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Project Proposal

Project Title: ‘An exploration of the ways in which singing programmes can be implemented in state secondary schools to inspire confidence in adolescent students, helping them feel less self-conscious’

The context
A considerable body of research elucidates the physiological changes that occur in the adolescent brain (see for example Harris and Westermann, 2015; Gillibrand et al., 2016), which lead to a feeling of self-consciousness, low confidence, and self-esteem issues (Sisk and Romeo, 2019; Rankin et al., 2004; Meena et al., 2018). Additionally, various studies have been conducted explaining physical changes and the vocal difficulties both male and female adolescent singers may encounter due to adolescent voice change (Gackle, 1991; Mckinney, 2005; Vennard, 1967; Abitbol et al.,1999; Barlow and Howard, 2002). The interplay of physical and psychological changes can result in the adolescent vocalist experiencing poor self-esteem and heightened self-consciousness (Sweet, 2015; Gackle., 2014). However, minimal studies have been undertaken to ascertain if early implementation of carefully curated group singing programmes in secondary education for students, might help counter these effects. 

Aims
This study seeks to foster confidence in adolescents and encourage them to express themselves using their voice with pride. I aim to combine the findings of academic research with effective practical methodologies to establish and deliver a series of weekly singing group sessions exploring its efficacy at a state secondary school. The hope is that these group singing sessions will enhance friendships, spark joy, enhance confidence and encourage adolescent students to use their voices with pride.

The Justification
I have witnessed diminished confidence among my own singing students, particularly adolescents who express reluctance to sing in their secondary schools due to fear of criticism and lack of opportunities to perform. I have observed the beneficial impacts of group singing classes with my adolescent pupils at my theatre school, prompting my inquiry into the feasibility of implementing these enjoyable and confidence-enhancing sessions in a secondary state school.

Research indicates that singing serves as an effective method for learning, promoting creativity, and enjoyment in primary education (Busse et al., 2021; Davis, 2017). However, this approach is not implemented in UK secondary state education, where singing programmes are scarce due to reductions in music funding and limited curriculum time (Musicians Union, 2021).

This study will collect qualitative and quantitative data from adolescent state school students and their curriculum teachers concerning self-consciousness and confidence before, during, and after the implementation of singing sessions in adolescent year 7 students aged between 11-12. Research from this demographic is scarce, so I hope to address a gap in the available literature. 
Therefore, the central focus of this project is framed by the following research question:
To what extent can structured group singing programmes in state UK secondary schools enhance confidence and reduce self-consciousness in early adolescents (aged 11–12)? I hypothesise that regular participation in group singing sessions will increase adolescent students’ confidence levels and reduce feelings of self-consciousness.
The intended Impact 
The aim for this study is to identify whether singing programmes can promote confidence in adolescent students and if weekly singing sessions can easily be implemented into the already busy secondary school curriculum. My own experience as a peripatetic singing teacher in a UK state secondary school has shown that curriculum time is highly pressured, with teachers often unwilling to release students for individual music lessons. This raises a key practical question for the project: whether group singing, delivered inclusively to whole classes, could provide confidence enhancing benefits without creating additional pressures on curriculum delivery.
I frequently receive requests from parents to teach their adolescent child to sing, with the aim of enhancing their confidence. I intend to curate singing group classes for both the singer and non-singer, the experienced and the inexperienced, to do just that, build confidence. 
This study has the potential to raise awareness of the importance of group singing whilst creating a culture in school whereby singing is seen as normal and is done by everyone. Participating in a singing group offers the chance to interact and engage in a meaningful shared experience with individuals who share similar interests (Tamplin and Lee, 2013), thus promoting self-confidence.
The outlined intention
I adhere to a constructivist paradigm, believing that reality is subjective and influenced by social factors (Creswell, 2013). This paradigm works well when looking at human lived in experience and indicates that qualitative methods would be beneficial to “give voice to the experiences and perceptions of other participants” (Costeley et al., 2005, p.84). Therefore, I intend to carry out qualitative research employing methodological triangulation drawing on multiple sources. A literature review, questionnaires, interviews with students and teachers, a focus group, and classroom observations, to provide a more comprehensive understanding of how group singing programmes affect adolescent confidence. A narrative literature study centred on key words will enhance comprehension of the subject and assist in formulating research questions by identifying themes within the literature through coding.

For the student participants, a recruiting email explaining the study, accompanied by a parental consent form in Google Docs, will be sent to the parents with the school’s support. Students will then sign an online permission form consenting to their participation.

Up to one hundred school students from year 7 (aged 11-12) will complete a questionnaire in Google Docs during their music lessons. This will be supervised by their music teacher prior to the commencement of the singing programme. The questionnaire will combine closed and open-ended questions exploring feelings and attitudes towards school, as well as music and singing in curricular and extracurricular contexts. This will again be provided by a Google Doc. All participants will then repeat the same questionnaire mid-way and at the end of the 6–7-week programme

For my previous MA module 5 (Woodward, 2024) I created weekly vocal programmes to empower and motivate state secondary school teachers to facilitate group singing. I plan to modify my artefact to deliver a singing programme personally in a local school, exploring whether it supports learning and builds confidence in singing from both student and teacher perspectives.
In-depth, semi-structured interviews will be conducted with up to 8 students and the music teacher observing the programme. Open ended questions will be asked and detailed responses will be encouraged. Interviews will be audio recorded on an ipad and transcribed using ‘Transcribe – Speech to Text’ an online app, will be utilised to make the process of the transcription quicker. The music class teacher will be present to mitigate any risks and ensure safeguarding. I will use thematic analysis to explore and analyse the individuals’ own experiences and identify emerging patterns (Braun and Clarke, 2013).
The information provided in the interviews and final questionnaires will then help determine the discussion areas for the focus groups. Thematic analysis will also be applied to data from a focus group of up to ten students, discussing their experiences of the singing programme. This will again be recorded and transcribed and the class teacher will be present to mitigate any risks. All participant data will be redacted and subsequently analysed for patterns and themes in the literature, interviews and focus groups.
Objectives
· To develop a deeper understanding of the emotional, social, and developmental needs of adolescent students within the secondary school context.
· To gain insight into the challenges faced by music teachers working in the UK state secondary sector, particularly in relation to delivering singing-based activities.
· To explore practical and accessible strategies for implementing singing programmes in UK state secondary schools.

The ethics and insider research
As an inside researcher, I will be in a unique position to analyse my area of interest with a pre-existing expertise (Bell, 2005). As a voice teacher to mostly adolescent pupils, I have a strong devotion to my subject and will focus on both the process and the outcome as a voice instructor. I recognise the ethical implications of this dual role and will ensure that informed consent is obtained from all participants and their parents/guardians, in line with the school’s safeguarding policy and institutional ethical guidelines.

I must remain mindful of my position of power (Costely et al., 2010), ensuring my research participants don’t feel forced into taking part or contributing (Bell and Waters, 2005). Some may also feel the need to say what they think I want to hear instead of what they want to express. The anonymous nature of the questionnaires should help with this. 

All participants will be aged 11 to 12, therefore parental consent is essential. In conjunction with the designated safeguarding team, I will ensure the protection of these individuals.and minimise risk by ensuring they understand they may withdraw at any time, without consequence (Bell and Waters, 2005).
Project timeline
Figure 1 – Project timeline
	Month/year
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	Jun-25
	Jul-25
	Aug-25

	Choose topic/ complete ethics form
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 

	Refine research question
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 

	Literature based findings
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 

	Draft project design
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 

	Write proposal
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 

	Design consent forms 
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 

	Design and send research recruitment email
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 

	Design and distribute 1st questionnaire for student
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 

	Design and distribute 1st questionnaire for teachers
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 

	Carry out interviews
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	Carry out focus group
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 

	Focus group analysis
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 

	Design and distribute 2nd questionnaire for student
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 

	Design and distribute 2nd questionnaire for teachers
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 

	Write up project
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 
	 



Personal Learning Outcomes
· I hope to improve my skills on gathering and interpreting data.
· I hope the experience of working on this research project will help me grow into a more confident and capable independent researcher.
· I hope to gain a deeper understanding of the psychological development of Year 7 adolescent students, particularly in relation to confidence and self-consciousness.

























Project Report - ‘An exploration of the ways in which singing programmes can be implemented in state secondary schools to inspire confidence in adolescent students, helping them feel less self-conscious’

Introduction
As the owner of four successful theatre schools, I have observed the transformative impact of singing on children, particularly adolescents. In this creative environment my students frequently mention that singing enhances their confidence. Research and literature support these results and suggest that singing is good for young people in many ways, including socially, mentally, and physically. For instance, singing is an aerobic exercise that improves health (Welch, 2011), also group singing can help children and adolescents feel better about themselves and give them a sense of belonging (Davies et al; 2023). These studies indicate how important singing could be for overall adolescent wellbeing.  

However, in contrast to their experiences at theatre school, my students report that they lack the same singing and music opportunities at their secondary schools. Despite their passion and love for singing, some students say they lack the confidence to take part in the school musicals, school concerts or choirs because they feel more self-conscious. Several of my students have previously expressed feeling worried about being bullied if they joined the school choir.

These are not isolated stories, they come up more than I would like to admit. What strikes me, is the sadness in some students’ voices when they talk about their love for singing yet feel unable to share that joy in school. They are not shy in their theatre school environment, but the school environment feels different, less safe somehow. It is incredibly frustrating to know they have talent and enthusiasm but feel they need to hide it. I have often found myself wondering: What would it take to alter that fear? Could we recreate some of the trust and openness of the theatre school setting within schools?

