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Part One: The Portfolio
[bookmark: _Hlk116636334][bookmark: _Hlk121055651]Critically evaluate the potential use of performance coaching methods as a means for mitigating perfectionism in adolescent singing students.
Introduction
This study will critically evaluate a range of performance coaching methods, stemming from the field of positive psychology, and their potential application to the negative attributes of perfectionism that can arise in adolescent singing students. My previous research in the fields of coaching methodology and music performance anxiety (MPA) has shown that studies on perfectionism in musicians, and specifically singers, are very few. My two decades of experience working with adolescent singers has revealed a strong need for solutions to the negative effects of perfectionism, in addition to MPA. I hope to gain a better understanding of perfectionism, and coaching strategies that singing teachers could potentially apply in the teaching studio as a means for mitigating perfectionism, with the aim to promote both short- and long-term benefits to students.
Preliminary Review
Hollender (1978) first defined perfectionism as ‘the practice of demanding of oneself or others a higher quality of performance than is required by the situation’ (p.384). At the time of this definition, perfectionism was seen as a pathological personality characteristic, and a symptom of a psychological disorder requiring treatment (e.g. Burns, 1980; Pacht, 1984). It was thought that the combination of critical self-evaluation with the setting of unattainably high goals would inevitably lead perfectionists to failure (Pacht, 1984; Frost et al, 1990; Flett et al, 1992; Thompson et al, 1998). 
In the 1990s perfectionism was reconceptualised as multifaceted (Frost et al, 1990; Hewitt and Flett, 1991), with two major dimensions of perfectionism identified that continue to remain a focus of current research: perfectionistic strivings and perfectionistic concerns (Frost et al, 1993; Stoeber and Otto, 2006). Perfectionistic strivings, such as the setting of extremely high standards of performance, are associated with positive characteristics and outcomes, and seen as adaptive and healthy. This notion of a normal perfectionism (Hamacheck, 1978) may generate a feeling of fulfilment when a person successfully completes a task (Slade, 1982), while not being overly concerned with the perceptions of others (Hamachek, 1978). Perfectionistic concerns, by contrast, encompass concerns over mistakes, fear of failure, harsh self-criticism, conditional acceptance, and doubts over actions, and these are considered to be unhealthy and maladaptive (Stoeber and Otto, 2006; Lundh, 2004; Shafran et al, 2002): these neurotic perfectionists (Hamacheck, 1978) are more likely to evaluate themselves on impossible standards and ruminate when they inevitably fail to achieve their goals (Slade and Owens, 1998). Striving for perfection is often associated with intrinsic motivation and higher effort, whereas negative reactions to imperfection are associated with extrinsic motivation and higher distress (Stoeber and Eissman, 2007). 
However, academic opinion concerning perfectionism as a multifaceted construct has been divided (Flett et Hewitt, 2002). Greenspon (2000) refutes any existence of a healthy perfectionism, arguing that these two dimensions are based on a misunderstanding of the nature of perfectionism, confusing the concept with the striving for excellence. He argues that a feeling of conditional acceptance underlies the desire for perfection, and that perfectionists strive to be perfect to fulfil the desires of someone they seem to have disappointed (Greenspon, 2000). Stoeber and Childs’ (2011) response is that most researchers who are critical of the notion of a healthy perfectionism come from a clinical psychology background (such as Greenspon) and are therefore focused on the negative elements of perfectionism. Contemporary research continues to support the difference between maladaptive and adaptive perfectionistic tendencies. Suh et al (2017) finds that adaptive perfectionism is associated with higher conscientiousness, life satisfaction, presence of meaning, and happiness. Maladaptive perfectionism continues to be linked with higher neuroticism and higher search for meaning, but it is also found to predispose an individual to depression and anxiety (Doyle and Catling, 2022). Poor self-esteem, or the dissatisfaction with oneself (Harter, 1999), and maladaptive perfectionism have been identified as important risk factors for mental health problems in adolescents (Dunkley et al, 2006). For the purpose of this research, avoiding bias toward either the normal or neurotic, perfectionism is defined as the pursuit of a state of flawlessness and the setting of high standards for oneself and one’s performance (Flett and Hewitt, 2002). 
Adolescence has long been considered the phase of life that stretches between childhood and adulthood, but the age when this begins and ends has been highly debated (Steinberg, 2008); in the mid-20th century, the World Health Organization defined adolescence as 10-20 years of age, but the term has been redefined in recent years to a broader scope of 10-24 years of age (Sawyer et al, 2018), to reflect more modern patterns of biological growth and social role transitions. My workplace is predominantly made up of students aged from 11 to 21, and therefore I shall refer to them as adolescents in this study. However, I acknowledge that this broad scope includes several stages through primary school, secondary school and university, and that different coaching methods may be more or less appropriate or useful when working within these different phases.
Research shows that perfectionism manifests in diverse ways from different causes: past experiences, influence from parents, teachers, peers, and self-expectations might all shape perfectionism (White, 2021).  Perfectionism has been found to be prevalent both in educational settings due to the focus on high academic expectations, and in the music sector due to the constant evaluation of performance through auditions and competitions (Almac, 2022). A preliminary review of the existing literature shows that there are very few studies exploring perfectionism in adolescence in relation to music performance. It is acknowledged that musicians can experience some perceived positive effects associated with perfectionistic strivings such as self-achievement and motivation (Stoeber and Eismann, 2007); perfectionistic traits responsible for provoking a mild level of anxiety before a performance could possibly increase motivation to practice and increase the quality of that performance (Kobori et al, 2011, Stoeber and Eissman, 2007). However, the perfectionistic concerns dimension more frequently correlates to distress, such as the relationship between doubts about actions and emotional fatigue, depression and performance anxiety (Hill et al, 2004; Magnusson et al, 1996; Mills and Blankstein, 2000). 
In music, the performer’s sense of perfection is influenced by the reactions of the audience, parents, teachers, peers, and judges, so external beliefs are as significant as the beliefs of the performer (Almac, 2022). Unlike many other careers, musicians usually begin their training in childhood, and environmental demands, parental expectations and competition amongst peers elevate students’ perceptions of perfectionism (Almac, 2022). Jeong and Ryan (2022) found that in recent years perfectionism has received heightened attention among adolescents, particularly regarding its debilitating effects. Patston and Osborne (2015) found that MPA and perfectionism in school age music students both increase with years of experience and suggest that this may be due to the ongoing facilitation of anxiety and perfectionism by music teachers. A bias has been found toward strong negative feedback in traditional music lessons, with negative comments outnumbering positives, unrealistic goals being set, and progress being criticised rather than affirmed (Patston, 2014). I agree with Patston and Osborne (2015) who highlight the need for further research into the role of vocal and instrumental teachers in influencing the development of perfectionism as well as MPA. Contextually it might be useful to consider MPA research in light of the lack of research into perfectionism in musicians: the two are inextricably linked given that self-criticism is a key perfectionistic concern, and numerous studies have proven that MPA can cause musicians to be self-critical (e.g. Sniden, 1999; Stoeber and Eismann, 2007; Ryan and Andrews, 2009; Dempsey, 2015; Cupido, 2018; Dobos and Piko, 2019). 
Research on perfectionism in adolescence in the past has focused on the gifted (e.g. Schuler, 2002; Dixon et al, 2004), but more recent studies have shown that students identified as gifted are no more likely to exhibit perfectionistic tendencies than students not identified as gifted (Ogurlu, 2020). While many gifted children have high goals, that does not necessarily mean the goals are unrealistic, and therefore they may not be damaging to the child’s self-esteem (Adelson and Wilson, 2021). Research also shows that perfectionism is domain-specific; children may direct perfectionistic behaviours toward specific aspects of their lives, such as sport or music (Adelson and Wilson, 2021). This poses interesting questions as to whether coaching interventions also need to be domain specific; musicians may lack belief in their performance skills, even if they display high levels of confidence and self-esteem in other areas of their lives, including their vocal ability (Petrovich, 2003). 
Key elements of performance coaching, such as goal setting, positive self-talk, concentration and relaxation techniques (Nordin-Bates, 2012) are rarely mentioned in existing music psychology research. Much of the literature to date has been focused on the negative effects of MPA and eating disorders, and most samples are of professional musicians rather than students. This suggests an opportunity for new research, particularly from the viewpoint of music educators who might be looking for ways to prevent problems from developing in their students. Assuming that perfectionism in musicians has both positive and negative consequences (Kobori et al, 2011; White, 2021), I would argue that any possible coaching intervention would need to distinguish between adaptive and maladaptive perfectionism. 
There are many approaches to coaching including humanist, behaviourist, cognitive, goal-focused, adventure and systemic coaching (Stoeber and Grant, 2006); some of these approaches appear to be less suitable for use with adolescent musicians, such as adventure coaching, which involves stretching the client through entering challenging situations and the learning that arises. This study will focus on positive psychology coaching (PPC), given its main goal is to ‘shift attention away from what causes and drives pain to what energises and pulls people forward’ (Kauffman, 2006, p.220), which may be useful to the adolescent perfectionistic singer. 
PPC is built on the premise of cultivating positive emotions in oneself and the enhancement of wellbeing as a means to achieving psychological growth in the long term (Kaufmann et al, 2010; Fredrickson, 2009). Wellbeing has been defined within the context of young people as the ‘realisation of children’s rights and the fulfilment of the opportunity for every child to be all she or he can be (Bradshaw et al, 2007, p.6). My previous research has explored the PERMA model of wellbeing (Seligman, 2011), which posits that wellbeing is composed of five general elements: positive emotions, engagement, relationships, meaning and accomplishment. This example might lend itself well to the field of music, by focusing on what is going well, and working through a coaching model built around these elements. Strategies that will be explored in this study include the development of self-efficacy – a person’s belief in his or her capability to successfully complete a task (Bandura, 1997) – autonomy and resilience, which underpin models such as PERMA, as well as an understanding of flow state theory (Csikszentmihalyi, 1990), which has also emerged from the field of positive psychology (Csikzentmihalyi, 1990). Flow is considered to be a positive state of consciousness during which one is motivated and fully absorbed in performing an activity that is satisfying or fulfilling (MacDonald et al, 2006; Csikzentmihalyi, 1990), and I am interested in whether an understanding of flow might help a perfectionistic student focus less on their concerns and more on the joy of singing in the moment. 
Historically, research on musicians’ wellbeing has focused on the negative aspects of wellbeing, such as MPA, and little has been done to address how to actively improve wellbeing efficiently in musicians (Ascenso et al, 2017). A 2020 study examined how music performance teachers support the autonomy of their students and how this support is related to their students’ wellbeing (Bonneville-Roussy et al, 2020); unsurprisingly, controlling behaviours from teachers were found to hinder students’ wellbeing, but an interesting outcome of the research was that although students put wellbeing at the forefront of their music learning concerns, music teachers seem unaware or ill-prepared to face those concerns. I am interested in why this lack of understanding exists, and it supports my belief that many singing teachers would benefit from positive psychology coaching strategies to deepen their understanding of how to nurture their students’ wellbeing, and specifically the management of perfectionistic concerns, so that we may educate the next generation of singers with greater psychological understanding of the difficulties that they encounter at this crucial stage of development.


