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Introduction

As a professional opera singer, voice instructor, and student researcher, I continually balance life on the road and in the voice studio while searching for ways to help my students connect the stage and the voice studio. The PARE/PASE, Stop or Go approach was developed in Spanish in 2022, following my master's program module work on reflective practice, and centered on two distinct scenarios. The first was my students expressing their satisfaction and motivation for making progress during voice lessons and their frustration at being unable to replicate this during practice time. It is essential to note that music students typically work solo in their practice rooms (Lehmann and Anders Ericsson, 1996). This disparity between their voice lessons and solitary practice sessions (SPS) was causing inconsistency and a lack of motivation during their SPS. In the second scenario, my student performed a vocal exercise in his lesson and accomplished something remarkable. When I asked him what he had done, he replied, “I thought,” before expanding on his explanation. Surprisingly, he responded to my inquiry about his actions in terms of thought. Therefore, I wrote a P for Pensamiento (thought) and his description, followed by an A for Acción (action) on the board; he could not recall it, so we repeated the exercise until he could identify it. When asked how a Result or Sensation R/S felt, he responded that it was “comfortable and felt easy.” When I asked him at the end of the lesson how that made him feel as a student, he responded, “satisfied” because he believed he knew how to accomplish a positive result. I went to the board and wrote the letter E for Experiencia (experience), thus creating the framework's acronym.

This circumstance prompted me to reflect-on-action (Schön, 1983) regarding the gap between voice lessons and practice sessions. As a singer and teacher, I have learned that practice is the key to improvement (Ericsson, Prietula, and Cokely, 2007; Ericsson, 2008), and I require the same from my students. Nonetheless, encountering this "conflicted situation of practice" (Schön, 1983, p. ix), prompted me to consider how we determine whether our students are practicing effectively. 
This project aims to evaluate the PARE/PASE framework's potential to bridge the gap between the in-lesson and SPS experiences by incorporating reflection and action into the in-lesson experience to encourage improvement and change in the students' SPS (Cohen, et al., 2007). This framework will allow me to assess whether students may apply their in-lesson knowledge and experience to their SPS and better navigate its “swampy lowlands” (Schön, 1983, p. 41). The learning outcomes of the project include: 
· Using the findings to enhance the framework’s potential for practice procedures and support students in the areas of private practice, skill acquisition, and learning.
· Using the knowledge gained from conducting this project to guide future coaching practices and potential research topics. 
· To possibly adapt the framework for group singing or the use of other instruments. 
Literature Review 

For this work-related project, I will concentrate on the theories that laid the framework's foundation. These include reflective practice emphasizing John Dewey's (1910) and Donald Schon's (1983) models, deliberate practice, and its influence on optimal learning for skill acquisition and student-centered and experiential learning to engage students in the classroom (Kolb, 1984; Lehmann and Anders Ericsson, 1996; Thamraksa, 2003; Ericsson, 2008; Overby, 2011; Kolb and Kolb, 2012).

Reflective Practice:
Warwick (2007) and Hébert (2015) cited Dewey and Schön as the “two fundamental schools of thought” (p.2) and most frequently cited forerunners of reflective practice.
 American philosopher and educator John Dewey was one of the earliest proponents of pragmatism (Talebi, 2015).  Donald Schön, an American philosopher and educator, coined the term “reflective practice” in 1983 to describe incorporating reflection into professional or educational environments (Cowan, 2016).  Amulya (2004) defines reflection as actively examining one's experience and forming a “habit, structure, or routine” (p.1) for understanding it. Dewey (1910) defines reflection as “turning a topic over in various aspects and various lights so that nothing significant about it shall be overlooked” (p. 57). John Dewey was among the first to identify “reflection as a form of thinking” (Finlay, 2008, p.3). Reflective thought is “active, persistent, and careful consideration of any belief or supposed form of knowledge” and a way of learning from experience, motivated by the need to solve a problem, thereby laying the foundation for the concept of reflective practice (John Dewey, 1910, p.6; Warwick, 2007; Finlay, 2008; Ghaye, 2010; Hébert, 2015).  

Donald Schön (1983) believed that experts could intuitively monitor and modify their practice and that knowledge and skill were essential to professional artistry, which he called the “epistemology of practice” based on “the artistic, intuitive processes” exhibited by professional practitioners in the face of uncertainty and unique circumstances (Schön, 1983, p.49; Warwick, 2007; Finlay 2008). This knowledge is frequently difficult to express because it is implicit in our actions and perceptions (Schön, 1983; Hébert, 2015). Schön (1983) identified two categories of reflection: reflection-in-action, which is based on the “implicit” (p.49) knowledge practitioners develop and occurs “in the midst of action” (Ghaye, 2010, p.25)  or "thinking while doing" (Finlay, 2008, p.3). Reflection-on-action or “after the event” (Finlay, 2008, p.3) is an intentional reflection that aims primarily to enhance future action (Ghaye, 2010). Warwick (2007) states that reflection-on-action requires the articulation of “tacit and spontaneous intelligence through language” (p.4) so we can analyze circumstances from differing viewpoints.

According to Dewey, uncertainty and doubt regarding an event motivate purposeful reflection and study, stretching the mind to discover new facts to understand and problem-solve (John Dewey, 1910; Finlay, 2008). Hèbert (2015) cites Dewey's “adherence to technical rationality” as one of his primary criticisms, while Schön (1983) refers to it as a “positivistic epistemology of practice” because issues are handled by applying scientific advances to “the well-being of mankind” (p.31). Both models refer to an intentional process of observing a situation, rationalizing it, and critically thinking about it to solve a problem or navigate the “swampy lowlands” (p.42) of "trial and errors" (p.42) of an uncertain situation (John Dewey, 1910; Schön, 1983; Warwick, 2007). 
 
