

must support the development of a person who understands the importance of knowledge and 

lifelong learning, (and knows how to learn)’ [11; 42; 70; 72; 75; (National Curriculum; 2; 5; 6; 

8; 12; 17; 21–23; 34; 35; 43; 50; 51; 54; 68; 69; 73)]. However, only a few documents offer 

explanations or guidelines on what they mean by supporting learners’ development from the 

standpoint of the learning process: ‘maintaining the interest, openness, and desire for growth 

that support lifelong learning’ [42], or the student, who ‘thinks critically, creatively and 

systematically, is open to self-development and lifelong learning’ [26; 60], or both: ‘the 

curriculum considers learning as an active and goal-oriented lifelong process, in which the 

learning environment plays an important role alongside the learner’s personal characteristics 

and motivation’ [71].  

Discussion 

Exploring how music schools’ violin curricula reflect Estonian national policies’ aims 

regarding students’ well-being and lifelong learning, this study highlighted music schools’ 

difficulties in navigating between their historical role in the conformity-favouring Western 

conservatory tradition (Vähi et al., in press; see also, Tregear et al., 2016; Westerlund & Barrett, 

in press), and their adaptation to also providing hobby education as envisioned in the policy 

reforms of the changing society (Estonian Ministry of Education and Research, 2021; Standard 

for Hobby Education, 2007).  



  

The main research question of this study addressed how violin curricula align with 

national policies’ principles. The analysis showed that some of the curricula reflect basic 

psychological need support by approaching students individually, according to their interests 

and development (Evans, 2015), so that students can experience intrinsic motivation in learning 

music. Examples of this included acknowledging students’ active role in the process, where 

they can learn to set goals and analyse their progress, prioritising learning skills and lifelong 

learning, and ‘developing independent musical thinking’. However, as the latter typically 

emerged around the fifth grade, it is unclear whether it reflected students being given autonomy 

in their musical thinking or rather an expectation to adhere to certain conventions of the 

Western classical tradition, with the idea that independence is gradually earned through 

meeting these standards. 

Meanwhile, many curricula followed the national policies by listing the expected 

outcomes as goals for learning. Students who reach said outcomes are more likely to feel 

autonomous and competent in their actions, which could contribute to their experiences of well-

being and a greater chance for a lifelong engagement to music (Bonneville-Roussy et al., 2020; 

Evans, 2023). However, the extent of experienced well-being and intentions concerning the 

lifelong learning of students who do not accomplish these outcomes is unknown. Furthermore, 

curricula that prioritised learning outcomes often focussed on the technical aspects of playing 

an instrument and assessing students’ performance as a supposedly optimal way to prepare 

students for a lifelong relationship with music. Yet, neglecting students’ personal goals may 

contribute to conditions that thwart their autonomy and competence (Guay, 2022), overlook 

relatedness, and ultimately undermine well-being, regardless of the schools’ well-intentioned 

aims. Despite the student-centred principles of Estonian hobby education policies (Estonian 

Ministry of Education and Research, 2021) and the Convention on the Rights of the Child (UN 

General Assembly, 1989), the teachers’ council’s authority over student placement and 

continuation in learning programmes highlighted music schools’ role as a gatekeeper in 

deciding who has access to music, and under what conditions. 

The first subquestion of this study concerned how students’ basic psychological needs 

are considered in the violin curricula, and the findings revealed several tensions. Students’ 

autonomy could be thwarted by practices referring to the requirements for students’ individual 

progress between instrument lessons, as well as other forms of external control or criteria that 

they are expected to meet, including having to pass entrance examinations prior to first grade. 



  

Yet, some schools also described practices that were likely autonomy supportive, such as 

providing students with choices regarding their studies or teaching improvisation––the latter, 

despite its many benefits, remains a rare practice in instrumental education (Stijnen et al., 

2024). Several autonomy-supportive aspects in the curricula also included notions of 

competence, such as considering students’ personal goals and preferences in the learning 

process, while frequent assessment may thwart this need. Compared with the other aspects of 

basic psychological needs, relatedness occurred rarely in the curricula, being mostly mentioned 

in the context of ensemble playing. However, in violin lessons this may mean playing with an 

adult pianist rather than other students in some form, which would allow them to socialise and 

make friends in the process, contributing to the isolation characteristic of instrumental studies 

(Burwell et al., 2017). Relatedness was also reflected in goals concerning students’ integration 

and supporting their ‘national differences’, yet, stressing such differences may work against 

experiencing relatedness.  

