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Assignment 1: Portfolio
Research question:
How can teaching strategies facilitate the positive development of a student's sense of self-efficacy in singing lessons?
Rationale:
The rationale for this study is to develop broader teaching skills which could be applied to learners of any age in my teaching practice. I constantly strive for effective and efficient teaching and learning practices; this approach always returns my focus to the student in front of me. It is vital that I understand their perspective so I can form a direction and way of learning which will best help them. Understanding cognitive processes in learners has been highlighted as important in singing lessons (Greschner, 2019). Teaching strategies around feedback have been shown as vital in motor learning skills (Winstein and Schmidt, 1990; Winstein, Pohl and Lewthwaite, 1994; Maxfield, 2011, 2013). Sometimes I have had experiences of a new student recounting feelings of inadequacy surrounding their singing. Sadly, there have been times when some of these students disclose a memory of someone saying something which damaged their confidence in singing. When a student recounts a story like this, I am aware of the courage it has taken for them to discuss it. Sometimes a student says they feel unable to do something which I may have heard evidence that they can or might be able to develop the skill. In these situations, there seems to be a mental barrier stopping the singer from attempting something which, with practice, could build their confidence in singing. I am left wondering ‘How can I help this student enjoy their lesson?’ or ‘What is the best way I can help?’.
Defining the research area:
An initial literature review was performed to define the area of research. This uncovered existing material relating to areas such as: effective coaching, goal setting, and forming an individual learning plan. This initial phase allowed the research problem to be refined to fit within the confines of the assignment and my teaching practice (Walliman, 2001). The interaction between student self-efficacy and teaching strategies was chosen as the area of study.

Definitions key to the research question:
Self-efficacy can be defined as a person’s perception and belief in their capability to execute a particular task (Bandura, 1997). Initial research highlighted a related term singing agency. This is a person’s belief in their capacity to sing out loud (Hogle, 2021). The research by Hogle discusses the factors at play when adults are uncomfortable singing in the presence of others. The participants in that study had beliefs about their singing which could be viewed as being a sense of low self-efficacy regarding singing or a particular singing skill. Working with this connection the study will broaden slightly to investigate both terms and ways to aid a student in feeling an increased sense of ability in both singing self-efficacy and singing agency.
Teaching strategies can be described as the choices a teacher makes during lessons which impact the learning environment and the student’s cognitive and metacognitive learning processes (Donche et al., 2013; Molbaek, 2018).
This research will investigate the domains of singing self-efficacy and singing agency in service of clarifying strategies which a singing teacher could employ to facilitate positive development of singing self-efficacy. Understanding the concept of self-efficacy and its application to singing lessons would aid keeping each student and their needs as the teacher’s focus in each lesson. The knowledge gained could influence teaching choices along with specific strategies for helping self-efficacy development (Donche et al., 2013; Molbaek, 2018). The outcomes of this research would directly feed into my teaching practice and could be of benefit to all educators and particularly other singing teachers.
Bias acknowledgement:
As this research is work-based, to be conducted by the researcher for application to their workplace, researcher bias is possible and probable. This is because I will inevitably carry with me the lens of my personal and professional experiences. This is similar to the comments of Burnard (2008) regarding the peer review process and the perspective of the peer when viewing a document. Burnard goes on to highlight the importance of rigour and a systematic approach to data analysis. According to Burnard (2008), these approaches serve to improve the validity of the study and conclusions drawn by the researcher(s). This research will take an approach balancing a ‘Grounded Theory’ perspective, where the analysis is grounded to the data, while maintaining the creativity and context-dependence also associated with qualitative research processes (Burton, 2000). The outcome of the research will take the form of a qualitative evidence synthesis using ‘Thematic Analysis’ to achieve this balance. It will aim to link the analysis to the data while allowing creativity of the researcher to be present in the process (Braun and Clarke, 2006, 2019). The reflexive notes which form part of the thematic analysis process will help to maintain my awareness of myself in the data analysis. Given the nature of this study being conducted by a lone researcher as part of an academic course there will be limits to rigour and bias reduction which would greatly increase when working as part of a team (Denscombe, 2014).
My beliefs will have an impact on both the research chosen and how it is conducted (Bridges and Smith, 2006). This statement of reflexive awareness, or seeing myself in the research, helps to contextualises any conclusions drawn (Cohen, 2011; Darwin Holmes, 2020). 
Paradigm view:
As this research is probing a subjective area, a singing student’s sense of self-efficacy, an interpretivist approach is implied as I will be gathering subjective data for meta-synthesis (Walliman, 2001). Social constructivism is also at play, given the research is aiming to understand learners’ mental processes and the influence of teachers (Walker and Shore, 2015). It is my hope that this research will aid my understanding of self-efficacy. I wish to find effective ways to keep student needs at the centre of my approach and help any students with a low sense self-efficacy (Creech and Hallam, 2015).
Aims:
The main aim of this study is to research student self-efficacy and teaching strategies. The knowledge gained will be synthesised into effective approaches singing teachers can employ to optimise the self-efficacy of their students.
· To broaden my knowledge of self-efficacy and teaching strategies in order to improve my teaching skills
· To gain a detailed understanding of the impact of teacher-student interactions on student self-efficacy
· To appraise the possible benefits of this research when applied to my teaching practice
· To develop my knowledge of methodologies applied to a literature review to improve reliability and efficiency in the research process
Objectives:
The following areas are objectives specific to this assignment and the CPD requirements of my professional practice:
· To create a literature review methodology
· To identify key relevant research and researchers	
· To conduct a rigorous literature review into self-efficacy and teaching strategies
· To employ an effective method of critical analysis when reviewing the literature which adds rigour and reduces bias in the process
· To evaluate literature review analysis and its application to my teaching practice
· To conduct a critical reflection of the learning experience and the knowledge gained
Synopsis of learning outcomes:
This assignment has key learning outcomes which will aid my development as a singing teacher:
· To learn how to conduct a rigorous literature review 
· To gain an understanding of self-efficacy and how teaching strategies can impact a person’s sense of self-efficacy
· To analyse the information found in the literature review in a systematic way to aid effective critical analysis 
· To critically evaluate the research and its potential impact when applied to my teaching practice

