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[bookmark: _Toc229776750][bookmark: _Toc230852994]Component 1 
[bookmark: _Toc229776751]How can fostering socially and emotionally safe learning environments support student risk-taking in private voice instruction?
[bookmark: _Toc230852995]Introduction
As a private singing instructor, a common obstacle I encounter with students is the avoidance of vulnerable risk-taking during instructional time. This is common amongst my adolescent students, especially those who come to lessons seeking a sense of belonging among peers in certain skill-based ensembles. Also, American students are influenced by a binary cultural belief in identity as singer/non-singer and those who self-identify as non-singers may face even greater obstacles to risk-taking (Joyce, 2003). Research indicates that vulnerability is an inherent element in music learning and performing (Maunu, 2019; MacGregor, 2022). Exploring the full potential of one’s voice requires a willingness to try new ways of moving, phonating and gesturing (Wiggins, 2011; Shean and Mander, 2020; MacGregor, 2022), and students’ unwillingness to engage in this way creates obstacles to their growth in uncovering their own unique voice. Research indicates that students equipped with coping strategies for dealing with vulnerability and the discomforts associated with learning challenges have better learning outcomes (Hellman, 2020). 
A goal for my practice is to foster a space that welcomes vulnerability, failure and discomfort into the learning process. As a means to apply best practice strategies for welcoming vulnerability to my practice, I plan to create a graphic organizer for recording and quickly accessing relevant student information during instructional time. The intended purpose of the organizer is to foster a learning environment in which students feel safe enough to take risks. 
Within education research, this type of learning environment is referred to as a socially and emotionally safe learning environment (SESLE) (Shean and Mander, 2020). This type of learning environment is necessary for students to successfully learn (Harjunmaa, Maatta and Uusiautti, 2023). 
[bookmark: _Toc229776752][bookmark: _Toc230852996] Planned Programme of Study
[bookmark: _Toc230852997]Theoretical and Practical Influences
Social and emotional safety is defined in the literature as an experience in which an individual feels free to express ideas and emotions, motivated to try new things, and safe to take risks without fear of being judged or ridiculed (National Center on Safe and Supportive Learning Environments, 2023). Vincent (1996) notes the constructive nature of perceptions of safety, dependent on the individual’s level of trust in other group members and previous personal experiences. 
Research on the creation of SES spaces in the context of group learning, classrooms, and schools is readily available and can guide choices in the studio. Much of the research on fostering SESLE recommends providing students with a sense of agency (Wiggins, 2011; Hogle, 2021; Sherwood, 2023), a focus on process over product (Helding and Ragan, 2022; Paul, Juncos and Winter, 2024), practicing an ethic of care (Harjunmaa, Maatta and Uusiautti, 2023), building trusting and respectful relationships (Yerichuk, 2011; Shean and Mander, 2020), and accepting vulnerability through valuing of mistakes (Higgins, 2008; Wiggins, 2011; Yerichuk, 2011). While there is little research directed specifically at SESLE in the voice studio, there is some research that addresses SESLE in relation to music education (Hendricks, Smith and Stanuch, 2014; Maunu, 2019). Also, research on music performance anxiety (MPA) addresses the issue of vulnerability within the voice studio (Kenny, 2005; Mahony, Juncos and Winter, 2022; Paul, Juncos and Winter, 2024). Studies of Trauma-Informed Music Instruction (TIME) demonstrate the importance of students’ perceptions of trust, safety, and agency (Sauerland, 2021). Jordan (2020) discusses the impact of fear in the voice studio as it relates to learning outcomes and provides evidence-based interventions to address the challenge.  Applying a student-centered approach to instruction is suggested as an important element of SESLE  (Parker and Hutton, 2023; Sherwood, 2023), which aligns with broader recommendations of instructional best-practices across the field of voice pedagogy (Stapleton and Barber, 2023). 
[bookmark: _Toc230852998]Methodological influences
A primary purpose of this study is to apply theory to practice, as Nelson (2022) refers to as praxis, which will be supported through the application of a practice-as-research (PRaR) methodology. An intuitive inquiry approach to research (Anderson, 2019) will also be applied to the literature search and data analysis, allowing for the a (re)informed analysis of new information alongside self-knowledge and current practices. 
[bookmark: _Toc230852999]Aims
1. Create a socially and emotionally safe learning environment in my studio, in order to foster acceptance of vulnerability.
2. Apply best-practice recommendations for creating SESLE that are aligned with my personal teaching experiences and values and fill gaps in my current practice.
3. Create a student interest graphic organizer that is informed by best practices for supporting SESLEs. 
[bookmark: _Toc230853000]Objectives
1. Carryout a narrative literature review in order to research and analyze best practice recommendations for providing a SES learning environment.
2. Record reflections on personal practice alongside connections and insights from the literature in a written learning journal. 
3. Combine analysis of literature with data from personal reflections to critique current practice and determine most applicable interventions for future instruction and apply to development of graphic organizer. 
[bookmark: _Toc230853001]Expected Learning Outcomes
Expected learning outcomes for this module are: 
1) To design and carry out a study that explores various theoretical and practical strategies for constructing socially and emotionally safe learning spaces, to determine which well-supported practices are most relevant to my practice, and to effectively apply that learning to my artefact. 
2) To understand ways in which I currently support a SESLE and how I can support the application of these and new methods to improve my effectiveness in creating SESLE that will help my students to feel brave enough to take risks during voice instruction. 
3) To critically evaluate the effectiveness of my artefact in understanding and constructing SESLE.
[bookmark: _Toc230853002]Assessment Criteria
Successful completion of aims and objectives will be based on the following criteria:
1) Do I have a clear understanding of practices I can incorporate into my studio to foster a SESLE?
2) Does the design of the graphic organizer incorporate best practice recommendations for supporting acceptance of vulnerabilities and valuing risk-taking?
3) Does the graphic organizer support the creation of SES learning space in my studio?
4) Is the graphic organizer functional for me during my practice?