Notably, while curricula contained numerous elements that concerned basic 

psychological needs, they rarely pointed to the processes for supporting these needs, suggesting 

that music schools tend to rely on students’ controlled motivation. However, the latter is linked 

to students’ intentions to quit learning music (Wieser et al., 2024; Wieser & Müller, 2024), 

which requires further attention in the context of Estonian music schools, where around half of 

music school students cease learning before graduating from the seventh grade (Remmel, 

2023). So, even when schools provide students in older grades more autonomy in their studies, 

many children will stop learning before experiencing independence in making music. Indeed, 

unless students achieve personal goals and experience positive emotions from the very 

beginning, they are unlikely to be intrinsically motivated in the learning process, which is 

necessary for keeping them going until graduation and further on (Evans & Ryan, 2022).  

Schools’ statements concerning lifelong learning usually mentioned it in the context of 

continuing learning in secondary music education institutions, or along with their aim of 

developing a person who ‘values knowledge and knows how to learn’, suggesting that meeting 

the standards of the curricula contributes to lifelong learning. While students’ intrinsic 

motivation has been linked to their desire to keep playing music (Evans, 2023; Evans & Ryan, 

2022; Wieser et al., 2024), the term lifelong learning in music performance research generally 

refers to the development of professional competencies in higher education (e.g., Doğantan-

Dack, 2025; López-Íñiguez, in press). Thus, music schools’ responsibility for developing 



  

students’ general competencies to navigate independent life to become lifelong learners in 

higher education is often overlooked, both in curricula and in academic research. Yet, for 

students to experience the positive effects of learning an instrument and to have a lifelong 

relationship with music, supporting their basic psychological needs should be of first priority, 

regardless of whether they learn music as a hobby or with the intention of becoming a 

professional in the future (Hatfield et al., 2025).  

The second subquestion of the study concerned guidelines or strategies for practitioners 

regarding basic psychological need support. The analysis highlighted shortcomings, as most 

violin curricula referred to basic psychological needs as outcomes of learning without 

providing instructions regarding the learning process, which makes understanding the 

expectations for their work difficult for early-career teachers and other new employees, 

suggesting that these documents may have little practical value. This was exemplified in some 

curricula where the general part highlighted student-centred principles while the violin syllabus 

only listed technical skills and recommended repertoire, leaving it unclear how the student-

centredness should be enacted in practice. These findings link to studies highlighting teachers’ 

unpreparedness for curriculum design and the low perceived value of updating the school’s 

policy (Erss, 2024; Mikser et al., 2023), discrepancies between innovative national-level 

policies and the influence of traditions and habits at the school level (Gabnytė, 2020; Mikser 

et al., 2023), as well as advocacy for greater centralised control over the curricula in Estonian 

general education (Sepp et al., 2019). This suggests that implementing any reforms in music 

schools would first require creating a space for discussions by granting teachers remunerated 

working hours for participating in policy translation and curriculum design (Vähi et al., in 

press). 

Limitations and Future Research 

This study examined how violin curricula contribute to conditions that support 

students’ well-being and lifelong learning, yet, as basic psychological need ‘satisfactions and 

frustrations vary within persons over time, contexts, and social interactions’ (Ryan & Deci, 

2017, p. 243), each student experiences different levels of well-being in the music school 

context. Thus, without investigating the basic psychological need support each individual 

student perceives in their lessons, it is beyond the scope of this study to determine whether or 

how they experience well-being and intrinsic motivation in their studies. In addition, although 

many violin curricula included general aspects applicable across subjects, it is possible that an 



  

analysis focusing on other instruments––such as popular or folk instruments not covered in the 

former National Curriculum––could yield different findings. It also remains uncertain whether 

curricular ambiguity favours an individual approach to students and their musicality, or 

whether the outcome-oriented documents serve as a control mechanism that may thwart not 

only the students’ but also the teachers’ autonomy. As controlled conditions may impact 

teachers’ motivation and well-being, which are linked to students’ motivation and well-being 

(Ahn et al., 2021; Ryan & Deci, 2020), further research should investigate teachers’ motivation 

in Estonian music schools.  

Conclusion 

While Estonian national policy reforms emphasise students’ well-being and lifelong 

learning, the opportunity to reflect on the aims of their tuition has largely remained unutilised 

by music schools when translating these reforms into their violin curricula. For instance, 

although schools implicitly support learners’ basic psychological needs and provide them 

positive experiences in the process, their extensive focus on technical skills and progressive 

development suggests that well-being and lifelong learning in music may be expected to occur 

as a side effect of closely monitored and frequently assessed rigorous technical training. 