The project planning will be organised using a Gantt chart, see Fig 1: Project plan September to October 2022, Fig 2: Project plan November to December 2022, and Fig 3: Project plan January 2023 (below). 
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Methodology:
This research will take the form of a literature review meta-synthesis of documents relating to the research question. These documents are likely to include qualitative research and subjective data in the form of narrative analyses and associated conclusions from other researchers (Walliman, 2001; Merriam and Tisdell, 2016). As a work-based learning project, rigour needs to be worked into this literature process to make effective use of the learning opportunity (Lester and Costley, 2010). As such this project will take the form of a semi-systematic review of documents to investigate self-efficacy in singers. The analysis of the data will look to inform teaching strategies though a process of qualitative evidence synthesis (Denscombe, 2014). Thematic analysis will be used as the framework for the process with the acknowledgement that working as a lone researcher, and not working as part of a team, will have limitations for bias reduction given that all analysis will be from one person’s perspective (Denscombe, 2014; Braun and Clarke, 2019). 
Choosing the literature: 
The literature review will cover work by researchers in different fields, such as psychology, coaching, and voice pedagogy. Preliminary reading shows there is a wealth of research in these fields. This further highlights the need for a systematic approach to the organisation of the literature review (Burton, 2000). The research strategy will be archive analysis (Walliman, 2001) of relevant literature sourced from journals and, potentially, published books. Backward and forward searches may be used to find connected documents which could broaden understanding of the research area (Little, 2013). The literature used would fall in the category of purposive sampling (Walliman, 2001) as the researcher will make a judgement about what is included. 
Inclusion criteria and rating:
Vital to the process is the aim of having a good quality data corpus (Braun and Clarke, 2006). To maintain transparency and rigour in the research the documents will undergo a systematic inclusion criteria and rating process, see Appendix 1 (Morse et al., 2002; Little, 2013; Wolfswinkel, Furtmueller and Wilderom, 2013). The purpose and aim of the inclusion criteria will be to improve quality of the corpus which will support the triangulation process (Merriam, 1995). The rating aspect of the inclusion criteria is included to aid comparison and increase researcher awareness of each document’s relevance to the research question (Vaismoradi et al., 2016). Together they serve to increase validity and reliability in the project (Merriam, 1995; Merriam and Tisdell, 2016)
The rectification and finalisation stages of thematic analysis will aid comparison of data from each source (Vaismoradi et al., 2016). The inclusion criteria and rating process will aid with data comparison and application of knowledge to teaching in the voice studio. This is particularly important for documents with data relevant to the research question, but which are not from the field of singing. Peer-reviewed sources will be used primarily to aid the reliability of this research (Merriam and Tisdell, 2016). 
Analysing the literature: 
Thematic analysis will be used to analyse the data within the literature for meaning and patterns using a systematic process (Braun and Clarke, 2006). The corpus of data will be drawn from academic archives of articles and books pertaining to the research question (Walliman, 2001; Braun and Clarke, 2006). Subjecting each document to the inclusion criteria and points system will clarify the quality and relevance of documents to the research question. This serves to increase the validity of the outcomes of this research (Merriam and Tisdell, 2016).
The process of thematic analysis will result in the analysis of each document, section by section. Each section will be summarised into a descriptive summary which in turn will be reduced to a single word, a ‘code’ (Braun and Clarke, 2019). The codes are words which encapsulate the data into a descriptive summary (Braun and Clarke, 2006). This forms the ‘initialisation phase’ of the study (Vaismoradi et al., 2016). These codes may describe data such as feelings, influences, or outcomes at play in the document (Braun and Clarke, 2006; Vaismoradi et al., 2016). See Appendix 3 for an example of thematic analysis applied to a document from the corpus.
Once this stage is complete, the ‘construction phase’ can begin. In this phase the initial codes go through the process of ‘“classifying”, “comparing”, “labelling”, “translating and transliterating” and “defining and describing”’ (Vaismoradi et al., 2016). After that Vaismoradi et al ( 2016) suggest the researcher steps back from the data and enters into the process of verification, the ‘rectification phase’. Eventually moving into a ‘finalisation phase’ where patterns and meanings can be deciphered and constructed. The final analysis and conclusions are the outcome of deep immersion in the data, thoughts and reflections (Braun and Clarke, 2019).
Each document will have accompanying reflective notes which will aid trustworthiness auditing of this research (Braun and Clarke, 2006; Vaismoradi et al., 2016). See Appendix 4 for an example of reflective notes. These notes will aid researcher awareness of reflexivity in the process and can be used to challenge researcher assumptions through critical thinking skills (Saldaña, 2013). The thematic analysis reflective notes for each document will feed into the critical reflection stage which will use ‘Gibb’s Cycle’ blended with reflective questions from ‘Model of reflection’ by Johns, see Appendix 2 (Gibbs, 1988; Middleton et al., 2019).
The critical review will be included in the second assignment; in its place contextualisation the study will be expanded in this assignment. This will include more in-depth research vital to the understanding and context of the findings of this research.
Contextualising the study:
The literature review process highlighted the causes and symptoms present when a student has a drop in self-efficacy or singing agency. The causes and symptoms contextualise the knowledge and strategies for improving a singing student’s self-efficacy and singing agency. In order to know when to employ strategies to improve a sense of self-efficacy, a teacher must be able to recognise the symptoms they may see in lessons (Hogle, 2021). A teacher would need to notice relevant information when a student discloses stories of past singing experiences (Lewis and Hendricks, 2022). Knowledge of experiences and situations which cause a student’s lowered sense of self-efficacy may be a reflective practice opportunity for a teacher to see how their attitude or approach impacts their teaching and their students in service of improving their professional competence (Mann, Gordon and MacLeod, 2009).
Causes of lowered sense of self-efficacy:
A common theme across the literature as the cause of a reduced sense of self-efficacy was a wounding incident (Creech and Hallam, 2015; Hogle, 2021; Lewis and Hendricks, 2022). The defining feature of these wounding incidents was experiencing negative emotions. Shame and anxiety are noted as having a long-term impact on the singer and their sense of self-efficacy (Creech and Hallam, 2015; Hogle, 2021; Lewis and Hendricks, 2022). 
The 2021 study by Hogle was a narrative analysis of interviews with fifteen people who self-identified as non-singers all of whom continued to sing. The participants of this study recounted experiences which left an emotional wound and a lack of confidence around their singing ability. This study has validity from peer-review and clearly states the methodological process behind the narrative analysis of interview data (Vaismoradi et al., 2016). Hogle identified an ongoing sense of shame, deficit, or disability from the wounding incident which caused lasting effects on the interviewee’s behaviours around singing (Hogle, 2021). 
Often these wounding incidents were linked with a negative learning experience around areas such as: feedback, instructions, a sense of criticism, or confusion. Singer’s from Hogle’s (Hogle, 2021) study discussed negative experiences such as feeling what was being requested was impossible for them or that the comment was a personal attack. Examples of feedback in educational singing settings given by participants in Hogle’s (2021) study were:
‘’Make it sound more forward’, but I struggle with that, so it actually felt like a personal jab. Because it’s my voice. Me.’
(Hogle, 2021. p182)
‘That was awful’. It felt cruel. I’m afraid of making a mistake.’ 
(Hogle, 2021. p182)
‘Correction felt like personal criticism… there was always something I wasn’t doing correctly or completely. That’s what teachers would point out.’ 
(Hogle, 2021. p182)
These quotes highlight situations where the student-teacher communication was remembered by the student as causing emotional harm. Whatever was intended by the teacher in those moments, what was remembered by these interviewees was a hurtful and had a lasting effect on their experience of singing. If the teachers intended something different to what was remembered by the student, then confusion and poor communication seem to have been evident. Hogle (2021) also noted that criticism from peers can have similar effects and that self-perception was at play. The implication regarding self-perception is that one’s self-perception may not always be clear and balanced which can be caused by a variety of factors from past experience to gender (Herbst, 2020).
Lewis and Hendricks (2022) also discuss how negative feedback can diminish a singer’s performance beliefs in their study regarding self-efficacy and singers. The study involved nine collegiate vocalists completing a vocal performance self-efficacy test. This was followed by a semi-structured interview, three journal entries, and a final interview with open-ended questions to address identified data patterns. Regarding negative feedback, participants reported:
‘[Negative] feedback definitely affects me. Even if I don’t want it to...’
(Lewis and Hendricks, 2022, p11)
‘It took a couple weeks to shake it. I was like, ‘Get out of my head.’
(Lewis and Hendricks, 2022, p11)
‘When you are given advice, it’s easier to take it personally because it’s your body—it’s part of who you are… A voice is coming out of you, and it’s very vulnerable. It can be hard to differentiate voice and me’
(Lewis and Hendricks, 2022, p11)
The connection between voice and self seems to be a potential point of weakness when feedback is given to a singer. Lewis and Hendricks (2022) discuss how negative feedback alters beliefs and the effect of teacher delivery on this. They break this down into how it is ‘received, deconstructed, and interpreted’ by the student. The studies by Lewis and Hendricks (2022) and Hogle (2021) highlight the importance of the emerging themes of ‘voice-self connection’ and ‘teacher-student dynamic’.
The doctoral thesis of Lindsey Blackhurst (2021), ‘Exploring the Whole Singing Self with Technique, Contemplative Education, and Mindfulness’, recounts the experiences of vocal and personal development of four singers. It was an account of a 12-week course of group singing classes which included mindfulness awareness practices coupled with contemplative teaching and learning practices. Regarding the causes of lowered sense of singing self-efficacy, the thesis gives further evidence of ‘wounding incidents’ which had ongoing effects on the singers. A participant recounted an incident when ‘…  one voice teacher [told] her, “I don’t think a lead singer lives in you.” … [This left the student wondering] ‘”is that criticism or is it advice?”, she knew it didn’t feel good to hear.’ (Blackhurst, 2021, p97). It seems that feedback from an authority figure or peer has potential to be a wounding incident which has a lasting effect on a singer. Singing lessons often use feedback as part of the learning process (Maxfield, 2013).  Awareness of how to work with feedback and its relationship with self-efficacy is an important aspect of the cumulative learning experience of a singer (McLeod and Maxfield, 2020; Lewis and Hendricks, 2022). 
These pieces of evidence point towards the need for awareness of the causes of harm to a singer’s sense of self-efficacy as part of what a singing teacher brings to their teaching practice. This could help refine a singing teacher’s approach to lessons so they reduce the chance of causing a lowering of self-efficacy in students and can aid in identification of low self-efficacy in students (Donche et al., 2013; Molbaek, 2018).
Symptoms of lowered sense of self-efficacy:
When literature discussed causes of a lowered sense of singing self-efficacy, the participants disclosed their wounding experiences as part of a study. Although students may disclose a specific wounding incident in a singing lesson there may be times where the student does not inform the singing teacher of this experience if one happened. When a student has not discussed a wounding experience, a singing teacher will need to assess a student’s sense of self-efficacy by other means. This stage of the research aims to investigate the symptoms of a lowered sense of self-efficacy so a voice teacher can pick up on when they may need to address this aspect of the student’s singing development. 
The themes identified were grouped under the classes: Self: the student’s thoughts, beliefs, and emotions; Discomfort: around areas such as the singing environment and judgement; and Self-protection: the things they do to avoid triggering their self-efficacy wound.