Given the apparent contradiction between the advantages of singing for wellbeing and its under-representation in UK state secondary education, there are important considerations about how schools may more fully support adolescent wellbeing and mental health. There is a growing body of literature examining the benefits of singing in primary education with the implementation of singing programs like ‘Sing Up’ (Saunders et al., 2012), which report findings of improved communication skills, emotional regulation, and a sense of belonging. However, studies that concentrate on singing in secondary schools, specifically, appear to be sparse. Interventions that increase confidence and decrease self-consciousness are possibly more important at the start of secondary school in year 7 (when students are aged 11–12), than ever before because it is a time of significant physical and psychological change (Eccles et al., 1993; McFerran et al., 2010).

My goal throughout this research project is to explore how singing programmes can be effectively introduced into UK state secondary schools as a tool to inspire confidence in adolescent students and help them feel less self-conscious. Drawing on my own previous case study (Woodward, 2023), my own teaching experience, questionnaires completed by students, interviews and focus groups with students and teachers, plus existing literature from both educational and psychological perspectives, this research aims to fill an important gap.

The most significant transition in education for children occurs when they progress from primary to secondary school, typically around the age of 11. This is the stage of life that falls between childhood and adulthood and is called adolescence. During this time the brain undergoes significant growth, which can have major effects on mental health, confidence and self-consciousness (Coelho et al., 2017; Benish-Weisman et al., 2015; Sawyer et al., 2018). It is therefore unsurprising that my own 11–12-year-old students report that they are experiencing confidence issues in secondary education. It appears that adolescent students are experiencing decreasing levels of confidence and increasing levels of self-consciousness (Tonkin et al., 2003), therefore it is important to implement interventions that are purposely designed to nurture the development of confidence and self-esteem in adolescent students.

Self-esteem and confidence are important for both the personal development of adolescents and their achievement in school (Orth et al., 2012). Researchers have suggested that group singing could be a way to improve confidence and self-esteem as it promotes social integration, skill, and wellbeing (Baker et al., 2023; Dingle et al., 2019; Hinshaw et al., 2015; Saunders et al., 2012). Singing collectively brings a group of people together and helps them feel connected, thus boosting their self-esteem through a sense of belonging (Dingle et al., 2019). The group can help as a source of emotional support, creating a secure environment that encourages confidence (Hinshaw et al., 2015). Perhaps the integration of singing interventions into secondary schools in the UK will enhance the self-esteem and confidence of these young adolescent students.

Objectives:
· To develop a deeper understanding of the emotional, social, and developmental needs of adolescent students within the secondary school context.
· To gain insight into the challenges faced by music teachers working in the UK state secondary sector, particularly in relation to delivering singing-based activities.
· To explore practical and accessible strategies for implementing singing programmes in UK state secondary schools.

Personal Learning Outcomes
· I hope to improve my skills on gathering and interpreting data.
· I hope the experience of working on this research project will help me grow into a more confident and capable independent researcher.
· I hope to gain a deeper understanding of the psychological development of Year 7 adolescent students, particularly in relation to confidence and self-consciousness.

Literature review
This literature review examines research concerning development social psychology, self-conscious emotions, whilst also addressing music education in state secondary schools, best teaching methods and benefits of group singing in a variety of environments. The inclusion criteria for this study’s literature focused on peer reviewed papers from the past decade, guaranteeing that the research examined was both contemporary and academically robust. Most of the sources came from the University of Wales Trinity Saint David (UWTSD) online library. Google Scholar searches were also used to find further sources alongside the Voice Study Centre library. In cases where there were not enough scholarly studies on certain issues, such as current music uptake within UK schools, recent reliable reports and articles were also used to give the research more up-to-date context and support.

Feelings 
Before diving into specific research about emotions, it is important to define the terms. There is a tension within the literature as to whether emotions can be defined distinctly or if its shades of emotions. In 1999, Paul Ekman identified six basic emotions that he believed were universal: anger, fear, happiness, sadness, surprise, and disgust. However, more recent studies suggest that there are far more than just six emotions. For instance, Keltner et al., (2019) point to over 20 distinct emotions that are expressed through a wide range of facial expressions, gestures, and vocal tones, highlighting the complex and dynamic nature oF human emotional expression. Barrett (2017) takes this even further by proposing that emotions are not fixed states but are constructed in real time, based on our personal experiences and the context we are in. I find myself agreeing with Barrett. 

From my perspective, shaped by a subjective and personal worldview (Trivedi, 2020), I believe that emotions are deeply individual. Each person experiences them in their own way, influenced by their background, personality, and environment. Perhaps it’s less about defining emotions, and more about exploring feelings of self. While theories highlight the fluid and constructed nature of emotions, in practice, working with defined categories helps facilitate meaningful discussion and understanding (Trivedi, 2020).

For the purposes of this discussion, the most relevant emotions are self-conscious emotions, which centre on our sense of self (Tangney & Tracy, 2014; Muris & Meesters, 2014). These can manifest in negative ways, such as shame or embarrassment, which may lead to self-criticism or social withdrawal. They can also appear in positive ways, such as pride, which foster self-reflection, growth, and a healthier relationship with oneself. Understanding both sides helps illuminate how we relate to ourselves and navigate our emotional lives (Tangney & Tracy, 2014). Keltner (2019, p.18) recommends a deep study of “signal emotions” or families of emotions to better understand their social and psychological functions. Among the many ways to categorise emotions, self-conscious emotions are particularly relevant to understanding how adolescents relate to themselves and others, making self-conscious emotions central to this study.

Self-Conscious Emotions 
Self-conscious emotions are those that require a sense of self to exist (Tangney & Tracy, 2014). These include feelings like shame, guilt, pride, and embarrassment. They arise when we judge ourselves against our own internal standards or imagine how others are judging us (Muris & Meesters, 2014). These emotions become especially noticeable during adolescence. During this stage of life, the brain’s frontal lobe is still developing, which can heighten emotional responses and lead to an increased sensitivity to how others perceive us (Somerville, 2013; Sung et al., 2021). Adolescents often become more self-aware and start to care more about how others see them (Sebastien et al., 2010).
Because they require reflection and self-evaluation, self-conscious emotions demand more cognitive effort (Lewis & Sullivan, 2005, cited in Muris & Meesters, 2014). This means that emotions like guilt and pride gradually develop as children grow older (Muris & Meesters, 2014). This developmental path suggests that adolescence can be the first stage in which these self-conscious feelings are regularly felt and understood. Increased self-consciousness, heightened sensitivity to peer evaluation, and the mental effort required to manage these emotions may all contribute to their notable impact during adolescence.

Shame
Shame is a powerful emotion, often triggered when someone close to us mocks, rejects, or belittles us (Raeburn, 2007). It’s not usually about what strangers think. Shame can arise from being caught doing something wrong, failing to meet our own expectations, or when our feelings are dismissed (Raeburn, 2007). It often leads to a strong desire to hide or disappear (Fredrickson & Roberts, 1997), whether the judgment is real or imagined (Tangney & Tracy, 2014). Signs of shame include becoming overly self-focused, feeling small or worthless, withdrawing from others, or engaging in impulsive behaviours to deflect attention (Raeburn, 2017).

Embarrassment
Embarrassment and shame are closely linked, but they differ in intensity. Embarrassment tends to follow minor social slip-ups or awkward moments (Benzimen, 2020), while shame is tied to more serious personal failures (Tangney et al., 1996). Embarrassment often happens during or after social interactions, and can come with physical responses like blushing, nervous laughter, or smiling out of discomfort (Tangney et al., 1996; Tangney & Tracy, 2014).

Guilt 
Guilt is what we feel when we believe we’ve done something wrong. Unlike shame, which tells us "I am bad," guilt says "I did something bad." It’s more focused on our behaviour than our sense of self (Brené Brown, TED Talk, 2012; Tangney et al; 1992). 

Pride
Sometimes self-conscious emotions can be positive, for instance pride usually surfaces when someone feels they’ve achieved something meaningful or are recognised for their efforts. It’s linked to a sense of accomplishment and feeling valued by others (Muris & Meesters, 2014).

Confidence 
Although confidence is not an actual emotion, perhaps we can define confidence as an ability to regulate the aforementioned negative self-conscious emotions of shame, guilt, and embarrassment. As a vocal coach working with children and adolescents, I am frequently asked to help boost students' confidence. As a vocal coach I try to support young people through active listening, showing empathy, and treating them with respect (Luxmoore, 2008), which anecdotally seems to have a positive effect on their self-esteem and overall confidence. 

Confidence plays as significant role in emotional well-being. Group singing is widely recognised as a confidence enhancing activity (Dingle et al., 2019; Launay, J et al., 2015; Krrutz, G et al., 2004). Not only can singing increase confidence, but it also triggers a release of dopamine and oxytocin, the so called ‘feel-good chemicals’ thus, lowering anxiety, improving mood and relieving stress. Not only that, it also actively lowers heart rate and improves posture due to the controlled breathing techniques used to sustain long musical phrases and notes (Harbour et al., 2020; Stone et al., 2003). By nurturing both confidence and positive self-conscious emotions, this singing program aims to support Year 7 students in developing a healthier and more resilient sense of self. 

Social brain development in adolescents
Adolescence is the time between childhood and adulthood, and it is a time of vast changes, notably in the brain (Sawyer et al., 2018). One area that develops significantly is the frontal lobe, which helps with things like decision-making, self-control, and behaviour (Somerville, 2013; Sung et al., 2021). According to neurologist Frances Jensen, the brain is the last organ in the body to fully mature, and this does not happen until our mid- to late twenties (Griffin, 2017). During these adolescent years, the brain is incredibly receptive to learning, “adolescents will learn faster and more easily than they ever will again” (Jensen, 2017, cited in Griffin, 2017, p.2).

