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Proposal
Context
I am a voice teacher of young people aged 5-18 and it has been my observation during my teaching experience that the adolescent population more commonly lose their motivation and confidence to sing. My previous research has focused on this age group, studying performance anxiety (Kenny, 2011; 2016), confidence (Bonshor, 2017), self-efficacy (Bandura, 1977) and theories of learning motivation (Oyserman and James, 2010; Vansteenkiste, Niemiec and Soenens, 2010), aiming to provide frameworks and resources for singing teachers looking to improve their adolescent students’ confidence through a range of physical and cognitive methods. This work-based learning project will investigate the research question: "to what extent can the MUSIC model of academic motivation improve the motivation and confidence of adolescent singing students?” I will be undertaking this project to discover if the MUSIC model (Jones, 2009) can be effective in altering adolescent confidence through their singing lessons.	Comment by David Cane: Could you cite some of the key scholarship in these areas?	Comment by David Cane: This wants to be stated in the earlier paragraphs of the introduction.
Justification
Aside from Xu’s (2023) thesis on self-efficacy in adolescent singers, there is little to be found to specifically address the problem of the loss of motivation in this age group which is well documented in the literature (Paul, Juncos and Winter, 2024). While Xu’s (2023) research gathered data through questionnaires with participants, this research will aim to fill a scholarly gap by employing case study methods (often used in qualitative studies in social sciences and education research) to investigate the effects on teaching and learning theories over time (Starman, 2013). Case studies can be used as a “description and analysis of an individual matter or case [...] with the purpose to identify variables, structures, forms and orders of interaction between the participants in the situation” (Mesec, 1998, p.45); in this research the variable will be the use of the MUSIC model measuring levels of motivation and confidence in adolescent singers.	Comment by David Cane: Do you mean Xu’s study?	Comment by David Cane: What sort of case-study?  Could you support this with reference to the literature?
 This project will aim to build on the teaching methods and resources I have previously researched and created to build a stronger pedagogical foundation for voice teachers wishing to improve their students’ confidence and build a life-long positive relationship with singing, which in turn can provide positive health benefits (Kreutz, Bongard et al., 2003). 
In an early examination of the existing literature, I discovered the MUSIC Model of Academic Motivation (Jones, 2009). Originally presented as a tool for motivating students in higher education, the model has also been found to be reliably effective for instructors in medicine (Jones, Byrnes and Jones, 2019; Pace, Ham et al., 2016), in music education from elementary to high school level (Parkes, Jones et al., 2017) and across languages (Jones, 2020) and cultures (Jones, Li and Cruz, 2017). 	Comment by David Cane: You could outline in more detail how the MUSIC model has been used.  Why does this seem to be a particularly relevant tool for your project?
It is also particularly relevant for this research as it was designed to give educators a theoretical basis in understanding why certain strategies are effective to motivate students (Jones, 2009). This model comprises of five elements that teachers can use to encourage motivation in music students: eMpowerment, Usefulness, Success, Interest and Caring (Jones, 2009). it succinctly aligns with previous research I have undertaken, with eMpowerment relating to a student’s sense of autonomy over their learning and the theory of self-determination which have both been found to be effective in improving intrinsic motivation for learning (Krause, North and Davidson, 2019).
This model also draws on research about goal setting, methods of effectively challenging students, the teachers’ responsibility in their relationship with their students and pre-existing theories of cognition and self-efficacy (Jones, 2009). Additionally, this model has been proven effective through research in music education; however, despite this model’s name it is created from educational psychology and there are no studies specific to singing to be found (Jones, 2009). This model will therefore provide the basis for my research project and fill a gap in research regarding singing education. 	Comment by David Cane: I wonder whether this should be reflected in your project title and research question.
Intended Impact
This work-based learning project will work to achieve the following aims:
· To investigate the effectiveness of teaching and learning methods and theories influenced by the MUSIC model on adolescent singing students	Comment by David Cane: I wonder whether these aims should more specifically be geared towards the MUSIC model.  It might also be worth exploring and developing additional theories so that you can have some form of comparison in your analysis.
· To critically analyse the literature on the factors affecting confidence, self-efficacy and intrinsic motivation to sing within this age group and their relationship to the MUSIC model
· To use the MUSIC model and previous literature to discover if the model provides an effective framework for voice teachers of adolescents.
It is also my aim that using the MUSIC model (Jones, 2009) and relating it to singing education will provide a pedagogically sound framework for singing teachers who work with adolescents and are looking for methods to improve their confidence while in lesson time. Using the existing research on this model, this could also be expanded to use on children and adults, and if effective this model could even benefit traditional classroom educators who need to provide music education but are not confident singers themselves.
In my personal practice, I intend to use this model to experiment with categorising lesson content into the five groupings of the MUSIC model (Jones, 2009) to provide focus to each individual student and their learning. I also intend to discover how flexible these groupings can be in providing for each student’s individual learning needs and if this can extend to varying levels of ability.
Outlined Intention
This project will choose participants that attend private voice lessons with me and that are aged between 12-18. It will aim to achieve the following objectives:
· To continue my development of my teaching in the private voice studio by building on my previous research and combining this with the most up-to-date research in the field and the MUSIC model to create effective research design for this project
· To continue to develop a practice that is accessible and inclusive by considering not only the needs of my student participants but also by carefully considering appropriate ethics for this age group
· To conclude the research with a pedagogically researched and effective rationale for using the MUSIC model in voice teaching, if effective.
The research will used qualitative or mixed-methods methods and will use questionnaires and in-lesson observations to study the phenomenon; this will take the form of participant observation where students are aware that they are being observed and notes will be taken after lessons, as opposed to unobtrusive observations where students would be unaware that they are being observed, to make research more ethical (Driscoll, 2011). 	Comment by David Cane: What approach will you take for observations?
Questionnaires will use Jones’ (2009) MUSIC model as a basis and will collect data from both participants and non-participants of the use of the model in lessons. A Likert scale questionnaire will be provided to make results easily comparable adapted from an index used in existing research that has employed Jones’ (2009) MUSIC model.	Comment by David Cane: Could you give a little more detail about what will be included in the questionnaire?	Comment by David Cane: Can you explain here that these will be administered before and after a course of training?
I will also record participants’ thoughts on their confidence through a focus group, as confidence is subjective and hard to observe as an outsider (Roland, Matheson et al., 2015). The consideration of participants’ worldviews will align this research with the constructivist paradigm, which is commonly used in educational research (Taylor and Medina, 2011).
The study will also use ethnographic observations during lessons; sections of the lesson will be sorted into the categories of the MUSIC model (eMpowerment, Usefulness, Success, Interest and Caring) with each category being represented as equally as possible.  Although the observations will be pulling from a small sample, it will use triangulation to improve its validity and credibility (Carter, Bryant-Lukosius et al., 2014). Responses will also be coded to identify themes across the responses. To expand on this, I am aiming to provide the questionnaire to both my students who will be participating in the research and others who will not to be able to compare results at the end of the research and examine if using the MUSIC model (Jones, 2009) is effective to improve adolescent singers’ confidence.	Comment by David Cane: Could you give further detail as to what the lessons will involve?  How will you structure lessons based on the MUSIC model?
Project Timeline (Figure 1)
Figure 1 – Project Timeline
[image: ]



Ethics and Insider Research
For this research project, I will have to consider that I am an insider researcher and while this benefits this study as I have personal interest in the topic, it can create a challenge in being objective (Saidin, 2016). I will also have to consider my pre-existing teacher relationship to the participants, and this angle will make my research ethnographic (Russell, 2005). 
I will also follow the guidelines set out by UWTSD; participants will be made aware that their participation is voluntary and can be withdrawn at any time. The participants will also be able to make informed consent to participate as I will outlay the project details to them verbally and in writing. Participants will also be asked for parental consent if they are under 18. Participants will also made aware that their responses will be anonymised in the findings and that they will be able to obtain a copy of the research report if they wish to.
Learning Outcomes
Aside from the impact of this research in my own practice and the wider field, I would also like to aim to improve my skills as a researcher. My module 3 reflections considered that to reach saturation when coding responses, a much larger sample size would be most effective. I aim to do this by collecting data from questionnaires both from my students who are partaking in the research and outsiders. However, where this isn’t possible, I will aim to continue my development as a researcher by creating a deeper synthesis of my findings.
This research will also benefit from being able to be studied over a longer period than my module 3 research, making results more reliable as they will not be just considering the feelings of participants on a single day. I also aim to consider my questionnaire wording more carefully to reduce desirability bias as an insider researcher (Fowler, 1995). With more research in this field now under my belt, I will also be able to consider my new understanding when researching the vast and complex phenomenon which is confidence building in music education. These are my personal aims for this extended research project.



Report	Comment by David Cane: And perhaps to explore conducting a pilot questionnaire to validate the questionnaire?
Introduction	Comment by David Cane: Can you start a new page and have a heading highlighting that the report itself starts here?
The MUSIC Model of Academic Motivation
The MUSIC Model of Academic Motivation is a practical framework developed by Jones (2009) that assists educators with the design of academic courses. Informed by the field of educational psychology, the aim is to provide a model that simplifies the existing literature and turn theory into practice (Jones, 2009). Some of the key theories influencing the elements of the MUSIC model are self-determination (Ryan and Deci, 2000), expectancy-value (Wigfield and Eccles, 2000) and Hidi and Renniger’s (2006) model of interest. 
Jones (2009) suggests that motivation is a process informed by actions and verbalisations from students, and that motivated students are more engaged leading to better achievement. This is represented in the following diagram (figure 2):
Figure 2 – Model showing connection between component, action and outcome (Jones, 2009)
[image: ]
As in this diagram, the model is made up of five components: eMpowerment, Usefulness, Success, Interest and Caring (Jones, 2009). It is suggested that a combination of these elements is required to achieve the desired outcome of increased student learning, as they are largely correlated (Kaufman and Dodge, 2009). The model is intended to provide educators with an understanding of theoretical concepts so that they can practice each element with an understanding of the intended impact (Jones, 2009). 
While designed with academic achievement in mind, the MUSIC model is intended for use in any discipline (Jones, 2009). Existing studies have indicated a positive association between motivation, self-efficacy and achievement (Kordsalarzehi, Salehipour et al., 2025; Basith, Syahputra et al., 2020; Maraghi, Mortazavi-Tabatabaei et al., 2018) so it is therefore feasible that this would also be true for singing students. This study will be the first to test the MUSIC model with adolescent singing students, to discover whether it is effective to improve their motivation and therefore their self-efficacy. 
This will inform the answer to my research question: to what extent can the MUSIC model of academic motivation improve the motivation and confidence of adolescent singing students?
Context
Context of previous research	Comment by David Cane: Perhaps this wants to be in the introduction rather than the findings for this research.
My module 3 research project (Cleary, 2024) examined if using a physical warm-up method could increase feelings of self-efficacy in adolescent singers. This small-scale study with a sample of four participants found that a group workshop using a physical method increased physiological state but was limited by a lack or a large and varied sample size. This research project aims to build on my research on self-efficacy by expanding to a larger sample size and one that is partially made up of both singers who I currently teach and singers who I don’t. This will aim to create a study with increased validity as it will include a broader range of experiences and viewpoints, as well as ages, genders and backgrounds. 	Comment by David Cane: You can cite this (Cleary, 2024)...
A positive outcome from this study could help to create a base point for singing teachers looking to create meaningful lesson plans, using the MUSIC model (Jones, 2009) which is already proven and validated in multiple academic studies. This project will also aim to link teaching and learning theories I have used in my previous research to link self-efficacy, confidence, the body-mind connection and academic and professional achievement.

The setting for this project is my group vocal class, where amateur adolescent singers have an hour-long lesson once a week developing their singing technique and skill, alongside acting technique for musical theatre. To expand on this project, research will also be collected from amateur adolescent singers that do not have lessons with me to compare the MUSIC model’s (Jones, 2009) usefulness. 	Comment by David Cane: Check that spaces between paragraphs are consistent.	Comment by David Cane: Perhaps before starting with your professional practice, it would be good to give the context to the topic - i.e. to introduce the MUSIC model.
I have observed through experience teaching the adolescent population that this is a crucial age for developing confidence and connection to their voices. I have found that this is also supported in the literature as adolescents face specific problems regarding peer pressure (Abril, 2007) and voice change (Bizjak and Freer, 2015) which can provide a barrier to continuing to sing into adulthood. 	Comment by David Cane: This is a very long sentence - consider splitting it into 2 or three shorter sentences.
Low self-esteem in singing can also affect their willingness to perform in front of others, thus hindering their development (Jiang and Tong, 2024); this can then result in them missing opportunities for external feedback and management of adrenaline and anxiety associated with music performance (Osborne and McPherson, 2018). It is my aim to find ways of encouraging a lifelong positive connection to singing that in turn can provide positive health benefits throughout students’ lives, including improved mental and cardiovascular health (Campbell, Bodkin-Allen et al., 2022).
Justification
The MUSIC model was chosen as it is designed to compile many smaller theories into a pedagogically sound motivational tool for educators (Jones, 2009). It also makes definitions clear for theories with similar concepts and is intended to be practically applied instead of just theory based (Jones, 2009). This is significant to singing instruction as although teachers may understand specific strategies for singing, they may not understand learning processes, instead adopting a trial-and-error approach (Shirel, 2018). It has also been validated through many academic studies (Jones, Byrnes and Jones, 2019; Pace, Ham et al., 2016; Jones, 2020; Jones, Li and Cruz, 2017), although not in singing or performing arts, presenting a gap in the research.
The project will draw on theories of cognitive motivation (Vansteenkiste, Niemiec and Soenens, 2010), pre-existing teaching and learning theories and confidence (Benabou and Tirole, 2001) and self-efficacy theory (Bandura, 1997) to further authenticate the research. While in my previous research (Cleary, 2024) I have identified the factors that can affect confidence in singers of this age bracket and some methods for improving this, a gap still remains in the existing literature for building confidence in amateur adolescent singers and the effect that lessons for this age group can have on their relationship to their voice into adulthood and beyond. This research will aim to provide teachers with a pedagogically sound framework for building confidence in their adolescent students and will also fill the gap in research for this demographic with the MUSIC model, if proven effective (Jones, 2009).	Comment by David Cane: Supporting citations needed here.	Comment by David Cane: Can you cite this (Cleary, 2024)?	Comment by David Cane: This section reads well, but we need a justification for why you chose the MUSIC model.
Intended Impact
It is my aim to provide tools for educators who teach singing, either professionally or in the traditional classroom, that will connect adolescent students to the understanding of their own voice and improve their singing confidence. It will also be my aim to improve my own lessons, testing to see if the sections of the MUSIC model (Jones, 2009) (eMpowerment, Usefulness, Success, Interest and Caring) can provide a framework for lesson plans with a strong pedagogical footing. 	Comment by David Cane: This needs a bit more context - do make sure to outline the meaning and purpose of the MUSIC model at the beginning of your introduction.
As providing singing education is currently largely unregulated and lacking in formal frameworks (Reeve, 2018), it is important to continue to develop necessary frameworks and developments for use in the field. Existing studies of frameworks used in singing instruction are largely unidentified, and tools used for teaching (in technical and musical skills, as well as student practice regimes) are often invalidated by lack of high-quality evidence (Crocco, Madill and McCabe, 2017). Empirically there is also a lack of research on how singing students learn and develop skills (Latukefu, 2010).	Comment by David Cane: Can you give examples?
In the wider field of voice pedagogy, it is my aim that this research will be useful in bridging the gap between theories of motivation, teaching and learning from traditional education to music and education (Evans, 2015) by using the MUSIC model. This will provide educators with not only an understanding of voice pedagogy but also how to best motivate and encourage their students to improve. Additionally, for educators working with adolescents, it can provide teachers with the tools to mitigate issues specific to this age group.	Comment by David Cane: Supporting citations will be useful here.
If successful, the MUSIC model could also be used as a blanket framework and lesson plan structure for voice teachers looking to address the issue of adolescent self-confidence in their lessons and be expanded for other students (younger children, adults or those with special educational needs and disabilities (SEND)). 	Comment by David Cane: As you have already cited this, it will be ok without the citation here.
The MUSIC model has been previously tested for validity using confirmatory factor analysis in the wider field of music education and was found to be reliable (Parkes, Jones et al., 2017), however it has not been tested specifically with singing students.  it is my aim to discover if it can be effective to create a positive change in adolescent singers and their self-confidence in their voice. This could also move beyond just singing education to discover its usefulness in other voice-related fields, such as roles involving public speaking or teaching itself. 	Comment by David Cane: Do you have a citation for this?  How was the MUSIC model tested?
Learning Outcomes
During the research, I aimed to:	Comment by David Cane: Strictly speaking, the introduction should involve the past tense as you are introducing the research project that you have already undertaken.
· Explore and synthesise the current literature, drawing on existing research in music and voice pedagogy, as well as research in education including existing teaching and learning theories 
· Design my research project to be comprehensive and inclusive, improving on my previous research by coding and reach data saturation through open coding from a wider range of participants than my previous research while considering appropriate ethics	Comment by David Cane: Do you mean ‘reaching data saturation’?  How will you do this?
· Effectively corroborate the findings of my research to better understand and develop my understanding of the research question and teaching.	Comment by David Cane: Can you state your research question explicitly somewhere?
It is my aim to not only consider the wider field of voice pedagogy and education but to improve my personal practice, drawing on my previous research to create an environment in my singing education that is tailored to each student’s needs and aims for their voice and development.
Methodology for Lit Review
This study will employ a narrative literature review; the purpose of this type of review is to synthesise the available literature, often chronologically, summarising the history of research and existing trends (Ferrari, 2015). As a narrative literature review, the aim is to identify gaps in the literature that this study aims to fill and the current impact and scope of existing literature (Baumeister and Leary, 1997). This will also help to provide context for my research and determine its usefulness (Winchester, 2016). 
To reduce the risk of selection bias, a common disadvantage of narrative literature reviews (Silva, Padilha et al., 2022), I will establish an inclusion/exclusion criterion. This will be achieved by considering information from a wide range of sources and avoiding selecting only material that supports or uses the MUSIC model (Winchester, 2016). Interpretation of the data, avoiding personal interpretations, and assessment of the data quality will also effectively avoid bias in my review (Winchester, 2016). Effective inclusion/exclusion criteria should be explicit enough that if searches were replicated, the same studies would be found (Meline, 2006). 	Comment by David Cane: It could be worth highlighting that this can be a particular risk of narrative literature reviews.	Comment by David Cane: And what were your exclusion criteria? I note that you go on to outline your inclusion criteria, but not the exclusion criteria.
As such, key words and phrases were used in searches (motivation, self-confidence, teacher-student relationship, self-efficacy, adolescent singers, self-determination, positive health benefits of singing) and only academic sources were included (journals, studies or academic papers). These were largely selected from music specific sources, with some crossover into social science and health studies were appropriate. Some grey literature was also included to avoid publication bias, creating a more balanced report with increased validity (Nair and Nitin, 2023). Where possible, sources were selected from the 21st century, the exception being the sources of older but prominent theories. Studies of children or adults were also excluded. 