Deliberate practice:
The term deliberate practice (DP) was coined in 1993 by K. Anders Ericsson.  Ericsson et al. (1993) define it as a “regimen of effortful activities designed to optimize improvement” (p.363). DP includes but is not limited to monitored practice, individualized feedback, space for assessment and problem-solving, and time for repeated performance to facilitate progress, behavior change, and efficient learning (Ericsson, 2008; Ericsson and Harwell, 2019). Throughout the development process, instructors and coaches build distinct practice activities and strategies to help individuals actively engage in them to optimize improvement- enabling the student to participate in these activities between teacher-led sessions (Ericsson, Krampe and Tesch-Römer, 1993; Lehmann and Anders Ericsson, 1996; Ericsson, 2008). These so-mentioned activities are “embedded in the larger phenomenological context of practice” (Lehmann and Anders Ericsson, 1996, p.47)

DP is a carefully planned, supervised, and collaborative process between teacher and student, and individuals' requirements for “sustained concentration and effort” can be demanding (Lehmann and Anders Ericsson, 1996, p.48). In addition to having a support system that includes parents and teachers, as well as an assessment of the study's environment, individuals must practice at a level from which they can fully recover and avoid exhaustion, which could result in overuse injuries and burnout (Fry, 1986; Ericsson, Krampe and Tesch-Römer, 1993; Lehmann and Anders Ericsson, 1996; Ericsson, 2008; Baker and Young, 2014). Therefore, to maximize the long-term benefits of the ongoing development of enhanced performance, “the command to rest is fully as important as the command to work for effective learning” (Ericsson, Krampe, and Tesch-Römer, 1993, p.370). Recent research has demonstrated that while the brain rests, it consolidates newly acquired information (Albert et al., 2009). For this reason, monitoring our rest time during practice should be a priority among the training activities designed to facilitate performance enhancement (Krampe and Ericsson, 1996; Ericsson, 2008). Ericsson, Krampe, and Tesch-Romer (1993) state that not all behavior or activity during practice time constitutes DP; however, Lehmann and Anders Ericsson (1996) indicate that these activities may help students remain motivated (p. 47).

Several conditions must be fulfilled to develop optimal learning, expert skills, and performance enhancement. According to Ericsson, Krampe, and Tesch-Römer (1993), Ericsson (2008), and Ericsson and Harwell (2019), when designing a task, it is essential to consider the individual's motivation to complete the activity and exert effort. Second, incorporate the participants' prior knowledge so that the task can be assimilated and modified if necessary. Lastly, prompt access to performance results and constructive feedback is essential. Hallam (1983) exhibited that a person's specialized skills and motivation were crucial in determining whether a child would persevere enough to attain high levels of expertise (Hallam, 1995). According to Kong (2021), motivation is a determining factor for educational success. Therefore, a person is more likely to complete a task if they possess the necessary knowledge and skills and operate in accordance with a predetermined performance objective (Bandura, 1977). The PARE/PASE framework proposes a deliberate practice activity to promote change and performance improvement.  

Experiential and Student-centered Learning:
In 1984, American psychologist, professor, and educational theorist David Kolb created Experiential Learning (EL) based on the constructivist paradigm (Kolb, 1984; Kong, 2021). According to Kolb, “learning is a process in which knowledge is created by transforming experience” (Sharlanova, 2004, p.36; Kong, 2021). Boreham (1987) defines EL as “learning by reflecting on the experience”; without reflection, students run the risk of replicating the same errors (Sharlanova, 2004). EL underlines the importance of active student participation in all learning processes, including “physical, emotional, and psychological” engagement, and focuses on resolving the contradiction between how information is collected and how it is utilized (Kong, 2021, p.2). The EL theory describes a learning process encompassing “experience, perception, cognition, and behavior,” emphasizing the process rather than the results in behavior (Kolb, 1984, p.21). EL is a hands-on method that helps students apply their knowledge to real-world problems as they “Do, Reflect, Think, and Apply” (Kong, 2021, p.2).

Glasglow (1997) defines Student-Centered Learning (SCL) as “a method in which students learn to decide what they need to know for success in the educational format” (Brush and Saye, 2000, p.2).  The teacher acknowledges students' “needs, opinions, backgrounds, and goals” and gives them “choice and control” (Brush and Saye, 2000; Thamraksa, 2003, p.1). Dewey (1910) stated that schools should allow students to experiment to understand how facts and concepts are interconnected to develop critical thinking. (Brush and Saye, 2000; Dewey, 1910). The student-centered model emphasizes critical, creative, and independent thinking instead of the teacher-centered model, which emphasizes listening and memorization (Thamraksa, 2003; Adgoy Gilia, 2016). 

SCL is based on Vygotsky's constructivist learning theory, stating that knowledge is a “social process” constructed in multiple ways (Brush and Saye, 2000, p.2): experiential learning, viewing teaching as the transformation of existing knowledge and active learning model, suggesting that all learning activities involve some type of experience developing the cognitive abilities required for the next educational step (Thamraksa, 2003; Kozulin, 2004). American psychologist and founder of the client-centered approach Carl Roger (1983) stated that “the only man who is educated is the man who has learned how to learn” (Cross, 1996, p.351), identifying the precondition for SCL as a leader's ability to recognize others' ability to think for themselves (O’neill and Mcmahon, 2005). Vygotsky believed the best learning environment would allow students to examine and discuss issues of interest, making education “meaningful” if students develop their comprehension and apply what they have learned (Adgoy Gilia, 2016, p.102).

Implementing and teaching “scaffolds” such as reflection engages students and improves their knowledge, enabling them to evaluate their performance (Brush and Saye, 2000, p.4; Wright, 2011; Cowan, 2016). In the PARE/PASE framework, the student reflects and describes their experience, writing their description in the PARE/PASE template while alone in the SPS (SEE APPENDIX 1). Writing has been identified as a form of thought and a learning aid that activates the brain's reticular activating system (RAS), serving as a filter for what should be processed (Oatley and Djikic, 2008; Alonso, 2015). According to Alonso (2015), writing provides time for reflection, and note-taking improves memory and retention, enabling one to “comprehend, reconsider, and reorganize intentions and plans” (p.266). By using their descriptions, building on previous knowledge, and using a variety of resources, students become engaged, feel included, and are more intrinsically motivated (Brush and Saye, 2000; Thamraksa, 2003; Wright, 2011; Adgoy Gilia, 2016; Kaput, 2018). 

