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Title: How can the vocal practice experience of undergraduate voice students be supported and motivated by the integration of a vocal practice buddy system (VPBS) alongside the deliberate and reflective practice approach of the PARE/PASE framework?

Proposal

Context 
As a peripatetic performer and voice teacher, the researcher has implemented various systems to support continuous vocal development. While deliberate practice (DP) enhances performance (Williamon, 2004; Baughman, 2017; Rink et al., 2017), practice is often a solitary endeavor where voice habilitation occurs (Jørgensen, 2004; Rink et al., 2017; Ragan, 2020). However, reflecting on one's singing during solitary practice sessions (SPS) can be challenging, particularly when practice training is insufficient (Jørgensen, 2004; Baughman, 2017). To address these challenges, instructors can bridge the gap between voice lessons and SPS by fostering structured self-reflection (Beynon, 2020). In 2022, the researcher developed the PARE/PASE reflective framework and template (López-Hernández, 2023, Unpublished) as a deliberate practice activity to help students reflect on in-lesson experiences, generate feedback, and apply it to their SPS—creating a potential link between both contexts.
Deliberate practice (DP) consists of “effortful activities designed to optimize improvement and enhance performance” (Ericsson, Krampe, & Tesch-Römer, 1993, p. 363). It requires monitored practice, feedback, assessment, problem-solving, and sustained concentration, distinguishing it from other forms of practice, such as playful peer interaction, which supports motivation but serves a different purpose (Ericsson & Lehmann, 1997; Ericsson & Harwell, 2019). Reflection and peer learning strategies, like working with a “practice partner” in a monitored setting, enhance motivation and learning (Lehmann & Ericsson, 1997, p. 51). These approaches foster peer support, encourage help-seeking, and develop critical evaluation skills for technical and artistic growth (Latukefu, 2009). Additionally, they promote autonomy, feedback exchange, and collaborative learning through observation and reflection (Nielsen, 2004; Rink et al., 2017).
A Supervised Practice Approach (SPA) supports students' ongoing vocal development (Chapman & Morris, 2023). A dual learning environment, where teachers and students act as “partners in learning,” enhances knowledge acquisition, practice behaviors, and procedural comprehension (Lehmann & Ericsson, 1997; Helding, 2020, p. 189). According to Baughman (2017), this approach represents a significant area of research in vocal music practice.
Justification and Intended Impact 
Despite extensive research in vocal pedagogy, most studies focus on voice instructors and studio settings, leaving a gap in understanding effective vocal practice methods for students (Miller, 1996; Miller, 2004; McKinney, 2005; Ragan, 2020; Chapman & Morris, 2023). While practice research has largely centered on instrumentalists, further studies are needed to explore optimal vocal practice strategies (Baughman, 2017). Having previously implemented a Supervised Practice Approach (SPA) and practice partner system, this study provides an opportunity to combine, research, and evaluate their impact. The researcher will examine how the practice partner system influences motivation, social and collaborative learning, and will investigate students' practice behaviors, strategies, and outcomes (Lehmann & Ericsson, 1997; Nielsen, 2004; Latukefu, 2009; Rink et al., 2017).
By integrating these approaches, this study aims to enhance vocal practice instruction, benefiting both the voice teacher-researcher and the wider vocal community. Findings could offer voice students essential support and tools for learning, vocal development, and performance goals, better preparing them for future collaborative singing endeavors (Baughman, 2017). In the long term, this method could be explored for its applicability to instrumentalists and voice instructors seeking structured practice strategies.
Learning Outcomes 
· Further develop the PARE/PASE framework as a performance enhancement and learning resource.
· Enhance reflective practitioner and critical analysis skills.
· Support voice students’ ongoing vocal development and foster autonomy in their learning.
· Strengthen the continuity of weekly voice lessons through reflective and creative SPS.
· Establish a peer support system that encourages collaboration and help-seeking among singers.
· Contribute to ongoing research in vocal music practice.
· Apply acquired knowledge to develop a vocal practice course for voice students.
· Gain theoretical and practical understanding of the Interpretative Phenomenological Approach (IPA).
· Develop systems to support peripatetic singers and voice teachers.

The Outlined Intention 
Due to its exploratory, descriptive, and collaborative nature, this study will adopt a qualitative methodology (Creswell, 2014). This approach leverages the pre-existing relationship between the researcher (voice teacher) and participants (voice students), making an interpretative phenomenological approach (IPA) well-suited for the study. IPA’s “participant-oriented approach” enables an in-depth understanding of participants' “lived experiences,” recognizing them as individuals who actively interpret and find meaning in their experiences, while maintaining methodological sensitivity and respect (Alase, 2017, p. 9). Participants will be selected through purposive sampling, aligning with IPA’s theoretical foundations (Alase, 2017; Campbell et al., 2020). This ensures the selection of a relevant group for whom the research problem holds personal significance. To enhance rigor and credibility, participants will be drawn from the researcher's second-, third-, and fourth-year voice students who are already familiar with the PARE/PASE framework.
An open call will be issued, and the first six respondents will be selected to form three practice buddy teams on a first-come, first-served basis. Additional respondents will be placed on a substitute list, with replacements assigned if a participant withdraws. Participation requirements include availability on designated study dates and commitment to daily practice and vocal development.

Proposed Methods 
Multiple methods will be employed to ensure rich data collection for triangulation. To further develop the PARE/PASE reflective framework, the researcher will conduct a literature review covering deliberate practice, motivation, peer learning, collaborative and social learning, autonomy, self-reflection, and supervised practice.
A pre-study questionnaire will establish a baseline of participants' vocal practice habits, perspectives on a practice partner strategy, and study expectations. This questionnaire may also yield descriptive statistics, enhancing the depth and rigor of the analysis. Post-study individual interviews will capture participants' experiences and recommendations.
The researcher will conduct observations of buddy system practice sessions, allowing voice students to engage independently while the researcher monitors interactions. Intervention will only occur upon explicit student request, reinforcing the concept of students and teachers as “partners in learning” (Helding, 2020, p. 188).
To ensure accurate transcription and translation, as the study will be conducted in Spanish, interviews and observations will be videotaped to capture physical reactions and overlooked real-time information. Participants will submit PARE/PASE templates as practice diaries. Finally, a post-practice focus group will be conducted to compare group feedback with individual interview responses, providing insight into evolving perspectives throughout the study.
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Ethics and Insider Research
The researcher will act as a “reflective practitioner”, contributing to instructional development while maintaining an insider perspective within her organization (Costley et al., 2010; Nolen & Putten, 2016, p. 401). She acknowledges her dual role as both the creator of the PARE/PASE framework and the instructor of participating students, recognizing the potential for bias while also benefiting from established trust and deeper insight into participants' experiences.
Her insider status enables her to pair students effectively for the practice partner system, though she acknowledges that an external observer might identify behavioral nuances she may overlook (Lehmann & Ericsson, 1997; Leedy et al., 2015; Bell & Waters, 2018). Before data collection, the researcher will uphold ethical research practices by ensuring confidentiality, obtaining informed consent, and protecting participant privacy (Bell & Waters, 2018; Fleming, 2018). Each participant will be assigned a pseudonym (Leedy et al., 2015), and participants will be informed that they may withdraw from the study at any time, should they choose to do so (Cohen et al., 2007; Bell & Waters, 2018).
Given her commitments as a performer, teacher, and student, the researcher acknowledges the potential impact of the research process on her approach and well-being. To mitigate stress, she will follow a structured schedule and seek therapeutic support as needed (Scott, 2022).






















Report

Introduction 
My professional practice encompasses being a peripatetic performer, a voice teacher, a choral vocal coach-educator, and a current student-researcher. Over the past three years, I have reflected on strategies to enhance performance for my students, peers, and myself. This process has deepened my understanding of my training as a musician, singer, and teacher, forming the foundation of my professional expertise (Bozeman & Ragan, 2021). By listening intently to my students’ unique needs, I have developed pedagogical strategies that foster vocal development, performance enhancement, and autonomy within and beyond the classroom.
Research Journey
During my MA journey, my initial research examined the stress experienced by voice students and its impact on performance, highlighting significant biopsychosocial demands (Hart & King, 2022). Inefficient practice strategies often result in tension and reduced performance quality (Clark, 1989; Hays, 2002). These findings guided me toward deliberate practice techniques that enhance performance through structured activities, self-monitoring, and reflection (Ericsson et al., 1993). This exploration laid the groundwork and testing of the PARE/PASE framework, which became central to my research journey and informed the strategies developed in this study (López-Hernández, 2023, Unpublished).
The gap in structured practice instruction became evident, leading to a deeper exploration of how students learn and practice. Many students relied heavily on imitation and mimicry—key processes in social learning theory (Rainero, 2012; Belyk & Brown, 2017; Gudmundsdottir et al., 2020; Swanson, 2020)—to replicate voice lessons for lack of a better system. While this approach facilitates learning in the short term, it possibly leaves students without the tools to develop autonomy and independent learning strategies fully.
Additionally, my work with voice student-choral singers, balancing solo and ensemble demands, revealed how intense schedules and insufficient practice training often compromised vocal consistency and health. This led me to focus on developing structured approaches that foster resilience, autonomy, and self-efficacy in singers and investigating strategies to effectively enhance vocal capabilities and performance.
These experiences underpin my epistemological stance that training should be transformative, equipping learners with sustainable skills through intentional, evidence-based, and reflective practices.
The PARE/PASE Framework: Origins, Structure, and Applications
The PARE/PASE framework is a structured reflective tool designed to support voice students during solitary practice sessions (SPS) by bridging the gap between in-lesson learning and independent practice. Grounded in theories of deliberate practice (Ericsson et al., 1993), experiential learning (Kolb, 1984), and student-centered learning (Vygotsky, 1978), the framework was developed by the researcher in 2022 as part of a professional work-based learning (WBL) project. It provides a systematic approach for structured and reflective practice, addressing challenges faced by students when replicating lesson successes during independent work.
The development of the framework originated during a voice lesson in 2022 when a student achieved a breakthrough during a vocal exercise. Upon being asked what action they had taken, the student responded, “I thought,” elaborating on their approach. This prompted the teacher-researcher (T/R) to document the process on the classroom board, marking “P” for Pensamiento (thought) and “A” for Acción (action). After the student described the result as “great and comfortable,” the T/R wrote “R/S” for Resultado/Sensación (result/sensation), as the student expressed an immediate sensation and result. When the voice lesson concluded, the T/R directed the student to look at the board, reflect on his words, and describe how the process made him feel as a student and singer. In response, the student said he felt “satisfied,” leading the T/R to add “E” for Experiencia (experience), completing the reflective cycle This process formed the acronym PARE/PASE, which also translates to stop-or-go in English, symbolizing the reflective cycle students follow: they stop to assess their process, address challenges, and then proceed with greater clarity and readiness to continue practicing.