Planned Programme of Study
Aims
· Review existing performance coaching literature across multiple disciplines;
· Consider the current and potential application of performance coaching to the performing arts and education fields;
· Explore the psychology of perfectionism and its manifestation in adolescent singing students;
· Develop my knowledge of performance psychology: in particular, positive psychology and flow state theory;
· Develop my knowledge of psychological skills: in particular, self-efficacy, acceptance and resilience;
· Evaluate coaching tools that may be most useful within my teaching practice, specifically working with singers between the ages of 11 and 21; and
· Investigate how to differentiate between perfectionistic strivings and perfectionistic concerns.
Learning Outcomes
· Short term: make recommendations for appropriate performance coaching methods to use with my adolescent singing students;
· Long term:
· reduce perfectionistic concerns;  
· acknowledge, maintain and possibly increase perfectionistic strivings; and 
· develop self-efficacy, autonomy and resilience in my students.


Timescale
	Task
	September
	October
	November
	December
	January

	Focus of assignment and question to be finalised with tutor
	
	
	
	
	

	Write introduction and planned programme of study
	
	
	
	
	

	Research literature review methodology
	
	
	
	
	

	Write a preliminary literature review
	
	
	
	
	

	Read and organise existing literature
	Broad preliminary reading
	Research Perfectionism and Positive Psychology
	Research Performance Coaching and tools; evaluate potential impact on my workplace
	Write conclusion and overall editing
	

	Write a critical reflection on the learning process
	
	
	
	
	

	Check references and submit draft to tutor

	
	
	
	By 12th Dec
	

	Make corrections and submit assignment
	
	
	