Literature Review
Introduction
The purpose of this literature review is to synthesise research on adolescent confidence and motivation theories relating to the research question: to what extent can the MUSIC model of academic motivation improve the motivation and confidence of adolescent singing students? Initially, the review broadly defines motivation and confidence and how these can be measured to assess the research question. The review is then narrowed into specific confidence issues facing the adolescent population (Orton and Pitts, 2019), before looking specifically at the MUSIC model and how adolescent confidence issues relate to each of the five elements: eMpowerment, Usefulness, Success, Interest and Caring (Jones, 2009).
Motivation
To assess the research question, there needs to be a measurement for motivation. Jones (2018, p.6) suggests that “motivation is the extent to which one intends to engage in an activity”. This idea is represented in the following diagram (figure 3):
Figure 3 – The relationship between motivation, engagement and outcomes (Jones, 2018)
[image: ]
This diagram suggests that motivation (defined as a students’ intention to continuously engage in an activity) results in learning and performance (Jones, 2018). This relationship between motivation, engagement and learning outcomes is also corroborated by recent research (Hu, Ke et al., 2025; Liu, Ma et al., 2025; He, Wang et al., 2025). To measure this against the research question, consistent engagement in the activity of learning a song and then producing a performance will represent high motivation. 
Confidence
To assess confidence, there also needs to be a clear definition. Self-confidence and self-esteem have been commonly explored in psychology throughout the ages, with emphasis being placed on how one’s self-image can affect motivation and the complimentary relationship between high self-confidence and the willingness and motivation to act (Benabou and Tirole, 2001). Self-confidence has been viewed as sitting between a personality trait and an ability trait (Stankov, 1999). 
Empirically, this has been measured through a range of methods. In some studies, self-confidence has been measured through self-reporting, where participants complete a questionnaire reporting their levels of confidence in both specific and general areas (Burns, Nicholas and Ward, 2016). In other metacognitive studies, students rate their confidence that the answer they have just given is correct (Burns, Nicholas and Ward, 2016). These varied ways of collecting data about self-confidence reflect the disparity between self-confidence as either a personality trait (self-reporting) or ability trait (“online” metacognitive studies) (Burns, Nicholas and Ward, 2016). 	Comment by David Cane: Were the self-reporting study and the study where students rated their confidence in their answers both reported in Burns, Nicholas and Ward, 2016?  If not, is there a missing citation here?	Comment by David Cane: You could expand on your description here so it is clear what this study involved.	Comment by David Cane: Were the self-reporting study and the study where students rated their confidence in their answers both reported in Burns, Nicholas and Ward, 2016?  If not, is there a missing citation here?	Comment by David Cane: Were the self-reporting study and the study where students rated their confidence in their answers both reported in Burns, Nicholas and Ward, 2016?  If not, is there a missing citation here?
Emerging studies have also reported on the effect self-confidence can have on academic achievement, with self-confidence as a trait being easier to affect and change than other more pre-determined factors affecting ability (Burns, Nicholas and Ward, 2016; Stankov, Lee et al., 2012). However, once these beliefs are fully formed, they can be difficult to alter (De Vries, 2017); this highlights the importance of developing self-belief in young people and adolescents as they are still developing. 
The teacher’s role in this cannot be understated, as research shows that the teacher’s style and influence can affect the adolescent singer’s enjoyment and experience (Patston and Osborne, 2015). Additionally, students are more likely to seek their teacher’s advice than a clinical professional if they are experiencing performance anxiety (Williamon and Thompson, 2006). In this way, the voice teacher’s influence on their adolescent students extends beyond just singing training into influencing their patterns of learning and ability to deal with performance anxieties (Gebhardt, 2016; Paul, Juncos and Winter, 2024); the adolescent brain is still changing, developing and forming into early adulthood (Mills and Anandakumar, 2020).	Comment by David Cane: Can you make it clear which citation goes with which bit of the previous sentence?
Self-Efficacy
Sitting alongside self-confidence is self-efficacy; while the former is associated more with self-image, self-efficacy is described as a person’s assessment of their ability to carry out a task successfully (Waddington, 2023). While the aforementioned metacognitive studies are a post-task assessment of confidence (Burns, Nicholas and Ward, 2016), self-efficacy is the self-belief that you can succeed in a future task (Bandura, 1997).	Comment by David Cane: This feels quite similar to the study you mentioned above where students rated their own ability to get the right answer - make sure to elaborate on how the two are different.
Self-efficacy as a belief is separate from a person’s actual abilities, and it is suggested that beliefs slightly above a person’s actual capabilities can increase motivation and persistence through a difficult task (Mills, Pajaraes and Herron, 2007; Artino, 2012). There is a balance to be struck however, as low self-efficacy can lead to avoidance and an over inflated sense of self-efficacy can lead to complacency (Wyatt, 2018). This is also true of self-confidence, where a higher perceived ability can cause a person to exert less effort in the task, or minimise their previous success in order to set their expectations for the next task (Benabou and Tirole, 2001). 
Bandura (1977) coined four indicators of self-efficacy: mastery experiences (repeated successes in a task), vicarious experiences (watching others achieve), verbal persuasion (feedback from others) and physiological state (the body’s physical reaction to performing the task). Bandura identified mastery experiences as the most influential factor on self-efficacy (Bandura, 1997). This is particularly relevant in music education as there is always an element of performance, suggesting that repeated successes in being able to perform are paramount to increasing an individual’s self-efficacy. 
However, my previous research found that physiological state was most improved from pre-post research in improving self-efficacy in adolescent singers (Cleary, 2024); this was also found in studies of singers by Lewis (2018) and Xu (2023) suggesting that for tasks that are inherently performance based, the physiological state of the performer can have the biggest influence on their self-efficacy and confidence.

Adolescent confidence
Adolescent singers face specific challenges unique to this population. In studies of this age group, student enjoyment is influenced by motivation, self-efficacy and autonomy much like what the MUSIC model aims to include in teaching (Orton and Pitts, 2019). Both male and female students are affected by their changing voices during adolescence, with males in particular viewing voice change negatively and are most affected by their perceived inability as singers (Orton and Pitts, 2019). Females were found to be more affected by social factors, such as feeling judged by others, and both sexes cited choice of repertoire as a key factor in affecting their enjoyment of singing (Orton and Pitts, 2019). 	Comment by David Cane: Could you explain in more detail what you mean by ‘using their own language’.	Comment by David Cane: As the music model is a core part of your paper - it needs a deeper exploration earlier on.
This factor, relating to autonomy, is also an aim of the MUSIC model, particularly in eMpowerment where teaching styles are categorised as controlling or autonomy-supportive (Jones, 2009). Influenced by self-determination theory, this is the idea that students enjoy activities more when they feel some sense of control over them, and choices such as these create an internal locus of control (Deci and Ryan, 2000; Jones, 2009).
Identity
Adolescence is a crucial time where young people are developing their sense of identity. Parental influence diminishes during this life stage and is replaced by that of peers (Stangor and Wallinga, 2019). Adolescents also try out different social identities, sometimes adopting different identities in different social situations, and find meaning in identifying with the categories they belong to (Stangor and Walinga, 2019). Due to some of the adolescent-specific reasonings, enjoyment in singing tends to waver before and during adolescence (Orton and Pitts, 2019; Welch et al. 2009; Lamont et al., 2003). Adolescence is therefore a crucial time for young people to identify with singing if they are going to continue to adulthood (Legg, 2013).
Connection to MUSIC model
The MUSIC Model of Academic Motivation was presented by Jones (2009) to provide a framework for instructors looking to design lessons that engage their students and motivate them to learn. Developed from the research field of educational psychology, it aims to make clear definitions of the theories of learning motivation and to not only provide practical ideas for lesson design but to aid teachers in understanding the theory of why these methods work (Jones, 2009). Jones (2009) highlights that the components of the model are best used in combination with each other and that many of their concepts work naturally in tandem. Evidenced by socio-cognitive, psychological and educational research, the five components of the MUSIC model are eMpowerment, Usefulness, Success, Interest and Caring (Jones, 2009).
EMpowerment
The first aspect of the model concerns the autonomy that individuals feel over their own learning. This is built on the theory of self-determination, which suggests that the student’s enjoyment is increased when they feel some control over their learning which in turn motivates them to continue (Jones, 2009). Inside of this theory is Cognitive Motivation Theory, which is the concept of intrinsic motivation whereby people are internally motivated to seek challenging and satisfying behaviours (Vansteenkiste, Niemiec and Soenens, 2010). 
In this way, intrinsic motivation, enjoyment and autonomy are interlinked. In music education, research supports these theories by suggesting that one of the most cited reasons for taking part in singing activities is for enjoyment (Lucas, 2011; Orton and Pitts, 2019; Richards and Durrant, 2003) and that not singing the music they like decreases their enjoyment (Turton and Durrant, 2002). 
Jones (2009) suggests that teachers can increase students’ feelings of control over their learning by giving them meaningful choices and allowing their opinion and contribution to be heard in lesson time. In singing instruction, this could look like allowing them to choose their own material or duet partner, or to take some control over the pace of the lesson and how much they want to achieve within that time. Jones also suggests allowing students to contribute to rules or policies or providing rationale for rules and boundaries. This creates an autonomy-supportive teaching style in which rules are still enforced without being controlling (Jones, 2009; Reeve, 1995).	Comment by David Cane: You don’t need to repeat the citation every time.
Usefulness
Usefulness is the idea of providing to students why they are learning what they are learning. In education, this means providing short-term goals towards longer-term goals to improve motivation and positive learning outcomes for the future (Jones, 2009; Simons, Vansteenkiste et al., 2004; Van Calster, Lens and Nuttin, 1987). Expectancy, often used interchangeably with self-efficacy, is a key influence of student performance (Jones, 2009). 
To achieve this, Jones (2009) suggests giving real-world opportunities and examples of the usefulness of the skills they are learning. This could look like preparing for a mock audition, attending a masterclass from a working singer or preparing a range of material for different industry scenarios. This could also mean providing autonomy education alongside vocal function exercises, as this has been found to be lacking in many voice students therefore emitting the usefulness of the warm-ups they are asked to perform (Sielska-Budarek, Osuch-Wójcikiewicz et al., 2017). Increasing the utility value of learning (usefulness in relation to goals) directly contributes to students’ effort and future intentions for study (Jones, 2009; Cole, Bergin and Whittaker, 2008).
Success
This element relates to how an individual’s concept of their own competence can influence their motivation (Jones, 2009). It is suggested that competence and wanting to be successful is an inherently human trait (Elliot and Dweck, 2013; Jones, 2009). Succeeding or failing at a task can provide valuable feedback that can lead to an individual altering their self-perception of their competence in that task, and individuals with a better perception of their competence are more likely to seek out that task, be resilient when facing it and achieve more (Jones, 2009). 
For educators considering this, the best way to achieve this is by providing challenges that match their ability; providing tasks that are too easy or challenging can be demotivational (Jones, 2009). To achieve this, Jones (2009) suggests providing clear and direct instructions and expectations; providing challenging activities split into smaller sections that can be ordered by progressive difficulty; providing opportunities for students to receive feedback often where they can set short-term goals towards longer term goals and allowing students to try again, providing help where needed, with opportunities for encouraging and honest feedback.
 