The framework’s iterative learning cycle consists of four stages:
· Pensamiento (P): A reflection-for-action moment, or “the planning of the activity” (Cowan, 2016, p. 68). This involves mental preparation through task analysis and goal setting.
· Acción (A): A reflection-in-action moment, or “thinking while doing” or singing (Schön, 1983; Warwick, 2007; Finlay, 2008). This step focuses on the execution of tasks with attention to technique and artistry.
· Resultado/Sensación (R/S): A reflection-on-action moment occurring “after the event” (Schön, 1983; Finlay, 2008). This involves evaluating outcomes and immediate sensations.
· Experiencia (E): A reflection-on-action moment that focuses on contemplating what happened to learn from the experience (Kolb, 1984; Kong, 2021). 
The PARE/PASE template includes a Concepto a Trabajar (Concept to Work) column where students document their session’s primary focus, such as vocal exercises, objectives, goals, or repertoire work. By breaking practice into actionable steps, the framework assists students in identifying and addressing technical and artistic challenges. Its emphasis on self-regulated learning fosters independence while offering a structured process for organizing practice. See Appendix I, p. 69, for the complete PARE/PASE guidelines and the updated template.
Over time, students personalized their use of the framework. Collaborative use during lessons revealed that teachers’ assumptions often diverged from students’ descriptions of their actual experience. To support consistency and self-awareness, students were encouraged to take pictures of the in-lesson template for SPS reference.
As part of my MA research, participants testing the framework in 2023 reported several benefits, including improved focus, a deeper understanding of skill development, and an enhanced ability to independently recreate lesson processes (López-Hernández, 2023, Unpublished). The framework’s reliance on unique, student-generated descriptions enabled more accurate execution of exercises, increasing both motivation and consistency. One participant reflected, “I felt like I knew what I was doing, which motivated me to continue” (López-Hernández, 2023, Unpublished, p. 23). These findings align with existing research on deliberate practice and reflective learning, underscoring the framework’s potential to enhance educational outcomes (Bouchkioua et al., 2021; Kong, 2021).
Integrating SPA and Other Frameworks
The Supervised Practice Approach (SPA) emphasizes teacher-student collaboration as “partners in learning” (Helding, 2020, p. 189) and complements the reflective, student-centered design of the PARE/PASE framework. By integrating SPA with the Vocal Practice Buddy System (VPBS), this study investigates how these combined methodologies, alongside the PARE/PASE framework, support vocal development, autonomy, and performance enhancement. This integration aligns the reflective, collaborative, and structured elements to address gaps in vocal pedagogy. An interesting observation from past semesters revealed that students, accustomed to pairing among themselves to practice specific skills, often utilized the PARE/PASE framework during these informal sessions. This behavior highlighted their intrinsic motivation to adopt collaborative practices and became a catalyst for designing the current project, exploring how such methods influence vocal practice and development. SPA’s deliberate pedagogy and VPBS’s collaborative peer-learning dynamics holistically align with the goals of this research.
Positioned as the cornerstone of my research journey, the PARE/PASE framework bridges the practical insights from my 2022 WBL project to the academic advancements in Module 6, demonstrating the continuity and growth of my reflective practice. Integrating reflective, collaborative, and structured approaches that might foster resilience and long-term development in voice students could contribute a creative perspective to broader discussions on efficient vocal practice strategies.
Aims and Objectives
The primary aim of this thesis is to refine the PARE/PASE framework and evaluate its impact on vocal development, self-efficacy, and autonomy in voice students. To achieve this, the study explores a peer-learning strategy incorporating a Vocal Practice Buddy System (VPBS) and its potential to integrate solitary and collaborative practice approaches. Vocal practice is predominantly a solitary activity, and without adequate training, it can become more challenging (Jørgensen, 2004; Rink et al., 2017; Ragan, 2020; Baughman, 2017). The VPBS framework could mitigate these challenges by providing structured peer-learning opportunities, fostering autonomy, technical awareness, and social learning dynamics, and cultivating support through collaborative reflection and feedback (Lehmann & Ericsson, 1997; Latukefu, 2009; Nielsen, 2004).
To achieve these aims, the study adopts an Interpretative Phenomenological Analysis (IPA) approach to examine students’ lived experiences within the VPBS framework. Data collection will track students' evolving practice behaviors through observations, reflections, interviews, and an analysis of documentation tools to examine how they internalize and apply reflective strategies in deliberate vocal practice. By integrating qualitative insights from student narratives, this research aims to enhance deliberate practice by fostering metacognitive skills and contributing to broader discussions on effective vocal development and performance strategies.

Literature Review 
The vocal practice experience of undergraduate voice students requires the integration of technical skill development, artistic expression, and sustained motivation (Williamon, 2004; Barry & Hallam, 2012). Research underscores the role of deliberate and reflective practices in skill acquisition and optimization within structured learning frameworks (Dewey, 1910; Schön, 1983; Ericsson et al., 1993). Within this structured learning paradigm, the PARE/PASE framework emphasizes structured reflection, while the Vocal Practice Buddy System (VPBS) introduces peer learning, together integrating deliberate and reflective practice principles. Grounded in theories of reflective practice (Dewey, 1910; Schön, 1983) and experiential learning (Kolb, 1984), the PARE/PASE framework provides a structured methodology that fosters self-efficacy and adaptability. The VPBS strategy builds on peer learning principles (Topping, 2005), incorporating mutual accountability and shared learning experiences to enhance motivation and reinforce practice routines.
This literature review examines the integration of these approaches, exploring their theoretical foundations and practical applications. It evaluates how deliberate and reflective practice, combined with collaborative learning strategies, could contribute to optimizing vocal practice. By analyzing these models, this review provides a framework for understanding how structured approaches can enhance undergraduate vocal students' technical development, artistic growth, and self-regulated learning.
Structured Vocal Practice and Performance Development
Achieving control over one’s voice is fundamental to artistic expression, as “singing is an artistic endeavor” (Nix, 2019, p. 12). Vocal training must integrate voice habilitation, technical development, and artistic refinement to support young singers (Nix, 2019; Ragan, 2020; Baughman, 2017). Effective practice relies on a “systematic approach” (Ragan, 2020, p. 2) that enables students to recreate successful elements from their lessons. Structured methods with clear objectives enhance comprehension and efficiency, requiring the integration of reflective and deliberate practice to balance technical and artistic skill acquisition (McKinney, 2005; Beynon, 2020; Helding, 2020; Ragan, 2020).
Performance enhancement relies on structured, goal-directed practice, whether short- or long-term (Williamon, 2004). Reflective practice supports this process by promoting self-awareness, strategic planning, and refinement (Ericsson & Harwell, 2019). Collaborative strategies, such as peer feedback and goal alignment within VPBS and PARE/PASE, further ensure that practice remains purposeful and adaptable (Hanken, 2016). Practice is fundamentally “the repetition required to acquire new skills” (Chapman & Morris, 2023, p. 580) and operates as a problem-solving activity (Miklaszewski, 1989; Hallam, 1995, p. 4). Deliberate practice, is structured, intensive, and goal-driven, emphasizing targeted skill improvement and competency development (Ericsson et al., 1993).
Desirable difficulties, introduced by Bjork and Linn (2014), highlight how structured challenges may temporarily hinder progress but ultimately strengthen long-term retention and knowledge transfer. These principles align with VPBS and PARE/PASE, which encourage students to embrace challenges within structured practice routines to enhance technical growth. Practice variability, including distributed practice and random ordering, fosters deep learning (Soderstrom & Bjork, 2015). Reflective practice, as emphasized by Ericsson and Harwell (2019), provides a platform for goal-setting, skill maintenance, and artistic development (Barry & Hallam, 2012; Nix, 2019; Chapman & Morris, 2023).
The objectives of vocal practice include refining technical and mental skills, preparing for performance demands, and achieving expressive musicality (Nix, 2019). This involves structured sessions, repertoire selection, and vocal exercises to optimize technical growth (Miller, 1996; McKinney, 2005; Ragan, 2020). These elements align with supervised and peer learning approaches, fostering collaboration, feedback, and refinement. Additionally, vocal health considerations—such as rest, hydration, and mental practice—enhance practice efficiency and support memory consolidation (Pellegrini, 2009; Saletin & Walker, 2012; Bjork & Linn, 2014).
Vocal learning, described as the ability to produce complex vocalizations through sensorimotor processes, relies on neural adaptations reinforced by deliberate repetition (Belyk & Brown, 2017; Moss Erickson, 2023). This process reflects neuroplasticity, where iterative and reflective practice drives changes in vocal-motor networks (Rodrigues et al., 2010; Halwani et al., 2011; Byrne, 2020). These adaptations emphasize structured reflection and skill refinement. Neuroscientific research further supports this by demonstrating how intensive motor training strengthens vocal control, allowing singers to integrate technical precision with expressive musicality. Given the significance of structured learning in skill acquisition, the following section explores how reflective practice and experiential learning further support students in internalizing feedback, refining technique, and cultivating artistic autonomy.
Reflective Practice and Experiential Learning
Reflective practice and experiential learning underpin the PARE/PASE framework and VPBS strategy. Dewey (1910) highlighted reflection’s role in transforming experiences into learning, a concept expanded by Kolb’s (1984) experiential learning cycle of experience, observation, conceptualization, and experimentation. This cyclical process aligns with the iterative stages of the PARE/PASE framework—Pensamiento, Acción, Resultado/Sensación, and Experiencia—while VPBS fosters joint reflection and learning through peer interaction. Schön’s (1983) concepts of reflection-in-action and reflection-on-action provide additional depth to reflective practice. Reflection-in-action refers to thinking and adapting during an activity, while reflection-on-action involves analyzing and learning from past experiences. Both processes are integral to developing self-awareness and adaptability, key objectives of the PARE/PASE framework and VPBS. Cowan (2016) further expands on the concept of reflection-for-action, which focuses on planning and goal-setting before engaging in practice. These theories highlight the multidimensional nature of reflective practice and its relevance to effective learning strategies.
Williamon (2004) adds that musicians face significant physical and mental demands during practice and performance, requiring them to process complex information while managing audience expectations. While reflective practice fosters self-awareness and adaptability, achieving technical mastery requires a structured, intentional approach. This leads to the concept of deliberate practice, which emphasizes targeted skill refinement through goal-oriented strategies and continuous feedback.
Deliberate Practice 
Deliberate practice (DP) (Ericsson et al., 1993) enhances performance through structured effort, goal-setting, feedback, and repetition. Ericsson and Harwell (2019) highlight self-regulation and metacognition as key to skill acquisition, reinforcing structured reflection in learning. DP operates within a broader “phenomenological context”, emphasizing the interconnection between the individual, the activity and its learning environment (Lehmann & Ericsson, 1996, p. 47). Bjork and Linn’s (2014) concept of desirable difficulties align with Schön’s (1983) idea of the “swampy lowlands” (p. 42), were uncertainty and challenge drive expertise development. While initially impeding progress, these structured difficulties enhance retention and knowledge transfer, emphasizing the importance of reflective engagement in practice.
While DP emphasizes self-regulated learning, external guidance often influences its effectiveness. Research suggests that structured guidance is crucial in refining practice habits and skill development (Baughman, 2017). The PARE/PASE framework integrates elements of deliberate practice by emphasizing structured, goal-oriented engagement and reflective strategies that help students navigate challenges in skill acquisition (López-Hernández, 2023, Unpublished). Supervised practice and social learning frameworks can help bridge the gap between independent learning and structured oversight, supporting effective practice habits and long-term skill development.
Supervised Practice
While deliberate practice emphasizes self-regulation, structured supervision is crucial in shaping effective practice habits (Lehmann & Ericsson, 1997; Rink, Gaunt & Williamon, 2017). Unlike sports, where a coach provides direct oversight, musicians often practice independently, which may lead to gaps in feedback and efficiency (Lehmann & Ericsson, 1997; Jørgensen, 2004; Rink, Gaunt & Williamon, 2017; Ragan, 2020). Clark, Williamon, and Redding (2013) emphasize the benefits of structured supervision in enhancing practice efficiency and meeting performance demands. Similarly, Chapman and Morris (2023) highlight that supervision in vocal training fosters ongoing development, reinforcing its long-term benefits.
Helding (2020, p. 189) notes that effective learning occurs within a collaborative partnership, where both teacher and student contribute as “partners in learning.” Nielsen (2018) emphasizes that trust and psychological safety within structured learning foster open communication, allowing students to take risks, reflect on their progress, and engage more deeply in learning. In supervised practice, this sense of security helps students view the learning process as a shared experience, fostering mutual development (Baughman, 2017; Helding, 2020). Building on this, “empathy” and emotional engagement support meaningful learning, enhancing both technical development and artistic interpretation (Nix, 2017; Helding, 2020, p. 189). This collaborative relationship encourages exploration and engagement through structured guidance (Lehmann & Ericsson, 1997; c). Structured supervision has positively impacted technical and musical achievement, mainly when facilitated by a knowledgeable mentor (Baughman, 2017). Clearly defined objectives and reflective assessment methods help students navigate their practice effectively. However, when supervision is lacking, instructors may overlook critical aspects of students’ independent practice, including developing ineffective habits, which can limit the effectiveness of instructional guidance (Wright, 2011; Baughman, 2017).