The class of themes ‘self’ is a collection of themes which involve what a student brings to their singing from their mind, personality, behaviours, emotions, thoughts, and beliefs. Sense of freedom when singing has been discussed by Kerr et al. (2013) as ‘freedom from negative cognitions’ and Stephenson (2018) discussed singing autonomy as freedom to make artistic choices. Hogle (2021) included a singer’s account of a passive-aggressive comment from a peer in a choir as having an effect on that person’s sense of freedom when singing. Blackhurst’s doctoral thesis (2021) frequently discusses the sense of freedom while singing.  The singers of the study, and Blackhurst, discussed times they felt they needed to search for ‘freedom’. Any mentions of achieving freedom in singing were discussed as a positive singing development towards achieving ‘the whole singing self’. Blackhurst discusses one singer’s longing to feel ‘freedom of expression without always having to be perfect.’ (Blackhurst, 2021, p115). Another student from this study was ‘searching for freedom from internal barriers and open heartedness’ (Blackhurst, 2021, p143). When discussing sense of freedom in singing, performance and expression Lewis and Hendricks (2022) noted that singers with lower belief in their ability to perform felt ‘expression, physiological freedom, and technical delivery’ were hindered by nervousness. Contrastingly, Lewis and Hendriks pointed out that singers with a higher sense of self-efficacy felt nervousness was a heightened awareness which aided superior performance. This study points to the singer’s beliefs being associated with vastly different outcomes and perceptions. 
Negative thoughts, beliefs and self-beliefs are a sub-group of themes within the class of ‘self’. The one singer described negative thoughts as the ‘greatest deterrent to free vocal performance’ (Lewis and Hendricks, 2022, p11). Another singer in the study recounted a misunderstanding in a singing lesson which caused ‘“dark cloud of negative thoughts”’ (Lewis and Hendricks, 2022, p12). Sigmund Freud’s introjection theory is the process of internalising another’s perspective. The internalised perspective often comes from a person perceived to be in a position of authority. The ‘authority figure’s’ words can change one’s self-beliefs detrimentally and can possibly lead to self-blaming and self-criticism (Ross, Kaminski and Herrington, 2019). An awareness of introjection theory can help a singing teacher to recognise when a singing student has an introject from an experience which is affecting the student’s singing. Changing beliefs is discussed as an important aspect of effective learning for older adults in their theoretical framework ‘Critical Geragogy’ (Creech and Hallam, 2015). Woody et al. (2019) discuss the challenges in changing self-perception of music making ability and ‘musical identity in older adults’. They found that those with a higher self-efficacy had their musical self-beliefs most changed by the study.  When self-efficacy is low of older learners Woody et al. (2019) found changing their musical self-beliefs is harder. Additionally, the study by Woody et al. (2019) points towards self-efficacy and musical beliefs potentially anchoring each other to lower states. This effect could be at play when Hogle (2021) discusses the implied contradiction when the self-identified non-singers of the study all found ways to continue singing despite having a low sense of singing agency. This would seem to fit the description of an image distorting defence mechanism (Cramer, 2000). This highlights a potential cyclical relationship between self-efficacy and musical beliefs. Teachers are left with the challenge how to improve both a student’s sense of self-efficacy and their musical beliefs. 
Low self-esteem can lead to the use of defence mechanisms and can be associated with anxiety and fears surrounding negative evaluation (Cramer, 2000; Moghal and Khanam, 2012). Many singers across the self-efficacy literature documents reviewed demonstrated low self-esteem, fear of mistakes, and perfectionism (Hogle, 2021; Lewis and Hendricks, 2022). To support self-efficacy development some key areas were frequently mentioned: improving self-esteem, reducing fear of mistakes, and reducing perfectionism (Creech and Hallam, 2015; McLeod and Maxfield, 2020; Constantin, Powell and McCarthy, 2021). 
The emotional states associated with a sense of low self-efficacy and singing agency are: anxiety, confusion, helplessness, rejection, and shame (Constantin, Powell and McCarthy, 2021; Hogle, 2021; Lewis and Hendricks, 2022). 
The wounds and symptoms of low self-efficacy discussed so far seem to build to discomfort around situations which remind the singer of their wounding incident. This can lead to self-protection behaviours which help a singer to avoid any uncomfortable situations (Hogle, 2021; Lewis and Hendricks, 2022). Across the studies of Lewis and Hendricks (2022) and Hogle (2021) the themes of discomfort could manifest  in environmental sensitivity, perceiving obstacles to singing, discomfort around judgement, learning, instruction, and comparison. Self-protection could manifest as avoiding: wounds, skills, particular environments, and judgment to the extent of isolation and limiting the potential to develop self-efficacy (Hogle, 2021; Lewis and Hendricks, 2022).
The main literature review will build on this context and cover the knowledge and strategies which can be employed by a singing teacher to improve a singer’s sense of self-efficacy and will critically reflect on the process and knowledge.