In EL and SCL environments, the teacher is a “facilitator,” “guide,” or “mediator of experience” (Cross, 1996, p.350; Overby, 2011; Wright, 2011, p.93; Kong, 2021, p.3), providing a learning environment that encourages critical thinking through reflection, problem-solving, and collaboration, while fostering social and learning skills (Thamraksa, 2003; Adgoy Gilia, 2016; Kaput, 2018). SCL and EL, as well as reflective and deliberate practice, facilitate optimal learning by designing activities, motivating and engaging students, enabling them to build on prior knowledge and cultivate critical thinking (Thamraksa, 2003; Overby, 2011; Kolb and Kolb, 2012; Kong, 2021). 

PARE/PASE the Stop or Go Approach 

The researcher developed the PARE/PASE framework as an activity to support her voice students reflect-in and on-action (Schön, 1983) about their in-lesson experience to assist them in their deliberate SPS (Ericsson, Krampe and Tesch-Römer, 1993; Ericsson, 2008; Finlay, 2008). The meaning of the framework's concepts and their semi-structured questions are as follows:
· Pensamiento: This is a moment of reflection for action taking place before the activity, “the planning of activity.” What were you thinking before the action?  (Cowan, 2016, p.68; Olteanu, 2017)
· Acción: This parameter draws execution and is a moment of reflection-in-action, thinking whilst singing. What action did you take? (Schön, 1983).
· Sensación/Resultado: How did that feel? How or what was the result? a reflection-on-action moment (Schön, 1983). Both terms are equivalent.
· Experiencia: How did that process make you feel as a singer/student? – another reflection-on-action moment (Schön, 1983) that contemplates what happened to comprehend and learn from the student's experience (Worthington, n.d.; Kolb, 1984; Laverty, 2016; Kong, 2021) 
In English, PARE/PASE translates to Stop (PARE, containing the variable Result) and Go (PASE, including Sensation). Essentially, the teacher and student reflect on creating a Stop Moment (SM), where they explore an opportunity for improvement during an exercise or phrase and consequently Go, when ready to continue singing, proceed to the next exercise, or transition to the practice room. 





The procedure:

The framework starts during the student's in-lesson and should be implemented during their SPS. If blackboard and chalk are unavailable for the in-lesson, the teacher should provide the student with a PARE/PASE template. The guidelines are as follows:

1- Identify the Concepto a Trabajar (CT) (concept to work)- warm-up, technical or repertoire work, or objectives and goals.  
2- After a few repetitions, the teacher stops and poses the guided questions. This framework is entirely dependent on the student's experience-based initial evaluation. The student may write in the framework at any moment, and there is no requirement for sequential execution; however, it must be completed to provide feedback. 
3- The PARE/PASE approach requires students to explain and write about their experience in their terms, as opposed to the instructor’s, to avoid confusion during SPS.
4- Once the student gathers his written reflection, the instructor continues the exercise and checks for changes or new information to complete the template. The instructor may use the student's descriptions as cues during the session.
5- Finally, the student photographs the board and transfers the information to their template, which serves as a supporting guide for the student's SPS; they should complete a new one for each session. This also works as the teacher's and student's SPS assessment.
The teacher’s role: as Roger (1969) states, is to be a “facilitator of learning” (Cross, 1996, p.350) and guide and model reflection through inquiry questions while placing the learner at the center of the experience, giving them an active part in their process.

Methodology:

This mixed-methods work-based project examines how the PARE/PASE, Stop or Go framework impacts students’ deliberate practice experience. I am testing the framework through the lens of my participant's experience. The most suitable research methodology is the one that facilitates the discovery of the problem's solution (Cheema, 2018).  I will use case study as a method because it allows a comprehensive and in-depth analysis of an event, situation, or phenomenon in its real-world context while preserving its holistic and significant characteristics (K. Yin, 2002; Cohen et al., 2007; Schoch, 2020). Lehmann and Ericsson (1996) characterize practice as an “expanded phenomenological context” (p.47). To collect and interpret the participants' experiences, I will employ a phenomenological approach in which the participant's descriptions of their experiences and emotions are utilized to generate in-depth descriptions of the phenomenon (Ortamlarında et al., 2015). In phenomenological research, a researcher attempts to comprehend the perceptions and perspectives of individuals in relation to a specific situation (Leedy et al., 2015). 

This project is based on two paradigms, the constructivist paradigm, to address and understand the multiple meanings of the participants' worlds and how they experience it (Creswell, 2003; Kawulich and Chilisa, 2012), and pragmatism, to encourage improvement and change in learning, where difficulties in the classroom can be addressed through reflection, inquiry, and action (Cohen, et al., 2007; Costley, et al., 2010). Work, in work-based learning, becomes both “content and context,” leading to acquiring new abilities and work-related activities (Costley, et al., 2010, p. 58). This is a highly motivating, challenging, and educational process concerning the researcher's practice, her students, and the enhancement of her teaching and research abilities.

The project's mixed-methods approach resulted from the researcher's administration of a pre-study questionnaire containing both closed- and open-ended questions to collect quantitative and qualitative data (Williams, 2007). Purposive sampling enables researchers to select what must be known; consequently, participants were chosen based on their qualities to increase the project’s depth and rigor (Etikan, 2016; Campbell et al., 2020). Twelve respondents completed a voluntary pre-study questionnaire. Because four respondents would travel at the start of data collection, the researcher broadened the participant selection criteria to make data collection feasible. Consequently, they were informed, and their questionnaires were disregarded. The researcher selected three individuals who indicated having difficulties with SPS consistency and motivation and had the availability to complete the study requirements.