Learning happens when brain cells communicate through synaptic plasticity (Kennedy, 2013). But because the frontal lobe is still developing, adolescents don’t yet have the full brain power needed for consistent self-control. Adolescents are “like a Ferrari with weak brakes”, they have all the speed and energy, but not full control yet (Griffin, 2017, p.2).
This underdeveloped control centre also plays a role in emotional ups and downs. Adolescents often feel like they are being judged, whether they are or not, and this can make their emotions even more intense (Somerville, 2013). Music educator and researcher Sweet (2019) calls this feeling the “invisible audience,” where adolescents feel constantly watched and evaluated, even if no one is actually paying attention. This imagined or real judgment can feel overwhelming and emotionally charged (Somerville, 2013).

Due of their greater sensitivity, teens often have low expectations for admiration and take criticism more personally. Adolescents are more likely than adults to feel grief, fear, and sadness when they get negative feedback, according to studies. (Sebastien et al., 2010; Somerville, 2013).

As they grow, adolescents start spending more time with friends than family, and peer approval becomes increasingly important (Sebastien et al., 2010; Somerville, 2013). The ability to understand that other people have their own thoughts, feelings, and beliefs is known as "theory of mind," and it starts to emerge in children around the age of five (Miller, 2022). According to Wang et al. (2021), this skill keeps developing throughout adolescence and the early stages of adulthood, which may increase adolescent anxiety about what other people may think of them. Emotional highs and lows as well as a strong sense of ongoing judgement might result from this. (Somerville, 2013).

Adolescence begins at any time between the ages of 8 and 13 for females and 9 and 14 for boys, marking the beginning of puberty (NHS, 2022). In my experience as a singing teacher, the combination of these biological changes with the transition from primary to secondary school often seems to affect students’ confidence. I have observed that students who were previously happy, excited to learn and confident, often appear more self-conscious, guarded, and disengaged after transitioning to secondary school. While the literature highlights the psychological and social challenges of adolescence, this specific observation comes from my professional experience working with students during this developmental stage. 

Research indicates that because of a number of variables, including social comparison and academic pressure, going to secondary school tends to increase anxiety and self-consciousness while decreasing confidence and self-esteem. These risks are greater for girls, students with specific educational needs like autism and dyslexia, and those who get free meals and pupil premium (Guardian, 2025). Economic factors can further consolidate these feelings of self-consciousness, as those in receipt of pupil premium and free school meals may experience additional barriers such as limited access to extracurricular activities, fewer resources for academic support and higher levels of family stress, all of which could lead to feelings of isolation and lower self-worth (Pears Foundation, 2020). Further challenges such as dyslexia and autism can lower self-esteem and disengagement at school making the transition period into secondary education a particularly vulnerable experience (Novita, 2016).

According to the biggest national study of over 100,000 pupils conducted by ImpactEd Group (2025), one in four children in England become "disengaged" when they start secondary school and their sense of security, contentment and trust all drastically decline.  The ImpactEd recent poll of 100,000 11–12 year old students in England suggested that primary school overall was a largely positive and fun experience, however since starting secondary school there has been a steep drop in class engagement. This disengagement could be due to new teaching methods used at secondary school which seem so vastly different to the lessons children received in primary school, since students in the aforementioned study described primary school as “fun” (Weale, 2025). 

Teaching methods: A significant portion of my own education at school was conducted through a passive teaching approach, where students typically remain seated at their desks, take notes, and respond only when prompted (Diepreye et al., 2019). Lecturing is a common example of this method and is still widely used to transfer knowledge from teacher to student. Personally, I find this style of learning uninspiring and hard to engage with. In contrast, active learning takes a completely different approach (Sheryasi, 2017). It involves participation and getting involved in the process through discussions, debates, role play, and problem-solving (Roberts, 2011). I know from my own experience that I learn far more effectively by doing than by just listening. I’m also much more engaged when I’ve been taught using active methods, so incorporating this into how I deliver my singing programme is a priority for me. Research shows that active teaching methods help improve focus, boost engagement, and lead to better retention (Diepreye et al., 2019).

Benefits of group singing
The research proving that group singing is beneficial is vast. Benefits include:

Psychological well-being – In a 2022 study looking at the wellbeing of a community choir, participants reported feeling “on a high” after singing sessions, helping alleviate stress and providing a mental escape from life worries (Hendry et al., 2022). In another qualitative study with adults suffering mental health conditions, group singing showed significant improvements in emotional well-being and belonging after choir participation (Williams et al., 2018).

Social connection & belonging – Singing together supports a deep sense of inclusion, trust, and group identity, especially meaningful for older adults, minority groups, those experiencing mental health challenges, or facing loneliness (Juan-Morera et al., 2024; Alison et al., 2020). It provides a shared focus and something for people to feel proud of as a collective, which is powerful, especially in secondary schools, where many adolescents are still trying to figure out where they “fit in.”

Self-esteem and personal growth – Mastering a new skill such as singing and improving musical ability can enhance self-esteem and confidence (Hendry, 2022). Singing allows young people to use their voices, literally and figuratively, and feel heard. Therefore, participating in group singing can elevate mood, facilitate emotional release, build friendships and social connections, enhance cognitive function and ability, benefit physical health, and nurture community well-being. It is not just about learning music; it’s about growing as people. Sharing music facilitates connection, self-expression, and healing. This explains the enduring popularity of choirs and singing groups in churches, care homes, community centres, and mental health programs around the world.

For adolescents especially, where confidence can dip and self-consciousness increases, group singing has the potential to offer a safe, uplifting space that builds resilience and connection, something that can often be missing in more traditional classroom environments.

Singing provision in secondary schools
As the principal teacher at my own theatre school and a freelance one-to-one tutor in both state and private secondary schools, I’m lucky to work with a broad range of adolescent students. This gives me a clear view of the differences in musical opportunities available to students in these two systems. In private schools, students often have ease of access to music and singing, while in state schools, the contrast is prominent (Rivas et al., 2022). Music education has taken a significant hit in the state sector. For example between 2010 and 2023, A-level and GCSE music enrolment dropped by 43%, and the amount of time schools spend teaching music fell by 36% (Cultural Learning Alliance, 2024). Alarmingly, nearly half of state-funded schools in England no longer offer Music GCSE at all (CLA, 2024). This raises serious concerns. Some researchers suggest the main barrier is chronic underfunding (Bath et al., 2020), with Savage and Barnard (2019) pointing to a lack of financial support as a key reason for declining enrolment. 

I believe music does not need to be expensive to be effective. We do not need fancy studios or costly equipment to teach it. Singing, for instance, is something most students and schools can access for free. I believe that music and singing in secondary schools is vital and brings so much more than just musical knowledge. It fosters empathy, confidence, social skills, and compassion (Bodkin-Allen et al., 2019). 

However, for a music department to work well, the teachers within them need to feel valued and respected. Overall evidence from national surveys, governmental inspection reports, academic studies, and first‑hand teacher testimonials shows that many secondary music teachers in the UK feel undervalued. Issues include poor funding, curriculum squeeze, isolation, insecure employment, high pressure roles, and lack of recognition (ISM, 2022; Music education, 2021; Stafford, 2016).

Methodology
Underpinned by a constructivist paradigm, the study focused on the participants voices and my methods were adapted week to week as the new themes emerged. A constructivist approach allowed flexibility in methods and acknowledged the complex and subjective nature of student experiences in music and singing education.

This study employed a sequential explanatory mixed methods design (Creswell, 2014). Quantitative data was collected via questionnaires at three time points (start, middle, end of the study) to track changes over time. Subsequently, qualitative data was collected through open ended questionnaire questions, focus groups and 1:1 interviews to explore and explain patterns emerging from the quantitative findings. Observational logbooks provided additional contextual qualitative insights throughout the study. This study examined methods for implementing singing programmes in state secondary schools with the view to potentially enhance confidence in adolescent students, reducing their self-consciousness. My aim was to examine if all Year 7 pupils, regardless of their prior singing experience, could collectively enjoy singing in a group, resulting in improved self-esteem and confidence. I have investigated and made links between the psychological changes that occur in adolescents, such as poor self-esteem and self-consciousness, and how these changes affect singing and using one's voice in a classroom context.

This study adopted a mixed methods research design, incorporating both quantitative and qualitative data collection methods to explore the impact of a six-week singing programme on secondary school students’ perceptions of self, confidence, and attitudes towards music and singing at school. Together with the initial quantitative and qualitative findings from questionnaires, further qualitative data from interviews and focus groups contextualised the data. The research intervention took place within a UK state secondary school during timetabled year 7 music lessons.
The six-week singing programme ultimately became a four-week programme due to many factors: the pupils had an educational trip during one of their scheduled music lessons, and I failed to include a bank holiday when arranging dates with the school. 

Singing programme design and delivery
Active learning was central to my programme. I wanted students to be able to move around the room as well as take part in seated tasks. I also used images and videos to support learning and give meaning to technical terms. Research supports the idea that combining video content such as text, graphics, and illustration, with traditional teaching, improves both cognitive and emotional engagement (Lackmann et al., 2021). As a visual learner, I know long explanations about vocal anatomy or technique can feel dull and hard to retain. So, making content fun and relatable is vital to me. When teaching 11–12 year-olds, keeping their attention is essential.