[bookmark: _Toc230853003]Timescales and Review Dates
[image: ]
[bookmark: _Toc230853004]Figure 1: Gantt chart of timeline for completion (Geraldi and Lechler, 2012). 

[bookmark: _Toc229776753][bookmark: _Toc230853005]Methodology
A constructive paradigm informs the research question and design of this study, understanding that truth and reality are believed to be constructed based on each individual’s experience (Leppink, 2017). Perceptions of emotional safety and vulnerability will differ according to individuals’ lived experiences (Yerichuk, 2011). The construction of those perceptions will need to be considered within the processes of literature analysis and artefact design. 
The purpose of this project is to address a problem or obstacle in professional practice, which research has shown can effectively be addressed through a practice-based research methodology (Candy, 2006). A Practice as Research (PRaR) methodology was chosen for this project as it allows for the combination of knowledge from the literature with knowledge from personal experience (Nelson, 2022).  An intuitive lens of inquiry was applied throughout the process in order to mitigate potential tensions between the focus on the subjective knowledge of the researcher, subjective needs of the practitioner, and the systematic nature of the literature review process (Anderson, 2019). 
The study will involve several iterations of a reading, reflecting, and designing, based on Nelson’s (2022) begin, doing, knowing. To begin, I will conduct a practice review, in which I will explore the availability of relevant studies and publications in order to gain a better understanding of the context in which my current practice and my line of inquiry sit (Nelson, 2022). I will begin the search using Google Scholar and the UWTSD library search engine with the terms “vulnerability + singing+ pedagogy” as the idea of vulnerability is central to the problem I am addressing in my studio.
After initial reading and reflection, I will begin a deeper literature review, with refined search terms based on findings from the practice review and driven by an intuitive inquiry approach to exploration and research (Anderson, 2019) See Appendix B for the evolution of search terms.
Inclusion criteria for literature review:
1. Publications related to the creation of SESLE in music education and broader school contexts. 
a.  This will exclude papers focused on best practices for direct teaching of SES skills to students and papers that focus on contexts outside of education.
2. Grey literature, in order to explore a wider array of current best practice recommendations (Lawrence et al., 2014). 
There will be no initial exclusion criteria based on dates because of the small number of studies found in the practice review. However, this may change as the search terms evolve. This literature review is not intended to be exhaustive, but to continue until a large array of theories, practices and themes have emerged guided by intuition in terms of applicability to practice. 
I will carry out subsequent iterations of reading, reflecting, and designing. During the design phases, I will apply a trial-and-error approach, as supported by an intuitive inquiry research (Au-Yong-Oliveira, Kuehnel and Gil Andrade-Campos, 2024) to determine the visual requirements for the graphic organizer.  This will be influenced by self-knowledge regarding my own learning and information processing preferences.
[bookmark: _Toc230853006]Ethical considerations
[bookmark: _Hlk228952469][bookmark: _Toc229776754]The artefact I am planning to make involves the collection of personal student information. I will need to be conscious of the ways in which I store the artefacts when in use, and how I ensure others are not able to access them. Also, it is likely that strategies for addressing social-emotional learning have the potential to blur the line between instruction and therapy. It will be essential to consider the motivations for the collection of personal information within the context of singing instruction and not go beyond the professional boundaries. 
[bookmark: _Toc230853007]Component 2
[bookmark: _Toc230853008]Introduction and Context of Artefact
The purpose of this study is to determine how best I can foster a learning environment that supports the bravery in risk taking required for full engagement with learning. My underlying motivation broadly serves my values and mission as a voice teacher, stated below:
To foster a lifelong love of learning across a broad population of singing abilities and identities, by developing an instructional practice that is student-centered, cooperative, growth-focused, inclusive, and accessible to all types of learners. 
In my own practice, I do not always feel confident in my efforts to guide students when they struggle with vulnerability and risk-taking. I want to ensure that the learning experience I provide allows space for perceptions of emotionally safe risk-taking.
Designing an experience requires acknowledgment of the complex interaction of social and emotional influences on a person’s individual perceptions. In my own practice, I am especially sensitive to ways in which cultural beliefs in binary singer/non-singer identities impact that experience (Knight, 1999; Joyce, 2003; Richards and Durrant, 2003; Chong, 2010; Sweet, 2018; Blair, 2022). The interplay between the influence of identity, motivation, self-efficacy, and safety on perceptions of learning experiences are considered in determining how best to apply strategies in my own practice. Findings from the literature review indicate that practitioners apply strategies to foster motivation (Chapman, 2017), self-efficacy (Wiggins, 2011), and emotional safety (Grier, 2023).
Selected methodologies for this study were chosen based on their effective applicability to combing theory with practice, and allowing for inclusion of knowledge supplied by a practitioner’s intuition (Candy, 2006; Au-Yong-Oliveira, Kuehnel and Gil Andrade-Campos, 2024).  Applying Nelson’s (2022) framework of ‘being, doing, knowing’, I carried out iterative cycles of reading, reflecting, and designing, including an inquiry-based literature review (Anderson, 2019), resulting in the development of a Student Interest Profile (SIP) graphic organizer. The purpose of the document is to gather, record and visually organize relevant student information to support a SESLE, which is shown to improve learning outcomes (Shean and Mander, 2020). The elements, visual design and approach to implementation are based on findings from the research. See Appendix A. 
The aim of this critical review is to determine if and/or how the SIP document reflects effective application of theory to practice. More specifically, whether the SIP positively impacts my ability to provide a SES learning environment that values risk taking. The objective of the critical review is to explore the development of the SIP through a Know That, Know How, Know What framework (Nelson, 2022) in order to better understand the ways in which conceptual and  procedural knowledge worked together in the development of the artefact.