Qualitative research is exploratory in nature, descriptive, and interpretive, and the researcher's involvement in the process enables them to gain a deeper understanding of challenging situations (Williams, 2007; Leedy et al., 2015). Triangulation of methods and cases will be employed as it enables examining aspects of a topic from multiple perspectives, generating deeper understanding and potentially validating the findings (Bell & Waters, 2018).  A case study is a strategy that may employ various methods (Costley, et al., 2010); any suggestions or “fuzzy generalizations” are deemed tentative due to the study of the singular (Bassey, 1999, p. 46).

Questionnaires are a well-known method for collecting qualitative data when constructed and planned carefully (Leedy et al., 2015).  Pre- and post-study questionnaires were administered to establish a profile of the participant's relationship with their SPS, compare the framework's impact, determine how they utilized it throughout the study, and track changes in SPS behavior (see Appendix 4, p.4). Observations may include "practitioner-client interactions" (Costley, et al., 2010, p. 119). According to Leedy et al. (2015), “flexibility” (p.281) is one of the primary advantages of unstructured observations, enabling the researcher to refocus as new events emerge (see appendix 6). In this project, the teacher/researcher (T/R) is conducting participant observations, immersing herself as an inside researcher, and the voice teacher conducting two one-to-one PARE/PASE sessions to teach and work the framework with the participants, one scaffolding session to begin assessing how the participants work independently with the framework, and where she is available if participants have questions about the framework's usage (Maybin, Mercer and Stierer, 1992). These observations allow the researcher to share the experience with participants and understand their behavior (Bell & Waters, 2018). The researcher also conducts non-participant observations, comparing pre- and post-SPS video recordings submitted by participants. The participant's PARE/PASE template annotations will be analyzed throughout the study to track “ongoing or unfolding” personal reactions and developments (Costley, et al., 2010, p. 120). 
Because qualitative data is abundant in meaning, a combination of deductive and inductive reasoning was used to analyze it (Leedy et al., 2015; Cheema, 2018). Initially, I focused on the relationships between motivation and consistency, but as my research progressed, I noticed recurring themes and patterns. As coding is a data analysis method, my approach included descriptive and in-vivo, mostly for observations and questionnaires, and emotion coding for reactions seen throughout the study (Saldaña, 2016). 
Ethics and Insider Research 
Conducting research on her organization as an insider may lead the researcher to overlook aspects of behavior that would be readily apparent to an outsider (Bell and Waters, 2018). Due to the importance of observations in the data collection process, the researcher strove to be as objective and impartial as possible with the help of triangulation of methods (Leedy et al., 2015; Bell and Waters, 2018). The relationship between researchers and participants is inextricably intertwined, and this may pose difficulties for participant and researcher reactivity, an issue that must be addressed through the continuous reflexivity of the researcher's interactions  (Cohen, et al., 2007). Participants’ reactivity to knowing they were being observed and potentially “trying harder”  (Cohen, et al., 2007, p. 410) or acting in ways they believe the researcher wants because they are also the researcher's students may influence the study's findings. 
The researcher acknowledges that she is a source of bias in this study because she created this framework and is evaluating it with three of her voice students. For this reason, one of the researcher's challenges was to remain neutral during the one-to-one sessions when participants demonstrated positive outcomes (Cohen, et al., 2007; Leedy et al., 2015; Bell and Waters, 2018). According to Leedy et al. (2015), this can be a disadvantage because the researcher's presence may influence what individuals say, do or how significant events unfold. This approach was simultaneously derived from the search for a solution, a shift from “knowing-in-action to reflection-on-action,” or Schön’s (1983) “developing artistry” (Warwik, 2007, p.4). Understanding this enables the researcher to act as a "reflective practitioner" who strives to constructively contribute to instructional development to benefit her students and practice (Nolen and Putten, 2016, p.401). The researcher acknowledges that her direct involvement with her organization has allowed her to earn the participants' trust and gain a deeper comprehension of context-related variables. Participants were informed that they could withdraw from the study at any time (Cohen, et al., 2007; Bell and Waters, 2018). Permission and informed consent were obtained from the organizations and participants (SEE APPENDIX 2 and 3). The confidentiality of the study's data will be maintained, and the participants' privacy was fundamental throughout the study (Bell and Waters, 2018; Fleming, 2018). Finally, the researcher designated each participant's case a pseudonym to maintain participant anonymity (Leedy et al., 2015). 
Findings 

Karla’s case 
Last year, the classically trained soprano Karla earned a bachelor's degree in vocal performance. She works part-time at a non-musical job where her schedule is irregular, causing her stress.  According to her pre-study questionnaire (PSQ) and PARE/PASE sessions, SPS is important for her because it is her space to explore, get familiar with her instrument, practice the material of her in-lesson, and demonstrate the results and experiences of what she understood and accomplished. However, she has little time for her SPS because of her work obligations.  She tries practicing three to four times weekly for about an hour after her workday, much like she did throughout her pre-study/SPS, where she seemed exhausted and frequently yawned. Additionally, she mentions needing around twenty minutes to “get in the right mindset” before starting, and choosing what to do is also time-consuming.

During her pre-study SPS, she used the mirror as a reference, stretched her body before singing, paused to assess any tension or discomfort during singing, and attempted to modify her strategies when believing something required her attention based on what she was experiencing. Despite this, she appeared distressed after her pre-study SPS. Her focus on results rather than process frustrated her and caused her to put too much pressure on herself, leading to negative self-talk such as “you sound like a blower” (relating to a breathy sound). “Breathy singing” results from airflow through partially adducted vocal folds, according to Miller (2014). In her body language, she continuously made “no” signs with her head and looked tired and slouched. As she repeatedly reproached herself, it was clear that the outcome was not what she desired. Lastly, she has difficulty establishing session objectives, which inhibits her consistency and motivation with SPS.