Assignment 2
Research question: 
How can teaching strategies facilitate the positive development of a student's self-efficacy in singing lessons?
Introduction:
This report will recount the findings of the literature review probing the research question. The research suggests there are many teaching strategies which can support self-efficacy development. Some aspects of the research relate to the teacher’s ways of thinking and how they approach lessons. These will be discussed in the section development needs, experiences, and skills. Knowledge of these factors could help a teacher to make choices in support of self-efficacy improvements (Donche et al., 2013; Molbaek, 2018). The strategies section of the report discusses more defined approaches to address these development needs. Rationalising in this manner has the aim of building a cumulative knowledge base which could have a transformative effect on singing teachers and their work (Stephenson, 2018). Three key documents regarding self-efficacy and singing agency will form the backbone of the discussion. These documents will be cross-referenced against the rest of the corpus and each other. The three key documents are: Creech and Hallam (2015), Lewis and Hendricks (2022), and Hogle (2021). 
The aim is to provide the reader with an understanding of self-efficacy and to provide workable, effective, and evidence-based strategies which voice teachers can weave into singing lessons to build a student’s sense of self-efficacy as part of the ongoing learning process. 
Findings:
Development needs, experiences, and skills
The research showed that there are many things which if developed in a singer with a lowered sense of self-efficacy could support an improvement in their sense of self-efficacy. Lewis and Hendricks (2022) research into influences on collegiate vocalists’ self-efficacy beliefs uncovered development needs and skills which a student had developed when they had a positive sense of self-efficacy. The Lewis and Hendricks research highlighted important factors they labelled as: mastery experiences, peer models, feedback and encouragement, and cognitive self-regulation (Lewis and Hendricks, 2022). When discussing ‘mastery experiences’, the singers of Lewis and Hendricks research describe the positive benefits to their self-efficacy when they have support. The also point out the benefits of appropriate challenges which they meet when performing during private practice, lessons, or on stage. This is supported by the Ritchie and Williamon research (2011) into music self-efficacy in primary school students which showed the participants who had regular specialist lessons had a higher sense of music self-efficacy. This could be due to the greater opportunity for mastery experiences (Bandura, 1997; Lewis and Hendricks, 2022). 
The Lewis and Hendricks study (2022) described ‘peer model’ experiences as being motivational. The singers of this study described feeling motivated after opportunities to observe peers receiving emotional support while overcoming challenges. They also felt their listening skills developed in the process. ‘Feedback and encouragement’ are discussed by Lewis and Hendricks (2022) as important factors in developing positive self-efficacy beliefs for the participants of that study. They noted these as being particularly important in early stages of vocal development. ‘Cognitive self-regulation’ has being perceived to help to reduce potential damaging effects of negative comments on self-efficacy (Lewis and Hendricks, 2022). One participant discussed their process for ‘filtering’ feedback: frequency, source, comparison with their perspective. This singer felt the filtering process helped them to focus on what they ‘deemed to be true’. Another aspect of cognitive self-regulation discussed by Lewis and Hendricks (2022) was around the participants’ perceptions of nervousness. The participants with a higher sense of self-efficacy viewed nervousness as ‘heightened sense of awareness’ whereas singers with a lower sense of self-efficacy viewed nervousness as something which diminishes their ability to have freedom of technique, physiological freedom, and expression (Lewis and Hendricks, 2022). A ‘Causal learning’ approach to lessons suggests the use of the meta-cognitive skills of selective attention, discussion of learning, and agency to improve student understanding and efficiency in singing lessons (McLeod and Maxfield, 2020). 

Positive emotions and experiences were discussed by the participants of the Lewis and Hendricks (2022) study as ‘important for fostering self-belief’. Participants of Hogle’s singing agency study (2021) sought situations which brought about ‘welcoming, therapeutic and communal feelings’ to foster their singing agency. Similarly, Woody et al. (2019) stated the importance of ‘feeing good’ in lessons when discussing effective learning and self-efficacy of older students of music.
Self-efficacy was investigated by Creech and Hallam (2015); their paper describes the term ‘Critical Geragogy’ as challenging preconceptions around aging whilst focusing on teaching and learning for older adults. They discuss the benefits of using person-centred approach. They also highlighted the importance of fostering a sense of purpose in learners, student ownership of learning and autonomy. Like McLeod and Maxfield (2020), Creech and Hallam (2015) noted the use of dialogue reflection as part of a meaningful learning process and that this supports student engagement in learning. The reflective dialogue could aid the development of cognitive self-regulation skills the importance of which was also discussed by Lewis and Hendricks (2022). Critical geragogy has democracy, compassion and inclusion at its heart balanced with reflection and self-directed learning to help learners’ self-efficacy (Creech and Hallam, 2015). This study also discussed the learner benefits when feedback is constructive, appropriate, and specific (Creech and Hallam, 2015). Feedback of this nature would diminish the need for a learner to filter feedback as discussed by Lewis and Hendricks (2022). 
The role of practice and how it is conducted was investigated as part of this study by Creech and Hallam (2015). They discussed the learner practice process as something which contributes to older learners being able to achieve at similar levels to younger peers (Creech and Hallam, 2015). This is a further example of a mastery experience opportunities which Lewis and Hendricks (2022) and Bandura (1997) have affirmed as supporting self-efficacy development. Hogle’s study into fostering singing agency (2021) discusses improving learner engagement (Creech and Hallam, 2015) through student-led goal-setting. They suggest following this with metacognitive assessment of progress. This is further evidence pointing to the benefits of metacognitive and self-regulation skills (Lewis and Hendricks, 2022). The emotional regulation which comes from developing problem solving skills, acceptance and the normalisation of mistakes in learning processes can also foster singing agency (Hogle, 2021). 
The research so far shows which skill developments and experiences could elevate students’ confidence in and understanding of their singing. This evidence shows that confidence and understanding would serve to improve self-efficacy and singing agency. Following is a discussion of what attitudes and skills a teacher can bring to lessons to support the student’s development of self-efficacy.
Support from teachers can have a positive impact on the learning environment (Lewis and Hendricks, 2022). This helps the environment to feel safe (Hogle, 2021) which supports the learners to meet their aims (Woody et al., 2019). The development which can come from this has the power to develop the sense of agency in leaners (Creech and Hallam, 2015). Stephenson (2018) discusses the power of teacher support in developing critical thinking skills in support of self-efficacy improvements. This is further evidence of cognitive skill development supporting self-efficacy (McLeod and Maxfield, 2020). Other themes from the research which a teacher could bring to their lesson approach and learning environment are democracy, cooperation, inclusivity, and togetherness (Clift and Morrison, 2011; Creech and Hallam, 2015; Molbaek, 2018; Hogle, 2021).
Teachers’ beliefs can influence the support offered to students which can foster or damage the learner’s self-efficacy (Ritchie and Williamon, 2011; Lewis and Hendricks, 2022). Furthering this connection is the premise behind critical geragogy which is to challenge beliefs about aging and learning in service of improving self-efficacy of mature learners (Creech and Hallam, 2015). There are many accounts from the corpus which discuss how a teacher directed a student towards or away from concepts. On such concept is a ‘developmental mindset’; a perspective which looks at skills as things which can be developed i.e. not a ‘gift’ which some people have and others do not (Woody et al., 2019; Hogle, 2021). A developmental/ growth mindset can be fostered in a student by a teacher to aid self-efficacy (Hogle, 2021). This shows how teacher beliefs can affect as student. Hogle (2021) gives an example of teacher feedback negatively impacting on a student. The student was left feeling unable to develop after they felt a correction was personal and they could not do what was being asked of them. The feedback and encouragement from teachers discussed is also by Lewis and Hendricks (2022) as having the potency to change perspective.  The words of a teacher have the potential to empower a student in their learning and have the power to transform beliefs (Creech and Hallam, 2015; Stephenson, 2018; Hogle, 2021; Lewis and Hendricks, 2022). 
Challenges:
Teachers being aware of themselves and what they bring to their student interactions is one side of the interaction in singing lessons. Students may have challenges breaking away from low self-efficacy which may be because of a self-efficacy wound (Hogle, 2021; Lewis and Hendricks, 2022). The research of Wehr (2016) investigates self-efficacy for women in jazz music. This study highlights the challenges around young women getting into jazz education if they have not found a sense of self-efficacy and confidence with jazz. This implies a circular problem; if a student does not find some sense of self-efficacy in an area, then they may not explore education further in that area. This in turn would lead to missing out on mastery experiences vital for self-efficacy improvements (Bandura, 1997). This highlights the need for teachers to be aware of the challenges and potential benefits around developing self-efficacy. Hogle (2021) discussed this challenge from the perspective of binary thinking regarding the concept of being a singer or a non-singer and singers being ‘gifted’ or ‘talented’. Hogle questions how these binary aspects of singing culture influence singers into a belief that they cannot develop thus perpetuating their sense of low self-efficacy. Lewis and Hendricks (2022) and Woody et al. (Woody et al., 2019) similarly discuss the power of self-perception and its effects on learning.
Self-assessment and self-criticism may become a challenge for students with low self-efficacy (Hogle, 2021; Lewis and Hendricks, 2022). The accuracy of self-assessment seems to be affected by factors such as culture (Wehr, 2016), gender based experiences and expectations from society (Eva and Regehr, 2005; Herbst, 2020), self-esteem (Moghal and Khanam, 2012), past performance experiences (Sitzmann and Yeo, 2013), and habits of negativity with both self-talk self-judgement (Blackhurst, 2021). There can be connected challenges regarding personal definitions, interpretations, and beliefs. Hogle’s (2021) study has examples of the impact of subjective, personal definitions of good singing on a singer’s self-efficacy. This is reinforced by Lewis and Hendricks (2022) who note personal interpretations can augment or diminish self-efficacy. Specific beliefs, such as lacking competency, understanding, or having other perceived flaws can cause anxiety and decrease performance levels of a task (Moghal and Khanam, 2012; Hogle, 2021; Lewis and Hendricks, 2022). Self-criticism and perfectionism can be good motivators but self-compassion and encouragement have been found to more effective when motivating people (Haase et al., 2015). Perfectionism has been associated with increased performance anxiety which can lead to technical, musical mistakes and shame (Hogle, 2021; Lewis and Hendricks, 2022). Shame and anxiety can impair mastery experiences important for improving self-efficacy (Bandura, 1997; Ritchie and Williamon, 2011; Lewis and Hendricks, 2022). 
Fear and shame can cause challenges in learning for singers with self-efficacy wounds (Hogle, 2021). Fear of failure is linked with shame and embarrassment (Hogle, 2021). The physiological effects of fear, such as muscular tightness, can dampen mastery experiences required for self-efficacy improvements (Bandura, 1997; Elliott, 2010). Fear and shame from self-efficacy wounding incidents can lead to a fear of evaluation and shame anticipation (Creech and Hallam, 2015; Hogle, 2021). This can further challenge self-efficacy improvements through non-engagement with learning (Creech and Hallam, 2015; Hogle, 2021). Fear or discomfort around comparison and feedback can damage self-efficacy beliefs (Hogle, 2021). Low self-esteem and shame are linked with a tendency to compare oneself negatively with others (Moghal and Khanam, 2012; Hogle, 2021). This fear of comparison could lead to singers avoiding situations where vicarious learning could benefit their self-efficacy (Bandura, 1997; Ritchie and Williamon, 2011). 