Adolescents today spend large amounts of time on social media (Zheluk et al., 2022). TikTok, in particular, is hugely popular, by 2020, 69% of its users were aged between 13 and 24. Boys tend to use YouTube more, while girls often prefer TikTok and Instagram (Zheluk et al., 2022). These short videos meet the cognitive needs of adolescents, which is why they are so engaging for those with shorter attention spans (Qin et al., 2022).

This is something I considered carefully when planning my singing sessions, which all were supposed to last between 50 and 60 minutes. I needed to keep students’ attention throughout and, more importantly, build rapport and trust, especially as I was asking them to step out of their comfort zone and sing. To support this, I incorporated short, familiar vocal warm-ups that have become popular on TikTok. I also kept exercises varied and concise, using power points with clear visuals and accessible fonts. Research into the Von Restorff effect showed me that unexpected or distinctive content is more likely to grab attention and be remembered (Dunlosky et al., 2013). By adding surprising or unusual elements to lessons, I hoped to maintain focus and help students retain key information. Ultimately, my aim was to deliver lessons that were fun, interactive, and informative; sessions that not only taught vital vocal skills but also enhanced confidence and came with psychological, physical, and social benefits.

The original singing programme was intended to span six weeks; however, due to scheduling constraints within the school and timetabling limitations, the intervention was condensed into four weeks. This presented an initial challenge as  it then required a more focused and responsive pedagogical approach that prioritised engagement, emotional safety, and vocal development.

Prior to the start of the singing programme, the class music teacher indicated that most students were not looking forward to participating. It appeared that many students held preconceived notions that singing, particularly in a school setting, would be associated with formal or classical repertoire, which they thought would be boring. These initial attitudes are consistent with findings in the literature, which suggest that adolescents often experience heightened self-consciousness and scepticism toward group singing activities, particularly when they feel they lack control over the content or delivery (Abril, 2013; Freer, 2010).

From the outset, it was essential to establish a classroom atmosphere grounded in trust. Drawing upon previous findings from my MA studies (Woodward, 2023), I recognised that providing students with knowledge about their voices, especially during the period of adolescent voice change, can be empowering and contribute significantly to self-confidence (Williams, 2018; Welch, 2006). Therefore, a key component of the programme involved demystifying the physiological processes of voice change. This knowledge was intended not only to normalise vocal changes during puberty but also to confirm students’ experiences and reduce feelings of isolation.

Recognising that many students may have been anticipating a traditional choral setting, I was deliberate in positioning myself as approachable, enthusiastic, and open. In Week 1, students completed a comprehensive questionnaire designed to gather insight into their prior singing experiences, self-perceptions, and initial attitudes toward the programme. Following this, I provided an overview of the four-week programme and opened the class to student questions. In addition to allowing students to express their worries and interests, this open forum demonstrated vulnerability and openness, a strategy supported by research on teacher authenticity (Palmer, 2007).

I disclosed to the students that I too felt nervous. This honest interaction helped to create a safe learning environment and a space for mutual respect. It has been shown that appropriately expressing this kind of vulnerability boosts student engagement and fosters a more accepting learning environment (Meyer & Turner, 2002).

Week 1 focused on introducing semi-occluded vocal tract (SOVT) exercises, such as humming and lip trills (Titze, 2006). These exercises were selected intentionally as they are gentler on the voice, mute the sound and seem less intimidating than traditional scales (Titze, 2006). The session also included basic exercises in body alignment and breathing, helping students adopt a healthy and comfortable posture for singing. Despite initial reluctance, all students participated in these activities, including a challenging rhythmic clapping sequence. The session concluded with a group vocal warm-up titled "I Like to Sing"(appendix). While effective in my other teaching establishments, this activity appeared to stretch students beyond their comfort zones at this early stage. Many displayed visible discomfort, and one student expressed unease about singing in a circle due to feeling observed by peers. This insight prompted a reconfiguration of the classroom layout for subsequent sessions, allowing students to remain at their desks, an environment that felt safer for the participants and more familiar.

In Week 2, the session focused on breathing and laryngeal function. To maintain student interest, I designed a visually engaging PowerPoint using vibrant colours and informal fonts. This aligned with strategies recommended by Hallam (2010), who emphasises the importance of visual and aesthetic design in maintaining attention in classrooms. The session included a competitive breathing challenge, which significantly boosted student motivation and participation. Adolescents like competition because it helps them grow, mentally, socially, and neurologically, however competitions must be carefully managed to avoid negative outcomes like anxiety and exclusion (Santrock, 2019; Steinburg, 2014). The lesson structure was modular, with each segment lasting 5-10 minutes to accommodate the limited attention span often observed in early adolescents (Lamont, 2011). Key vocal concepts were taught using videos and images sourced from TikTok, providing both novelty and familiarity. This multimodal approach enabled students to visualise the anatomy of the voice and enhanced their understanding of vocal physiology (Patel, 2008).

Week 3 introduced a TikTok vocal challenge, which generated high levels of enthusiasm and immediate recognition among the students. Familiarity with the warm-up from social media contributed to a sense of ownership and relevance, key factors in promoting adolescent engagement in music (Burnard, 2008). The session also introduced the topic of adolescent voice change, supported by diagrams and continued visual reinforcement. The class concluded with the song “We Will Rock You” (Queen), chosen for its repetitive structure, limited vocal range, and collective energy. Notably, several students voluntarily opted to sing solos or small group parts, indicating an increase in confidence and willingness to participate.

The final session served as a recap and celebration of the learning that had occurred over the previous weeks. The session included a game of “Finish the Lyric”, where students worked in teams to recall lyrics to popular songs. Additional points were awarded for singing rather than speaking the answers. This activity elicited high levels of participation and joy, with many students choosing to sing without concern for vocal quality or self-consciousness. This result is in line with what other research has found about the social and emotional benefits of group singing, especially when it comes to self-expression, feeling like you belong, and improving your mood. (Davidson & Faulkner, 2010; Clift & Hancox, 2010).

The research involved 48 Year 7 students, split into two groups of 24. These pupils were selected simply because they were timetabled for music lessons during the research period, making them available for participation, known as convenience sampling. I visited the school twice a week for four weeks, teaching one group every Monday and the other every Friday. The sample turned out to have 17 female participants and 31 male participants aged 11-12 with levels of musical experience, this diversity allowed for a wide range of perspectives to emerge. This setup also gave me the chance to observe how different class dynamics, energy levels, and even the day of the week could impact student engagement and confidence over time. 

Of these 48 students, 10 students took part in a focus group, while 4 students and the classroom music teacher participated in one-to-one semi-structured interviews. The focus group and interview sample were selected by a random online generator (Research randomizer, Urbaniak & Plous, 2025). The selected participants were invited to their interviews and focus group on Monday 9th June 2025, which was a couple of weeks after the end of the programme. This gave me time to analyse the questionnaire data prior to the interviews and focus group. The data from the questionnaire stage of the research helped steer my opening questions. The questionnaire data was collated for each participant across the three time points (week 1, week 3, and week 4). For each student, their responses at the start, middle, and end of the study were placed side by side to enable a longitudinal comparison. I examined the data to identify patterns of change, noting whether responses indicated a positive, negative, or stable effect over time. This method helped me keep track of how students' feelings, engagement, and views of the singing program changed over time. It also helped me find patterns or exceptions that could be looked into more in the next focus group and 1:1 interviews.

The singing programme was delivered by me during regular curriculum music lessons. This was the only time the school would allow me to come and teach due to end of year exams, and GCSE exams. Lessons incorporated a range of group singing activities, repertoire exploration, vocal confidence-building strategies, voice physiology and activities exploring adolescent voice change with student feedback from questionnaires directly informing lesson content. This responsive pedagogical approach aligns with constructivist learning theory, emphasising learner voice and experience (Hallam, 2010).

Ethical approval was granted by the university ethics committee prior to the commencement of the study. Given that all participating students were under the age of 18, parental consent was obtained via a google document. I was unable to email parents personally due to the schools GDPR and safeguarding policy, therefore the school emailed parents and students with the Google forms link and the information regarding the study. This was the same way in which students’ consent was also granted prior to involvement in the research. Participation in the research was entirely voluntary. However, it was made clear to students that even if they chose not to take part in the data collection, they would still be expected to attend the sessions, as the singing programme took place during their regular timetabled music lessons. Any students who did not provide consent were excluded from all aspects of data collection, including questionnaires, interviews, focus groups, and observations. 

Students were also informed that they could withdraw their data at any time without consequence. All data collected throughout the singing programme was anonymised and securely stored in accordance with the UK General Data Protection Regulation (GDPR) (Department for Education, 2018). Throughout the process, every effort was made to ensure the safeguarding and psychological well-being of all participants, particularly when engaging in discussions related to confidence, self-perception, and emotional experiences. The school also has an excellent pastoral care team, who were available at any time throughout the programme. 

Questionnaires
A key element of the data collection process was a questionnaire administered via Google forms in weeks 1, 3, and 4. All the questions were derived from the literature review and my need to address gaps within the literature. This method made sure that the questionnaire included both well-known concepts and areas with little evidence, giving a strong base for later analysis and qualitative inquiry.
The initial questionnaire (Week 1) gathered both demographic and attitudinal data, asking students about:
· Their feelings of self-identity and confidence at school
· Their singing experiences and preferences in primary school
· How they feel emotionally when singing (e.g. anxious, confident, happy)
· Perceptions of their own voice
· Awareness of adolescent voice change
· Confidence in singing solo versus in a group
· Initial thoughts about the singing programme
· Favourite songs and the perceived importance of music

Responses combined closed questions (numerical rating scales, multiple choice) and open-ended responses, yielding both quantitative and qualitative data. The questions were informed by insights from a narrative literature review, which explored adolescent psychological and physical development, music education, voice change, teaching methods, emotions and group singing. I made it very clear that each participant would be given an anonymised ID number and that all responses to the questionnaire would be kept confidential. In the data, this number would be used instead of their names.