Interest
Lasting interest in what they are learning can improve student’s engagement. The lesson content and environment can have the effect of the individual liking that activity, which fosters a more individual interest and therefore is more long-lasting than a temporary interest (Jones, 2009). Interest can be determined by environmental or situational factors, but it is suggested that a personal interest can have the positive benefits for a student of greater attention and cognitive engagement, allowing for less time and effort needing to be employed on the task (Jones, 2009). Hidi and Renninger (2006) developed this four-phase model for creating sustained interest (figure 4):








Figure 4 – Four-phase model of interest (Hidi and Renninger, 2006; Jones, 2009 p.285)
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The model highlights how situational interest can develop to create lasting individual interest (Hidi and Renninger, 2006). At all stages, external support is suggested to contribute to the level of interest being developed by the student. Individual and situational factors also interact to create the second phase of maintained situational interest, where students begin to understand a task’s importance (Jones, 2009). 
Jones (2009) suggests generating situational interest through physical movement; in singing instruction, this could look like instructing the student on the mind-body connection. Although inherently physical, to create a lasting interest, it is suggested that teachers should use situational interest to develop students’ understanding of its meaning; for example, understanding why certain physical movements or postures affect the sound. 
Jones (2009) also suggests using students’ prior knowledge and interests; this could be choosing repertoire that students have a pre-existing interest in. This also relates to the affective nature of creating interest, by giving students choices or autonomy over their singing (Jones, 2009). It is suggested that a vested personal interest can also be fostered through delivering unexpected knowledge or through changing the style in which information is delivered (Jones, 2009). By modelling enthusiasm for learning to sing, the instructor can also contribute to situational or personal interest in students and through leaving space for students to discuss or ask questions, indicating students’ engagement (Jones, 2009) 

Caring
Where Interest considers the students’ personal investment in their learning, Caring relates to the concept of how a student believing that their teacher cares about their learning can influence them (Jones, 2009). This is interlinked with the idea of belonging or sense of community, something which is a highly purported benefit of singing throughout the literature (Hendry, Lynam et al., 2022). A caring teacher-student relationship can also be beneficial to improve intrinsic motivation, self-efficacy and performance (Jones, 2009). 
To improve this relationship, Jones (2009) suggests showing genuine interest in students’ successes or failures. While success can be more subjective in the arts, this could look like listening to students’ feedback on how they feel a performance has gone and goal setting for next time. This could also look like making allowances for students by showing understanding in the case of adverse events (Jones, 2009); while teachers should be careful to not cross the boundary of teacher and student, having flexibility to reschedule lessons or performances in light of events in students’ personal lives could improve this relationship. 
Uses of the MUSIC model (Jones, 2009) in existing literature
There are many existing studies validating the use of the MUSIC model of academic motivation (Jones, 2009) across cultures (Jones, Sahbaz et al., 2017; Schram and Jones, 2016; Wang et al., 2021) and across the elementary (Jones and Sigmon, 2016), secondary and university level (Jones and Skaggs, 2012). It has influenced teaching styles for in person and online learning (Borup et al., 2014), providing lesson structure to diagnose issues of motivation in students to improve intrinsic motivation and therefore students’ learning outcomes (Jones and Wilkins, 2013; Jones, 2018). 
While the guide for using the MUSIC model states it can be used “in any subject area at any grade level” (Jones, 2018, p.3), arts specific subject studies are lacking. Existing studies are often measured across courses without looking specifically at arts courses (Jones, 2019). This presents a significant gap in the research, as although validity has been tested across many subjects and cultures, it is difficult to truly state its validity without it being tested in the arts.
The most relevant field of research that has used the MUSIC model is in sports, as achievement is similarly based on performance. Adapted from the MUSIC model is the MUSIC model of athletic motivation; this has been tested for validity and found to be robust with strong evidence of its application (Munz, 2018). This adaptation also synthesises existing motivation theories around learning and performance, suggesting the need for a holistic approach for sports coaching that provides a framework for instruction that is built on these existing theories (Munz, 2018). Based on the evidence of the MUSIC model’s validity when adapted to different settings, it is my belief that the same can be beneficial for use in performance-based arts.	Comment by David Cane: *the most relevant




Methodology and Methods 
Ontology and Epistemology
As the nature of this research is to collect data from students’ personal views relating to their self-confidence, this research will be conducted under a constructivist paradigm. Commonly used in the social sciences, constructivism is the epistemological stance that new knowledge is created and that there are “no universal ‘truths’ or valid categories for human experience; hence knowledge is the production of social and personal processes of meaning making” (Pilarska, 2021, p.64). This stance is particularly relevant for this research project, as self-confidence, self-efficacy and achievement as a student rely not only on cognitive measures but on self-perceptions and are therefore subjective (Leung and Xu, 2013). Although subjective measures face issues of validity, they also benefit from flexibility of length and content and ease of obtaining data when compared to quantitative measures (Leung and Xu, 2013). 	Comment by David Cane: Compared / in comparison
The constructivist paradigm often does not start with a theory but instead looks for patterns in the research data (Mackenzie and Knipe, 2006). This means that my research used a largely inductive approach (Bhandari, 2022). Aligning with this paradigm, the research will employ qualitative and mixed methods data collection. The use of mixed methods in education research can be beneficial to strengthen research by employing the researchers’ skill in analysing different types of data and creating a broader picture of the phenomena being studied (Gorard, 2004). 	Comment by David Cane: i.e. you are taking a largely inductive approach?
As the nature of this research and of the constructivist paradigm is that meaning will be derived from participant responses, the research will therefore utilise a phenomenological and hermeneutic approach whereby the research considers understanding created by lived experience and language used (Dowling, 2004). Most commonly in this type of research, methods include interviews and observations where this type of interpretative data can be collected (Mackenzie and Knipe, 2006).
Methodology
For initial data collection, I used questionnaires aimed at adolescent singing students to understand existing feelings about their confidence in singing before the MUSIC model was used. This incorporated a combination of closed and open-ended questions to gather quantitative and qualitative data. One of the benefits of using a questionnaire is that it can reach a large group of participants beyond those that I am already teaching to gather a wider range of data, and questionnaires are standardised meaning that answers are easier to code than in other forms of research collection. 
As all of the participants are answering the same questions, I also considered using interviews as a research method as it is possible to ask further questions to gain a deeper level of understanding from participants (Goddard and Villanova, 2006); however, this would limit the number of participants and could mean it is more likely for peer pressure or researcher bias to affect the answers given. Questionnaires offer participants anonymity in their responses, which seems more appropriate in this research due to the personal and subjective nature of self-confidence.
Participants were recruited through purposive sampling; this means the deliberate selection of adolescent singers who can best contribute to the research, rather than using convenience sampling, which is much more random, or theoretical sampling where there are multiple stages of data collection driven by emerging theory (Alele and Malau-Aduli, 2023). The use of this type of purposeful participant selection helped to improve the research’s validity and target this specific population. 	Comment by David Cane: Methodology should be in the past tense as you are reporting what you did.
While the nature of the research and time constraints mean there were not multiple repetitions of the research to achieve saturation, the aim was to use a combination of questionnaires, observations and focus group responses to provide enough data that it is possible to reach saturation through coding. 	Comment by David Cane: Avoid contractions
As the questionnaire provided quantitative data and the other research methods are qualitative, this was a mixed-methods study. Data collected was triangulated, which improves validity by providing multiple perspectives for the results of the research (Alele and Malau-Aduli, 2023).  
In the first line of enquiry, a pre-research questionnaire was provided to participants adapted from the MUSIC model inventory to be relevant to singing instruction (figure 5). 
Figure 5 – MUSIC model inventory (Jones, 2012-2016; Pace et al., 2016).
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This inventory has proven reliable across education research in medicine (Pace et al., 2016), ages, languages and cultures (Jones and Sigmon, 2016) and has been tested for validity through classical item analysis, confirmatory factor analysis, Rasch scales and Pearson’s correlation coefficients (Jones and Skaggs, 2016). The full inventory is adapted to be used before and after the research (Appendix 1).	Comment by David Cane: Can you give details: e.g. a chronbach’s alpha score?
Following the completion of these pre-research questionnaires, I designed a lesson plan for adolescent singers using the elements of the MUSIC model that can be repeated (appendix 4). This is based on Jones (2016) suggestions for integrating the model into teaching and learning (figure 6).	Comment by David Cane: Should be past tense
Figure 6 – Jones (2016) suggestions for integrating the MUSIC model into teaching and learning
[image: ]
My lesson plan (appendix 4) adapted Jones’ motivation strategies (figure 3) for each of the five elements, for example supporting autonomy in the eMpowerment category by presenting a choice of two songs and allowing free choice of working groups. Once I had ensured that all the elements were being met, I reordered the elements into a structure for the lesson (Appendix 5) based on pedagogically researched phasing for lesson planning (Krepf and Konig, 2022; Figure 7):
Figure 7 – Four-phase structure suggested for lesson planning (Krepf and Konig, 2022)
[image: ]Using this structure as a framework for lesson planning meant that there was structure while allowing for flexibility to adapt to individual learners (van Diggele, Burgess et al., 2020).
Following the delivery of these lessons, observations were recorded by myself as an insider as I was teaching, demonstrating and delivering the lessons. This type of research can be beneficial to observe behaviour between participants and allow for unexpected results (Alele and Malau-Aduli, 2023). However, as I am already known to the students, I had to consider the likelihood of both researcher bias and confirmation bias from the participants (Alele and Malau-Aduli, 2023).	Comment by David Cane: Some more detail about the structure of the lessons would be good in the body of your report, showing how you applied Jones (2009).
Participants who took part in the lessons using the MUSIC model were also offered the opportunity for interviews within a focus group. The questions asked to participants were adapted from the open-ended questions provided by Jones (2009) in their MUSIC model (appendix 2) and were also categorised into eMpowerment, Usefulness, Success, Interest and Caring. While some may prefer to feel more anonymity in their responses, these interviews added depth to the research as having them face-to-face with the participants will also allow for the observation of non-verbal behaviours (Alele and Malau-Aduli, 2023). These can be compared to research in non-verbal communicators of confidence to provide a gauge for the perceived confidence of these participants. 
Research was undertaken in a weekly group singing class. To increase validity, these classes were the same length with the same participants. The research followed UWTSD ethical guidelines as well as following safeguarding procedures as outlined by Rising Aspirations Academy where the participants are students. Data was only recorded for students who agree to participate and have parental consent to participate if they are under 18. Students were also made aware that they can withdraw their consent at any time.	Comment by David Cane: Do check for past tense
As the elements of the lesson plan for these workshops were grouped into the five MUSIC categories, the first parts of these workshops included context setting. This worked naturally with the eMpowerment elements where students are invited to collaborate and improve their feelings of autonomy over their learning (Jones, 2009). It also incorporated the Usefulness category where the content is explained in terms of relevancy to their future learning and Success where students are given clear expectations from their teacher. As an insider researcher known to the participants it was also important to consider how this and pre-determined factors, such as age, influenced and could be interpreted in the research (Angrosino and Rosenburg, 2011).
Observations
After the distribution of the initial questionnaire, consenting participants within the relevant age range took part in two singing workshops with a lesson plan based on the MUSIC model (Jones, 2009; Appendix 4). Observations are a useful research method, both naturalistically where research takes place in its natural environment (in this instance, a class and location that the students are used to) and in the postmodernist approach whereby the participants have a greater understanding of the research goals and are active collaborators (Angrosino and Rosenburg, 2011). Observations also have the added benefit over interview and questionnaires of observing human behaviour in their natural environment (Marvasti, 2014).
Observations were recorded over two sessions. There were nine participants aged between twelve and eighteen and all but one attended both sessions. After explaining the context and purpose of the session, the students were given the choice between two comedy musical theatre solos of different eras. These were Anything Goes (from Anything Goes by Cole Porter or The History of Wrong Guys (from Kinky Boots) by Cyndi Lauper.	Comment by David Cane: Italics for musical works
The purpose of this was to fulfill the suggestion of Usefulness from the MUSIC model whereby the students could see the evolution of this type of song between musical eras and how these songs could fit into their repertoire. It is commonly accepted that in musical theatre training, the teacher should suggest songs to their students based on a solid historical understanding of the genre, considering the students’ opinions (Moore and Bergman, 2008; Holley, 2017). This also gave the participants some autonomy over their learning, as outlined in the eMpowerment category of the MUSIC model (Jones, 2009).
While ethical considerations for bias must be made in my role as an insider researcher, having a rapport with the participants can be beneficial to the research: “without a sufficiently close relationship with the people being observed, the observer at most is afforded a superficial glance of the other's world” (Marvasti, 2014, p.6). In this way, the research observations are collaborative and constructivist rather than completely objective (Marvasti, 2014). This also aligns with the MUSIC model, particularly in Interest and Caring where it is a suggested benefit for educators to show an interest in students’ lives (Jones, 2009).
Although students were aware they were being observed, I tried to keep my observations as unintrusive as possible. This was achieved by remaining an observer while the students worked on their songs in the workshops rather than actively participating in this process. This made the observations unreactive, as the other self-reporting research methods used such as the questionnaire and focus groups can be prone to changes in behaviour as participants are aware of wanting to give more favourable answers (Lee, 2019). While this effect can produce changes in behaviour, it can also have the more positive effect of improved performance (Lied and Kazandjian, 1998). 
This can also be true of music performance, where it has been found that participants perform significantly better if they are being watched, even by a small audience, as motivation for a successful performance is increased (Chib, Adachi et al., 2018). This research also aligns with Bandura’s (1997) self-efficacy theory, as arousal (positive emotional state) and mastery (repeated successful performances) are indicators of self-efficacy, and the Success category of the MUSIC model (Jones, 2009) where students who are encouraged to believe in their ability to succeed have greater motivation.
With the observations recorded, the findings are partly an inductive analysis, where specific observations are connected to develop larger theories and relationships (Marvasti, 2008; Strauss and Corbin, 1994). This is one of the key elements of grounded theory (Marvasti, 2008). However, as this research is based on the pre-existing theoretical framework of the MUSIC model, the research is deductive rather than inductive where new theory is being created (Newman, 2000). In this way the analysis borrows from grounded theory but is more informed by the MUSIC model, creating an abductive approach to research.	Comment by David Cane: This is a good point - perhaps your work is therefore ‘abductive’, involving both inductive and deductive reasoning.

Additional questions
In addition to the categories of the MUSIC model, the open-ended questions end with an Effort category (Jones, Byrnes and Jones, 2019). These questions (“How much effort do you put into this course? Why do you put this amount of effort into this course?” (Jones, Byrnes and Jones, p.112) are suggested to influence participants to think about their perceived amount of effort. This is sometimes used alongside a quantitative course effort scale. Typically only the second question is coded as this quantitative data is already provided. 	Comment by David Cane: Check spelling
This addition was added in response to a study using the model where responses to the pre-existing category questions were coded, finding that responses either related to why or why not students put in effort (Jones, Byrnes and Jones, 2019). Within this, the most common reasons for putting in effort were that students wanted to perform well (Success) or gain knowledge for their future (Usefulness), and most commonly didn’t put in effort if the course was too easy (Success) (Jones, Byrnes and Jones, 2019). This corroborates hypotheses that MUSIC model perceptions influence effort (Jones, Byrnes and Jones, 2019; Jones, Krost and Jones, 2021). These questions were included in my research as open-ended questions (despite quantitative data on this not being collected) to compare effort in comparison with the MUSIC model categories and motivation.
Coding
Observations and focus group responses will be coded first through open coding. This is the process of identifying key themes and concepts from data related to the research topic (Alhassan, Salmonn et al., 2023; Bhattacherjee, 2012). This was followed by axial coding, a second interpretation of data where categories are refined and relationships are identified (Dezdar and Sulaiman, 2009). This helped to further analyse the collected data to find deeper meaning than just the MUSIC model categories that responses were categorised into. 
Ethics
At the forefront of the research, especially when working with children, is participant safety and wellbeing. To ensure this, I gave as full information to the participants as possible, in writing and verbally, to ensure that they were giving their informed consent to participate and they were made aware that they can withdraw their consent at any time (Lincoln and Guba, 1989). Their consent will also be voluntary and in no way coerced (Bhandari, 2025). In participation of the questionnaires and focus groups, participants were made aware that they do not have to answer any question they do not wish to to minimise psychological and social harm from any sensitive topics (Bhandari, 2025).
As I am known to the participants taking part in lessons guided by the MUSIC model, I was an insider researcher. This offers benefits to the research, such as genuine passion for the subject being researched, the ability to relate to the participants and the benefits of natural social interaction (Saidin, 2016). However, I considered that having prior knowledge of the participants could affect the objectivity of the research (Saidin, 2016). In addition, I aimed to make my observations detailed so as not to omit important details that I may have only considered as an outside researcher (Saidin, 2016). 
I also considered how researcher bias may affect the research by making my position as clear as possible and avoiding projecting personal views or opinions on to the participants (Greene, 2014). It was also worth considering that due to the students being made aware of the nature of the research, the participants’ behaviour may be altered by expectations they may feel during interviews or observations leading to confirmation bias (Greene, 2014). 
Following the research, participant answers and information were anonymised in the findings and recordings and answers will be stored only until completion of the study (Bhandari, 2025). However, participants were made aware of the risks of participation as I am unable to completely guarantee confidentiality in the focus group setting (Bhandari, 2025). This risk is minimised by storing the recording and answers in a locked folder on my personal device that only I can access. Participants were also made aware that they can read the report in full if they wish to. 
For the analysis of these observations, it is relevant as an ethnographer to give context to the setting where the workshops took place (Marvasti, 2014). Workshops took place in a familiar environment to the students, where at this same time each week the students take part in an hour-long musical theatre exam preparation class. These classes are often split between several teachers, often via age or exam grade.