Confusion in the learning process has been associated with self-efficacy wounds (Hogle, 2021). Contrastingly, the benefits of constructive, necessary, and clear feedback have been shown to be transformative (Maxfield, 2013; Creech and Hallam, 2015; Blackhurst, 2021; Lewis and Hendricks, 2022). 
These challenges suggest the need for reducing the following areas:
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· Binary thinking
· Negative self-talk in the learner
· Perfectionism
· Anxiety
· Criticism (actual or perceived)
· Fear
· Shame
· Ambiguity of instruction and feedback


Strategies:	
Thematic analysis of the corpus aided the conceptualisation of strategies more specific to the lesson set-up and approach in the voice studio. These have been classified as: teaching and learning processes, environment, and creativity.
The research suggests an overarching approach which keeps knowledge of singing agency and self-efficacy at the heart of the teaching and learning process. This can influence a teacher’s choices and approach which can improve the self-efficacy of students (Ritchie and Williamon, 2011; Creech and Hallam, 2015; Molbaek, 2018; Stephenson, 2018; Woody et al., 2019; Hogle, 2021; Lewis and Hendricks, 2022).
The next key area of focus is a student-led process. Paying attention to each student and their needs aids differentiation or task, feedback, emotional needs, and triggers (Ritchie and Williamon, 2011; Creech and Hallam, 2015; Stephenson, 2018; Hogle, 2021; Lewis and Hendricks, 2022). This can extend to specific areas such as repertoire choice where appropriate challenge and familiarity can aid self-efficacy improvements (Hogle, 2021; Lewis and Hendricks, 2022). Student engagement and  student ownership of learning through choice can foster the mastery experiences required for self-efficacy development (Bandura, 1997; Blackhurst, 2021; Hogle, 2021; Lewis and Hendricks, 2022). A student-led process further keeps student comfort in mind with the addition of non-judgemental teaching, safely challenging fears, and the promotion of balance, choice, play, and accessibility (Creech and Hallam, 2015; Blackhurst, 2021; Hogle, 2021; Lewis and Hendricks, 2022). Process-led work can help a teacher have and promote a developmental/ growth mindset (Blackhurst, 2021). This would increasing a student’s awareness of developments which could feed into student motivation and engagement increases (Stephenson, 2018; Lewis and Hendricks, 2022). Framing vocal development as a physiological process can make feedback ‘less personal’ (Hogle, 2021) which can aid student access to mastery experiences and self-efficacy improvements (Bandura, 1997; Creech and Hallam, 2015; Lewis and Hendricks, 2022).
The learning Environment has been referred to many times in the literature as having an impact on self-efficacy (Creech and Hallam, 2015; Hogle, 2021; Lewis and Hendricks, 2022). The study by Molbaek (2018) into inclusive teaching strategies and Wehr’s study into the experiences of women in jazz (2016) both show that learning environment and culture can have a significant impact on students. These studies show how environment and culture can impact student participation, perceptions, and qualifications. Each area has connections with mastery experiences which feed into a student’s sense of self-efficacy (Bandura, 1997). Students reported the positive impact on their education when the learning environment is welcoming and engenders feelings of safety, connection and community (Molbaek, 2018; Hogle, 2021; Lewis and Hendricks, 2022). These learning environment factors could aid building a positive student-teacher relationship (Stephenson, 2018). Safety in the learning environment can be augmented with mindfulness as exposure therapy which can develop emotional regulation skills when exposed to potential sources of fear (Tang, Hölzel and Posner, 2015). Perfectionism may be counteracted by fostering self-compassion and shame resilience. Shame resilience has been shown to develop when a student describes vulnerable feelings and the teacher listens empathically and compassionately (Czajkowski, Greasley and Allis, 2020; Hogle, 2021). Teacher-student interactions such as this could contribute to a sense of safety in the learning environment and could improve student-teacher rapport. Community acceptance and self-acceptance for singers and learners has been linked with safe learning environments (Hogle, 2021), increased participation in singing (Clift and Morrison, 2011), reducing avoidant behaviours (Moghal and Khanam, 2012), and to increased performance when learning new motor skills (Zhang et al., 2016). All of these could increase a singer’s opportunities for positive mastery experiences (Bandura, 1997; Ritchie and Williamon, 2011; Lewis and Hendricks, 2022). Enhancing and encouraging learning environments also support improvements in self-efficacy (Ritchie and Williamon, 2011; Creech and Hallam, 2015; Hogle, 2021; Lewis and Hendricks, 2022). This associated positive feelings could support student being guided through the emotional difficulties which could have been stalling self-efficacy development (Ritchie and Williamon, 2011; Czajkowski and Greasley, 2015; Stephenson, 2018; Hogle, 2021). Lewis and Hendricks (2022) suggest foster a playful and exploratory attitude in singers. This can help a student move away from stalling points by steering them towards new skills and experiences which support self-efficacy improvements (Creech and Hallam, 2015; Lewis and Hendricks, 2022). It has been shown that learning a new motor task is more enjoyable and effective when a student has a higher disposition towards mindfulness (Kee and Liu, 2011).
Self-efficacy can be supported by shifting the focus of a task towards creativity; this approach can also be used to increase a student’s comfort in lessons (Creech and Hallam, 2015; Lewis and Hendricks, 2022). Incorporating these creative approaches points towards benefits in self-efficacy development: expression, emotional engagement, musicality, and movement (Creech and Hallam, 2015; Stephenson, 2018; Lewis and Hendricks, 2022). 
Many of the attitudes and skills which support self-efficacy improvements are developed in mindfulness training which can develop emotional regulation skills (Jha et al., 2010; Czajkowski and Greasley, 2015; Lewis and Hendricks, 2022). Czajkowski and Greasley (2015) describe mindfulness as being able to marry beautifully with singing and noted its potential for helping people to deal with stress, anxiety, and fear. These are challenges for students with self-efficacy wounds (Hogle, 2021; Lewis and Hendricks, 2022). The potential for mindfulness to support singing development has been researched. Other benefits of mindfulness which can help self-efficacy are improved motor learning, verbal learning, memory, and body awareness (Jha et al., 2010; Kerr et al., 2013; Zhang et al., 2016). 
Research in the field of choral singing found anxiety was reduced with the combination of music and mindfulness (Lynch and Wilson, 2018). A study Evans et al. (2021) investigated mindfulness based-interventions in the context of teaching. They found that mindfulness interventions reduced assessment pressure, aided reflective thinking, increased student ownership of learning and non-judgemental feedback (Evans et al., 2021). 
Students and teachers could benefit from mindfulness training as it can develop the skills of present moment awareness, acceptance, empathy, and compassion; these skills are supported by non-striving and non-judgemental attitudes (Kabat-Zinn, 2005; Elliott, 2010; Czajkowski and Greasley, 2015; Czajkowski, Greasley and Allis, 2020). One study particularly noted that the mindfulness-based interventions helped feedback to feel less personal which could reduce the formation of negative introjects (Ross, Kaminski and Herrington, 2019). These benefits around feedback could decrease the chances of self-efficacy wounds being formed (Hogle, 2021; Lewis and Hendricks, 2022).
Conclusion
Research across the corpus shows that under the right conditions self-efficacy can be influenced by teachers and learning experiences; this was shown across the age groups of primary school children (Ritchie and Williamon, 2011), collegiate singers (Lewis and Hendricks, 2022), and mature learners (Creech and Hallam, 2015). Teacher beliefs can influence their choices and communication which in turn can have an impact on a student’s sense of singing self-efficacy (Stephenson, 2018; Woody et al., 2019; Hogle, 2021; Lewis and Hendricks, 2022). Teachers can adapt using knowledge of self-efficacy and the awareness of the challenges of students with self-efficacy wounds (Hogle, 2021). Teachers can differentiate lessons to suit both the technical development needs of the singer and care the singer’s emotional needs; this forms part of a student-centred process (Creech and Hallam, 2015; Molbaek, 2018; Stephenson, 2018; Garrett, 2019; Hogle, 2021). Specific strategies regarding process-led work and the teaching environment can be used by a teacher to form an approach which supports self-efficacy development (Hogle, 2021). Self-efficacy knowledge and strategies can allow teachers to guide a singer to the mastery experiences which pave the way to self-efficacy improvements (Bandura, 1997; Maxfield, 2013; Creech and Hallam, 2015; Lewis and Hendricks, 2022). Mindfulness training of teachers and students shows evidence in support of many aspects of singing development including aiding skills which support self-efficacy improvements (Elliott, 2010; Creech and Hallam, 2015; Czajkowski and Greasley, 2015; Hogle, 2021). 