Peer and Collaborative Learning
Peer and collaborative learning play a significant role in educational settings, emphasizing mutual support and shared responsibility in skill development. Topping (2005) defines peer learning as the acquisition of knowledge and skills through active support among equals, which has been shown to enhance performance and skill development (Nielsen, 2004; Hanken, 2016). Structured peer interactions promote accountability and reflective practice, contributing to developing effective learning habits (Lehmann & Ericsson, 1997; Barry & Hallam, 2002; McPherson & Renwick, 2001). Buddy systems have been implemented across various disciplines—including the military, education, and athletics—to foster accountability, engagement, and structured learning experiences (Lehmann & Ericsson, 1997; Foster, 2011; Silva, 2022). The “battle buddy” model fosters collaboration, safety, and accountability in the military, ensuring that individuals support each other while developing essential skills (Silva, 2022, p. 4). In music education, structured peer-learning models encourage peer support, shared responsibility, and self-regulation, reinforcing skill development, reflective practice, and independent learning (Hanken, 2016; Nielsen, 2004). Just as military buddies strengthen team cohesion and mitigate risks, structured peer interactions in music education provide emotional and cognitive support, reducing feelings of isolation while enhancing skill development and resilience in high-performance settings (Nielsen, 2018; Hanken, 2016).
Practicing in pairs has been found to enhance practice quality and introduce diverse strategies for skill acquisition (Lehmann & Ericsson, 1997; Nielsen, 2018; Hanken, 2016). Collaborative learning (CL) builds on student-centered learning principles, promoting active participation, critical thinking, and shared problem-solving (McPherson & Renwick, 2001; Gjergo et al., 2014). Gjergo et al. (2014) highlight that CL transforms traditional teacher-student dynamics, enabling learners to co-construct knowledge and hold each other accountable. Collaborative learning environments have been found to enhance intrinsic motivation, trust, and a sense of belonging, which are critical for sustained engagement (Nielsen, 2018; Hanken, 2016). Furthermore, Rumiantsev et al. (2017) emphasize that collaboration is essential for modern musicians, as it integrates technical proficiency with broader professional competencies.
Within the VPBS paradigm, pairs will engage in joint warm-ups, technical exercises, repertoire practice, and reflective discussions, fostering collaboration and accountability (Nielsen, 2018; Hanken, 2016). Structured peer-supported learning environments have also been associated with increased motivation and autonomy, offering opportunities for self-regulation, goal setting, and reflective assessment (McPherson & Renwick, 2001; Deci & Ryan, 1985).
Motivation and Autonomy 
Motivation and autonomy drive effective learning and practice. McPherson and Renwick (2001) distinguish between intrinsic motivation (personal satisfaction) and extrinsic motivation (external reinforcement). Self-determination theory (Deci & Ryan, 1985) identifies autonomy, competence, and relatedness as key to self-motivated learning. In music education, these factors influence goal setting, persistence, and engagement with practice tasks. Social learning theory (Bandura, 1997) underscores the role of peer interaction and observational learning in shaping motivation and skill development. By engaging with peers in structured learning environments, students develop self-efficacy through modeled strategies and collaborative problem-solving. According to Weimer (2002), autonomy in learning is often associated with independent study; however, research suggests that structured guidance, or scaffolding, is essential for helping students transition from external support to self-regulated learning (Wright, 2011). Scaffolds, such as reflective activities and goal-setting strategies, provide students with the tools to assess their progress and refine their learning approaches (Brush & Saye, 2000; Vygotsky, 1978; Cowan, 2016).
Barry et al. (2002) emphasize that teachers play a crucial role in supporting students' musical development while also equipping them with effective practice strategies that encourage autonomy. Hallam (1998a) and Jørgensen (1997a), as cited in Barry et al. (2002), note that as students advance, instructional support shifts from direct supervision to fostering metacognitive awareness, allowing them to gradually take ownership of their learning. In this context, scaffolding bridges the transition from external guidance to independent learning. Seeing the PARE/PASE framework as a scaffold, it provides structured opportunities for students to set objectives and engage in reflective self-assessment, supporting autonomy within a peer-supported learning environment (López-Hernández, 2023, Unpublished).
Methodology 
 As a reflective practitioner, the researcher aims to enhance vocal development, foster learning, and promote student autonomy. She also seeks to contribute to instructional development and improve her practice as an insider within her organization despite the challenges posed by the demands of being a peripatetic teacher (Costley et al., 2010; Nolen and Putten, 2016, p. 401; Scott, 2022). The approach and design of this study were informed by a reflection-on-action exploration of her MA research journey, addressing the challenges of solitary practice to further develop her professional expertise and "artistry" (Schön, 1983, p. 275).
Phenomenology and Interpretative Phenomenological Approach (IPA)
Phenomenology, founded by Edmund Husserl, examines human consciousness and lived experiences as they are “structured through consciousness, thus serving as the foundation of all human experience” (Wojnar and Swanson, 2007, p. 172; Friesen, Henriksson, and Saevi, 2012, p. 1). An experience, in this context, refers to an event that occurs to an individual rather than a collection of “evidence or knowledge” (Friesen, Henriksson, and Saevi, 2012, p. 1). Phenomenology focuses on how experiences occur to individuals, making it especially relevant in fields such as "music learning and teaching," since they are considered "experiential endeavors" (Crawford, 2019, p. 455), while Lehmann and Ericsson (1997) describe practice as a "phenomenological context" (p. 47) rooted in the unique human experience of those actively engaged in it.
Hans-Georg Gadamer and Martin Heidegger extended phenomenology’s scope through hermeneutics, the art and science of interpretation. Gadamer emphasized the dynamic nature of meaning, evolving through reinterpretation (Friesen, Henriksson, and Saevi, 2012), while Heidegger highlighted humans as inherently interpretative beings. Hermeneutic phenomenology demands researchers remain flexible, revising assumptions and incorporating participant and researcher perspectives to gain deeper insights (Wojnar and Swanson, 2007; Friesen, Henriksson, and Saevi, 2012). Max van Manen described this approach as a “disposition or attitude of sensitivity and openness...to every day, experienced meanings” (Friesen, Henriksson, and Saevi, 2012, p. 1).
IPA builds upon these principles, providing a qualitative methodology that explores how individuals interpret their most significant life experiences (Smith et al., 2009). Central to IPA is double hermeneutics, where the researcher seeks to “make sense of the participant, who is making sense of X” (Smith et al., 2009, p. 57; Alase, 2017, p. 11). This iterative process blends participants’ accounts with the researcher’s interpretative lens, enabling nuanced exploration of phenomena like voice training. Through one-on-one lessons or deliberate solitary practice sessions, such experiences are shaped by reflection, effort, and emotional engagement (Ericsson and Lehmann, 1997; Smith et al., 2009, p. 6). Phenomenology and IPA provide the theoretical foundation for analyzing the lived experiences of participants in the VPBS sessions, where the focus is on how individuals interpret and navigate collaborative vocal practice. Creating a cohesive foundation for examining experiences enables the researcher to uncover participant-centered insights and reflect on broader existential contexts. 
Paradigms 
This study integrates two paradigms: constructivism and pragmatism. Constructivism, or interpretivism, emphasizes a person’s capacity to construct meaning (Mack, 2010) and interpret the complex meanings participants experience within the VPBS, where multiple perspectives converge during a single practice session (Creswell, 2003; Kawulich & Chilisa, 2012). Social constructivism, a subset of constructivism, underpins this study’s collaborative and social rationale by emphasizing meaning-making through social interaction and engagement (Creswell, 2003). This theoretical lens is particularly relevant to the VPBS and SPA (Supervised Practice Approach), where participants and the T/R (teacher/researcher) engage in reflective dialogues to deepen understanding and refine practice goals. By fostering shared meaning-making in VPBS sessions, the T/R’s role in facilitating these dialogues exemplifies the application of social constructivist principles, which prioritize collaborative learning processes. Constructivism also underpins the PARE/PASE framework’s student-centered learning (SCL) approach. Inspired by Vygotsky’s theory, this approach views knowledge as a “social process” constructed through exploration and discussion (Brush & Saye, 2000, p. 2). It fosters meaningful learning by enabling students to apply their knowledge and deepen their understanding (Adgoy Gilia, 2016, p. 102). Phenomenology’s emphasis on understanding subjective experiences complements constructivism’s focus on individuals constructing meaning through engagement and interpretation.
The pragmatic paradigm aligns with the PARE/PASE framework’s reflective practice model, which enhances vocal practice by enabling participants to consolidate positive experiences and address challenges encountered during VPBS sessions (Schön, 1983, p. 41; Ericsson et al., 1993; Lehmann & Ericsson, 1997; Thamraksa, 2003; Kozulin, 2004; Cowan, 2016; López-Hernández, 2023, Unpublished). This model fosters an iterative cycle of self-inquiry, deliberate assessment, and evaluation before, during, and after practice. While constructivism provides the theoretical foundation for meaning-making and social interaction, pragmatism ensures these processes are applied practically through reflective practice. However, as Wulf and Prinz (2001) suggest, excessive self-focused attention in skill learning may impose cognitive constraints, potentially impacting the balance between reflection and practical application in VPBS sessions. This highlights the importance of structuring reflection in a way that enhances skill development without introducing cognitive overload. By integrating these paradigms, this study underscores that learning is an active, transformative process, where reflection and action play critical roles in skill development for vocal arts and performance enhancement. Despite potential limitations, this synthesis reinforces the reflective practice model as a structured yet flexible tool for transformation in the VPBS context, ensuring that the iterative process of reflection and action remains both meaningful and applicable to participants’ vocal development.
Methods
This study employed qualitative methods to explore participants’ experiences within the VPBS framework, aligning with constructivist and pragmatic paradigms that emphasize reflective practice and experiential learning.
· Literature review: A narrative review established the study’s theoretical foundation by examining key concepts such as reflective practice, experiential and deliberate learning, supervised and peer learning, collaboration, motivation, and autonomy, ensuring methodological alignment.
· Questionnaire: A qualitative pre-study questionnaire captured participants’ practice habits, expectations, and concerns regarding peer collaboration, supporting the development of participant profiles for contextualizing findings (Leedy et al., 2015).
· Observations: The teacher/researcher (T/R) supervised two to three VPBS sessions per pair, fostering a collaborative learning environment while observing interactions without intervention unless requested (Gjergo et al., 2014). Final video-recorded sessions (without the T/R) provided comparative insights into supervised vs. independent practice, offering perspectives on autonomous learning and authentic practice contexts.
· Interviews: Post-VPBS semi-structured interviews facilitated an in-depth exploration of participant experiences, allowing them to articulate reflections and suggest improvements. As preferred in IPA, this method fostered rapport and rich qualitative data collection (Smith et al., 2019; Ortamlarnda et al., 2015; Alase, 2017).
· Focus groups: A post-VPBS focus group enabled participants to discuss and compare their experiences collectively, providing an experiential perspective on VPBS sessions. Consistent with IPA principles, discussion materials, questionnaires, and interview guides were shared in advance to ensure clarity (Smith et al., 2019).
· PARE/PASE templates: Participants documented and reflected on their VPBS experiences using PARE/PASE session templates, initially developed in 2022 and tested in 2023 (López-Hernández, 2023, Unpublished). Building on previous findings as a reflection tool, this study explores their use and impact in peer-based learning alongside session recordings, helping participants analyze progress and refine practice objectives.
For additional details on data collection instruments and documentation—including the questionnaire and its responses, reflective observations with participant verbatim, interview and focus group transcripts, and the PARE/PASE templates—see Appendices II–VIII (pp. 77–314).