Findings
Quantitative Analysis
Questionnaire Results
In the initial phase of my research, a questionnaire using the existing MUSIC model questionnaire was adapted to be relevant to singing (Jones, 2009; Appendix 2) and administered to 12–18-year-old singing students inside and outside of my own teaching. These questionnaires were identical and were delivered before any other research took place. As in the MUSIC model inventory, the results were averaged by category (Empowerment, Usefulness, Success, Interest and Caring) and not given an overall average so as not to produce a meaningless value; the inventory makes clear that it is not the intention of the model to suggest that motivation is the sum of all five components, and instead that a student can be highly motivated and score highly on only some of the components (Jones, 2009).	Comment by David Cane: Make sure that you highlight the relevance of the scores.  I.e. what does that fact that the students scored highly for motivation tell us more broadly?
Cronbach’s Alpha
Although this study has a relatively small sample size when compared to other studies testing the inventory, Cronbach’s alpha was used to test the validity of the model (Cronbach, 1951). As one of the most trusted and important statistics in research, it is used routinely to indicate a scale’s validity and quality (Taber, 2018). When using these statistics, for the measurement to be considered satisfactorily internally reliable the score should be between 0.45 and 1 (Taber, 2018).
When these results were put through a Cronbach’s Alpha calculator (calculategwa.com), the score came back as 0.9887 suggesting high validity. Other studies testing the MUSIC Model with Cronbach’s Alpha have produced scores of between 0.64 and 0.96, suggesting generally good reliability and this has been tested across age groups and cultural contexts (Jones and Skaggs, 2016; Jones, Byrnes et al., 2019; Gladman, Gallagher et al., 2020; Jones, 2020). However, a very high score such as this may also suggest that questions are too similar and therefore some of the questions are redundant (Tavakol and Dennick, 2011). For the purposes of the analysis of this quantitative data, analysis will be descriptive and based on relationships between data collected as it cannot be confirmed that this data has a high validity.	Comment by David Cane: Can you cite which you used?	Comment by David Cane: *some of the questions are redundant (rather than the results)
Results Analysis
The version of the questionnaire that was administered to my own students had 12 participants with an average age of 13.9 and 10 of the participants described themselves as Girl/Female with 2 describing themselves as Male. This question was left open ended to increase inclusivity for participants to be able to write their self-identified gender; for ease of comparing the results “Girl” was converted to “Female”. Of the 12 participants, half attended only group lessons; 25% attended just private lessons and the other 25% attended both private and group singing lessons (figure 8):
Figure 8 – Chart of participant singing lesson attendance
[image: ]
When scores were averaged according to category as in the MUSIC model inventory (Jones, 2009) the results were as follows (figure 9):
Figure 9 – Participant Questionnaire Results (score out of a possible 72)
	Empowerment score
	58.75

	Usefulness score
	59.66666667

	Success score
	61.5

	Interest score
	62.66666667

	Caring score
	65


 These results show that amongst my students in this age range, the highest scoring motivational factor was Caring. The average for this result was taken from the questions: “My singing teacher cares about how well I do in singing lessons”, “My singing teacher is friendly”, “My singing teacher is willing to help me” and “My singing teacher is respectful of me” with the highest scoring question being: “My singing teacher is friendly” with an average score of 67/75. These results suggest that students are motivated the most by their relationship to the teacher, however these results may have been affected by confirmation bias as they were aware that I was the researcher.
The lowest scoring category was Empowerment at 58.75/72. These results were taken from the questions: “I have the freedom to learn to sing in my own way in my singing lessons”, “I have choices in what I am allowed to do in singing lessons”, “I have control over how I learn the content in singing lessons” and “I have options in how I achieve my goals in singing lessons.” The lowest scoring of these questions was “I have choices in what I am allowed to do in singing lessons” with 56/72. This may be because the structure of the average music lesson has less variables and opportunities for student input and choice than some traditional academic subjects (Chardonnens, 2023; Sherwood, 2019). 
Interestingly, participants who only attend group singing lessons reported a lower average for this question than other participants with a mean average of 4.0. Those who attend just group lessons scored lower on average for all the Empowerment categories, however the biggest disparity was for this question. There was also a disparity between ages, with younger participants perceiving that they have more choice in singing lessons than older participants.	Comment by David Cane: Was this a mean?
When analysing these results, the importance of knowledge gained, confidence, interest, enjoyment, and usefulness of lessons have mean average scores of between 5 and 5.25, indicating generally positive engagement and perceived value. Younger students reported higher levels of interest and autonomy than older students and positive view of their teacher was high across all the demographics. 	Comment by David Cane: Was this a mean?  Can you cite the number specifically?
Level of interest drops the most between ages 14 to 16 and increases again for students aged 17 and 18; this may be due to the lower number of participants in this age group, or the content no longer engaging them (figure 10):	Comment by David Cane: A visual representation of this might be useful

Figure 10 - Graph showing age vs mean average score for Interest
[image: ]This is also true for perceived levels of choice; research shows that feelings of autonomy over choice of repertoire increases motivation and engagement (Renwick and McPherson, 2002). Encouraging autonomy, the key concept of eMpowerment, is also an important factor in the MUSIC model (Jones, 2009).
Decline in interest in this age group is true in wider research, as it has been found that in mid-late adolescence there is a 50% decline in participation in musical activities (Ruth and Mullensiefen, 2021). The reasons for this are both innate and environmental, with boys in particular stating voice change paired with improper coaching as a reason for stopping singing (Ashley, 2022; Sweet, 2018). Navigating the incrementally increasing pressures of academics at school is also a factor in disengagement (Freer, 2006), as is an unsupportive home environment (Ruth and Mullensiefen, 2021). 
Further research could consider the reasons for student attendance, whether that be genuine want to learn singing or encouragement from home; these factors, including discrepancies across adolescence and developmental stages, is not heavily considered in the MUSIC model (Jones, 2009).

Questionnaire for Non-Participants of Workshops
An identical questionnaire was created with the intention of comparing results of my pre-existing students to adolescent singers unknown to me. The questionnaire was shared in voice groups on Facebook, other voice teachers and through Voice Study Centre however it only yielded one response (Figure 11). 	Comment by David Cane: Make sure to refer to Figure 6 in the text here.
Figure 11 – Results from non-participant questionnaire 

1 = Strongly Disagree – 6 = Strongly Agree (Jones, 2009)
	Age
	16

	Gender
	F

	Type of singing lessons I attend
	Private lessons

	The knowledge I gain in my singing lessons is important for my future. 
	3

	I am confident that I can succeed in my singing lessons. 
	5

	My singing teacher cares about how well I do in singing lessons. 
	5

	I am capable of achieving in my singing lessons.
	5

	I have the freedom to learn to sing in my own way in my singing lessons. 
	3

	Singing lessons are interesting to me. 
	5

	I feel that I can be successful in meeting challenges in singing lessons. 
	5

	I enjoy completing my singing lessons. 
	5

	In general, singing lessons are useful to me. 
	6

	During my singing lessons, I feel that I can be successful in my learning. 
	5

	My singing teacher is friendly. 
	5

	I have choices in what I am allowed to do in singing lessons. 
	2

	I find what I learn in singing lessons to be relevant to my future. 
	2

	My singing teacher is willing to help me.
	5

	My singing teacher is respectful of me. 
	6

	I have control over how I learn the content in singing lessons. 
	2

	Singing lessons hold my attention. 
	5

	I have options in how I achieve my goals in singing lessons.
	2



Due to the low response number, an average cannot be taken. However, if I compare the mean average for each question with the non-participant answers there are discrepancies between the results (figure 12):
Figure 12 – Table showing non workshop participant results against participant mean average results
Higher score represented in bold
	Question
	Non-Participant Response
	Participant Average

	The knowledge I gain in my singing lessons is important for my future. 
	3
	5

	I am confident that I can succeed in my singing lessons. 
	5
	5

	My singing teacher cares about how well I do in singing lessons. 
	5
	5

	I am capable of achieving in my singing lessons.
	5
	5

	I have the freedom to learn to sing in my own way in my singing lessons. 
	3
	5

	Singing lessons are interesting to me. 
	5
	5

	I feel that I can be successful in meeting challenges in singing lessons. 
	5
	5

	I enjoy completing my singing lessons. 
	5
	5

	In general, singing lessons are useful to me. 
	6
	5

	During my singing lessons, I feel that I can be successful in my learning. 
	5
	5

	My singing teacher is friendly. 
	5
	6

	I have choices in what I am allowed to do in singing lessons. 
	2
	5

	I find what I learn in singing lessons to be relevant to my future. 
	2
	5

	My singing teacher is willing to help me.
	5
	5

	My singing teacher is respectful of me. 
	6
	5

	I have control over how I learn the content in singing lessons. 
	2
	5

	Singing lessons hold my attention. 
	5
	5

	I have options in how I achieve my goals in singing lessons.
	2
	5



The results show that the participants of the workshops scored higher in more questions than the non-participant, suggesting they had lower motivation for their singing lessons. The largest discrepancies were in eMpowerment categories relating to autonomy, such as “I have choices in what I am allowed to do in singing lessons” and “I have control over how I learn the content in singing lessons” suggesting a more controlling, as opposed to autonomy-supportive, teaching style in these lessons (Jones, 2009; Reeve and Jang, 2006). However, without further results to compare to this is difficult to validate.	Comment by David Cane: And what does this tell us - what is the implication of this difference?
In future research, it would be interesting to further contextualise the results of non-workshop participants by asking further questions about their level of training, teacher and teaching and learning style. The results available suggest that there may be more influential factors at play than generalised demographics such as age and gender, however without more results to compare to this is very difficult to corroborate. Further directions for research could also collect data on voice teachers, such as age, experience and teaching style to further synthesise data and understand what motivates adolescent singers.

Qualitative Analysis
Observations
Through open coding of the recorded observations, the findings were categorised into the following themes: age and group dynamics, willingness to perform, use of expression and pitch security.	Comment by David Cane: Do you want to list them here?
Age and Group Dynamics
The participants split off into three equal groups, with two of the groups working on one of the songs and the other group practicing the other. These groups formed naturally based on the song that the individuals had chosen, with no influence from myself. These groups also seemed to form based on similar ages of the participants; in academic research, this is common as much of education is based on age groups and additionally the forming of cliques in adolescence based on the perception of those with similar shared experiences and developmental relatability (Hartup, 1984). Stable clique structures also have a positive influence on adolescent behaviour and social conduct (Pattiselanno et al., 2015).
Following context setting and expectation for the workshop, students were observed to be more tentative than usual; from my prior knowledge of the participants, I suspect that this is due to it feeling like a different class than they normally have, or more pressurised or serious as they are aware it is being observed. This phenomenon, known as the Hawthorne effect, could have been present during this research (Sedgwick and Greenwood, 2015). This effect could perhaps have been stabilised if the workshops were delivered over a longer period (Swanson, 2008).
One participant asked early in the workshop if it was necessary for her to perform completely by herself. This participant may have had lower self-efficacy in singing than her peers, as it is documented that solo performances are generally more prone to performance anxiety than performing in a group (Papageorgi and Welch, 2024). Research shows that performing solo is better for increasing self-efficacy, and performing in a group can result in social loafing (putting in less effort than when alone) (Zelenak, 2020; Latane, Williams et al., 1979). However, group performance with high collective efficacy can result in better group performance than individual efficacy (Zhao and Wang, 2017). On this occasion, I allowed participants to perform in the groups they had been rehearsing in with the same song. It would be interesting in further research to compare the results if participants were asked to sing alone.
Willingness to Perform
There were differences in self-efficacy represented throughout the workshops as in the first session, two participants declined to perform (indicating low self-efficacy) while one participant voiced that they would rather perform on their own (indicating higher self-efficacy). By the end of the second workshop, all participants had performed at least once. This may suggest that more time is needed for some students to feel comfortable performing, and that as in Bandura’s (1997) self-efficacy theory, watching others perform can take away some of the anxiety from individuals watching (vicarious experience). 
While the workshops were restricted by time, as part of the suggestions from the MUSIC model (Jones, 2009) participants were told they could rehearse and then perform when they felt ready. This was a new concept for these students and as a result the participants waited for me to tell them when there was only a short amount of time left. There is little in the way of academic sources to be found about the recommended amount of musical rehearsal time, suggesting that this factor depends on the ability of the students and time constraints before the performance. This may be one element of the MUSIC model that works better for academic performance and doesn’t translate effectively to music performance. This is unsurprising as the model was developed with academic contexts in mind, however does claim to be useful for any subject and level (Jones, 2017).
Part of the Success category in the MUSIC model is that students feel appropriately challenged (Jones, 2009). Zajonc’s (1964) theory on social facilitation argues that audience arousal may enhance performance for simple of well-rehearsed tasks but may have the opposite effect for tasks that are too complex or unfamiliar. This may explain why some students did not want to perform at the end of the first workshop and is one of the challenges of designing group lessons when there are mixed abilities. 
This may be oversimplifying however, as social facilitation theory has now evolved into the theory of audience effects (Hamilton and Lind, 2016). Rather than just suggesting that audience arousal influences simple or difficult tasks, this may be the effect of self-presentation theory, where being seen to fail in front of an audience causes lowered self-esteem, causing worse performance on future tasks (Bond, 1982). This theory has since developed into reputation management theory, where people are continually modulating their response to tasks when being watched to be viewed more favourably (Tennie, Frith et al., 2010). 
For the population being studied, these theories may be particularly significant as adolescents are thought to have the belief that they are being always watched by others (Cingel and Krcmar, 2014; Lapsley et al., 1989; Elkind, 1967). Adolescent egocentrism is thought to be part of the stage in development where young people are developing their identity separate from their parents (Cingel and Krcmar, 2014). They may therefore have increased anxiety about performing in front of others when compared with other populations as adolescent egocentrism increases sensitivity to evaluation (Paul, Juncos and Winter, 2024). This may be even more pronounced in adolescents today as they are developing in the social media age (Cingel and Krcmar, 2014).


Use of Expression
I observed during the performances that some participants were performing with the use of facial expression, gesture and movement. I noted that for others they performed with a visible nervousness. As singing is a form of communication, audiences respond more positively to direct eye contact, upright posture and a happy facial expression (which conveys confidence) than when the opposite is displayed (Urbaniak and Mitchell, 2024). During my observations, I noted that participants performed with confidence when they displayed these characteristics.
Participants were also using gesture and facial expression to convey the meaning and style of their chosen song. Gesture is suggested to be crucial to creating meaning (Johnson, 2006) and can increase musical intelligibility to audiences whether they are musically inclined or not (Thompson, Graham et al., 2005). Although many of the students were doing this naturally without my direction, the use of movement and gesture also supports learning (Juntunen, Arlin et al., 2023). Generally, I observed that the older students were performing with more expression suggesting that they are doing this from learned experience, as visual signifiers convey control harbored by a more distinguished performer (Thompson, Graham et al., 2005). The only exception to this was when participants were focusing more on accurate pitching during their performance.
Pitch Security
I observed that during the performances there was a disparity in pitch security. This was particularly true in second group that performed Anything Goes, despite this being an older and more experienced group. Comparatively, although the songs were chosen to be of a similar upbeat and comedic style, the jazzier rhythms of Anything Goes require more controlled breath support and pitching precision for fast sections; The History of Wrong Guys is more character driven than technically difficult. This may explain why the Anything Goes group had less pitch accuracy during their performance. 
Pitch inaccuracy could have also been affected by external auditory feedback, as singing in a group may have made it harder for them to hear themselves (Bottalico, Graetzer et al., 2017). Lack of direct feedback by myself while they were rehearsing (due to observations being unobtrusive) may have also meant that they practiced the intervals of the song incorrectly (Berglin, Pfordfresher et al., 2021). 
I further observed that some of the participants would look for my approval that they are singing it correctly during their performance. Teacher support is well documented as a key influence on self-efficacy in music education, particularly in this age group (Orejudo, Zarza-Alzugaray et al., 2021). 
In performance settings, studies have shown that music students appreciate their teachers’ presence as they value their feedback and want to perform well for them (Ryan, Boucher et al., 2021). This observation that participants made direct eye contact with me during their performance for my visual feedback suggests to me that I have developed a strong relationship with these students and that they value my feedback. Supportive feedback can increase student motivation; their increase in feeling competent fulfills a psychological need, a key message in self-determination theory (Deci and Ryan, 1985) which in turn influenced the fundamentals of the MUSIC model (Jones, 2009).	Comment by David Cane: What story does this data tell - for example, does it tell us that a course based on the MUSIC model is effective in increasing motivation?  You have described what you have seen very well and linked it with the literature - but how does this contribute to your aims and objectives?