Critical reflection:
I will analyse this research, the methodologies, the impact on my teaching, and any potential for a broader impact using a model which takes critical reflection questions from Middleton et al. (2019) and blends them into the Gibb’s cycle of self-reflection (Gibbs, 1988). This reflective model has formed the structure behind the following reflections.
The research into self-efficacy stemmed from my interest in the connections between the inner workings of students and the impact of that on the learning process. Increasing my understanding of any aspect of the teaching and learning process can lead to improvements in my approach and the learning of my students (Stephenson, 2018). 
At the beginning of this work, I had not anticipated my training and knowledge of mindfulness would connect with self-efficacy which I understood to be from the fields of psychology, coaching, and teaching (Bandura, 1997; Goker, 2006; Wakkee, Elfring and Monaghan, 2010; Lee, Jack and Novacek, 2022). My initial research into self-efficacy uncovered documents relevant to the fields of singing and music. These documents contained qualitative research and methodologies, for example the key documents of this project (Creech and Hallam, 2015; Hogle, 2021; Lewis and Hendricks, 2022). Once I had chosen the research area and carried out some initial reading, it was clear I would be working with qualitative data. In order to have a rigorous approach to the research and analysis I investigated qualitative literature review methodologies. I chose thematic analysis because it is a reflective, active and flexible process which acknowledges the researcher in the process as part of its process (Braun and Clarke, 2019).
I concluded that thematic analysis was a process which was akin to my existing process and that it would also elevate my research by the challenge involved with its systematic approach. This would allow for a higher standard of work which would aid the transparency and reliability of the research (Braun and Clarke, 2006; Burnard et al., 2008; Vaismoradi et al., 2016; Harding, Gantley and Taylor, 2017). The process is laborious and time consuming which felt daunting at times. Having gone through the process as a lone researcher, I can understand why this is more effective as a research team. I can see the benefits from the perspectives of workflow management, bias reduction, and increasing the reliability of conclusions (Burnard et al., 2008; Braun and Clarke, 2019). The research was encouraging from two perspectives: self-efficacy has the possibility of being improved by teaching strategies and this can be reinforced by mindfulness, an area in which I have existing knowledge (Creech and Hallam, 2015; Czajkowski, Greasley and Allis, 2020; Hogle, 2021).
The knowledge I gained from this research will influence my teaching choices immediately in preserving or improving self-efficacy in my students (Stephenson, 2018). It is particularly encouraging to know that there is hope for students who have self-efficacy wounds; I’m pleased that they can greater enjoyment and comfort in their singing (Creech and Hallam, 2015; Hogle, 2021; Lewis and Hendricks, 2022). Having gained an understanding of self-efficacy, I can incorporate additional strategies into my teaching. These additional strategies can lead to increased opportunities for my students, of any age, to have positive learning experiences which support their self-efficacy (Ritchie and Williamon, 2011; Creech and Hallam, 2015; Stephenson, 2018; Hogle, 2021). See appendix 5: Self-efficacy toolkit, a summary of findings from this report. Outside my teaching practice, this knowledge could help the singing community to avoid situations which cause self-efficacy wounds. Singer teachers could achieve this by incorporating self-efficacy strategies into their lessons and the singing community could adopt styles of feedback which support self-efficacy (Creech and Hallam, 2015; Stephenson, 2018; Hogle, 2021; Lewis and Hendricks, 2022). It is possible that some attitudes of the singing community could change. If binary ideas, such as singers being gifted, became developmental process-led approaches it could lead to increased opportunities for singers to develop self-efficacy. This could be an antidote to situations such as fewer women entering the field of jazz (Wehr, 2016).  Singing teachers and students may also find greater enjoyment and satisfaction from the improved rapport that can accompany a self-efficacy led process (Maxfield, 2013; Stephenson, 2018; Lewis and Hendricks, 2022).
Referring to my aims for this project, I can immediately apply ideas to my teaching practice. The knowledge of self-efficacy and related teaching strategies will have an on impact my teaching choices. This will improve my chances of having a positive influence on the self-efficacy of my students (Donche et al., 2013; Molbaek, 2018; Stephenson, 2018). I understand how teacher-student interactions can affect student self-efficacy (Hogle, 2021; Lewis and Hendricks, 2022). Learning about literature review methodologies and working thematic analysis has greatly improved my knowledge of effective and efficient literature review processes (Braun and Clarke, 2006). I feel this has enhanced my research skills and I am confident that I can apply this knowledge in the future. Thematic analysis has aided my academic development objectives which in turn has supported my professional development. It has done this by guiding my creation of a literature review methodology and conducting a rigorous literature review both of which have aided the process of critical reflection (Braun and Clarke, 2019). I feel that conducting this research project has met the learning outcomes outlined in the portfolio. I am certain this project will have an ongoing positive impact on my teaching and my students.
The largest challenge of this project was processing each document using thematic analysis. This took longer than estimated and caused a delay in completing the first full drafts of each assignment. This delay was further compounded by the project running through the Christmas break. Although I had not anticipated doing a high workload during that time, finding time to work was a challenging. I would plan a break if future projects were to run through Christmas. Fortunately, the project planning had enough buffer time that this delay did not affect being ready for the deadline. If I were to use thematic analysis for a future literature review, I would plan with the knowledge of how time consuming it can be. I can see many benefits of thematic analysis. It has the potential to aid deep immersion, familiarity, and understanding of data through its methodical process which supports critical thinking at each stage (Braun and Clarke, 2006, 2019). I feel self-efficacy knowledge is important for singing teachers, and teachers in any field, as it can have a significant impact on students’ learning and their mental health.
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Appendix 1: Inclusion criteria and rating
Inclusion criteria for any document when applied to teaching and learning in singing lessons or vocal coaching:
· Peer-reviewed articles (3 points)
· Author has 15+ years of experience teaching singing (2 points)
· Author has postgraduate qualification in field relevant to singing, teaching, and/ or learning (1 point)
· Evidence of stringency behind the article, i.e., researched area presented as a commentary not specifically aimed at an academic readership (1 point)
Point range: 1 to 7 points.
Inclusion criteria for any document when applied to teaching and learning in music lessons or vocal coaching:
· Peer-reviewed articles (3 points)
· Author has 15+ years of experience teaching music (1 point)
· Author has postgraduate qualification in field relevant to music, teaching, and/ or learning (1 point)
· Evidence of stringency behind the article, i.e., researched area presented as a commentary not specifically aimed at an academic readership (1 point)
Point range: 1 to 6 points.
Inclusion criteria for any document which has not been applied to teaching and learning in singing lessons or vocal coaching but may be of benefit in the voice studio:
· Peer-reviewed articles from experts in the areas of study (1 point)
· Author has 15+ years of experience teaching singing (1 point)
· Author has postgraduate qualification in field relevant to the subject (1 point)
· Evidence of stringency behind the article, i.e., researched area presented as a commentary not specifically aimed at an academic readership (1 point)
Point range: 1 to 4 points.