[bookmark: _Toc230853009]Know That
[bookmark: _Toc230853010]Defining Socially and Emotionally Safe Learning Spaces
Students need to feel both physically and emotionally safe in order to learn (Maslow, 1943). According to the National Center on Safe and Supportive Learning Environments, socially and emotionally safe (SES) learning occurs when an individual feels confident and free to take risks and try new things without fear of judgment or ridicule (2023). This definition specifically describes SES as an experience. Other definitions focus on ideal behaviors that occur in SES, such as accepting risk (Hattie, 2012), fully engaging in learning (Shean and Mander, 2020), and expressing oneself freely (Harjunmaa, Maatta and Uusiautti, 2023). For the purposes of this investigation, I will use the following definition by Shean and Mander (2020) to define SES in a school setting because it includes both the ideal student feelings and behaviors as well as the role of teachers in building and maintaining SESLEs. I have changed out the word ‘school’ for ‘voice studio’ in the quote to provide a clearer context (Armentrout, 2023):
An emotionally safe [voice studio] is one where there are systems and structures that provide boundaries and self-worth in students; which results in the students feeling connected, respected, and valued; and through those feelings they are able to fully engage in relationships and learning, and express their true self. (Shean and Mander, 2020, p 229).
An individual’s perception of SES is not fixed, adjusting along a continuum based on the amount of trust held in oneself, and in other group members (Vincent, 1996). Trust in oneself and others is influenced by self-efficacy (Schunk, 2012) and identity (Joyce, 2003; Chong, 2010). Safe learning spaces develop through social relationships, (Armentrout, 2023) and all group members influence each other’s perceptions (Bandura, 1977). There is not one way to foster SES that will work for every individual, as each individual brings their own past experiences and beliefs into the space (Wiggins, 2011; Shean and Mander, 2020). 
While research shows that risk-taking is integral to learning (Crocker et al., 2006; Hattie, 2012; Shean and Mander, 2020; Harjunmaa, Maatta and Uusiautti, 2023), the perceptual nature of safety and vulnerability prohibits teachers from guaranteeing a learning space free from discomfort (Yerichuk, 2011). Higgins (2008) argues that acknowledgement of “safety without safety” (pg 230) is a way to welcome the inherent vulnerability of learning. Yerichuk (2011) refers to this as troubled learning, where students learn that feeling emotionally safe in learning experiences should not exclude negative feelings or discomfort, but instead should welcome challenges and failure into the learning environment. 
Strategies for fostering SESLEs specifically in the context of music education have been directly addressed within practitioner literature. DeYong (2023) and Sauerland (2021) explore a framework of Trauma-Informed Care (TIC): empowerment, choice, collaboration, safety and trustworthiness. This framework is not intended to treat trauma, but to create an environment that is sensitive to the breadth of lived experiences students bring to the studio (DeYong, 2023).  
The aims of TIC strongly align with those for creating SESLE. For example, Hendricks, et al (2014) explore conditions for creating what they refer to as brave spaces (Arao and Clemens, 2023) for music learning. Similar to the TIC framework, they emphasize the importance of agency, and adaptive, student- centered instruction that values individual interests and demonstrates care for students as people (Hendricks, Smith and Stanuch, 2014). A student-centered learning approach (Chapman, 2017; Fung, 2018; Fuss, Daniel, and Charles Stuart University, 2020; Sherwood, 2023), facilitation of agency (Wiggins, 2011; Helding and Ragan, 2022; Parker and Hutton, 2023; Manternach, 2025; Becker and Goffi-Fynn, 2026) acknowledgment and acceptance of vulnerability and risk-taking (Wiggins, 2011; Yerichuk, 2011; Hendricks, Smith and Stanuch, 2014), and development of trust between teacher and student (Chapman, 2017; Grier, 2023; Hendricks et al., 2024; Benkert, 2026) are all supported throughout the research as effective elements of a SESLE for musicians and as important elements of effective vocal instruction. 
Fostering authenticity and acceptance of the student as they are, including through use of inclusive language is suggested in supporting a learner’s sense of value and care. (Armentrout, 2023; Magno Viana Domingues and Pedrosa, 2025). Several authors suggested the use of various forms of body work, such as yoga (Jordan, 2020; Schabas, 2025), Feldenkrais method and Alexander Technique (Magno Viana Domingues and Pedrosa, 2025), and breathing exercises (Kiik-Salupere, 2012). There is strong-support for these methods across the research, but they require special training I do not currently have, so I have not considered any type of body work for current application to my practice. 
While not all of these resources were speaking directly to SES needs, they are directed at the goal of developing effective vocal pedagogy practice. Many of these elements of SESLEs support the presence of other elements. For example, justification for fostering agency is that it supports motivation, which in turn supports a learner’s willingness to take risks (Hendricks, Smith and Stanuch, 2014). Building trusting relationships can be fostered by showing interest and responsiveness to student needs (Harjunmaa, Maatta and Uusiautti, 2023), which also aligns with a student-centered pedagogy (Shean and Mander, 2020). 
[bookmark: _Toc230853011]Trust, Self-Efficacy, and Motivation
Returning to the purpose of this paper, I am hoping to gain an understanding of ways that I can foster brave spaces for embracing vulnerability and ultimately create a SESLE. Across the research, the various recommendations made by other practitioners contributed to fostering SES and a willingness to take risks through at least one of three categories: motivation to learn, self-efficacy, and trust. More simply stated, for students to be willing to fully engage in learning, they need to want to learn, to feel capable of learning, and to feel safe to engage without fear of harm. These three elements are interdependent (Schunk, 2012; Hellman, 2020; Shean and Mander, 2020). Without trust, a student’s self-efficacy can decrease (Grier, 2023; Hendricks et al., 2024). Fostering agency supports motivation, which in turn supports a learner’s willingness to take risks (Hendricks, Smith and Stanuch, 2014). Building trusting relationships can be fostered by showing interest and responsiveness to student needs (Harjunmaa, Maatta and Uusiautti, 2023), which also aligns with a student-centered pedagogy that contributes to self-efficacy (Shean and Mander, 2020).  Also, taking steps to foster motivation can contribute to higher self-efficacy and stronger sense of trust. See Figure 2 for an example of how this was applied in the SIP.
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[bookmark: _Toc230853012]Figure 2: Elements of SIP documenting student preferences, ensemble experience and music reading abilities.
Asking a student questions about their musical interests and preferences shows students that you value their opinions (relationships) (Shean and Mander, 2020) and informs the co-creation of goal setting (self-efficacy and motivation) (Hendricks, Smith and Stanuch, 2014). Knowing about their abilities, such as what school choir a student is accepted into or whether or not they can read music is helpful because it can influence decisions regarding appropriate instruction methods (Jordan, 2020) (student-centered and ability appropriate) and provides information on potentially sensitive influences on their musical identity (self-efficacy and safety) (Joyce, 2003; Wiggins, 2011). Understanding the relationship between all three allows me to choose which strategies for fostering trust, motivation and self-efficacy fit well with my artifact and other practical needs.
[bookmark: _Toc230853013]Relationships of Trust
Trust is an essential part of effective relationships (Shean and Mander, 2020) and a positive classroom climate (Hattie, 2009). Development of trust between student and teacher increases a students’ willingness to take risks and accept vulnerability (Higgins, 2008; Yerichuk, 2011; Grier, 2023; Stapleton and Barber, 2023) improves musical achievement (Hendricks et al., 2024), promotes an inclusive learning environment (Davis-Hazell, 2024) encourages reflection (Hendricks, Smith and Stanuch, 2014) and can help increase self-efficacy (Hattie, 2009).
Demonstrating an interest in students as individuals (Hendricks, Smith and Stanuch, 2014) , showing they are valued for their unique qualities (Hogle, 2021; Becker and Goffi-Fynn, 2026), and setting positive examples of respect and care for others (Harjunmaa, Maatta and Uusiautti, 2023) are all ways to develop a teacher-student relationship based on trust. 
Within a trusting relationship, teachers are better able to help students deal with the discomfort that often accompanies new learning. Providing students with a way to “attend differently” (Nelson, 2022, p. 139) to the idea of risks or potential failure allows students to view them in light of their positive benefits, such as greater self-awareness and experiences with a broader variety of technical interventions (Higgins, 2008; Yerichuk, 2011). Principles of Positive Pedagogy also offer three main elements teachers can use to build a trusting relationship: recognize student needs, be willing to address those needs, and ensure students can perceive you are making an effort to meet their needs (Harjunmaa, Maatta and Uusiautti, 2023) .
[bookmark: _Toc230853014]Self-efficacy
Self-efficacy is the likelihood that one believes they will be successful at a task or performance (Bandura, 1977) and is an important influence on motivation to learn (Schunk, 2012). Pedagogy that incorporates a growth mindset (Dweck, 2008) can foster self-efficacy by helping instructors model to students that they believe they are capable of learning and that singing is a learned skill any one can do. Similarly, celebrating the process of learning over the product reinforces the value of personal improvement and growth, instead of comparing oneself to others (Chapman, 2017; Walker and Commander, 2017). Co-creating goals with students, both short- term and long term, is a well-supported element of fostering a growth mindset (Dweck, 2008). It is important that the student be able to clearly understand what meeting that goal looks like, and to set a timeframe for completion (Locke, 2013; Stapleton and Barber, 2023). Providing ability-appropriate instruction also contributes to self-efficacy, giving students access to opportunities to feel successful and challenged at the same time (Jordan, 2020).  Special considerations for students with perfectionist tendencies should be made, as self-efficacy for these students tends to be lower despite positive learning outcomes (Yu, Chae and Chang, 2016; Molnar et al., 2026). 
[bookmark: _Toc230853015]Motivation
Students who are motivated to learn are more willing to engage in risk taking (Shean and Mander, 2020), which has been shown to improve learning outcomes (Hellman, 2020). Instructors can facilitate motivation-to-learn by including students in decision making, such as  repertoire selection or the short-term goals for a lesson (Hendricks, Smith and Stanuch, 2014; Jordan, 2020). As with self-efficacy, goal setting works to foster motivation to learn by giving students a clear idea of why certain exercises are important and helps increase their willingness to take risks (Stapleton and Barber, 2023). When students understand the purpose of a particular task, they have a better understanding of what they will gain from taking a risk. This enables them to confidently choose when or how they engage in risk-taking.
In the next section, examples of how theories of SESLE building and strategies for intervention can be applied in the studio through the use of a graphic organizer will be demonstrated.