	
	By 5th Jan




The Literature Review Process
A literature review is a systematic way of collecting and fusing existing research (Baumeister and Leary, 1997; Tranfield et al, 2003): an effective review combines findings from many different studies with the aims of addressing a research question with more potency and uncovering areas in which more research is needed (Snyder, 2019). I will devise my planning stage by following the four phases of a literature review identified by Snyder (2019): (1) Designing the review; (2) Conducting the review; (3) Analysis; (4) Writing the review.
Phase 1: Designing the review
My prior research into coaching and MPA in singers unveiled an overwhelming lack of studies fusing the concepts of perfectionism in singers and performance coaching methods (Moffatt, 2022). Much of the literature regarding coaching for singers (and other musicians) is focused on MPA (Elliot, 2010), and while perfectionism is sometimes referred to as a contributing factor, there has been little investigation within this field. There has been no specific research in music that focuses on self-efficacy, for example. There is, however, a great deal of related research on the causes, prevalence and effects of perfectionism in children and teenagers in educational settings (Accordino et al, 2000; Adelson and Wilson, 2021), which could be evaluated for its relevance to adolescent singers.
A literature review should be written appropriately for its intended audience (Cooper, 1988). The specific purpose of this review is to understand whether performance coaching methods can be of practical use in the teaching studio. Therefore, the writing must be practical and relevant to singing and instrumental teacher colleagues who have shown an interest in this work, as well as of sufficient academic quality for the primary audience, which is the examination board at the University of Wales Trinity St David and my tutors at Voice Study Centre.
[bookmark: _Hlk118449160]I am drawn to an integrative approach for this review, in order to address newly emerging topics by synthesising existing research holistically (Torraco, 2005). I aim to collect evidence and ideas from different fields and research traditions, and synthesise them into a new perspective, going further than simply summarising the key concepts (MacInnis, 2011). The review strategy will involve drawing out key themes, largely from qualitative data (although quantitative data is seen in MPA research) from the existing literature by searching through peer-reviewed articles, websites and books. This study does not seek to generate primary research but could make recommendations for potential primary research in the future. 
Phase 2: Conducting the review
The aim of the review is to assess the existing literature and gain a deeper insight into perfectionism and performance coaching. I will select literature that I judge to have most relevance to my subject area by using purposive sampling (Miles and Huberman, 1994) with an aim of increasing the depth of my understanding (Palinkas et al, 2015). Using Google Scholar, my internet searches will be based around the following:
Perfectionism in singers;
Perfectionism in adolescents;
Perfectionism psychology;
· Performance coaching for singers;
· Positive psychology interventions; and
· Coaching interventions for adolescents.
[bookmark: _Hlk118449204]I anticipate that specific combinations of search terms will yield a better-quality set of results and that this will require adjustment and refinement, eventually leading to a collection of a ‘pivotal set of relevant articles’ (Randolph, 2009, p.6) from which I can compare differences of scholarly thought. I anticipate the process to be non-linear and ever evolving, and thus underpinned by a hermeneutical framework (Paterson and Higgs, 2005). Reading is likely to generate further reading, and the evolving search may well result in the shifting and refinement of my initial research question as well as the search terms I go on to use (Bates, 1989).
Purposive sampling will allow me to compare theories of different authors in my subject of interest, looking for a common thread and identifying where there are disagreements. By including dates in my searches, I aim to evaluate the most recent research in my field of study. Backward-chaining (Ellis, 1989) – searching through footnotes found in articles of interest and continually moving backwards through reference lists – has been an especially useful research tool in my previous studies, and therefore I will continue to use this approach. A berry-picking form of retrieval (Bates, 1989) enables me to collate articles of interest a little at a time. My approach will be broad and explorative, rather than investigating the relationship between a specific set of variables, such as an experiment that measures levels of self-esteem using a feedback intervention or control group.

Phase 3: Analysis
Palmatier et al (2018) argue that a quality literature review must have depth, rigour, be replicable, and be useful. Once I have decided on my final sample of literature, I will collect data in the form of conceptualisations of a theoretical perspective, always referring to the original purpose of the research question (Morgan, 2007). Measures will need to be taken to ensure quality data abstraction, and validity ensured by triangulation across multiple sources (Brewer and Crano, 2014). After selecting pertinent articles, I will remove those which duplicate or have been superseded by more recent research. As an insider researcher, I will need to remain transparent, specifying my own position and bias through the review, and acknowledging where the scope of my sample may have limitations (Costley and Gibbs, 2006). It will not be possible to assimilate all existing literature in the fields of coaching and perfectionism, due to the short timescale of this study, and therefore I will have to source the most recent and pivotal research in these fields and draw upon my experience of working with my sample of singing students to narrow the focus to the most relevant studies. I aim to use constant reflection, retheorizing and reformulating (Schӧn, 1983; Warwick, 2007) to critically examine my own work and avoid building my research on inconsistent assumptions (Snyder, 2019).
Phase 4: Writing the review  
My review will be organised into a logical structure with subheadings that have emerged as a result of an inductive approach, where new theories and concepts surface as my research develops (Cooper, 1985). I will fuse prevalent themes and meaningful statements from the data and present a focused collection of key concepts, acknowledging that only a few of these concepts can be explored in detail within this study. I acknowledge that new questions might arise as a consequence of this study, which could reveal further potential areas of research. 
Critical Reflection: The Learning Process
Dewey (1938) writes that to learn how to think well, it is important to acquire the practice of reflection: we need to look beyond what is stated to see what may influence the situation, rather than accepting the situation simply as it is (Lucas, 2012). Zeichner and Liston (1996) argue that responsible teachers reflect not only on whether they have met their objectives or goals, but on their teaching in general by remaining openminded to different belief systems (Brookfield, 1995). Reflection by itself is not enough (Brookfield, 1995), and learning how to think critically is developed over time (Crowe and O’Malley, 2006); I have observed a shift in my own ability to critically reflect: I frequently question whether the results of my teaching are good, for whom they are good and how, and consider how coaching might transform my prior notions of what teaching and learning actually is.
I have come to understand that reflection on action (Schӧn, 1983) is necessary for transformational learning in the individual (Mezirow, 1990), but also wholeheartedly agree with Brookfield (1995) that ‘reflection in and of itself is not enough: it must always be linked to how the world can be changed’ (p.217). My ultimate goal is to challenge the ways in which singing teachers approach perfectionism in their students, to find and use active tools to understand and demystify perfectionism, thus enabling young singers to enter their adult lives (whether as professional singers or not) equipped to enjoy the experience of performance without the threat of perfectionistic concerns derailing their progress. As teacher researchers, we have tacit knowledge (Polanyi, 1966) or lived experience (van Manen, 1990) and as such might have the potential to contribute unique insights to academic research and the education community. 
In previous studies I have used Gibbs’s (1988) cyclical model, and Borton’s (1970) ‘what? so what? now what?’ model as frameworks for critical reflection, but I have found the process too nonspecific and unstructured. Therefore, and in response to my paradigm shift to transformative learning as opposed to instrumental learning (Finlay and Gough, 2008), I will follow the ten transformative learning phases according to Mezirow (1978) (see Appendix 1, p.28), while also referring to Holm and Stephenson’s (1994) framework (see Appendix 1, p.28) to present my critical reflection on the learning process.
At the start of this project, the initial disorienting dilemma (Mezirow, 1978) was defining the focus on which to narrow my research. I wanted to explore coaching methods in more depth, and in a way that would be of practical help when working with my students. The body of literature about MPA has grown considerably in recent years, and most internet searches about performance coaching for musicians yielded studies about MPA. While this has been of significant interest to me, I also wanted to explore other contributing factors affecting the wellbeing and progress of my students. Perfectionism was a natural next step to explore following my research on MPA, as I realised it was often mentioned in passing in the literature, but interestingly not explored in depth. The search plan needed to be wide as it soon became clear that very little research had been done on the specific focus of my topic. I arrived at the beginning of my research with the assumption that perfectionism only brings negative consequences to singers, and was surprised to learn that perfectionistic strivings could bring positive benefits to performers, which changed the initial focus of my research question.
As a singing teacher I feel that it is a great privilege to work with young people who are exploring their voices and themselves, in the role of performers and communicators of music. Previous research into coaching made me increasingly aware of my ethical responsibility of providing the right support in both these areas, and the need for my students to develop autonomy as learners, so that they can learn without me as well as with me (Megginson and Clutterbuck, 2004). Working across a broad age range has meant that I have had to adapt the level to which I offer this support, while always maintaining respectful and professional boundaries with my students. I have reflected that singing teachers, adjudicators and coaches who I worked with in adolescence and my early career had a profound effect on my development as a performer, and while some helped me to manage my perfectionistic concerns, there were others who (albeit unintentionally) exacerbated them. As teachers it is easy to assume that our best intentions are being felt but we must constantly reflect on what we say and how it is being heard (Sortore, 2021). I recognised during research that many of my colleagues encountered the same in their training and were keen to ensure their students were better equipped to manage their perfectionism than they have been able to themselves. 
While I was highly motivated to explore the literature about performance coaching and perfectionism, I struggled to get started on the literature research methodology. It soon became clear that I needed to focus more on the methodology to provide structure for my research, and that I needed to refrain from going into further detail in Part Two until I had made greater progress on Part One. This provided me with a plan as to how to approach the literature review, and I started anew, better able to keep my research question at the forefront. There were areas that were of interest to me that I would have liked to have researched in greater depth, including mindfulness and Acceptance Commitment Therapy (ACT), but it became clear that these were large topics and beyond the scope of this study, and possibly more specifically applicable to MPA; therefore I decided to focus on those strategies that were most relevant in the mitigation of perfectionism.      
Critical reflection is a deconstruction of how we have established our ideas and competences, with the aim of developing new notions of practice for the future (Fook, 2002). Through this study I have learned that I can talk about perfectionism with positive language, with a focus on change (Lundh, 2004); that it is not something to cope with, but something to understand and transform. My assumptions about my teaching practice have been reconstructed as a consequence of my learning from this experience, as well as a recognition of my own skills. I am aware of my own ability to change and adapt (Napier and Fook, 2000), and now approach coaching with greater confidence.
I began to feel excited about how I could use these ideas in the teaching studio, and when opportunities to address signs of perfectionism came up during a lesson, I had to refrain from jumping in too fervently with what I had discovered in my research. I realised I needed be more systematic in how I used coaching techniques and that these would take time to implement. Experimentation is useful during a lesson, but I must always place the needs of my student first (Bonneville-Roussy et al, 2020; Whitmore, 2009). I am learning through theory and experimentation how to help my students develop greater self-awareness, self-efficacy as performers, and understanding of remaining in the present. While I am frustrated that it has taken twenty years for me to add these skills to my toolkit, I am enthused that I have achieved this current learning, which has helped me find a new sense of drive and purpose in my teaching, and practical ways of inspiring change in my students. 