Focus Group and Interviews
A semi-structured focus group with 10 students was conducted after the completion of the singing programme to explore group dynamics, confidence changes, and general perceptions of the programme. Four one-to-one interviews with selected students and one interview with the music teacher offered deeper insight into individual experiences and pedagogical perspectives. Open-ended, guiding questions encouraged reflective dialogue while allowing for emergent themes (Kvale & Brinkmann, 2009). I took inspiration from Sweet’s (2015) phenomenological research on ‘the adolescent female changing voice’. One of the interview questions was: “think of a time when you experienced changes in your singing voice. I’d like you to tell me about that in as much detail as possible” (p.77) From just one question, the answer given by all participants then revealed the time at which a change occurred and a comprehensive language-based response that revealed views, perceptions, and emotions. I informed all interview and focus group members prior to commencement that I would be recording the discussions and that their participant number will be utilised in all transcriptions, not their name or any data identifying who they were. 

Throughout the whole programme and during questionnaires, interviews and focus groups I was acutely aware that being the participants teachers and their researcher, I was in a position of power (Costely et al., 2010), so knew that to reduce the risk to my research participants I had to make sure they were aware they could stop at any time and it would not impact my opinion of them (Bell and Walters, 2005) and there would be no sanctions or repercussions from the music teacher or me. All data was anonymised to protect the identity of all participants (Bell and Bryman, 2007). I felt throughout the entire research project it was crucial to create an environment where each participant felt free to offer their thoughts and feelings without judgement (Gill et al., 2008). This is why I ended up keeping all students in their usual classroom spaces. In week one I did reorganise the classroom, so everyone was in a group circle, as research suggests that when delivering a class in a circle everyone feels equal as circles break down the idea of a hierarchy, for example a student sitting at the back or the front (Zehr, 2002; Boyes-Watson & Pranis, 2015). Also circles allow for all children to be seen and heard building a sense of community and inclusion (Pranis, 2014; Roffey, 2011). However, this seemed far from true and was counterproductive as it became apparent that the class did not feel comfortable with this change, if anything it elicited feelings of extreme self-consciousness; something I was originally trying to replace with feelings of confidence.   This was evident from closed body language, looking down, and eyes scanning the room (Verywell Mind, 2023) behaviours that are often linked to self-consciousness when individuals feel anxious or uncertain in social situations.

Working and teaching in a school setting necessitated that my enhanced DBS certificate remained current and that I completed the necessary safeguarding training mandated by the school. To adhere to all requirements and to ensure the safety of both the pupils and myself, The music teacher was present in all singing program lessons at all times and I was never unsupervised with the students during lessons, interviews, or focus groups. 

Observations
Observations were another valuable method of data collection during the research process. I kept a logbook for each class every week, where I recorded both student responses and my own reflections. This included verbal comments, body language, engagement levels, and noticeable changes in confidence or participation. Writing these observations immediately after each session allowed me to capture honest, in-the-moment reflections about how I felt the lessons went, what worked well, and what needed improvement. It became an important tool not just for gathering data, but also for shaping the progression of the programme.

For example, based on my entries, I made changes to the following week’s content, either simplifying tasks that students had struggled with or building on ideas and exercises that had clearly sparked enthusiasm. In some cases, I adjusted the delivery to better suit the mood or energy level of the group that day. This reflective practice helped ensure the programme remained responsive and student-centred. It also provided a deeper layer of insight into the emotional and behavioural impact of the sessions, which complemented the feedback gathered through questionnaires, interviews, and focus groups.

Analysis
Quantitative and qualitative data from the questionnaires was analysed and compared across the three time points to identify trends and changes. Numerical data was visualised using statistical summaries (means, frequencies), with the assistance of a program called Jamovi (The Jamovi Project, 2025), alongside MS Excel. In addition, qualitative responses from the questionnaire were systematically coded and categorised, then converted into quantifiable data to support comparison over time. This process was heavily time consuming, but enabled a clearer understanding of how participants' attitudes, confidence, and perceptions may have evolved throughout the four-week singing intervention.
Open-ended responses from interviews and focus groups were coded and thematically analysed, drawing on Braun and Clarke’s (2006) six-phase model. Qualitative data from the interviews and focus groups were transcribed and coded, allowing for emergent themes linked to confidence, identity, and engagement. This part of the process again took time, but it was incredibly valuable. As I went through the students' responses line by line, I started to see clear patterns forming, not just in what they said, but how they said it. The emotional tone behind some of their words really stuck with me and added depth that numbers and tick boxes alone could not provide.

The use of triangulation helped strengthen the validity of the findings by comparing multiple data sources; drawing insight from the literature review, questionnaires, interviews, focus groups, and my own observations (Denzin, 2012). This gave me greater confidence in the results and helped paint a more rounded picture of what was really going on for the students. It reminded me that each piece of data, whether statistical or emotional, represented a real experience that mattered.

Findings
Analysis of the student data revealed five key themes in the students’ response to the four-week singing programme. Firstly, improvements in singing skills increased self-confidence. Secondly, positive and engaging teaching methods were consistently cited as enhancing enjoyment and class participation. Thirdly, students described a developmental shift, noting that self-consciousness intensified in secondary school compared to primary, where judgement was perceived as lower. Also, singing in groups was seen as a powerful social activity, strengthening peer bonds and encouraging inclusion. Lastly, students shared their reluctance to try new things and to step outside of their comfort zones for fear of being judged.

One of the most prominent emerging themes from the mixed-methods data was the development of confidence through skill acquisition and repetition:

In Week 1, students completed a self-report questionnaire rating their confidence when singing in two scenarios: Singing with their peers in front of an audience and singing a solo in front of an audience. Confidence was measured on a 10-point scale (1 = very unconfident, 10 = very confident).

The question asked was: “On a scale of 1-10, can you tell me how confident you would feel performing a song with your friends and class in front of an audience? (1 being very unconfident and 10 being very confident).
Using Jamovi for data analysis and then also Excel, I could determine the following results:
· Ensemble Singing (Week 1): Mean confidence = 4.62
· Solo Singing (Week 1): Mean confidence = 2.28

These initial scores reflected a low baseline of confidence, particularly in solo performance. Students appeared to feel uncomfortable or inhibited, especially in contexts requiring individual vocal exposure.

By Week 3, mean scores had increased:
· Ensemble Singing (Week 3): Mean confidence= 6.03
· Solo Singing (Week 3): Mean confidence= 3.19

By Week 4, further gains were observed:
· Ensemble Singing (Week 4): Mean confidence = 6.94 (figure 2)
· Solo Singing (Week 4): Mean confidence= 3.75 (figure 3)


Figure 2 – How confident are you singing in your class?




Figure 3 – How confident are you singing solo?


These results suggest a clear upward trajectory in ensemble singing confidence and a modest but meaningful increase in solo performance confidence. This trend supports the idea that structured, repeated, and socially embedded practice can improve competence and confidence (Bandura, 1997; Ryan & Deci, 2000).

Interview analysis

Qualitative Reinforcement
Interview data with four students further supported the theme that confidence grew with skill and repetition. Comments such as:
Interview participant 8: “I found that I learned the skills. Such as the humming and sovts – I think that’s what they were called. At first I felt quite shy, but by the end I felt more confident singing in a group” 

Interview participant 20: “I started to realise that no one really cares about, like what your voice sounds like. So I start to become more confident as the weeks went” 

Interview participant 14: “I think I got more confident with singing, and it just brings everyone together” 

Focus group data with 10 students again supports the theme that confidence grows with skill. Comments such as:

Speaker 2: “And then my voice would get like warmed up nicely with all them exercises - you know?”.
Speaker 4: “Yeah, as the weeks got along it did, I couldn't do it at all at the start” 
Speaker 5: “I could breathe out for longer and hold notes on for longer at the end of the programme”.

These excerpts suggest that increased technical knowledge (e.g. vocal warm-ups, breath control) led to greater confidence, and that social support through ensemble singing reduced anxiety.

The teacher interview echoed this perspective:
“when I first told them that they were going to do it, were completely like, I'm not doing that. I'm not even going to sit in there. And then you see them realise that it's not as bad as what they think it's going to be. And then by the end, they're fully in. Yeah. And, like, you get the odd few that aren't, but the majority of them are invested and they'll just kind of get on with it” (teacher interview).

Self-Efficacy Theory states that repetition, particularly with guidance from an instructor, increases one’s sense of competence (Bandura, 1997). This confidence gain was most notable in ensemble singing, where social safety and shared performance reduced exposure. Solo singing, a much more vulnerable task, remained low in confidence ratings but showed incremental improvement, suggesting potential for long term growth if the singing programme were sustained. The singing programme participants developed confidence through active engagement, structured support and positive reinforcement over the 4-week period.

This theme of ‘confidence grows with skill and repetition’ illustrates the powerful role of structured learning, repetition, and positive pedagogy in developing confidence in adolescents. The combination of both the quantitative and qualitative data demonstrates that there is a correlation between being better at singing via repetition and understanding and being emotionally ready to engage, especially in group settings.
In week 1 students were also asked the question “How much do you know about adolescent voice change?”. 