Sampling Process and VPBS Teams
Purposeful sampling was employed to select participants who aligned with the study’s objectives and enhanced its credibility (Alase, 2017; Campbell et al., 2020). The researcher, in her capacity as a university voice instructor, invited her second-, third-, and fourth-year voice students, along with recent graduates familiar with the PARE/PASE framework, to participate. Selection criteria included willingness and availability, commitment to vocal development, and prior familiarity with the reflective framework.
To assemble the VPBS teams, participants were paired based on shared characteristics, including similar stages of vocal development, comparable academic responsibilities, and a willingness to engage with the reflective framework (Topping, 2005). Additionally, their established kinship and rapport were considered to enhance team dynamics and collaboration. During the VPBS sessions, each pair engaged in a one-hour collaborative vocal practice using the PARE/PASE reflective framework. This framework assisted participants in describing, documenting, and navigating their practice experiences. They engaged in structured dialogues and recorded key observations using practice room boards featuring the PARE/PASE template, facilitating goal-setting and session planning.
Ethics and Insider Research
Researchers have an ethical responsibility to ensure proper data handling and to recognize potential biases stemming from their expertise (Crawford, 2019). As the developer of the PARE/PASE framework and instructor of the student participants, the researcher acknowledged her dual role as a potential source of bias and an insider. This perspective provided advantages, such as trust-building and a deeper understanding of participants’ unique contexts, while necessitating mindfulness of potential blind spots (Lehmann and Ericsson, 1997; Leedy et al., 2015; Bell and Waters, 2018). Since the participants are also the T/R voice students, it is essential to ethically consider how their sensitivity to observation awareness and potential willingness to “try[ing] harder” per perceived researcher expectations may impact the study‘s findings (Cohen et al., 2007, p. 410).
To uphold ethical standards and follow Smith’s (2009) emphasis on the need for “clarity” (p. 101), participants were provided with detailed information regarding their involvement, including time commitments, expectations, consent, and their voluntary right to withdraw at any point. A pre-study Zoom platform briefing session outlined the project’s objectives, established ground rules, clarified roles, and addressed questions while allowing the researcher to observe participants’ reactions to the buddy system assignment and review information and consent forms. Prior to participant recruitment, the researcher obtained formal approval from her organizations to conduct the study (See Appendix IX, p. 367.) Participants were assigned pseudonyms, and all data were anonymized to protect confidentiality (Leedy et al., 2015). See Appendices X–XII, pp. 370–400, for the information sheet and consent forms. Sessions were scheduled to align with participants’ academic calendars, fostering engagement and logistical ease (Barry et al., 2002).
Recognizing the challenges of balancing her roles as a peripatetic teacher, performer, and student, the researcher reflected on the impact of the research process on her well-being. To mitigate these challenges, she committed to seeking professional support when necessary, maintaining communication with her thesis adviser, and adhering to a structured timetable (Scott, 2022). See Appendix XIII (p. 406) for the approved Ethics Form.
Data Analysis
Thematic coding followed an iterative refinement process, ensuring findings were rooted in participant meaning-making (Smith, Flowers, & Larkin, 2009; Crawford, 2019). Using descriptive, linguistic, and conceptual methods, themes emerged through progressive coding cycles, with patterns analyzed through Interpretative Phenomenological Analysis (IPA) (Wojnar et al., 2007). To enhance analytical rigor, discrepancies were resolved through comparative analysis, shared practices were identified across cases, and interpretations were refined through an iterative feedback process. Emotion, values, and pattern coding facilitated an in-depth examination of affective responses, decision-making, and thematic consistencies across cases (Saldaña, 2016). Additionally, patterns of cognitive dissonance were examined, particularly in relation to tensions between external validation and self-guided artistry, the reframing of mistakes as learning tools, and the development of artistic independence. These themes were further categorized into subthemes, detailing nuances of peer scaffolding, reflective adaptation, feedback processing, and artistic independence, as outlined in Appendix XVI, (p. 423), Thematic Coding Analysis.
Findings
The Value of the Vocal Practice Buddy System and the PARE/PASE Reflective Framework in a Supervised Practice Approach (SPA) Environment
This findings section examines the experiences of three Vocal Practice Buddy System (VPBS) teams— “Chloe and Jade,” “Jay and Paige,” and “Sara and Ryan”—within the context of the PARE/PASE Reflective Framework and a supervised practice approach (SPA) environment. By analyzing participants’ practice profiles, reflective observations, and post-VPBS interviews, this study highlights how each team navigated their collaborative learning journey. The findings are presented by pairs, integrating participants’ quotes and reflective accounts to explore key themes such as motivation, emotional resilience, peer support, and the balance between structure and spontaneity. This analysis employed reflective observations as both transcriptions and interpretative narratives, embedding participants’ verbatim responses within the teacher/researcher’s (T/R) analysis. The T/R adopted this approach to provide structured documentation alongside interpretative insights, contextualizing participants’ lived experiences through IPA’s double hermeneutic process (Smith et al., 2009). This decision stemmed from challenges encountered during the T/R’s 2022 WBL project, where transcribing PARE/PASE sessions proved impractical due to the fluid nature of participants’ vocal practice activities, including frequent transitions between discussion, singing technical drills (e.g., a 1-3-5 triad on vi/vi/va/va/vi), repertoire in multiple languages, and writing PARE/PASE reflective notes on the board while verbalizing adjustments.
Chloe and Jade’s VPBS Team
Pre-study Practice Profiles
Chloe entered the study with a mix of excitement and trepidation, emotions common in self-assessment and new learning settings where anticipation and anxiety shape engagement (McPherson & McCormick, 2006; Latukefu, 2009; Besser et al., 2020). She described her practice as inconsistent and hampered by self-doubt, noting, “I end up having to gaslight myself into liking the process” and “I think I’m just scared of making mistakes.” Viewing her lack of consistency and motivation as a “vicious cycle,” she hoped the VPBS environment and PARE/PASE framework would help her embrace imperfection. This reflects broader challenges in self-regulated learning, where students struggle to maintain structured habits without external support (McPherson & Renwick, 2001; Barry & Hallam, 2002). Additionally, stress in high-pressure environments can exacerbate self-doubt and performance anxiety, reinforcing these cycles (Carrillo-González & Atará-Piraquive, 2020).
Jade approached practice with structured habits, including warm-ups and technical exercises, but still struggled with consistency, often postponing sessions and describing practice as “a chore.” Stress cycles also affected her motivation, as she reflected, “I don’t feel the same way” or “I forgot how I got there before.” While her challenges differed from Chloe’s, both experienced stress’s impact on motivation and consistency. Research highlights the role of peer learning and structured frameworks in fostering accountability and motivation, particularly in self-directed practice (Topping, 2005; Latukefu, 2009, 2010; Nielsen et al., 2018).
For both participants, stress in their learning environments was closely tied to cognitive and emotional regulation as they navigated the gap between expectations and actual practice experiences. Chloe struggled with self-doubt and perfectionism, while Jade grappled with maintaining consistency despite structured habits. This reflects broader findings that students must reconcile performance expectations with real-world challenges, shaped by both individual mindset and social learning contexts (Bandura, 1977; Besser et al., 2020).
Thematic Analysis
I. Building Trust and Challenging Boundaries
Initially hesitant, Chloe and Jade built trust through their collaborative practice. Jade encouraged Chloe to attempt higher vocal ranges, an area she had previously avoided out of fear of mistakes. This process of peer scaffolding illustrates how trust fosters skill expansion in social learning (Topping, 2005; Nielsen et al., 2018). After hitting a high note, Chloe exclaimed, “It felt great and I didn’t overthink it”, “it felt slay.” Reflecting on this breakthrough, she noted, “If I allow myself to explore high notes, the 5th and the 8th will feel easier to sing,” recognizing how vocal exploration enhances technical ease. She further observed, “The more I challenge myself and let myself be up for challenges, the easier challenges will feel,” highlighting how self-permission to take risks fosters resilience and skill development. This progression underscores the role of peer-supported accountability in artistic growth, reinforcing how structured collaboration builds confidence and technical progress (Barry & Hallam, 2002; Latukefu, 2009).
II. Navigating Emotional Responses
Both participants experienced performance anxiety, particularly in the presence of the teacher/researcher (T/R). Chloe described the sessions as “singing class 2.0,” feeling judged rather than supported. Observing their discomfort, the T/R engaged in vocal practice alongside them, embodying a “partners in learning” approach where both student and teacher share the learning process (Helding, 2020, p. 189). This aligns with Bandura’s (1997) Social Learning Theory, which emphasizes modeling as a confidence-building tool, and Vygotsky’s Sociocultural Theory (1978), which suggests learning occurs first socially before becoming internalized (Schön, 1983; Lehmann & Ericsson, 1997; Latukefu, 2009; Nielsen et al., 2018; Helding, 2020). Chloe noted, “Seeing you practice made me realize you’re human too,” while Jade reflected, “Practice isn’t just for novices; it’s something professionals do too,” reinforcing learning as an ongoing process (Kolb, 1984; Cowan, 2016).
III. Motivation, Collaboration, and Artistic Development Through Feedback
Chloe and Jade’s exchange of feedback was central to their technical and artistic development, reinforcing both motivation and collaboration. Technical growth and confidence thrive in peer-supported environments, where immediate feedback enables real-time adjustments, refining execution and interpretation, while shared responsibility fosters intrinsic motivation and sustained engagement (Topping, 2005; Lehmann & Ericsson, 1997; Nielsen, 2018; Nix, 2019). As their collaboration deepened, feedback became a vehicle for artistic risk-taking. Chloe, initially hesitant to explore her high register (see Building Trust and Challenging Boundaries), gradually embraced these challenges through peer encouragement. In a pivotal moment, she exclaimed, “Damn it, I cannot believe it and I have a witness!” highlighting the impact of peer support in vocal breakthroughs. This underscores the role of peer accountability in sustaining motivation and persistence, aligning with self-determination theory, which emphasizes autonomy, competence, and peer support as key drivers of motivation (Deci & Ryan, 1985). The VPBS model and PARE/PASE framework integrate these principles through structured reflection and collaboration (McPherson & Renwick, 2001; Barry & Hallam, 2002).
Jade also benefited from Chloe’s structured feedback, refining her strategies through mutual encouragement. She noted, “Chloe’s feedback helps me think differently about my strategies.” Nix (2019) highlights how structured feedback loops enhance technical refinement and expressive musicality, while Latukefu (2010) emphasizes that peer feedback strengthens self-assessment and real-time performance adjustments. Their experience illustrates how motivation and collaboration are not just outcomes of feedback but integral to skill development. By supporting each other, Chloe and Jade amplified their technical progress, demonstrating the value of learning environments that integrate peer support and structured feedback mechanisms (Latukefu, 2010; Nielsen et al., 2018).
IV. Reflection and Meaning-Making with the PARE/PASE Framework
The PARE/PASE framework provided Chloe and Jade with a structured yet flexible tool for reflection, allowing them to refine their strategies and engage deeply with their learning. Structured self-assessment and the breakdown of vocal techniques have been shown to foster effective learning and long-term skill development (Beynon, 2020). Reflective practice plays a key role in deliberate learning, enabling students to assess progress critically and enhance skill retention (Ericsson & Harwell, 2019). Chloe used color-coded tracking to highlight areas for improvement, stating, “Using my ‘angriest’ colors helps me remember what I need to improve.” Jade emphasized adaptability, noting, “If it doesn’t work today, I’ll try something different tomorrow.” Their approach reflects how navigating difficulties enhances long-term retention and deeper engagement, reinforcing the role of productive struggle in skill development (Bjork & Linn, 2014). By focusing on lived experiences, the framework fostered phenomenological engagement and self-awareness, helping them develop a more personal connection to their progress.
Bjork & Linn (2014) highlight how overcoming challenges fosters resilience and deepens learning. Chloe reflected, “Taking time to reflect through PARE/PASE lets me feel what’s happening, not just analyze it.” Their discussions revealed how reflection aligned intentions with practice outcomes, fostering a more embodied understanding of vocal technique.
V. Reconciling Cognitive Dissonance 
Both participants experienced tensions between performing for approval and exploring their authentic artistry. Cognitive dissonance in vocal learning arises when students navigate conflicting feedback or perceptions of their own sound (Helding, 2020). Chloe described a struggle between “singing as others want” and “singing as she chooses,” reflecting the conflict between external expectations and artistic self-expression. Jade noted, “Sometimes I feel like I have to solve everything perfectly in front of her,” illustrating the pressure to meet perceived expectations in a collaborative setting.
Festinger’s (1962) Cognitive Dissonance Theory suggests that discomfort from conflicting beliefs can drive growth. For Jade, this tension stemmed from balancing the need to appear competent with the reality of learning through imperfection. Over time, both participants shifted from external validation to intrinsic motivation. Chloe observed, “Mistakes are no longer something to fear; they’re opportunities to learn.” Similarly, Jade recognized that perfectionism in front of others hindered her ability to take risks and grow. This shift aligns with research on self-regulated learning, where students develop metacognitive awareness and resilience through reflective adaptation (McPherson & Renwick, 2001; Zimmerman, 2002). The reframing of mistakes as learning tools highlights how cognitive dissonance, when effectively navigated, fosters both artistic and technical growth.
T/R Final Reflection
Chloe and Jade’s VPBS experience underscored the interplay of trust, emotional growth, and technical development. They challenged each other, embraced vulnerability, and used reflective practice to navigate challenges, reinforcing the value of collaborative learning. The PARE/PASE framework functioned as both a metacognitive tool and a conversational bridge, helping them align intentions with outcomes. Chloe’s reflection, “Progress is progress, even if it’s messy,” encapsulates the importance of embracing imperfection as part of learning. This resonates with Helding’s (2020, p.184) assertion that learning is a “dynamic” process that can often be “messy and unstable.”