Schools’ freedom to decide on the priorities of their tuition may not only contribute to flexible 

and original updates, but could also be exhibited in their choice not to integrate national reforms 

into their curricula and practices. In the current case, this could contribute to discrepancies 

across Estonian music schools, potentially thwarting students’ well-being and hindering the 

schools’ potential to provide a foundation for students’ lifelong relationship with music. 

Intentionally embedding support for students’ autonomy, competence, and relatedness in 

curricula and teaching practices, along with providing guidance and resources for teachers, 

could ensure that positive experiences and lifelong engagement with music are not left to 

chance but become central outcomes of Estonian music education. These goals could be 

realised with the help of comprehensive pre- and in-service teacher education that offers 

support and guidance in policy translation and curriculum design (Vähi et al., in press), to better 

address the multifaceted aims of publicly funded hobby education in a democratic 21st-century 

context. 

 



  

References 

Ahn, I., Chiu, M. M., & Patrick, H. (2021). Connecting teacher and student motivation: 

Student-perceived teacher need-supportive practices and student need satisfaction. 

Contemporary Educational Psychology, 64(Article 101950). 

https://doi.org/10.1016/j.cedpsych.2021.101950 

Bonneville-Roussy, A., & Evans, P. (2024). The support of autonomy, motivation, and music 

practice in university music students: A self-determination theory perspective. 

Psychology of Music, 1–20. https://doi.org/i.org/10.1177/03057356241296109 

Bonneville-Roussy, A., Hruska, E., & Trower, H. (2020). Teaching music to support students: 

How autonomy-supportive music teachers increase students’ well-being. Journal of 

Research in Music Education, 68(1), 97–119. 

Braun, V., & Clarke, V. (2021). Thematic analysis. A practical guide. SAGE. 

https://us.sagepub.com/en-us/nam/thematic-analysis/book248481 

Burwell, K., Carey, G., & Bennett, D. (2017). Isolation in studio music teaching: The secret 

garden. Arts and Humanities in Higher Education, 18(4), 372–394. 

https://doi.org/10.1177/1474022217736581 

Doğantan-Dack, M. (2025). The wisdom of the classical music performer. In M. Doğantan-

Dack (Ed.), Music Performers’ Lived Experiences: Theory, Method, Interpretation: 

Volume One. Routledge. https://doi.org/10.4324/9781003352778 

Erss, M. (2024). Curriculum Development in Estonia: 30 years in the Crosswinds of 

Europeanization and Globalization. In P. P. Trifonas & S. Jagger (Eds.), Handbook of 

curriculum theory, research, and practice (pp. 800–816). 

Estonian Ministry of Education and Research. (2021). Education Strategy 2021–2035. 

https://www.hm.ee/sites/default/files/documents/2022-

10/haridusvaldkonna_arengukava_2035_kinnittaud_vv_eng_0.pdf 

European Commission. (2021). EU strategy on the rights of the child. https://eur-

lex.europa.eu/legal-content/EN/ALL/?uri=CELEX:52021DC0142 

Evans, P. (2015). Self-determination theory: An approach to motivation in music education. 

Musicae Scientiae, 19(1), 65–83. https://doi.org/10.1177/1029864914568044 

Evans, P. (2023). Motivation and self-regulation in music, musicians, and music education. In 

R. M. Ryan (Ed.), The Oxford handbook of self-determination theory (pp. 638–664). 

Oxford University Press. https://doi.org/10.1093/oxfordhb/9780197600047.013.32 



  

Evans, P., & Bonneville-Roussy, A. (2016). Self-determined motivation for practice in 

university music students. Psychology of Music, 44(5), 1095–1110. 

https://doi.org/10.1177/0305735615610926 

Evans, P., & Ryan, R. M. (2022). Intrinsic and Extrinsic Motivations for Music Performance. 

In G. E. McPherson (Ed.), The Oxford Handbook of Music Performance, Volume 1 

(pp. 576–603). Oxford University Press. 

Field, J. (2009). Lifelong Learning and Cultural Change: A European Perspective. In P. Alheit 

& H. von Felden (Eds.), Lebenslanges Lernen und erziehungswissenschaftliche 

Biographieforschung: Konzepte und Forschung im europäischen Diskurs (pp. 21–41). 