Her frustration with focusing predominantly on outcomes without understanding their origin, which prevented her from achieving similar outcomes as when she worked with her teacher, is why she was chosen to participate in this study. I intend to determine if the framework can enable her to have a more relaxed and possibly playful exploratory experience as opposed to a “mild torture,” as she described it in her post-study questionnaire, thereby supporting her in a time-efficient manner in light of her daily responsibilities to achieve better results.

PARE/PASE Sessions
During her one-on-one sessions, Karla appeared to easily comprehend and apply the framework, as she easily transitioned between parameters and inquired when unclear. She began moving her arms during her first exercise, which the instructor identified as an Acción, and attempted to help her reflect on why she was doing it: “I am trying to feel the flow of air,” she said, indicating that she was stuck in her body; this was her Resultados/Sensación. One of the aspects that struck me the most was that every time she described an A, she laughed and then inquired if she could be honest, thinking her descriptions were a bit "crazy" (e.g., “pirate hand,” “dead face,” for relaxing). These A’s provided her with favorable R/S, such as a “comfortable, malleable body,” “no worries,” and a “relaxed tongue.” She drew a smiley face in her Experiencia parameter and identified it as an "achieved goal" and "now that I know what to do and how to get my body to respond the way I want it, there is less fear."

She reflected that to be able to identify her actions, she required “pensamiento active” (active thought), which prompted her to remember the many times she sat down to practice without awareness, resulting in meaningless repetition and frustration, as observed by the researcher during her pre-study SPS. Identifying the distinctions between P and A was her biggest difficulty while working on the framework, as she had to write the same information in both on multiple occasions. The distinction was that P is a “reflection-for-action” or the activity preparation (Cowan, 2016, p.68) and possibly what Dewey (1910) remarks: that thinking creates indicators of forthcoming outcomes. The A parameter refers to the execution of the action or a reflection-in-action moment (Schön, 1983) which, for Karla, was “marching” or looking at the tongue position in the mirror while singing. 

She deemed the description of her E and R/S to be her easier working parameters, corresponding to her tendency to concentrate more on the outcomes (R/S) than the process (P/A). In contrast, I believe that the process of identifying her A during her PARE/PASE sessions enabled her to discover the descriptions that made her laugh, thereby creating clarity regarding her goals. Critical thinking allowed her to recognize the significance of her needs in creating a satisfying Experiencia (John Dewey, 1910; Brush and Saye, 2000). In contrast to her pre-study SPS sessions, where she appeared frustrated and constantly reprimanded herself, during her one-to-one sessions, she appeared happy, laughed frequently, and seemed motivated to continue exploring "without worries."

Scaffolding and SPS
Scaffolding is considered “essential” in focusing the student’s reflective practice (Hegarty, 2011). Karla initially focused on her shortcomings and claimed she lacked “energy”. Conversely, the teacher/researcher (T/R) observed and noted that she was more physically active, prompting Karla to reflect that she was “allowing herself to explore.” She used her previous PARE/PASE templates as a guide; she wrote her CT, began her exercise, and filled out the template using the gathered information. Her SM consisted primarily of pausing between her P and A to develop a more effective exercise strategy, organize her process, and return to her P to evaluate her objectives. T/R advised her to be more flexible; if one strategy fails, pause, reflect on previous sessions, and continue exploring.

During her post-study SPS, Karla seemed more relaxed with creating clearer strategies, such as recording herself for feedback, modifying exercise patterns to identify the source of difficulty, and slowing down. A difficulty she encountered was that after nearly fifteen minutes of altering strategies during an exercise, she found it difficult to convey what she did in writing. The framework enables reflection and writing to prevent the loss of process details (Alonso, 2015) and take a vocal rest while writing. Because she has spent many years studying voice and has become accustomed to a routine, I believe she finds it difficult to stop during her SPS. The framework is intended to facilitate students' transition from in-lesson to SPS based on their needs. When recalling her pre-study struggles with negative self-talk, Karla could tell herself in her final post-study SPS reflection, “Trust your instrument,” demonstrating a significant contrast between the two experiences.


Susan’s case 
Susan is a mezzo-soprano, has been a full-time undergraduate student studying voice for the past two years, and spent most of her secondary school years singing in choirs. She also works as a teacher and attends choir rehearsals several evenings per week. She values daily practice because it allows her to develop habits, consistency, muscle memory, and awareness of everything she must do while singing. She attempts to practice three to four times per week for approximately thirty minutes. Susan expresses satisfaction with linking the content of her in-lesson to her SPS because the in-lesson audio recordings help her identify what she needs to work on. However, according to her PSQ, she dislikes her SPS because she cannot achieve the same results as in her lessons.

During her pre-study SPS, she seemed calm and organized, used a piano application on her phone, stood up, and appeared to have a firm hold on the task, although remarking she was not in her usual SPS space. She began with a pre-warm-up routine and described what she did during each exercise, corresponding with her remarks about knowing what to do during her SPS. Her selection of exercises positively depended on how she liked them during her lessons (e.g., “another exercise I enjoy very much”).  Although it was not required, I was struck by the facility with which she explained the purposes of the exercises (e.g., “for awareness of tongue position”).  

Epistemologically, Susan values the recordings as a tool for improving her SPS, stating that they give her “confidence” to accomplish her goals. However, this strategy does not completely support her SPS experience, as her greatest identified obstacle is a lack of understanding regarding achieving her objectives. This impacts her consistency because she procrastinates, as her enjoyment of SPS is contingent on achieving her objectives and having comparable experiences between lessons and SPS. When the subject matter is deemed relevant to the student's goals, there is a greater likelihood of significant learning (Cross, 1996). Individuals are more likely to complete a task when possessing the necessary knowledge and skills (Bandura, 1977)
. These were the primary reasons for her participation in the study. I want to determine if the PARE/PASE framework can assist her in achieving her objectives of having a clearer SPS experience and having the tools to connect her in-lesson and SPS content.