	

[bookmark: _Toc229776755][bookmark: _Toc230853016]Know How 
The information presented in the previous section provides a deeper understanding of the concept of SESLEs, how they influence learning, and what components are necessary for successfully building and maintaining them in my own practice. It also demonstrates how strategies for building trusting teacher-student relationships, improving self-efficacy and fostering motivation contribute to an environment in which my students are willing to be brave learners who take risks. 
My decisions regarding how best to approach fostering SESLE in my own studio were the result of praxis, or the informed application of theory to practice (Nelson, 2022). Combining my own personal reflections on practical experiences combined with well-supported recommendations from the literature on how best to support SESLE led to the development of a Student Interest Profile graphic organizer, which is designed to support the building of trust-based teacher-student relationships, to foster self-efficacy, and to support students’ motivation to learn. These three efforts all contribute to creating a SESLE where students feel safe to take risks (Hendricks et al., 2024), a necessary component of effective learning (Shean and Mander, 2020). 
[bookmark: _Toc230853017]Designing the Student Interest Profile 
Development of the SIP was carried out in multiple iterations of reading, reflecting and designing (Nelson, 2022). Based on early reading and reflection, I created an initial list of the types of information I felt would be most useful for fostering a SESLE through relationship building, self-efficacy and motivation interventions, also considering the influence of identity.  I then began to develop the physical structure of the organizer using the online design platform Canva. I chose to use a pre-made template because it was likely to provide me with a framework for a design that was visually organized and aesthetically pleasing. See Appendix C for iterations of drafts. 
The SIP’s effectiveness depended on the accessibility of information. Through trial-and- error (Au-Yong-Oliveira, Kuehnel and Gil Andrade-Campos, 2024), I developed a layout that met my information-processing preferences (Honey and Mumford, 1986; VARK, 2026).  Returning to my research question, I determined that my intention of filling out the form on my own was not the best approach. Instead, in order to foster open communication (Hendricks, Smith and Stanuch, 2014), co-construction of goals (Hendricks, Smith and Stanuch, 2014; Jordan, 2020; Sauerland, 2021; Stapleton and Barber, 2023), and attention to my students as individuals (Hogle, 2021; Armentrout, 2023), I decided that filling the form out with students would be more aligned with best-practices. In its final form, the document applies best practices for fostering trusting relationships, self-efficacy and motivation to learn and functions most effectively when it is implemented through discussions between teacher and student. See Appendix D for a sample of the SIP in use. 
[bookmark: _Toc230853018]Trusting Relationships
In my current practice, I work to build trust and care by demonstrating an interest in my students’ personal activities and interests. I value their input on repertoire selection and I note their personal interests outside of the studio. When I struggle to retain this student information in the middle of the instruction, obstacles to ensuring this contributes to instructional decisions and the building of positive relationships occur. Remembering, for example, which students love or hate singing country music, who plans to try out for the school musical, and who is motivated by their love of singing with their family is difficult when there are many students to manage. I want to be confident the details are accurate when I draw them into lesson activities or discussions. 
[image: ]
[bookmark: _Toc230853019]Figure 3: Elements designed to collect student preferences and motivations.
Elements 3, 5, and 7 provide evidence of ways in which I addressed this (see Figure 3). Walker and Commander (2017) recommend bringing a student’s personal motivations for singing and learning into the lesson, as a way to demonstrate care for individuals and to foster trust.  Element 3 provides a space to record that information. Elements 5 and 7 document students’ personal preferences in music listening and performing, and any broader likes/dislikes, for example, a register or their voice that a student strongly dislikes using. That information would be documented under the cloud icon. This applies recommendations for providing students with a sense of care and trust by helping them feel seen as individuals (Hogle, 2021; Armentrout, 2023). 
[image: ]
[bookmark: _Toc230853020]Figure 4: Elements designed to support individualized instruction.

In addition to preferences, focusing on individual needs of students supports development of a trusting relationship (Walker and Commander, 2017; Grier, 2023; Hendricks et al., 2024).  In my practice, this is demonstrated by an awareness on my part of the past learning students and I have shared. When I cannot remember which concepts students are already familiar with, it feels as though I am not providing them with a sense of continuity in progression towards their goals. Element 8, which lists concepts and images I commonly use in instruction, allows marking of which ideas we have discussed previously, is designed to support this (see Figure 4). Maintaining an awareness of previous learning experiences helps me to apply my best efforts towards instruction focused on a student’s individual needs in the present moment, while also supporting the students’ perception of individualized instruction (Bonneville-Roussy, Hruska and Trower, 2020; Armentrout, 2023; Fried et al., 2023). Allowing a space for a moveable sticky note listing a student’s current repertoire, shown in element 11, also helps provide a continuity of instruction from lesson to lesson, which contributes to building trust by demonstrating my care for their specific needs (Harjunmaa, Maatta and Uusiautti, 2023).                            
[image: ]
[bookmark: _Toc230853021]Figure 5: Elements designed to record co-constructed student goals.

[bookmark: _Toc230853022]Self-Efficacy and Motivation
In my current practice, I use language based on a growth-mindset pedagogy (Dweck, 2008) which is well supported in the research for improving self-efficacy and motivation (Wiggins, 2011; Hendricks, Smith and Stanuch, 2014; Chapman, 2017; Jordan, 2020). We also co-construct goals, which aligns with the literature (Hendricks, Smith and Stanuch, 2014; Helding and Ragan, 2022). However, I am not always consistent with referring back to those goals, or with helping them to understand what it looks like when they achieve them. 
Elements 4 and 9 were designed to address this gap in my practice (see Figure 5), in which I applied recommendations for co-constructing clear and timely goals (Locke, 2013; Hendricks, Smith and Stanuch, 2014; Chapman, 2017; Walker and Commander, 2017). The target on element 4 holds a space for placing a sticky note listing short-term goals, allowing for frequent adjustment. Element 9 documents long-term goals, including a section for recording how achievement of those goals will be measured. In addition to supporting self-efficacy, by co-creating timely goals and measures for success, we create a space in which students can feel individually valued and cared for by a teacher they trust to address their needs (Hendricks, Smith and Stanuch, 2014; Armentrout, 2023; Fried et al., 2023). 
Other obstacles in supporting self-efficacy and motivation occur in my practice when students are unwilling to attempt novel or strange sounds, such as a sob or a calling crow, citing discomfort or embarrassment. Through procedural knowledge, I know that making strange or novel sounds is an important part of learning to sing, but I don’t feel confident that I can foster a space that allows them to feel safe from judgment or ridicule. 
[image: ]
[bookmark: _Toc230853023]Figure 6: Elements designed to document students’ specific abilities, including range and music reading skills. 
[image: ][image: ]A student’s willingness to take risks across various learning contexts, for example sports (Janning, 2022), general education (Bosacki, Talwar and Lecce, 2023), and life (Crocker et al., 2006) have been positively correlated with high levels of self-efficacy and motivation. Elements 1, 2, and 6 were designed to support development of self-efficacy and motivation by helping to ensure learning challenges and tasks in the voice studio fall within students’ abilities (Jordan, 2020). See Figure 6. Element 6 records a students’ current vocal range and element 2 records students’ music reading abilities or experiences. Element 1 documents whether or not a student can trill their lips or roll their tongue, which are skills that I frequently utilize to address airflow or tension. Asking students to perform tasks outside of their abilities can potentially lower self-efficacy (Parker and Hutton, 2023; Hendricks et al., 2024), therefore maintaining an awareness of ability ranges and boundaries can mitigate any harm to students’ self-efficacy from exposure to repeated failure at an inaccessible task. [bookmark: _Toc230853024]Figure 7: Elements designed to document students’ practice routines and participation in school or outside ensembles.