VS Verlag für Sozialwissenschaften. https://doi.org/10.1007/978-3-531-91520-3_2 

Fitzpatrick, J., O’Grady, E., & O’Reilly, J. (2018). Promoting student agentic engagement 

through curriculum: Exploring the Negotiated Integrated Curriculum initiative. Irish 

Educational Studies, 37(4), 453–473. 

https://doi.org/10.1080/03323315.2018.1512882 

Gabnytė, G. (2020). Music Education Innovations as a Condition for Development of Non-

Formal Education: Learning in a Group. 13th International Scientific Conference 

Rural Environment. Education. Personality., 13, 55–61. 

https://doi.org/10.22616/REEP.2020.006 

Gaunt, H., López-Íñiguez, G., & Creech, A. (2021). Musical engagement in one-to-one 

contexts. In A. Creech, D. A. Hodges, & S. Hallam (Eds.), Routledge international 

handbook of music psychology in education and the community (pp. 335–350). 

Routledge. https://doi.org/https://doi.org/10.4324/9780429295362-29 

Guay, F. (2022). Applying self-determination theory to education: Regulations types, 

psychological needs, and autonomy supporting behaviors. Canadian Journal of 

School Psychology, 37(1), 75–92. 

Haridus- ja Teadusministeerium. (n.d.-a). Huviharidus. Retrieved July 4, 2025, from 

https://www.hm.ee/uldharidus-ja-noored/noortevaldkond/huviharidus 

Haridus- ja Teadusministeerium. (n.d.-b). Õpikäsitus. Retrieved July 4, 2025, from 

https://www.hm.ee/opikasitus 

Haridus- ja Teadusministeerium. (2014). Eesti elukestva õppe strateegia 2020. 

https://www.hm.ee/sites/default/files/documents/2022-07/strateegia2020.pdf 

Hatfield, J. L., Halvari, H., & Williamon, A. (2025). No pain, no gain? Satisfaction and 

frustration of basic psychological needs, somatic burden, giving up, and life 



  

satisfaction in music students. Psychology of Music. 

https://doi.org/10.1177/03057356251350157 

Hobby Schools Act. (2007). https://www.riigiteataja.ee/en/eli/520032014003/consolide 

Hsieh, H.-F., & Shannon, S. (2005). Three Approaches to Qualitative Content Analysis. 

Qualitative Health Research, 15, 1277–1288. 

https://doi.org/10.1177/1049732305276687 

Kallio, A. A., Jones, T., Yarnold, R., & Hardy, R. (2026). Revival and resistance: Re-

imagining policy agency in music education. Music Education Research, 1–13. 

https://doi.org/10.1080/14613808.2025.2611234 

Kingsford-Smith, A., & Evans, P. (2019). A longitudinal study of psychological needs 

satisfaction, value, achievement, and elective music intentions. Psychology of Music, 

49(3), 382–398. 

Kohaliku omavalitsuse huvialakooli/muusika- ja kunstikoolide üleriigilise õppekava 

kinnitamine. (1997). https://www.riigiteataja.ee/akt/22659 

López-Íñiguez, G. (in press). Classical Musicians’ Learner Identity Across the Lifespan. In 

M. Doğantan-Dack & G. E. McPherson (Eds.), The Music Performer and the Will: 

Conative Processes and Music Making. Routledge. 

López-Íñiguez, G., & McPherson, G. E. (2020). Applying self-regulated learning and self-

determination theory to optimize the performance of a concert cellist. 

http://www.urn.fi/URN:NBN:fi-fe2021052131167 

López-Íñiguez, G., Pérez Echeverría, M. P., Pozo, J. I., & Torrado, J. A. (2022). Student-

centred music education: Principles to improve learning and teaching. In J. I. Pozo, 

M. P. Pérez Echeverría, G. López-Íñiguez, & J. A. Torrado (Eds.), Learning and 

Teaching in the Music Studio: A Student-Centred Approach (Vol. 31, pp. 369–385). 

Springer Nature. https://doi.org/10.1007/978-981-19-0634-3 

Mikser, R., Viirpalu, P., & Krull, E. (2023). Reflection of teachers’ feelings of curriculum 

ownership in their curriculum definitions: The example of Estonia. The Curriculum 

Journal, 34(4), 542–557. https://doi.org/10.1002/curj.217 

Organisation for Economic Co-operation and Development. (2024). Curriculum Flexibility 

and Autonomy: Promoting a Thriving Learning Environment. 

https://doi.org/10.1787/eccbbac2-en 

Pozo, J. I., Pérez Echeverría, M. P., López-Íñiguez, G., & Torrado, J. A. (Eds.). (2022). 

Learning and teaching in the music studio: A student-centred approach (Vol. 31). 