Jay and Paige’s VPBS Team
Pre-Study Practice Profiles
Jay approached the study with structured yet demanding practice habits, balancing solo and ensemble singing while managing vocal health. While the PARE/PASE framework helped structure his practice, his high expectations sometimes led to overcommitment and vocal fatigue, a challenge common among high-achieving music students (Ericsson et al., 1993; McPherson & Renwick, 2001). Accustomed to practicing with partners, he valued collaborative learning as a means of addressing gaps in self-assessment, noting, “Having a partner’s perspective enhances my ability to focus on areas I might overlook.” However, the psychological burden of high expectations at times affected his motivation, a common challenge for performance students managing intensive training demands (Ostwald et al., 1994). He also recognized how high-pressure performance settings influenced vocal efficiency, aligning with research linking performance stress to vocal strain (Dietrich & Verdolini Abbott, 2012; Carrillo-González & Atará-Piraquive, 2020).
Paige’s practice habits blended structure with exploration, with motivation fluctuating based on workload, a common challenge for music learners balancing academic and artistic commitments (Barry & Hallam, 2002). She valued feedback and collaboration, recognizing external accountability as a motivating factor (McPherson & Renwick, 2001). Initially hesitant to step beyond her comfort zone, she reflected, “I’m used to practicing alone, but I’m excited to push myself and improve my teamwork skills.” Her perspective aligns with research on collaborative learning, which emphasizes the role of peer engagement in fostering deeper learning and sustained motivation (Nielsen et al., 2018). Rather than strictly following the PARE/PASE template, Paige applied its reflective elements informally. She explained, “Instead of using the template, I ask myself, ‘What did you think about? How did it feel?’ Sometimes I write those answers down to remember.” Her flexible approach highlights how structured reflection can be adapted to different learning styles, reinforcing its role in supporting engagement and self-directed learning (Beynon, 2020).


Thematic Analysis
I. Motivation and Peer Encouragement
Motivation played a central role in Jay and Paige’s VPBS experience, reinforcing how peer learning fosters engagement and accountability in specialist music education (Hanken, 2016). The PARE/PASE framework supported reflective goal-setting, while peer accountability sustained their commitment (McPherson & Renwick, 2001). Their contrasting strengths—Jay’s structured approach and Paige’s adaptability—helped balance their learning dynamic. Jay reflected, “I have noticed that I am more willing to try certain things when I am with a buddy (practice partner) than when I am alone.” He acknowledged that practicing alone often led to self-doubt: “I will convince myself or look for a reason not to motivate myself to do it.” However, peer accountability pushed him forward, a sentiment Paige echoed: “The buddy pushes you.”
Jay also emphasized perseverance, asking, “How do you think you will improve if you don’t do it just because it’s hard?” This highlights how peer learning fosters persistence and goal-oriented engagement, aligning with research on social motivation in music education (Topping, 2005; Nielsen et al., 2018). Paige credited Jay’s structured focus with helping her stay motivated, adding, “Jay’s focus motivated me to show up even on days when I felt like slacking off.” Their mutual encouragement reinforced the role of peer learning in sustaining motivation and engagement, particularly in self-directed learning contexts (Topping, 2005; Nielsen et al., 2018). Jay recognized how peer support helped him stay engaged despite external stressors, while Paige acknowledged that accountability played a key role in maintaining effort.
II. Building Trust and Emotional Resilience
Jay and Paige’s partnership began with mutual hesitations about collaborating in a monitored environment. Initially, both experienced heightened nervousness due to the T/R’s presence. Paige remarked, “Having the T/R there felt like being observed in a performance,” while Jay admitted, “It’s always intimidating to expose your process to someone else.” Their initial anxieties reflect research on performance-related stress in collaborative settings, where shifting from teacher-led instruction to reciprocal peer learning can create uncertainty before fostering trust, autonomy, and resilience (Hanken, 2016; Welch et al., 2019).
During the second session, Paige experienced physical discomfort due to period symptoms, initially appearing withdrawn—an issue common among female singers managing hormonal fluctuations affecting vocal function (Phyland & Miles, 2019). The T/R’s acknowledgment of her discomfort encouraged her to adapt exercises with Jay’s support. Paige reflected, “It was embarrassing at first to admit I wasn’t at my best,” but reassurance from both the T/R and Jay helped her recognize “that it’s okay to take care of myself while still trying.” This exchange helped Paige communicate her needs and gave Jay insight into discussing hormonal challenges. His nervous laugh— “Yeah, this is not something I would know what to say”—highlighted how the SPA environment fostered reflective dialogue. This process aligns with Bandura’s (1997) theory of observational learning, where peer experiences enhance confidence and skill development, and illustrates the voice as a biopsychosocial phenomenon (Hart & King, 2022). Additionally, the T/R’s role exemplifies Schön’s (1983) reflective practitioner model, reinforcing the role of mentorship in creating a safe, adaptive learning space.
III. Creative Adaptation in Challenging Situations
Jay and Paige demonstrated creativity when facing unexpected challenges in their VPBS sessions. For instance, Paige initially struggled with raspberries (SOVT exercises) and admitted, “I don’t like it because I can’t do it, and I want it to work.” Encouraged by Jay’s support, she continued practicing independently and later recognized her improvement, reflecting, “I think that was better.” This progression illustrates how peer feedback and structured collaboration foster problem-solving and resilience (Hanken, 2016; Ericsson & Harwell, 2019). Peer interactions enable students to extend beyond their individual abilities, exemplifying Vygotsky’s (1978) Zone of Proximal Development, where collaboration facilitates skill advancement.
Jay, in turn, struggled to balance his perfectionist tendencies with experimentation, a common challenge in music learning, where students must integrate precision with creative risk-taking (Lehmann & Ericsson, 1997; Helding, 2020). Working with Paige helped him embrace a more flexible approach to practice. While he preferred structure, Paige’s adaptability encouraged him to be “a little bit freer” and focus more on “being in the process” rather than prioritizing precision over exploration. This shift allowed him to enjoy practice more and balance structured learning with creative exploration. Paige encouraged him to try less rigid approaches, particularly in repertoire rehearsal, demonstrating how peer collaboration fosters both technical refinement and creative exploration, where musicians balance structure with expressive interpretation (Woody, 2006; Nielsen et al., 2018; Nix, 2019). Their dynamic allowed them to navigate obstacles collaboratively, striking a balance between technical precision and artistic growth.
IV. Technical and Artistic Development Through Feedback
Jay and Paige’s technical and artistic growth was shaped by their collaborative feedback, which supported both structured learning and expressive exploration. Jay frequently led vocal health and precision exercises, emphasizing intentional practice, while Paige encouraged creative phrasing and breath control. She advised Jay to “trust the breath markings he had already written,” helping him build confidence in his phrasing. Their exchange reflects how peer collaboration supports both technical skill development and self-efficacy, as feedback from a trusted partner enhances confidence and promotes deeper engagement in learning (Latukefu, 2009; Hanken, 2016; Keerthirathne, 2020). Paige’s feedback on Jay’s breath control led him to refine his phrasing. She remarked, “It sounds much, much better.” When Jay asked, “Really?” she responded, “Yes! What did you do differently?” He reflected, “Connecting more with my air and trying to keep it free.” Their real-time adjustments illustrate how structured peer feedback fosters deliberate practice, helping students develop both technical awareness and artistic expression. This aligns with Schön’s (1983) concept of reflection-in-action, where immediate feedback informs skill refinement, and reflection-on-action, where post-session insights enhance future practice (Barry & Hallam, 2002; Latukefu, 2010).
Jay’s encouragement also helped Paige explore dynamic contrasts in her repertoire, demonstrating how peer learning promotes interpretative growth and artistic confidence. Their dialogue deepened self-awareness, as seen when Paige pointed out, “Your eyebrows and shoulders were going up, but when we started going down, you relaxed your shoulders and face.” Her observation helped Jay make immediate adjustments, reinforcing awareness of tension and relaxation during singing. These moments highlight the role of peer learning in shaping both artistic interpretation and technical control, providing a supportive space for skill refinement through shared reflection and feedback.
V. Reflection and Deliberate Practice
The PARE/PASE framework structured their self-assessment and goal setting, helping them evaluate progress, refine techniques, and develop intentional practice habits. By engaging in structured reflection, both participants reinforced essential skills for self-regulated learning and deliberate practice, concepts widely discussed in music education research (Vygotsky, 1978; Bandura, 1997; Williamon & Valentine, 2000; Latukefu, 2010; Hanken, 2016; Ericsson & Harwell, 2019). Jay’s consistent use of the template allowed him to recognize patterns in his practice and set achievable goals. He described it as “a game-changer for staying focused.” In contrast, Paige initially relied on instinctive reflection but gradually adopted a more structured approach. She explained, “I like taking the time to reflect at the end,” which she found made her practice feel "more professional." Her evolving use of reflection mirrors the process of developing metacognitive awareness, where musicians transition from instinctive habits to structured, intentional learning (Latukefu, 2010; Hanken, 2016).
Over time, Paige refined her practice strategies, noting, “It helped me a lot to organize my practice. Before, I would go in, do some vocalization, sing the piece, and that was it. Now, I have structure.” Initially, she recalled the template mentally rather than filling it out, but she became more deliberate in documenting her reflections, mirroring the structured habits seen in Jay’s approach. This shift illustrates how reflective strategies foster continuous learning and skill refinement, reinforcing the role of social and observational learning in self-directed practice (Vygotsky, 1978; Bandura, 1997). While Jay maintained consistency through structured reflection, Paige’s adaptable approach showed how reflection can be effective even with varied applications. Through their discussions, they also deepened their understanding of vocal technique and emotional engagement. Paige remarked, “He noticed something I was doing physically that I didn’t realize,” which helped her become more aware of habitual movements. Jay similarly noted, “Paige pointed out things in my singing that I wasn’t paying attention to.” Their reflections highlight how peer observations enhance self-awareness and technical development, reinforcing Schön’s (1983) model of reflective practice. By engaging in structured reflection, they aligned artistic and technical goals, refining their approach to performance through both individual and collaborative learning processes.
T/R Final Reflection
Jay and Paige’s VPBS experience demonstrated how structured peer learning fosters both technical and artistic growth. Their collaboration highlighted the flexibility of the PARE/PASE framework, allowing them to tailor reflection to their learning styles while benefiting from structured goal setting (Hanken, 2016). As Jay refined his goal-setting and Paige adapted her reflection process, their growing autonomy in self-regulated learning became evident. This balance between consistency and adaptability illustrates how structured frameworks support both stability and flexibility in music learning. Their ability to assess and challenge each other with minimal T/R intervention reinforced VPBS’s role in fostering independent musicianship, aligning with research on peer learning as a catalyst for self-efficacy and adaptive learning (Hanken, 2016; Williamon & Valentine, 2000).