Element 13 provides context for how a student perceives themselves within their school experiences with music. See Figure 7. For many of my students, the ensemble they are accepted into has a large influence on their identity as singers, their sense of self-efficacy, and their motivation to learn. As explained by Joyce (2003), a person’s perceived identity as a singer can be influenced by their inclusion or exclusion in socially constructed groups and hierarchies. Students who are not accepted into the top choir may find their self-efficacy challenged, or they may be motivated to improve in hope of being accepted into those groups in the future.  The ways in which this information influences students’ self-efficacy and motivation will not be the same across all students, but having the information on hand provides me with potential clues that can guide me in remaining sensitive to their perceived identities and sense of self-efficacy. 
The intended purpose of element 12 is to record information about students practice tendencies and habits in an effort to support self-efficacy and motivation. See Figure 7.  Having an understanding of what encourages students to practice helps me to set them up for successful practice experiences, which are more likely to result in positive learning experiences (Becker and Goffi-Fynn, 2026). 
[image: ]
[bookmark: _Toc230853025]Figure 8: Element designed to foster discussion of vulnerability.
Element 10 directly addresses the acceptance of vulnerability in the voice studio. See Figure 8. The symbol of the person rolling a stone up ta hill is a visual representation of the bigger challenges we see for ourselves. The intention with this element was to provide a space to record the ‘big scary things’ as they we referred to them, the skills we are nervous to try or the goals that seem very hard to reach. For example, students might wish to include ‘making weird sounds’ in this box. The text regarding mistakes, discomfort and process over product were included as a reminder to model language demonstrating a value of these things (Hattie, 2009; Hendricks, Smith and Stanuch, 2014; Hogle, 2021; Hendricks et al., 2024). 
With a clear understanding of the theory applied to the SIP, it is important to take a step back to critically review how the SIP contributes to the aims and objectives of this study.
[bookmark: _Toc229776756]

[bookmark: _Toc230853026]Know What 
In addition to the necessity of SESLEs for effective learning (Shean and Mander, 2020), musical experiences, both positive and negative, can have long-term effects on individuals’ memories and identity formation (MacGregor, 2022). This suggests that working to ensure SESLEs for students is an ethical obligation, or at the least, should be a priority in one’s practice, while acknowledging the impossibility of predicting another’s perceived experience (Demorest, Kelley and Pfordresher, 2017). 
Practices that foster an acceptance of vulnerability, positive self-efficacy, valuing and implementing both growth-mindset and student-centered pedagogies are all well-supported interventions for creating SESLE (Dweck, 2008; Higgins, 2008; Wiggins, 2011; Yerichuk, 2011; Hendricks, Smith and Stanuch, 2014; Shean and Mander, 2020; Armentrout, 2023; Harjunmaa, Maatta and Uusiautti, 2023; Stapleton and Barber, 2023). In my own practice, I already take measures to implement student-centered and growth-minded instruction, so these recommendations align well with what I am currently doing.  However, the fact that I am not confident in my approach to SESLEs indicates that these approaches are not currently providing me with all the support I need. 
In working to address vulnerability and fostering SESLEs in the voice studio, building positive relationships (Grier, 2023; Harjunmaa, Maatta and Uusiautti, 2023) and supporting self-efficacy and motivation (Yerichuk, 2011; Schunk, 2012; Hendricks, Smith and Stanuch, 2014) emerged as well-supported approaches that fit well within the goals of my practice, but for which I would need structural support to successfully implement. To do this, I developed a Student Information Profile (SIP) graphic organizer that would assist me in supporting relationships and fostering self-efficacy. In addition to the information the SIP is designed to gather, the SIP is designed to be implemented with teacher and student together, and to be reviewed and updated within an agreed upon timeframe. The discussion of personal interests, motivations and preferences that occurs during data gathering and recording can assist in fostering a trusting relationship between teacher and student (Grier, 2023), support co-creation of goals (Walker and Commander, 2017; Stapleton and Barber, 2023), and provide an opportunity to bring to light the idea of welcoming failure, discomfort and risk taking into the learning environment (Higgins, 2008; Yerichuk, 2011).  Revisiting and revising the SIP over time communicates to students that their skills and abilities, interests, and motivations are not fixed, but can grow and change, which is essential for SESLE (Dweck, 2008; Hendricks, Smith and Stanuch, 2014). 
[bookmark: _Toc230853027]Evidence and indications of SIP effectiveness
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[bookmark: _Toc230853028]Figure 9: Layout of SIP