Part Two: The Written Assignment
Critically evaluate the potential use of performance coaching methods as a means for mitigating perfectionism in adolescent singing students.
[bookmark: _Hlk114820701]Introduction
I hope to understand the psychology of perfectionism and how it relates to singers, having encountered signs of perfectionism in my students throughout my teaching career. This study seeks to discover coaching methods that may assist in the mitigation of the negative connotations of perfectionism in order to enable singing students to flourish in the pursuit of their goals. As my teaching practice predominantly consists of students between the ages of 11 and 21, this study will focus on perfectionism in adolescents. 
Perfectionism in adolescents
Knowledge is limited about how perfectionism begins in an individual; research suggests that perfectionism is usually a learned personality variable, and that a child’s closest environment and experiences shape its development (Slačková and Žitniaková, 2018). Egan et al (2016) write that if we assume that perfectionism develops in a similar way to related forms of psychopathology, such as anxiety or depression, then one can draw lines of comparison with similar well-established biological and psychological factors, such as genetics and interpersonal influences, but this assumption appears biased toward perfectionism as a consistently maladaptive, pathological personality characteristic. Some studies have found that parental modelling, insecure attachment and lack of challenge can influence the development of perfectionism (Speirs Neumeister, 2004; Schuler, 2002; Speirs Neumeister and Finch, 2006; Silverman, 1999), though these studies are built upon the acceptance of a healthy/dysfunctional distinction (Greenspon, 2000).
It has long been suggested that perfectionism ‘has its roots in interactions with parents who are perfectionistic and demanding’ (Frost et al, 1991, p.470). Burns (1980) also refers to the wider support in our culture for the relentless pursuit of excellence, visible in social media. Researchers have found a link between the development of perfectionism, high standards, anxiety and parental overcontrol (Affrunti and Woodruff-Borden, 2015): if overcontrol continues, a child may begin to mimic parental expectations, start to believe they can never achieve beyond a certain level, and feel unhappy with all aspects of future performances (Burgoyne, 2022). As perfectionistic concerns are associated with extrinsic motivation, adolescent musicians may feel the need to perform to an unrealistically high standard to please outside forces (parents, teachers, peers) as well as to appease their own internal narratives (Burgoyne, 2022).
Three theories have emerged concerning the influence of parents in the development of perfectionism in adolescents, although until recently these have only been linked to perfectionistic concerns (Stoeber et al, 2016):
1) The parents’ perfectionism theory (Bandura, 1977): based on social learning theory, adolescents learn to model their parents’ perfectionism;
2) The parental pressure hypothesis (Flett et al, 2002): expectation from parents for the child to maintain very high standards; and
3) The parenting style hypothesis (Baumrind, 1991): a controlling parental style contributing to the development of perfectionism in children.
A 2021 study (Carmo et al) confirms that an authoritarian parenting style contributes to maladaptive perfectionism in children. The emotional climate wherein children develop musical skills is determined by the influence of their parents and significant adults, the ideal being ‘a loving, supportive atmosphere where high but realistic aspirations are encouraged’ (McPherson, 2009, p. 101). As children move into adolescence, their self-belief is strongly influenced by their parents’ encouragement or rejection of their musical identity, and maintaining self-belief is a major contributing factor in the continuation of a child’s musical efforts and interests (Davidson and Burland, 2006). Perfectionistic strivings may form part of a healthy pursuit of excellence in adolescents who do not hold dysfunctional beliefs (Stoeber and Childs, 2011). Therefore, a coach might help a student to identify limiting beliefs and build self-efficacy, as well as ensuring that standards being set are attainable (van Nieuwerburgh, 2018); these ideas will be discussed further and are incorporated into a proposed coaching framework in Appendix 4 (p.31).
Perfectionism has usually been measured using self-report questionnaires including the Multidimensional Perfectionism Scale or MPS (Hewitt et al, 1991), a six-dimensional method for determining perfectionism, based on four dimensions that are self-oriented, and two that reflect the perception of parental requirements on children (see Appendix 2, p.29). I have observed all of these dimensions in my students during my career, and propose that a potential coaching strategy could start with the MPS, addressing these dimensions directly with performance coaching interventions (see Appendix 4, p.31). 
The MPS has not been validated for use with younger children, possibly due to limitations of children’s understanding of the concept of perfectionism (Wadsworth et al, 2022), but has been adapted in a few studies for adolescents: a meta-analysis of college students who completed the MPS between 1989 and 2016 (Curran and Hill, 2017) shows that adolescents are reporting high levels of perfectionism, and levels of perfectionism are increasing over time (Koerten, 2021). While self-reporting questionnaires have been important research tools in this field, self-reporting will always be limited without triangulating across other means (Shafran and Mansell, 2001): improved measures of perfectionism in children and adolescents would be beneficial in predicting maladaptive perfectionism (Wadsworth et al, 2022).
Stoeber and Stoeber (2009) discovered that most individuals are perfectionistic only in select domains, rather than all areas, which casts into doubt its prevalence as a pathological personality characteristic. Clinical psychologists argue that the dysfunctional cognitions often associated with perfectionistic concerns (such as automatic ruminative thoughts) are maladaptive rather than the striving for perfection in itself (Stoeber and Childs, 2011; Lundh, 2004; Flett et al, 1992). It is recommended that adolescents who are suffering from these dysfunctional cognitions seek help in the form of counselling or treatment (Stoeber and Childs, 2011), but I am aware from experience that there might be reluctance from students to seek help. A singing teacher might be uniquely placed to identify dysfunctional cognitions and refer a student for professional help, while understanding that the age and needs of that student must be taken into account.
Perfectionism in singers
It is recognised that musical performance is a complex activity that requires synchronising many technical, cognitive and motor skills, as well as managing psychological processes such as self-efficacy, endurance and emotional expressivity (Philippe et al, 2022). Performing can include a high proportion of negative as well as positive emotions (Lamont, 2012), and therefore provides more potential for confirmation of identity and self-esteem in relation to music (Davidson and Burland, 2006; Lamont, 2011; Pitts, 2009). Vocal perfectionism can be seen as desirable for the dedication to artistic mastery (Cupido, 2016); I would suggest that singers are particularly susceptible to this potential effect on self-esteem due to the inextricable link between the instrument and the self.
Stoeber (2012) argues that perfectionism does not necessarily lead to impaired performance (Stoeber, 2012): perfectionistic strivings can motivate individuals to strive for the best possible outcome making them set higher standards than others and give their best effort. It can be said then that perfectionistic strivings may form part of a ‘healthy pursuit of excellence’ (Shafran et al, 2002, p.778) but only when they are not accompanied by elevated levels of perfectionistic concerns, as these can represent a serious risk to wellbeing and mental health (Stoeber, 2012), and perfectionism can become ‘the enemy of growth’ (Sortore, 2021, p. 404).