Sara and Ryan VPBS Team
Pre-Study Practice Profiles
Sara began the study with a mix of excitement and apprehension about participating in the VPBS sessions. Having previously collaborated with Ryan on a recital project, she expressed confidence in their ability to learn from each other, stating, “I think my partner and I will do a good job and, as we have worked together before, we will learn from each other and continue to develop as singers.” Research suggests that familiarity between peers can enhance collaboration and increase confidence in practice settings (Hanken, 2016; Nielsen et al., 2018). Sara’s practice habits reflected a strong focus on technique and structured routines. She typically began with stretching and semi-occlusive vocal exercises before progressing to repertoire work, focusing on rhythm, lyrics, and technical details. While her structured approach provided stability, she acknowledged challenges with consistency and motivation, noting, “The more I do the same every day, the more it becomes a habit.” Studies suggest that repeated practice strengthens consistency, reinforcing skill development and long-term retention (Williamon & Valentine, 2000; Barry & Hallam, 2002). Her deliberate use of the PARE/PASE framework helped her document progress and identify areas for improvement. She found it particularly useful for maintaining focus and tracking challenges, aligning with research on structured reflection as a tool for self-regulated learning (Schön, 1983; Beynon, 2020).
Ryan approached the VPBS with a reflective and adaptive mindset, motivated by a desire to refine his practice. While he acknowledged struggles with consistency due to distractions and fluctuating motivation, he valued practice as a means for growth, stating, “I am excited to be able to learn and contribute to future systems of practice.” Research suggests that students who find personal meaning in their practice demonstrate higher motivation and engagement (Deci & Ryan, 1985). Ryan’s practice routine varied depending on his academic responsibilities and extracurricular commitments. On demanding days, he engaged in lighter repertoire auditing, while on less busy days, he prioritized focused technical work. Studies on performance students highlight the challenges of balancing academic coursework with intensive vocal training, emphasizing the need for structured practice to maintain vocal health and efficiency (Williamon & Valentine, 2000; Phyland & Miles, 2019). Preferring a quiet, organized setting, Ryan focused on refining specific vocal elements but admitted, “I don’t always use it unless I go with a clear goal.” Referring to the PARE/PASE framework, he acknowledged using it inconsistently but found it highly effective when objectives were well-defined. Research indicates that structured goal-setting enhances practice consistency and effectiveness (Vygotsky, 1978; Latukefu, 2009).
Thematic Analysis
I. Collaboration and Peer Support
Ryan and Sara’s VPBS sessions highlighted how their contrasting strengths complemented each other’s learning. Sara’s structured, detail-oriented approach provided Ryan with technical guidance, while Ryan’s instinctual methods encouraged Sara to embrace a more fluid and spontaneous approach. This balance helped both participants expand their skill sets, with Ryan refining his technical execution and Sara developing greater artistic freedom. Research suggests that technical precision and creative flexibility are interdependent in musical learning, with structured approaches supporting skill refinement and instinctual methods fostering artistic expression (Woody, 2022).
During their early sessions, Sara guided Ryan through posture corrections and alignment cues, reminding him to “watch out for your head” and “keep the breath active” during high-register exercises. These reminders helped Ryan stabilize his tone and posture, demonstrating how kinesthetic awareness influences vocal development. Research suggests that singers who actively engage with alignment and breath support experience greater ease in phonation, reduced fatigue, and improved tone consistency (Miller, 1996; McKinney, 2005; Ragan, 2020), which was reflected in Ryan’s progress.
Conversely, Ryan’s instinctual and fluid approach encouraged Sara to embrace spontaneity. During a challenging passage, he advised, “Don’t think so much—just let it flow.” The T/R observed that Sara became more aware of how overthinking affected her singing after Ryan’s encouragement to “just let the voice flow; don’t fight it.” She later reflected, “It’s not that I didn’t think as much as I didn’t overthink that much.” This exchange illustrates how peer learning fosters both cognitive and artistic development, with Sara refining her technical precision while gaining confidence in creative risks. Meanwhile, Ryan benefited from Sara’s structured guidance, improving his technical execution and artistic control. Their ability to extend their vocal capabilities beyond their typical approaches aligns with research on peer learning as a tool for developing self-regulation and artistic autonomy (McPherson & Renwick, 2001; Nielsen et al., 2018).
II. Emotional Responses and Performance Anxiety
At the start of the VPBS sessions, both Ryan and Sara exhibited heightened anxiety. Sara initially approached feedback with hesitation, concerned about its accuracy rather than viewing it as mutual learning. Ryan described feeling “like someone was grading me, even though I knew it wasn’t a test,” referring to the T/R’s presence in their VPBS sessions, which heightened his sense of external evaluation. Research suggests that evaluative pressure can increase stress and hinder performance (Williamon, 2004; Kenny, 2011; Carrillo-González & Atará-Piraquive, 2020). However, Helding (2020, p. 189) introduces the “partner in learning” model, which emphasizes collaboration in reducing hierarchical pressures, a shift that became evident as the sessions progressed.
Over time, both participants demonstrated emotional growth. Sara became more comfortable with mistakes, particularly regarding high notes, initially stating, “I don’t like singing high notes, so I reach a G5, and I go down.” Ryan recognized her reluctance: “You are scared of them.” Through encouragement, Sara gained confidence, later reflecting, “I don’t feel nervous or stressed about those notes like in the previous session because I can sing those notes.” Ryan also transitioned from seeking external validation to trusting Sara’s feedback, demonstrating greater autonomy. He reflected, “I’ve realized it’s okay to trust myself and my partner.” This transition highlights the role of peer support in building emotional resilience and self-efficacy, both key components of self-regulated learning (Bandura, 1997; Zimmerman, 2002; Hanken, 2016).
III. Motivation and Peer Encouragement
Peer support played a crucial role in sustaining motivation for both participants. Ryan, who initially reported low motivation, became more focused as Sara encouraged him during repertoire exercises, prompting him to slow down and reflect using the PARE/PASE template: “If you practice too fast, you risk learning it wrong.” She reinforced this by modeling the process, saying, “I do it with you,” and encouraging him to pace himself: “Wait for me; we will do it together.” Their sessions fostered engagement and persistence, with Ryan acknowledging, “Having a buddy helped me stay focused. When I practiced alone, I would get bored or distracted, but with Sara, I had someone to keep me on track.”
Before VPBS, Sara’s practice lacked structure. However, knowing Ryan depended on her input motivated her to commit. She explained, “When I had a partner, I felt more responsible. After our sessions, I started practicing on my own more, knowing I had to bring something back to the next session.” This reciprocal support reflects how collaborative learning fosters accountability and sustained motivation (Latukefu, 2010; Nielsen et al., 2018).

IV. Fostering Artistic Confidence and Interpretative Independence in Peer Learning
The VPBS sessions allowed both participants to refine their expressive interpretation. Ryan encouraged Sara to go beyond technical accuracy and engage in storytelling. During one session, he asked, “Do you know the text?” When she hesitated about adding more emotion, he reassured her, “No, but I think what you feel is lacking is more drama, and you’ll get it.” Sara processed this and clarified, “So, be more dramatic?” Ryan affirmed, “Yes, tell the story.” As she resumed singing, Ryan used gestural cues to guide phrasing and emotion, which helped Sara refine her delivery. Though initially hesitant, she ultimately acknowledged, “That phrase requires more attention compared to the rest of the piece.”
This exchange highlights the role of peer-directed expressive learning in fostering artistic confidence and independence. Peer feedback encouraged risk-taking, supporting Sara’s expressive growth (McPherson & Renwick, 2001; Nielsen et al., 2018). Research underscores how movement and gesture enhance interpretative depth, reinforcing the link between physical engagement and musical storytelling (Kilpatrick, 2020; Nix, 2019). Their collaboration exemplified co-constructive learning, where emotional connection and storytelling developed in a supportive yet challenging space (Hanken, 2016; Woody, 2022).
T/R Final Reflection: Artistic Ownership and Peer-Directed Learning
Sara and Ryan’s VPBS experience revealed the depth of artistic autonomy possible in a peer-learning environment. As advanced students with prior collaboration experience, they instinctively took ownership of their learning, refining both technical and expressive aspects without significant instructor intervention. Their ability to assess, guide, and challenge each other demonstrated a high level of self-regulation, extending beyond structured tasks into an evolving, self-sustaining learning dynamic. This was particularly evident in Sara’s use of the PARE/PASE framework to prompt deeper reflection, reinforcing Ryan’s engagement with structured documentation and self-regulation. The T/R observed that this development underscored VPBS’s potential as a framework for artistic autonomy, where peer engagement fosters independent artistic decision-making. Their ability to apply years of vocal training in a collaborative setting highlights how structured peer interactions facilitate both technical growth and artistic self-discovery (Hanken, 2016; Latukefu, 2010; McPherson & Renwick, 2001; Nielsen et al., 2018).
These findings align with research on self-regulated learning in musicians, which suggests that collaborative, self-directed environments enhance metacognitive awareness and creative risk-taking (McPherson & Renwick, 2001; Nielsen et al., 2018). The VPBS structure, combined with the PARE/PASE framework, provided a structured yet flexible environment for experimentation, reflection, and refinement. Engaging with PARE/PASE encouraged deeper critical thinking and self-directed analysis, reinforcing their sense of artistic ownership and interpretative independence. Their engagement exemplifies how peer learning can evolve into a self-sustaining model of artistic development, where knowledge is applied and expanded through collaboration.
The PARE/PASE Framework within the VPBS Environment
This analysis explores participant experiences within the VPBS environment, focusing on themes of motivation, vulnerability, structure, technical growth, and reflective practice, while highlighting the PARE/PASE framework's role in fostering collaboration and effective practice.
Thematic Analysis
I. Motivation and Peer Encouragement: A Shared Responsibility
Participants struggled with motivation in solo practice. Chloe described her sessions as “disorganized and pressure-filled,” while Ryan felt “bored” and uncertain about progress. This reflects challenges in self-regulated learning (McPherson & Renwick, 2001). The VPBS framework provided accountability, reigniting motivation. Chloe noted, “Practicing with Jade makes me feel less lost—we keep each other accountable.” As Paige prepared for her recital, she noted, “Thinking about how today’s practice would set me up for next week or next month,” reflecting the deliberate practice (DP) principle of aligning daily efforts with long-term goals (Ericsson et al., 1993). Jay found collaborative problem-solving “made the process fun again,” reinforcing that peer interaction enhances sustained engagement (Topping et al., 2017).
II. Vulnerability and Teacher Presence: Catalysts for Reflection and Growth
Participants described vulnerability as central to their engagement with the VPBS framework. Chloe referred to the sessions as “singing class 2.0” but realized through reflection, “I had unrealistic standards.” Similarly, Jay acknowledged, “There’s always that fear of opening up… but in reality, it allowed me to work and feel vulnerable.” Structured learning environments provide the psychological safety needed for students to reflect, challenge their limitations, and take risks (Nielsen, 2018). The VPBS framework fostered this security, helping participants reframe vulnerability as a strength and a tool for artistic growth.
Kolb’s (1984) experiential learning theory emphasizes that emotional engagement is essential to meaningful learning. By creating a supportive space, VPBS and PARE/PASE helped participants confront insecurities and develop constructive mindsets. Peer-supported environments encourage deeper reflection, allowing students to reframe challenges as learning opportunities (Topping et al., 2017). Chloe summarized this shift: “The sessions weren’t about being perfect; they were about learning.”
III. Structured Reflection Enhances Awareness
The PARE/PASE framework helped participants recognize strengths, weaknesses, and strategies for improvement. Jay reflected, “Connecting more with my air and trying to keep it free,” emphasizing how it kept him mindful of technique. Developing such cognitive and physical awareness is essential for refining vocal technique (Helding, 2020). Sara’s reflective questions prompted Ryan’s realization about vowel transitions. As Ryan responded to Sara’s guidance, he noted, “Damn, this is where I am because everything changed when I covered my nose,” recognizing how analyzing his technique in the moment led to a key technical adjustment. Ericsson & Harwell (2019) emphasize that high-quality practice involves real-time problem-solving and critical reflection. The Resultado/Sensación stage of PARE/PASE further reinforced this awareness, as Ryan became more attuned to how technical shifts influenced his vocal sensations and overall control. The framework bridged unconscious habits and intentional practice by enabling participants to articulate and analyze their experiences (Schön, 1983).
The Experiencia (E) stage reinforced Kolb’s (1984) experiential learning model, encouraging both emotional and experiential reflection. Chloe suggested that “E” could also stand for “Emotions/Emociones,” highlighting how this stage helped her articulate her artistic growth. As Paige noted, “When I thought about how I felt at the end of the session, I realized I was more connected to the piece emotionally than ever before.” Research confirms that structured reflection deepens both technical understanding and emotional engagement (Hanken, 2016; McPherson & Renwick, 2001), allowing participants to gain deeper insights into their development and connection to music.