Together, the various elements of the SIP (see Figure 9) are likely to foster a SESLE because they were chosen to gather specific, individualized sets of data that can record student information, knowledge of which supports trust, motivation and self-efficacy. Recording individual goals, abilities, interests and motivations for learning assists efforts to demonstrate consideration of students’ individuality, which Yerichuck (2011), Hendricks, Smither and Stanuch (2014), Shean and Mander (2020), Armentrout (2023), and Harjunmaa, Maatta and Uusiautti (2023) all argue is an essential element of building positive teacher-student relationships. 
The individual elements of the SIP, while serving different purposes, work together to support SESLEs.  Element 3 holds space for documenting a student’s personal motivation for singing. Considering student’s motivations is likely to foster a SESLE because it contributes to providing a student-centered, individualized focus on instruction, which Shean and Mander (2022) note is a key element of SESLEs. Elements 5 and 7 record a student’s individual preferences in terms of genres, artists, vocal exercises, as well as any other relevant information on likes or dislikes. This information is useful for showing care for students through making connections to students as people, which contributes to building trust (Harjunmaa, Maatta and Uusiautti, 2023). Referencing this information can communicate to students that the instructor values students’ desires (Hendricks et al., 2024). Also, considerations of student’s own musical genre preferences supports inclusivity within the voice studio by welcoming genres beyond those valued by white and western academic institutions into the learning environment (Benson, Robinson-Martin and Naismith, 2022). This inclusivity helps students of all ethnic backgrounds feel welcome and safe to bring their authentic selves to the learning environment. Allowing students to express their true selves is essential to fostering risk-taking (Wiggins, 2011).
Elements 1, 2 and 6 of the SIP are likely to foster self-efficacy and motivation because they support the utilization of learning challenges appropriate within students’ abilities (Hendricks, Smith and Stanuch, 2014; Walker and Commander, 2017; Jordan, 2020). Recording a student’s vocal range, whether or not they read music, and their access to instructional applications, such as lip trilling, can directly influence choices made during instruction. Also, element 6 eliminates the use of gendered descriptives, such as tenor or alto, to describe the vocal range, which is inclusive of students who do not feel they fit categories, which supports a SESLEs (Benson, Robinson-Martin and Naismith, 2022; Armentrout, 2023). All three elements contribute to a SESLE by helping to keep a student’s personal motivations in consideration during instruction. This contributes to an increase in motivation to learn by helping to keep instruction relevant to the student’s individual needs (Hendricks, Smith and Stanuch, 2014; Walker and Commander, 2017). 
Elements 4 and 9 are designed to record short and long-term goals. Goal setting is well-supported in the literature as an essential element of individualized instruction (Dweck, 2008; Hendricks, Smith and Stanuch, 2014), which supports trusting relationships (Grier, 2023; Hendricks et al., 2024) and motivation (Locke, 2013; Hendricks, Smith and Stanuch, 2014; Walker and Commander, 2017; Helding and Ragan, 2022). A strong willingness to learn supports a student’s willingness to take risks (Hendricks, Smith and Stanuch, 2014; Jordan, 2020; Hendricks et al., 2024). Creating this space for goal setting is likely to help students with perfectionist tendencies, because it bring more focus into the process of learning to sing instead of the product or performance (Czarnota, 2025; Racine et al., 2026).
In its implementation, the SIP as a whole is likely to support a SESLE because it creates an opportunity for the teacher and student to open a line of communicate regarding the importance of a growth mindset and acceptance of discomfort in learning, which is essential for increasing a student’s willingness to take risks (Higgins, 2008; Wiggins, 2011; Yerichuk, 2011). 
[bookmark: _Toc230853029]Limitations
There are some potential weaknesses in the design of the SIP.  This study began from a need to better understand how to help students overcome a fear vulnerability in their lessons. While the approaches applied to the SIP support a foundation for working towards accepting vulnerability, it does not approach it directly. 
Element 10, in which the teacher and student may openly discuss the inherent presence of vulnerability in any learning environment (Higgins, 2008), cannot stand alone as the only intervention for accepting vulnerability and risk-taking.  Open communication throughout instruction regarding vulnerability, as well as teacher modeling of coping mechanisms are two effective interventions that would assist in fostering an acceptance of vulnerability alongside the SIP (Maunu, 2019; Grier, 2023). Filling out the SIP as the instructor and allowing students access is one potential way to model this for students. 
Elements 4 and 9 address goal setting. Best practices for goal setting include developing SMART goals (Locke, 2013) through co-creation (Dweck, 2008; Hendricks, Smith and Stanuch, 2014; Walker and Commander, 2017).  Co-constructing goals and evaluating progress are recommended practices for fostering self-efficacy and motivation (Hendricks, Smith and Stanuch, 2014; Stapleton and Barber, 2023). Element 9 includes space for recording measures (M) of success of long-term goals, but neither element ensures goals are specific (S), achievable (A), relevant (R) or time-bound (T) (Locke, 2013). 
For effective use of the document, several assumptions are made.  The design assumes students will be willing and able to reflect and share all of the information asked for. A potential lack of awareness or an inability to verbalize or share such vulnerabilities may occur. An unwillingness to record information of this type may also occur.  However, at this point in its development, measures of the potential effectiveness of the SIP are based solely on theoretical conjecture due to limitation of student input for this study.
Ethical implications of documenting this information must also be considered. The SIP will record personal information that should be kept private from others. This requires practicing a high level of care towards the physical location in which the documents are stored, ensuring they are not available for anyone else to view. Setting clear boundaries between voice instruction and counseling or therapy will also be important from an ethical standpoint. The information I collect will be used for the purpose of developing a willingness to take risks in trying new ways of vocalizing and phonating during a lesson in order to achieve student’s singing and performance goals. It is not intended to be used to as a means of assessment, judgement or involvement in their personal struggles outside of the studio.