It is becoming more widely understood that singers need to take as much care of their emotional well-being as they do of their voices, yet all too often this requisite for success is ignored (Walker and Commander, 2017). Kenny (2011) argues that perfectionism exacerbates anxious performance, having found a correlation in opera chorus singers (Kenny et al, 2004). Cupido (2016) agrees that MPA is strongly related to the level of perfectionism and self-esteem of the performer. This correlation is particularly noticeable regarding concern over mistakes, and interestingly females experience a steeper and more intense developmental trajectory than males (Patston and Osborne, 2015; Osborne and Franklin, 2002). In addition, females are two to three times more likely to experience anxiety than males (Lewinsohn et al 1998). This might prompt further research investigating the controlling or modelling influence of parents and music teachers in relation to the gender of the adolescent singer and the development of perfectionism.
Mor et al (1995) found that classical musicians with higher personal and social standards of perfection experienced more debilitating anxiety than those performers who did not score highly on these attributes. MacArthur (2008) writes that parents, teachers, judges, audiences and the singers themselves expect every note and nuance to be perfect, and Kobori et al (2011) argue that classical musicians may be more perfectionistic than other performing artists because they rarely depart from the score to improvise and are required to play without making any mistakes. Student musicians preparing for professional careers often perform in highly competitive settings which can exacerbate perfectionistic concerns (Casanova et al, 2018). Musicians strive to master technique and stylistic interpretation to take their art form to the highest levels, but student musicians rarely seek the help of mental health professionals which may exacerbate anxiety among perfectionistic students (Kenny et al, 2004). Burgoyne (2022) found in his recent study of perfectionism in college music students that the oldest and most experienced participants showed the most adaptive and realistic perceptions about the positives and negatives of perfectionism. These findings might suggest that those who do not adapt are not successful and leave the industry; however, I would argue that it also suggests that self-awareness can be built over time and that we have the capacity to change and learn from experience; this could be complemented by coaching methods specifically aimed at realistic goal setting and developing resilience.
White (2021) found in a study of vocal university students that the impact of both parental and music teacher influence throughout adolescence were again found to be key themes in the development of perfectionism in this group, as well as affecting the singers’ perception of their future identities within a musical career. It was found that understanding one’s perfectionism and learning to enjoy one’s performances and not be overly critical of them also dramatically decreases MPA, although no specific strategies were recommended. I would suggest that building skills such as self-awareness and positive self-talk, useful tools in the reduction of MPA, could also be useful in the mitigation of perfectionistic concerns in singers.
Introducing positive psychology to singing teachers
It is unknown to what extent perfectionism can be reduced through interventions across domains. Ferguson and Rodway (1994) examined a cognitive-behavioural treatment focused on lowering self-criticism, and coping with feedback, procrastination, and excessively high standards, which was overwhelmingly successful, although the degree to which the (albeit self-reported) levels of perfectionism lowered varied among the participants. While research suggests that a cognitive behavioural approach is effective in reducing perfectionism (Lloyd et al, 2015), and therapy is a recommended approach especially for extreme cases (White, 2021), singing teachers are usually not trained therapists and employing therapeutic techniques would not be ethical (Dempsey, 2020). However, ‘students sing for the human connection, and the connection is often with the singing teacher’ (Harrison, 2003, p.11). In my experience a student would seek help from a singing teacher they know and trust regarding perfectionistic concerns before seeking help from a medical practitioner. For example, my students often say: ‘When I sing a wrong note I dwell on that mistake and can no longer focus on the rest of the song’, displaying rumination and doubts over actions. The motivation for this study is that singing teachers need to feel confident in their responses to these moments, and methods of debriefing the student’s learning that are constructive and do not exacerbate concerns. 
Singing teachers work across a vast array of methods and styles and are often unregulated. I have learned from experience that it is common to arrive at a first lesson with a new teacher to be told that the technique I had previously been taught was fundamentally wrong. The translation of PPC to the performing arts might yield a culture where the singing student is seen by their teacher as fundamentally healthy, motivated to grow, and not damaged; it might promote positivity and autonomy, a welcome relief from the hierarchical teaching styles traditionally seen in music conservatoires (Carey, 2010). 
Self-directed learning is the core principle of coaching (Rothwell and Sensenig, 1999). When we generate our own answers, we are more likely to remember and sustain what we have learned. The job of a coach is to facilitate an environment so that people can see how to move through obstacles more clearly. Wilson (2020) writes that the overall principles of self-directed learning are: awareness, responsibility, self-belief, freedom from blame, focus on solutions, challenge, action and trust. Most coaching models are underpinned by these principles, such as the Co-active Coaching Model (Whitworth et al, 2007) (see Appendix 3, p.30). I recognise many of the Co-active Coaching Model’s elements in my teaching, though they are not always at the forefront. At the start of a lesson there is usually some informal conversation, which is invaluable in showing that I am interested in my students as human beings and what is happening in their whole lives, and this is strengthened week on week: a connection is developed. However, experience of some of my own singing teachers showed an overwhelming prevalence of my teacher talking to me and evaluating my performance for me rather than listening and encouraging me to reflect.
Many music teachers rely on the modelling-correction mode, of showing pupils how to do it, giving them appropriate materials with which to practice and then correcting them when they go wrong (Harris, 2017). A culture of promoting conformity to strict rules (McPherson and Gabrielsson, 2002) and a history of controlling teaching styles is acknowledged and continues to be prevalent in advanced classical music training (Evans and Bonneville-Roussy, 2016). However, if music teachers relinquish control and enter a more informal learning style, a more flexible and dynamic relationship with the student might emerge (Rodriguez et al, 2009). If teachers and students are to work together as co-teachers and co-learners (Abrahams, 2005), teachers must become experts in helping students make things happen for themselves (Rodriguez et al, 2009), thus building self-efficacy and resilience. 
The model GROW (see Appendix 3, p.30) is a simple problem-solving process that has developed from the field of sports coaching (Whitmore, 1992; Gallwey, 1974). The coach guides the client to explain their goals and the reality of what is currently happening, encourages ideas to emerge, guides the conversation to a discussion of options and finally a wrap-up of the steps the client chooses to take. GROW might be applied to any discipline, including music (Green and Gallwey, 1986): there are many benefits to be reaped from cross-fertilising research across domains, particularly in the wealth of variables that might predict performance, and how the facilitators of wellbeing can be used to create optimal performance (Mouton, 2016). It has been suggested that in music, performance coaching could emphasise goals, focus, awareness, flow, mental imagery, self-efficacy, and regulation of anxiety (Mouton, 2016); a model such as GROW would provide a broad framework to help the student to keep the end in sight and manage their progress more independently.