Springer Nature. https://doi.org/10.1007/978-981-19-0634-3 



  

Reeve, J., Ryan, R. M., Cheon, S. H., Matos, L., & Kaplan, H. (2022). Supporting students’ 

motivation. Strategies for success. Routledge. 

Remmel, I. (2023, February 7). Mida vajavad Eesti muusikakoolid? Ajakiri Muusika. 

https://www.ajakirimuusika.ee/single-post/mida-vajavad-eesti-muusikakoolid 

Rumiantsev, T., van der Rijst, R., & Admiraal, W. (2026). Sustainable curriculum innovation 

through educational design research in conservatoire education. The Curriculum 

Journal, 00, 1–19. https://doi.org/10.1002/curj.70037 

Ryan, R. M., & Deci, E. L. (2017). Self-determination theory. Basic psychological needs in 

motivation, development, and wellness. The Guilford Press. 

Ryan, R. M., & Deci, E. L. (2020). Intrinsic and extrinsic motivation from a self-

determination theory perspective: Definitions, theory, practices, and future directions. 

Contemporary Educational Psychology, 61, 1–11. 

https://doi.org/10.1016/j.cedpsych.2020.101860 

Ryan, R. M., Reeve, J., Kaplan, H., Matos, L., & Cheon, S. H. (2023). Education as 

flourishing: Self-determination theory in schools as they are and as they might be. In 

R. M. Ryan (Ed.), The Oxford Handbook of Self-Determination Theory (pp. 591–618). 

Oxford University Press. https://doi.org/10.1093/oxfordhb/9780197600047.002.0003 

Sanguinetti, R. D. (2024). Applications of Self-Determination Theory in the General Music 

Classroom. Journal of General Music Education, 37(2), 11–15. 

https://doi.org/10.1177/27527646231188083 

Sepp, A., Läänemets, U., & Kiilu, K. (2019). Bridging the past, present and future in Estonian 

music education. In Advancing music education in Northern Europe (pp. 141–154). 

Routledge. 

Sinclair, J., Bromley, K. W., Shogren, K., Murray, C., Unruh, D. K., & Harn, B. A. (2017). An 

analysis of motivation in three self-determination curricula. Career Development and 

Transition for Exceptional Individuals, 40(3), 175–185. 

https://doi.org/10.1177/2165143416676081 

Standard for Hobby Education. (2007). 

https://www.riigiteataja.ee/en/eli/524092014010/consolide 

Stijnen, J., Nijs, L., & Van Petegem, P. (2024). Instrument teachers’ practices, beliefs, and 

barriers regarding musical creativity: Exploring the creative process of interpretation. 

International Journal of Music Education, 42(3), 425–441. 

https://doi.org/10.1177/02557614231175777 



  

Tregear, P., Johansen, G., Jørgensen, H., Sloboda, J., Tulve, H., & Wistreich, R. (2016). 

Conservatoires in society: Institutional challenges and possibilities for change. Arts 

and Humanities in Higher Education, 15(3–4), 276–292. 

https://doi.org/10.1177/1474022216647379 

UN General Assembly. (1989). Convention on the Rights of the Child. 

https://www.ohchr.org/en/instruments-mechanisms/instruments/convention-rights-

child 

Vähi, K. J., López-Íñiguez, G., Westerlund, H. (in press). Estonian music schools amidst 

societal transitions: A call for future-oriented curriculum thinking. In H. Westerlund, 

& M. S. Barrett (Eds.), Transforming music conservatoires and higher music 

education – Towards the art of systems change. Routledge. 

Wentzel, K., & Skinner, E. A. (2022). The Other Half of the Story: The Role of Social 

Relationships and Social Contexts in the Development of Academic Motivation. 

Educational Psychology Review, 34(4), 1865–1876. https://doi.org/10.1007/s10648-

022-09713-1 

Westerlund, H. M., & Barrett, M. S. (Eds.). (in press). Transforming music conservatoires 

and higher music education – Towards the art of systems change. Routledge. 

Wieser, M., & Müller, F. H. (2024). Motivational profiles in instrumental music learning: 

Perspectives on self-determination theory. Research Studies in Music Education. 

https://doi.org/https://doi.org/10.1177/1321103X241284245 

Wieser, M., Novak-Geiger, V., & Müller, F. H. (2024). Who stays? Who goes? Motivation 

and tendency to drop out in music schools. Frontiers in Psychology, 15. 

https://doi.org/10.3389/fpsyg.2024.1378843 

Yin, R. K. (2018). Case study research and applications: Design and methods (Sixth edition). 

SAGE. https://collegepublishing.sagepub.com/products/case-study-research-and-

applications-6-250150 

 

 