PARE/PASE Sessions
During her first one-on-one session, Susan provided detailed and specific descriptions.  Whenever the T/R inquired about an A, she was able to describe it (e.g., “move arms,” “exaggerate”), and when asked, “How did that feel?” she typically responded, “I really liked it”- therefore she was encouraged to do more of what she likes during her SPS because “motivation engenders interest in learning” (Bouchkioua et al., 2021, p.464). T/R asked her how she wanted to do her tongue trills- an exercise she enjoys (e.g., ascending or descending and letting her explain the rationale) to include her in her process (Thamraksa, 2003). After reflecting on her R/S and E, she stated that she felt motivated because the R/S was “abundant and steady,” and “I felt like I knew what I was doing, and that motivated me to continue.”  Motivation stimulates learning and fosters self-awareness and success (Bouchkioua et al., 2021; Kong, 2021). In Susan's case, the achievement of her R/S and E enabled her to be motivated by knowing what she was doing.

According to her PSQ, Susan felt she did not have enough time to practice due to procrastination; therefore, I wanted her to reflect on the recent occurrences. Susan had to take the time to determine what her P meant, which was primarily related to her breathing before singing and the information she could acquire at that moment, to determine the route to execute her A, which required her to look in the mirror, move, and be more active while singing. Looking objectively at this, Susan required thirty-two minutes and three exercises to reflect and write on her final E, “I can actually do it 100%”. As her voice teacher, I know that her vocal exercises did not differ for the purpose of the study and that immediate results are not the objective here. However, she progressed when adopting a deliberate strategy of evaluating and reflecting on her actions and feedback (Ericsson, 2008; Ericsson and Harwell, 2019). 

In assessing this situation, I consider what Husserl, the “founder of phenomenology,” says about looking beyond the “taken-for-granted assumptions of everyday life” (Cohen, et al., 2007, p. 22). In the singer’s case, the impact it can have on their practice experience by bringing to consciousness and not taking the daily occurrences of their practice for granted. Her SM took her some time, but it helped her build clarity during her exercises, assuring her that she was “doing it right” and discovering how to do things; she described it as “helping me to see myself on the inside.” In addition, she exclaimed, “It's so funny,” and laughed as she thought aloud and then wrote what she had just reflected on and described. An occurrence is also seen in Karla’s case. 




Scaffolding and SPS
I learned how she independently utilizes the framework's template. Before singing, she explained that she writes CT followed by P, sometimes in capital letters as a reminder. She completes the remainder of the template after singing. She indicates that she will stop exercising if something requires her attention. She stated that she writes more each time she uses the framework, and I believe that this enables her to gain a greater understanding of her processes. Susan identified P and A as her easiest working parameters because she validates and comprehends what actions to take. Her most difficult to identify were R/S and E, "but not always." Intriguingly, in her one-on-one sessions, the last two parameters were the ones that brought her laughter, motivation, and the realization that “I can actually do it.”  Her R/S descriptions typically repeat, “It felt as it should have.”  She elaborated that this signifies what she and her T/R confirmed during their sessions, which corresponds to her enthusiasm during scaffolding when she observed similar R/S between her SPS and one-on-one sessions.

Susan seeks clarity in her processes, which she believes are essential to achieving her goals.  Throughout the study, she has identified her tendency sometimes to overthink (P) and her need to be more active (A) to increase the clarity of her R/S. During one of her final sessions, she reflected on her E and said, “I do not know what else to add here; everything is good.” I cannot help but ponder how else she might have learned that she can, in fact, have a better experience. Working with the PARE/PASE allowed her to reflect on her achievements.

Raffy’s case
Raffy is an undergraduate young tenor that has been studying voice since high school. He also belongs to several choral ensembles on and off school. Daily practice is important for him, but he does not enjoy the process. He practices around two times a week for around thirty minutes, and interestingly he considers his rehearsals a practice time. In his PSQ, he mentioned that his biggest difficulties are that although he knows what he must work on, he does not know how to achieve it. When mentioning his satisfaction linking his in-lesson content to his SPS, he said, “In theory, I know what to do if I follow what I did in my voice lesson” (which he audio records). When asked how satisfied he is with his SPS, he said that when he “feels progress,” he is satisfied but gets easily frustrated because he focuses more on his mistakes than on his achievements and sometimes gets bored. Boredom and frustration have been associated in part with limited engagement in educational activities (Kong, 2021). 

During his pre-study SPS, I witnessed several of his challenges. Although he began his pre-warm-up routine with stretching and breathing exercises, Raffy typically “goes with how my body and voice feel on that particular day,” still, he appeared disorganized and unstructured, changing exercises and strategies constantly and saying “no “multiple times. Similarities to his in-lesson include his standing up while practicing, using a piano, and occasional mirror use. His strategy for problem-solving and changing undesirable results includes speaking certain exercises before singing. One of my concerns regarding his SPS is that he sings with a great deal of repetition without attaining a specific goal, and he appears frustrated and vocally exhausted as a result. Improving monitoring of practice has been identified as a preventative measure for overuse behavior in musicians, along with allowing for breaks between sessions, as rest is essential for enhanced learning (Ericsson, Krampe and Tesch-Römer, 1993; Krampe and Ericsson, 1996; Hays, 2002).  

I intend to determine if the PARE/PASE framework can provide him with better structure and organization during his SPS, clarity regarding how to accomplish his desired outcomes while monitoring his progress, and help him develop an awareness of his instrument's long-term overuse. All factors that made him a suitable candidate for this project. 