Appendix 2: Critical reflection model
The questions by Johns (Middleton et al., 2019) fitted into the Gibb’s cycle of self-reflection (Gibbs, 1988):
Description: What happened?
· Casual – what essential factors contributed to this experience? 
· Context - what are the significant background factors to this experience? 
· Clarifying – what are the key processes for reflection in this experience?
· What were the consequences of my actions for me and the student?
· 
Feelings: What were you thinking and feeling?
· What was I trying to achieve? 
· Why did I intervene as I did? 
· How did I feel about this experience when it was happening?
· 
Evaluation: What was good and bad about the experience?
· How did the student feel about it? 
· How do I know how the student felt about it?
· What internal factors influenced my decision making? 
· What external factors influenced my decision making? 
· What sources of knowledge did / should have influenced my decision making?
· 
Analysis: What sense can you make of the situation?
· Could I have dealt with the situation better? 
· How have I made sense of this experience in light of past experiences and future practice? 

Conclusion: What else could you have done?
· What other choices did I have? 
· What would be the consequences of these choices?
· How do I now feel about this experience? 
· How has this experience changed my ways of knowing?
· Empirics – scientific, Ethics – moral knowledge, Personal – self awareness 
· Aesthetics – the art of what we do, our own experiences
Action plan: If it arose again, what would you do?


Appendix 3: Excerpt of thematic analysis from this project
	Data source: TSD library - Research Studies in Music Education 2021, Vol. 43(2) 179 –194 SAGE

Title: Fostering singing agency through emotional differentiation in an inclusive singing environment (Hogle, 2021) 

Inclusion score: 7


	Quote
	Meaning (summary)
	Category
	Theme

	
Singing agency in music learning, one’s belief in one’s own capacity to sing aloud

	
Singing agency is self-belief in that skill
	
Self-belief
	
Beliefs

	
15 adults who self-identified as non-singers, provided understanding of experiences that they believed undermined their capacity for singing agency
	
Self-identification as non-singer

Self-identification may not be connected with singing ability in the view of others

Experience(s) caused their belief of lack of ability

Experiences can undermine confidence

	
Self-identification


Self-assessment vs external assessment




Past experience
Wound


Confidence
	
Self-identification


Assessment





Experiences



Confidence


	
Four initial themes emerged as participants described wounding incidents with resultant perceptions of deficit, disability, and shame








	
Experiencing feedback which wounded caused negative self-perceptions



What effect do these perceptions have on singing?
	
Wounding feedback

Negative self-perception

Self-perceptions-influence on singing
	
Wound

Perceptions


perceptions

	
The purpose of the current study is to contribute to this conversation by seeking insight into experiences of adults who expressed personal discomfort with singing, either alone or when others might hear them.
	
Some participants may always feel discomfort when singing.

Some participants may only feel discomfort when singing in the presence of others.
Perceived judgement?
	
Emotional discomfort 




Perceived judgement

Judgement
	
Emotions




judgement




Appendix 4: Example of thematic analysis reflective notes
	Dates: 10/11/2022, 

	Data source: TSD library - Research Studies in Music Education 2021, Vol. 43(2) 179 –194 SAGE
Title: Fostering singing agency through emotional differentiation in an inclusive singing environment (Hogle, 2021) 

Inclusion score: 7

	Personal interaction with the phenomenon
	Sadness that people have carried negative feelings about their voices when they could have had positive experiences.


	Code choices and operational definitions
	See theme tracker.
Codes evolved from descriptions and have not yet been fully collapsed to remove overlap of meaning.

	Emergent patterns, categories, themes, concepts, and assertations
	Self-identification connected with lack of singing agency 
Experiences (negative) caused the lack of singing agency
Wounding and pain at root of lack of agency
Hogle 2021 labelled theme as ‘wounding produces deficit, disability, shame.’
Singing agency connected to emotions
Singing agency connected to socio-contextual environment
Relationship between voice and self
Perceived judgement
Perceived obstacles to singing agency
Comparison to a perceived standard
Comparison leading to wanting to hide their singing
Comparison and no language used shows perception that abilities can change/ develop

Non-singers’ belief that singing ability is inborn
Belief connection with ability to develop
Belief in negative outcome can reflect perception of lack of musical agency
Anxiety
Personal definitions of good singing

Criticism from music educators
What the music educators said was perceived as criticism
Music educators word became introjects
These experiences had lasting, negative effects



	Networks: connections, links, overlaps, and flows in the above
	Perceived judgement and anxiety link
Anxiety connected with ‘non-singer’ label
Self-identification connected with lack of singing agency 
Experiences (negative) caused the lack of singing agency



	Emergent or existing theory: 
How could this apply in a larger context? 
Is it generalisable (Universal?)?
Metaphor and symbols at work in the data.
Speculate about how your theory predicts human action and why those actions occur

	Relationship between external feedback and self-perceptions can limit development opportunities.

Student perceived judgment and perceived obstacles – how do we work around this?

Belief – how can we work with this to help singers?

Emotions and anxiety link with singing


	Problems with my study:
Can they be solved?
	This document has information relevant to my research question and contextualises the origins of experiences which caused reduced self-efficacy.

	Ethical dilemmas
	Avoiding plagiarism.

	Further reading from document references 
	(Welch, 2017)
Turino’s (2008) concept of participatory performance, in which all participate in an assessment free, non-evaluative experience

	Possible future direction of the study
	Analysing the network of themes should reveal any overlap of meaning (to reduce themes). It appears that this analysis will have clear outcomes which would contribute to answering the research question.