Outcomes
Jones (2018) suggests that motivation is measured by the extent to which an individual engages in an activity. This then produces the outcome of learning and performance (Jones, 2018; Figure 13).
Figure 13 – Relationship between motivation, engagement and oucomes (Jones, 2018)
[image: ]
By this metric, the observations suggest that the MUSIC model was effective in increasing motivation. Participants were actively engaged in the workshops, as they worked together on creating the outcome (performance) autonomously and all produced a performance by the end of the second workshop. Cognitive engagement (thinking about the activity) is more difficult to quantify through observation (Jones, 2018) but could be suggested to have manifested as peer feedback and asking questions about what was expected from their performance. This suggests that motivation was high in these workshops as participants were behaviourally and cognitively engaged (Jones, 2018). To better measure this, future research could observe engagement before and after the MUSIC model is implemented.
Focus Groups
Following the questionnaires and workshops, the participants were invited to answer questions in a focus group. This method benefits from social interaction being able to be observed as part of the method when compared to individual interviews (Smithson, 2000). As this research takes place in a controlled and manufactured environment, it should not be analysed as naturally occuring interaction (Smithson, 2000). 
Initially these common themes were identified from focus group responses (figure 14):
Figure 14 – Initial themes found from focus groups
	Song choice
	Preference for familiarity
	Preference for 
variety
	Preference 
for independence
	Preference for 
peer feedback
	Space and time
to practice
	Teacher interaction
	Characterisation
	Perceived effort


These were identified as themes that more than one response could fit into, with some overlapping into more than one category. It was then identified that some of the recorded observations could also fit into one or more of these categories, and some new categories were also formed (figure 15):
Figure 15 – table of codes from focus groups
Most common code across all groups represented in bold
	Nervousness/visibly nervous performance

	Age dynamics

	Performed in group

	Performed with independence

	Pitch security/insecurity

	Use of gesture

	Use of facial expression

	Focused performance

	Refusal to perform


These codes were then narrowed down again as in axial coding. The codes from focus groups were found to be able to fit into broader modes of learning which is further explored in the analysis. The observation codes were categorised into broader themes that fit several of the codes. These narrowed-down themes created the core of the analysis for the qualititative findings (figure 16):

Figure 16 – Table from second round of coding from focus groups
	Focus Groups

	Teacher-led learning

	Peer-led learning

	Self-led learning



How the initial codes from the focus groups fit into these codes is represented in the following diagram (figure 17):
Figure 17 – themes that were generated through coding of focus group responses	Comment by David Cane: You want something in the text like: Figure 9 shows the themes that were generated...
[image: ]
The codes formed from the responses fit into one or more of these modes of learning: teacher-led, peer and self-led learning. Each of these modes of learning can also linked to the elements of the MUSIC model (Jones, 2009) and Bandura’s (1977) self-efficacy theory (figure 17):
Figure 18 – Table showing how codes, MUSIC model elements and self-efficacy theory are linked 
	Learning Mode
	Elements of the MUSIC model
	Elements of Bandura’s self-efficacy theory

	Teacher-led learning
	Success (teacher expectations, appropriate level of challenge, feedback)
Usefulness (relating students’ learning to their goals)
Caring (students believe their teacher cares about their wellbeing and achievement)
	Verbal persuasion (feedback, encouragement)
Vicarious experience (modelling)


	Peer learning
	Caring (opportunities for positive peer interaction)
	Vicarious experience (watching peers succeed)

	Self-led learning
	EMpowerment (autonomy and control over learning, autonomy-supportive teaching style)
Interest (situational and individual interest in course content)
	Mastery experience (suceeding, building autonomy)
Physiological state (control of emotional arousal)



The connection between these teaching modes and elements of the MUSIC model is synthesised through the findings.
Language
In interpreting the answers given from these focus groups, it is also important also to consider the language that adolescents use in my interpretation. For this population, language is particularly important as it is being used to construct identity and align the individuals with social norms (Gee, Allen and Clinton, 2001). This can also be said of the voice; through self-expression, adolescents experiment with their identity and the correlation between singing voice and self-esteem is well documented (Wolfe, 2016). This is why for the analysis of the focus groups, in vivo quotations were used as this can help create meaning through both the words used and their social context (Manning, 2017).	Comment by David Cane: Was this your justification for using in vivo quotations?
EMpowerment
In the EMpowerment category, relating to students’ sense of autonomy over their learning, participants identifed the choices they were given between which songs to learn and who they worked with, but they also identifed what choices they had in creating their performance and the sense of control this gave them:
“When you kind of like left us to do our own staging and characterisation in our own way, and we got to practice by ourselves.”
Performance instruction is unique to other forms of education that the MUSIC model may be used for as it is open to much more interpretation (Jones, 2009). The individualised nature of teaching in the arts is often more interpretive and collaborative than other styles of education (Jorgenson, 2000) and it is suggested that motivation in music education is inherently linked to individualised identity and interpretation (Evans and McPherson, 2015). This response suggests that the EMpowerment design of the workshop was successful, as Jones (2009, p.274) suggests: “it does not matter whether the instructor thinks that he or she is giving students control; rather, what matters is that students perceive that they have control over some aspect of their learning”. 
This response also mirrors the participants’ feelings of choice:
“It feels like we got to choose if we performed in a group or individually or like if we like restarted or if we kind of just left it as it was and what song we did”.
As part of the design of the workshops, students were told that they could have the option to restart their song during their performance if they wished. The eMpowerment category of the MUSIC model (Jones, 2009) is constructed from research on self-determination theory; the participants being able to identify the choices they were given suggest an internal locus of control as they have a feeling of control over their actions (Deci and Ryan, 2000; Jones, 2009). 
Many of the participants also identified them being able to have control over their groups, aligning with Jones’ (2009) concept that having their own choice, instead of being assigned groups by their teacher, increases motivation (Ciani, Summers et al., 2008). This appeared to be a highly motivating factor in their enjoyment of the workshops, as it was also identified across the other categories.
Usefulness
In the Usefulness category, participants were asked what they found useful about the course. One participant responded:
“I was gonna say about the groups, we could like give each other like help and like corrections like or what our like faces or like how we sounded when we were doing the song.”
This comment from the participant relates to Bandura’s (1977) theory of self-efficacy, which identifies verbal persuasion as a key influence on confidence and self-belief. 
Participants also commented on their desire for student feedback in the Caring category:
“Like maybe like after if they could have corrections from like each other like on what to do.”
".. people who did the same song as you. Like if they could give you how to like, improve your song. That’ll be quite helpful.”
Peer feedback is proven to be useful in developing listening and reflective learning skills, as well as creating a collaborative feel in a group class where students can learn what makes a performance successful (Sargent and Koehler, 2007; Blom and Poole, 2004; Burwell, 2005; Daniel, 2001). This is also reflected in Bandura’s (1997) self-efficacy theory, where vicarious experience (the idea that watching others succeed fosters self-belief in also succeeding) is indicated as a crucial influence in creating self-efficacious students. 
While students did have the opportunity to do this in the workshops, there was less opportunity for the verbal persuasion of self-efficacy theory due to time constraints; Bandura (1997, p.101) suggests that: “people who are persuaded verbally that they possess the capabilities to master given tasks are likely to mobilize greater effort and sustain it”. Peer and teacher feedback are valuable when used side by side, where teacher feedback offers more direct corrections and peer feedback encourages reflection and autonomy (Black and William, 1998; Hughes, 2009). Putting a larger emphasis on peer feedback could have reinforced the eMpowerment concepts of the MUSIC model (Jones, 2009) while also reflecting the verbal persuasion element of self-efficacy theory (Bandura, 1997).
Success
Success is similar to Bandura’s (1977) indicator of self-efficacy vicarious experience that postulates that performance anxiety can be reduced through repeated feelings of success in learning. Participants opinions differed on whether they felt they had had enough time to rehearse:
“I felt like... we were successful because we had a lot of time to practice it.”
“I just think that um because it was such a short amount of time it was harder to get like a grip of the characters. I think it was also good that it was a short amount of time because I think I learnt like the song quicker than I normally would, like, melodically.”
Participants had been given two hour-long sessions and were informed that they could perform when they felt ready; this was also designed as an element of eMpowerment and student autonomy, although wasn’t identified as a choice given to them in student responses. The variation in responses to amount of rehearsal time are consistent with music education research, where it is suggested that the effective amount of rehearsal time varies depending on ability, goals and difficulty of the task (Apfelstadt, 2000). More important than allocated rehearsal time is consistent, structured and on-task rehearsal (NAfME, 2014; Yarbrough and Price, 1989) which in this instance resulted in all participants producing a performance.
Interest
Participants were asked what they liked about the workshops and what they would have changed. Participants commented on the choices they had and the challenge that this offered:
“I think I find it interesting like it was like songs I hadn’t really seen before. So I was able to like have a different like kind of choice like what I would normally like to sing.”
“...we did a performance at the end of each like session how quickly like you had to like make something which I thought was like fun and challenging.”
Creating the correct level of challenge is crucial to learning; this is also a key concept of the MUSIC model which suggests that making tasks too difficult or too easy can have a demotivational effect (Jones, 2009). Repeated failures from tasks perceived as too difficult can decrease confidence (O’Neill and Sloboda, 1997) and affects students’ identity in relation to music (Evans and McPherson, 2015). These responses suggest that the correct level of challenge was created for students, as they didn’t express that the task was too easy or too difficult and they all achieved the goal of performing their chosen song in one or both workshops.
On reflection, to better consider the opinions of the participants, it could have been more beneficial to ask these questions after the first workshop, make changes for the second workshop and then ask these questions again. Considering the opinions of the participants is also a key concept of eMpowerment (Jones, 2009). This is also relevant to the perception by students of their relationship with their teacher.
Caring
The final category of the focus group was Caring. It is also well documented that student-teacher relationship can have a big influence on learning and relationship to singing (Carey and Grant, 2014; Kennell, 2002) and can have a long-term effect on student motivation in singing (Crook, 2012). Participants commented on how they felt the instructor had shown that they cared about their learning:
“...every like once in a while you like came and like watched us and like asked us how we were doing, like, with the piece like, how we were like, improving or what we needed help with.”
“...you’re like wanting our opinion on like what we could do better.”
"...when we were practicing performing, you came round to see how we were doing and checked up on us, seeing how much time we needed.”
These responses relate across categories, as students’ having their opinions heard and not feeling too controlled are key concepts of eMpowerment (Jones, 2009). Crucially, the participant response about believing their teacher wants them to improve is well-documented in music education literature as motivational (Jorgenson, 2000; Woody, 2000; Creech, Hallam et al., 2008; Parkes and Jones, 2012). 
As I have a pre-existing relationship with the students, it is important to consider that their answers may be the product of some unintentional confirmation bias. However, these answers reflect literature in music research that suggests that a caring student-teacher relationship encourages more creative risk taking (Crook, 2012), a strong musical identity (Evans and McPherson, 2015) and long-term engagement with music (Creech, Hallam et al., 2008). 
The answer given that “...you’re like wanting our opinion on like what we could do better” is particularly significant as it directly reflects the MUSIC model concept in the Caring category that suggests that “the key to designing for caring is that students believe that the instructor cares about their learning” and that teachers should “listen to and value students’ opinions and ideas” (Jones, 2009, pp.279-280). 
In Self-Determination theory (Deci and Ryan, 2000) feeling cared about (relatedness) is one of the key psychological needs that influence intrinsic motivation.  The Caring concept suggests that teachers should not just care about their learning but about them personally (Jones, 2009). This is an added benefit of being previously known to the students, and it would be interesting to further research this with a new group of students. 
One student expressed their desire for a clearer goal:
“if there’s like... a more like definitive... end goal or objective to maybe like each session because then like, I feel like for me and maybe like the people around like, it’s just, you have something to like, like something clear to like aim for”
Within the workshop, the expectation was set that they should aim to learn and perform their chosen song by the end of the session. However, it is suggested that motivation is increased when students have not only short-term goals but longer-term goals as well, with an understanding of how their goals work together (Simons, Vansteenkiste et al., 2004). Literature in music education suggests that goal setting is beneficial to motivation, positive behaviour practices and self-efficacy in students (Mantie, 2019; Silva and Marinho, 2024; Aydiner-Uygun, 2020). 
Music students may be inclined towards a particular learning orientation which can be categorised as achievement (where students make effort to succeed) or avoidant (where students make effort so as not to achieve a negative outcome) (Aydiner-Uygun, 2020). Similarly to achievement learning orientation, Bandura (1997) suggests that Mastery Experiences is the biggest influence on self-efficacy, which means repeated successes in a task. This response suggests that this participant did not feel that they had a clear enough goal for the task, resulting in lack of motivation.
This response also suggests that this participant may not have felt challenged enough; in the Success category, Jones (2009) surmises that students should be challenged appropriately and not find tasks too hard or easy. Finding this balance was a challenge of delivering the workshops as there can be a difference in ability between the youngest (12) and oldest (18) attendees. 
With a longer time frame, it may have also been possible to encourage participants to set smaller goals towards the larger goal of performing their song and outline clearly what they wanted to achieve in their performance. Goals make clear what is attainable and short-term goals combined with feedback can help students to make adjustments towards their larger goal (Alderman, 2008). Participants could have also been encouraged to think about their longer-term goals outside of the workshop, for example performance or career goals. This could have also influenced Usefulness, as participants could have had a clearer understanding of how attending the workshops influences their larger performance goals.

Focus Group Outcomes
Using Jones (2018) model again that engagement reflects motivation, the level of reflection in the answers given by the participants suggests that they were cognitively engaged. Although the questions were categorised into the elements of the MUSIC model, the participants were not specifically aware of this and yet their answers still reflected the concepts and theories behind the model suggesting its effectiveness. Additionally, many of their answers reflected self-determination and autonomy, suggesting self-efficacious students. The level of reflection and engagement in their given answers suggests that the model was effective in increasing motivation. 

Conclusion
Summary of Findings
The aim of this research project was to discover if the MUSIC model was effective to increase confidence and motivation in adolescent singing students. I aimed to create a rationale for using the MUSIC model if deemed effective for motivation and based on the triangulation of the results from the questionnaire, observations and focus groups I can surmise that the model is effective as cognitive engagement was clear; from their responses, the participants were actively thinking about their learning (Jones, 2018). Behavioural engagement was also observed, as participants worked independently and produced a performance at the end of the workshops. This is in line with Jones’ (2018) model that suggests that motivation and intent to engage leads to active learning which leads to performance (figure 13, p.43). The ability to produce a performance also indicates confident and self-efficacious students (Orejudo, Zarza-Alzugaray et al., 2020).
Interestingly, eMpowerment had the lowest quantitative scores but following the workshops participants identified several choices that they had been given suggesting intrinsic motivation. From this, it is suggested that voice lessons often do not allow for much student autonomy and this could be hindering motivation and achievement. The MUSIC model could be used here as an effective framework to improve this.
However, Jones (2009) suggests there is no evidence that all five elements are required to increase motivation, but that combinations of them are more effective than implementing them alone. It was observed that there was considerable crossover between elements, also aligning with elements of self-efficacy theory and styles of teacher-led, peer-led and self-led learning (figure 16, p.43). It could therefore be suggested that for singing instruction that is effective to increase adolescent motivation, a combination of the MUSIC model elements provides a useful framework for lesson planning.
Limitations of the Study
This study was limited by lack of responses from participants outside of the MUSIC model workshops. It was my aim to improve on my previous research by recruiting more outsider participants, however perhaps due to the challenges of finding participants from the adolescent demographic, this was not possible. Additionally, as the model was tested with lessons planned around the model, other measures beyond the inventory could better validate its effectiveness.
Recommendations for further research
This study found that the MUSIC model (Jones, 2009) was effective to increase adolescent singers’ motivation and confidence. In my personal practice, I will consider shaping lesson plans around the model particularly when teaching adolescent groups. However, it was limited by a small sample size. Further research could improve validity by testing the MUSIC model with a larger group of participants as an outside researcher to fully corroborate these findings.
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Appendix 1 – MUSIC model inventory for high school students (Jones, 2017).
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Appendix 2 – MUSIC Model Inventory adapted for use for this study
Questions About Singing Lessons
Directions 
These items ask you about your current singing lessons and singing teacher. 
Please select one of the numbers from 1 to 6 below and write it in the space next to each question. 
	1
Strongly disagree
	2
Disagree
	3
Somewhat disagree
	4
Somewhat agree
	5
Agree
	6
Strongly agree



_______ 1. The knowledge I gain in my singing lessons is important for my future. 
_______ 2. I am confident that I can succeed in my singing lessons. 
_______ 3. My singing teacher cares about how well I do in singing lessons. 
_______ 4. I am capable of achieving in my singing lessons. 
_______ 5. I have the freedom to learn to sing in my own way in my singing lessons. 
_______ 6. The singing lessons are interesting to me. 
_______ 7. I feel that I can be successful in meeting challenges in singing lessons. 