There were 5 options to pick from:
1. Nothing at all
2. A little bit
3. A fair amount
4. Quite a lot
5. Everything there is to know

In week 1 the mean score was 2.03 (figure 4), the standard deviation was 0.92 (to 2 decimal places), indicating participants on average felt that they knew ‘a little bit’ about voice change. Again, as the weeks progressed there was a modest increase:
By week 3, the mean score had increased to 2.8 (standard deviation 0.78).
By week 4 the mean score had increased to 3.06 (standard deviation 0.80).
There was not a significant change in the spread of data suggesting that participants’ scores changed as a group fairly consistently.

These findings (figure 4) demonstrate that most of the class thought they knew "a fair amount" about how adolescent voice change works, which may have contributed to their improved confidence when singing. Some may argue that much of the instruction on "adolescent voice change" took place during week 3, where participants had just recently interacted with the class material pertaining to adolescent voice change when they completed the second questionnaire at the conclusion of the third week of the singing programme. Students frequently understand a lesson quickly after it is delivered, but unless the information is reinforced regularly, they can have trouble remembering it weeks later (Babdeley, 2000), which perhaps could be the only reason for the gain in knowledge. The data from week four, however, shows that the data continued to rise, indicating that by the end of the programme, the participants felt more informed, potentially leading to their increased feeling of confidence and feeling less self-consciousness when singing. 







Figure 4 – What do you know about adolescent voice change?


The focus group results illustrate the advantages of knowledge gained, specifically understanding adolescent voice change. The data emphasises how a shared perspective and experience can enhance students' growth and confidence (Bandura, 1997; Ryan & Deci, 2000).

Speaker 7: “If you have a voice crack, it's like everyone will just laugh”.
Speaker 1 (researcher): “Okay, but do you feel like if I came to your class again to do it? Don't worry, I'm not. But if I did, would you feel as embarrassed if that did happen now?”.
Speaker 7: “Not as embarrassed, because we understand why it happens now and everyone gets it”. 

The Role of Pedagogy in Engagement
An emerging theme from the data is the pivotal role that pedagogy plays in fostering student engagement, particularly among adolescent learners. Participants responded positively to varied and interactive teaching strategies that moved beyond traditional lecture-style instruction. Specifically, students engaged more effectively with lessons that incorporated positive reinforcement, visually stimulating PowerPoint presentations, short video content, and bite-sized learning tasks. During interviews students complained that lesson delivery and the PowerPoint presentations used in every lesson at their school were monotonous and uninteresting:

Interview participant 20: “Because unlike normal teaching, when you stop at slides, explain every single word. I swear I've had teachers explained why they chose the freaking background colour for the slides before”.

These methods helped prevent cognitive overload and maintained learners’ focus and motivation (Mayer, 2009; Sweller, Ayres & Kalyuga, 2011). Furthermore, teaching approaches that actively involved students, such as group discussions, practical tasks, and problem-solving activities proved more effective in maintaining attention and enthusiasm, aligning with the principles of active learning (Prince, 2004).

Competitions, challenges, and team-building exercises also emerged as significant contributors to classroom engagement with many students in the focus group and interviews agreeing that the competitive games such as ‘finish the lyric’ promoted class enjoyment and encouraged more people to step out of their comfort zones and sing in front of the class without fear of judgement:

Interview participant 20: “Yeah, well, you did stuff like finished lyrics, but you also did that with a method to it. Like, I realized later that because of the finished lyrics, everyone was singing along and being a lot less self-conscious than it was before” 

These teaching strategies used helped to build a sense of community and encouraged participation without the pressure of individual performance, which is particularly effective with adolescents (Ryan & Deci, 2000). Focus group and interview participants agreed that they felt more bonded as a class, felt like they received support from their classmates and looked up to class role models, which in turn encouraged them to contribute more to the class and feel more confident: 

Focus group speaker 4: “Friends give moral support”.
Focus group speaker 3 “We felt more comfortable because we saw you do it and then people that are a bit more confident, like, Participant 4 done it and then, like, ‘NAME’ done it and then his mates did it, and then everyone started doing it”.
Focus group speaker 2: “Because people want to be the role model. Particpant 4  looked up to you, and then we all looked up to participant 4”.

The use of encouragement over coercion, particularly in the singing activities appeared to enhance students’ willingness to participate. Evidence for this is shown in the focus group discussion:

Speaker 1 (researcher): “And what did I do to help them join in?” 
Speaker 4: “Showed them how it's done”. 
Speaker 3: “Kind of like convince them that it's not bad and no one will really laugh at you”. 

Teacher feedback through the 1:1 interview also confirms that positive teaching methods support students’ willingness to participate. Figure 5 summarises the key themes that came out of the teacher interview.
Teacher interview: “you fall into the habit of going, well, if you don't join in, you're going to get this. And I really hate saying, if you're not joining in, then there's going to be a sanction”. “It's good to see, like, how you can approach it without having to be…Strict”.

This supports what other research has found: environments that allow autonomy are better at encouraging drive than those that rely on external control. (Deci & Ryan, 1985). 
The data also suggest that such pedagogical choices helped to build trust between the teacher and student, a factor widely recognised as critical in effective teaching and student engagement (Hamre & Pianta, 2006). By allowing students the freedom to choose whether to participate, while still offering encouragement and support, students became more confident and willing to take risks in the classroom, thus enhancing both engagement and learning outcomes.

Figure 5 - Thematic analysis of the teacher interview revealed six key themes
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First, the teacher described a shift from initial negative emotions to more positive feelings, suggesting emotional growth and increasing confidence over time. Secondly, they noted how students’ confidence improved, largely influenced by the implementation of positive teaching methods that enhanced engagement and enjoyment. 

These teacher insights of negativity in week one were echoed in student self-reports, which provided further context to their feelings within the classroom setting. All students were asked about their emotional experiences at school, selecting from a list that included: Happy, Sad, Confident, Self-conscious, Popular, Unpopular, Shy, Worried, and Excited (figure 6). The results indicated that while many students reported feeling happy, a notable proportion also identified with emotions such as self-consciousness and shyness. This suggests that, despite large numbers reporting feeling ‘happy’, some students require targeted support to build emotional security and confidence whilst at school. 

At the conclusion of the 4-week singing programme, the question was posed once more (figure 7). Before participants completed the online survey, I reiterated that the question asked was about their overall feelings whilst in classes at school. The data reveals that negative emotions were still high, in fact, they had increased incrementally. Upon reflection, it became notable that outside factors may have had an effect on these results. The final singing session, happened at the end of the school week, right before the end of term. This timing may have affected how engaged and emotionally responsive the students were, since several of them looked tired and eager to leave. This observation shows that the day and time of delivery can have a big impact on how students feel, thus this should be considered when analysing the results of short-term interventions. 

Figure 6 - Week 1 – How do you feel in school class?

Figure 7 - Week 4 – How do you feel in school class?











Teacher confidence and the role of training in group singing
One of the most compelling insights from this study relates to teacher confidence in leading group singing. During the interview, the music teacher expressed strong anxiety about leading whole school singing assemblies and vocal sessions, stemming from a fear of judgment and a sense of inadequacy. “I worry that I don't approach it [meaning singing] in a way that makes them confident, and I worry that I will do it and they'll be terrified, or I'll do the wrong thing, and it will really impact how they see themselves, like singing” (teacher interview). 

While fear of peer perception is often associated with adolescent learners (Elkind, 1967; Ryan & Deci, 2000; Sweet, 2015), this reflection highlights that such anxieties can persist into adulthood and within professional contexts. The teacher’s apprehension mirrors broader issues of self-doubt and imposter syndrome, particularly common in teaching professionals placed in roles where they feel underprepared (Clance & Imes, 1978). She acknowledged that her reluctance to lead singing was not due to a lack of passion, but a lack of training: she had not been equipped with the necessary tools, strategies, or confidence to deliver group singing effectively. This distinction between being a music teacher and a singing teacher is crucial. The assumption that all music teachers can lead singing without specialist training is flawed and may inadvertently contribute to teacher anxiety: 

“I worry That I will do it and they'll be terrified, or I'll do the wrong thing and it will really impact how they see themselves, like singing” (teacher interview)
Encouragingly, the teacher reported that participating in the singing programme gave her a new perspective on how singing can be approached in the classroom. She now feels more confident using specific tools such as vocal warm-ups, games, and musical challenges. Practical strategies that demystify singing instruction and help build confidence. She also now intends to implement early intervention by introducing all Year 7 students to singing from September 2025. Her rationale is to normalise singing early on, thereby reducing the stigma and self-consciousness often reported by older students.

Although this teacher feels fortunate to have a “good” music budget at her current school, she expressed that many colleagues across the sector lack similar support. Past experiences in schools with minimal arts provision highlight the disparities in access to quality music education. Furthermore, comments from some staff regarding students being withdrawn for instrumental lessons indicate a persistent undervaluing of music within the broader school culture (Hallam, 2010). Her reflections reinforce the need not only for adequate resourcing but also for whole school understanding of the developmental, social, and emotional benefits of music education.

This wider context of inconsistent support for music, makes it particularly important to evaluate the effects of well-resourced, inclusive musical initiatives on student attitudes. 
In this larger picture of inconsistent funding for music, it is especially crucial to look at how well-funded, inclusive music programmes affect how students feel about music. At the start of the singing programme students were asked the question “Is music important?”. I explained that this question was not specific to music lessons at school and could be thought of as more generalised, to make people think about the significance of music in a broader way. According to the data, 86% of the class believed that music was important, while 14% disagreed (figure 8). In week four, the statistics showed a potentially significant change, with 92% of the class now believing that music is important and only 8% disagreeing (figure 9). 