PARE/PASE sessions:
During his sessions, Raffy seemed detailed and specific with the descriptions, although he was a bit confused about identifying the difference between P and A.  Session after session, as he got more acquainted, he stopped and went to the board to write without being prompted by the T/R. Interestingly, from his very first session, he had the instinct to write the exercise and its objective under his CT (e.g., “Lip Trill/Arpeggio/no null thinking”), which he explains means to be cognitively engaged from the beginning. T/R noticed that he was moving his arms while singing and encouraged him to write it on the board. Although moving is an action (A), for him, that movement belonged to his P because it was related to what he does before singing- Raffy seemed clear about his parameter distinction. He kept exploring, and when reflecting on his R/S, even though it was “better,” he acknowledged that it could be “much better.” This prompted an SM to investigate his P and A to be able to work on his “much better” objective. During his exploration, he discovered that the movement of the hands changed; he required two distinct arm movements, one for his inhalation (P) and another for his exhalation/singing (A), to feel (R/S) “relaxed, connected, and much better,” consequently achieving his objective. Music and movement have long been linked to increased performance. Swiss music instructor Dalcroze believed that music training should include the use of the body in the “perception and performance of music” (Kilpatrick, 2020, p.30). 

During his first session, he answered “everything” when asked what he would change about a particular exercise.  T/R observed his tendency to focus more on his shortcomings than his accomplishments. Remarkably as his second session progressed, he wrote “trusting the process” under A on the board, which T/R identified as a contrast to focusing on his shortcomings. Since he was worried about his memory and had an approaching presentation, they decided to utilize the framework to do repertoire work with his objective of memorization and being in performance mode, which for him meant not stopping if he made a mistake. Therefore, he chose to write “no one knows it” (referring to the text) under his P and “do not stop” and “catch it later” under his A, and he proceeded to start singing. When evaluating his R/S, he said, “I was still confused, but did not stop” and felt “satisfied.” Finally, his description of the E was "I flowed," and he reflected that because he felt the foundation for his technical work had been established, he was “more secure and comfortable,” and he did not care about the mistake. 

One of his breakthroughs during his one-to-one sessions was regarding his E; “I can feel my body while singing, I feel I can do it better.” The other was regarding how to use the template during his SPS; “now I have this (template), and it’s a matter of incorporating it”- remarking that before, during his SPS, he used to change exercises without purpose, which used to distract him. Regarding the framework, “now I reflect when I feel something weird.”


Scaffolding and SPS:
Raffy shared in his PSQ that he uses his choir rehearsals as opportunities for practice. When contrasting his pre- and post-study PARE/PASE experiences, he shared that he can now connect his technical work to rehearsals and feels accomplished. He focused on his prior one-on-one activities during scaffolding and SPS since they helped him understand his body and identify his shortcomings. Additionally, he mentioned that “because I have to write it down, I have to think about it”. Observed here is the relationship between writing and thinking for learning and the development of critical analysis (Jasper, 2005; Oatley and Djikic, 2008). 

Regarding his use of the template, he usually writes down the exercises he wants to do, and as he feels the actions fill out the rest. In his post-study questionnaire, he remarked that his easiest parameter to identify was S, and his hardest was P, but interestingly, in his scaffolding, he usually filled out his A first. When doubts came towards his high register, T/R recommended using the mirror, slowing down, and stopping to explore. He admitted that the cause of trouble "was a mental thing" because he knew the notes he was singing, and since sitting at the piano, he knew they were approaching. T/R suggested an SM when intrusive thoughts occurred; he wrote “stop and breathe” under his A, and when the "mental moment" occurred, he did as he wrote and then sang, describing his R/S as “greater comfort” and his E as “wow, I sang a B flat.” He looked pleased with his work and smiled.

Raffy used his template, explained his work, and appeared organized and focused during his post-study SPS. As he attempted a new technical exercise, he paused and doubted that he was performing it accurately. This situation produced what Bjork and Linn (2014) refer to as a “desirable difficulty” (p.2), prompting him to contemplate alternative approaches and solutions. Accepting his current limitation, he concluded his session by saying, “I have sung a lot in a short period.”  This final reflection demonstrates his current voice usage awareness. 

Similarities:
Initially, I approached this project focusing on the lack of motivation and consistency during students’ SPS. As my investigation progressed, I noticed recurring patterns and similarities between our cases. The following table depicts the similarities between our cases discovered throughout the research process.

	Similar tendencies amongst our cases

	Pre-Study
	During Study
	Post-Study

	· Lacking motivation or consistency in SPS.
· Knowing what to do but not how during SPS.
· Looking for time-efficiency during SPS.
· Focusing on result vs processes.
· Focusing on shortcomings instead of accomplishments.
· Lacking concentration and organization.
	· Laughing during their sessions.
· Finding it “funny” or “crazy” when writing their own descriptions.
· Difficulty identifying the difference between P + A.
· Still, focusing on shortcomings instead of accomplishments.
· Moving while singing allowed for clearer R/S
· Finding it hard to Stop during an exercise.
	· Having awareness of what to do and how to do it and being motivated by this.
· Utilizing the PARE/PASE template as a guide to link their in-lesson and SPS experience.
· Having more organization and structure during SPS.
· Having more concentration.
· Achieving satisfaction with their SPS outcomes.




The PARE/PASE framework evaluation was based on our three case experiences. They could reflect on their experiences and uncertainties while engaging in their learning process to better understand how they construct their processes to recreate them solitarily (Schön, 1983; Cross, 1996; O’neill and Mcmahon, 2005). Based on their post-study SPS and questionnaires, they seemed more satisfied with their SPS experiences and outcomes, indicating that they felt they could accomplish their tasks and achieve their objectives (Bandura, 1977; Kong, 2021). Karla's satisfaction depended on her ability to relax and foster an enjoyable process and exploratory environment. She could link her one-to-one sessions to her SPS by utilizing the template. As a result, she determined she could trust her instrument and herself throughout the process. Clarifying her procedures was essential to Susan, and she realized her writing in the framework's template increased with every session. That said, this also assisted her in becoming aware of her tendencies and supported her in stopping to reflect on how something felt regarding R/S and how her E shaped her motivation to realize she can “actually do it” and progress. Raffy's satisfaction depended on feeling connected with his instrument to stay engaged and motivated. Throughout the study, he learned how to better connect with his instrument; identifying reflection allowed him to investigate how to remain active in his thoughts and actions to recreate the in-lesson content during his SPS and evaluate his vocal usage.
Karla and Susan laughing while identifying their descriptions was a surprising finding. According to Savage et al. (2017), although laughter does not induce learning, it helps reduce tension and anxiety and motivates students by creating a positive learning environment. When students perceive a humorous message as relevant, such as Karla's “pirate arm movement,” they become motivated, facilitating the processing of new events and material and promoting the retention and comprehension of course content (Savage et al., 2017). As writing is regarded as a way of thinking, laughter about writing their descriptions validated their thought process, bringing the missing link to the forefront of their experiences (Oatley and Djikic, 2008). For Karla, enabling her to enjoy the process rather than be frustrated about her shortcoming, and in Susan's case, permitting her to comprehend how to accomplish her objectives.  Learning is a transactional and collaborative process that requires participation and engagement with the environment, as well as the resolution of conflict, which “moves back and forth between opposing modes of reflection and action and feeling and thinking” (Cross, 1996; Kolb and Kolb, 2012, p.194). According to Kong (2021), students who are more engaged in said educational activities are more likely to attain higher levels of learning.