The reflection required of students for the SIP may take quite a bit of time, which make creat a barrier to implementation. Another approach would be to stretch the elements out into a larger booklet that students take with them to continually record their personal insights and reflections, so they can bring any insights they are willing to share to the voice studio.
[bookmark: _Toc229776757][bookmark: _Toc230853030]Reflective Conclusion 
The Student Interest Profile created through this study can help instructors to support their own students with vulnerable experiences in the voice studio. Creating socially and emotionally safe learning spaces can increase motivation to learn and to encourage bravery in risk taking that is necessary for engagement with learning. Social interactions between student and teacher strongly influence individual perceptions of safety, and individuals also carry their own preferred styles of accessing and organizing information. Therefore, when examining and refining one’s own approach to fostering SESLEs, the SIP graphic organizer can provide a guide for reflection but may not be directly applicable to another’s practice.
The SIP does not address all approaches to fostering SESLE. Others, such as agency, autonomy, self and body awareness can also be considered within one’s personal practice. The SIP is also not intended to be used as the only means of fostering SESLE. Sharing stories and experiences, providing opportunities for students to contribute to the path their journey takes, and providing students with unconditional support are other means to effective learning outcomes. 
Future research on the measured and perceived effects of the SIP on student engagement with learning can provide further insight into how efforts to foster trusting relationships, self-efficacy and motivation to learn contribute to a singing student’s willingness to take risks in their learning.
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[bookmark: _Toc230853031]Critical Reflection
Critical reflection is a key component of improving one’s teaching practice (Fook, 2007). It supports a deep examination of how my learning experiences have affected me as a learner and a practitioner (Brookfield, 2016). To provide a clear and thoughtful analysis and evaluation of my learning experience throughout the study, I will apply Driscoll’s reflective model. His What? So What? What now? framework enables me to conceptualize and reflect deeply on my learning experience in a linear, structured way (Driscoll and Teh, 2001). See Appendix E. 
[bookmark: _Toc230853032]What happened?
I investigated ways in which I could support my students in engaging with vulnerability and risk taking during singing instruction. I began looking into how other voice practitioners approach vulnerability as well as how it relates to learning. Much of the reading discussed the importance of building positive relationships with students, and this was an area of my own practice where I felt like having better access to personal student information would be very helpful. My study was conducted with iterative cycles of reading, reflecting, and designing. In addition to reflecting on my interaction with the readings, I reflected on my own self-knowledge regarding social interactions in order to inform my decisions regarding on how to build relationships. For example, I recalled my own perspective as a student to try and remember what helped me to feel valued and cared for by my teachers and reflected on times that I felt very motivated and capable to learn. I also reflected on my own experiences during lessons currently, from my perspective as the instructor, regarding how I am feeling in moments when students are hesitant to try new things, and my instincts on how to engage them. These reflections impacted the development and final design of the SIP.
[bookmark: _Toc230853033]So What?
Upon reflection, I realize that I spent a lot of time thinking about my own perspective. I think it was necessary, but I also think I have assumed quite a bit about how future interactions with students will go. I know that I value shared interests in forming connection. I feel valued when others notice my interests or preferences without me telling them. I appreciate when other’s notice that my mood is a certain way. I have found shared interests to be a connecting channel with my students. However, I don’t know the specific things that make them feel valued or if they want someone to ask how they are if they seem upset. 
One of the biggest challenges during this study was drawing a distinction between procedural knowledge and conceptual knowledge. Was I applying what I had learned in the readings, or was I including elements in the design because I had wished I had access to them in prior teaching experiences? And was what I was applying appropriate if it was informed by my own perspectives on relationships? I think this is important because both of these observations reflect my experience with being the researcher and practitioner, and I still feel very confused and unsure about how best to interpret my own knowledge from life and experience in terms of validity. I think this may be because I was raised on positivist science, and I lean toward a preference for hard evidence. Even though I do believe that perceptions of safety are constructed by the individual and I understand that my perspective influences teacher-student social interaction, I struggle to entangle what I have learned from experience from what I have learned from theory. Nelson (2022) describes conceptual knowledge as knowledge we can explain through words, while procedural knowledge is that which we show through actions. The nature of the study requires putting knowledge discovered from actions into words, which is perhaps where my confusion comes from. The two types of knowledge do not exist separately, but influence each other and are shared through both practice and conceptual documentation. 
[bookmark: _Toc230853034]Now what? 
Without ethical clearance, I did not want to begin implementing the SIP with students for fear that I would inadvertently include knowledge gained from using it with students who were not officially part of the study. Therefore, going forward, I will implement the SIP with them and reflect on its effectiveness. I am curious to see to what extent my own experiences accurately predicted the ways in which my students experience it. I am excited to use it, as I feel like its research and design process are very relevant to my practice, and it will fill a large need I have been waiting to address. For the next research project, I will continue to ponder, read and reflect on the nature of practitioner knowledge as a data source. I also realize this is not the first module that discusses this, but the application of it was not as straightforward as I envisioned, so I will continue to investigate and seek out examples of practitioner research. 
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	Element 
	Information provided
	Instructional application