The results indicate that students may hold a more positive perspective on music if they consistently engage in group music sessions, particularly those that incorporate group singing and follow established pedagogical approaches.





Figure 8 - Week 1 is music important?                 Figure 9 - Week 4, is music important?
 

Social Environment and Self-Consciousness
A recurring theme emerging across the questionnaire responses, interviews, and focus groups is the influence of the social environment on learners' self-consciousness and confidence. The data suggest that participants experienced a sense of comfort and authenticity during their primary school years, where they felt able to express themselves without fear of negative judgment. 
All participants in the questionnaire disclosed that they all sang in primary school assemblies, productions, choirs and in class (figure 10)

Figure 10 – At primary school did you sing in any of the following: Assembly, nativity/school productions, class, choir?
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Interestingly, they all sang at primary school but many participants feared the singing programme in year 7 at their secondary school. I asked the question “how do you feel about taking part in the singing programme”. From the student answers I grouped the responses into positive, negative and neutral feelings towards the class (figure 11):

Negative feelings: 18 people (40%)
Positive feelings: 16 people (35.6%)
Neutral (not bothered): 12 people (24.4%)

Figure 11 – Distribution of participants feelings towards the singing programme
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It appears that singing in a primary school environment appears normal and even cool, however singing at secondary school elicits feelings of anxiety: “nervous”, “worried”, “shy”, “self-conscious” (questionnaire responses). When speaking about singing at primary school interview participant 20 explained that “No one really cares then at primary school about what you do or what you sound like, because it's in school with loads of kids your age and younger than you”.

This aligns with previous research indicating that primary school environments are often more nurturing and less socially competitive, contributing to higher levels of self-assurance among pupils (Ecclestone & Hayes, 2009).

However, the transition to secondary school was frequently associated with a noticeable decline in confidence, accompanied by heightened self-consciousness. Students were asked in the week one questionnaire, “Do you feel you can truly be yourself at school?” (figure 12).
45% of the class said they feel they can be themselves sometimes. 34% of the class said yes, whilst 21% of the class said no, they couldn’t be themselves at school. 

Figure 12 – Do you feel you can truly be yourself at school?








Participants described increased sensitivity to peer evaluation and a growing reluctance to participate openly in class and fully be themselves:

Participant 40: “I’m like a quiet person at school but then when I do, like after school clubs or something, I'm very loud”.

Participant 20: “If I was fully myself, then people would probably like assume way More than they do already, because I've had a stutter since I was young.  So yeah, I do sometimes worry about”.

This is consistent with the concept of the “imaginary audience” in adolescence, where young people perceive themselves to be under constant scrutiny by peers (Elkind, 1967; Somerville, 2013; Sebastien et al., 2010). The data also reflects the challenges of negotiating new social hierarchies and peer group dynamics in secondary settings, which are known to exacerbate fears of judgment and social comparison (Wigfield et al., 2006). 

Such experiences can negatively impact classroom participation, risk-taking, and overall learner engagement (Pekrun, 2014). These results show how important it is for secondary school teachers to create safe and welcoming spaces that help students overcome social anxiety. Utilising an appropriate pedagogical approach and methodologies produces favourable outcomes, as evidenced by the week 3 data, which demonstrates a significant enhancement in the perception of the singing program compared to the week 1 data, indicating a notable improvement (figure 13).
Figure 13 – Feelings towards the singing programme week 3
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A student’s confidence in singing seems to be greatly influenced by their surroundings. "Where do you enjoy singing?" was the question posed to each of them. Students were encouraged to provide details in response to this open-ended question. I divided their responses into three groups: at a club (such a drama club, choir, etc.), in private (like their bedroom, house, or car), or ‘nowhere’, if they claimed they never sung and disliked it.
33 students in the group reported enjoying singing by themselves, whether it was in their car, at home, or in the shower. 7 stated that they absolutely hated singing and avoided it, whereas 7 others stated that they enjoy singing in organised groups such as a choir or drama club. Of these 7, 5 also said they enjoyed singing at home, indicating that they were at ease singing in both private and public places. These findings demonstrate how crucial environmental factors are in nurturing young people's comfort and self-assurance when they sing. People appear to feel more secure, liberated, and less nervous about their singing voices in quiet, low-pressure settings, which may encourage them to sing (Hallam, 2010; Welch, 2005). However, people who already feel more confident in their ability to perform or who have a stronger musical ability might be more open to participating in formal group settings (Green, 2002).

Group singing builds connection and inclusion:
Within the secondary school I was at for my research, the singing programme appeared to be a powerful tool for fostering social connection and inclusion among students navigating a critical period of personal and social development. On the final week of the singing programme, I introduced a game called ‘finish the lyric’. Students worked in teams and had the opportunity to gain more points for their team if they stood and sang the rest of the lyric. I observed a spirit of unity and support for each student in the classroom. Everyone poured themselves into the action, and no one was made fun of. There was a rationale behind the chaos, I wanted to show everyone that using your voice out loud for all to hear was not as scary as one may have first thought. In fact, those who were brave enough to stand and sing loudly and proudly were the ones who were celebrated, cheered and were looked up to by the class. The opposite of what students thought would happen at the start of the singing programme. They originally felt worried, anxious and scared what others may think, but after just 4 weeks they had built a class bond and shared understanding that singing in the class is something to be celebrated and congratulated, not something to be laughed at. Interview and focus group participants fondly remembered the final class and expressed how much fun they had singing together as a group:

Interview participant 14: “I think everybody felt, you know what, it's not that embarrassing. Let's just go for it. Yeah, we were more bonded”.

Interview participant 20: “Like, I realized later that because of the finished lyrics, everyone was singing along and being a lot less self-conscious than it was before”.

Interview participant 40: “And doing that finish the lyric thing was fun”.
focus group participant 33: “I wouldn’t have joined in. But in week 4 I did and we all thought it was fun”.

Adolescents are particularly sensitive to issues related to self-consciousness, peer acceptability, and identity. This is the reason it's so crucial to establish collaborative, safe spaces in the classroom. By encouraging people to perform a task together without passing judgement on one another, group singing can help manage social anxiety and provide students a sense of belonging (Durrant, 2011). Making music together helps people feel like they belong and are part of a group (Davidson and Faulkner, 2010). Originally, I wanted all participants of the singing programme to perform a group song to the rest of the school on the final week with the potential for solos. However, by focusing on participation over performance, collective singing in the class reduced pressures and gave equal value to every voice, making it an inclusive pedagogical approach (Hallam, 2010). This is especially important in secondary school, where academic and social expectations and pressures increase, and some students may feel marginalised or disengaged.

Fear of the new:
An emerging theme from the qualitative and quantitative data highlights that students often perceive new experiences, such as participating in a singing programme, as intimidating. Initial responses across interviews, questionnaires, and focus groups revealed that many students were reluctant to engage, with some expressing fears about “sounding like a dying frog” (participant 22) or sounding like “chalk on a board” (participant 19). According to well-established research, adolescents are especially vulnerable to social evaluation and are more likely to shy away from situations that could make them feel embarrassed or judged (Elkind, 1967; Ryan & Deci, 2000). Students' initial resistance to new vocal material demonstrates the psychological discomfort associated with unfamiliar and potentially risky practices, particularly in situations and locations – like secondary school – where peer perception plays a significant role (Pekrun, 2014).

What really struck me throughout this process was how deeply students felt about their own voices, something so personal, and yet something they had rarely been asked to use in a shared space like this. It reminded me just how much bravery it takes to try something new in front of your peers, especially when your confidence is still forming. In week one for instance, no student volunteered to stand up and lead a group warm-up. The very idea of being the centre of attention, even for something simple seemed overwhelming. However, as the weeks progressed, that changed. By week 3 and 4, several students offered to lead basic clapping warm-ups. A few even extended the activity to include their voice, simple repetition exercises using sounds and SOVT’s leading the group using their voice, the very thing that nobody had wanted to expose just a few sessions earlier. These small but significant steps I observed spoke volumes about how their confidence was developing.

Despite initial resistance to the singing programme, students’ confidence in singing increased over time, indicating the importance of sustained, supportive pedagogical approaches. Gradual exposure, positive reinforcement, and peer support helped reduce anxiety and normalised participation, which are key conditions for building self-confidence in learning environments (Bandura, 1997). This positive transformation stresses the need to recognise the emotional toll involved in creative risk-taking, particularly in performance-based tasks such as singing and performing.
My deliberate sensitivity and understanding to these emotional dynamics when leading the programme helped to frame singing as a safe, exploratory process, helping students move from avoidance to active participation (Dweck, 2006). I made sure to join in myself, demonstrating a willingness to try something new and to embrace the vulnerability that came with it.  Research suggests that students are far more motivated and eager to put in effort when teachers actively participate in class activities, assist them, and maintain positive connections with them (Wentzel & Brophy, 2014). My active participation alongside the music teacher’s participation seemed to matter to the students, they noticed, and I think it made the experience feel less intimidating for them.

When discussing the singing programme with interview and focus group participants, it is evident that their confidence developed:

Participant 1: “Everyone was doing it, so why would anybody laugh at us?”.

Participant 33: “In week 1 if you got me to sing I'd have jumped out the window and never come back again. I wouldn’t have joined in. But in week 4 I did and we all thought it was fun”.

These student reflections reinforce the view that while new things can feel intimidating at first, appropriate frameworks can support learners in overcoming initial fears and developing resilience and confidence.