_______ 8. I enjoy completing my singing lessons. 
_______ 9. In general, singing lessons are useful to me. 
_______ 10. During my singing lessons, I feel that I can be successful in my learning. 
_______ 11. My singing teacher is friendly. 
_______ 12. I have choices in what I am allowed to do in singing lessons. 
_______ 13. I find what I learn in singing lessons to be relevant to my future. 
_______ 14. My singing teacher is willing to assist me if I need help in my singing lessons. 
_______ 15. My singing teacher is respectful of me. 
_______ 16. I have control over how I learn the content in singing lessons. 
_______ 17. The singing lesson work holds my attention. 
_______ 18. I have options in how to achieve my goals in singing lessons.
Open ended/focus group questions
Empowerment
1. What could be changed in this course to make you feel you had more choices in the course?
(Jones et al., 2012, although the original question used the word “control” instead of “choices”)
Like choose our songs that we like want to go through... through the next couple of weeks. 
Yeah? Like choose songs that you already had before or new songs?
Songs that we already knew.
A wider variety of songs because they’re both quite... they’re not similar, but they’re both quite similar styles. 
2. What choices did you have during the course (or activity)?
The choice was between the two songs.
3. Which aspects of this course give you control over this course? (Jones et al., 2012)
When you kind of like left us to do our own staging and characterisation in our own way, and we got to practice by ourselves.
It feels like we got to choose if we performed in a group or individually or like if we like restarted or if we kind of just left it as it was and what song we did.
Usefulness
1. What could be changed in this course to make it more useful to you? (Jones et al., 2012)
2. What do you find useful about this course (or activity)?
Working in groups. Helping each other to get better. 
I was gonna say about the groups, we could like give each other like help and like corrections like or what our like faces or like how we sounded when we were doing the song.
Success
1. What could be changed in this course to help you feel you could be more successful in it?
(Jones et al., 2012)
I think because we had time to practice it, I felt like um we were successful because we had a lot of time to practice it.
2. What makes you feel successful in this course?
3. What makes you feel as though you cannot be successful in this course?
The part with the belting, I felt like something was wrong with my voice. 
I just think that um because it was such a short amount of time it was harder to get like a grip of the characters. I think it was also good that it was a short amount of time because I think I learnt like the song quicker than I normally would like melodically and stuff. 
Interest
1. What could be changed in this course to make it more interesting and enjoyable? (Jones et al., 2012)
I think it was um like the song choices. Maybe like um having contrasting characters as well. Like maybe one of the characters could have been a villain and one could have been like a lead or like do you see what I mean? It’s good to have a variety of characters to choose from.
2. What do you like about this course?
Um I think I find it interesting like it was like songs I hadn’t really seen before. So I was able to like have a different like kind of choice like what I would normally like to sing. 
3. What do you find interesting about this course?
I think it is interesting just how like I know we had a lot of time to rehearse but how quick it was until you got like reached because we did a performance at the end of each like session how quickly like you had to like make something which I thought was like fun and challenging.
Because we performed at the end of last week and the end of this week you just see the progress that we’ve made like ourselves whether it’s like little or big development. 
4. Which parts of this course are boring?
Caring
1. What could be changed in this course to make you feel that the instructor or other students care about whether you learn the course content and care about you as a person?
Like maybe like after if they could have corrections from like each other like on what to do.
Building on [name]’s like, people from... people who did the same song as you. Like if they could give you how to like, improve your song. That’ll be quite helpful.
Maybe just if there’s like, like a more like definitive, like I don’t know, like end goal or objective to maybe like each session because then like, I feel like for me and maybe like the people around like, it’s just, you have something to like, like something clear to like aim for.
2. What could be changed in this course to make you feel that the instructor cares about whether you learn the course content and do well in the course? (Jones et al., 2012)
Maybe we should have had feedback from students and what they, yeah, thought could be improved and then what they liked. 
3. What does the instructor do to provide you with the impression that she cares about whether you learn the course content and do well in the course? (Jones et al., 2012)
It was supportive when we performed because people would like clap and show that they were actively listening to it.
Um like every like once in a while you like came and like watched us and like asked us how we were doing, like, with the piece like, how we were like, improving or what we needed help with.
4. What does the instructor do to provide you with the impression that she cares about you as a person? (Jones et al., 2012)
I think it’s like asking the questions because you’re like, asking us what we would like to do better. And like what we think could be like improved so you’re like wanting our opinion on like what we could do better.
And um when we were practicing performing, you came round to see how we were doing and checked up on us, seeing how much time we needed. 
Effort
1. Two questions: How much effort do you put into this course? Why do you put this amount of
effort into this course? (Jones, Byrnes, & Jones, 2019)
Like 100 percent because like, we didn’t have a lot of time to learn the songs. 
I think because last week I didn’t like perform it so I wanted to like do it good this week. 
And what changed from last week to this week do you think?
Well I feel like this week as a bit more focused on learning the song and I like tried to do it like good.







Appendix 3 – Blank Copy of Participant Consent Form
Consent to take part in research
I……………………………………… voluntarily agree to participate in this research study.
I understand that even if I agree to participate now, I can withdraw at any time.
I understand that I can refuse to answer any question involved during the research process without any consequences of any kind.
I have had the purpose and nature of the study explained to me in writing and I have had the opportunity to ask questions about the study.
I understand that participation involves two questionnaires, participation in singing classes and can include interviews at the participant and researcher’s discretion.
I understand that I will not benefit directly from participating in this research.
I understand that all information I provide for this study will be treated confidentially.
I understand that in any report on the results of this research my identity will remain anonymous.
I understand that this will be done by changing my name and disguising any details of my given answers which may reveal my identity or the identity of people I speak about.
I understand that if I inform the researcher that myself or someone else is at risk of harm they may have to report this to the relevant authorities - they will discuss this with me first but may be required to report with or without my permission.
I understand that signed consent forms and will be retained in a folder on the researcher's personal device, which is password protected until the end of 2025.
I understand that the answers from my questionnaires in which all identifying information has been removed will be retained for two years from April 2025.
I understand that under freedom of information legalisation I am entitled to access the information I have provided at any time while it is in storage as specified above.
I understand that I am free to contact any of the people involved in the research to seek further clarification and information. 
Researcher: Ellen Cleary (ellenccleary@gmail.com) 
Supervisor: David Cane (david@voicestudycentre.com)
Signature of research participant

Signature of research participant parent/guardian

Signature of participant 
Date 10.05.25
Signature of researcher 
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I believe the participant is giving informed consent to participate in this study

Signature of researcher Date
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Appendix 4 – Lesson plan for research workshops
EMpowerment
Key concept: student autonomy
· Choice of song: between History of Wrong Guys and Anything Goes
· Choice of partner in breathing warm up
· Work on song until a point they feel ready to perform
· Set rules for working with rationale – we respect other people when they are performing because it helps to improve the confidence of other people which in turn helps us to develop as a collective
· Ask students what rules there should be

Usefulness
Key concept: students understand why the content is useful
· Explain one is a character song and one a standard classic acting song and how this can help to set them up for their career (or LAMDA success)
· Examples of performers who have sang the song and what they have gone on to do – play example
· Opportunity to perform and gain feedback

Success
Key concept: students can succeed if they gain the required skills/knowledge
· When setting task, make expectation clear: learn the song so it can be performed at the end of the class, words don’t need to be learnt but acting and emotion in the song is expected
· Level of challenge: break song down into small chunks. Challenge students by giving feedback as they rehearse
· Students perform and receive feedback from others as well as me
· Offer insight and help. Allow them to start again if they think they could do it better

Interest
Key concept: content is interesting
· Work together to receive feedback to include social interaction. Physical warm up. Discussion about content
· Relate songs to prior knowledge
· Present with enthusiasm
· Be open and allow time at the end for questions
Caring
Key concept: the instructor shows the students that they care about their achievement and learning
· When watching students perform ask them if there is anything that would help them
· Ask and value students ideas and opinions
· Insider research – show interest in their lives outside of the lesson
· Work in pairs and use their personal interests and experiences to inform their performance










Appendix 5 – Lesson Structure for workshops based on Krepf and Konig (2022)
	Introduction
	· Ask students what rules there should be (M) 
· Set rules for working with rationale – we respect other people when they are performing because it helps to improve the confidence of other people which in turn helps us to develop as a collective (S)
· Physical warm up (I)
· When setting task, make expectation clear: learn the song so it can be performed at the end of the class, words don’t need to be learnt but acting and emotion in the song is expected (M)
· Choice of partner in breathing warm up (M)
· Discussion about content (I)
· Explain one is a character song and one a standard classic acting song and how this can help to set them up for their career (or LAMDA success) (U)
· Examples of performers who have sang the song and what they have gone on to do – play example (U)
· Choice of song: between History of Wrong Guys and Anything Goes (M)

	Working on the topic
	· Work on song until a point they feel ready to perform (M)
· Work in pairs and use their personal interests and experiences to inform their performance (C)
· Work together to receive feedback to include social interaction (I)
· When watching students perform ask them if there is anything that would help them (C)
· Ask for and value students ideas and opinions (C)

	Checking results and providing feedback
	· Level of challenge: break song down into small chunks. Challenge students by giving feedback as they rehearse (S)
· Opportunity to perform and gain feedback (U)
· Students perform and receive feedback from others as well as me (S)
· Offer insight and help. Allow them to start again if they think they could do it better (S)

	Application/transfer
	· Relate songs to prior knowledge (I)
· Be open and allow time at the end for questions (I)







Appendix 6 – Ethics form
APPLICATION FOR ETHICAL APPROVAL


	RESEARCH STUDENTS
This form is to be completed by the student within SIX months for full-time students and TWELVE months for part time students, after the commencement of the research degree or following progression to Part Two of your course. 

Once complete, submit this form via the MyTSD Doctoral College Portal at (https://mytsd.uwtsd.ac.uk).

This document is also available in Welsh.


	RESEARCH STAFF ONLY
All communications relating to this application during its processing must be in writing and emailed to pgresearch@uwtsd.ac.uk , with the title ‘Ethical Approval’ followed by your name.


	STUDENTS ON UNDERGRADUATE OR TAUGHT MASTERS PROGRAMMES should submit this form (and receive the outcome) via systems explained to you by the supervisor/module leader.




In order for research to result in benefit and minimise risk of harm, it must be conducted ethically. A researcher may not be covered by the University’s insurance if ethical approval has not been obtained prior to commencement.

The University follows the OECD Frascati manual definition of research activity: “creative work undertaken on a systematic basis in order to increase the stock of knowledge, including knowledge of man, culture and society, and the use of this stock of knowledge to devise new applications”. As such this covers activities undertaken by members of staff, postgraduate research students, and both taught postgraduate and undergraduate students working on dissertations/projects.

The individual undertaking the research activity is known as the “principal researcher”.

Ethical approval is not required for routine audits, performance reviews, quality assurance studies, testing within normal educational requirements, and literary or artistic criticism.

Please read the notes for guidance before completing ALL sections of the form.

This form must be completed and approved prior to undertaking any research activity. Please see Checklist for details of process for different categories of application.  

SECTION A: About You (Principal Researcher)
	1
	Full Name:
	Ellen Cleary

	2
	Tick all boxes that apply:
	Member of staff:
	☐
	Honorary research fellow:
	☐

	
	Undergraduate Student
	  ☐ 
	Taught Postgraduate Student
	  ☒ 
	Postgraduate Research Student
	  ☐ 



	3
	Institute/Academic Discipline/Centre:
	UWTSD/Voice Study Centre


	4
	Campus:
	
Carmarthen

	5
	E-mail address:
	
ellenccleary@gmail.com

	6
	Contact Telephone Number:
	07508804453


	
	For students:

	7
	Student Number:
	2222963

	8
	Programme of Study:
	MA Professional Practice (Voice Pedagogy)

	9
	Director of Studies/Supervisor:
	Louise Emanuel/Julie Crossman/Debbie Winter





SECTION B: Approval for Research Activity
	1
	Has the research activity received approval in principle?
(please check the Guidance Notes as to the appropriate approval process for different levels of research by different categories of individual)
	YES
	  ☒ 
	NO
	  ☐ 

	
	
	Date

	2
	If Yes, please indicate source of approval (and date where known): Approval in principle must be obtained from the relevant source prior to seeking ethical approval
	Research Degrees Committee
	  ☐ 
	

	
	
	Institute Research Committee
	  ☐ 
	

	
	
	Other (write in)
WAPPAR Ethics Board Representative
	  ☒ 
	



SECTION C:  Internal and External Ethical Guidance Materials
	
	Please list the core ethical guidance documents that have been referred to during the completion of this form (including any discipline-specific codes of research ethics, location-specific codes of research ethics, and also any specific ethical guidance relating to the proposed methodology).  Please tick to confirm that your research proposal adheres to these codes and guidelines. You may add rows to this table if needed.

	1
	UWTSD Research Ethics & Integrity Code of Practice
	  ☒ 

	2
	UWTSD Research Data Management Policy
	  ☒ 

	3
	[List any other relevant documents here] 
	  ☐ 



SECTION D: External Collaborative Research Activity
If there are external collaborators then you should gain consent from the contact persons to share their personal data with the university. If there are no external collaborators then leave this section blank and continue to section E.
	1
	Institution
	


	2
	Contact person name
	


	3
	Contact person e-mail address

	

	4
	Is your research externally funded?
	YES
	  ☐ 
	NO
	  ☐ 

	5
	Are you in receipt of a KESS scholarship?
	YES
	  ☐ 
	NO
	  ☐ 

	6
	Are you specifically employed to undertake this research in either a paid or voluntary capacity?
	Voluntary
	YES
	  ☐ 
	NO
	  ☐ 

	7
	
	Employed
	YES
	  ☐ 
	NO
	  ☐ 

	8
	Is the research being undertaken within an existing UWTSD Athrofa Professional Learning Partnership (APLP)?
	If YES then the permission question below does not need to be answered.
	YES
	  ☐ 
	NO
	  ☐ 

	9
	Has permission to undertake the research has been provided by the partner organisation?
	(If YES attach copy)
If NO the application cannot continue
	YES
	  ☐ 
	NO
	  ☐ 




Where research activity is carried out in collaboration with an external organisation
	10
	Does this organisation have its own ethics approval system?
	YES
	  ☐ 
	NO
	  ☐ 

	
	
If Yes, please attach a copy of any final approval (or interim approval) from the organisation (this may be a copy of an email if appropriate).




SECTION E: Details of Research Activity
	1
	Indicative title:
	Theories of motivation in improving confidence in adolescent singers

	2
	Proposed start date:
	06/01/25
	Proposed end date:
	22/08/25

	
	Introduction to the Research (maximum 300 words per section)
Ensure that you write for a Non-Specialist Audience when outlining your response to the points below:
· Purpose of Research Activity
· Proposed Research Question
· Aims of Research Activity
· Objectives of Research Activity
Demonstrate, briefly, how Existing Research has informed the proposed activity and explain
· What the research activity will add to the body of knowledge 
· How it addresses an area of importance. 