Kobori et al (2011) note that perfectionists often use task-oriented, emotion-oriented and avoidance-oriented copings. Antony and Swinson (1998) suggest focusing on changing perfectionistic behaviours by loosening excessive standards, identifying goals, and setting priorities. Strategies are recommended based upon those used in the treatment of anxiety (Clark and Fairburn, 1997), such as using thought records and diaries (taking a different perspective, looking at the big picture rather than small detail, and generating coping statements), and applying graded exposure, prioritising, and overcoming procrastination. Green (2008) argues that coaching that emphasises the technical aspects of a performance inhibits natural musical expression: if the musician is having to focus on many complex instructions and fears disappointing their teacher, they would forget to simply do what they knew to do instinctively (Mouton, 2016; Green and Gallwey, 1986). My initial feeling, therefore, was that it would be most beneficial for coaching sessions to take place away from technical work; however, this separation may bring challenges to both singing teacher and student as they learn to assume two different roles. Therefore singing teachers may have to become highly adept at clearly differentiating between coaching mode (identifying perfectionistic concerns and taking steps to managing them) and teaching mode (addressing specific moments of musical or vocal technique). 
Intervention: Positive self-talk, visualisation and realistic goal setting
Positive self-talk is a cognitive strategy where the performer tells themselves positive statements similarly to how they would encourage a friend. It can alleviate self-criticism and reprogramme negative thoughts, especially if they are written down and rehearsed. A technique for empowering students is to nurture individuality, by identifying what is special or unique about that student, to magnify it, and thereby to reduce unhelpful comparisons with others (Walker and Commander, 2017). Visualisation is a technique already used by professional singers (Callaghan, 2014): imagining a performance, in detail, before it happens creates neural pathways in the same way as if the event had actually taken place (Jeong, 2012). This technique is successful because it is easier to do something a second time and the brain has already experienced it for the first time, thus establishing the goal as a reality. As a coach, I might ask my student to imagine that they have achieved their goal (a fabulous performance), and what it feels like to be there: ‘How are you feeling in that moment? How is the audience reacting?’ The more senses involved, the deeper neural pathways are embedded (Nordin and Cumming, 2005). Exploring the ideal future creates clarity and enables the student to move forward. 
Clark et al (2014) found that good performance can be linked to thorough preparation, a positive attitude, and a high, but realistic, level of challenge. Recalling PERMA, I would suggest that STRIDE (see Appendix 3, p.30) could be an even more effective model than GROW, as it affirms positive attributes by starting with strengths (S), not problems (Thomas and Smith, 2009). The identification and use of strengths has been proven to promote goal progress (Linley et al, 2010) because it can elevate levels of self-esteem necessary to provoke change (Thomas and Smith, 2009). Perfectionism becomes maladaptive when the goals one is striving toward become unrealistic, preventing the achievement of the goal (Gilman and Ashby, 2003). Unlike GROW, STRIDE includes an element of evaluation (E) which would enable the student to reflect on having achieved their goals. I would also identify SMART (Drucker, 1954) as a helpful model for realistic goal setting (see Appendix 3, p.30), as the final step is time-based (T), which would ensure the student stays on track and is held accountable for their choices. 
By focusing on solutions, problems become smaller, and the student has more energy to deal with them (McKergow, 2016). The student can feel challenged and stretched within a safe, supportive environment. Asking open, powerful questions is possibly something singing teachers do not necessarily prioritise. However, powerful questioning within a broad framework such as STRIDE might enable the singing teacher to guide the student into developing their own plan of action to get themselves past the feeling of being ‘stuck’, and to encourage them to revisit this plan regularly, thereby overcoming procrastination. Realistic goal setting could enable student and teacher to reframe personal standards, celebrate small successes together more regularly, thus building a closer connection and greater self-esteem. 
Intervention: Developing self-awareness and self-efficacy
Greenspon (2000) argues that a crucial factor in the mitigation of perfectionism is developing feelings of unconditional acceptability. Addressing this requires awareness of and belief in the self, a key aspect of coaching. A coach can facilitate an environment in which the coachee can uncover knowledge and understanding from within which has been obscured (Wilson 2020). The teaching model of awareness over instruction (Green and Edwards-Underwood, 2015) demonstrates that students learn better by noticing how something feels rather than being told that there is a right or wrong (Riley, 2012), and a coaching strategy might encourage students to listen to their own bodies and focus less on validation from external sources. Self-determination theory (Spence and Oades, 2011) shows that by developing autonomy, relatedness and competency (Deci and Ryan, 2008), people will be more optimistic and persistent as they independently seek to achieve their goals. 
Self-efficacy is the belief that one is fundamentally capable of successfully doing what is required to achieve a particular outcome (Bandura, 1977), e.g. a successful singing performance. Self-efficacy includes personal judgements of ability (Pintrich and Schunk, 1996) and specific judgements about the skills necessary to complete a task; therefore, musicians are capable of having a strong sense of efficacy in their technical ability, while also having a weak sense of efficacy in their ability to manage coping skills (Petrovich, 2003). Musicians may doubt their ability to use strategies to manage perfectionism, even if they accept the effectiveness of such strategies, possibly because they have never been taught them. Petrovich (2003) identifies four sources of self-efficacy which must be strengthened for the management of performance anxiety, and these might also be effective in the management of perfectionistic concerns: performance accomplishments, emotional arousal, vicarious experience and verbal persuasion (Petrovich, 2003). Taking the latter as an example, my messages of confidence must be realistic, while always expressing faith in my student’s ability to persist and master a task. I will need to frame a performance as an improvement from a previous level of competence, while ensuring that my student is confident of my credibility and sincerity as their teacher. Locicero and Ashby (2000) write that perfectionism might be potentially adaptive regarding self-efficacy, and that interventions may not need to target the lowering of individuals’ standards, but rather focus on how to pursue and evaluate those standards (Locicero and Ashby, 2000). Acknowledging effort over outcome may help maladaptive perfectionists develop beliefs and behaviours that are more adaptive (Gilman and Ashby, 2003).
Pintrich and Schunk (1996) argue that the ideal level for self-efficacy is to have slightly higher perceptions of efficacy than is justified by one’s actual ability. Singers with high self-efficacy are therefore more likely to challenge themselves and have more tenacity in pursuit of their goals (Bandura,1986; Pajares, 1996; Zimmerman, 2000). Consequently, singers might show less effort and perseverance even if they perceive their own ability accurately (Pajares, 1996). Hallam’s (1998) review of evidence suggests that students who consider themselves to be musically inadequate are less likely to continue learning their instrument and more likely to turn to different activities (McCormick and McPherson, 2003). Perfectionistic singing students might begin to avoid performance completely if they have low efficacy both in themselves and in their singing skills, and therefore it appears essential for singing teachers to nurture a strong sense of efficacy in their students’ ability to manage perfectionistic concerns, as well as in their technical ability.