IV. Collaboration Promotes Confidence and Support
Participants highlighted how PARE/PASE fostered collaboration, trust, and camaraderie, reducing fear of failure and strengthening commitment to growth. Chloe and Jade alternated leadership roles, ensuring fairness: “We are being fair in this partnership... now it’s your turn.” Paige noted that collaborative questioning felt more like peer exchange than hierarchical instruction: “What did you think? What did you do differently?” By embracing collaboration, participants acknowledged each other’s contributions and strengthened interpersonal dynamics. This trust-building process encouraged deeper engagement in practice, aligning with findings by Bandura (1977) and Hallam (2001) on the role of peer support in fostering confidence and learning.
V. Balancing Structure and Flexibility: Navigating Harmony
The interplay between structure and flexibility was a key theme (Schön, 1983). Jay initially found the sessions restrictive, stating, “I felt like I had to perform rather than explore,” but later appreciated Paige’s freer approach: “Her freer approach taught me to let go of over-planning.” While time constraints posed challenges, Jade noted, “We have 20 mins left, one hour is not enough for us,” emphasizing the need for more time to engage fully in practice. However, Chloe observed that time seemed to “fly by” once they found their flow, suggesting that structured sessions fostered efficiency and adaptability. This aligns with Williamon (2004), who highlights how structured practice enhances efficiency, allowing musicians to adapt within constraints while continuing skill development. Similarly, the PARE/PASE framework balanced structure and flexibility, helping participants navigate unpredictability in practice. Its interconnected stages—P, A, R/S, and E—supported real-time adaptation, enabling participants to refine their approach.
VI. Technical and Artistic Development: The Power of Feedback
Collaborative feedback enriched both technical and artistic growth. During VPBS, Ryan encouraged Sara to trust her training, reminding her, “Trust that your body knows what it must do. You’ve been teaching it for four years.” His encouragement reflects the value of consistent, focused effort in skill development, a key aspect of deliberate practice. Research suggests that structured peer collaboration fosters accountability and deeper reflection, helping musicians refine both technical precision and artistic expression (Hanken, 2016; Nielsen, 2018). Similarly, Chloe recalled, “At first, it felt like being judged,” but as the sessions progressed, she realized they were “about learning” rather than “being perfect.” This shift in perspective mirrors how collaborative practice encourages students to take ownership of their progress, moving away from external validation toward self-directed learning (McPherson & Renwick, 2001).
The PARE/PASE framework structured feedback to support both technical and artistic development. By breaking practice into Pensamiento, Acción, Resultado/Sensación, and Experiencia, it helped participants make feedback actionable and relevant to their learning goals. Ryan described it as “a guide to structure and to reflect on the process of practice,” highlighting how it provided a clear method for refining technique and deepening artistic expression. Sara echoed this, noting, “I can compare at least the sensations and experiences, and there I can see that besides feeling the progress, I can also read it.” The framework turned feedback into a tool for continuous growth, refining both technical and artistic skills through collaboration.
Evolution of Practice: From Individual to Collaborative Learning
The cross-comparison of the three VPBS teams highlighted significant shifts in participants’ perceptions and approaches to practice. To capture this progression, Table I: Evolution of Findings Across Study Phases presents a structured overview of participants' reflections before, during, and after their engagement in VPBS, illustrating how their practice habits evolved throughout the study.

Table I: Evolution of Findings Across Study Phases: Before, During, and After
	Aspect
	Pre-Study
	During VPBS
	Post-Study


	Motivation
	
“I didn't practice before... but when I had my partner, I felt the support, that gave me the motivation to try it on my own.”- Sara
	
“We kept each other motivated... even if one of us wasn’t feeling it that day, we showed up and got something done.” - Paige
	
“I kind of take it more... like more professional. I'm doing this for my college career and for what I want to do in the future.” - Paige

	Practice Structure
	
“The fact that you can practice alone, is kind of harder. I mean, it's hard for me to know if the approach I'm taking is the right one from an outside perspective." - Ryan
	
“They started structuring their sessions by breaking down their practice into clear segments, setting an order for warm-ups, technique, and repertoire. They also used reflective questioning to check their progress.”- T/R
	
“I plan out what I'm going to work on and why. It makes my practice way more efficient.”  -Sara

	Self-Confidence
	
“I would second-guess everything. I always felt like I was just guessing if I was doing things right.” - Jade
	
“For me practicing builds confidence, because I'm proving to myself that I can do it. Maybe I don't do it perfectly, but I am showing myself that I’m willing to put in the effort.”- Chloe
	
“I used to think I needed approval from my teacher... Now I trust what I feel.”- Jade 

	Technical Focus
	
“I’d just repeat things over and over... without really knowing what I was fixing.” – Paige

	
“I started paying attention to what my body was actually doing, instead of just assuming what was happening.” - Jay
	
“Having a buddy impacted my practice … it's hard for me to know if the approach I'm taking is the right one from an outside perspective.” - Ryan


Participants frequently contrasted their VPBS experiences with solitary practice, emphasizing the differences between independent and peer-supported environments. Table II: Comparing Solitary and Collaborative Practice summarizes these contrasts, highlighting the impact of collaborative learning on vocal practice.

Table II: Comparing Solitary and Collaborative Practice: Insights from SPS and VPBS
	Aspect
	Solitary Practice Sessions (SPS)
	Vocal Practice Buddy System (VPBS)

	Dynamic
	“I either get bored or distracted” – Ryan
	“Practicing with a buddy, makes the sessions more dynamic, more entertaining.” – Ryan

	Objective vs. Subjective Evaluation

	“It's very subjective... you're more prone to give yourself a hard time and feel bad about doing it wrong.” 
-Sara
	“When you're with the buddy, the feedback is objective, because that person is not you. That person is just looking at the work that you're doing.” – Sara

	Feedback
	“You're more prone to give yourself a hard time and feel bad about doing it wrong, quote unquote.” – Sara
	“It's faster, instant feedback.”– Ryan


	Motivation
	“Unlike the SPS, I was already looking forward to it” – Jay I was excited about going to the buddy system. Wanting to do it several times during the week.” – Jay
	"The buddy system pushed me to show up and do the work." – Paige
“I was excited about going to the buddy system. Wanting to do it several times during the week, it motivated me to study after the buddy systems.” – Jay

	Independence (Autonomy)

	"SPS helps with the process of goal and objective establishment." – Paige
	"That creates independence." – Chloe



Reflective Observations as a Tool for Supervised Practice Approaches (SPA)
Since this study was conducted in Spanish and students’ repertoire included German, French, and Italian, the T/R was simultaneously transcribing and translating, making verbatim transcription inefficient and requiring excessive clarifications. Reflective observations provided a more cohesive and meaningful alternative by integrating transcription, translation, and interpretative analysis into a single structured narrative, ensuring that meaning-making remained central. This method also aligned with the study’s objective of developing both a theoretical and practical understanding of IPA within a real-world music education context (Crawford, 2019). Beyond this study, reflective observations offer potential as a research tool for Supervised Practice Approaches (SPA) and other supervised learning environments. As a structured yet flexible method for capturing transcript-based data, participant experiences, and researcher reflections, this approach provides valuable insights into mentorship and the supervision of practice dynamics (Baughman, 2017). Given its effectiveness in integrating multiple layers of analysis, it could be further explored and refined as a pedagogical tool for SPA settings.
Top of Form
Bottom of Form
The PARE/PASE Reflective Framework and the Stop Moment: A Metacognitive and IPA Tool
A key outcome of this study was the identification of the PARE/PASE Reflective Framework as both a metacognitive and Interpretative Phenomenological Analysis (IPA) tool. This discovery emerged through the study’s exploration of how structured reflection enhances vocal practice. The framework follows a sequence of reflective steps—planning, monitoring, and assessing progress—providing both structure and flexibility for students to adapt their practice to individual needs. This adaptability ensures its relevance across diverse learning contexts, aligning with Ghaye’s (2010, p. 29) assertion that reflective practices should respond to learners’ needs rather than follow rigid, prescriptive steps. From an IPA perspective, the PARE/PASE framework facilitates what Larkin (2006, p. 115) describes as a “hermeneutic of meaning-recollection.” By fostering dialogue and guiding students’ reflections, teachers help situate the framework within the broader phenomenological context of practice, which Lehmann and Ericsson (1997) describe as inherently rooted in the lived experiences of learners. In music learning and teaching—fields fundamentally based on experience—phenomenology provides a lens through which individuals engage with and internalize their practice (Crawford, 2019, p. 455). Through structured IPA methodologies, the PARE/PASE framework enables students to actively engage in their experiences while reinforcing deliberate practice through structured reflection, planning, and adaptation.