	1
	Student cannot trill lips
	Choose other tasks for working on airflow or tension 

	2
	Student does not read music or play an instrument
	Use moveable ‘do’ (solfege) when referring to notes in repertoire

	3
	Student loves singing with friends
	Can refer to this during instruction when explaining relevance of an exercise or necessity of persevering through discomfort

	4
	Short-term goal is to sustain long phrases in one repertoire song
	Focus instruction on needs of individual, provide evidence of growth and success

	5
	· Student likes to sing pop, jazz and country music
· Enjoys listening to Taylor Swift 
· Loves “I love to sing” on 1358531 arpeggio (do mi sol do sol mi do) exercise
	· Consider when discussing repertoire, and also when addressing techniques appropriate to classical literature (different, not wrong technique)
· Consider when choosing rep, or models of vocal technique
· Turn to this as a warm-up if student comes to lesson in need of encouragement or energy.

	6
	Student’s vocal range is F3 to G5
	Consider when working through exercises

	7
	Student enjoys singing in chest voice and reacts positively to explicit feedback about success. 
Student does not like using middle range of voice due to its breathy quality
	Consider when determining appropriateness of technique alongside potential frustration in learning process. Do not avoid addressing this things, but be sensitive and anticipate reaction to assigned tasks.  

	8
	Student understands references to all concepts that are crossed out. Is not familiar with ‘c curve’, micro emotions, the ng-gah exercise, or terms thin/thick-brin/brick. Has not seen visual graph of harmonics and frequencies present in voice production
	When it becomes necessary to bring unknown concepts into instruction, be aware of the background student will need in order to apply to task.

	9
	Long-term goal for student is to coordinate breath and larynx in order to sustain long phrase across various repertoire and in school ensembles. 
	Consider when choosing exercises for instruction and providing feedback on success.

	10
	Student gets nervous and frustrated when working through challenges involved with switching registers, especially when voice cracks or breaks
	Discuss openly when addressing register transitions, normalize the feeling. Discuss accepting breaks as part of developing larynx.

	11
	Current repertoire student is learning
	Consider when determining direction of instruction

	12
	Student has a difficult time practicing regularly. They do better with written assignments after each lesson. They typically practice at school.
	Implement a practice notebook and provide directions each week for explicit practice tasks. Acknowledge student will need time during the school day in order to practice, confirm they have time available for week ahead. Address if they do not.

	13
	Student is a member of the top choir and second show choir at their school
	Consider when addressing goals. Consider if student forms part of identity from inclusion or exclusion in groups, and how this may affect motivation or self-efficacy.
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