Green describes a ‘critical musicality’ (Green, 2008, p. 14) where students develop conscious awareness of their ability to express themselves through music. This might lead to a greater sense of self and ownership of the instrument. Rodriguez et al (2009) argues that this process of ‘extending their personalities through the music’ may not be a typical goal of traditional music instruction but could lead to an enhancement in musicality. Developing a critical musicality through heightened self-awareness and the celebration of the individual’s strengths may be a useful aim for singing teachers. 
Intervention: Entering Flow State
Entering flow state is enjoying the experience in the moment without judgement and not striving for perfection (Csikszentmihalyi, 1990). There are very few studies on the flow experiences of musicians in comparison to those on athletes. It has been found that children spend much of their time in flow (Csikszentmihalyi, 1990), including in musical settings, e.g. they can reveal a clear perception of goals (such as learning a nursery rhyme) as well as showing complete awareness of their ability to achieve those goals (Custodero, 2005). Research confirms the importance of maintaining experiences of flow through adolescents’ learning experiences in music (Sinnamon and O’Connell, 2012). To achieve flow, the individual must perceive the task as challenging but also feel they can be successful in completing it (McCarther, 2018) – hence, the marriage of realistic goals with high self-efficacy. Student singers might learn to automate these motions through systematic and deliberate practice, resulting in the freeing up of mental attention for present moment awareness (Mornell and Wulf, 2019). If something unplanned happens in performance, the singer might be more able to adapt swiftly if they are in flow, or make spontaneous artistic decisions to enhance that performance, thus alleviating doubts over actions (McCarther, 2018). 
Flow is also described as an experience that is the consequence of a situation in which challenges and skills are equal (Ellis et al, 1994). Ghani and Deshpande (1994) agree that ‘there is an optimum level of challenge relative to a certain skill level’ in the experience of flow (p. 383). A singing teacher can help guide a student into undertaking performances where technical challenge is at this optimum level for that particular student, thus addressing the organisation dimension of perfectionism and allowing potential for flow (see Appendix 4, p.31).
The right hemisphere of the brain controls one’s instinct and effortless flow (Emmons and Thomas, 1998). Best performance results might emerge from the ability to use mainly right-brain function, with only occasional use of left-brain function (remembering to control a difficult scalic run, for example): total focus and absorption in a musical score is a feature of flow (Sawyer, 2015). Emmons and Thomas (1998) describe how singers can become conscious of their own thought patterns, learning to stimulate an ideal performing state, in which the singer creates a psychological atmosphere that allows for desirable physical and technical reactions. As a coach, I can help my student learn to recognise their own emotional state and to ensure that moments of technical difficulty that require left-brain function are securely mastered before performance. I have learned myself that peak performances in themselves are self-validating; in these moments my feelings of value are not dependent upon the evaluation of the audience or my teacher, and this elevates my sense of self-efficacy. Ravizza (2006) describes this moment in the context of sport, explaining that peak performance teaches the athlete an awareness of their own significance, independent of what others have to say.  
Intervention: Resilience and mental toughness
‘The better performer lies dormant in us for three basic reasons. The first is that the various cultural and social forces have conspired to keep it hidden. The second is that it doesn’t believe in itself. The third is that (the person) literally doesn’t know how to make use of potential’ (Morehouse and Gross, 1977, p.11). 
Learning how to perform is not a standard element of vocal teaching, but learning how to sing well is not enough when one is required to perform. The above quotation relates to fitness, but this concept could also be applied to singing: a singing teacher could aim to uncover limiting beliefs in the student, instead affirming their beliefs in their own ability to perform, through the promotion of resilience and mental toughness. 
Performing at a high level for singers is not solely dependent upon talent, skill and hard work; beyond that is the ability to sing one’s best in high-pressure situations, at specific times, and to do this repeatedly, even when the risk level feels very high (Emmons and Thomas, 1998). Regularly putting oneself in high-risk situations, such as auditions and singing competitions can result in regular criticism and rejection (Nagel, 2010). We are naturally geared toward detecting threat more than reward (Gucciardi et al, 2009) and will therefore hear negative feedback more vociferously than positive. Building inner strength, known as mental toughness, is essential in many fields that require performance, such a sport, business, acting and singing. My students have said ‘if only I could sing like I do in my lesson when I am actually in the audition’. Coaching strategies might involve using constructive reflection when reacting to feedback; writing a reflective journal, and practising mindfulness to ‘bounce back’ from difficult performing experiences.
Mental toughness is a psychological resource that is purposeful, flexible, and efficient in nature to enable and maintain the pursuit of one’s goals (Gucciardi, 2017). Committing to small, achievable goals over which a performer has control is a technique to avoid a habit of self-sabotage and to cultivate a pattern of success (Walker and Commander, 2017). Greene (2001) suggests that keeping a courage journal, through which one can stockpile small successes, is a useful tool for building self-confidence and avoiding excessive rumination.
Antony and Swinson’s guide When Perfect Isn’t Good Enough (1998) has shown to be effective in helping perfectionists to cope with the negative aspects of perfectionism by  identifying and challenging maladaptive perfectionistic thoughts (Pleva and Wade, 2007). This is expanded in Shafran et al’s Overcoming Perfectionism (2010), demonstrating techniques based on cognitive behavioural methods, to help people learn to be less concerned over making mistakes, less afraid of negative evaluation by others, and less afflicted by feelings of discrepancy between one’s expectations and performance. These include flexible thinking exercises, reducing feelings of over-responsibility and control, and refraining from ‘should statements’; I believe these would be highly transferrable to the singing lesson context.
Conclusion
While research in this field has largely focused on MPA, this study has found gaps in the literature investigating perfectionism in adolescent singers, a characteristic which has appeared commonly within my workplace. A review of performance coaching techniques has unveiled opportunities for singing teachers to adopt positive psychology ideas in an ethically appropriate way by focusing on goals, awareness, flow, visualisation and self-efficacy alongside a traditional coaching framework such as STRIDE. Unfortunately, it has not been possible to research all strategies within the scope of this study: mindfulness, yoga, regulation of anxiety and acceptance techniques would be additional areas worthy of exploration in relation to perfectionism. Appendix 4 (p.31) shows how a combination of well-established performance coaching interventions might be combined with the Co-active Coaching Model (Whitworth et al, 2007) to address those dimensions of perfectionism identified in the Multidimensional Perfectionism scale (Hewitt et al, 1991). 
This study has enabled me to reflect upon my teaching, and recognise that students need  realistic goals, awareness of their strengths, recognition of their achievements and resilience to cope with failures. ‘People can only learn if they teach themselves; the “teacher” is simply a means to that end’ (Harris, 2017, p.10): I would encourage singing teachers to embrace positive psychology coaching methods including the art of asking powerful questions, building self-efficacy, and developing autonomy, with the aim of reducing perfectionistic concerns, preserving perfectionistic strivings, and ‘unlocking people’s potential to maximise their own performance’ (Whitmore, 2009, p.10). 