	Reflect on previous reflective memos so far
	This is the first document to undergo TA.

	Thoughts for the final report
	Write up style ideas in:
Involvement of Critical Thinking Education in University Studies:
A Qualitative Research Saulius and Malinauskas (2021)





Appendix 5: Self-efficacy toolkit
How to notice a lowered sense of self-efficacy:
If a student disclosed an experience which wounded their self-efficacy (Hogle, 2021):
· Remember details of the wounding incidents
· Note potential triggers for that singer
· Discuss empathically (Hogle, 2021)
· Empower student by involving them in a problem solving process (Creech and Hallam, 2015; Hogle, 2021)
· Review at appropriate times to keep the singer aware of progress (Stephenson, 2018; Lewis and Hendricks, 2022)
If a student does not disclose a particular incident be aware of signs of a lowered sense of self efficacy, such as:
· Shame around singing (Hogle, 2021; Lewis and Hendricks, 2022)
· Anxiety when singing (Hogle, 2021; Lewis and Hendricks, 2022)
· Self-identifying as a non-singer (Hogle, 2021)
· Recounting negative learning experiences (Hogle, 2021; Lewis and Hendricks, 2022)
· Recounting criticism or upsetting feedback (Creech and Hallam, 2015; Hogle, 2021; Lewis and Hendricks, 2022)
· Discussing confusion around singing or an aspect of singing (Constantin, Powell and McCarthy, 2021; Hogle, 2021; Lewis and Hendricks, 2022)
Other symptoms of lowered self-efficacy are:
· Feeling a lack of freedom when singing. This may regard expression, technique, or physiological freedom (Kerr et al., 2013; Blackhurst, 2021)
· Negative thoughts about their singing (Lewis and Hendricks, 2022)
· Negative beliefs about their singing (Creech and Hallam, 2015; Ross, Kaminski and Herrington, 2019; Lewis and Hendricks, 2022)
· Low-self esteem (Cramer, 2000; Moghal and Khanam, 2012)
· Discomfort around evaluation (Creech and Hallam, 2015; Hogle, 2021)
· Emotional states such as: confusion, helplessness, rejection, and shame (Constantin, Powell and McCarthy, 2021; Hogle, 2021; Lewis and Hendricks, 2022)
Students with lowered self-efficacy my have discomfort in certain situations which may manifest as self-protection behaviours:
· Environmental sensitivity (Hogle, 2021; Lewis and Hendricks, 2022)
· Perceiving obstacles to singing 
· Discomfort around judgement, learning, instruction, and comparison 
(Hogle, 2021; Lewis and Hendricks, 2022)
Self-protection could also lead to avoidance of:
· Wounds 
· Certain skills
· Particular environments
· Judgment 
(Hogle, 2021; Lewis and Hendricks, 2022)
Self-protection could happen to the extent of isolation and limiting the potential to develop self-efficacy (Hogle, 2021; Lewis and Hendricks, 2022). 
Developments areas which can support 
· Mastery experiences (Bandura, 1997; Ritchie and Williamon, 2011; Lewis and Hendricks, 2022)
· Vicarious learning (Bandura, 1997; Ritchie and Williamon, 2011)
· Feedback with encouragement (Lewis and Hendricks, 2022)
· Cognitive self-regulation skills (McLeod and Maxfield, 2020; Lewis and Hendricks, 2022)
· Reflective skills (through reflective dialogue) (Creech and Hallam, 2015; McLeod and Maxfield, 2020)
Helpful practice routine (leading to mastery experiences) (Bandura, 1997; Creech and Hallam, 2015; Lewis and Hendricks, 2022)
· Problem solving skills, acceptance and the normalisation of mistakes (Hogle, 2021)
Attitudes and approaches a teacher can bring to support self-efficacy improvements:
· Support (Lewis and Hendricks, 2022)
· Democracy, cooperation, inclusivity, and togetherness (Clift and Morrison, 2011; Creech and Hallam, 2015; Molbaek, 2018; Hogle, 2021)
· Self-awareness and awareness that their beliefs feed into teacher-student interactions (Ritchie and Williamon, 2011; Lewis and Hendricks, 2022)
· Developmental/ growth mindset (Woody et al., 2019; Hogle, 2021)
· Student empowerment (Creech and Hallam, 2015; Stephenson, 2018; Hogle, 2021; Lewis and Hendricks, 2022)
· Empathy and compassion (Czajkowski, Greasley and Allis, 2020; Hogle, 2021). Teacher(Molbaek, 2018; Hogle, 2021; Lewis and Hendricks, 2022).
Challenges which could be faced:
· Students may not seek learning in skill they have a low sense of self-efficacy (Wehr, 2016; Hogle, 2021; Lewis and Hendricks, 2022)
· Binary thinking such the concept of singer vs non-singer and the idea of singers being ‘gifted’ or ‘talented’ (Woody et al., 2019; Hogle, 2021; Lewis and Hendricks, 2022)
· Self-assessment and self-criticism (Hogle, 2021; Lewis and Hendricks, 2022)
· Culture and society (Eva and Regehr, 2005; Wehr, 2016; Herbst, 2020)
· Personal definitions, interpretations, and beliefs (Hogle, 2021; Lewis and Hendricks, 2022)
· Perfectionism (Haase et al., 2015; Hogle, 2021)
· Anxiety (Hogle, 2021; Lewis and Hendricks, 2022)
· Fears i.e. shame, evaluation, comparison or failure (Bandura, 1997; Creech and Hallam, 2015; Hogle, 2021)
· Confusion (Creech and Hallam, 2015; McLeod and Maxfield, 2020; Blackhurst, 2021; Lewis and Hendricks, 2022)


Strategies which can support self-efficacy improvements are:
· Having self-efficacy at the heart of the teaching and learning process (Ritchie and Williamon, 2011; Creech and Hallam, 2015; Molbaek, 2018; Stephenson, 2018; Woody et al., 2019; Hogle, 2021; Lewis and Hendricks, 2022)
· Student-led process (Ritchie and Williamon, 2011; Creech and Hallam, 2015; Stephenson, 2018; Hogle, 2021; Lewis and Hendricks, 2022)
· Student engagement in learning (Bandura, 1997; Blackhurst, 2021; Hogle, 2021; Lewis and Hendricks, 2022).
· Process-led work which supports a developmental/ growth mindset (Stephenson, 2018; Blackhurst, 2021; Lewis and Hendricks, 2022)
· Framing vocal development as a physiological process can make feedback ‘less personal’ (Hogle, 2021)
In learning environment can support self-efficacy by including:
· Inclusivity (Wehr, 2016; Molbaek, 2018)
· Welcoming and engendering feelings of safety, connection and community (Molbaek, 2018; Hogle, 2021; Lewis and Hendricks, 2022).
· Acceptance and self-acceptance for singers and learners has been linked with safe learning environments (Hogle, 2021)
· Enhancing and encouraging learning environments (Ritchie and Williamon, 2011; Creech and Hallam, 2015; Hogle, 2021; Lewis and Hendricks, 2022)
· Promoting a playful and exploratory attitude (Creech and Hallam, 2015; Hogle, 2021; Lewis and Hendricks, 2022)
Other supportive strategies are:
· Focusing a task towards creativity (Creech and Hallam, 2015; Lewis and Hendricks, 2022)
· Mindfulness training for the teacher and student (Jha et al., 2010; Czajkowski and Greasley, 2015; Lewis and Hendricks, 2022)
· Incorporating mindfulness into singing lessons (Jha et al., 2010; Czajkowski and Greasley, 2015; Lynch and Wilson, 2018; Ross, Kaminski and Herrington, 2019; Evans et al., 2021; Lewis and Hendricks, 2022)
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