	3
	Purpose of Research Activity

The purpose of this research activity is to investigate methods for improving confidence and self-efficacy in adolescent singing students and how this relates to existing theories of motivation for learning. My previous research has led to finding research on motivation theory in music teaching and how this can improve learning and self-efficacy in students, however my research will hope to fill a gap in this research by considering voice and singing teaching specifically. There is also little to be found on adolescents and the issues that this age group face.
 
(this box should expand as you type)

	4
	Research Question

To what extent can motivation theories and teaching methods improve the confidence of adolescent singers?

(this box should expand as you type)

	5
	Aims of Research Activity

The aims of this research activity are to investigate methods and motivation theories and their relationship to the confidence and self-efficacy of adolescent singing students, reviewing and critically evaluating the current literature on music education and improving my understanding of issues surrounding confidence to improve my professional practice.

(this box should expand as you type)

	6
	Objectives of Research Activity

The objectives of this research activity are to broaden my understanding of motivational theories, learning strategies and methods and their relationship to adolescent confidence in singing by reviewing the most recent and up-to-date literature available. Additionally, it will be my objective to comprehensively compile the most effective methods to build confidence in adolescent singing students by using the literature to develop new plans and strategies for music education.

(this box should expand as you type)

	
	Proposed methods (maximum 600 words)
Provide a brief summary of all the methods that may be used in the research activity, making it clear what specific techniques may be used. If methods other than those listed in this section are deemed appropriate later, additional ethical approval for those methods will be needed. You do not need to justify the methods here, but should instead describe how you intend to collect the data necessary for you to complete your project.

	7
	
This research will be conducted with qualitative or mixed methods research. 

Questionnaires where participants answer structured questions designed to answer the research question.
Semi-structured interviews where participants are asked questions and these responses may be audio or video recorded with their consent.
Focus groups where participant responses may be video or audio recorded to transcribe, code and analyse the data collected. 
Observations of the participants with their knowledge where notes are collected by myself only with the participants knowledge and observation notes will be recorded by myself only. 
Triangulation/grounded theory to code common findings and themes.
Narrative literature review to synthesise the recorded findings.

(this box should expand as you type)

	
	Location of research activity
Identify all locations where research activity will take place.

	8
	
Research will take place in school settings in the UK, in either one-to-one or group lessons where these normally take place.
(this box should expand as you type)

	
	Research activity outside of the UK
If research activity will take place overseas, you are responsible for ensuring that local ethical considerations are complied with and that the relevant permissions are sought. Specify any local guidelines (e.g. from local professional associations/learned societies/universities) that exist and whether these involve any ethical stipulations beyond those usual in the UK (provide details of any licenses or permissions required). Also specify whether there are any specific ethical issues raised by the local context in which the research activity is taking place, for example, particular cultural and/or legal sensitivities or vulnerabilities of participants. If you live in the country where you will do the research then please state this.

	9
	


(this box should expand as you type)



	10
	Use of documentation not in the public domain: Are any documents NOT publicly available? 

	NO
	  ☒ 

	
	
	YES
	  ☐ 

	11
	If Yes, please provide details here of how you will gain access to specific documentation that is not in the public domain and that this is in accordance with the current data protection law of the country in question and that of England and Wales.



(this box should expand as you type)



	
	Does your research relate to one or more of the seven aims of the Well-being of Future Generations (Wales) Act 2015?
	
YES
	
NO

	12
	A prosperous Wales
	  ☐ 
	  ☒ 

	13
	A resilient Wales
	  ☐ 
	  ☒ 

	14
	A healthier Wales
	  ☐ 
	  ☒ 

	15
	A more equal Wales
	  ☐ 
	  ☒ 

	16
	A Wales of cohesive communities
	  ☐ 
	  ☒ 

	17
	A Wales of vibrant culture and thriving Welsh language
	  ☐ 
	  ☒ 

	18
	A globally responsible Wales
	  ☐ 
	  ☒ 

	19
	If YES to any of the above, please give details:

	
	


(this box should expand as you type)



SECTION F: Scope of Research Activity
	
	Will the research activity include:
	YES
	NO

	1
	Use of a questionnaire or similar research instrument?
	  ☒ 
	  ☐ 

	2
	Use of interviews?
	  ☒ 
	  ☐ 

	3
	Use of focus groups?
	  ☒ 
	  ☐ 

	4
	Use of participant diaries? 
	  ☐ 
	  ☒ 

	5
	Use of video or audio recording?
	  ☒ 
	  ☐ 

	6
	Use of computer-generated log files?
	  ☐ 
	  ☒ 

	7
	Participant observation with their knowledge?
	  ☒ 
	  ☐ 

	8
	Participant observation without their knowledge?
	  ☐ 
	  ☒ 

	9
	Access to personal or confidential information without the participants’ specific consent?
	  ☐ 
	  ☒ 

	10
	Administration of any questions, test stimuli, presentation that may be experienced as physically, mentally or emotionally harmful / offensive?
	  ☐ 
	  ☒ 

	11
	Performance of any acts which may cause embarrassment or affect self-esteem?
	  ☐ 
	  ☒ 

	12
	Investigation of participants involved in illegal activities?
	  ☐ 
	  ☒ 

	13
	Use of procedures that involve deception?
	  ☐ 
	  ☒ 

	14
	Administration of any substance, agent or placebo?
	  ☐ 
	  ☒ 

	15
	Working with live vertebrate animals?
	  ☐ 
	  ☒ 

	16
	Procedures that may have a negative impact on the environment?
	  ☐ 
	  ☒ 

	17
	Other primary data collection methods. Please indicate the type of data collection method(s) below.
	  ☐ 
	  ☐ 

	
	Details of any other primary data collection method:



(this box should expand as you type)
	
	


If NO to every question, then the research activity is (ethically) low risk and may be exempt from some of the following sections (please refer to Guidance Notes).

If YES to any question, then no research activity should be undertaken until full ethical approval has been obtained. 

SECTION G: Intended Participants
If there are no participants then do not complete this section, but go directly to section H.

	
	Who are the intended participants:
	
YES
	
NO

	1
	Students or staff at the University?
	  ☐ 
	  ☒ 

	2
	Adults (over the age of 18 and competent to give consent)?
	  ☒ 
	  ☐ 

	3
	Vulnerable adults?
	  ☐ 
	  ☒ 

	4
	Children and Young People under the age of 18? (Consent from Parent, Carer or Guardian will be required)
	  ☒ 
	  ☐ 

	5
	Prisoners?
	  ☐ 
	  ☒ 

	6
	Young offenders?
	  ☐ 
	  ☒ 

	7
	Those who could be considered to have a particularly dependent relationship with the investigator or a gatekeeper?
	  ☐ 
	  ☒ 

	8
	People engaged in illegal activities?
	  ☐ 
	  ☒ 

	9
	Others. Please indicate the participants below, and specifically any group who may be unable to give consent.

	  ☐ 
	  ☐ 

	
	Details of any other participant groups:


(this box should expand as you type)
	
	



	
	Participant numbers and source
Provide an estimate of the expected number of participants. How will you identify participants and how will they be recruited? 

	10
	How many participants are expected?

	Between 2 and 15 students.


(this box should expand as you type)

	11
	Who will the participants be?

	Adolescent singing students of mine between the ages of 12-20.


(this box should expand as you type)

	12
	How will you identify the participants?
	
They will be adolescent voice students who are taught by me between the ages outlined above. I will use purposive sampling to recruit the students who are in this demographic and they will require parental consent to participate.

(this box should expand as you type)




	
	Information for participants:
	
YES
	NO
	
N/A

	13
	Will you describe the main research procedures to participants in advance, so that they are informed about what to expect?
	  ☒ 
	  ☐ 
	  ☐ 

	14
	Will you tell participants that their participation is voluntary?
	  ☒ 
	  ☐ 
	  ☐ 

	15
	Will you obtain written consent for participation?
	  ☒ 
	  ☐ 
	  ☐ 

	16
	Will you explain to participants that refusal to participate in the research will not affect their treatment or education (if relevant)?
	  ☒ 
	  ☐ 
	  ☐ 

	17
	If the research is observational, will you ask participants for their consent to being observed?
	  ☒ 
	  ☐ 
	  ☐ 

	18
	Will you tell participants that they may withdraw from the research at any time and for any reason?
	  ☒ 
	  ☐ 
	  ☐ 

	19
	With questionnaires, will you give participants the option of omitting questions they do not want to answer?
	  ☒ 
	  ☐ 
	  ☐ 

	20
	Will you tell participants that their data will be treated with full confidentiality and that, if published, it will not be identifiable as theirs?
	  ☒ 
	  ☐ 
	  ☐ 

	21
	Will you debrief participants at the end of their participation, in a way appropriate to the type of research undertaken?
	  ☒ 
	  ☐ 
	  ☐ 

	22
	If NO to any of above questions, please give an explanation 

	
	

(this box should expand as you type)



	
	Information for participants:
	
YES
	NO
	
N/A

	24
	Will participants be paid?
	  ☐ 
	  ☒ 
	  ☐ 

	25
	Is specialist electrical or other equipment to be used with participants?
	  ☒ 
	  ☐ 
	  ☐ 

	26
	Are there any financial or other interests to the investigator or University arising from this study?
	  ☐ 
	  ☒ 
	  ☐ 

	27
	Will the research activity involve deliberately misleading participants in any way, or the partial or full concealment of the specific study aims?
	  ☐ 
	  ☒ 
	  ☐ 

	28
	If YES to any question, please provide full details 

	
	I will use a voice recorder on my personal device to record interviews. This will be conducted ethically and with consent of the participants/parents with information being stored only for the purpose of the research with personal identifiers being omitted in the report.

(this box should expand as you type)



SECTION H: Anticipated Risks

	
	Outline any anticipated risks that may adversely affect any of the participants, the researchers and/or the University, and the steps that will be taken to address them. 

If you have completed a full risk assessment (for example as required by a laboratory, or external research collaborator) you may append that to this form.  

	1
	Full risk assessment completed and appended? 
	Yes 
	  ☐ 

	
	
	No
	  ☒ 

	2
	Risks to participants
For example: sector-specific health & safety, emotional distress, financial disclosure, physical harm, transfer of personal data, sensitive organisational information

	
	Risk to participants:
As these will be my students there is a risk of damaging the teacher/student relationship. There is also the risk of affecting their personal relationships as they may speak about themselves in a focus group making themselves vulnerable to the opinions of their peers.

(this box should expand as you type)
	How you will mitigate the risk to participants:

I will make it clear to the participants that their contribution to the study is voluntary and that they can withdraw at any time. I will also make it clear that they will be anonymised, and their personal information will not be shared or kept for a long period of time.

(this box should expand as you type)

	3
	If research activity may include sensitive, embarrassing or upsetting topics (e.g. sexual activity, drug use) or issues likely to disclose information requiring further action (e.g. criminal activity), give details of the procedures to deal with these issues, including any support/advice (e.g. helpline numbers) to be offered to participants. Note that where applicable, consent procedures should make it clear that if something potentially or actually illegal is discovered in the course of a project, it may need to be disclosed to the proper authorities

	
	
N/A

(this box should expand as you type)

	4
	Risks to the investigator
For example: personal health & safety, physical harm, emotional distress, risk of accusation of harm/impropriety, conflict of interest

	
	Risk to the investigator:

The study could alter my relationship with my students, resulting in a loss of students and therefore work. There is also a safeguarding risk as I am working with a vulnerable population (children).

(this box should expand as you type)
	How you will mitigate the risk to the investigator:

I will ensure that I have parental consent before working with any children, that communication is clear between myself and the participants and that parents are able to see my DBS should they wish to. I will follow safeguarding procedures of the organisation I am working for, reporting any issues to the Designated Safeguarding Lead. 

(this box should expand as you type)

	5
	University/institutional risks
For example: adverse publicity, financial loss, data protection

	
	Risk to the University:

There is a risk that I could bring the university into disrepute. Personal data could also be breached.

(this box should expand as you type)
	How you will mitigate the risk to the University:

I will be working as an independent researcher from the university and this will be clear in my writing. Personal data will be stored safely in a password protected folder on my personal device and deleted after the research. My device will not be left unlocked or unattended.
(this box should expand as you type)

	6
	Environmental risks
For example: accidental spillage of pollutants, damage to local ecosystems

	
	Risk to the environment:

N/A

(this box should expand as you type)
	How you will mitigate the risk to environment:

N/A

(this box should expand as you type)



	
	Disclosure and Barring Service

	
	If the research activity involves children or vulnerable adults, a Disclosure and Barring Service (DBS) certificate must be obtained before any contact with such participants.
	YES

	NO

	N/A


	7
	Does your research require you to hold a current DBS Certificate?
	  ☒ 
	  ☐ 
	  ☐ 

	8
	If YES, please give the certificate number. If the certificate number is not available please write “Pending”; in this case any ethical approval will be subject to providing the appropriate certificate number.
	001899023093



SECTION I: Feedback, Consent and Confidentiality

	1
	Feedback
What de-briefing and feedback will be provided to participants, how will this be done and when? 

	
	
I will provide my email address so that participants or their guardians (if underage) can contact me if they should wish to read the report. 
(this box should expand as you type)

	2
	Informed consent
Describe the arrangements to inform potential participants, before providing consent, of what is involved in participating. Describe the arrangements for participants to provide full consent before data collection begins. If gaining consent in this way is inappropriate, explain how consent will be obtained and recorded in accordance with prevailing data protection legislation.

	
	
Participants will be informed verbally and in writing what will occur during the research and will be informed that their consent is optional and that it can be withdrawn at any time. All participants will be provided with a consent form, and participants under the age of 18 will be given a parental consent form that will have to be returned to me before research begins.

(this box should expand as you type)

	3
	Confidentiality / Anonymity
Set out how anonymity of participants and confidentiality will be ensured in any outputs. If anonymity is not being offered, explain why this is the case. 

	
	
Participants will be informed that they will be anonymised in the report, and this will be achieved by replacing participant names with pseudonyms that will be maintained throughout the report.

(this box should expand as you type)



SECTION J: Data Protection and Storage

	
	Does the research activity involve personal data (as defined by the General Data Protection Regulation 2016 “GDPR” and the Data Protection Act 2018 “DPA”)?
	YES
	NO

	1
	“Personal data” means any information relating to an identified or identifiable natural person (‘data subject’). An identifiable natural person is one who can be identified, directly or indirectly, in particular by reference to an identifier such as a name, an identification number, location data, an online identifier or to one or more factors specific to the physical, physiological, genetic, mental, economic, cultural or social identity of that natural person. Any video or audio recordings of participants is considered to be personal data.
	  ☒ 

	☐

	
	If YES, provide a description of the data and explain why this data needs to be collected:

	2
	
The participants details will be recorded on consent forms which need to be provided for the research to be ethical. The research will also involve the recording of responses either via audio recording or in writing so that these can be used in the research report. 

(this box should expand as you type)

	
	Does it involve special category data (as defined by the GDPR)?
	YES
	NO

	3
	“Special category data” means sensitive personal data consisting of information as to the data subjects’ –
(a) racial or ethnic origin,
(b) political opinions,
(c ) religious beliefs or other beliefs of a similar nature,
(d) membership of a trade union (within the meaning of the Trade Union and Labour Relations (Consolidation) Act 1992),
(e) physical or mental health or condition,
(f) sexual life,
(g) genetics,
(h) biometric data (as used for ID purposes),
	☐
	  ☒ 


	
	If YES, provide a description of the special category data and explain why this data needs to be collected:

	4
	
(this box should expand as you type)



	
	Will data from the research activity (collected data, drafts of the thesis, or materials for publication) be stored in any of the following ways?
	YES
	NO

	5
	Manual files (i.e. in paper form)?
	  ☒ 
	  ☐ 

	6
	University computers?
	  ☐ 
	  ☒ 

	7
	Private company computers?
	  ☐ 
	  ☒ 

	8
	Home or other personal computers?
	  ☐ 
	  ☒ 

	9
	Laptop computers/ CDs/ Portable disk-drives/ memory sticks?
	  ☒ 
	  ☐ 

	10
	“Cloud” storage or websites?
	  ☒ 
	  ☐ 

	11
	Other – specify:

	  ☐ 
	  ☒ 

	12
	For all stored data, explain the measures in place to ensure the security of the data collected, data confidentiality, including details of backup procedures, password protection, encryption, anonymisation and pseudonymisation:

	
	
All data will be kept in password protected cloud storage on my personal laptop which will not be shared. Audio/visual data will be transcribed and would be shown to participants to
check accuracy of reporting. My device and any cloud storage used to store or transfer data will be password protected. All participants will be given a unique identifier to ensure confidentiality and this list will be kept securely in the password protected folder. 