The following table compares the impacts of the PARE/PASE framework in each case before and after its implementation. Analysis was based on their pre- and post-study questionnaires and SPS.
	Case Study 
	Before PARE/PASE
	After PARE/PASE 
	Findings

	“Karla”
	SPS is an “obligation” and “torture” 
	SPS is a “date with my instrument”
	Motivation to practice

	
	Usually does not have time to listen to in-lesson audio recordings.
	“Framework’s template allows me to keep the in-lesson information fresh in my mind”
	Time-efficiency, connecting in-lesson content to SPS.

	
	“If I put too much pressure on myself, I damage my practice time” 
	“Excited to practice”. Laughs during sessions. 
	Enjoyment of the process.

	“Susan”
	Does not enjoy SPS, “I don't always achieve the results I did with the teacher”
	 “I know what to work on and how to do it"
	Connecting in-lesson to SPS content. Awareness of processes.

	
	Difficulty with consistency and procrastinates.
	“I felt I knew what I was doing, and that motivated me to continue” 
	Consistency and motivation

	
	Biggest difficulties: “Feeling I don’t achieve my goals” and not knowing if she is doing it right.
	“I feel satisfied with my SPS results”, “I can say I am doing the exercises right”
	Goal achievement

	“Raffy”
	Tends to get bored and distracted. 
	“I am thinking and analysing more in practice”, “I don’t get as bored as before”. 
	Concentration, engagement, development of critical thinking.

	
	Disorganized during practice and lacking structure.
	“The framework has helped me organize and structure my practice more efficiently”
	Structure and organization 

	
	Use to do exercises without knowing, getting vocally tired due to repeating a lot.
	Is more conscious in his SPS: “I have sung a lot in a short amount of time”. 
	Awareness of voice use.



Through this project, I discovered a gap in my practice: I assumed my students could connect their in-lesson content to their SPS. This may have resulted from the 18th-century approach to voice instruction that I was exposed to as a student, in which the teacher demonstrates, and the student repeats, and reflection did not play a significant role during the lesson. However, we live in the “pedagogical enlightenment of the 21st century”, which involves intellectual inquiry and the integration of multidisciplinary perspectives from the voice studio, pedagogy, therapy, and science, reflecting the transition between our current and future goals for voice education (Chapman, Ron Morris and Morris, 2023, p.vii). According to Carl Roger (1969), the purpose of education is to “facilitate change and learning” (Test and Cornelius-White, 2009). The three cases represent my voice students, and their similarities reflect my practice. I have always used inquiry throughout my lessons, but how can teachers determine if a student has learned and can independently reproduce lesson content? 
Conclusion: 
This work-based project aimed to determine whether the PARE/PASE framework could support voice students, promote improvement and change in managing their SPS, and facilitate their transition from voice lessons to SPS. Costley, et al. (2010) refer to a “performativity model of knowledge” (p.58) as the application of skills in the pursuit of knowledge for effective performance. This study identified several advantages and disadvantages of the framework, which we can see in the table below.

	Advantages PARE/PASE framework

	· Offers organization and structure.
· Promotes reflection, writing, and analysis of actions and processes.
· Provides assessment and prompt feedback.
· Validates the student’s descriptions and ways of thinking.
· Supports concentration.
· The student learns to identify their needs which are then acknowledged.
· Positions the learner at the centre of the learning process, fostering a sense of inclusion.
· Helps motivate the student to complete a task.
· Students learn from their experience.



	Disadvantages PARE/PASE framework

	· It can be time-consuming to write and assess during the lesson and SPS.
· The learning curve of how to use the framework may provide discouragement.
· Learning a new way of navigating their practice can be a challenge for someone that has been practicing in a certain way for a long time, resulting in confusion or discouragement. 



The researcher developed this framework with and for her students. Therefore, she is conscious that the findings may only relate to her voice studio, which offers the prospect of future study to see whether other practitioners can use it. Uncertainty regarding the framework's long-term effects is one of the study's limitations. It is uncertain whether students can maintain its use throughout the semester or whether their motivation and consistency will endure. Future initiatives include continuing framework development, supporting its underpinning, researching alternative methods for assessing its impact, and determining if it can increase the self-efficacy and autonomy of students and performers to support their future endeavors.

As a novice researcher, educator, and performer on the road, I require more structure and organization moving forward (Scott, 2022). The constantly shifting environment presented a mental and physical challenge due to being on the road. Simultaneously, it reminded me that, although I am a professional in other aspects of my life, I am still a student learning how to conduct research and that mistakes and perplexities are inevitable throughout the process. In the future, I must account for additional time for data translation. Choosing too many methods resulted in a time-consuming volume of data to manage (Cheema, 2018). This has been one of the most challenging projects I have ever undertaken, but I look forward to using this experience to enhance my practice, expand my knowledge, and better support my students in the future.
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