Metacognitive Perspectives and the Role of Deliberate Practice
From a metacognitive perspective, the framework aligns with principles of deliberate practice (Ericsson, Krampe, & Tesch-Römer, 1993; Ericsson & Harwell, 2019), emphasizing goal-oriented efforts to refine skills. Effective practice involves strategic planning, reflection, and evaluation rather than mere repetition (Barry & Hallam, 2002). Williamon (2004) highlights that the character of practice directly influences skill development, whether for short-term improvement or long-term growth. The framework’s iterative nature aligns with research that characterizes practice as a problem-solving activity (Miklaszewski, 1989, cited in Hallam, 1995, p. 4) and with the concept of desirable difficulties (Bjork & Linn, 2014). By documenting challenges and evaluating strategies, students reinforced both artistic and technical growth while fostering skill retention and long-term learning transfer (Soderstrom & Bjork, 2015). Table III presents participant-driven strategies that contributed to their engagement with the VPBS framework, demonstrating how structured planning, accountability, and external tools supported their reflective practice.
Table III: Participant-Driven Strategies for Success in the VPBS Framework
	Strategy
	Participant Insights


	Structured Planning
	“Arriving prepared, setting specific goals = better results for taking advantage of the time”– Jay

	Establishment of a Safe Space for Learning

	“Having respect and empathy toward our buddies.”, “I was nervous, but after the second session, I said, we're going to work... the process was much more bearable. - Jay

	Trust and Accountability

	“Allowing oneself to be vulnerable”, "We keep each other accountable and make practice fun.” – Chloe

	Integration of PARE/PASE
	“Writing things down helped me track my improvements. That helps you visually.” – Paige
“Besides feeling the progress, I can also read it” -Sara

	Use of External Tools
	“A mirror, piano, and recordings helped with technical adjustments” – Paige

	Balancing Solo and Peer Practice
	“Having a SPS first.”, “Taking initiative, developing autonomy, VPBS is a 50-50 relationship.”- Focus Group



The Stop Moment (SM) as a Cognitive Shift: Transitioning from Physical to Mental Practice
As part of the ongoing refinement of the PARE/PASE framework, this study highlights the Stop Moment (SM) as a significant cognitive shift. Since its inception in 2022 and initial testing in 2023, the framework has evolved to incorporate SMs as a key strategy for enhancing metacognitive engagement in practice. A core feature of this development is the transition from physical execution to internalized cognitive processing, reinforcing self-regulated learning and technical recalibration. While typically a structured pause for assessing vocal outcomes, the SM also functions as a cognitive recalibration tool, engaging auditory imagery, motor planning, and reflective adjustments to optimize learning and skill refinement.
Instead of repeating a passage physically, students paused to refocus and mentally rehearse phrases, reducing unnecessary vocal strain while reinforcing technical precision. During these moments, they engaged in either wakeful rest, a brief period of consciousness with minimal external interference that enhances memory retention and motor learning—a phenomenon known as the “resting effect”—where the brain's Default Mode Network (DMN), associated with memory consolidation, motor learning, and internal cognitive processing, is activated (Martini et al., 2020, p. 299; Buch et al., 2021; Millar & Balota, 2022). Similarly, they could engage in subvocalization, or covert singing, which activates motor planning and neuromuscular coordination of the laryngeal and articulatory muscles, reinforcing anticipatory auditory imagery before vocal execution (Pruitt, Halpern, & Pfordresher, 2019, p. 1). These processes facilitate the retention of previously rehearsed motor sequences, reinforcing skill acquisition without immediate repetition (Buckner, Andrews-Hanna, & Schacter, 2008; Martini et al., 2020; Buch et al., 2021).
Sara’s Stop Moment (SM) Example: Applying Cognitive Pauses in Practice
Sara’s VPBS session provides a representative case of SM application within the PARE/PASE framework. When encountering technical difficulties, she instinctively paused to mentally rehearse the phrase and recalibrate her vocal approach before attempting it again. Rather than repeating the passage with physical tension, she engaged in covert singing and silent phrasing, visualizing pitch placement, resonance shifts, and airflow coordination. This refined her motor planning, making her next vocal attempt more precise and efficient. Sara’s structured use of the SM illustrates how she engaged in a moment of cognitive recalibration, auditing pitch, airflow, and vocal space before attempting the passage again. Her application of the Stop Moment (SM) during her VPBS session is visually represented in Figure 1.


Figure 1
[image: A white background with black text
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Finally, to illustrate participants' engagement with the PARE/PASE framework during VPBS sessions, the following All-Participant PARE/PASE template visually represents their iterative approach to “deconstructing, exploring, and interpreting” practice experiences. It presents key comments and verbatim responses, capturing their progression through Pensamiento (P), Acción (A), Resultado/Sensación (R/S), and Experiencia (E) stages, reinforcing the rigor and evidence-based approach of Interpretative Phenomenological Analysis (Crawford, 2019, pp. 454–455).  Additionally, this template represents the updated 2025 version of the framework, incorporating participant feedback.
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[image: ] PARE/PASE Template [image: ]
Name: 	 Date: 		 Time: 		 ☐ SPS		☐ VPBS: 			 Practice Tools: ☐ Recording device		☐ Cork	☐ SOVT devices	☐ Water	☐ Piano	☐ Mirror	☐ Other: 	

	Conceptos a Trabajar
	Pensamiento
	Acción
	Sensación/Resultado
	Experiencia (emoción)

	Technical Work, Repertoire Work, Goals or Objectives
	What did you think to accomplish that action? What happened before you sang?
	What action did you execute? How did you do that?
	What was the sensation? How or what was the result? What happened?
	Describe your experience. How did that make you feel as a student/singer?

	
Chloe
	
“Slow + Jawn”
“No rushing” “Santa” (image)
"Not too worried about pitch”
	
“Calmly”
"Drop jaw and keep dropped" "Re-yawn every note"
"Not really listening to myself”
	
“It felt so open” “Smooth”
"Less breathy onset"
"Flow mode"
	
“I actually feel like a good student.”

"Not bad :)" "How cool"

	

Jade
	
“One phrase, take it easy”, 
“Air comes in, air comes out"
"Don't RUSH"
	
        “Stretch it down”
“Not listening to myself, just engaging” 
"Imagine getting punched in the stomach" 
"Keep core engaged"
	
“Comfortable”
“Riding on a cloud, engaged, in tune" "Didn't feel connected."
"Louder (engagement and resonance)"
	
“Peaceful”

"Felt really good”"


"it made me feel uneasy"

	

Jay
	
"Keep it simple"

"Think and prepare before singing." 

"Stay active in the process"
	
"Hand motion downward"
"Keep opening, hand motion" "Continue exhaling"
	
"It helped me stay connected in the same voice"
"Consistency and uniformity"
"Vocal uniformity, connected to emotions and musical phrasing"
	
"We came out to play." "Progress is progress :)" "Victory" "Efficient Planning"

	

Paige
	
"Not having the predisposition that it won't work out for me."
"I was afraid/negative thoughts"
"Less in my head and more conscious breathing"
	"Step forward, just do it, keep tongue engaged"
"I communicated what I felt to Jay."
"blow all the air out of the bottle" (Dr.Vox’s SOVT bottle)
	"it turned out better”, "difficulty maintaining tongue position"
"I was sentimental because I was about to get my period and felt my voice tired and anxious."
"It felt more comfortable"
	"Satisfied"
"More trust with my practice partner and more at ease."  
“I discovered that the SOVT bottle is my best friend before and during my period"




	

Sara
	"After talking to Ryan, keep moving forward, all the notes in the same lane."
"Inhale calmly "
	"Move the arm down; allow the air to come in." "Stop Moment (SM) to audit the pitch, feel
the air and prepare the space"
	"Surprised that the high notes came out well. I was nervous because I wanted them to come out well." "Comfortable."

"I was able to feel the space better with the SM"
	"Happy" "If I get out of my head, it comes out because my body knows what it must do"
"I had phlegm, and it was bothering me" "With Ryan's help, I was able to visualize it like a highway.", "With the SM, I focused on other things and sing.

	
Ryan
	"Awareness of technique", Prepare the table"
"Don't rush the inhalation
	
"Do everything slowly, mark the beat well"
"Relax"
	
"Greater preparation and security" "Consistency"
	
"Practice is boring but it yields results" "It felt good, I played during the exercise to find the space



Additional reflections/ Stop Moments (SM)
Chloe: “It’s almost as if A leads to R/S”, “The more I challenge myself and let myself be up for challenges, the easier challenges will feel” 
Jade: “Writing allows the brain to process information better”
Jay: “How much of this (the work done with a buddy) do we dare and manage to do on our own?”
Paige: “The recommendations Jay gave me helped me significantly and motivated me to practice the exercise more to keep improving and lose my fear.”

Sara: “I'm believing more in myself because I’m watching and feeling the progress”, “I continued telling myself, this is easy, you've got this.”

Ryan: “It's difficult for me to practice slowly.”, “To make it beautiful, I need to have the foundation set.”



As shown in the all-participant PARE/PASE template above, Jade noted that writing played a key role in processing information, aligning with Juliá’s (1999) assertion that “handwriting is a tool to learn reasoning” (Alonso, 2015, p. 264), a process that engages cognitive functions through the reticular activating system (RAS), enhancing retention and organization. Within the PARE/PASE framework, structured writing served as a deliberate strategy for students to document, analyze, and make sense of their learning experiences, reinforcing their reflective engagement with practice. Learning can be 'messy and unstable' (Helding, 2020, p.184), requiring introspection and deliberate thought. Through peer support and supervised practice, which initially involved participants and the teacher/researcher (T/R) navigating practice difficulties together (Schön, 1983) before transitioning solely to practice buddies, all participants engaged in a collaborative learning partnership (Helding, 2020). Within this collaborative environment, a structured yet flexible reflective process deepened participants’ engagement with their progress and provided a framework for adaptive learning, reinforcing the connections between self-awareness, experiential learning, and metacognitive development (Lehmann & Ericsson, 1997; Crawford, 2019).
Conclusion
This study examined the VPBS and the PARE/PASE framework as pedagogical tools to bridge the gap between the structured context of voice lessons and the independent nature of solitary practice, fostering reflective skills, peer collaboration, and adaptive learning. Strengthening this continuity provides a foundation for the artistic and technical demands of performance (Hanken, 2016; Latukefu, 2009, 2010). This study adopted a biopsychosocial perspective to examine how physiological, psychological, and social factors interact in vocal development (Hart & King, 2022). For instance, Jay and Paige’s VPBS experience highlighted how period-related discomfort prompted reflective discussion within the supervised practice setting, fostering an adaptive learning environment. This underscores the need for further research into how students navigate biopsychosocial challenges in vocal training and the role of supervised practice in supporting this process.
Just as professional singers refine their artistry through rehearsals, ensemble work, and collaborative performance, structured peer-supported practice can benefit students by mirroring these professional settings, fostering collaboration crucial for long-term development (Schön, 1983). By integrating structured reflection and adaptive strategies, the VPBS and PARE/PASE framework bridge formal training and independent artistry, supporting both immediate learning and long-term professional development (Hanken, 2016; Latukefu, 2009, 2010). This structured approach also provides a possible model for peripatetic singers and teachers, offering continuity between irregular lessons while reinforcing technical and artistic development. By fostering peer-supported reflection, the VPBS mitigates the challenges of solitary practice, such as cognitive dissonance and limited external feedback, while promoting goal-oriented learning (Rumiantsev et al., 2017; Helding, 2020). As Gudmundsdottir et al. (2020) highlight, singing is shaped by both social and technical contexts; the VPBS extends this by integrating structured peer engagement to support artistic collaboration and skill refinement (Bandura, 1997; Helding, 2020).
Despite these benefits, further research is needed to validate and expand the applicability of the VPBS and PARE/PASE model. One potential limitation is the cognitive demands of structured reflection. While reflection fosters self-regulated learning, research on attentional focus (Wulf & Prinz, 2001) suggests that excessive self-monitoring may disrupt automatic control processes, potentially hindering performance fluency. Future research should explore how VPBS participants navigate self-focus and external focus during reflective practice to ensure structured reflection enhances rather than impedes learning. Chloe’s suggestion that the “E” column (Experience) could also represent “Emotions” reflects a broader participant view on the role of emotional engagement in learning, reinforcing the connection between reflective practice and deeper artistic and technical growth (Hanken, 2016; McPherson & Renwick, 2001). Further investigation into this emotional component could provide insight into how students process their experiences beyond technical execution.
Additionally, future studies should assess the adaptability of the PARE/PASE framework across musical disciplines, teacher-student dynamics, and educational settings. Longitudinal research on student engagement and progression could evaluate its long-term impact, while expanding pilot programmes in diverse voice studios and cross-disciplinary studies in instrumental and ensemble-based education would further establish its relevance. The integration of technology-based tools within the framework may also enhance accessibility and long-term adoption (Himonides, 2012). A continued exploratory approach will refine insights and broaden support for both students and educators. As vocal practice instruction evolves, research underscores the need for pedagogical frameworks that foster reflective learning and self-regulation (Rainero, 2012; Baughman, 2015; Barry et al., 1994). This study establishes a foundation for continued pedagogical innovation, equipping current and future generations of voice students in their artistic development.
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A: “SM to audit the note, feel the air, prepare the space.”

S/R “| could feel the space better with the SM”
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