(this box should expand as you type)



	
	Data Protection

	
	Will the research activity involve any of the following activities:
	YES
	NO

	13
	Electronic transfer of data in any form?
	  ☒ 
	  ☐ 

	14
	Sharing of data with others at the University outside of the immediate research team?
	  ☐ 
	  ☒ 

	15
	Sharing of data with other organisations?
	  ☐ 
	  ☒ 

	16
	Export of data outside the UK or importing of data from outside the UK?
	  ☐ 
	  ☒ 

	17
	Use of personal addresses, postcodes, faxes, emails or telephone numbers?
	  ☒ 
	  ☐ 

	18
	Publication of data that might allow identification of individuals?
	  ☐ 
	  ☒ 

	19
	Use of data management system?
	  ☐ 
	  ☒ 

	20
	Data archiving?
	  ☐ 
	  ☒ 

	21
	If YES to any question, please provide full details, explaining how this will be conducted in accordance with the GDPR and Data Protection Act (2018) (and any international equivalents, where appropriate):

	
	
All data will be encrypted and kept in password protected cloud storage on my personal laptop which will not be shared. Any device or cloud storage used to store or transfer data will be password protected. All data transfers will be encrypted, and password protected.  All participants will be given a unique identifier to ensure confidentiality and this list will be kept securely in the password protected folder. The data will be stored until the completion of the project and then deleted. In accordance with the DPA2018, participants will have the right to ask to see what data is held relating to them, and this data will be deleted immediately if the participant requests this, in which case the data will not be used in the project.

(this box should expand as you type)

	22
	List all who will have access to the data generated by the research activity:

	
	
The principal researcher.

(this box should expand as you type)

	23
	List who will have control of, and act as custodian(s) for, data generated by the research activity:

	
	
The principal researcher.


(this box should expand as you type)

	24
	Give details of data storage arrangements, including security measures in place to protect the data, where data will be stored, how long for, and in what form. Will data be archived – if so how and if not why not.  

	
	
All data will be encrypted and kept in password protected cloud storage on my personal laptop which will not be shared. Any device or cloud storage used to store or transfer data will be password protected and will be reformatted at the end of the project in order to destroy the data. The data will be stored until the completion of the project and then deleted. 

(this box should expand as you type)

	25
	Please indicate if your data will be stored in the UWTSD Research Data Repository (see https://researchdata.uwtsd.ac.uk/ ).   If so please explain. (Most relevant to academic staff) 

	
	
N/A.

(this box should expand as you type)

	26
	Confirm that you have read the UWTSD guidance on data management (see https://www.uwtsd.ac.uk/library/research-data-management/)
	YES
	  ☒ 

	27
	Confirm that you are aware that you need to keep all data until after your research has completed or the end of your funding
	YES
	  ☒ 




SECTION K: Declaration
	
	The information which I have provided is correct and complete to the best of my knowledge. I have attempted to identify any risks and issues related to the research activity and acknowledge my obligations and the rights of the participants.

In submitting this application I hereby confirm that I undertake to ensure that the above named research activity will meet the University’s Research Ethics and Integrity Code of Practice which is published on the website: https://www.uwtsd.ac.uk/research/research-ethics/ 

	1
	Signature of applicant:
	[image: ]
	Date:
5/11/24



For STUDENT Submissions:
	2
	Director of Studies/Supervisor:
	 Laura James
	Date:

31.01.2025

	3
	Signature:
	Laura James

	



For STAFF Submissions:
	4
	Academic Director/ Assistant Dean:
	
	Date:

	5
	Signature:
	

	



Checklist: Please complete the checklist below to ensure that you have completed the form according to the guidelines and attached any required documentation:
	  ☒ 
	I have read the guidance notes supplied before completing the form.

	  ☒ 
	I have completed ALL RELEVANT sections of the form in full.

	  ☒ 
	I confirm that the research activity has received approval in principle

	  ☐ 
	I have attached a copy of final/interim approval from external organisation (where appropriate)

	  ☐ 
	I have attached a full risk assessment (where appropriate)  ONLY TICK IF YOU HAVE ATTACHED A FULL RISK ASSESSMENT

	  ☒ 
	I understand that it is my responsibility to ensure that the above named research activity will meet the University’s Research Ethics and Integrity Code of Practice.

	  ☒ 
	I understand that before commencing data collection all documents aimed at respondents (including information sheets, consent forms, questionnaires, interview schedules etc.) must be confirmed by the DoS/Supervisor, module tutor or Academic Director.



	RESEARCH STUDENTS ONLY
Once complete, submit this form via the MyTSD Doctoral College Portal at (https://mytsd.uwtsd.ac.uk).


	RESEARCH STAFF ONLY
All communications relating to this application during its processing must be in writing and emailed to pgresearch@uwtsd.ac.uk , with the title ‘Ethical Approval’ followed by your name.


	STUDENTS ON UNDERGRADUATE OR TAUGHT MASTERS PROGRAMMES should submit this form (and receive the outcome) via systems explained to you by the supervisor/module leader.



Appendix 7 – letter of approval to carry out research at work
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Figure 1
A Model, based on a Social-Cognitive Theoretical
Framework, in which Five Components Lead to
Increased Student Motivation, Resulting in Increased
Student Learning

Component Action Outcome
eMpowerment
Usefulness Increased Increased
Success —»{ Student —»{ Student
Interest Motivation Learning
Caring
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Appendix A

A Summary of the Four-Phase Model of Interest Presented by Hidi and Renninger (2006, pp. 114-115)

Phase 1: Triggered
situational interest

Phase 2: Maintained
situational interest

Phase 3: Emerging
individual interest

Phase 4: Well-
developed individual
interest

Definition

Description

Type of support
needed”

Developmental
progression

“refers to a psychological
state of interest that results
from short-term changes
in affective and cognitive
processing”

“sparked by
environmental or text
features”

“typically, but not
exclusively, externally
supported”

“may be a precursor to the
predisposition to reengage
particular content over
time”

“refers to a psychological
state of interest that is
subsequent to a triggered
state, involves focused
attention and persistence
over an extended episode
in time, and/or reoccurs
and again persists”

“held and sustained
through meaningfulness of
tasks and/or personal
involvement”

“typically, but not
exclusively, externally
supported”

“may or may not be a
precursor to the
development of a
predisposition to reengage
particular content over
S

“refers to a psychological
state of interest as well as
to the beginning phases of
arelatively enduring
predisposition to seek
repeated reengagement
with particular classes of
content over time”

“characterized by positive
feelings, stored
knowledge, and stored
value;” “the student
values the opportunity to
reengage tasks;” “student
begins to regularly
generate his or her own
“curiosity” questions”

“typically but not
exclusively self-
generated;” “requires
some external support”

“may or may not lead to
well-developed individual
interest”

“refers to the psychological
state of interest as well as to
arelatively enduring
predisposition to reengage
with particular classes of
content over time”

[all of the characterizations
of emerging individual
interest]; “enables a person
to sustain long-term
constructive and creative
endeavors.... and generates
more types and deeper
levels of strategies for work
with tasks™

“typically but not
exclusively self-generated:”
“may also benefit from
external support”

N/A
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“Subscale | Figure 1. Example s from the MUSICE Mod of Academic Metivaion inventory
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Copyright © 2012-2016 Brett D. Jones. All ights reserved. MUSIC is a registered trademark of Brett D.
Jones. Used by permission.
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TABLE 102_Motivation Strategies Associated with Components
of the MUSIC Model
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Table 2 Phasing (P) subscale categories (Krepf and Kénig in press)

Explication
level

Category description

Naming (N) An articulation scheme is
mentioned. The scheme
can be a table. The les-
son’s logical sequence is
clear
The articulation
contains the lesson

cheme

course phases. At least
a four-phase structure is
evident:

introduction (P1); working
on the topic (P2); checking
results and providing
feedback (P3); and
application/transfer (P4).
The individual phases arc
coded separately

Code

PNI

PN2PI

PN3P2

PN4P3

PN5P4

Text sections from different lesson plans

as: “working on the topic’

In the lesson plan: “Sccuring results”
ecking results and providing feed-

Coded as: “application/transfer”
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Figure 2.1. The relationship between motivation, engagement, and outcomes
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Directions

“This is not a test and there are no right or wrong answers. We are only interested in your honest

opinion. Your responses will remain confidential This means that no one at your school il
know how you answered these questions because your names will be removed from the
questionnaire and your answers wil be summarized with the answers of the other students in
your school.

‘Some of the questions will seem similar to one another; however, it s important that you
answer al of them to ensure that we completely understand your answers.

‘The questions ask you to select a number for your answer. Please select the number that best
describes what you believ

‘Example Question 1

Please select one of the numbers from 110 6 below and write i in the space next to the
question.

1 2 3 @ 5
Swongy | Dsagee | Somewnat | Somewnw |  Ages | Swongysgree
asagres | | dsagree agree

L. 1ike to eatpizza.

For this question, you woukd seloct a 6" fyou ke o eal pizza a ot you would select a1 fyou do ot
ke pizza at all,or any number i between depending on how much you Ike pizza. What number would
you choose ifyou lked pizza a Ite? Maybe a2, or 3, o 4. You can pick any number depending on
how much you lke pizza. You should answer the questions on the real survey using this same scale.

2
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Directions
These items ask you about your current SCIENCE CLASS and SCIENCE TEACHER.

Please select one of the humbers from 1o 6 below and write it in the space next to each
question.

1 2 3 @
Swongy | Dsagree | Somewna | Somewna
disagree dsagree agree

5 ‘ 0
Agree | svonglyagree
“The Knowledge 1 gain in science class is iporiant for my futue.

1 am confdent hat | can succeed i science class work.

My science teacher cares about how well 1 o in science clas.

1am capable of geting a high grade in science class

1 have the freedom to compiete my science class work in my own way.

“The science class work s interesting 1o me.

eelthat 1 can be successulin moeting the acadernic chalenges in scence class.
1 enjoy completing science class work.

I general, sclence class work i useful 1o me.

10, Duing science class
11 My science teacher i frendly

12. 1 have choices n what | am allowed 10 do in scence class.

13, 1find science clas ok 1o be relevant o my future,

14. My science teacher is willng o assist me if | need help in scence class.
15, My science teacher i respectulof me.

16. 1 have controlover how | earn the content n science class

fee that | can be successlul on the class work.

17. The science dlass work holds my atienton
18, 1 have options n how 1 achieve the goals n science clas.

=
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MUSICInventory (Middie/High School Student version, past tense)
(can be administered near the end of a course,of the present tense version can be used)
Directions
These items ask you about your current SCIENCE CLASS and SCIENCE TEACHER.

Please select one of the numbers from 1to 6 below and write it n the space next to each
question.

1 2 3 @ 5 s
Swongy | Dsagee | Somewnst | Somewnm |  Ages | Suongysgree
disagree dsagree agree

“The knowledge 1 gained n science class is mportant for my future.
1was confident that | could succeed in science class work.

My science teacher cared about how wel I did in science class.

1 was capable of etting a high grade in science clas.

1 had the freedom to complete my science class work in my own way.

“The science class work was nteresting to me.

et that 1 ol be successtu in meeting the academic challenges in science class.
I enjoyed compieting science class work.

I general, science class work was uselul 0 me.

10, Duing science class, | et tha | coud be successful on the class work.

11 My science teacher was fiendly.

12. 1 had chaices in what | was allowed 10 do n science class.

13, 1found science class ok to be relevant o my future,

14. My science teacher was willng 1o ssist me if | needed hel in science class.

15. My science teacher was respectfu o me.

16. 1 had conrol over how  learmed the cotent n science class.

17. The science class work held my atiention.

18, 1 had options in how 10 achieve the goals in science class.
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(0 be administered near the end of an actvity or lesson)
Directions

These items ask you about the science activity you lust finished and the teacher of the
activity.

Please select one of the numbers from 1to 6 below and write it in the space nex to each
question.

1 2 3 @ 5 s
Swongy | Dsagee | Somewns | Somewnm | Ages | Suongysgree
disagree dsagree agree

“The Knowledge | gained n the activiy is important or my fuure
1was confdent that | could succeed in the actviy.

My teacher cared about how wel 1 6id in the actvy.

1 was capable of gettng a high grade inthe actuiy.

1 had the freedom to complete the actiy in my own way.

“The aciviy was interesting to me.

et that 1 ould be successtu in meeting the challenges in the actiy.
I enjoyed complting the acty.

I general, he acivity was usefu 0 me.

10, During the actiy, 1 fet that | could be successful

11 My teacher was friendy

12. 1 had chalces in what | was allowed 10 6o n the aciviy.

13, 1found the actiy 10 be relevant o my fure.

14. My teacher was willng o assist me | needed help n the actiy.

15. My teacher was respectfl of me.

16. 1 had control over how I Ieamed the content n the activiy.

7. The actty held my atenion.

18, 1 had options in how 0 achieve the goals n he aciiy.

3
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Instructions for Scoring the MUSIC Inventory (MiddielHigh School Student version)
To obtain a score for each scale, average the vaues forth flems i the scales as shown below.

Empowerment score = (1em 5 + kem 12 + tem 16 + fem 16) /4
Useluiness score = (tem 1 + tem 9 + tem 13) /3

Success score = (em 2.+ tem 4 + tem 7 + tem 10) /4
Iterest score = (tem 6+ flem B + tem 17)/3

Caring score = (tem 3 + e 11+ fem 14 + ftem 15) 4

Other important notes:
= Do ot sum or average all 18 lems because this produces a meaningess vae. Itis
Inconsistent with the principles of the MUSIC model to assume thal motiation i the sum of
‘empoverment, usefuiness, success, nterest, and caring. Attough this may be tre i some
cases, s possibl that a student s highly motated and engaged when she i high on only
one or two of the MUSIC components and low on the others.

Scales Hems by Scale
Empowerment |+ | have the freedom 1o complete my science ciass work in my own vay.
aitoms) 1 have choices n what | am allowed to do n scence class.

1 have contol over how | learn the content in science class.

| 1 have options in how to achieve the goals in science class.
Usefuiness '+ The knowledge I gan in science class s mportant for my fufure
(3 tems) « 1n general, science class work s usefu 0 me.

1 find science class work to be relevant 10 my future.
Success 1 am confident that | can succeed in scence class work.
aitoms) 1. capable ofgeting a igh grade inscience class.
1 foelthat | can be successful in meeting the academic challenges in science
cass.
.+ During science class, | feel that | can be successiu on the class work
Tnterest '+~ The science class work i nterestng o me.
(@ items) 1 enjoy completing science class work.

| - The science class work hoids my atiention
Caring '+ My science toacher cares about how well o in scence class
itoms) My science teache i frendly

My science teacher is wiling 0 assist me if | need helpin science class.
My science teacher i respectul of me.
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ACADEMY OF PERFORMING ARTS

Date: 1st May 2025

This letter serves to confirm that Miss. Ellen Cleary, Head of Singing at Rising Aspirations
Academy has been granted approval to conduct research with our students as part of her
Master's Degree study. The research will take place throughout May 2025.

We understand that the research will form part of her MA course requirements (module 6), and we
are supportive of her undertaking this work within our school environment. Miss Cleary is a valued
and key member of our teaching staff, and we are confident that she will carry out this research
responsibly, professionally, and with full consideration for the wellbeing and safeguarding of all
students involved.

Please do not hesitate to contact me if you require any further information or assurances.
Laura-Ellen Mathis

Owner and Principal | Rising Aspirations Academy
www.risingaspirations.co.uk | hello@risingaspirations.co.uk
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