Appendix 1: 
Frameworks for Reflection 

1a. Mezirow’s ten phases of transformational learning (1978)
	Phase 1
	A disorienting dilemma

	Phase 2
	A self-examination with feelings of guilt or shame

	Phase 3
	A critical assessment of epistemic, sociocultural, or psychic assumptions

	Phase 4
	Recognition that one’s discontent and the process of transformation are shared and that others have negotiated a similar change

	Phase 5
	Exploration of options for new roles, relationships, and actions

	Phase 6
	Planning of a course of action

	Phase 7
	Acquisition of knowledge and skills for implementing one’s plan

	Phase 8
	Provisional trying of new roles

	Phase 9
	Building of competence and self-confidence in new roles and relationships

	Phase 10
	A reintegration into one’s life on the basis of conditions dictated by one’s perspective 



1b. Holm and Stephenson’s framework for reflection (1994)
	Choose a situation and ask yourself:

	What was my role in this situation?

	Did I feel comfortable or uncomfortable? Why? 

	What actions did I take?

	How did I, and others, act?

	Was it appropriate?

	How could I have improved the situation for myself and others?

	What can I change in the future?

	Do I feel as if I have learnt anything new about myself?

	Did I expect anything different to happen? What and why?

	Has it changed my way of thinking in any way?

	What knowledge from theory and research can I apply to this situation?

	What broader issues, for example, ethical, political or social, arise from this situation? 

	What do I think about these broader issues?







[bookmark: _Hlk121315644]Appendix 2: 
The Multidimensional Perfectionism Scale (Hewitt et al, 1991)

	1. Concern over mistakes: the perception of mistakes as failures;

	2. Personal standards: self-evaluation based upon the achievement of very high standards;

	3. Doubts over actions: the extent of one’s ability to achieve goals and complete tasks;

	4. Organisation: over-emphasising order and organisation;

	5. Parental expectations: the perception that parents expect their children to achieve very high standards; and

	6. Parental criticism: the perception that parents are too critical of their children.




Appendix 3: Coaching Models

	3a. SMART (Drucker, 1954):

	

	S: Specific, stretching, significant

	M: Measurable, motivational, meaningful

	A: Attainable, Agreed-upon, Action-oriented

	R: Relevant, rewarding, reasonable

	T: Time-based, tangible, trackable




	3b. GROW (Whitmore, 1992):

	

	G: Goals

	R: Reality

	O: Options

	W: Will or Wrap-Up




	3c. STRIDE (Thomas and Smith, 2009):

	

	S: Strengths

	T: Target 

	R: Reality

	I: Ideas

	D: Decide

	E: Evaluate




	3d. Co-active Coaching Model (Whitworth et al, 2007):

	 

	· Develop a connection;

	· Listen and communicate effectively;

	· Keep the end in sight;

	· Ask powerful questions;

	· Build self-awareness and self-esteem;

	· Recognise the client’s whole life;

	· Acknowledge or validate;

	· Identify limiting beliefs;

	· Hold the client accountable;

	· Debrief the client’s learning; and

	· Celebrate successes




Appendix 4: A coaching framework to mitigate perfectionism
This coaching strategy merges Whitworth et al’s co-active coaching model (2007) with performance coaching methods with the aim of addressing the six dimensions of perfectionism identified in the Multidimensional Perfectionism Scale (Hewitt et al, 1991): 

[image: Diagram

Description automatically generated]
2

image1.png
Concern over
mistakes

« Positive self-talk

* Keep the end in
sight

* Acknowledge or
Vi late

* Debrief the
student’s learning

Parental

expectations
and parental
criticism

* Developa
connection and
build trust

« Listen and
communicate
effectively

* Recognise the
student’s whole
life

« Identify limiting
beliefs