Conclusion
The aim of this work-based study was to explore whether singing programmes can be effectively implemented in UK state secondary schools to support adolescent confidence and reduce self-consciousness. The findings suggest that such programmes hold considerable potential when thoughtfully designed and appropriately supported.
The transition from primary to secondary school is widely recognised as an emotionally complex time for young people, marked by significant social, cognitive and emotional changes (Ecclestone & Hayes, 2009). Adolescents are navigating new social environments, forming peer group identities, managing increasing academic expectations, and undergoing changes associated with puberty (Wigfield et al., 2006).

In primary school, students often experience fewer social pressures and greater freedom to be themselves. Singing is commonly seen as enjoyable and inclusive and there are many singing programmes on offer to primary schools which enhance teaching and student singing experience through carefully curated singing lessons via programmes like ‘Sing Up’. However, in many UK state secondary schools, structured opportunities for singing are limited. Financial constraints, reduced curriculum time, and a shortage of specialist singing teachers often contribute to the marginalisation of singing within the broader music curriculum (Hallam, 2010). Teachers are under increasing pressure to meet academic targets, and music, particularly singing, can be one of the first areas to suffer when budgets are tight.

Nevertheless, the data from this study indicates that singing programmes, when led by a confident facilitator, can significantly enhance student self-confidence and encourage greater participation in singing and music classes. Students responded particularly well to positive teaching strategies such as encouragement, team-building activities, and singing-based challenges. These approaches promoted engagement without placing pressure on reluctant participants. As students’ understanding and familiarity with the class material grew, so did their confidence, supporting the theory that knowledge fosters self-confidence (Bandura, 1997). Patience, emotional intelligence, and my willingness to be vulnerable when leading the sessions played a vital role in building trust with the students, an essential foundation given the very personal and exposing nature of singing.

This project has shown that singing programmes are not only possible but also valuable within the secondary curriculum. However, successful implementation depends heavily on support structures. Music teachers must be equipped with practical tools and guidance on how to deliver group singing confidently. Senior leadership teams must also acknowledge the significance of singing as both a musical and developmental tool. At the school I led the research in, the commitment from the head of music was instrumental. Her dedication to facilitating the programme and eagerness to learn from a vocal specialist highlights the enthusiasm and creativity present in many music departments. This enthusiasm needs to be nurtured through professional development and institutional support.

While not every music teacher needs to be a trained vocalist, schools do require access to professionals who understand the technical, emotional and pedagogical demands of singing teaching. As the class music teacher noted during her interview, although singing remains on the national curriculum, it is frequently omitted from practice due to gaps in staff expertise. This highlights a broader issue within music education: without adequate training and support, even the most passionate music teachers may struggle to deliver singing effectively.

In returning to the original research question, this study has shown that structured group singing programmes can enhance confidence and reduce self-consciousness among Year 7 students, however careful facilitation is crucial to ensure all pupils feel supported. The objectives of this study were also successfully met:

· The study has a deepened understanding of the emotional and developmental needs of adolescents during secondary school transition. 
· The research project provided insight into the practical challenges faced by music teachers in delivering singing activities. 
· Teaching strategies were trialled, such as positive reinforcement and group-based tasks, which proved effective in encouraging participation. 

The research demonstrates the potential for singing to serve as a meaningful tool for supporting adolescent confidence and wellbeing in UK state secondary schools. 

Finally, conducting this research assisted me in achieving my own learning outcomes:
· I improved my ability to gather and analyse data by developing questionnaires, examining long-term data, and the outcomes of focus groups and qualitative interviews. 
· My confidence and ability as a researcher has increased because of organising, completing, and considering the project independently. 
· Most importantly, working directly with Year 7 students has improved my understanding of their mental development, particularly the delicate balance between self-consciousness and confidence as they make the move to secondary school. 

This study has been beneficial not only for its insights on adolescent singing and confidence but also for my own development as a teacher, singer, independent researcher and even as a parent to my own 13-year-old adolescent. 

Study Limitations
While the implementation of a four-week singing programme provided valuable insights into adolescent engagement and confidence-building, several limitations must be acknowledged. The study was conducted in a single UK state secondary school located in rural Norfolk, involving two Year 7 classes (a total of 48 students aged 11–12). The relatively small sample size and single school site restricts the generalisability of the findings. However, the depth and triangulation of data offered a robust foundation for thematic analysis and practice-based conclusions.

Furthermore, the school serves a predominantly underprivileged population, which may have influenced student responses, behaviours, and access to prior musical experiences. Socioeconomic factors could affect students’ confidence if not previously exposed to extracurricular activities or to music education. Thus, this may have shaped the outcomes of the programme in ways not fully captured by the data.

The short duration of the singing programme, consisting of one lesson per week over a four-week period for each class (two classes of 24 students) also presents a limitation, as meaningful behavioural and emotional change often requires sustained, long-term engagement (Welch et al., 2014). It is also important to recognise that class times varied slightly each week, which may have influenced student engagement and emotional responses. On some occasions students appeared visibly tired, particularly when sessions followed their P.E lessons. At other times, distraction was evident when classes were scheduled just before lunchtime, with students expressing signs of hunger and restlessness. These factors need to be considered, since they might have reduced the data's reliability when examining the intervention's outcomes.

Being the researcher and facilitator, I may have introduced bias. Despite efforts to establish trust and consistency, students may have altered their behaviour due to the presence of an unfamiliar adult delivering the programme (Cohen, Manion & Morrison, 2018). Finally, logistical and timetabling constraints right at the start of the programme meant that the intended 6 sessions, became 4 sessions, potentially affecting the integrity of the originally planned singing programme. These limitations suggest that while the findings offer meaningful insight, further research with a broader and more diverse sample over a longer period is necessary to strengthen external validity and deepen understanding of singing as a pedagogical tool in secondary education for confidence building. 
Additional ethical considerations
Ethical integrity was a vital concern throughout the design and implementation of this study, particularly given the involvement of minors in an educational setting. Prior to commencing the research, ethical approval was sought and obtained, and all participants and their parents or guardians had to give consent to be involved in the study. Emails and consent forms clearly explained the aims of the study, the voluntary nature of participation in the data, and the right to withdraw from the data at any stage without penalty. Given the participants’ age (11–12 years old), care was taken to ensure consent was also obtained directly from the students in age-appropriate language.

Confidentiality and anonymity were rigorously maintained. All data collected from questionnaire responses, interview transcripts, and observational notes, were stored securely and anonymised during analysis. No identifying details were included in any findings and student participants were assigned numbers to protect their identities.

As my research study involved a singing programme, attention was paid to the emotional vulnerability that can accompany performance-based activities. Singing, particularly in adolescence, can induce increased self-consciousness and fear of judgment (Sweet, 2015). To mitigate this, the sessions were structured to promote a supportive environment. Participation in group activities was encouraged but not enforced, ensuring that students were never coerced into singing. This respect for autonomy was essential in safeguarding participants.

Finally, measures were implemented to minimise power imbalances, because I served as the researcher, instructor, and data collector. Measures such as being supportive, being open and honest, giving students and participants a voice to share without judgement. Also having their class music teacher in all sessions ensured that all participants were treated with respect and without bias throughout the study.

Recommendations for further research
For programmes like this to have a sustained impact, further research is needed into the long-term effects of group singing in school on adolescent self-esteem, peer relationships, and emotional resilience. A single 4-week intervention cannot fully address the broader challenges adolescent students face, but it can provide a valuable starting point for deeper cultural change within schools. Future research opportunities and questions are brought up by this work. The singing programme carried out was only a short-term study over the course of 4 weeks of teaching, plus additional dates for interviews and focus groups. Long term investigation should explore if benefits to confidence and self-esteem are sustained over a longer period. Research comparing private and state secondary schools within the UK may also show how student outcomes are impacted by access to music. Furthermore, investigating the impact of professional development and teacher training on singing would provide valuable insights into the role of teacher expertise and confidence in delivering and supporting effective singing provision. Lastly if this study were expanded to include a range of demographic contexts, such as schools situated in different economic areas or with varying cultural attitudes towards music, it may determine if the findings in this study are applicable to the larger education system. With proper investment and advocacy, singing can, and should remain an integral part of education, contributing not only to musical development, but also to students' wellbeing, confidence, and sense of belonging.
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What do you know about adolescent voice change?

week 1	week 3	week 4	2.0299999999999998	2.81	3.06	


Week 1 - How do you feel in school class?

happy	sad	confident	self concious	popular	unpopular	shy	excited	worried	30	3	17	18	8	6	18	8	8	


Week 4 - How do you feel in school class?

happy	sad	confident	self concious	popular	unpopular	shy	excited	worried	25	6	13	17	7	7	21	10	11	



week 4	
yes	no	37	3	

week 1 

week 1	
yes	no	37	6	

Do you feel you can truly be yourself at school?


16	21	10	

How confident are you singing with your class?

[VALUE]

week 1	week 3	week 4 	4.62	6.03	6.94	


How confident are you singing solo?


week 1	week 3	week 4	2.2799999999999998	3.19	3.75	
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When you were at primary/junior school, did your class ever sing in assembly, shows, classes?

50 responses

Assembly 37 (74%)

Nativity/school productions 35 (70%)

Class 22 (44%)

Choir
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Distribution of Participants' Feelings

Neutral (Not Bothered)

Positive Feeling

Negative Feeling
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Feelings Towards Singing Programme (Week 3)

Neutral Feeling

Negative Feeling

71.4%

Positive Feeling




